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given expression. Reading aloud is of especial value here. As for the encouragement of the higher emotions, thi s 
is seen in terms of the transforming of concern for self into concern for transcendent objects progress ively more 
removed from the se lf. (The moralist ' s position is in agreement here.) Th is is particularly difficult for ado lescents 
because se lf-centredness is ascendent in their peer group and encouraged by commercial pressures. A ense of 
community must also be developed , and this, fo r Dunlop, cannot be in the purely impersonal terms of contractual 
obligation but must include common feelings. The culmination of the education of emotion is emotional 
autonomy. This requires teaching the young that the ir worth is simply in what they are , not in the ir ac hievements ; 
also they have a nature and an obligati on to deve lop it. The temptation to deny fee lings is to be res isted ; 
ultimately , what is within is what counts. 

Factors promoting such enlightenment include the presence of teachers who are themselves emotionally 
autonomous and not prone to inhibition. The succombing of the school to management methods is a factor 
working aga inst thi s enlightenment. Rituals and ceremonies lacking an instrumental purpose are sadly no longer 
understood or respected. On the matter of curriculum subjects , a di sparaging word is offered on the soc ial 
sciences for purporting to provide a sc ientific treatment of human affairs. Democratisation is also critic ised for 
pandering to drives for power and soc ial recognition. 

As is usual for writers on the topic of emotion , Dunlop does not in hi s arguments address a strong position for 
reason aga inst emotion , despite the fact that his position in favour of emotion is one he sees as in need of the 
substanti al support he gives it. Apparently he thinks that it is among the genera l public that emoti on is di sparaged 
and suppress ion of fee lings enjoined . To me it seems the oppos ite; all manner of fatuous, mewing nonsense is 
excused and even praised for being the expression of how someone feels. A reader informed of any hard 
rationalist position in the literature will find some of Dunlop's arguments quest ion-begging: the fac t that denial of 
one 's fee lings is denial of one 's self (if, indeed, fact is what this is) is no commendation of emotion unless it is 
already agreed that all parts of the self, including feelings, are important. And if it were true that we do not reach 
the world in perception but only in feeling (a highl y dubious proposition) then the thinker might choose to ignore 
the world. The claim that without feeling we are prisoners of a conceptual scheme and unable to see anything in a 
fresh light is not convincing and can be countered by arguments from Kant and Sartre. Lastly , the idea that what 
matters is what people are , not what they achieve , is at variance with the project to educate. People matter, not 
because of what they are inside , but because they can engage in impersonal activities, such as solvi ng equations , 
and because their thoughts , words and deeds can be rational , as contrasted with understandable. 

The writ ing is, from start to finish , of high quality. The chapter on the education of the emotions would be of 
particular value in the teaching of a course in the philosophy of education . It contains a clear statement of a point 
of view on a variety of curricular and institutional issues in schooling , and could be used to initiate a number of 
class di scussions. The earlier parts of the book are philosophically competent and a pleasure to read, but 
sometimes difficult . This is perhaps a drawback , since the aim of books in this series is to prov ide competent 
philosophical treatment of topics re levant to students of education and accessible without prior philosophy. For a 
beginner, the book would be tough , and the earlier chapters are more involved than is needed for what follows. 
The relevance of the topic is first said to be that it connects wi th educationa l literature on the affective domain . 
This literature is barely spoken of. This is no error , since the bulk of it is , in any case , best left aside; and there is 
plenty else of relevance to teachers in the book. Finally , a most welcome feature of works in thi s series is a 
classified bibliography as guide to further study, and Dunlop's list is excellent. 

Richard Barrett 
Concordia University 

Bowers, C.A. , The Promise of Theory: Education and the Politics of Cultural Change. New York : 
Longmans Inc ., 1984, 116 pp. , $ 11.95 (U.S. ). 

Perhaps the most apt characteri zati on of this book comes from the author himself - 'thinking aga inst the 
grain. ' Although thi s ph rase is used fo r different purposes in a article published prior to the present work , it is 
suggestive of both the thrust of The Promise oJTheory and some of the contradictions that surface from within it. 
'Thinking against the grain' calls fo r a methodological commitment and a thorough search for substantive 
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content. C. A. Bowers , in The Promise of Theory, an e laboration of the 1982 Dewey Lectu res , almost inverts 
Dewey's project in education by once agai n exploring the relationship between tradition and modern ism. While 
Dewey , wi th his we ll-known essays on " What i Think ing?'' laboured aga inst the power of tradition, Bowers in 
his exploration of moderni sm asks us to think aga inst the gra in and thereby touch our roots in tradi tion. 

Fundamentally , the book is a challenge to educators to transcend the ideology of modernism and its attendant 
relat ivizing tendencies- a call to reaffirm traditional continuities which give us the necessary analytical too ls to 
unpack modem culture and avoid the pitfalls of a relativ ized , culturally destructi ve, individualism as basis for 
authority. In Bowers ' view, the "'moderni zing mode of consc iousness " avo ids challenging the 19th Century 
tenets which have fo rmed the conceptual basis of contemporary thought : ( I) acceptance that change is normal, (2) 
refusal to accept limits , and (3) seculari zati on of a world view . 

As change became part of the natural attitude toward everyday li fe , a new atti tude toward authority had to be 
form ulated. Authority, as the co llecti ve pressure to preserve traditional patterns and beliefs , gave way to the 
idea that the individual could be the center of authority. 

At issue , then , is whether or not our contemporary world view and the educational theory that has grown out of 
it give us the abilities necessary to understand the genes is of our common heritage (and sustain some communal 
fabric) and allow the individual freedom to understand critically the taken-for-granted e lements that determine 
his or her relationship with culture. To in vest authority so lely in the individual has the potential to destroy our 
sense of community. 

Specifically , I want to examine how the relati vizing of the foundations of taken-for-granted beliefs lead to 
politicizing more areas of everyday life and to ident ify the ideas and values that contribute to thi s propensity 
of modem society. 

Here Bowers rea ll y is beginning to refine the sociology of knowledge perspective and curriculum proposa ls 
that he began with Cultural literary for Freedom in 1974 . This is a much more academic presentat ion of these 
ideas with greater depth of analys is. There is also a new emphasis - the power of language in the socialization 
process of education and the presentation of the need for communicati ve competence (a term borrowed from 
Habermas) . Bowers ' translates' Habermas' understanding of communicative competence as " the individual's 
ability to negoti ate meanings and purposes instead of passively accepting the soc ial realities defined by others.'' 
This is not unlike Dewey ' s recollection of Plato ' s statement " a slave is a per on who executes the purposes of 
another. ' ' Of course , hi story (parti cularly in schools) is always defined by others - educators and students are 
called to exercise the ir understanding of the roots of the ir culture and to overcome them without developing an 
incipient and insidious sense of cultural nihili sm. Therefore , the ' ' politicizing'' of more areas of our everyday 
experience that Bowers suggests is taking place , provokes us to reconsider language with its culturall y embedded 
meaning and to understand how it forms a fundamental part of the socia li zation process in schools . John Berger, 
in hi s book, Ways of Seeing, deve lops a si milar argument , 

The art of the past no longer exists as it once did. Its authority is lost. In its place there is a language of images. 
What matters now is who uses that language for what purpose . . . A people or a class which is cut off from 
its own past is far less free to choose and to act as a people or class than one that has been able to situate itself 
in hi story . That is why - and thi s is the only reason why - the entire art of the past has now become a 
political issue. 

But , before presenting the theoretical framework which would lead to communicati ve competence, Bower 
renders ciritic ism of contemporary educati onal theorist . He suggests that the dom inant school - the libera l­
technocrats, as we ll as the romanti cs and the neo- Marxists - has fa iled to comprehend the ideo logy of 
moderni sm that underpins the ir theory and prac tice. All have accepted the conventiona l wisdom that schools 
are fundamentall y conservati ve institutions. The li beral-technocrats , with their rat ionali zation of procedures 
and emphasis on abstract thought , work within the metaphor of modern technocracy and promote its "change 
is progress" ideology. The ro mantics , often viewed as an alternative to the mainstream, have maintained 

the view that no body of knowledge possessed inherent authority or could be judged more worthy than any 
other body of knowledge. Before the tribunal of the autonomous student all forms of knowledge and arti stic 
expression ex isted at the same level of banality until the student ' s choice invested it with significance. 

The neo-Marxi ts have also accepted a " change as progress" epistomology - the result , a formu la- like 
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reverence for resistance that will li berate the individual and thereby promote soc iali st soc ial progress. It seems 
remarkable to suggest that the neo-Marxists have lost touch with the importance of hi story. Bowers contends that 
the relativizing tendenc ies of moderni sm invests individuals or groups who have the greatest ski ll in using and 
manipulating language with the power to determine how others will view reality. 

The tension and inherent contradictions between the individual and soc iety remain; the educators' project is to 
ensure that the individual develops communicati ve competence. " But in order to exe rc ise communicati ve 
competence the individual must possess a knowledge of the culture that is being renegoti ated. ' ' In a sense, thi s 
resurrects tradition as a rad ical fo rce and suggests a conservative function for the schools . 

The main substance of thi s book build from the soc iology of knowledge framework wi th its associated 
sociali zation theory. Bowers recogni zes the dual potentia l of sociali zati on - that it is both binding and 
potentially liberating (granting the concept of intentionality in human consciousness) . The theoretical founda­
tions for communicat ive competence are pre ented in the fo rm of five major propos itions about the nature of 
consciousness , communication, and our natural anitude , among others. Bowers makes an important di stinction 
based in the power of language - the distinction between the " functional knowledge of culture" and the 
"symbolic knowledge of cu lture ." Here we get some connection with one of Dewey 's central concepts. 

When learn ing was based on what teachers interpreted to be the 'experience' of the student there was a 
general lack of understanding of the relati onship between culture (as reflected in the curriculum) , language 
(the communication process going on in the classroom) , and consciousness (the student' s conceptua l 
framework) . Because the metaphor of 'experience ' lacked explanatory power to illuminate the teacher's 
influence on the ro le of language in reproducing the coll ecti ve culture in the consciousness of the student , 
there was a shift in educational thought to consider ' behaviour' as the primary indicator of learning. 

What does the teac her need to know , given thi s relation hip between culture, language and consc iousness? With 
thi s in mind , Bowers explores seven quest ions about the nature of curriculum knowledge. In essence, these 
questions are the integration of a number of soc iolog ists; notably , Berger and Luckmann, Gouldner , Bernste in 
and Habermas. Recogni zing that knowledge is not neutral and , joining thi s concept with that of the progressive 
de-ski lling of the teacher, he recommends that the traditional craft of the teacher can be " rescued and 
strengthened by understanding the connection between the content areas of the curriculum and how it wi ll be 
under tood by the student. " 

For many educators, Bowers ' commitment to content (curricul ar knowledge) and its lingui stic and epistomol­
ogical underpinnings will be perceived as neglect of the problem of how to teach! The focus of teacher 
competency seems so widely accepted as a problem of methodology or technique that a reaffirmation of the 
relationship between students and knowledge denies the interventioni st approach where the foc us is on what 
teachers will do 10 students . To some, the chapter entitl ed , ' ' A Socio logy of Knowledge Approach to Curriculum 
Development" will provide the necessary connec tion. Thi chapter is a rei teration and ti ghten ing of the 
proposa ls of hi s earli er , Culwral Literacy for Freedom. With the fo regoing theoretica l implications for culture , 
language and consc iousness the curriculum development approach described integrates' 'the student 's phenome­
nological culture;" an " hi storical perspective to de-objectify knowledge;" and "a cross-cultural perspective." 
These three moments in developme nt of curri culum demand recognition of a dia lectical relationship between the 
student ' s consc iousness and the knowledge forms of the culture. Again, we wonder what the teacher needs to 
know to anempt this approach to curriculum. This question is partly addressed in hi s concluding chapter. 

Bowers initiates a se lf-critical approach to hi s soc iology of knowledge theory and curriculum proposa ls in the 
fina l chapter. The criti cal reflections dea l with the problems of relati vism, ocial inequality, the limited ability of 
teachers and the intolerance of pluralistic communities. It is also of interest because it ex plores the difficulty 
students of education have had in working within the soc iology of know ledge framework -particularl y given the 
orthodoxy of behaviouri sm in so many fac ulties of educat ion. It is an intellectual cha llenge to teachers to 
transcend the technical problem of merely transmitting lo students whatever seems to stand for cultural content in 
any given hi storical peri od. Bowers, having establi shed the political nature of the educational process suggests 
ways we might overcome travelling through the di slocations that modem life has brought. Dewey certainly 
played a crucial part in poli tic izing the school environment as well as relativizing the nature of knowledge . But , 
he also noted that the choice between traditionalism and progress ivism was not an either/or proposition . 

In a sense , Bowers ' The Promise of Theory, is a call to reaffirm history , both in culture and in our educational 
processes. At times, one wonders what traditions he affi rms. The book could certainly use more concrete 
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examples to help establish the vision that is projected . There ' s almost an ex istenti al angst or mistrust that surfaces 
when attempting to explore the realities of modernity. The mistrust, at times, seems directed at those classical 
traditions which have weathered the test of time but seem to be losing authenticity and power in the modern arena 
of thought and practi ce. The behaviourist suggests a change of circumstances and our responses to them; Bowers 
suggests a change of relationship to our symbo lic worlds or, at least , a recognition of them. The difficulty of this 
position is that it implicates us intellectually, politically and psychologica ll y . It renews the educator's purposes 
- to help students recogni ze their place in history and to examine their genesis throughout it in a much more 
demanding sense than our modern modes of consc iousness command. In a sense, today , " thinking against the 
grain " may mean touching wood again to recogn ize its metaphorical impact. But , as Northrop Frye noted in The 
Educated Imagination " there are no courses in remedial metaphor. " C. A. Bowers ', The Promise of Theory , 
urges us to explore the liberating possibilities of such a project. 

Gordon A. Bailey 
University of Victoria 

Hirst, Paul , H. (Ed.), Educational Theory and Its Foundation Disciplines. Routledge: Kegan, Paul , 
Boston & London , 1983 , 145 pp. , $ 11.50 (paper) . 

If one were to ask the resident expe rts in Britain what was happening there in the Foundation disciplines of 
education and hope for a concise and summary reply , one could not do better than read Hirst' s coll ection. In the 
opening chapter Hirst provides hi s own state ment on the progress of British scholarship with regard to the 
relationship between theory and practice. The other fo ur contributors - Richard Peters , Brian Simon , John 
Nisbet and Brian Davies -each present a chapter reviewing the state of the art in their particular di sciplines. The 
reader is treated to brief and personal analyses of the philosophy , history , psychology and socio logy of 
education , with both the strengths and shortfall s that accom pany brief and personal statements. But none were 
intended to be exhaustive and complete. Rather, they were gathered together to provide a general but scholarly 
glimpse. All but one of the papers published in thi s vo lume originated as public lectures at the University of 
Cambridge. 

In Chapter One, Paul Hirst carries on hi s continuing debate with D. J. O 'Connor with his argument that we 
must develop a kind of educati onal theory that is pertinent to the educational enterprise itself. He speculates that 
this kind of educational theory will involve not on ly the sc iences , including the soc ial sc iences , but also beliefs 
and values. This does lead educational theory into the confusion surrounding values and the uncertainty of 
practical reasoning but so it must. That is the nature of the educational enterprise. 

In the search fo r educati ona l theory which will develop rational principles for educational practice we must 
draw upon theoretical knowledge from educational psychology and the soc iology of education , as we ll as from 
hi story and philosophy. As a consequence educational theory is a composite, but a coherent compos ite , with its 
unity provided by a foc us on a consistent set of principles for educational practice. Hirst ' s contention is that there 
are practical policy questions fac ing educators and there is both the need for , and the possibility of, developing 
principles of educational theory which enlighten these questions of practical policy . In this context he argues that 
the disciplines provide the reasons for the principles and , as such , the disciplines are ' ' crucial for the justification 
for what is claimed in the theory" (p. 6) . But the progression from the disciplines to the principles to particular 
educational activities is not a simple one and Hirst tack les the critics of this relationship for ignoring its very 
complexity . He does recognize John Wilson ' s criticism of hi s approach as only a methodology for educational 
theory , but claims he was proposing an " outline of the logic of the theory " (p. 9) and not a methodology. His 
paper carries this concern fo r the nature of educationa l princip les and their justification beyond a simple appeal to 
the disciplines and into a "complex pragmatic process that uses its own appropriate practical discourse" (p. 26). 
Hirst sees this new territory as somewhat uncertain but outlines how it might be approached . He concludes his 
quest for the appropriate relationship between theory and practice with the speculation that practice may indeed 
precede theory and if that is the case then what is needed is much more " self-critical, reflective and 
reconstructive analysis and judgment by . . practitioners . . using the disciplines to maximum degree ' ' (p. 28). 
Although he presents a persuas ive appeal fo r th is shi ft to a practitioner' s locus in order to make more explicit the 
structures underlying practical, pre-theoretical know-how , he nevertheless envisions practitioners returning to 




