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As with other areas of the curriculum home economics
tends to respond to the objectives of powerful interest
groups rather than to the work of recognized scholars and
the ideals of democracy.

The philosophical orientation of this study is derived
from the work of Jurgen Habermas, a dominant figure in

contemporary philosophy whose social theory is acknowledged
for its depth and breadth of perspective.

Major concerns

of Habermas are the spread of instrumental reason and the
growth of bureaucracy throughout the western world, and the
detrimental effect of these on humankind.

The resulting

depoliticization has meant that political issues once discussed by a "reasoning public" are now treated as technical
problems to be resolved by the most "efficient" means.

Habermas' work is therefore oriented toward the enhancement
of self-understanding of social groups capable of bringing

about social change, or toward the self-emancipation of
humankind from domination.

Habermas' social analysis is supported by critics of
the dominant rationality in American society.

The influence

of the "American ideology" on education is a cause of
concern.

The study embodies critique of three models of home
economics curriculum in relation to three modes of rationality which are derived from three sciences:

technical

rationality (empirical-analytic science), hermeneutic
rationality (historical-hermeneutic science), and emancipatory rationality (critical science).

The critique reveals

that underlying each curriculum model are certain assumptions linked to interests which define how reality is
viewed; and that each model has different implications for
the learner, society, and the world of knowledge.

For

example, curriculum based on emancipatory rationality views
the learner as one who, although vulnerable to ideologically distorted beliefs, is capable of self-reflection for
self-understanding, and critical examination of the historical development of social contexts militating against human
autonomy, and who through enlightenment, will participate
in collective action to eliminate those contexts.

The analysis highlights the need for curriculum
decisions to be based on sound theory.

It also reveals the

need for a critical theory of home economics education, and
identifies a set of questions to be addressed in developing
such a theory.
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THE NATURE OF HOME ECONOMICS CURRICULUM IN SECONDARY SCHOOLS
CHAPTER I

INTRODUCTION

Background of the Study
Curriculum change tends to be implemented in response
to dominant socio-political forces rather than as a result

of sound inquiry) Absence of inquiry or research-based
educational theory has meant that reform has often been
undertaken as a reaction to emerging crises, and as the
reform measures have been implemented and subsequently discarded, the gap between theory and practice has widened.

Education may be viewed as a public function affecting all
citizens whether students, parents or taxpayers; the curriculum is therefore a subject of public concern.

Neverthe-

less, it is to the objectives of powerful interest groups
that education responds.

Curriculum as a field of study is comparatively young.
It has its origins in the early part of this century, when
experimentalism gave rise to concern for more rigorous forms
of assessment of educational practices.

Dewey was critical

of progressive schools, which, in reacting against traditional forms of education, concentrated on innovation and
neglected the building up of a theory of education.

Dewey

saw philosophy as "the general theory of education" from
which aims were developed.

He stated:
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And before we can formulate a philosophy of
education we must know how human nature is
constituted in the concrete; we must know
about the working of actual social forces;
we must know about the operations through
which basic raw materials are modified into
something of greater value. The need for
philosophy of education is thus fundamentally the nee4 for finding out what education
really is.
Bode also believed that philosophy should be fundamental to educational aims and practices.

He saw the need for

reflective thinking about what constitutes a good life and
about desirable change in social conditions to resolve
problems.

If students were not expected to question the

existing social order, the curriculum became a vehicle for
the development of skills and attitudes for conformity to
prevailing conditions, and thus to the expectations of
dominant powers in society. 3

These and other early scholars in the field of curriculum recognized three sources of educational objectives:
the learner, society, and organized subject matter.

There

was however, debate over the relationships among the three
sources of objectives.
treated separately.

Dewey warned that they could not be

If they were not seen as interacting

forces, they became isolated, conflicting elements.

He

stated:

When this happens, a really serious practical
problem--that of interaction--is transformed into
an unreal, and hence insoluble, theoretical problem.
Instead of seeing the educative process
steadily as a whole, we see conflicting terms.
We get the case of the child vs. the curriculum;
of the individual nature vs. social culture.
Below all other divisions in pedagogic opinion
lies this opposition.4

Whereas Dewey claimed that education should reflect the
interaction of these forces, educators have placed emphasis
on one at the expense of others.

Emphasis has shifted from

discipline-centered studies, to learner-centered studies,
to studies for social relevance.

The need to recognize that these three sources of
educational objectives are interactive has largely been
overlooked in curriculum theory.

Furthermore, there has

been little recognition that subject matter, the learner and
society are not only sources of data but also strong influences on education.

Any useful curriculum theory must be

based on a sufficiently comprehensive social analysis that
such influences and their implications for education may be
readily understood.

Social theory and theory of knowledge.

Habermas has provided an impressively comprehensive
social analysis which may be used for the development of
sound curriculum theory.

His work will be briefly introduced

here, and further discussed throughout the study.

A major

concern of Habermas has been the spread of instrumental
reason throughout social life.

The disintegrative effect

of technocratic consciousness, that is, the acceptance that
moral-political questions can be defined as technical
issues, is examined with respect to social theory, and
theory of knowledge.

With respect to social theory, Habermas has argued that
the increasing tendency to define practical problems as

technical issues, leads to the justification of a class
interest in domination, and at the same time affects the
structure of human interests.

Thus, reflection is needed

to "disclose the fundamental interests of mankind as such."5
With respect to theory of knowledge, Habermas has shown
how instrumental reason has dominated modern thought.

He

has argued that the rise of positivism in the last century
has eclipsed the individual's capacity for reflection on
his/her activities.

Habermas believed therefore, that if

humankind is to be emancipated from the domination of powerful forces in society, self-reflection for self-understanding
is necessary.

In developing his argument, he systematical-

ly investigated human interests, knowledge and action.
Habermas contended that historically, humankind has
organized its experience in terms of knowledge-guiding
interests.

He stated:

I term interests the basic orientations rooted in
specific fundamental conditions of the possible
reproduction and self-constitution of the human
species, namely work and interaction . . . . Work
and interaction toy nature include processes of learning and arriving at mutual understanding. Starting
at a specific stage of evolution, these processes
have to be maintained in the form of methodical
inquiry if the self-formative processes of the
species is not to be endangered. On the human
level, the reproduction of life is determined
culturally by work and interaction.6
Humans are both tool-making and language-using animals;
they must provide for their material needs from nature
through the manipulation and control of objects, and communicate with others through intersubjectively understood symbols,
according to mutually agreed-upon rules.

Thus, humankind
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has an interest in creating knowledge to enable control of
independent processes and to maintain communication.

There is also an interest in the reflective appropriation of human life; without this, the interest-bound character of knowledge would not be understood.

Habermas stated:

We can methodically ascertain the knowledgeconstitutive interests of the natural and cultural
sciences only once we have entered the dimension
of self-reflection. It is in accomplishing selfreflection that reason grasps itself as interested.
Therefore we come upon the fundamental connection
of knowledge and interest when we pursue methodology in the mode of the experience of reflection:
as the critical dissolution of objectivism, that
is the objective self-understanding of the sciences,
which suppresses the contribution of subjective
activity to the preformed objects of possible
knowledge.?
The correlation between knowledge and human interests
can be adequately grasped only if we understand the emancipatory interest behind critical reflective knowledge.

Critical reflection is needed if society is to be emancipated from distorted communication and dominative and
exploitative forces.

Habermas saw domination as a system-

atic distortion of interaction or communication, thus the
interest in emancipation is an interest in the transcendence
of such communicative structures.

Hence, there is an interest in reason, in self-reflection, self-determination and rational action.

As it gener-

ates knowledge which enhances responsibility, it is an
emancipatory interest.

This analysis gives rise to a model of human interests,
media and sciences:

6

Human Interests

Media

Sciences

Technical
(to enable prediction
and control)

Tork
(instrumental
action)

Empiricalanalytic

Practical
(to maintain communication
and achieve consensus)

Interaction
(language)

Historicalhermeneutic

Emancipatory
(to be self-reflective,
self-determining, and
act rationally)

Power
Critical
(asymmetrical
relations of
constraint and
dependency)

These three sciences formalize the systems of action
required for success in human activity. 8
Socialization of the adolescent.

Habermas pointed out that the reproduction of society
is based on the reproduction of competent members of society
and that individual identity is linked strongly to forms of
social integration.

Habermas disagreed with role theorists who assume that
role definitions are congruent with role interpretations.
He saw the significance of the subject's interpretation, and
emphasized "the dialectic of role taking and role making."9
He was critical of the assumption that binding norms or
value orientations of society are congruent with motivations,
emphasizing instead, the significance of role distance.

Habermas stated that due to role theorists' assumptions that
value orientations and need dispositions are a mirror image
of social values, "There resulted an objectivist picture of
the acting subject, a static picture of the action system,
and a harmonistic picture of the social structure."10
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Basing his theory on the work of Piaget, Habermas
pointed out that as the adolescent is able to think hypothetically, he can achieve freedom from dogmatism; the extent
to which he does is dependent upon various factors including
the forms of social integration.

Until adolescence, the

child is constrained by concrete operational thought, and,
influenced by group perspectives, accepts social norms as
'given.'

Habermas stated:

But as soon as the youth no longer naively accepts
the validity claims in assertions and norms, he
can transcend the objectivism of given nature and
explain the given from contingent boundary conditions in light of hypotheses; and he can burst the
sociocentrism of a traditional order and can understand (and if necessary, criticize) existing norms
as mere conventions in the light of principles.11
Habermas examined the development of the ego from the
perspective of identity formation.

He defined identity as

the "symbolic structure" that enables the personality to
maintain continuity throughout life-changes.

He pointed

out that personal identity demands not only self-identification, but also recognition from others.

Identity is thus

sustained in the "vertical dimension of life," that is,
throughout its history, as well as in the "horizontal
dimension" relating to contemporary expectations. 12

Habermas examined three stages of identity formation,
Firstly, the stage at which the small child succeeds in
differentiating itself from its environment; secondly, the
stage at which the child acquires a personal identity
through locating itself in social life; and thirdly, the

adolescent stage, at which, under certain conditions,
conventional role identity develops into ego identity.
Identity based on family membership is gradually replaced
by an identity based on membership of groups outside the
family.

Through emerging from the family to assume active

roles in other groups, the youth meets the demands of adult
status.

Moreover, through acquiring the more abstract role

identity, the individual learns how to transfer into new
situations by leaving behind old identities and building
new ones.

According to Habermas, socialization comprises two
major phases; the child develops identity by growing into
the environment of the family, and later develops into
adulthood by growing out of it.

The first phase relates to

what we term "school age," or from a psycho-sexual viewpoint the "oedipal crisis," or to transition from the
"pre-operational to concrete-operational" stage according
to cognitive development theory.

The second phase relates

to "youth" in our culture, and is referred to in psychological terms as "adolescent crisis," or in terms of cognitive development, transitions from "concrete-operational"
to "formal-operational" thought. 13

Habermas saw adolescence as a "danger zone" from the
viewpoint of continuity and stability of social systems.
The transition from role identity developed in the family
to identity as an adult member of society determines whether

and to what extent the existing order will be undermined or
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reinforced by the new generation.

A number of factors

influence the outcome of this transition period including
availability and utilization of access to cultural traditions
as well as what the culture has to offer.

Cultural tradi-

tions can "offer and stimulate the transition to a postconventional identity, or hold the restructuring of role
identity at the conventional level."14

Another major factor

is the structure of communication within the family.

Recent

research has established clearly that distorted patterns of
interaction within the family can lead to pathological
disturbances in adolescence.

15

Habermas saw the development of competence in interaction as "the core of identity formation."

Furthermore,

it is directly relevant to the theory of social action as
it underlies the development of moral consciousness.

Two

basic assumptions are that 1) there is a universal competence
in the ability to participate in social interaction; and
2) this competence is acquired through a hierarchy of
distinct and increasingly complex developmental stages.

16

Habermas believed that as the individual achieves
adolescence and the capacity for formal-operational thought,
he or she can set himself or herself apart from inherited
roles, norms and values.

This means that validity claims

may be questioned, or suspended, or treated as hypothetical.
The adolescent begins to understand principles which may be
used to generate, criticize or justify norms.

At this stage,

individuals are not seen simply as role bearers but as
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persons who can adapt to changing situations and adopt new
roles.

Norms are now recognized as being generalizable; as

well, the following of traditional or imposed norms is
distinguished from action based on norms justified according
to principles.

At this stage the young person is neither

bound by egocentrism of early childhood, nor by the sociocentrism of traditional roles.

As well, the development of

interactive competence has made rational autonomy possible. 17
In adolescence, social norms are no longer taken for
granted; they are subject to critical examination in discussion.

While consensual role behavior is characteristic of

stage two, (the level of concrete-operational thought),
Habermas claimed that communicative action which is oriented
toward achieving understanding takes a central place at
stage three (the level of formal-operational thought).
Interpretive activity is therefore important.

At this stage

argumentation is important for negotiation and achieving
agreement on the "presuppositions of communication."
Habermas claimed that stage three demands reflectivestrategic and argumentative capacities.

18

Turning to the theory of Kohlberg, Habermas pointed out
that the developmental stages of moral consciousness are
dependent upon interactive competence; that the developmental stages of moral consciousness can be derived from
those of communicative action.

One who has acquired a

certain level of interactive competence, will form "a moral
consciousness of the same level" provided that he can
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sustain that level of competence even in stressful situations.

However, in many cases this does not happen.

The

person then falls back "below the threshold of his interactive competence in his moral actions, or even in both his
actions and judgements."

Thus there is "a shifting between

the level of his normal role behavior and the level at
which he processes moral conflicts."

Because it demands

that the person consciously process moral conflicts, "moral
consciousness is an indicator of the degree of stability of
general interactive competence."19

Knowledge-constitutive interests and the curriculum
Habermas maintained that social evolution is dependent
upon the capacity of human beings to shape their environment
and themselves through technical action and through communicative action.

Through technical action, human beings act

upon and control the material world in order to satisfy
physical needs; through communicative action they achieve
understanding with others, develop normative structures, and
maintain social integration.

Social evolution is governed

by the interplay between these two forms of action as technical action takes place within the system of rules generated by communicative action, and, in turn, exerts an influence upon them.

It is the need to resolve the contradictions

between these two systems of action, and the possibility of
greater human autonomy, that gives rise to the third type
of action, namely, emancipatory action.2°

12

Each system of action offers its own contribution to
education.

By its nature, technical or instrumental action

involves certain types of experiences through which knowMoreover, the learning derived from

ledge can be developed.

technical action at any particular time in history is dependent upon the stage of technological development.

Practical

action, oriented toward the development of intersubjective
meanings rather than scientific facts, relies upon the
procedures required for correct interpretation, that is, the
As with technical action, the

methods of hermeneutics.

knowledge developed through practical action is influenced
by the period in history.

Emancipatory action is aimed

toward dismantling systematically distorted communication
and learning resulting from the contradictions between
technical action and practical action.21
Habermas considered the emancipatory interest to be
derived from the other two fundamental cognitive interests;
it focuses on the correct usage of technical and communicative action, and thus on the adequacy of knowledge.

As a

theory of knowledge, critical theory recognizes other types
of knowledge, but shows how emancipatory interest provides
a broader perspective, enabling critique of the other two
theories of knowledge.

Hence, emancipatory rationality

recognizes that there is a place in the curriculum for
knowledge constituted by technical and practical interests,
but views the theories of knowledge associated with them as
inadequate bases for curriculum development.

22
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Figure 1, Figure 2, and Figure 3 indicate knowledge-

guiding interests and assumptions underlying curriculum
based on technical, hermeneutic, and emancipatory rationality.

The Technical Approach to Curriculum Development
Knowledge-guiding interest:

Validation

View of Knowledge
Knowledge comprises law-like
propositions which may be tested
empirically.
Knowledge, derived through observation, takes the form of causal
Causal explanation is
explanation.
converted to technical rules which
permits control of the environment.
Knowledge consists of descriptive
laws as well as causal explanation.
Theory is deductively organized,
and hypotheses are deduced from
organization.

Theory is linked to practice through
technical action.
Knowledge can be reduced to "facts"
that exist a priori.
Knowledge is value free, i.e., values
or value claims are personal wr
social ideas and cannot be assessed
in terms of validity.
Knowledge of the social world is objective; human behavior is caused
and it can be changed by knowing the
cause.

Knowledge is used to grasp social
laws; through understanding the
system of causal laws and the ways
in which variables relate to each
other, certain variables may be
manipulated to achieve certain
goals; hence, knowledge may be used
for social engineering.

Reality consists of observable
objects and events which are
related according to a set of
general laws, e. g., given
situation A, B results in C.
That which counts as valid
knowledge enables prediction
and control of phenomena.
Knowledge is validated with
empirical/factual evidence.
Validity is established through
replication of the conditions
of observation and experimentation.

prediction and control

View of Society

View of the Learner
The learner is viewed as being
separate from methods of coming to
know, and as adopting the role of
neutral observer rather than participant in the construction of
knowledge.
The learner adopts a passive, 'actedupon, role in receiving information
rather than one involving reflective,
active engagement or negotiation.
The learner must learn certain facts
and skills to enable performance of
tasks according to the expectations
of society.
The learner must be socialized to
adopt existing values, norms, and
roles.
The learner is viewed in terms of
his/her potential for the workforce,
hence, it is important that he/she
develop 'appropriate' attitudes and
skills.

Social life is characterized by
technical control and industrialism, which are mutually
reinforcing.
The future of society can be
planned, and technically controlled through employing knowledge from empirical-analytic
science.
Bureaucracies comprise an
authority hierarchy, providing
for political, social, and economic organization; at the top
of the hierarchy is a smell,
scientifically knowledgeable
elite.

Stable social structures
require people to fit into them;
schools are important societal
mechanisms for promoting
stability.
Various groups and organizations such as the family, and
schools, are needed to support
the production process.
State intervention is necessary to support stability in
the industrial area; at the
same time, it must promote mass
support for the system.
As nature must be exploited
for production of goods and
services, there must be a co-operative band of workers.
Efficiency demands division of
labor and specialization;
management is of central
importance.

Figure 1.
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The Hermeneutic Approach to Curriculum Development

View of Knowledge

Knowledge-guiding interest: communication to achieve consensus and social integration
View of the Learner
Validation

Shared concepts and assumptions enable
mutual understanding and understanding
of the world.
Meanings are constantly negotiated by
human beings as they interact according to shared rules transmitted
through cultural tradition.
Knowledge is derived from end oriented
toward the symbolic patterns of interaction between human beings.
Knowledge is generated in dialogue
with the past, with others, or with
different cultures, about common
concerns of life.
Knowledge and methods of coming to
know cannot be separated.
The knower brings to dialogue his/her
own net of concepts. Meanings and
norms are validated through argumentation.

Actions must be understood in terms
of values which influence interpretations of the world.
Theory is strongly influenced by hietory; interpretive understanding is
dependent upon the socio-cultural and
personal history of the interpreter;
hermeneutics demands reflection on the
relation of history to theory.
All knowledge derived through the
hermeneutic process is considered to
be hypothetical; i.e., subject to
change with new information.

There are no criteria for
deciding when a validity claim has
been met, outside the process
of argumentation. Validity is
established through intereubjective agreement which is a
rational consensus; i.e.,
there must be mutual understanding between participants,
equal opportunity to participate
in discussion, recognition that
each participant is "an autonomous and equal partner," and
that the outcome will be due
simply to the force of the
better argument. Such argumentation is not formal reasoning,
but a process of dialectic
characterized by movement back
and forth between participants
who are free to enter the discourse, examine questioned
claims, evaluate explanations,
modify conceptualizations, and
reflect on the factors influencing knowledge.

The learner le an historical subject.
Concepts, beliefs, ideas, and norms
stem from the traditions of culture
and from personal life history.

The learner belongs to the object
domain being investigated; the knower
and the known cannot be separated.
Mastery of language is a precondition
of understanding. Through language,
people come to understand themselves
and their relation to others.
The transformation of meanings through
interaction contributes to self-formation and ego-identity. As well, the
meanings are partly determined by selfformation and ego-identity.
The learner is neither a passive
recipient of information, nor a naive
participant in dialogue, but constantly interprets his/her world and
reconstructs meaning.
The learner cannot be a neutral
observer, as he/she holds certain conceptions and beliefs. The learner
considers beliefs to be criticizable,
therefore learns through argumentation
with others. Through maintaining openness toward beliefs and values of
others, the learner becomes aware of
his/her own prejudices.
The learner: discovers the intentions
of actors performing certain actions
and relates them to other rules in
society; explains meanings and social
practices and determines how they form
a specific world view; discovers how
social practices foster aims end satisfy needs, thus the culture's conception
of needs and purposes; end discovers
the basic notions shared about the
world, society, and human nature.

View of Society
The human life-world is a
social life. Social life is
seen as "a community in dialogue;" understanding and
coming to a mutual understanding and agreement are
fundamental to social life.
Social tensions occur as a
result of breakdown in
communication.
The future of society cannot
be planned and technically
mastered; it cannot be determined through purposiverational control based on
scientific knowledge.
Social action has its roots in
history. Any theory of society
most take into account the
history of its socio-cultural
development.
Through socialization of the
individual, socio-cultural
traditions are transmitted.
Tradition provides the essential background for understanding experience.
Any account of the past is
essentially incomplete; time
provides for a richer interpretation of events, as their
meaning becomes more apparent
through subsequent happenings,
and through the comprehension
of those born in a later
Period.

'Figure 2.
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The Emancipatory Approach to Curriculum Development
Knowledge-guiding interest:

emancipation

View of the Learner

View of Society

View of Knowledge

Validation

Any belief or idea is influenced by
social structures and processes.

Includes the process of validation in hermeneutics, i.e.,
claims concerning the truth of
what we say, claims concerning
rightness, appropriateness or
legitimacy of acts of speech
regarding shared values and
norms or claims concerning sincerity or authenticity with respect to expressions, intentions,
and feelings, can be contested,
criticized, defended, and revised through argumentation.
As well as demanding communicative competence, this process
of validation demands that discourse is free from coercion,
and that the outcome rests on
the. force of the better arguEmancipatory rationality,
ment.
however, moves beyond hermeneutics in that enlightenment leads
to moral-political action to
remove the underlying structural
contradictions.

Similar to the view in hermeneutics,
there is a high mutual involvement
between the knower and the known.
Knowledge contributes to moral
growth or evolution.

Domination is embodied in society. The forces of domination
are historically subject to
change. Contemporary society
is dominated by technocratic
consciousness.

Meanings may become distorted due to
forces of social domination.
These forces disseminate ideological
beliefs which support the existing
dominating group(s). Such ideological
beliefs are contradictory to intersubjectively validated beliefs and
intentions of human actors.
norms
Knowledge is distorted when:
are put forth as for the good of all,
but represent special interest;
claims cannot be validated when asked
to do so; society is held to be harmonious when in fact it is ridden with
conflict; mutual understanding and
agreement is assumed but in reality
does not exist.

Emancipatory knowledge involves
recognizing the social sources of ideological beliefs held, the consequences
of acting upon the ideological belief,
and the contradiction between these
consequences and one's own intentions
and a corrected belief.
Emancipatory knowledge leads to action.
It is characterized by a fusion between the process of theoretical
enlightenment and moral-political action
to change social structures and processes where needed.

Figure 3.

The learner is vulnerable to distorted beliefs resulting from the
permeation of ideology throughout
society.
Rational capacities must be released
through generation of self-knowledge
through self-reflection.
Through self-reflection the individual understands how historical,
political, economic psychological,
educational, or social contexts
suppress his/her own and others'
interests.
The learner is one who, given
encouragement and guidance in
philosophical reflection and critical examination of historical
development of social structures
and processes, is sufficiently
enlightened and motivated to participate in collective decision making
and action to relieve oppressive
constraints.

Individuals and groups, unaware
of real interests and needs, are
subjected to dominative and
exploitative forces.

Society is a human construction
and is changed through increasing critical awareness of its
social structures and processes.
There is a need for members of
society to be educated to rethink their interests and needs,
and to understand how the social
order is repressive. Through
education, individuals can
achieve increasing autonomy;
they can determine collective
action to change social structures and processes militating
against the quality of life.
There is a need for effective
communication between the
sciences; an informed public
should control the direction of
society.
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Giroux pointed out that curriculum models based on the
interest in control have been more widely used than others. 23
Because of this, curriculum development has been dominated
by a mode of reasoning which carries a number of false
assumptions about the nature of knowledge.
fied these assumptions as:

Giroux identi-

(a) theory should be based on

law-like propositions which may be tested empirically;
(b) curriculum theory, design and evaluation should be

developed through scientific method; (c) knowledge should
be objective and should lend itself to "neutral" investigation and description; and (d) "values" must be separated
from "facts;" modes of inquiry must be objective or value
free.

This "technocratic" model of curriculum has been

strongly criticized in recent years, for its assumptions
relating to claims to truth and for failing to raise fundamental questions concerning the relationship between
ideology, school knowledge and social control.

Critics have pointed out that this traditional model
of curriculum is "ahistorical, consensus-oriented, and
politically conservative;" and that it promotes a view of
students as passive recipients of information who will
support the status quo, rather than a view of students as
individuals with potential for "critical reflection and
human understanding."24

Schools should be viewed as part of the larger social
order, and the curriculum itself as a "selection from the
larger culture."

This calls for a re-examination of the
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relationship between the curriculum, schools and society,
focusing on (a) the relationship between schools and the

dominant ideology, and (b) day-to-day classroom relationships; "underlying both of these concerns is a deep-seated
interest in the relationship between meaning and social
control."

25

Supporting this view, and claiming that there

should be "a critical study of the relationship between
ideologies and educational thought and practice," Apple
suggested that areas which must be explored are:
(1) how the basic day-to-day regularities of
schools contribute to students learning these
ideologies; (2) how the specific forms of
curricular knowledge both in the past and now
reflect these configurations; and (3) how these
ideologies are reflected in the fundamental
perspectives educators themselves employ to
order, guide, and give meaning to their own
activity.26

The first area relates to the hidden curriculum or the
norms and values implicit in school life; the second relates
to the content of the curriculum; and the third relates to
the beliefs which guide the practice of individual teachers.
Critics such as Apple and Giroux have pointed out that
the curriculum may be defined as a study in ideology; that
the production, distribution and evaluation of knowledge is
linked to control and domination in the larger society.
Understanding what is considered to be "socially legitimate
knowledge" to be taught in schools provides insight into the
school's position culturally, economically and socially.
Questions need to be asked concerning whose knowledge is
transmitted, who selects this knowledge, and why it is
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taught in a particular way to a particular group of
students.

Answers to these questions indicate the economic

and political implications of knowledge which is made available to students, and that which is not made available.
Investigations should be linked to "conceptions of social
and economic power and ideologies."27
Apple, Giroux and others have emphasized the need for
a curriculum which will encourage students to search for
self-understanding and which will generate possibilities for
individual emancipation and a free society.

Giroux stated

that such a curriculum should cultivate "critical theoretical discourse about the quality and purpose of schooling
and human life."

28

Although problems of education are very complex, there
is often a sense of urgency to find easy solutions in this
age characterized by "instant" gratification.

If education

is to be intellectually and morally justifiable, educators
must be aware of the assumptions and values underlying their
professional activities.

Current debate provides strong

evidence that there is a need to examine the assumptions
underlying existing modes of curriculum; it also points to
the need for a new mode of rationality which takes into
account the relationship between education and the political
and economic spheres of society.

Purpose of the Study
This study was carried out to examine the modes of
rationality (or specific sets of assumptions and practices)
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underlying education, and to critique models of home economics education corresponding to them, with a view to
making recommendations with respect to home economics curriculum development and implementation in secondary schools.
Question to be Addressed

The question addressed by this study is "That should be
the nature of home economics education in secondary schools?"
It is a practical question (value question) as distinct from
a theoretical question or technical question.

Frown

differentiated between these:

Theoretical questions are those which question the
truth of statements.

Truth claims relate to what we, from

our own experience perceive to be true.

How we interpret

our perceptions is governed by categories of concepts held
in common with other rational individuals.

Hence, in

objectifying experience, we are able to claim that something
is true.

Truth claims are made about things having physical

properties which may be observed, and about the meaning of
actions and linguistic utterances of individuals.

Truth

claims are therefore interpretations of sensory experience
or communicative experience.

A theoretical question is one

which questions the grounds of a particular truth claim in
order to accept, reject, or revise the claim rationally.

This is done through logical argumentation with other
individuals using reason and evidence.

Technical questions are concerned with how to achieve
certain established goals.

They call for examination of
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alternatives and selection of the most appropriate means
of achieving the desired ends.

In asking How can we

achieve X? technical questions are means-ends questions,
relating to the knowledge of cause-effect from empirical
science.

Practical questions are concerned with whether certain
values for evaluation or norms for action are justifiable.
They ask What should we do? or Is a certain practice right?
thus, are moral-political questions.

It is assumed that

they can be decided rationally by argumentation; that when
reason and evidence are brought to bear, rational consensus
can be reached.

While a value or norm may be subjective,

through practical discourse it may become a shared value
and thus objectified.29

(A more detailed discussion of this

process is set out below.)
This study is concerned with a practical question.

Different norms and values are embedded in the assumptions
underlying various models of home economics education.
Identification of the question being addressed as a value
question is based on the belief that some conceptualizations
are more rationally defensible than others.

While some

approaches to teaching home economics provide for the
enhancement of the quality of life, others support social
conditions and practices contributing to human suffering;
the latter would be morally unjustifiable.

Hence, in

bringing into question the validity of existing conceptualizations of home economics curriculum, and in raising the
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question of what home economics curriculum should be, this
study is concerned with a value question.

Mode of Inquiry
As the study explores a value question it may be
appropriate to briefly examine the process of rational
validation of a value position.

The method of dialectic

will then be discussed.
Validation of value positions.

Habermas stated that values, as private desires and
gratifications, can be subjective; however, they
can be expressed as objective; in this case they
can claim to express generalizable interests
justified by norms of action. . . . Similarly,
to the extent that they can be objectified,
gratifications are justified by standards of
evaluation; t4ey are expressed, that is, as
evaluations.")°
Hence, normative or evaluative judgements which indicate
"reciprocally expected intentions," are in a sense,
objective; this claim to objectivity is an integral part of
socially binding norms and standards.

Recognition of norms

as objective and socially binding is dependent upon the
voluntary acceptance of those whose desires and gratifications are involved.

In discussing the grounding of values, Kaplan pointed
out that the "basis" of a value refers to its cause.

The

"ground" of a value or value judgement refers to the justification of that value or value judgement.

The grounding

of values, that is, "whether any values are more genuine
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than any other, and if they are, what makes them so," has
been a subject of debate.
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Two opposing positions are

emotivism and cognitivism.

Kaplan pointed out that the emotivist position is that
a value has no ground or justification, apart from its
basis or cause; however, insistence on a certain justification may help to provide a basis for giving preference to
one value rather than another.

By attributing "genuineness"

to a certain value, the emotivist makes an appeal to induce
others to share it.

The cognitivist sees ground and basis

as being quite separate.

To state that a value exists is a

factual claim which must be supported by evidence if it is
to be grounded; hence, "a value judgement has cognitive
content."32

Kaplan stated that both positions have important
contributions to make in the analysis of value judgements.
Emotivism emphasizes the difference between objective and
biased factual claims, and heightens awareness of "normative
ambiguities" and the possibility of concealed basis in
grounds presented.

Cognitivism focuses on important differ-

ences; for example, the difference between a value judgement
resulting from deliberation, and one which simply expresses
a whim; or, the difference between a decision based on careful evaluation of a situation, including the consequences
of possible courses of action, and a decision based on
compulsion or tradition.

Cognitivism keeps us alert to the

possibility that a policy may be a mistake, in spite of
weighty support. 33
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The concern here is whether value questions can be
resolved through inquiry.

It appears that given the

cognitivist position (which is adopted by Habermas), they
can.

Habermas contended that the grounding of truth claims
or norms is dependent upon argumentation in "theoretical
empirical" and "practical" discourse, respectively.

Discourse must be free of compulsion other than "the force
of the better argument," and the only motive allowed is the
"co-operative search for truth."

In order to reach a

grounded (or justified) consensus, four types of validity
claims must be met:

the speaker's utterances must be compre-

hensible, the "propositional contents" of utterances must
be true, the speaker must be truthful in making utterances,
and it must be legitimate or appropriate for him to do so. 34
The structure of argumentation for practical discourse
differs from that of theoretical discourse.

The differences

arise because "norms and values, roles and institutions,
principles and conventions 'exist' through being intersubAs long

jectively recognized as being binding or valid."35

as this is so, they have "normal validity," or they are
accepted as legitimate.

It is the questioning of recognized

norms that gives rise to practical discourse; at issue is
whether their claim to validity can be justified.

In

practical discourse, theoretical justifications for the
norms in question are advanced, and evidence regarding the
consequences of application of the norm is produced.

As
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norms regulate chances for fulfillment of needs, the
evidence must justify acceptance of the norm in terms of the
pattern of need satisfaction it represents; it must be

acceptable to all who may be affected by it.
McCarthy explained that here, Habermas related need
satisfaction to "generalizable interests" rather than selfinterest.

Achievement of consensus in argumentation demands

that participants have a "truthful" perception of their

"real" interests, and also demands that they have adequate
knowledge of existing conditions, and possible consequences
of adopting the recommended principle, standard, or norm.
It is emphasized that participants should know and state

their real needs; self-deception and distorted communication stand in the way of rational consensus.

According to Habermas, a rational consensus so attained
is the ultimate criterion of the rightness of norms.

Although it represents the ideal, it must nevertheless be
anticipated in systematic argument, as it serves as a
"standard for the critique of systematically distorted
communication and as a guide for the institutionalization
of discourse."

Violation of the standard casts doubt on the

legitimacy of the outcome of debate.36
In summary, the aim of practical discourse is to
achieve rational agreement about claims to rightness.
Agreement is reached through argumentation; commitment to
agreed-upon norms and values is dependent upon the validity
of knowledge and reasoning used in argumentation, and upon
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whether the needs of those affected are met.

'Norms and

values are objectified and become socially binding through
intersubjective agreement among those concerned.

In the process of argumentation, possible alternatives
are considered to determine their appropriateness for the
situation, and the desirability of potential outcomes.

If

the process is to be rational, several factors must be
considered:
1.

Participants must understand the process of validation;
otherwise biased, dogmatic claims may be made.

2.

As norms and values are related to the wants and needs
of participants, needs and wants must be adequately
interpreted and expressed in order to avoid the deception
of self and others.

3.

There must be adequate understanding of the situation
relating to the norms or values in question.

4.

During discussion, there must be opportunity for participants to advance and criticize theoretical justifications for the norms in question.

5.

Participants must examine, as far as possible, the
consequences of selecting certain alternatives rather
than others.

6.

Participants must have no hidden motives such as satisfaction of their own needs through domination or manipulation of others.

The concern is for rational valida-

tion through the force of the better argument.
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This discussion points to the need for a philosophic
mode of inquiry in order to answer the question which has
been identified as central to this study.

Dialectic is

used.

The method of dialectic.

The term "dialectic," is derived from a Greek word
meaning "to converse."

As an art central to Greek philos-

ophy, dialectic came to mean "the art of seeking truth
through conversation."37

It was recognized that truth is

never final, and dialectic was a device for keeping the mind
receptive to new insights and meanings.

The traditional form of thesis, antithesis, synthesis,
is generally viewed as a simplistic representation of the
dialectic process.

However, dialectic is not a set of

procedures but a process through which truth is sought; it
is a process which may be used to analyze and understand
the ideas of others and to become more fully aware of one's
own particular beliefs.

This means that dialectic requires

a concern for openness regarding knowledge and attitudes;
it requires an understanding that what is "true" may change,
depending upon growth in experience and insight.

Dialectic

calls for impartiality; all positions are subject to the
same, rational, critical analysis.38

The main characteristics of dialectical reasoning may
be identified as:

(a) Examination of conflicting views or contradictions

historically, for more adequate understanding and to promote
self-reflection in individuals and groups.
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(b) Dialectic reasoning is characterized by informal
logic (as opposed to formal or deductive logic) in which
reasons for accepting a belief, a norm, a meaning or a
practice are put forth and examined.

(c) Movement of thought in which two or more areas of
thought and modes of inquiry (e.g., philosophical, sociological, psychological, historical) are fused in the comprehension achieved.

For example, as in giving consideration

to social theory of knowledge, social analysis, and learning
by individuals in a socio-cultural setting.

Dialectic

reasoning is also characterized by movement across different
positions; for example, between philosophy and science,
between facts and values.

As well, dialectic may be seen

as a movement between theory and practice.
(d) Dialectic has a critical dimension, in that it
exposes and criticizes.

(e) Dialectic calls for impartiality toward positions

taken, views held, and practices upheld; the only partiality
is toward reason.

(f) Logical consistency is an important standard in
dialectic reasoning.

Justification of a line of argumentive

reasoning demands the presupposition that the force of the
better argument will determine the outcome.

The logic in

use must prove itself through non-contradiction. 39
Format of the Study
The introduction was planned to provide an overview of
the theoretical perspective adopted throughout the study.

It
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has indicated Dewey's concern that the learner, society, and
organized subject matter should be viewed as interacting
sources of curriculum.

Habermas' social theory of knowledge

and his theory of socialization have been briefly introduced.
A series of charts which interpret the work of Habermas in
terms of interacting curriculum sources has been drawn up
to provide a frame of reference for chapters three, four
and five.

The recent concern of educators that curriculum

has been too strongly oriented toward technical rationality
then led to a statement of the purpose of this study.

The major part of the work, which follows, comprises
five chapters.

The first of these, chapter two, provides

some of the theoretical base, through a brief examination of
conceptualizations of "ideology," "interests," "power," and
"American ideology," or the dominant rationality in American
society.

This conceptual background helps us to understand

the relationship between education and social, political,
and economic systems.

The third chapter comprises an exami-

nation of the theoretical background of technical rationality;
an analysis of a model of home economics education based on
this mode of rationality shows how it may influence educational programs to the detriment of students.

In the fourth

chapter, an analysis of hermeneutic rationality and a model
of home economics education corresponding to it, shows that
while challenging many of the assumptions of technical
rationality, it leaves certain unresolved problems with
respect to the relationship between schools and the wider
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society.

Emancipatory rationality and a curriculum model

which claims to be based on it, is discussed in the fifth
chapter.

Mile accepting the interests and procedures of

the other two approaches, this mode of rationality provides
a critique which reveals flaws in the theories of knowledge
which they embrace.

The concluding chapter examines this

critique and other aspects of home economics curriculum,
as it draws into focus a set of questions which have arisen
as a result of the study.

Examination of these questions

clarifies the implications of the study for future curriculum development in home economics education.
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CHAPTER II

IDEOLOGY AND THE CURRICULUM
It has been pointed out that if curriculum development is to be soundly based, the underlying theory must
recognize the interaction of the sources of curriculum (that
is, the subject matter, the learner, and the society), and
the influence exerted by these sources on the curriculum.

It has been recognized too, that the function of education,
and the type of curriculum offered during any particular
period of time, reflects the demands and expectations of
dominant forces in society.

In order to understand the nature and influence of
these forces on American education, it is necessary to
examine the dominant rationality, or what may be termed "the
American ideology."

As this will require conceptual clarity

with respect to the term "ideology" and the related terms
"interest" and "power," these will be briefly examined at
the outset.

The Concept of Ideology
Although some scholars locate the origins of the concept of ideology in Bacon's work of three centuries ago (in
his interpretation of idola words became idols responsible
for prejudice and the obstruction of understanding), histories of ideology generally commence with the work of Antoine
Destutt de Tracy in the late eighteenth century.

Thereas

Bacon's conception carried a negative connotation, de Tracy
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used "ideology" in a positive sense to describe the scientific study of ideas.

Although de Tracy and his colleagues

(the Ideologues) planned to impose upon the French educational system a new curriculum based upon rational principles,
the plans were abruptly abandoned by Napoleon once he
achieved full power.

Suspicious that the ideologues with

their "hazy, misguided minds" were plotting against his
authority, Napoleon blocked their attempt to establish
Ideology as the unifying science for education.

Thus,

Napoleon helped to establish the depreciative sense of the
term ideology which is widely accepted today.

1

There are however, many different ways in which the
term ideology has been used, partly because theories of
ideology have been developed by social theorists attempting
to answer different questions.

Gauss distinguished three

different research contexts giving rise to various senses
in which the term has been employed; ideology in the positive sense, in the descriptive sense, and in the perjorative sense.

Geuss stated:

Whereas an ideology in any of the descriptive senses
is something one finds (or perhaps postulates hypothetically for explanatory purposes), and an
ideology in the perjorative sense is something one
finds and isolates in order to criticize, an
ideology in the positive sense isn't something
'out there' to be found by even the most careful
but the ideology is
empirical investigation
something to be constructed, created or invented.
Ideology in the positive sense.

Geuss pointed out that positive ideology recognizes
that human beings have certain wants, needs, desires and
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interests; it also recognizes that there must be some
restrictions on the kinds of wants, needs, desires and
interests.

Starting at this point, it is possible to ask

what kind of ideology is most likely to fulfill the wants
and needs of most members of a group.

For example, the

ideology of the labor movement as Lenin saw it, comprised
a set of beliefs and attitudes oriented toward restructuring society in the interests of workers.

According to Geuss, positive ideology also recognizes
that wants and needs may arise directly or indirectly as
a result of a proposed ideology; at the same time, an

ideology may demand the suppression of certain desires.

For

example, Christianity presented itself in the ancient world
not only as a set of beliefs which would satisfy certain
human desires, but also as an ideology prohibiting the
satisfaction of certain wants and desires.

In the positive

sense, then, an ideology is a set of beliefs which is
produced for a group.

Ideology in the descriptive sense.

In discussing ideology in this sense, Geuss pointed
out that a theory of ideology may arise during a project
being carried out to describe and explain certain characteristics of social groups.

The ideology would include such

things as the beliefs, concepts, attitudes, motives, desires,
values, works of art, and religious practices.

In this

broad, descriptive sense, all human groups have an ideology.
As various parts of the socio-cultural system are studied,
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differences in beliefs, motivations, etc., become apparent
and descriptions of them must be contained in the ideology.
Ideology in this sense is "non-evaluative and non-judgemental."

According to Geuss, the sets of beliefs are often

subdivided into two parts; by reference to difference in
the content of beliefs (or what they are about), and by
reference to difference in the function of beliefs (or how
they influence action).

Often, ideology refers to the

"world view" of the group, or the coherent subset of beliefs
widely shared by members of the group which deal with
central issues of life, and which have a deep influence on
behavior.

Ideology in the perjorative sense.

Geuss stated that the type of research in which a
theory of ideology arises in this sense is that which seeks
to demonstrate to agents in society how they are deluded
about their society, their interests, attitudes and beliefs.
The use of the term ideology in this sense is negative or
critical; ideology is referred to as false consciousness.
There are a number of ways in which consciousness can be
ideologically false.

Firstly, in cases where beliefs common-

ly held cannot be supported by empirical evidence.

For

example, when some social phenomenon is accepted as a natural
phenomenon over which agents have no control; or when it is
wrongly believed that the interests of a sub-group represent
the interests of the whole group.

Secondly, consciousness

can be ideologically false because of functional properties.
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For example, because of the role ideology plays in supporting or legitimizing unjust social practices, blameworthy

social institutions, or relations of domination or exploitation.

Thirdly, consciousness can be ideologically false as

a result of the unquestioned adherence to tradition; that
is, sets of beliefs which are rooted in history are accepted
by agents who cannot acknowledge reasons for their acceptance.

Gems stated that one of the senses in which critical

theory is said to be dialectical, and thus superior to
other theories, is that "it explicitly connects questions
about the 'inherent' truth or falsity of a form of consciousness with questions about its history, origin, and function
in society."3

It is in the perjorative sense that the term

ideology is used in this study.

For Marx and Engels, ideology represented a false
consciousness of social and economic realities; an illusion
that was shared by members of a social class at a particular
point in its history.

Ideology was transmitted through the

control exerted by the ruling class in society.

They

believed that through the empirical scientific study of
society, the hidden foundations of human activity could be
revealed, and thus, distortions created by ideology could be
dissolved.

In addition, social analysis would show how

ideologies justify or serve the interests of dominant classes
in society. 4

The dominant ideology theory was a central feature of
Gramsci's work.

His theory was strongly oriented toward
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the concept of "hegemony," a concept which fuses "control
by repression" and "control by ideological persuasion" with
other elements of leadership.

Gramsci stated:

The methodological contention on which our own
study must be based is the following: that the
supremacy of a social group manifests itself in
two ways, as 'domination' and as 'intellectual
and moral leadership.'
A social group dominates
antagonistic groups, which it tends to 'liquidate,'
or to subjugate perhaps even by armed force; it
leads kindred and allied groups. A social group
can, and indeed must, already exercise 'leadership'
before winning government power, but even if it
holds it firmly in its grasp, it must continue to
'lead' as wel1.2
Gramsci saw hegemony as a broader concept than ideology,
incorporating not only 'domination,' but also 'intellectual
leadership.'

Gramsci pointed out that consent cannot simply be
assumed, that obedience must be produced.

Consent is

engineered through the private institutions such as trade
unions, the church and the schools, which comprise the civil
society; the public institutions of the state, such as the
government, the law courts, the police force, and the army
achieve consent through repression.

Gramsci's concept of

hegemony combines the elements of repression and consent
with leadership.

Gramsci also emphasized creative possi-

bilities of the individual; in spite of the force of social
structures, the "will and initiative" of the individual must
not be overlooked. 6

Gramsci saw relationships of hegemony as educational.
Although he saw all individuals as "intellectuals" in that
all have some understanding of the world, he recognized

1+0

that not all function in society as intellectuals.

All

intellectuals espouse a world view appropriate for their
social class; however, it is the world view of the ruling
class which comprises the ideology forming part of the
hegemony which is transmitted throughout society.

Despite

the fact that the working class has its own world view, it
is incorporated within the dominant ideology, producing
"moral and political passivity."7

Habermas pointed out that the concept of ideology
became relevant only with the rise of bourgeois society
because of the need for open debate, and for decisions to
be based upon reason rather than upon tradition or interests
of dominant groups.

Habermas linked the notion of ideology

to the critique of ideology.

Strains within the social

system demanded ideological solutions; identification of
thought as ideological revealed that forces other than
rational processes governed ideas; hence, critique became
necessary to expose those forces.

8

For Habermas, the crises of contemporary society originate within the ideological sphere.

Claiming that there

must be a process of legitimation which leads to acceptance
of a social system, Habermas argued that it is not sufficient
to indoctrinate the members of society with certain ideas;
it is also necessary that they be provided with an increasing level of certain rewards.

Nevertheless, legitimation

does involve acceptance of certain beliefs; for example,
technocratic consciousness is "a background ideology that
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penetrates into the consciousness of the depoliticized
mass of the population, where it can take on a legitimating power."9

In Habermas, view, legitimation involves the promotion
and acceptance of certain beliefs about social structure.
He claimed that the public may be seen as "engineered for
purposes of legitimation.0°

Whereas traditional society

gained legitimation by a major world view, for example,
religion, capitalism demands another form of legitimation.
In early capitalism it was based on fair and equal exchanges
in the market; however, late capitalism is characterized
by state intervention in the economic sphere.

Habermas

claimed that "what is needed to this end is latitude for
manipulation by state interventions that, at the cost of
limiting the institutions of private law, secure the private
form of capital utilization and bind the masses' loyalty to
this form."

11

Habermas claimed that formal democracy is a "legitimation process that elicits
participation."

mass loyalty but avoids

Legitimation is achieved through providing

an illusion of participation in political decision making
through voting.

However, genuine participation through

discussion and debate is restricted, as this would undermine state intervention in the economy.

Advanced capitalist

society is dependent upon its citizens adopting passive
roles.12

Legitimation of the activities of the state demands a
depoliticized population so that decisions which must be
made do not appear to be political decisions (implying a
choice in course of action), but rather, technical solutions to problems requiring no discussion.

Hence, with

increasing emphasis on science and technology, "the development of the social system seems to be determined by the
logic of technical progress."13

In contemporary society, ideology, in the guise of
science, has replaced traditional forms of legitimation of
power.

A systematic critique of ideology is necessary to

understand the power relations embedded in systems of communication; where consensus is achieved through coercion,
there will be distorted communication; the critique of
ideology involves exposing the sources of distorted communication.

In this, Habermas saw a parallel between psycho-

analysis and the social sciences.

As the analytic therapist

helps the patient to free himself/herself from repressions
inhibiting self-understanding and communication, so the
social sources of ideology, seen as communication-distorting
repressions, must be uncovered. 14

Ideologies then, are belief systems which seek to
justify and maintain the existing social order, and which
maintain legitimacy in spite of the fact that they could not
be validated in rational discourse.

In advanced capitalist

society, ideology, in the form of systematically distorted
communication, is based on a technocratic justification of
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Ideology generates not only the accept-

the social order.

ance of certain beliefs about social order, but also
legitimates political activity promoting technical decisionmaking to avoid risks that threaten "the system," and thus,
the elimination of social participation in moral-political
decision-making.

Moreover, ideology serves to alter the

structure of fundamental human interests.

The Concept of Interest
Connolly was concerned that any definition of "interests"
should be oriented toward the real interests of people,
rather than simply wants.

He pointed out that we can define

the interests of an individual or group relative to their
objectives or conditions; for example, we may determine that
a blue collar worker, because of his family responsibilities
and living conditions, has an interest in achieving an inHowever, on some occasions we may need to

crease in wages.

ask, "Are the background conditions and/or accepted objectives within which those assessments are made in the real
of those persons who now live as blue collar

interests .

.

.

workers

.

do?"

.

.

The "happy slave" may be happy only

because he is not aware of the possibilities of another lifestyle; that is, his real interests are screened from him.15
Connolly proposed the following definition of
interests:

Policy x is more in A's real interest than policy y
if A, were he to experience the results of both x and
y, would choose x as the result he would rather have
for himself.16
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In clarifying the definition, Connolly made the following
points:
1.

Focusing on results of policy rather than on attitudes
toward policy, this definition encourages the explicit
statement of terms, and enables comparison of proposals
in terms of what course of action may be in someone's
best interest.

2.

It provides for identification of what might be in
another's interest even though the other does not at
present want it.

3.

There must be clarification of the phrase "the result he
would rather have" in order to determine the kinds of
choices which may be ascribed to real interest.

There

must be consideration of "quality of the result" for
the individual and for relationships important for the
individual.
4.

Impairment of the individual's choice, (for example,

although he wishes to give up taking drugs, he cannot,
because of addiction) raises the question, "What would
he choose, if, knowing what he knows now, he could make
that choice freely again?"

Such situations require the

exercise of judgement.

Connolly pointed out that the understanding of real
interests is influenced by a set of core assumptions which
we share about the characteristics of human beings.

Disagree-

ment about these leads to disagreement about the real
interests of persons; thus the choice criterion must be
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closely prescribed.

We should endeavor to base choices

upon full information about factors entering into alternative courses of action.

Such choices should reflect an

understanding of human relationships in which the agent is
involved, as well as recognition of basic human drives and
their implications for society.

Connolly concluded:

Any current choice whose import undermines one's
capacity to make future choices or seriously
restricts opportunities to act upon a range of
possible future choices weighs heavily against
the real interests of the person or class of
persons involved. For one of the things we
include as part of being a person is the ability
to make choices based upon reasoned deliberation
and to reconsider those deliberations and those
choices on future occasions. A person who acts,
or is acted upon, in ways that seriously undermine such future capacities and opportunities is
17
hardly acting (or acted upon) in his real interests.
Connolly's analysis helps us to understand that social
and political action is not always in the real interests of
individuals or groups.

Habermas pointed out that ideology

justifies a particular class'

interest in domination,

represses emancipatory needs of others, and affects the
emancipatory interest of humankind.

Ideology violates an

interest grounded in communication; an interest that relates
to the maintenance of mutual understanding, and as well,
the existence of communication without domination.

Techno-

cratic consciousness eliminates this interest because of the
interest in expanding the power of technical control.

Hence,

reflection is called for to penetrate ideology and class
interest, in order to reveal the fundamental interests of
humankind.
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Groups seeking to dominate in society have a universal interest, that is, an interest in maintaining the
social order.

Maintenance of the existing order of domina-

tion is reliant upon the exercise of power within society.

The Concept of Power
Connolly examined two aspects of power:

those who

exercise power over others, and those who are subjected to
the power of others.

He discussed instances in which A

exercises power over B thereby increasing the burdens of B;
different instances highlight different phenomena of power.
For example:
1.

Persuasion used in the sense of manipulation such as
when an employer provides evidence to convince an
employee that he should support a certain cause.

2.

Coercion, where an employer threatens to lay off an
employee unless he supports a certain cause.

3.

Manipulation by withholding certain information and
thereby causing the employee to comply with requests.

4.

Exercise of deterrent power when an employee is
"rewarded" in a particular way; for example, granted
leave or a business trip, thereby eliminating the possibility of his taking part in an activity organized to
oppose the employer's policies.

Another example of the

exercise of deterrent power is the forbidding of
political activity in work hours.
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5.

Anticipatory surrender when the employee knows from
past experience that the employer will manipulate or
coerce employees to obtain co-operation in a certain
situation.

6.

Exercise of power through force, when an employee may
be physically restrained from pursuing a course of
action.

7.

Exercise of power through psychological conditioning to
gain the employee's co-operation.

18

Connolly identified the common element in these concepts as a presupposition that the agents involved have
Thus, in

choice, even though choice may be restricted.

thinking of power, one must be conscious of the ways in
which a person's capacity to make and act upon decisions may
be fostered or impaired.

Connolly claimed that distinctions

among the concepts relate to shared moral considerations;
for example, "the distance between persuasion and manipulation is a moral distance."

Connolly concluded that:

(a) The exercise of power involves impairment of choice of
the other.

(b) Before the effects can be interpreted as power over the

other there must be some reason to hold the bidder
responsible for that impairment.19

Connolly stated that "those who exercise power over
others typically seek to deny or to hide it.

.

.

.

Where

feasible, elites of power will favor deterrence, manipulation, and anticipatory surrender over coercion or force."2°
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Power is often exercised in instances where subjects are
not fully aware of their interests.

In instances of

manipulation, it is difficult to determine the role of the
manipulator.

Furthermore, when subordinates anticipate the

imposition of sanctions, they often comply in advance, thus
giving the appearance of acting voluntarily.

Linking his argument to the concept of "power structure," Connolly pointed out that central to this concept in
bureaucratic societies, is hierarchical organization.

As

each group in the hierarchy gives in to pressures from
above, it retains its relative advantages of status by
shifting burdens to the group below.

Thus, pressures aris-

ing at any point in the hierarchy are transmitted downward,
eventually increasing the burdens of those lowest in the
social order.

The concept of power structure allows us to

see the relationship that exists across racial, generational, class and sex boundaries.

It allows us to see that a

"cohesive elite" operates within and outside the government
to gain advantages at the expense of the less powerful.

21

Connolly pointed out that where possible, the exercise
of power is usually concealed.

Exercise of power by the

state is, according to Habermas, concealed through the
spread of technocratic consciousness; the state is dependent upon ideology in the form of distorted communication
for its legitimation.

Increasingly superimposing technical

bureaucratic control, the state fosters the notion that
social constraints and policy decisions are determined by
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the logic of scientific and technical progress; thus,
practical questions (or moral-political questions) are concealed and public debate is repressed.

Emancipation from

the domination of technocratic consciousness requires that

individuals transform themselves through self-development;
as well, it requires transcendence of systems of distorted

communication through engaging in critical reflection and
debate.

Ideology, interest, and power are important concepts
embodied in the dominant rationality of American society.
The significance of these concepts for theoretical foundations of the curriculum may be more fully understood through
a brief examination of the dominant rationality, and its
relation to education.

The American Ideology
Various scholars provide different perspectives on the
generally accepted assumptions and social practices, or the
dominant rationality of American society, at this point in
its history.

Referring to the dominant rationality as "the

American Ideology," Wilson identified as its two central
props "science and science-based technology," and "capitalism and bureaucracy."22

Studies of the dominant rational-

ity usually focus on these issues, and many authors including Wilson, highlight the interdependence of science,
economic and social organization.

Studies drawn upon here

have been selected for their enhancement of conceptual
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understanding of the American ideology; they are related to
the central themes identified by Wilson.
Science and science-based technology.

Wilson, like Habermas and others, was critical of the
dominance of positivism or scientific rationalism, arguing
that in its effort to establish "monolithic standards" for
truth, science has refused to acknowledge the contribution
of commonsense rationality and theoretical reflection to
human knowledge.

With its emphasis on empirical knowledge,

science has abandoned its critical function and oriented
itself toward technology.

"An instrumental, 'results-

oriented,' cause and effect culture demands proof," hence,
scientific knowledge can only be justified in terms of its
ability to produce tangible reward.23
Fundamental to the American ideology is the notion
that knowledge must be objective or neutral in the sense of
value free, thus it can only be gained through the method
of empirical-analytic science.

This leads to situations in

which scientific method is invoked in order to justify
policies aimed toward specific goals.

Although such poli-

cies are allegedly neutral, they originate in certain
interests; interests and motives remain concealed, because
science has effectively condemned critical reflection and
commonsense thinking.

Furthermore, as science functions as

ideology it has become a substitute for morality, in that
it relieves human beings of the necessity to make moral
choices.

The American ideology lays the blame for social
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problems on technology, or the "gap between technical and
moral progress," thus hiding the real consequences of
commitment to scientific empiricism.24

The dominance of science and capitalism is maintained
through conditioning, as "concepts of significance and
value" are promoted by commerce, industry, and the professions, through public education and the media.

The public

is indoctrinated to believe that "thoughts are undisciplined
feelings, biases and values, and that these are subjective
and therefore irrational," hence, reflection is discouraged.
The polarization of scientific activity as rational and
theory or commonsense (as intersubjective agreement) as
irrational, lies at the core of the American ideology and
25
the objective society.
Anti-intellectualism has featured persistently in the

development of American society; paradoxically, it is be
that society is increasingly oriented toward "knowledge."

Supporters of the notion of a "knowledgeable"

society, perceive it to be one in which its members search
into beliefs about the nature of humankind, devote considerable resources to objective, scientific method in the quest
for knowledge, and utilize that knowledge for the identification and achievement of values and goals.

Believers in

this concept of "knowledgeableness" claim that it will lead
to an "objective," "open" society, free of dogmatism, and
with unified goals; thus, it will lead to a society in
which there is no need for political debate.

Science and
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technology, based on systematic research, would bring about
desirable change in the structure of society and in the
type of knowledge upon which it is based.

26

Wilson pointed out that this simplistic conceptualization of the process of development makes no provision
for conflict between the types of knowledge which would be
generated.

The American ideology underpinning this view-

point apparently reconciles the conflicting elements of an
"open society" and "oligopoly, managerialism and corporate
capitalism."

Its supporters see no problems arising from

the increased state intervention required for the stabilization of the system and for the promotion of "instrumental
norms;" rather, they see an "opportunity to reconcile order
and freedom."

Such a rationale is derived from "the conven-

ient mesh between higher levels of education, emphasis on
professional and technical expertise, and the alleged need
for 'knowledge' on which to base intelligent political
participation."27

Corporate industry is dependent upon

science and technology in order to produce goods and services.

The joining together of corporate business interests

with the government, and the influence of education and
the mass media, has reinforced the dominant view of empirical-analytic science's knowledge and technology as rational
action.

Like Wilson, Marcuse was critical of the American
ideology with its focus on science-based technology.
Marcuse too, saw a need for critical reflection to penetrate

53
ideology and to understand its detrimental effect on humankind.

Marcuse argued that the dramatic repercussions of

the rise of technology have brought a need for qualitative
social change; such change is needed in view of
the union of growing productivity and growing
destruction; the brinkmanship of annihilation;
the surrender of thought, hope, and fear to
the decisions of the powers that be; the preservation of misery in the face of unprecedented
wealth.28
If the "sweeping irrationality" responsible for the growth
of advanced industrial society is to be confronted, men
must "find their way from false consciousness to true
consciousness, from their immediate to their real
interest."

29

Marcuse pointed out that technology has become such a
dominant force in advanced industrial society that "technical rationality has become political rationality."
"Democratic unfreedom" or suppression of individuality has
resulted from technical progress.

Independence of thought

and individual autonomy have been sacrificed, as conformity
to a system which is providing a rising standard of living
seems to be more useful than non-conformity which may entail
political and economic disadvantages.

Marcuse claimed that people in contemporary society
have false conceptions of their needs.

?Thereas true needs

are those which are vital to human existence, such as food,
clothing, and shelter, false needs are
superimposed upon the individual by particular
social interests in his repression:
the needs
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which penetrate toil, aggressiveness, misery
and injustice. . . . Most prevailing needs,
to have fun, to behave and consume in accordance with the advertisements, to love and
hate what others love and hate, belong to the
category of false needs.30
The content and function of these needs are determined by
external dominating forces, and as individuals satisfy such
needs, their real relationship to underlying causes of
social misery remain concealed.

In the final analysis, it is the individual who must
judge for himself or herself what are true needs, and yet,

such judgements cannot be made while decisions are influenced by indoctrination and manipulation; decisions must be
made autonomously.

However, the more "rational, productive,

technical and total the repressive administration of society
becomes, the more unimaginable the means and ways by which
the administered individuals might break their servitude
and seize their own liberation."31

Marcuse argued that liberation means more than gaining
an increased range of available choices; what the individual
can choose and does choose is the decisive factor.

"Free

election of masters does not abolish the masters or the
slaves."

Freedom to choose from a variety of goods and

services does not imply freedom if those goods and services
represent control and domination.

Preconditioning of

individuals toward false needs is so effective that commodities become an expression of personality; thus, social
control is exerted through the new needs produced.

As
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commodities appear to be for the benefit of all, it seems
irrational to counteract such control.
The "inner freedom" or private space of the individual

has been "invaded and whittled down by technological reality," thus the cpriacity for reflective and critical thinking

has been eclipsed, and the status quo accepted without
question.

Advanced industrial culture is more ideological

than the previous culture, as "ideology is the process of
production itself."

The goods and services produced in an

advanced industrial society
sell or impose the social system as a whole. . . .
The products indoctrinate and manipulate; they
promote a false consciousness which is immune
And as these beneficial
against its falsehood.
products become available to more individuals in
more social classes they cease to be publicity;
it becomes a way of life--much better than before--and as a good way of life it militates
against qualitative change. Thus emerges a pattern of one-dimensional thought and behavior in
which ideas, aspirations, and objectives that,
by their content, transcend the established
universe of discourse and action are either
repelled or reduced to terms of this universe.
They are redefined by the rationality of the
given system and of its quantitative extension.32

Such one-dimensional thought reflects the cause-effect
rationality of scientific method; it restricts understanding
of concepts and reinforces the operational point of view.

Marcuse claimed that one-dimensional thought is systematically promoted by politicians and mass media as totalitarian viewpoints are presented to the public and alternatives
are suppressed.

However, qualitative change cannot be

brought about merely by changing economic and political
institutions.

As these institutions rest on a technical
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basis, qualitative change must involve change of that basis.
There must be change in the political techniques of industrialization, for it is those techniques which militate
against human freedom.

Goulet also believed that science and technology have
been employed in the domination of humankind, and saw
Goulet,

America's development as a "glossy counterfeit."

like Marcuse, argued that development means more than
abundance of commodities; such abundance cannot substitute
for quality of life.

Whereas Wilson pointed out that

American ideology promotes the notion that its pattern of
development is exportable, Goulet stated that America's
image of development, exported "under the label of prog-

He agreed

ress," is "unrealistic, narrow, and oppressive."

with Laurens Van Der Post who saw "civilized" Western
nations dealing with Africa as "one-eyed giants:"
The good eye is technology--efficient and marvellous
in its results but voraciously destructive of men.
Missing is the eye of wisdom, to nurture contemplation, love of life, joy, creati44y, and the
strength to face death squarely.-22
According to Goulet, the American style of development
places emphasis on the benefits to be obtained rather than
how they are to be obtained; thus there is a loss of human
control over the means, and development becomes oppressive.
One pattern of oppression is evident in the competetiveness
of the American system in which men are encouraged to seek
status and to aggressively compete for profit.

Such

competition among equals leads to "domination in the strong
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and servility in the weak."

Another pattern of oppression

supports elitism; emphasis on measurable results leads to
the elevation of the expert who can do things better or
faster than the novice; hence, concern for the worker is
simply reduced to concern for his productivity.

Cybernetic

experts believe that most Americans are not now needed for
production, they are needed only as consumers.

Further-

more, Goulet claimed, military strategists seek the most
efficient means of killing people without destroying their
property, thus chemical gasses are favored.

Such develop-

ments rest on an underlying value in American life:

efficiency governs the choice of means for goal achievement.

"Such instrumental treatment of human values raises

serious doubts about the quality of American developmenti.34
Although economic wealth and technological efficiency are
means for achievement of quality of life, in the United
States they have become ends in themselves.

Development should enhance human health, esteem and
freedom; however, America's development neglects these
aspects while concentrating on the provision of goods.
Hence, individuals enjoy esteem only "if their credit is
good and their votes are needed," and if they have a wide
range of consumer goods from which to choose.

However,

being used by others does not really enhance esteem, and
to enjoy freedom, one must be free of dominant external
forces.

Goulet believed, therefore, that "the United States

is possibly the most underdeveloped society in the world.
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Our citizens are manipulated in their desires more persistently than primitive men trapped in a hierarchical society."35
America's foreign policy is generally oppressive as it
continually seeks to obtain inexpensive commodities, resources and investment opportunities throughout the world.
Goulet stated:

Notwithstanding its rhetoric, the United States does
not seek the genuine development of the Third
World. Such development would jeopardize its
ability to maintnin prosperity at the expense of
powerless gro4ps outside its borders as well as
within them.3b
Irresponsibility with respect to the ecology is another form of oppression.

Noise pollution, radioactive

contamination of the atmosphere, pollution of waterways and
contamination of foods are facts of life.

In spite of

citizens' periodic outbursts of concern, those responsible
for development forget that nature's resources are limited,

and that "ecological renewal is incompatible with a manipulative outlook on nature."37

Goulet believed that America's experts must come to
realize that America is a prime example of anti-development
rather than genuine development, as technological skills
have not been utilized for the benefit of humankind.
Goulet stated:

More important than affluence or efficiency is
that men have dignity and that their lives have
meaning. Americans are swept along by impersonal
forces because our society appeals to a shallow
material standard of success and flees reality
by basking in the glory of past accomplishments
It clings to the
or purely technological feats.
obsolete American dream. ''Taste is a duty in
this compulsive consumer society and ends become
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superfluous because they interfere with the
efficient deployment of means. To limit one's
wants judiciously or to harness productive
energies to satisfy priority needs of mankind
is seen to be unpatriotic. Such attitudes
would augur the end of our competitive syeri
and of our status as a privileged nation.-7°

The domination of "one-dimensional thought" based on
the cause and effect rationality of scientific method, and

the orientation of science toward technological development,
have generated social conditions which militate against
human freedom.

As critics have pointed out, as a central

prop of the American ideology, science and science-based
technology poses a major threat to the quality of life.
Capitalism and bureaucracy.

The other central prop of the American ideology identified by Wilson, capitalism and bureaucracy, has been a major
focus of critique.

Reid has been among those critical of

the political naivety of Americans, claiming that they have
traditionally rejected viewpoints which might be "socialist,"
"radical," or "extremist;" paradoxically, they sometimes
dislike being described as "conservative," or "liberal."
The dominant ideology fosters the notion that American
politics is "uniquely non-ideological and pragmatic;" however, such a claim is itself ideological because of its
anti-intellectual bias and its failure to recognize "basic
conflicts of principle."

Reid claimed that "vague notions

of 'democracy' and 'capitalism' as fundamentally American
have served as a substitute for serious political thought."
A number of scholars, including de Tocqueville, as early as
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1830, have criticized Americans for their lack of interest
in "theory" and lack of interest in politics beyond limited,
everyday concerns.

In recent years, however, it has become

obvious that "the pragmatic veneer of mainstream politics
conceals a volcano of fundamental social and cultural conflict rather than an iceberg of institutionalized political
wisdom."39

Various analyses have revealed the destructive influence of ideology in political and economic spheres.

Held

pointed out that although major differences are found in
the work of critical theorists, Marxian principles have
remained fundamental to their analyses of capitalism.
These include:
1.

The society in which we live is dominated by the
capitalist mode of production.
terized

It is a society charac-

by exchange, and commodities which are manu-

factured primarily for profit rather than for satisfaction of needs.
2.

Commodities represent not only their exchange value but
also the labor involved in their production.

Exchange,

representing abstract labor time, affects the productive
process by determining the form of goods produced and
the labor employed.

It also affects the productive pro-

cess through its "debasement of human relationships,"
that is, relations between producers of goods are replaced by relations between producers and material
commodities.
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3.

The system of social relations characteristic of
capitalist society leads to "fetishization and reification."

Goods are viewed as being independent of the

humans who produced them, thus as having a "natural"
value.

Relations become distorted as the social rela-

tions of individuals take the form of social relations
between things.
4.

Capitalism is based on contradictions.

Antagonisms

exist within relations of production, as the separation
of workers from the means of production results in conflict with the capitalists.

Antagonisms also exist in

social spheres as contradictions between ideology and
reality generate crises.

Furthermore, the principles

upon which production is based are rarely related to
human need.
5.

Growth in capital-intensive industries, increased concentration of capital, replacement of the free market by
oligopolies, and "mass production of standardized
goods" are characteristic of capitalist society.

6.

The capital accumulation process creates economic
instability; however, the process is sustained by any
available means including "imperialist expansion and
war."4°

In discussing crises characteristic of advanced
capitalism, Habermas contended that in contemporary capitalist societies, the state has become more and more involved
in economic and social spheres.

Anxious to prevent economic
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crisis, the government bears an increasing share of production costs.

In addition to economic considerations, the

government must ensure mass loyalty, and as well, compliance
with laws and regulations.

In a democratic society, it is

generally held that such compliance should be achieved
without undue coercion, as there is a widespread belief in
the principles of freedom, equality and justice.

Hence,

the state must take action to support capital accumulation
while at the same time concealing such action to promote a
fair and just image.

A legitimation crisis may occur if

there is a decline in mass loyalty.

Habermas pointed out that a feature of late capitalism
is the increasing expansion of the state into the private
sphere.

Intervening in the economy, and in education, the

state influences decisions in favor of its interests.

As

more and more areas within the private sphere come under
the potential control of the state, even greater demands
are made upon it.

If the administrative system cannot meet

the increasing demands through activities which are
generally acceptable, legitimation will be withdrawn.41

The real cause of legitimation crisis is to be found
in competing class interests; fundamentally, "class structure is the source of legitimation deficit."42

The concept

of class as it is used here, was clarified by Thompson:
Class happens when some . . . men feel and
articulate the identity of their interests as
between themselves, and as against other men
whose interests are different from (and usually
opposed to) theirs.43

63

As the state provides increased support for one class,
there is always the danger that its bias will become
revealed and that even greater demands will be made upon the
system.

The state cannot afford to ignore such demands if

it is to maintain its democratic image.

Habermas claimed that the increasing intrusion of the
state into the private sphere has led to a change in patterns of motivation, and that this constitutes a motivation
crisis.

A motivation crisis occurs "when the socio-

cultural system changes in such a way that its output becomes dysfunctional for the state and for the system of
social labor;" the result is that the state is unable to
meet the demands made upon it. 44

Habermas referred to two major patterns of motivation
necessary for the maintenance of the system in advanced
capitalist societies:

(1) Civil privatism, which promotes

the individual's interest in government operations, without
promoting the individual's participation.

"Civil privatism

thus corresponds to the structures of a de-politicized
public realm."

(2) Familial-vocational privatism which

generates a family-oriented pattern of motivation focusing
on consumption and leisure, as well as on interest in career
and competition for status.

"This privatism thus corresponds

to the structures of educational and occupational systems
that are regulated by competition through achievement."45
Although both patterns of motivation are necessary for the
perpetuation of economic and political systems within
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capitalist society, Habermas claimed that they are being
systematically eroded.

Not only are the ethical and

religious traditions, and the bourgeois elements such as
progressive individualism being eroded, but also, social
developments have made it impossible for the eroded structures to be replaced.

Habermas argued that the process of erosion of world
view (or systems of moral norms) results in loss of pers-ective of the totality of life, and a change in attitude toward morality.

In addition, as people lose faith in the

system's ability to ensure equitable distribution of scarce
values (e.g. to provide employment commensurate with educational achievements), motivation is destroyed.

The increas-

ing need for the state to socialize costs and goals is
undermining the belief that individuals acting competitively
can achieve collective goals.

Furthermore, growth of those

sections of the population, such as welfare clients, students, and the unemployable, who no longer "reproduce their
lives through income for labor," has led to a weakening in
orientation toward exchange value. 46

Habermas believed that studies of adolescent socialization, the women's movement, and the students' movement
revealed that motivation formation is being influenced by
emergence of a new level of consciousness, and that this
will lead increasingly to the demand for rational justification of social conditions.

Habermas concluded that:
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(L)egitimation crisis can be avoided in the long
run only if the latent class structures of
advanced capitalist societies are transformed or
lir,
if the pressure for legitimation to which the
administrative system is subject can be removed.''

Crisis tendencies indicate that the present form of capitalism cannot continue to exist; either there will be a
whittling away of individuality and independence, or a move
toward new organizational structures based on participatory
democracy and involving "universalistic morality."
McDermott, in his analysis of advanced capitalist
society, believed that the key to understanding inequality
and oppression is to be found in the maldistribution of
knowledge.

McDermott stated:

Knowledge has become decisive, for it is rapidly
displacing wealth, real property and individual
entrepeneural skills as the growth factor in
industrial production, social organizatipn and,
most important of all, political power.40
Although technical experts and well-educated individuals
have access to certain fragments of knowledge, it is the
giant organizations which integrate that knowledge into
profitable systems of information.

Through application of

knowledge to technical purposes, giant institutions ensure
increased management skills, productivity and wealth.
Growth brings diversification and power.

McDermott pointed out that it is commonly held that
the knowledge explosion, demanding increasing specialization, forces individuals to lose contact with general
systems of knowledge and thus with the human experience.

However, of greater concern than the alienation of
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individuals is the "social opportunity" which the knowledge
explosion has created for the great institutions; for
example:
1.

Increase in the size of institutions, and their monopoly
of information, products and services has been accompanied by change in their relationship to the public.

Degeneration of the previously existing "bargaining"
relationship to one of administration has placed the
public in a weaker, subordinate role, and increasingly,

the employee or citizen has become the "victim."
2.

Middle management within organizations has gained
increasing power over the lives of Americans generally,
by such means as data storage and retrieval systems.

3.

As giant organizations gain increasing privacy, information relating to their utilization of expanding
systems of information and involvement in new spheres
of activity becomes more confined within the bureaucratic hierarchy and less open to public scrutiny.

McDermott claimed:

As a result of these three tendencies, politics
has lost its significance as a set of devices by
which the general public rules over private hierarchy. It has become a shadow, uncertainly
related to the real events it ostensibly controls.49
These developments are influencing American class
structure.

As the large organizations now play a major

role in political, economic and social life, so two distinct
classes may be defined by their relationship to the organizations:

an overclass which manages the organizations,
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and an underclass whose lives are managed by them.

McDermott argued that those who have knowledge which may be
employed for the promotion of human freedom are
(A) narrow and privileged class of men and women,
residing in the commanding position of America's
great institutions and protected by law, ideology,
custom, power and technique from the "conscious
resistance" of an increasingly disoriented and
feckless underclass intelligence.50

Characteristically, bureaucracies comprise relatively
stable hierarchical structures incorporating various areas
of competence, which operate according to established
regulations.

They are dependent upon technical experts who

look to their employment for financial support, and who
therefore maintain a disciplined, obedient and loyal attitude
toward authority.

Certain restrictions are imposed upon

them as leaders of large organizations seek to extend their
own freedom and power by curbing the freedom and power of
those around them.

As well as being a system of technical

administration, the bureaucracy is also a "system for
organization and distribution of power and the formulation
of policy within institutions, between institutions, and
within societies."51
Mills criticized individuals in positions of power for
their irresponsibility and lack of concern for costly
mistakes in decision making.

Mills claimed that "the social

corollary of their irresponsibility is the fact that others
are dependent upon them for their mistakes, their selfdeceptions and biased motives."

Mills was also critical of

the intellectual who became an "administrator, idea-man and
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good-will technician," who had become firmly established
as middle class, with a set routine, and dominated by mass

culture, "a man with a job in a society where money is
supreme."

Those intellectuals who resist becoming techni-

cians, become more and more conscious of their powerlessness with respect to the possibility of influencing political action.52

McDermott contended that intellectuals should "mount
effective attacks" on the class system, by developing a much

deeper understanding of the knowledge and behavior employed
by the large organizations, and by adopting the role of the
intellectual rather than of the intellectual technician.
The fundamental difference between these roles being that
"intellectuals contribute to people's self-knowledge and

liberation; intellectual technicians con people while
trying to control them."53

Mills, like Habermas, believed that if people are to be
liberated from dominating forces, opportunity must be pro-

vided for the development of critical intellect, "a rational, enlightened tradition," in which autonomous individuals
influence moral-political decisions.

Ideally, this would

be brought about by re-establishing discussion circles, or
the "publics" of the eighteenth century which functioned
as key elements in democratic society.

Mills explained:

The public is the loom of classic, eighteenth
century democracy; discussion is at once the
thread and the shuttle tying the discussion circles
together. It lies at the basis of the conception
of authority by discussion. The people are presented
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with problems. They discuss them. They decide
on them. They formulate viewpoints. These viewOne
points are organized, and they compete.
Then
the
people
act
out
viewpoint "wins out."
this view, or their representatives are instructed
to act it out, and this they promptly do.54

Mills believed that mass society has brought about the
decline of the public, and related this decline to four
major trends:
1.

The rise of powerful bureaucracies in economic, political
and military spheres has minimized the potential effectiveness of the smaller, voluntary organizations or the
public which once mediated between the state, the
economy and the family.

As well, voluntary associations

have increased in size and become less accessible to
individuals seeking participation in public discussion,
and more vulnerable to "distorted images of the world"
promoted by mass media.
2.

As institutions have increased in size and become more
centralized, opinion-makers have intensified their
efforts.

Mass media and education systems have been

used by those with vested interests.

Universal, compul-

sory education has become "the seed-bed of nationalist
propaganda and white collar skills," while mass media,
especially television, has not only "encroached upon
small-scale discussion," but failed to promote increased
insight into social tensions.

The media has not enabled

the individual to understand the "larger realities" of
world events.
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3.

A decline in the number of independent entrepeneurs
who compromised the middle class, and in their place,
a rise in the number of white collar workers.

Two

results of this change in the economic and social
structure have been that
(a) the middle class has not been well organized

politically; lacking economic freedom, it no longer
comprises an "independent base of power;"
(b) there is no longer an independent middle class to
gain local support and push for civic improvement;

loyalties of the new middle class have shifted from
being "civic-centered," to "corporation-centered."
4.

The rise of the metropolis has fostered the development
of a mass society.

Growth of metropolitan society and

loss of community structure has led to the segregation
of men and women into narrow and fragmented lifestyles.

Narrowness of perspective is reinforced as individuals
select from the mass media according to their beliefs
and interests.

Clash of viewpoints is considered

unpleasant; little thought is given to the role of the
individual in society; those whose views and lifestyles
are different are seen in stereotypic terms; thus, the
individual becomes trapped in a narrow milieu.

It is

for such people that "the mass media can create a
pseudoworld beyond, and a pseudoworld within, themselves
as well."55
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In such circumstances, man cannot detach himself from
the stereotyped experiences of the mass, thus, can neither
observe nor evaluate it.

Mills pointed out, however, that

education can help people to understand the true source of
problems which trouble them deeply; to see them as social
issues of relevance for the community.

Whereas people in

masses are unable to do this, those in publics can, through
open debate, confront issues and understand them in terms
of the human experience.

Mills pointed out that to the extent that education
is effective, it will be political, as it should enable
people to "influence decisions of power."

Mills concluded:

Publics that really want to know the realities of
the community and nation and world are, by that
determining fact, politically radical. Politics
as we know it today often rests upon myths and
lies and crackpot notions; and many policies,
debated and undebated, assume inadequate and misleading definitions of reality. When such myth
and hocum prevail, those who are out to find the
truth are bound to be upsetting. This is the role
of mind, of intellect, of reason, of ideas: to
define reality adequately and in a publicly relevant way. The role of education, especially the
education of adults, is to build and sustain
publics that will "go for" and develop, and live
with, and act upon, adequate definitions of
reality.56
Summary
The literature on the dominant rationality in American
society is abundant; however, clearly identifiable trends
in social, political and economic spheres provide insight
into the American ideology.

A number of authors have

identified the rise of scientific rationalism and the
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development of one-dimensional thought as a fundamental
problem of humankind.

As technocratic consciousness has

permeated society, people have become politically powerless
and subjected to manipulation according to the interests
of dominant groups.

Growth of the mass society and the

influence of mass media have enhanced the vulnerability of
the individual.

Failure to understand social and economic

forces arises from the technocratic base of society.

Habermas explained this in terms of emphasis on purposive
rational action to the detriment of communicative interaction; this emphasis has involved replacement of political
debate with technical action aimed toward the efficient
achievement of unexamined goals.

Goulet claimed that

America's development based on such action has been responsible for various forms of oppression; nevertheless, this
model of development has been exported to "third world"
countries.

In spite of such criticism, there are some who believe
that society should be governed by "objective" principles
and decisions; that an "open" society, so organized, has no
use for political debate.

Theorists criticize this view-

point for its political naivety and point out that antiintellectualism assists in the promotion of such views.
The growth of oligopolistic organizations where the
market is controlled by few producers, sellers or stockholders but has many buyers,57 and monopolistic organizations having exclusive control of goods or services, plus
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opportunity to manipulate prices, 58 has been a subject of

concern among scholars who see in this development the
reinforcement of class structure.

The uneven distribution

of knowledge or "cultural capital" is seen to be of greater
significance than the uneven distribution of property.
Scientific knowledge is power, and at the top of the
bureaucratic hierarchy is an elite and protected powerful
group whose decisions increasingly influence the lives of
the large and comparatively powerless underclass.

The state

has become more and more involved in the affairs of these
organizations in order to ensure economic stability, and
in so doing, endangers its legitimacy.

As the state be-

comes increasingly involved in economic and social spheres,
motivation patterns are changed, thus advanced capitalism
is characterized by its potential for motivation crisis as
well as legitimation crisis.

In the final analysis, class

structure is the source of such crises.

Some critics believed that such developments point to
a need for intellectuals to become involved as leaders in
educating people for self-knowledge and liberation, rather
than accepting the role of intellectual technician in
bureaucratic structures.

A number of theorists expressed

the need for individuals to develop capacities for selfreflection to gain self-understanding and the ability to
communicate efficiently in open debate; critical, enlightened thinking is necessary to penetrate false consciousness
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and to ensure that intellectually and morally justifiable
decisions and actions result from open public debate.

Examination of studies such as those cited reveals a
commonly accepted set of ideas pointing to a certain system
of moral norms which characterizes American society.

Wilson

provided a summary which appears to be supported by the
literature; he identified the following elements in American
ideology:

1) an anti-reflexive and anti-theoretical bias
which in more 'liberal' times extended to virtually all intellectual activity combined,
paradoxically, with 2) a more recent concern for
accumulating 'knowledge,' understood as exploitable observations (or observations in principle)
having immediate application for 'relevance;'
undergirded jointly by 3) a false commitment to
'objectivity' in the absence of the object being
aspired to, derived from scientific rationalism
with its unreflexive notion of neutrality,
scepticism, and freedom from values and interests
and by 4) a vision of social and political process
as the product of a 'piecemeal' trial and error
approach concerned with procedural legitimacy for
its own sake and prone to value a reformist posture toward social change understood as a set of
activities played out within the rules of a game
which sociological and political knowledge (and
knowing) must emulate and thereby legitimize;
5) a derived contemporary view of this 'open'
society as eminently exportable, a negation of
this very openness which justifies itself by
invoking economics, sociology and disciplines which
demonstrate a coming convergence of world societies
and cultures and the supremacy and longevity (not
to mention permanence) of the American-type
Western society.59
The analyses of Wilson and others calls into question the
functions of education, including what education claims to
do, and what in fact, it may unintentionally do through its
relationship with the state.
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Education and the Dominant Rationality
The close relationship between schools and the political and economic systems has been a subject of much debate.
As educational institutions derive their political legitimation and funding from the power and authority of the state,
business and industry or private economic interests operate
through the political system to influence public opinion,
support certain educational programs, and employ graduates.
The most powerful link between the political-economic
system and education is the reinforcement that education
provides for the system of social stratification.

Schools

serve to reinforce and maintain social stratification by
selecting, sorting and tracking students to fit them for
their place in the social structure.

In some cases this

filtering helps to preserve the democratic ideology by
allowing upward mobility, as talented youth are provided
with opportunity to gain high status positions.

In other

cases, the system ensures that existing class distinctions
are maintained as the gap created by advancement and
achievement widens between those who start life with an
advantaged background and those who do not.

The power

exercised by the schools in this manner has largely gone
unchallenged.

There has been no public outcry, as sorting

and screening methods are widely accepted.

In rare in-

stances where attempts have been made to change the system,
there has been no support from powerful groups within the
system.
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Critique of ideology is necessary for analysis of the
ways in which students acquire knowledge, and how schools
legitimate knowledge representing the dominant ideology
of society.

It is important that educators understand the

mechanisms of domination and how they work in the day-to-day
life of the school.

Such an analysis must take into account

the complex relations within whic!1 the school is embedded.

Hence, key concepts in the analysis are ideology and
hegemony.

Gramsci reminded us that two requirements for ideological hegemony are that the economic structure creates the
attitudes and beliefs that saturate our lives, and that
intellectuals give legitimacy to these attitudes and beliefs, thus making them seem "neutral."

Hence, if we are

to understand the connection between education and modes of
social organization and control, we must focus on the
beliefs and practices of educators.

Each educator should determine where he or she stands
in relation to cultural and economic reproduction.

Aware-

ness of the issues involved should provide a challenge to
the educator to commit himself or herself to the development of a society based on the ideal of economic, social,
and educational equality rather than on current goals of
accumulation of material benefits and credentials.

Implicit

in this is awareness of the circumstances giving rise to
the dominant rationality, of its impact on society, and as
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well, understanding of the role of the educator who affirms
commitment to the enhancement of quality of life.

Three Modes of Rationality
The term "rationality," as it is employed in this
study, refers to a specific set of assumptions commonly
held by individuals and groups, which is strongly linked to
a set of interests which define how reality is viewed.
Embedded in each mode of rationality therefore, are the
interests, knowledge, beliefs, and biases which influence
social practices.

The conceptual framework of each mode of

rationality may be distinguished by the questions which it
can and cannot raise, in view of its basic assumptions.
Constraints arise not only from its own internal logic, but
also from its relationship with the dominant rationality.
It has been pointed out that curriculum models may be
categorized according to three knowledge-guiding human
interests.

It is important to realize that each interest

has its own perspective of reality.

Hence, curriculum

based on a particular mode of rationality linked to a particular interest will embody a certain set of assumptions
regarding knowledge, the learner and society, and will
therefore promote a certain process of inquiry.

The following three chapters of this study comprise
an examination of each mode of rationality, that is, technical, hermeneutic, and emancipatory, and analyses of models
of home economics curriculum relating to each.

Each

analysis will reveal the ways in which the curriculum model
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is or is not consistent with the assumptions of the mode
of rationality upon which it is apparently based, and will

also point to the weaknesses or strengths of the particular
mode of rationality as a basis for curriculum.
It should be remembered that the discussion centers on
ideal types.

Although the curriculum documents selected

for analysis are representative of ideal types, they may not

necessarily reflect only those characteristics; nevertheless,
characteristics which indicate a general orientation toward
a particular mode of rationality are identified and discussed for the purposes of this study.

Habermas pointed

out that the three sciences (empirical-analytic, historicalhermeneutic, and critical) formalizing the systems of
action required for success in human activity each make a
contribution.

Although each of these sciences has provided

the rationale for a certain type of curriculum, it should
be realized that a curriculum model should not incorporate
the characteristics of one mode of rationality to the exclusion of others.

Understanding the assumptions underlying

each type of rationality should lead to the development of
curriculum which is of greater value because it incorporates the progressive elements of each.
The following chapter examines how the dominant
rationality influences assumptions and practices of home
economics education.

It shows how a curriculum model based

on technical rationality and representative of a number of
home economics programs, is inadequate in light of existing
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social conditions.

Curriculum models representing a move

away from technical rationality are discussed in the next
two chapters, and finally, the analysis leads to the outline
of a model of home economics education which holds greater
promise for fulfillment of goals relating to the enhancement
of quality of life.
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CHAPTER III

TECHNICAL RATIONALITY
Empirical-analytic Science

Examination of studies relating to the American ideology have shown how technical rationality dominates American
society, to the detriment of quality of human life.

In

developing a theory of society which will lead to the selfemancipation of people from domination, Habermas has
systematically developed its philosophical base.

It is from

this philosophical base that we are able to gain an important perspective of technical rationality and education.

The following interpretation of Habermas' theory is drawn
from McCarthy.

1

For Aristotle, politics and ethics were interrelated.
Politics therefore referred to praxis, or human action
directed toward maintaining moral-political order through
which citizens could enjoy a good and just life.

This

involved phronesis, or the cultivation of human capacity
for the understanding of factors underlying social conditions and for wisdom in determination of action to be taken.
Practical philosophy was only distantly related to the
theoretical and productive branches of philosophy.

Theoria

was directed toward understanding of the unchangeable and
eternal nature of the cosmos, and theoretical knowledge was
considered of value for its own sake.

Through contemplation,
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the philosopher identified with the cosmos, and saw within
himself a reflection of the harmony of nature.

Aristotle

believed, however, that such a life of contemplation was
almost impossible to achieve; moreover, achievement of the
contemplative life depended upon the maintenance of proper
order among citizens of the polis.

Such order relied upon

virtuous character and prudential judgement.

Hence,

Theoria and praxis referred to "different spheres of being."

2

Practical knowledge must not be confused with theoretical knowledge, neither must it be confused with productive
knowledge.

Whereas praxis referred to moral-political

action, poises referred to the production of artifacts for
use or adornment.
techne.

The latter required workmanlike skill or

While the relationship between productive knowledge

and practical knowledge was distant, so too was the relationship between productive knowledge and theoretical knowledge.
Theory was concerned with contemplation rather than "doing"
or "making."

Like phronesis, techne was a precondition of the
life of the poli7717-Thich the ccntemplative ideal
could be pursued. But--again like phronesis--it
could neither be derived from nor justified by
theory.3
The classical meaning of theoretical, practical and
productive knowledge has, however, been drastically altered
through the rise of modern empirical-analytic science.

Theory has come to mean logically structured systems of
meaning based on quantitatively expressed law-like propositions.

It is used for prediction and control, and is applied

through technology.
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Technological knowledge grew out of techne or the
ancient traditions of the arts and crafts rather than as
often supposed, from scientific revolution.

The close con-

nection between scientific knowledge and technology did not
originate in the industrial revolution but arose gradually
in the nineteenth century, and has continued to develop
until today, technological considerations have a major
impact on the direction of scientific progress.

Parallel to

this development is the diminishing emphasis on craftmanship
or techne. "Thus the classical conceptions of contemplative
theory and theory free techne have given way to the modern
conceptions of scientific theory and theoretically grounded
technology."4

Developments in science and technology and the rise of
positivist philosophy which justifies these developments
have pushed the classical interpretation of politics back
into past history.

This has given rise to a great deal of

debate over whether these moves can be justified as progress
or whether they are based on fundamental misconceptions.
Central to this debate is the relationship between reason
and action, and between theory and practice.

Since Weber's discussion of the role of value judgements in social inquiry, social science has been interpreted by positivistic scientists to exclude the normative
elements of classical politics.

Emphasis has been placed

on "what is" rather than on "what ought" to be the situation;
"facts" have been separated from "values," and

86

empirical-analytic scientific method has been used to
study social phenomena.

It has been claimed by positiv-

ists who have an emotivist conception of values that rational decisions cannot be made with respect to value judgements.

Scientific method can be employed to predict conse-

quences of a course of action, to judge between alternative means in terms of efficiency and to examine proposed
ends with respect to technical feasibility, but not to
their moral justification.

However, the choice of ends is

a value question, and failure to recognize this (hence
failure to separate facts from values) was seen as a major
factor retarding the development of social science.

It

resulted in dogmatic or decisionistic approaches to choosing ends.

The view of empirical-analytic social science as

the only rational way of knowing, and of technology as the
only rational form of action became ideological. Science,
in determining "what is" rather than alternative possibilities of "what could be," therefore sought to maintain the
existing social order.

Technology which dominated American

society also was ideological in that it reinforced its own
domination.

The relationship between theory and practice is seen
in terms of prediction and control as positive science has
influenced social development.

Habermas stated:

For as our civilization has become increasingly
scientific, the dimension within which theory was
once directed toward praxis has become correspondingly constructed. The laws of self-reproduction
demand of an industrially advanced society that it
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look after its survival on the escalating scale
of a continually expanded technical control
over nature and a continually refined administration of human beings and their relations to
each other by means of social organization.
In this system, science, technology, industry
and administration interlock in a circular process. In this process the relationship of
theory to praxis can now only assert itself as
the purposive-rational application of techniques
assured by empirical science. The social potential of science is reduced to the powers of technical control--its potential for enlightened
action is no longer considered.?

As theory is aimed toward achievement of objectivity
through use of empirical-analytic scientific method, and

practice is oriented toward prediction and control through
use of empirical knowledge, positivist philosophy is
rendered "incapable of justifying its own interests."

If

all values (or life's practical orientations) are conceived
to be subjective and thus cannot be justified rationally,

then the commitment of positivism to science and technology
and its opposition to ideology is itself dogmatic or
rationally unjustifiable.

Furthermore, embedded in "ration-

al" interest in enlightenment is a practical interest which
cannot be justified in terms of positivism.

Practical

questions which lie outside considerations of efficiency
in selection of means and feasibility of ends cannot be
expressed and solved technically, thus cannot be rationally
resolved.

Hence, lacking a more comprehensive concept of

reason, in positivist terms, decisions relating to such
questions must be subjective and irrational.

However,

positivism's claim to be value-free is false; its orientation toward a certain type of theory-practice relationship
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and criticisms of other claims to rationality are themselves
based on certain values.

According to Habermas, scientific rationality reflects
an interest in control.

He stated:

The claim by which theory was once related to praxis
has become dubious. Emancipation by means of
enlightenment is replaced by instruction in control
over objective or objectified processes. Socially
effective theory is no longer directed toward the
consciousness of human beings who live together
and discuss matters with each other, but to the
behavior of human beings who manipulate. As a productive force of industrial development, it changes
the basis of human life, but it no longer reaches
out critically beyond this basis to raise life ,
itself, for the sake of life, to another leve1.0
Habermas pointed out that the real problem is that we
are no longer able to distinguish between practical and
technical power; that the directions taken by science and
technology are not subjected to critical reflection and
open discourse among citizens; no effort is made to achieve
a rational consensus with respect to decisions relating to
the administration of society.

Behind its "value-free"

screen, positivism is committed to technological rationality
and attempts to eliminate potential barriers to the domination by science and technology, by strongly criticizing all
conflicting theories.

Habermas claimed that this has far-

reaching implications for social organization, which may be
recognized at various levels of rationalization:
1.

At the simplest level of rationalization, instrumental
action involves the organization of means to achieve
goals established by empirical knowledge and technical
rules.
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2.

A second level of rationalization is required if the
means are equally suitable, hence, decision theory is
applied.

This enables clarification of the relation

between means and goals, and between value systems and
decision making.

It is the form of decision making

rather than the context of decisions which is important
to this type of rationality.

On these two levels of rationality, values are isolated and
excluded from discussion.
cannot be rationalized.

The interests underlying decisions
The relationship of theory to

practice is often used to support decisionistic models of
social organization.

Although the politician may use expert

technical knowledge, determination and implementation of
policy in light of competing interests is based upon decisions which are rationally unjustifiable.

Social policies

are withdrawn from rational reflection.?
3.

Decisionistic models relating technical expertise to
political practice are being replaced by technocratic
models in which expert knowledge objectively derived is
of greater importance than the decisions of leaders.

Hence, the politician is increasingly dependent upon
the scientist.

Situations in which competing parties

act rationally in pursuit of interests calls for game
theory to clarify the strategies involved.

Strategic

action is rationalized in competitive situations as
the decision making of opponents is organized for
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maximum benefits.

As the value systems of opponents

are evaluated, values are "revitalized" at this level
of rationalization.
4.

At the highest level, rationalization relates to feedback mechanisms and self-regulation of a system.
Systems theory analyzes the structure and function of
interrelated parts of a system to determine effectiveness in self-maintenance and fulfillment of goals.

In

such a mechanistic approach to social organization
critical reflection of values is superfluous.

Habermas

believed that this notion of a cybernetically organized
and controlled society is the ultimate expression of
technocratic consciousness, as humankind becomes
objectified in achievements and totally absorbed by
technology.

Notions of society functioning as a system

of interacting individuals who make conscious choices
and decisions is totally abandoned.

The levels of rationalization of political practice outlined
by Habermas indicate that both decisionistic and technocratic models transform practical questions (moral-political
questions) into technical questions, and in so doing, withdraw them from public discussion.

Habermas proposed that these models be replaced by one
which would not disregard the interdependence of values and
techniques in the satisfaction of needs.

He claimed that

recognition of this interdependence is fundamental to the
clarification of a basic problem of scientific civilization;

91

that is, "How can the relation between technical progress
and the social life world .

.

.

be reflected upon and

brought under the control of rational discussion ? "8

This

question will be discussed in the examination of the emancipatory mode of rationality.

In conclusion then, the underlying interest of the
technical mode of rationality is control.

Emphasis is on

predictability and certainty in achieving mastery and control.

The empirical-analytic sciences provide this model

of theoretical development, and a number of assumptions are
derived from it.
1.

For example:

Educational theory should be based on law-like propositions which may be tested empirically.

It should contri-

bute to control of the environment through scientific
method.

Theory is derived through observation and takes

the form of a logical formula.

It is linked to practice

through technical action.
2.

Knowledge, like scientific inquiry, is objective or
value free and should be expressed in neutral terms.

It

can be reduced to "facts" that exist a priori and which

may provide the basis for action.

Values or value

claims are personal or social ideas and cannot be
assessed in terms of validity.
3.

Knowledge of the social world is objective.

It consists

of isolated parts that interact in the law-like way of
cause and effect, making prediction of outcomes possible.
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4.

Educators can teach in a valuefree manner by utilizing
objective modes of inquiry and teaching "facts."

Technical Rationality and Home Economics Education
There has in the past been a strong orientation toward
technical rationality in home economics education.9

Although some recent curriculum guides indicate a move
toward a more balanced approach to home economics education,
For this

others reflect a renewed emphasis on control.

reaon, a curriculum model based on technical rationality,
developed in recent years for use in secondary schools, was
selected for the purposes of this study.

It will be

referred to as Curriculum Model A (see notes).
An overview of Curriculum Model A.

In the preface and introduction to the curriculum

guide, the authors stated that content of the core curricu
lum was derived from "an occupational analysis of the
[X State] homemaker."

10

The identified tasks were clustered

according to duties and competencies and "infused into"
consumer and homemaking programs.

Competency statements,

defined as "declarations which describe the activities that
a student should be able to perform in accordance with
acceptable standards," were drawn up with respect to the
duties identified in the occupational analysis.

Performance

objectives, defined as "the terminal and specific objectives
which specify what the learner will be expected to do after
completing the unit," have been established.
of the program was identified as:

The mission
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To prepare a secondary learner for the entrylevel occupation of homemaker within settings
which involve the performance of essential
skills in areas of: caring for and improving
self, managing resources, providing a living 11
environment, and meeting the needs of others.
The educational outcome is expected to be satisfactory
performance of skills, which, it is anticipated will be
carried into homemaker and wage-earner roles; it is expected
that teachers will ensure that students perform the identified skills competently.

Teaching expertise lies in the

efficient implementation of the program specified in the
Program Planning Guide.

The brief introductory statement

relating to program design points out that:

The entire focus of the curriculum is student
centered. In order to respond to changing
technology and rapid progress, students must
gain skills which aid them in making decisions
and solving problems.
CARING FOR AND IMPROVING SELF is designed to
help students develop personal and interpersonal
skills with related experience in the areas of
health, foods and clothing.
MANAGING RESOURCES focuses on planning expenditures, managing income, developing consumer
skills, making consumer decisions, practicing
consumer rights, and managing time and energy.
PLANNING A LIVING ENVIRONMENT includes information
and activities in the areas of determining housing alternatives, choosing a living space, and
furnishing and maintaining a safe and secure home.
MEETING THE NEEDS OF THE FAMILY is directed to
developing the skills and responsibilities
required as a member of a family, a marriage
partner, and a parent.12
The teacher is advised to relate the skills to be developed
throughout the core study, to stages of the family life
cycle.
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Teaching expertise also relates to making preparation
for program implementation.

It is recommended that

analyses be carried out with respect to the nature of the
student population including their abilities, interests,
career aspirations and needs, as well as the economic and
educational levels of parents and their aspirations.

In

addition, teachers are advised to take cognizance of the
"philosophy and objectives of the school district," and
attitudes of administration toward home economics.

Famil-

iarity with school policies with respect to availability
and utilization of resources is an expectation.
Critique of Curriculum Model A.

Although the model was not made explicit, Figure 4
shows a reconstruction of Curriculum Model A from information in the documents pertaining to it.

Figure 4 also

enables comparison of Curriculum Model A with a model of
scientific method of inquiry which is based on technical
rationality.
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Phases in the Processes of Inquiry in Curriculum Model A
and in an Empirical-analytic Model of Curriculum

Emoirical-analytic Curriculum Model

Curriculum Model A

Phase 1
(a)

(b)

Phase 2

Phase 1
Clarification
Identify the research problem by
Occupational analysis to
identify categories of duties examining the results of previous
empirical-analytical work.
and tasks required if the
curriculum is to fulfill
major goals; and
identify specific content and
functions of homemaking tasks
and duties.

Specify Performance Requirements
71.771Eify terminal and specific performance objectives

necessary for carrying out
homemaking tasks and duties
at an appropriate level of
efficiency.

Phase 2
Construct hypotheses which may be
tested empirically in order to throw
further light on theory and improve
its predictive power.

3

Simulated Practice
Learners practice elements
of each task; put components of each task together
under simulated conditions
(in classroom, in wageearning programs). Feedback
from instructor.

Phase
Select subjects and measuring
instruments suitable to the scientific problem; select appropriate
research design.

Phase 4

Evaluation
Competency performance
observed in activities
lends concrete evidence of
achievement and reinforces
the learning process.

Phase
Analyze data to test hypotheses.

Phase 5

Transfer
Transfer of training to the
"real world" as learners
employ homemaking skills in
family life or related
occupations.

Phase 6
Alter laws and theory in light of
findings and suggest subsequent
research.

Phase 3

Note:

Figure 4.

The above representation was
reconstructed using the guidelines developed to support
implementation of the new
curriculum; no model was set
out in the guide.

Phase 4
Gather data.
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Seen in relation to the empirical-analytic method of
inquiry, the orientation of Curriculum Model A toward technical rationality becomes apparent.

For example:

Phase 1

in each model requires clarification of the problem situation giving rise to the study.

Phase 2 in each model

demands that particular objectives be formulated.

Phase 2

in Curriculum Model A implies formulation of hypotheses,
i.e., (given objective a), under b conditions, c will result
Thus, this is the phase in which certain predictions

in d.

are made with respect to outcomes.

Phase 3 in Curriculum

Model A is related to Phases 3 and 4 in the Empiricalanalytic Model; in both models these phases require that
activity be initiated in light of objectives; such activity
will be controlled according to certain specifications, and
will cause certain effects.

Phase

in each model involves

analysis of data gathered in the previous phase.

Data are

analyzed in light of hypotheses; the effects of activities
and thus the predictive power of hypotheses may be determined.

As a result of analysis/evaluation, theories and

processes may be modified.

Criticizing "pupil-centered" curriculum, "subjectcentered" curriculum and "society relevant" curriculum,
Dewey claimed that instead of being treated as separate
spheres, the pupil, the subject matter and society should
be seen as interacting sources of curriculum.

The authors

of Curriculum Model A claim that emphasis is on the pupil;

the program-planning guide states, "the entire focus of
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the program is student centered."13

Contrary to this claim,

examination of the documents pertaining to the program
provides evidence that it focuses on control; thus, the

program would be more accurately categorized as subjectcentered.

There is little evidence of the type of inter-

action called for by Dewey.

Obviously, the educator's conceptions of the learner
will have a direct bearing on the nature of the curriculum
to be developed.

Furthermore, the philosophy of the educa-

tor determines the view of the learner.

Two opposing con-

ceptions of the learner are provided by Skinner and Dewey.
Skinner stated that, "A student is 'taught' in the sense
that he is induced to engage in new forms of behavior and
in specific forms upon occasions," and "Teaching is simply
the arrangement of contingencies of reinforcement."14
Dewey, on the other hand, saw education as "that reconstruction or re-organization of experience which adds to
the meaning of experience, and which increases ability to
direct the course of subsequent experience."15

Dewey's

view of the learner was of an autonomous, socially responsible individual, who should be in control of the learning
situation, rather than one who should be manipulated or
controlled in .a predictable way.

Although the curriculum guide for Curriculum Model A
states that it is "not intended to promote a mandated comprehensive curriculum, but to serve as a model or framework for
the local development of a practical action-oriented
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program," this statement appears to be contradictory to
others in the document.

For example, "The students should

be able to perform with competency the essential homemaking
skills"; these have been identified and closely specified
throughout the curriculum guide.

Apple was critical of

closely prescribed curriculum, stating that teachers who
would in prior times have planned their own programs in
light of intimate understanding of individual pupils, have
been "deskilled."

Apple found in such programs a notable

example of technical control of students, claiming that,
"Little in what might be called the 'production process' is
left to chance."

16

Focusing on behavioral objectives, it is the behaviorist theory of Skinner which apparently underlies Curriculum
Model A; hence, it is built upon an educational philosophy
which embodies a mechanistic view of the learner.

It is

technical rationality which provides the major focus of
this model which is oriented toward control.

The influence of "scientific management" which was
evident in education in the early part of this century, is
once again apparent in the guidelines for implementation
of Curriculum Model A.

As was the case earlier in this

century, methods of job analysis and task analysis have
been used in developing this curriculum model; the emphasis
on performance objectives and the evaluation of them, and

on accountability, is further evidence of the renewed
interest in scientific management.
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eased on analysis of adult activity, an objective of
this approach has always been to relate subject matter to
"life experience."

"Then it was recognized that education

was concerned not only with job performance, the term
activity analysis came into use; activity analysis was
looked upon as a scientific method of curriculum development.

Dobbitt and Charters, who developed the method of

activity analysis in 1918, claimed that as life involved
the performance of certain activities, education should
prepare students to perform those activities; hence, curriculum objectives should be derived from them." Tanner and
Tanner pointed out that these two educators, and others who
have since employed their techniques, have overlooked significant problems inherent in their approach.

For example, it

is based on a static interpretation of society; furthermore,
considering as "legitimate," only certain "measurable" end
products, it ignores the fact that there is an almost
unlimited number of possible objectives; as well, it views
the child as simply a pre-adult being.

Tanner and Tanner contended that a fundamental assumption underlying these techniques is that all areas of
activity in life may be reduced to "perfectly specifiable
components and tasks," and takes no cognizance of the fact
that "many activities in our society require independence
of judgement and the use of free intelligence under incessantly changing conditions."18

Education should be seen as

more than simply preparation for individuals to function as
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cogs in the machinery of society.

Moreover, the use of

narrowly defined behavioral objectives fails to take into
account the dynamic nature of life activities, and the need
for a "high order of free intelligence for social insight

and problem solving."19
The technical mode of rationality fosters passive
human behavior as teachers and students are expected to
passively "consume" or "transmit" knowledge rather than play
an active role as "negotiators" or "innovators."

Thus,

consensus and role conformity are promoted, and human powerlessness is reinforced.

Evidence of this found in the

"Philosophy and Rationale" for Curriculum Model A includes
such statements as:

"vocational home economics programs

provide the student an opportunity to develop work attitudes
and habits, useful knowledge, and home economics competencies and skills needed for entry into paid or unpaid employment"; and, "vocational home economics curriculum reflects
and anticipates the rapidly changing attitudes, values and
needs of society, and societal change."2°

Such emphasis on

the development of "appropriate" attitudes, and "reflection" of change, and "anticipation" rather than on influencing the direction of change, implies conformity.

Hence,

education is simply training to maintain the status quo; it
overlooks the importance of reflective thought and critical
examination of social norms and goals.

This emphasis on

conformity is reinforced throughout the document through the
close prescription of the activities of the teacher and students.
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Narrowly focused programs such as those which are
oriented toward career preparation have been criticized by
some educators as early socialization to make individuals
"more likely to run with, rather than against, the conservative corporate stream.

"21

One educator stated, "Career

education programs, in spite of rhetorical commitment to
such values as dignity and self-understanding, are nevertheless designed to socialize students to accept the present
organization of work and technology as the taken-for-granted
reality."

22

In the early part of this century, Dewey provided a
very different interpretation of the link between education
and the work world.

Introducing occupations into the

curriculum of his school, he emphasized that study of occupations should not be oriented toward career preparation,
but toward helping students to understand the significance
of the work world, and the community at large, and to foster an enthusiasm for community life based on democratic
participation.

As such, it would enhance integration of

practical studies with the arts, science and history.

23

Dewey pointed out that education should be thought of
as more than preparation for some remote ends through
acquisition of skills which may later be useful.

Children

should not be viewed simply in terms of preparation for
adult life.

Dewey stated:

If at whatever period we choose to take a person,
he is still in the process of growth, then education is not, save as a by-product, a preparation
for something coming later. . . . The best thing that
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can be said about any process of education is
that it renders its subject capable of further
Acquisition of skill, posseseducation. . . .
sion of knowledge, attainment of culture are not
they are marks of growth and means of its
ends:
continuing.24
In spite of strong criticisms raised by scholars of
the substitution of work experience for formal education,

the curriculum guide for Curriculum Model A makes provision
for "On-the-job training and related classroom instruction";

it is anticipated that "programs will be effective when
taught in a similar environment as that in which work will
be done and with the same equipment and materials as in the
occupation itself."

25

Critical of this type of work experience in lieu of
formal education, Hook stated:

It is inferred that experience itself is educative,
and that any series of experiences--the more
direct and dynamic the better--can be substituted
for formal schooling which is often disparaged as
an artificial experience.
In short, having
an experience is jsdentified with knowing it or
understanding
Commenting on the absurdity of such a notion, Hook
referred to Dewey's differentiation of "educative" and
"non-educative" or "mis-educative" experiences:

The first Ceducative experiences: are those that
result in increased power and growth, in informed
conviction and sympathetic attitudes of understanding, in learning how to face and meet new
experiences with some sense of mastery, without
fear or panic or relying on the treadmill of
blind routine.
The second Cnon- or mis-educative
experiences.] may give excitement but not genuine insight, may result in mechanical training
or conditioning that incapacitates individuals
when the situations encountered in life chang,"
and must be met by intelligent improvisation.
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Dewey pointed out that when education is defined as
adjustment to life, it implies a "forced and external process, and results in subordinating the freedom of the
individual to a preconceived social and political status."28
Dewey saw education as a means of social progress, believing
that "education is a regulation of the process of coming to
29 Education should enable
share in social consciousness."
students to develop their own outlook on life, rather than
providing them with one that is ready-made.

A major func-

tion of education in a democratic society is to enable
young people to develop their own philosophy of life through
genuine participation in the educative process.

Curriculum Model A lends itself to criticism for its
mechanical orientation.

Tanner and Tanner, critical of

this type of curriculum stated:

The doctrine of behavioral objectives appears to
be based upon the notion that the broken egg can
be put back together again. All it takes, after
proper analysis, ig,the reassemblage of the
constituent parts.J'
This type of curriculum becomes a unit of a mechanical
production process, and it appears that planners of Curriculum Model A have been influenced by this perspective.

The

program is referred to as a "Competency-based program
delivered through a systematized approach and based on an
occupational analysis (which) will allow students hands-on
experiences."

It is also stated in the "Philosophy and

Rationale" that "The program completer will exit the program with competencies needed for the job."

The program
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plan is called a "Delivery System," and it is stated in
the "Introduction," that "This guide has attempted to

assimilate the salient concepts fundamental to the provision
of a viable and accountable homemaking program."

31

In

addition, performance objectives are set out in detail, and
the "Introduction" provides notes of explanation such as:
All performance objectives include the measurable
evidence of achievement, e.g., what the learner
has to do to demonstrate his/her achievement of
the educational objective.
Each area of instruction has suggested learning
and evaluation experiences listing the activities
in which the student needs to participate in
order to perform the behaviors stated in the
objectives. Competency performance may be observed in these activities and the expg-iences
lend concrete evidence of achievement.
This approach implies that the curriculum and the teacher
are recognized as components in a production process oriented
toward obtaining a measurable product, which is listed as
"terminal behavior."

The teacher is seen as a type of

mechanic who oversees the production process and ensures
that the desired quantity and quality of products is
achieved.

The student is seen as a type of mechanical

learning component in the process (or in the delivery
system).

Based on prediction and control, this curriculum

model overlooks the human nature of the learner, and the
purposes of education have been lost.

The interpretation of education as a production process promotes modes of reasoning and inquiry based on the
assumptions of empirical-analytic science.

It has been

pointed out that such assumptions include a view of
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knowledge as comprising objective "facts" which are external
to, and imposed on the individual; knowledge is not to be
questioned, but mastered.

The questions to be asked about

knowledge relate not to reasons for transmitting this
particular knowledge, but to the most efficient techniques
which may be used for the transmission of it.

Hence,

knowledge is objectified and reduced to technical decisions
relating to achievement of established goals.

By separat-

ing facts from values, knowledge is canonized and not
questioned on its normative and political nature, thus education simply reinforces the existing order.

There is no

recognition of the importance of self-knowledge directed
toward critical thinking and emancipation.

The setting of specific objectives and the assessment
of outcomes in behavioral terms leads to emphasis on the
lower cognitive levels.

Examples of this may be found in

the guide to Curriculum Model A:
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Outline and Competencies
IV.

Parenting

Terminal Performance Objectives
IV.

Competency: The student will recognize
that successful parenting involves determining responsibilities,
setting standards of behavior and providing
substitute child care
when necessary.

After completion of this
unit, given panel discussions, surveys, interviews, observations, audiovisuals, reading and
written assignments, the
student will complete a
written term paper on
parenting that will include responsibilities,
standards of behavior and
substitute child care with
a minimum score of 75 percent.

The student will respond
to the responsibility of
parenthood, various standards of behavior, and
substitute child care
factors by completing a
questionnaire addressing
these three areas for five
families.33
V.

Guiding Children

V.

Competency: The student
will recognize the importance of values, social
skills, and education/
training as they relate
to guiding children.

Upon completion of this
unit on guiding children,
the student will be able
to define values, identify
necessary social skills
and recognize the different aspects in the education/training of a child.
This will be evidenced by
a score of 75 percent on
a test.
Upon completion of this
unit the student will be
able to create an awareness in children of the
different types of values,
and seek to convey to
children the importance of
social skills and reasons
for education/training to
the satisfaction of the
teacher.34
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The objectives in Unit IV on Parenting relate to the recall
of specific knowledge which will be gained from various
experiences organized according to the established guideline, and under the direction of the teacher.
Guiding Children,

In Unit V on

verbs used in stating objectives such as

"define," "identify," and "recognize" imply emphasis on
lower cognitive levels; while "creating awareness" may
relate to the level of synthesis, it too, could be based on
the recall of knowledge dictated by the teacher.

An underlying assumption of this type of curriculum is
that students only learn what the teacher directs them
toward.

This means that the importance of collateral

learning is overlooked.

Dewey pointed out that much of the

technical knowledge on which students are tested is soon
forgotten; some even has to be unlearned if there is to be
intellectual progress.

Collateral learning, on the other

hand, is probably of much greater value, as it governs
motivation for future learning.35
Conclusions

Curriculum Model A is based on technical rationality.
As the dominant rationality in American society, technical
rationality has strongly influenced much of the curriculum
in American schools.

Although there has been a great deal

of criticism of its influence on education, it appears that
with recent emphasis on "back to basics" and "vocational
education," curriculum models based on technical rationality are once more gaining favor with educators.

Once more,
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instead of analyzing the role of education with a view to
gaining insight into and resolving fundamental problems,

educators are simply responding to external pressures,
particularly those created by dominant sociopolitical forces.

Curriculum Model A is an example of the type of curriculum which is developed in response to the demands and expectations of dominant forces.

With emphasis on control of

learning and transmission of information, precise boundaries
are established for each educational unit, subject matter
is closely specified, teachers are directed toward certain
reference materials and they are provided with a set of
instructions for program implementation.

Knowledge is

viewed as an objective body of factual information which must
be transmitted to students by the most efficient means.

The

legitimacy of knowledge is not questioned, as education is
directed toward maintaining the status quo.

As the ends

have already been decided, knowledge is reduced to technical decisions.

In Habermas' terms, the relationship between

theory and practice is seen in terms of prediction and control.

As values and beliefs go unquestioned, adaptive,

passive human behavior is fostered.

The hidden curriculum

promotes human powerlessness.

In this curriculum model there is neither recognition
of, nor response to the dysfunctions of society.

The indi-

vidual's place in society is viewed in terms of consensus
and conformity, and social contradictions and conflict which
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are characteristic of society are ignored.

Teachers and

students are viewed in terms of passive transmission and

consumption of knowledge rather than as individuals who
have a part to play in shaping social reality.
In a democratic society the school should do more than
to prepare individuals to take their places as cogs in the
machinery of society.

Education has an important role to

play with respect to raising the consciousness of individuals regarding social and structural dysfunctions which give
rise to problems militating against the quality of life;
parallel to this, it is the role of education to foster
the development of attitudes and skills needed for building
a better society.

Models of curriculum based on hermeneutic

rationality, which will be examined next, take a step in
this direction.
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CHAPTER IV

HERMENEUTIC RATIONALITY
Historical-hermeneutic Science
Hermeneutics, the art or science of interpretation,
developed in the medieval world through the need for correct

interpretation of the Scriptures and jurisprudential texts.
So far removed in time from the original, with Biblical

texts especially, there was consciousness of the need for
careful deciphering of meaning.

Hermeneutics gradually

expanded to include a wide range of textual interpretation.
In the late eighteenth and early nineteenth centuries,
importance was placed on the interpretation of historical
events.

During that period, the historicist view of history

arose; that is, the view that universal laws of development could be established, and that knowledge of such laws
would enable scientific predictions about the future.

More

recently, the procedures of hermeneutics have been generalized to the whole of human life.
brought certain problems.

This development has

The interpretation of religious

or legal texts demanded accuracy in transmission, as the
authority of the text was recognized, and meanings for the
present were determined in that light.

However, the norma-

tive validity of tradition was eventually brought into question and history was viewed more skeptically as a source of
valid truths and values.

Recent studies of hermeneutics

tend to "steer between the dogmatic traditional views of

113

interpretation on one hand, and the relativistic historicist views on the other."

1

According to Habermas' theory of cognitive interests,
as the empirical-analytic sciences are tied to the system
of instrumental action mediated by work, so the hermeneutic

sciences are linked to the system of interaction mediated
by language.

Whereas the cognitive interest governing

empirical-analytic science is a technical interest in prediction and control, it is a practical interest in maintaining communication and achieving consensus which governs
hermeneutic inquiry.

Habermas stated:

In its very structure hermeneutic understanding
is designed to guarantee, within cultural traditions, the possible action-orienting self-understanding of groups as well as reciprocal understanding between different individuals and groups.
It makes possible the form of unconstrained consensus and the type of open intersubjectivity on which
communicative action depends. It bans the danger
of communication breakdown in both dimensions: the
vertical one of one's own individual life history
and the collective tradition to which one belongs,
and the horizontal one of mediating between the
traditions of different individuals, groups and
cultures. When these communication flows break off
and the intersubjectivity of mutual understanding
is either rigidified or falls apart, a condition of
survival is disturbed, one that is as elementary as
the complimentary condition of the success of
instrumental action: namely the possibility of unconstrained agreement and non-violent recognition.
Because this is the presupposition of practice,
we call the knowledge-constitutive interest of the
cultural sciences (Geisteswissenschaften)
'practical."

Because of the different interest structure in
hermeneutic inquiry, the logic of inquiry is different
from that of empirical-analytic sciences.

Empirical-

analytic sciences generate knowledge through "neutral"
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observation in controlled situations of cause and effect.

Hermeneutics is not oriented toward neutral observation,
but participation in dialogue with others, with the past,
or with different cultures, about common concerns of human
life.

Although rules of interpretation are determined by

agreed-upon symbols of interaction, the hermeneutic inquirer
cannot apply those rules as does the "neutral" observer;

he has been socialized into their use, and so he uses the
rules of interpretation in light of shared concepts and
norms which are part of the educated culture at his time in
history.

Hence, he is neither a neutral observer nor one

who accepts subjective views expressed in the text or action
interpreted.

He interprets meaning in relation to his own

experience, and as it is impossible to rid himself of all
preconceptions, no standards of objectivity can be specified
for the activity.

He must, however, be open to conceptions

and beliefs different from his own; openness toward the beliefs and values of others not only promotes understanding,
but also awareness of the interpreter's own prejudices.
Although the interpreter must conceptualize material so that
its foreignness is preserved, he must be able to understand
it in relation to his own world.

Gadamer referred to the

successful achievement of interpretation as "a fusion of
horizons."3

The logic of hermeneutics is neither deductive nor
inductive; hermeneutic interpretation, like dialectic, is
an informal process characterized by movement of thought.
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The process of hermeneutic interaction has a circular
character.

After gaining a sense of the material as a

whole, small sections of it are considered, prior to revising the view of the whole.

As the process is repeated, a

detailed knowledge of the whole, and a sense of unity is
achieved.

In his critique of positivism, Habermas pointed out
that there is no place in the methodology of empiricalanalytic science for the communication structures on which
it is based. However, concepts, methods and theories are
agreed upon in the community of scientists through their
own symbolic interaction, which is not reducible to instrumental action.

Unlike empirical-analytic science, histori-

cal-hermeneutic science does not derive its knowledge from
"objective" processes, but from the interpretation of intentions, meanings, values, and goals.

The validity of

historical-hermeneutic science is established through intersubjective agreement which is a rational consensus.

Thus,

such a consensus means that knowledge in the hermeneutic
sciences is rationally grounded; there are valid reasons
which support its truth.

Although hermeneutics provides

the framework of shared meanings upon which the production
of knowledge in empirical-analytic science depends, this is
simply taken for granted by positivists. 4

The distinction between modes of rationality is not a
distinction between material objects.

Human beings can be

treated as physiological subjects of empirical-analytic
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inquiry.

The distinction rests on differences in concep-

tualization of the object of inquiry.
vides another viewpoint of reality.

Hermeneutics proFor example, in viewing

humans from the perspective of empirical-analytic inquiry,
we see "bodies in motion" and events and processes which
may be explained through the logic of cause and effect;
from the perspective of hermeneutics, we see subjects who
communicate through speaking and interpreting actions.5
Skill in understanding is developed in everyday life.
The meanings derived from understanding are derived from
the life history of the individual, which provides the
background pattern, and from mutually-shared symbols of
meaning that have intersubjective validity.

Even self-

understanding is derived from interpretations which we share
with others; although it is the individual who experiences
life, experience is articulated through a shared language.

The meanings of experiences and actions are determined by
self-formation and ego-identity, and shared meanings of
ordinary language.

6

The transformation of meanings, through

interaction and communication, also contributes to selfformation and ego-identity.

Ordinary language makes interaction and mutual understanding possible.

The characteristics of ordinary language

that provide for communication may be categorized as linguistic expressions, actions, and non-verbal expressions.

These three categories are integrated and mutually interpret
each other, as the meaning of sentences may be converted
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into actions, and actions may be converted into sentences.

This integration of language and non-verbal forms of
expression, or language and practice, helps us to comprehend
the function of understanding in social life.

When communi-

cation breaks down, the action-orienting self-understanding
and mutual understanding between individuals and groups is
threatened.

For communication to be re-established, there

must be successful interpretation of actions that are misunderstood.?

Held explained:

The possibility of maintaining successful mutual
interaction between two or more individuals depends
on a 'bridgehead' of shared expectations and linguistic skills, and on the possibility of understanding. Without these prerequisites, the likelihood of severe conflict is enhanced. Thus knowledge
of language and action--of the communication
structures--is directly tied to an interest in
successful social action, in what Habermas calls
humankind's 'practical interest.18
People are dependent upon communication with one another,
hence, mutual understanding is important.

Successful com-

munication is a fundamental interest of humankind.
Symbolic interaction

systems are guided by a practical

interest in communication; they refer to human behavior
which is guided by social norms.

Norms do not take the

form of technical rules, and cannot be designated true or
false.

Norms are enforced by sanctions governed by mutual

expectations and generally recognized obligations.

Habermas contended that in discourse, norms and opinions which go unchallenged in communicative interaction may
be examined in order to determine whether norms underlying
action can be justified.

Consensus on norms of action may
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be achieved through rational criticism.

',Mile no proced-

ures can guarantee a lasting consensus, or reveal "truth"
for all time, through discourse, both the truth of statements and the rightness of norms may be established.

Dis-

course may be rational because of "the fact that the recip-

rocal behavioral expectations raised to normative status
afford validity to a common interest ascertained without
deception."9

Insistence upon a constraint-free consensus

guarantees that consensus will express the common interest.

The weight which discourse carries depends upon the degree
to which interests are generalizable, and the degree to
which participation is accessible to all.

Habermas claimed that successful communication is
dependent upon participants sustaining four types of validity claims; they are, comprehensibility, truth, rightness
or correctness, and truthfulness or sincerity.

Genuine

consensus is the ultimate aim, hence, agreement must
culminate in "the intersubjective mutuality of reciprocal
understanding, shared knowledge, mutual trust, and accord
with one another."

10

Habermas argued that evaluative judgements can only be
grounded as elements comprising a hierarchy of concepts and
considerations in an argument.

The hierarchy includes:

the

conclusion, or commands and evaluations to be grounded; the
data which are provided, i.e., the grounds; the warrant,
which links the data and the conclusions, i.e., the moral
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principles; and the backing provided for this link, i.e.,
interpretations of needs, and possible implications of
accepting a particular norm.
In order to ensure that the outcome of the argument will

be determined simply by "the force of the better argument,"
Habermas claimed that it must be possible during discourse
to move to "increasing levels of reflection"; there must

be freedom to discuss commands or prohibitions which cannot
be taken for granted, evaluate justifications, revise
conceptions of norms, and "reflect on the nature of political will."

11

If the validity claim is to be grounded, it

must be possible to freely enter discourse and move between
the various levels.

Habermas specified the conditions of discourse free of
constraint or distorted communication in terms of the
structure of communication; i.e., through the concept of an
"ideal speech situation."

This calls for mutual under-

standing, equal opportunity to speak, recognition that each
participant in the dialogue is "an autonomous and equal
partner," and that the result will be determined by the
force of the better argument.

Habermas referred to a

consensus so attained as a "rational consensus."

Although

it represents the ideal, we must assume that it is possible;
without this assumption we would not be motivated to enter
discourse.

12

In examining social theory, Habermas contended that
hermeneutics must concern itself with more than the interpretation of social, political and economic conditions of
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life.

If it is to provide an understanding of changing

patterns of interpretation and action, it must also incorporate a philosophy of history.

Through reconstructing the

past, we can anticipate a future, and work to bring it
about; history then, ceases to be pure theory, for it becomes related to practice.

However, the interpreter must

be aware that traditional meanings can conceal and distort
as well as express cultural conditions.

Hermeneutic inter-

pretation must, therefore, involve critique of ideology;

through critical reflection the interpreter is able to
accept or reject traditional validity claims.

Moreover,

critique of ideology must go beyond tradition; there must
be analysis of contemporary social systems, as developments
in these spheres influence world views.13
Habermas believed that "depth" or "critical" hermeneutics is required in order to reveal the historical sources
of domination and distorted communication.

Ordinary lan-

guage not only reveals the conditions of social life, but
also conceals them, hence, "language is also a medium for
domination and social power; it serves to legitimate relations of organized force."

To the extent that legitimations

do not disclose power relations, and to the extent that
power is exercised in legitimation, language is ideological.

Habermas stated that as social action can only be fully
understood in a framework "that is constituted conjointly
by language, labor and power or domination," and as
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hermeneutic interpretation is unable to grasp this, a
critical theory of society is reauired.

14

In summary, whereas it is a technical interest in prediction and control which governs empirical-analytic

science, hermeneutic science has a practical interest in
maintaining communication to achieve consensus.

Hence, it

is an interest in understanding the symbolic patterns of
interaction between human beings, and how shared concepts
and assumptions enable us to understand each other and the
world around us. Hermeneutics provides another view of
reality.

Meaning is seen to be constantly negotiated by human
beings as they interact according to shared rules transmitted through the culture.

Human beings are not passive

recipients of information, but constantly interpret their
world and produce meaning.

Hermeneutics is not involved

in the generation of knowledge through neutral observation, but in participation in dialogue with the past, with
others, or with different cultures.

It demands openness

toward beliefs and values of others; beliefs are considered
to be criticizable, thus the individual learns through
argumentation with others.

Unlike technical rationality, there are no criteria
for deciding when a validity claim has been met, outside the
process of argumentation.

Validity is established through

intersubjective agreement which is a rational consensus.
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Truth and objectivity are viewed as human products; knowledge cannot be separated from the procedures involved in
generating it.

Actions must be understood in terms of values which
influence interpretations of the world.

Consensus on norms

of action may be achieved through rational criticism in
discourse; through rational discourse the rightness of
norms may be established, provided that discourse is free
from constraint, that participants communicate intelligibly
and truthfully, that they are sincere, and that they do not
deceive themselves or others about their intentions.

Self-understanding is essential for success in dialogue.
Through critical reflection we become aware of unacknowledged conditions limiting self-understanding.

A purely

interpretive science is inadequate to grasp social reality;
a critique of ideology is essential.

Hermeneutic Rationality and Home Economics Education
A set of curriculum guides recently made available to
teachers of home economics focusing on nutrition, parenting,
and energy, indicates a move away from curriculum based on
technical rationality toward curriculum based on hermeneutic rationality.

For this reason, one of the guides (or

"instructional modules") was selected for examination in
carrying out this study.

Because home economics is con-

cerned with resolving problems of the family as a family,"15

the module "net to Do Regarding the Parenthood Decision?"
was selected for the purposes of this study, rather than
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either of the other modules.

Although problems relating to

nutrition and to energy are of importance to families, the
module selected appeared to address more central issues.

The instructional module will be referred to as Curriculum
Model B (see list of references).

An overview of Curriculum Model B
In the foreword of the curriculum guide it was explained
that emphasis had been placed on value reasoning:
In response to Home Economics: A Definition (Brown
and Paolucci, 1979) the value platform adhered to
throughout the planning stages was that home
economics is concerned with helping families make
morally defensible judgements regarding problems
of the family, therefore, the curriculum content
should reflect thought processes involved in
In view of this platform,
making such judgements.
the process of value reasoning was chosen as a
framework for curriculum development. This process
approach is designed to help learners develop the
competence to make rational and defensible value
judgements regarding practical problems of the
Practical in this sense is concerned with
family.
what to do, i.e., with action t9take based on
reasoned thought and judgement.'

It was pointed out that the previous curriculum had dealt
with technical questions, while the skills associated with
critical thinking and problem solving had been overlooked.

This new curriculum would provide opportunity for students
to develop competence in reasoning processes utilized in
the effective resolution of practical problems (i.e., value
questions) of family life.
Six practical questions are addressed.
Unit I:
Unit II:
Unit III:

They are:

What to do regarding individual self-formation?
What to do regarding self as parent?
What to do regarding the welfare of the child?
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Unit IV:

Unit V:
Unit VI:

That to do regarding significant other people?

What to do regarding partner relationships?
That to do regarding societal norms?

These questions were generated as sub-problems of the
fundamental perennial practical problem, "That to do regarding the parenthood decision?"

The major focus throughout

is identified as the concept of self-formation.

In agree-

ment with Brown and Paolucci, it was accepted that the

mission of home economics "is to help families grow toward
maturity in self-formation, by which is meant attainment
of maturity, autonomy, and a sense of responsibility, or
growth toward one's fullest potential."17

As not all

factors promote such growth, it was accepted that home

economics is concerned with changing conditions militating
against self-formation and strengthening those which
"support and enhance it."

As in Curriculum Model A, this model of home economics
education outlines behavioral objectives and subject matter;
however, it appears to be more oriented toward provision of
suggestions for curriculum implementation than toward
specification.

The authors of Curriculum Model B stated:

This module is intended to be a tool for thinking about what to teach, a conceptual organization for tTEFFing that focuses on practical
problems of family, and a tool to help how to
teach for critical thinking and judgeme=making
relative to practical problems, based on the
rationale given for why this approach has been
chosen as the concepTUE1 framework for curriculum
development.18
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This model may be termed a process model, reflecting

a move away from emphasis on teaching subject matter
agreed upon by 'experts' as being valid.

The authors of

the curriculum guide stated:

Subject-Matter Concepts were identified in the
literature search as the value reasoning process
was being conducted. They are not meant to be
an exhaustive list of concepts, nor are they all
used in the strategies developed. Concepts not
developed may serve as additional ways to approach
the subject matter or as alternative subproblems.
Process Concepts have been identified to emphasize
process as wen_ as subject matter concepts. Some
of the processes are value reasoning operations
and others are general intellectual skills. The
curriculum content then is an interplay of subject
matter and processes of thinking.19
The model recognizes the importance of social construction
of knowledge as opposed to the transmission of knowledge,
and students are encouraged to relate problems to the context of their own lives and to explore their own values in
relation to those problems.

It is stated that

A value position regarding the parenting option
is that wanted and planned for children, born
to informed people who accept the responsibilities of parenting, have a better chance of .Trowing up in healthy family surroundings than
unwanted children born to parents who were not
ready or able to accept parental responsibiliEy introducing some degree of forethought,
ties.
planning and evaluating in regard to the parenthood option, young people will be encouraged to
understand self, needs, assets, and limitations,
and thereby increase the chances of making a
reasoned, justifiable decision.20
It is envisaged that through the development of skills
emphasized in the value reasoning process, students will be
better equipped to effectively resolve practical problems
arising later in life.
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The value reasoning process which forms the framework
of this module is set out as a series of six steps (see
Figure 5).

It was explained that this is for clarification

rather than to establish a step-by-step procedure.

The

steps are:
I.

II.

III.
IV.
V.

VI.

Identifying and clarifying the value question.

Assembling supporting and refuting evidence.
Assessing the truth of statements.
Clarifying the relevancy of claims.
Arriving at a tentative value judgement.
Testing the value principle.

It was pointed out that although values embody feelings,
making judgements and evaluations requires cognitive skill.
Through making reasoned value judgements students question
issues in terms of what ought to be, rather than simply
accepting what is ("ought" implying defensible choice from
among alternatives).

The authors stated:

A value judgement is rational or justified to the
extent that one has 673-FFEFons for supporting
it, which include both fact and value. A judgement is not merely deciding which possible means
will work in producing the goal desirable. It
also involves evaluating whether the solution is
morally defensible, fo.not every chosen solution
is morally defensible.'
Critique of Curriculum Model B.

Curriculum Model B follows the hermeneutic approach,
enabling students to clarify meaning.

In some instances,

meaning is derived from interpretation of printed reference
materials as students are asked to read articles and
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extracts from journals, newspapers, and books and then
respond to questions which assist in interpretation.

In

other instances, meaning is derived from interaction between
class members operating as a whole class, or in small groups
of three to five persons; thus, meanings are explored
theoretically for mutual understanding.

In this model, the hermeneutic approach is also evident
in the process of interpretation.

At the outset, an attempt

is made to interpret as a whole, the meaning of the value
question to be explored.

As data is assembled in support

or non-support of the value claim, students acquire detailed

knowledge of parts of the value question, thus developing
their understanding of the whole.

Tith the completion of

the Reasons Assembly Chart, knowledge of the parts can be
integrated, and a sense of unity with respect to knowledge
of the whole value question can be achieved.

This circular

process is characteristic of hermeneutic inquiry.

Curriculum models based on hermeneutic rationality
emphasize the social construction of knowledge, and therefore, classroom relationships.

Relationships take the form

of consensus on what is going on between the teacher and
students, and working agreements which they formulate and
act upon to achieve mutually-determined goals.

Teachers

and students develop trusting relationships which, reflected
in the classroom environment, enable students to devote
their time and energy to meeting the intellectual demands
of the curriculum.
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In Curriculum Model F, it is evident that students are

not viewed as passive recipients of information, as meaning
is produced through the interpretation of materials and
experiences provided in class, as well as through interpretation of the wider social environment.

However, the

curriculum guide makes no mention of the type of classroom
environment most suited to the curriculum model.

It is

suggested that several of the activities detailed call for
small group work, work in pairs, or the class working as a
group with the teacher, nevertheless most of the activities

detailed could be carried out by students working independently according to guidelines distributed by the teacher.
Although the latter may not be the intention of the authors
of the curriculum guide, nowhere in the document is classroom interaction discussed as one might expect in a model
based on hermeneutic rationality.

Although it may be appropriately categorized as hermeneutic, in certain respects Curriculum Model P falls short
of standards established for interpretive or hermeneutic
inquiry.

Fio.ure 5 draws into focus differences between the

value reasoning process forming the framework of Curriculum
Model El and the process of practical discourse which is
fundamental to hermeneutic inquiry.
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Phases in the Value Reasoninr Process of Curriculum Yodel P
and in the Process of Practical Discourse
22

1.

2.

3.

The Value Reasoning Process
Identifying and Clarifying the
Value Question and the -Value Claim
The value question is the ouestion
which generates discussion about a
value issue, the central focus of
concern, which has potential for
disagreement about its resolution.
Assembling Supporting and Refuting
Thence
17FFTFF to reason about the
acceptance or rejection of the
value claim, it is necessary for
learners to collect supporting and
refuting statements. A Reasons
Assembly Chart assists in organizing the statements and determining
if they are relevant to a particuPositive statelar value claim.
ments support the claim while
negative statements refute it.
This task provides opportunity to
help learners distinguish factual
claims from value claims.
Assessing the Truth of Statements
Factual assessment helps learners
to clarify the distinction between
fact and value as well as to
identify accuracy of factual
claims and to verify the legitimacy of their source.

4.

Clarifying the Relevancy of Claims
Each factual statement is supported by a value principle which
relates the statement to the overall value claim on the basis of a
particular criterion of worth.
Value principles provide the
reason why a factual claim is
relevant.

5.

Arriving at a Tentative Value
Judgement
After all the positive and negative statements have been considered, along with each supporting value principle (value claim)
These compoand factual claim.
nents form the basic structure of
the
the value reasoning process:
practical syllogism.
For any judgement to be defensible, it must be supported by true
premises and must follow logically
from them.

6.

Testing the Value Principle
Once a judgement has been made,
it must be determined whether the
value principle is acceptable to
the person making the judgement.
To accomplish this, various
principle tests are used, e.g.,
the role exchange test, universal
consequences test, new cases test,
subsumption test.

Figure 5.

The Process of Practical Discourse
A problematic social norm is identi(The aim of practical discourse
fied.
is to come to a rationally-motivated
agreement about claims to rightness.)
The historical development of the
norm is examined.

Participants indicate the relevant
data (events, performances, rules) or
reasons that make the norm "right" or
"appropriate." Opponents contest the
appropriateness.
Theoretical justifications for the
problematic norm are advanced and
criticized; moral principles involved
are examined; consideration is given
to consequences and side effects of
acceptance of the norm, i.e., consequences with respect to generally
accepted needs and wants.
Informality is maintained throughout
the process which is characterized by
movement back and forth between
levels of reflection. There must be
freedom to participate, to examine
whether certain action is right or
appropriate, to assess justifications
put forth, and to redevelop conceptions of the norm. At the most radical
level it must be possible to reflect
upon the limitations placed upon need
interpretation and fulfillment by
present knowledge and power; thus,
upon which classes of information
should be pursued in future.

The condition for a justified consensus entails mutual understanding between participants, equal opportunity
to speak and recognition of each
participant as an equal participant in
dialogue.
The consensus arrived at
must be constraint-free and must
express the common interest; the outcome must be due simply to the force
of the better argument.
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Hermeneutic inquiry places emphasis on the attainment
of understanding and intersubjective agreement by participants in dialogue.

In spite of the above-mentioned sugges-

tions for group work, there is no mention of consensusoriented dialogue; nor is there any indication that validity
claims will be redeemed through argumentation.

Although

various strategies are suggested to facilitate the development of reasoning capabilities, the value reasoning process
outlined indicates that students arrive at value judgements
monologically rather than through mutual understanding and
consensus.

Hence, the possibility of biased and dogmatic

outcomes cannot be overlooked.

In spite of expressing concern that home economics
should help families to "make morally defensible judgements
regarding problems of the family," the authors of Curriculum
Model B, in choosing the value reasoning process as its
framework have oriented the curriculum toward subjectivism;

that is, the belief that the understanding and feeling of
the individual are the only criteria for judging what is
good or right.

For example, it is stated that, "In order

to reason about acceptance or rejection of the value claim
it is necessary for learners to collect supporting and
refuting statements."

These are to be organized in a

Reasons Assembly Chart as positive and negative statements;
their relevance to the value claim is to be determined, then
factual and value claims separated.

Factual claims are

"to be determined true or false, which is the task of the
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learner," and true factual claims matched with a value
principle.

When negative and positive statements with

their supporting value principles have been considered,

"a judgement must be made which is supported by an overall
value principle (value claim) and factual claim."

Although

it is stated that "For any judgement to be defensible, it
must be supported by true premises and must follow logically
from them," without rational argumentation there is no safeguard against biased sampling of data from which the overall value principle is ultimately formed.

For example, one

could justify a value judgement that "All married women
should seek employment outside the home" if one collected
data strongly oriented toward benefits which many women
have enjoyed as a result of that employment.

If opposing

viewpoints are presented in argumentation as in the process
of practical discourse however, dogmatic and distorted
beliefs can be exposed and over-ruled by the force of the
better argument.

The validity of norms or values is depen-

dent upon their being intersubjectively recognized as being
valid.

As no effort is made in Curriculum Model B to

validate values, it is possible that irrational value judgements may be adhered to; thus the curriculum fails to provide the learning experiences demanded by its fundamental
aim relating to the making of morally defensible judgements.
The practical syllogism, which forms the basic structure
of the value reasoning process, is modeled on the deductive
reasoning of empirical-analytic science.

For example:
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All milk contains calcium
This substance is milk
Therefore this substance contains calcium
An example of a practical syllogism provided by authors of
Curriculum Model B is:

Anything the government does to conserve energy
is advantageous
Government regulation of temperature control in
buildings has conserved energy
The government should influence energy consumption
patterns23
Critical of reducing norms to decisions in this manner,
Habermas stated:

As soon as fundamental value judgements are posited
as axioms, a deductive chain of statements can be
analyzed cogently for each; at the same time, such
principles themselves are not accessible to
rational comprehension: their acceptance is based
solely on a decision, a commitment. . . . Decisions relevant to the praxis of life, whether
they consist in the acceptance of values, in the
selection of biographical . . . design, or in the
choice of an enemy, are not accessible to rational
consideration and cannot form a rationally substantiated consensus.24
Habermas contended that the truth of statements and the
rightness of norms can only be established through discourse;
that is, in a situation in which there can be discussion
about the truth of propositions advanced, about the legitimacy of the mode of speech adopted in this particular situation, and about the authenticity of intentions expressed by
those participating in the discussion.

There is no crite-

rion for determining when a validity claim has been met
apart from the process of argumentation.

Through discourse,
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issues can be resolved on their merits and not in accordance
with particular biases or pressures.

Habermas claimed that

this ideal is implied in discourse, and thus in ordinary

communication; that an "ideal speech situation" is a presupposition of communicative action.
Hermeneutic inquiry also demands that actions and

experiences be understood in terms of socio-historical
influences.

Through tradition, meaning is transmitted

through time, hence, behavior can only be understood within
the context of tradition.

Successful interpretation

requires understanding of the past and application of
experiences or actions to the present life situation of the
inquirer.

However, Curriculum Model B does not promote

reflection upon cultural traditions.

For example, in Unit I:

"What to Do Regarding Individual Self-Formation?" and
Unit VI:

"What to Do Regarding Societal Norms?" it is

suggested that the concept social/cultural meanings of
parenthood be examined;25 although this could provide

opportunity for the understanding of present meanings
through historical study, students are not directed toward
it.

It has been pointed out that self-understanding is
essential for success in hermeneutic interpretation and
dialogue.

If we are to understand the world, we must

engage in self-reflection for self-understanding.

Through

reflection we become more aware of elements which have
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influenced our development and subjectivity.

In this way,

hermeneutics also promotes the self-formative process.
It is stated in the guideline for Curriculum Model B
that the practical problems to be explored focus on the
concept of self-formation.
concept, Unit I:

By way of introduction to this

"What to Do Regarding Individual Self-

Formation," provides for enhancement of self-understanding
through various teaching-learning strategies.

For example,

students are directed toward the work of Rogers, Maslow
and other authors through the provision of extracts to be
read and discussed in class.

Each student is to complete

a twenty-question self-inventory, and it is probably this
exercise which has the greatest potential for generating
self-reflection; it requires that students reflect upon
their attitudes, lifestyle, values, capabilities, and family
influences on their personality traits.

26

Although it is

doubtful that the activities suggested in this unit would
lead to the depth of self-reflection involved in selfformation and the development of mature ego identity, they
do suggest a move toward these goals.

As self-reflection moves beyond traditional hermeneutics
to what Habermas terms "depth-hermeneutics," it requires
interpretation of behavior with respect to those influences
of which we are aware, and also seeks to uncover hitherto
unconscious causal factors, or factors which have influenced
behavior due to repression or distortion.

This is important,

because meanings are influenced by the life-history of the
individual.
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It is assumed in Curriculum Model B that self-formation
is a worthwhile value; the authors stated, "The fundamental
perennial concern that serves as a focus for the practical
problems addressed is self-formation."27

Furthermore, it

is recognized that "the concern is for what might be done
to change conditions that hinder development, and improve
and strengthen conditions which support and enhance it."
In the unit, "What to Do Regarding Individual Selfformation?" suggested value claims are:
1.
2.

Children limit individual self-formation.
Children enhance individual self-formation.

The suggested subject matter explores such areas as:
Psychological needs fulfilled through parenting
Children/marital adjustment and satisfaction
Family support for the elderly
Lifestyle options
Self concept and fertility
In spite of the claim that the concern is to "change conditions that hinder development," there is no recognition of
the ways in which dominant social forces may limit individual self-formation.

Reflective inquiry which fails to

question the fundamental nature of society and its impact
on attitudes, beliefs, and practices, and hence, individual

self-formation, provides a narrow and unbalanced approach
to family studies.

A definition given for students to consider states that
self-formation is

Attainment of maturity, autonomy, and a sense
of responsibility.
Self-formation is a long process of maturing,
involving the development of concepts and of
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It occurs
reasoning powers of the individual.
through the process of socialization which
2a
includes communication and personal interaction.

In spite of providing this definition, the authors do not

lead students toward an understanding of contemporary and
historical influences on "the development of concepts and of
reasoning powers of the individual."

Suggested auestions

for discussion include:
1.
2.

3.
4.

That does it mean to be autonomous?
Is personal autonomy an ongoing process or
something arrived at once and for all?
That are some of the personal outside
influences involved in self-formation?
Do persons consciously evaluate influences
or allow themselvps to be unconsciously
controlled? Why? -)0

While questions three and four could lead toward a deeper
and more balanced understanding of autonomy and self-formation, recommended strategies, for example, the "Self
Inventory," suggest otherwise.31

Habermas pointed out that development of autonomy
demands self-reflection for self-understanding.

Through

critical self-reflection we become aware of the elements
(historical and contemporary) which have influenced the
development of our own subjectivity.

In this way, hermeneu-

tic understanding is an on-going part of the self-formative
process.

(The concept of autonomy will be more fully

examined in the chapter relating to emancipatory
rationality.)

Through adopting this limited approach, rather than
promoting the insights and initiatives necessary for the
development of autonomous individuals and a free society,
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this model of home economics education assists in the reproduction of the dominant ideology.

It fails to acknowledge

that the way students perceive the world may not correspond
to the reality of that world.

Apple pointed out that the schools, the family and
other institutions play a part in the process of saturation
of the consciousness of the individual with the dominant
ideology.

Commenting on process-oriented curriculum with

its emphasis on inquiry skills, Apple stated that while
students are enabled to understand how knowledge is constructed, they are not encouraged to question why, how, and
for whose benefit a particular social institution exists.

The critical reflection of students is often oriented toward
what is "often vacuous, a-historical, one-sided and ideologically laden."

While students are expected to assume

some responsibility for what they learn, inquiries are
directed toward "a consensus ideology that bears little
resemblance to the complex nexus and contradictions surrounding the control and organization of social life."32
The authors of Curriculum Model B stated that it is not
meant to be an exhaustive guide for value reasoning, or an
exhaustive list of concepts.

However, they have indicated

that the curriculum is directed toward emancipatory goals,
and yet have apparently failed to recognize a vital issue;
that is, the need to raise consciousness of students with
respect to the detrimental effect on parenthood of the ideology of social control by experts.

Lasch saw the history
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of the modern family as the domination of the family by
social forces commencing during the industrial revolution,

as household industry operated by the family was replaced
by collectivized production in capitalist-owned factories.

Gradually this move included not only the appropriation and
exploitation of the worker's skill, but also the control of
private lives, as other functions of the family, especially
those relating to child-rearing were taken over by experts
and institutions.

Effects of these changes were to provide

the basis of a new form of society in which people were to
become increasingly dependent upon management and professional groups.

Lasch pointed out that the invasion by organized forces
on the private life of the family has made great inroads
into the modern family, destroying its privacy.

The family

has been persuaded to rely upon technology and experts outside the home, thus authority in the family has been undermined.

This has led to replacement of dominant values by

values of a consumer society.

Conflict within families has

been enhanced as family ties and loyalties have weakened.
As the world grows more threatening and life insecure, the
family is unable to offer protection to its members.

Lasch

stated:

In a dangerous world from which the family can no
longer protect its members--in a world, moreover,
in which exploitation dominates even friendship,
love, and marriage--children find it more and
more difficult to form secure and loving ties
with their parents.33
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Conditions in the family are a reflection of conditions in
the wider society which means that friendly co- operation

becomes a guise for underlying tension and warfare.
Lasch believed that the individual is now entirely
governed by social direction, and stated:

Society itself has taken over socialization or
subjected family socialization to increasingly
effective control. Having thereby weakened the
capacity for self-direction or self-control, it
has undermined one of the principal sources of
social cohesion, only to create new ones more
constricting than the old, and ultimately more
devastating in their impact on personal and
political freedom.34
Preservation of what is valuable in American society will
only be achieved through changing conditions in public life;
whether or not the required changes are brought about will
depend upon the perceptions and energy of the American
people.

Conclusions.

Although Curriculum Model 12 may be appropriately catego-

rized as a hermeneutic model in that it is oriented toward
the development of interpretive skills and, to a degree,
social construction of knowledge, as it has been pointed out
above, it does not entirely fulfill the requirements of the
hermeneutic approach to curriculum.

The major short-coming

in this respect is that it appears to promote subjectivism
through the value reasoning process, as it fails to provide
opportunity of validation of values through argumentation.
Thereas the hermeneutic approach is aimed toward the
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development of communicative skills and social integration,
Curriculum Model B does not provide adequately for the
achievement of these goals.

The second major criticism which may be leveled at
Curriculum Model B relates to the mode of rationality upon
which it is based.

Schools play a significant role in the

reinforcement of systems of meaning, competencies, and
attitudes which are permeated throughout society by the
dominant class.

Hence, classroom knowledge has more to do

with the imposition of meanings and patterns of behavior
than with the development of critical thinking skills which
Curriculum Model B identifies as its essence.

Achievement

of autonomy involves emancipation from dogmatic beliefs and
from acting in accordance with them.

This model fails to

take into account the ideology which permeates society and
influences decision making in such a way that it detracts
from the quality of life.

As pointed out above, the hermeneutic mode of rationality is inadequate as a basis for curriculum development.
Habermas has shown that unless hermeneutics is extended to
include critique of ideology, social action cannot be fully
understood.

An effective curriculum must challenge the

existing ideology; in order to do this, it must be based on
emancipatory rationality.
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CHAPTER V

EMANCIPATORY RATIONALITY
Critical Science

Philosophy has historically been concerned with the
search for truth and the emancipation of humankind.

Ancient

Greek philosophers pursued the precept "know thyself."

In

more recent times, the Enlightenment, in its opposition to
dogmatism, focused on reason.

It was believed that achieve-

ment in critical insight would lead to the development of
autonomy of the individual, and that if society was to be
relieved from self-imposed suffering such as religious
oppression, wars, and slavery, dogmatic constraints must be
obliterated.

The will to be rational was necessary if

emancipation was to be achieved through enlightenment.
Thus, inherent in the notion of reason was the will to be
rational and to be autonomous and responsible in everyday
life.

1

Habermas believed that Marx's work encompassed major
elements needed for adequate conceptions of reason and
emancipation, however, it required substantial revision.
Marx's theory takes into account both work and interaction;
it incorporates analysis of the way human beings reproduce
their material world and the way in which they historically
alter their social institutions.

Marx's theory thus takes

into account the economic base of society and the institutional framework, as well as human interaction and cultural
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tradition.

It distinguishes between two dimensions of

social reproductive processes:

scientific technical prog-

ress (involving forces of production) and social institutions (involving distribution of rewards and obligations).

The social institutions, or relations of production, comprise forms of social integration and social conflict.2
In his theory of historical materialism, Marx saw
social evolution in terms of progression through a series
of stages of development; that is, from primitive-communal,

to ancient, feudal, capitalist and socialist modes of
production.

He believed that institutional change occurs

as a result of a period of reflection which reveals and
dispels domination and ideology. 3

Habermas saw Marx's theory of historical materialism as
"a theory of social evolution, which, owing to its reflective status, is also informative for purposes of political
action."4

However, he did not agree with Marx's notion

that the forces of production were responsible for social
change; there were good reasons for assuming that the
learning processes important for social evolution "also take
place in the dimension of moral insight, practical knowledge, communicative action, and the consensual regulation
of action conflicts."5
of evolution are

Habermas believed that "The bearers
societies and the acting subjects

integrated in them;" furthermore, that it was important to
distinguish the rules for problem solving in more complex
societies from the process through which they evolve.
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Social evolution is a "learning process" which involves a
structured sequence of development, in which each stage is
a prerequisite for the following stages; that is, it may

be seen in terms of the developmental logic of Piaget and
Kohlberg.

6

Habermas pointed out that in restricting certain conceptions as he did, Marx failed to develop consistently the
notion of science of man as critique.

Although he "estab-

lished the science of man in the form of a critique and not
as a natural science, he continually tended to classify it
with the natural sciences." 7
consequences.

This ambiguity led to serious

Positivism views reason as scientific reason;

it either does not recognize the emancipatory interest of
reason or sees it as a technical interest in prediction and
control.

Habermas criticized Marx's theory because of its tendency
to reduce practical activity to technical activity; Marx
failed to distinguish between man's tool-making capacity
and his language-using capacity because he based his theory
on instrumental action and restricted patterns of interaction
to a "feedback relation with production."

Thus, patterns of

interaction were described in the same terms as productive
processes.

Habermas claimed that Marx failed to show the

relations between work and interaction and the forms of
knowledge generated by them.

The unresolved tension between

the reductionism and positivism characterizing his theoretical approach, and the critical nature of his social

11+6

analyses led to an emphasis on reductionism and positivism
in the work of Engels, Lenin, Stalin and others.

It pro-

moted the belief that understanding the laws governing
historical development could lead to control of social processes in the manner in which control is exerted in empirical-analytic science.

Prediction of outcomes would allow

for control to be exerted, and emancipation would automatically follow from objective, scientific control of social
institutions.

Thus science legitimizes technical action

and centralized control by "experts," and the importance
of the individual's reflections on his or her activity or
the activity of the dominant powers in society is
dissolved.

8

Habermas believed that the concepts relating to comprehensive reason, and the interest in human emancipation,
could be developed by turning to the process of critical

reflection and by incorporating certain of Freud's theories
into a revision of Marx's historical materialism.

Habermas

found that Freud provided a better understanding of ideol-

ogy than Marx, showing how the power of social norms is
derived from defence mechanisms or the need for development of "socially expressable needs."

Freud saw social

9
institutions as the source of distorted communication.

Freud posited that as the analyst working in individual
therapy is culturally conditioned in his preconceptions of
normality and deviance, analysis of human society must
transcend socio-cultural influences and use as a frame of
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reference, the cultural evolution of humankind.

Freud

pointed out that it was through the development of the
family, with its capacity for socialization, that the human
species achieved dominance over other animals; instinctual
behavior was transformed into communication, and surplus
aggressive impulses were channeled into socially acceptable
behavior.

Preservation of society is dependent upon the

collective efforts of individuals.

The basic motive of

human society is an economic one; members of society must
work to live; thus members must "divert their energies from
sexual activity to work."1°

Freud believed that the con-

straints imposed by economic scarcity, historically vary
according to the level of development of productive forces
and the way in which they are employed, as well as in
distribution of products.

As production expands, institu-

tionalized repression is replaced by rational control.

The

latter is dependent not only upon technological development
but also upon the constraints which are imposed by the
organization of labor, or class system, and the distribution of wealth.

Freud referred to the difference between

the level of repression that is institutionally demanded,
and the actual degree of repression, as "superfluous
domination."

He stated:

a culture has not got beyond a point
If
at which the satisfaction of one portion of its
participants depends upon the suppression of
another, and perhaps larger, portion--and this
is the case in all present day cultures--it is
understandable that the suppressed people
should develop an intense hostility toward a
culture whose existence they make possible by
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their work, but in whose wealth they have too
It goes without saying
small a share.
that a civilization which leaves so large a
number of its participants unsatisfied and
drives them into revolt neither has nor de- 11
serves the prospect of a lasting existence.
Habermas believed that the incorporation of Freud's
theories into historical materialism would provide for
reconceptualizations of "power,' and "ideology," and would

clarify the importance of critical science.

Freud contended that in social theory, individual neuroses are represented by institutionalized power relations
responsible for patterns of behavior which are removed
from criticism.

Because power relations are supported by

social norms, it is possible for real motives for action to
be repressed and redirected toward gratifications substituted for autonomy.

These redirected motives are the domi-

nant forces which serve to legitimize power relations; thus
it is distorted communication or ideology which characterizes institutions of power.

Ideology plays an important

part in society's maintenance or transformation.

Freud

observed:

With the recognition that every civilization rests
on a compulsion to work and a renunciation of
instinct and therefore inevitably provokes opposition from those affected by these demands, it has
become clear that civilization cannot consist
principally or solely in wealth itself and the
means of acquiring it and the agreements for its
distribution; for these things are threatened by
the rebellious and destructive mania of the particiAlongside of wealth we now
pants in civilization.
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come upon the means by which civilization can be
defended--measures of coercion and other measures
that are intended to reconcile men to it and
recompense them for their sacrifices. The latter
may be descrilnd as the mental assets of
civilization.

Mental assets included art, religious views, values and
ideals which Freud saw as "illusions."

As publicly-

sanctioned substitute gratifications, they provided the
legitimation of institutions of power.

As systematically-

distorted communication they ensured that the rationalization on which the existing order was based would be removed
from public discussion.

In agreement with Freud, Habermas pointed out that
"illusions" are not necessarily false or unrealizable.

Although individual wishes cannot be realized if they are
contrary to the reality of society imposed by institutions,
over time, changes can be made for the benefit of humankind.
The incorporation of theories of Freud into a framework of
historical materialism makes this possible by opening the
way for critique to reveal the self-formative processes of
the human species, and to develop an understanding of reason
and of the emancipatory interest in it.

13

Reflective critique of ideology is necessary if the
pressure exerted by the institutional framework is to be
relieved.

Habermas saw the goal of institutional change as

(A)n organization of social relations according
to the principle that the validating of every
norm of political consequence be made dependent
on a consensus arrived at in communication free
of domination.14
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Critical theory promotes the self-understanding of social

groups; it aims to heighten self-consciousness sufficiently
that it attains "the level of critique" and achieves freedom
from "all ideological delusion."

In revealing systemati-

cally distorted communication, the individual does not
adopt a position outside the historical process of development; participating in this development which is the subject of his reflection, his critique is directed toward
himself.

Critical theory, with its interest in self-

emancipation, demands self-reflection.

The model developed by Freud for examination of the
individual's self-formative processes is based on interpretation.

However, Habermas pointed out that in recognizing

neurotic symptoms, "therapeutically guided self-reflection"
moves beyond traditional hermeneutic procedures.

Habermas

called the psychoanalytic procedures used by Freud to
penetrate surface meanings and reveal unconscious motives,
"depth hermeneutics."

The process of depth hermeneutics requires that the
analyst interpret speech and behavior with respect to the
subject's conscious intentions, and also with respect to
repressed needs and wants.

Meanings of speech or behavior

can only be adequately understood if unconscious causal
factors are revealed.

However, correct interpretation by

itself is not sufficient.

The subject must come to accept

the reconstruction of the past achieved in co-operation with
the analyst, or relive the "original scenes" responsible
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for the disturbances.

Mechanisms of repression are weak-

ened through relaxation-inducing techniques and the subject
is helped to reflect upon the reconstructed "crucial
experiences." 15

Habermas saw Freud's psychoanalysis as the construction
of interpretations, yet differing from the interpretations
of hermeneutic science as it must involve explanations of
causal connections which are based on a general theory.
Habermas saw psychoanalysis as the prototype for critical
science.

Held explained,

As in psychoanalysis, so in critical theory we:
begin with an object the nature and meaning of
which is in question;
employ 'dialogue' as in traditional hermeneutics,
as an essential means of gaining data and exploring possible interpretations;
move beyond traditional interpretive techniques,
because subjects' accounts of their behavior include
meanings which remain opaque due to distortion
and repression;
explain the opaqueness through explanations involving causal connections. Such explanations can only
be constructed with reference to a general theory
(itself formulated within terms provided by a metatheory--systematic reflections on the nature of
the object domain under review, for instance
identity formation and ideology);
test the general theory by reconstruction of
individual cases (life histories in psychoanalysis,
specific societies for critical theory) and
examine whether or not it has the capacity to
16
reveal and dissolve distortions of communication.
Verification is dependent upon practice, that is, on the
dismantling of barriers to self-reflection.

Habermas contended that it is only by understanding
the emancipatory interest in critical reflection that the
relationship between knowledge and human interest can be
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understood.

As human society, with its orientation toward

self-preservation is faced with economic scarcity, it must
protect itself from "libidinal and aggressive impulses"
which place social labor at risk.

As long as the pressure

stemming from this risk is greater than "ego organization,"
protection is maintained by the institutional framework
through repression in the form of power and ideology.

17

Because individual and social dysfunctions take the form of
distorted communication, there is an interest in enlightenment.

Habermas stated:

This interest aims at reflection on oneself.
Self-reflection brings to consciousness those
determinates of a self-formative process . . . which
ideologically determine a contemporary practice and
(It) leads to insight
conception of the world. . . .
due to the fact that what has previously been unconscious is made conscious in a manner rich in qpnsequences: analytic insights intervene in life.
t0

Critical reflection is needed for liberation from "seemingly
natural constraints."

As critical reflection reveals the

dogmatic nature of certain widely shared beliefs and social
practices, it is a process in which self-formation, knowing
and acting become a single act.

The interest in self-preservation can only be defined
in terms of cultural conditions.

It demands interpretation

of what life is, and what constitutes the good life.

19

Habermas claimed that every act of communication anticipates
autonomy and responsibility; hence, this ideal is embedded
in the very structure of communication.

However, it can-

not be immediately attained because of the conditioning of
the self-formative Process of humankind.

It is dependent
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upon the conditions of communicative action and technical
action, thus, the degree of autonomy possible at any given
period in history is also conditioned.

Summary
Whereas the knowledge generated by empirical-analytic
sciences comprises laws and theories accounting for regularities in "observable" events, and the knowledge generated

by hermeneutic sciences relates to the disclosure of meanings of actions or expressions, the critical sciences

utilize both of these forns of knowledge within a framework oriented toward the process of self-reflection.
Humankind has not only a technical interest in controlling objectified processes, and a practical interest in
furthering mutual understanding, but also an emancipatory
interest in achieving freedom from dominant forces and
conditions of distorted communication.

Emancipatory

rationality is therefore based on the principle of critique
and action, aiming to critique oppressive constraints and
support action to free individuals from domination.
Human beings have the capacity for self-conscious
reasoning, decision making in light of available information,
and rational action.

The process of purposeful self-forma-

tion of humankind is the process by which history is made.
However, when it is recognized that historically, domination, repression and ideology have been determinants of
human activity, it becomes evident that unacknowledged
conditions often restrict self-understanding.

Hence, if
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restricting conditions are to be overcome, the rational
capacities of human beings must be released through the
generation of a new form of knowledge, that is, self-knowledge, produced through self-reflection.

Self-reflection

leads to revelation of historical, political, economic,
psychological, educational or social contexts which militate
against freedom and justice.

It is only through self-

reflection that human beings grasp the relationship between
knowledge and human interests.

Emancipatory rationality is

aimed toward enlightenment and collective social action for
the evolution of a society free from alienating and exploitative relationships.

Emancipatory Rationality and Home Economics Education
It was in response to a perceived need to revise the
technically-oriented home economics curriculum in secondary
schools that Curriculum Model C was developed.

The compre-

hensive set of curriculum guides was made available to
teachers in 1984.

In the preface to the guidelines it was

stated that the dual purpose of the new approach was to
"help students learn the technical skills of the occupation
of homemaking," and, through development of practical
reasoning skills, to "assist both men and women in taking
action regarding the perennial problems that face individuals and families living in the world society;" the new
curriculum would "help young people develop the skills
necessary for an emancipated society. u20

It was because

of the emancipatory goals expressed that this curriculum
model was selected for purposes of critiaue here.
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An overview of Curriculum Model C.

It is stated that the assumptions underlying the new
curriculum are based upon the importance of:
1.

Family - The family is needed by society to
provide a supportive environment for human
development and thus contributes to the emotional, social, political, and economic wellbeing of our nation.

2.

Vocational Educational Orientation - Adolescent family members need home economics knowledge; critical and creative thinking skills;
homemaking skills; and caring interpersonal
skills to enhance family life and contribute
to productivity in the workplace in a complex, changing society.

3.

Reasoned Action - Practical problems, personal, family, and community, are intrinsic
motivators of adolescents, and provide opportunities for developing critical and creative
thinking skills, including reasoned value
judgements, while gaining knowledge of 1) what
is worthwhile, 2) contextual factors affecting
decisions (e.g., family law), 3) alternative
strategies, 4) potential consequences including
(Adolescents need
risks of the alternatives.
skill in making morally defensible judgements
about what is best to do, as well as in making
technical (how to) judgements.)
The aim of the curriculum is stated as:

to foster development of a fully functioning
family member/homemaker who takes action for
the betterment of the family, workplace, and
society. A fully functioning individual is
a person who makes reasoned judgements, is
humanly caring, and acts responsibly for self
and others. Family is defined as a unit of
intimate, transacting, and interdependent
persons who share some values and goals, responsibility for decisions and resources, and
have commitment to one another over time.22
With respect to student outcomes, it is stated that
students will:
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1.

Develop skills, including:
Critical/creative thinking skills
Diverse family/home/work skills
Searching out resources to solve family problems

2.

Value quality home and family life, including
a personal philosophy of:
Psychologically and physically healthy family
members
A balanced life (work-play, family-work, etc.)
Pride in self, family, and work
Equitable role sharing of work and family
responsibility
Network of supportive interdependent relationships
Concern for well-being of self, family and
others

3.

Take reasoned action:
Plan for integration of career and family
life cycle
Manage resources to meet developmental needs
of all family members throughout the careerfamily life cycle
Improve societal conditions to enhance the
family
Search out, recognize and evaluate life's
opportunities
Become a nurturing individual

The theoretical framework is seen to comprise three
systems of action, and the following table is provided:
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Three Systems of Action Providing_ the Theoretical
24
Framework for Curriculum Model C

Purpose/ Goal

Type of Action

Goal of Curriculum

Technical

Technical control

Help students gain
essential technical
knowledge and skills
for the occupation
of homemaking

Communicative

Intersubjective/
interpersonal
understanding

Help students understand human development and gain
interpersonal communicative skills to
achieve quality
family life

Emancipative

Self-reflection/
enlightened
action

Help students evaluate family and
societal conditions;
make value decisions
based on moral and
ethical judgements;
and be proactive to
bring about needed
change

Figure 6.

The curriculum model is oriented toward the resolution
of practical problems.

It is stated that a practical prob-

lem is viewed as "a difficult question which requires
thought."

They are "value problems regarding what is the

best action to take."

Perennial problems are addressed;

these are "enduring questions faced by each generation over
time."25

The focus in Curriculum Model C is upon "the practical
reasoning process and the development of knowledge and
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skills to resolve practical problems and to take action."

26

A teaching model provided in the "Practical Action" guide
indicates that the phases involved in problem resolution
are clarification of the problem, the practical reasoning
process, action, and reflection on the action.

As well, it

is recommended that because of the current emphasis in
education on basic skills and the use of computers, teachers
utilize the home economics curriculum as a vehicle for
development of these skills.

Perennial practical problems are used as "broad organizers" for Curriculum Model C.

They have been identified as

"Feeding and Nourishing the Family; Coordinating Work and
the Family; Economics and Managing Resources; Nurturing
Human Development; Creating a Living Environment; Meeting
Personal and Family Textile Needs."27

Each practical prob-

lem forms a separate module of the curriculum.
Critioue,of Curriculum Model C.

Curriculum based on emancipatory rationality must enable
students to explore how society places constraints upon
human thought and action; based on the principle of critique
and action, its aims must relate to enlightenment through
critique of oppressive constraints and the generation and
support of action to free individuals from domination.

Such

a curriculum therefore centers on concepts relating to
human development and the interrelationships between the
individual, the family, and society.

Hence, this critique

focuses on the "Practical Action" guide, which provides an
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introduction to and overview of the new curriculum, and
on two modules, "Nurturing Human Development" and "Coordinating 'tiork and the Family."

The emancipatory approach to curriculum espouses a
certain view of the learner, society, and organized subject
matter (see introductory chapter).

Although it is stated

in the preface to the "Practical Action" guide of Curriculum Model C that there is a need to re-evaluate "assumptions concerning the nature of society, learners, home
economics content and the learning processes to achieve our
aims," nowhere is the view of the learner, society, or
organized subject matter made explicit.

28

Examination of

the "Teaching Model" or process of inquiry, reveals that
although the authors of the curriculum guide claim that
Curriculum Model C focuses upon "the development of knowledge and skills to resolve practical problems and take
action" (thus it is concerned with the resolution of value
questions), it appears to be more oriented toward the formal,
systematic procedures of empirical-analytic science than
toward the less formal method of critical science (see
Figure 7).29

The process of inquiry in Curriculum Model C

begins with the identification of a practical problem
(Phase I), proceeds through generation of hypotheses and
gathering and analysis of data (Phase II), and returns to
confirm or revise theoretical knowledge for use in future
experiences (Phase IV).

This indicates that the view of the

learner, society, and subject matter may be more strongly
oriented toward that of empirical-analytic science than
critical science.
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Phases in the Processes of Inauiry in Curriculum Model C,
an Empirical - analytic Model, and a Critical Science Curriculum Model

30
Curriculum Model C

Phase I Clarify the Problem
Identify or introduce the
general problem. Clarify the
Distinguish
real problem.
practical problem from
theoretical and technical
sub-problems.
Phase II Practical Reasoning
Formulate goals or valued ends.
(Identify the reasons for
action based on values;
resolve value conflicts.)
Interpret the contextual
factors of the problem.
(Identify the factors and
people involved and the
reasons for their involvement.)
Generate alternative solutions, strategies, and means
for reaching goals. Describe
the potential or predictable
consequences of each alternative, including how each will
affect the well-being of self,
others and society.
Evaluate the consequences,
using the goals or valued
ends and contextual factors
Make a
as criteria.
decision based on the above
reasoning.

Empirical-analytic
Model
Phase I
identify the
research problem by
examining the results
of previous empiricalanalytical work.

Critical Science
Model
Identify a case in which
a particular structure/
function is influenced
by distorted communication or ideological belief; e.g., involving
identity formation and
ideology.

Phase II
757,71171a hypotheses
which may be tested
empirically in order
to throw further
light on the theory
and improve its predictive power.

Using 'dialogue' as in
traditional hermeneutics, gather data and
explore possible interpretations of motives,
values and meanings held
by the individuals/
groups in the situation.

Phase III
Select subjects and
measuring instruments
suitable to the scientific problem;
select appropriate
research data.

Through reflection, move
to a deeper level of
understanding than traditional hermeneutic
technique allows, in
order to clarify and
reconstruct subjects'
interpretations of their
behavior clouded by
distorted communication.

Phase IV
Gather data.

Phase V
Analyze data to test
hypothetis.

Phase III Action
nevelop student skills necessary for effective action.
Encourage use of skills in
real situation.

Phase IV Reflection on Action
Reflect on the action implemented and the actual consequences. Evaluate these
consequences with valued ends
and goals as criteria.
Formulate concepts and generalizations to use in future
experiences. Set new goals.
Identify new problems.

Figure 7.

Phase VI
Alter theory in light
of findings and suggest subsequent
research.

Construct models or a
theory showing the connection between social
conditions, and subjects' behavior; i.e.,
with respect to the
example given above, on
the nature of ideology
and identity formation.
Reconstruct the case in
order to determine
whether the theory is
capable of revealing
and dissolving distorted communication.
Through practical discourse (as in hermeneutics) generate a program
of collective action to
change conditions
responsible for distorted communication and
to promote human
autonomy.
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Close specification of subject matter and teaching and
learning strategies throughout the curriculum documents
(which amounts to external control being exerted over

teachers and students), is a further indication of the
orientation toward technical rationality.

For example, it

is suggested that teachers use a given plan for a "Chalkboard/Talk" to introduce practical reasoning to the class.
As well as the "Message" to be delivered to the class,
"Action" on the part of the teacher is specified:

In a semi-circle, draw 11 circles, squares and
other shapes to represent people--and their differences. Add hair and ties to illustrate
Connect the shapes and arrows to
differences.
denote people interacting and communicating
together with one longer arrow at the bottom of
the semi-circle. Then write COMMUNICATE in the
shapes as shown on the following drawing.
Write FACTS AND VALUES in top of inside semi-circle.
Write ALTERNATIVES,
CONSEQUENCES,
SITUATIONAL FACTORS,
- -PERSONAL
- -ENVIRONMENTAL

GOALS AND VALUES OF ALL
inside circle as indicated.31

This type of instruction proceeds for two pages with the
accompanying MESSAGE to be given to the students, and with
a final instruction, "Write PRACTICAL REASONING on diagram."
A further five pages are devoted to diagrams to be used by
the teacher, and student response sheets.

A number of

educators including Apple, have been strongly critical of
this "production-line" approach to curriculum development
and classroom teaching.

Not only are teachers "deskilled"
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but also this approach serves to foster passivity and to
reinforce the dominant ideology.

32

The technical orientation of Curriculum Model C is also
apparent in the statement on "Integrating instructional
processes with the curriculum."

It is stated there, after

a comment about "interactive learning structures," that
"independent learning structures promote mastery of factual
information, simple mechanical skills, and independent
skills"; furthermore, "Skill development requires gaining
a meaningful conc3pt of skill needed, guided practice in
simulated conditions with feedback, and guided practice
under realistic conditions."33

This type of technical

orientation was found in Curriculum Model A, and was criticized for its mechanistic view of the learner.

As was the

case with respect to Curriculum Model A, so in Curriculum
Model C a list of homemaking tasks derived from an occupational analysis was used as a basic document in curriculum
development.

Examination of the "Validated Task List"

indicates that the large majority of those tasks (of which
there are 144) are technical tasks. 34

In spite of the claim that three systems of action form
the theoretical framework of Curriculum Model C, hence,
that it is based on emancipatory rationality, the apparent
orientation toward technical rationality brings to light a
contradiction between the claimed theoretical base of the
curriculum and its assumptions and processes.
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In certain respects, Curriculum Model C moves away from
the assumptions and procedures of technical rationality
toward hermeneutic rationality.

This is evident in that

the value of cooperative learning is acknowledged, and
provision is made for it throughout the modules.

That

Curriculum Model C does not, however, meet the requirements
of the emancipatory approach is also apparent.

The model incorporates the practical reasoning process
which was discussed in the last chapter.

There, it was

pointed out that unless there is opportunity for argumentation to validate values or norms of action, this approach
may lead to subjectivism and individualism rather than to
morally defensible decision making and collective action.
However, it is stated in the "Practical Reasoning Introductory Module" of Curriculum Model C that the concluding
activity involves

Collaborating with others to decide what to do,
i.e., negotiating differences and creating workable and morally defensible action for the situation, including considering the values and
goals of all involved.35

Mile such procedures focus on the group rather than the
individual, and may lead to collective action, the concern
is apparently for "negotiating differences" which would be
characteristic of the hermeneutic approach rather than the
emancipatory approach.

As indicated in Figure 7 the

emancipatory approach involves clarification of interpretations clouded by distorted communication, prior to argumentation to determine the rightness of norms of action.
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Habermas has pointed out that certain requirements must be

met in argumentation, and that issues are to be resolved
according to the force of the better argument.

By simply

negotiating differences, there is the possibility that
decisions may be based on distorted or false views, and
there is no safeguard against coercion.

The process of critical inquiry commences with the
practical problems and ideologically-distorted understandings of groups of people whose real interests are hidden
from them or whose needs are frustrated by present social
conditions.

With the intent of enlightenment and emancipa-

tion of those involved in the situation, the process leads
through self-reflection to interpretation and critical
examination of past and present social structures and processes.

Incorporating analysis and practical action, it is

a method of praxis or moral-political action; it aims not
only to promote enlightenment, but also to generate social
action to change conditions militating against the quality
of life.

Enabling people to become self-conscious agents

of change, it supports democracy rather than elitist social
structures.

Curriculum Model C, with its rather different

orientation does not meet the requirements of a curriculum
oriented toward emancipation.

It incorporates elements of

the technical rationality and hermeneutic rationality but
not emancipatory rationality.

Home economics curriculum based on emancipatory rationality with its dual focus on critique and action, calls
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for self-reflection in order that individuals may understand how personal life-history and dominant social forces
distort thinking, and how this in turn affects the family
in its role in human development and its contribution to
human happiness.

In briefly outlining the three systems

of action comprising the theoretical framework of Curriculum
Model C, authors of the curriculum guide acknowledge that
self-reflection and enlightened action are the goals of
emancipative action (see Figure 6).

Although Phase IV of

the curriculum model indicates that there should be reflection on the action taken to resolve the practical problem
and on the consequences of the action, there is no recognition of the need for critical self-reflection to bring to
consciousness the historical development of conditions giving rise to distorted and false thinking.

While there would

be opportunities for this in addressing the problem "What
Should I Do Regarding Individual Self Formation?" there is
no indication here or elsewhere of recognition of the need
for philosophic reflection to bring to consciousness and
critically examine historical/social conditions underlying
the more obvious manifestations of practical problems of
family life.

It was pointed out earlier in this study that philosophers and social critics have expressed concern that
depoliticization has resulted from the spread of technocratic consciousness; that moral-political questions once
discussed by a "reasoning public" are now treated as
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technical questions to be resolved by the most "efficient"
means.

The general aims of home economics relate to the

enhancement of quality of life; there is a need, therefore,
for home economics education to promote understanding of
the type of family environment conducive to the development
of adult ego-identity; as welllit should emphasize the need
for autonomous individuals to participate in decision making
affecting the quality of life in the family.

Curriculum Model C moves toward these goals in dealing
with practical problems relating to physical, social, intellectual, and moral development in the family.

36

As well, it

provides for exploration of auestions relating to community
involvement, generates discussion of current political
issues which will affect students or their families, and
encourages students to "analyze ways to get involved in the
legislative process."37

However, if students are to under-

stand the nature of political decision making, they need to
study the historical development of social structures and
processes and the influence of the ideology embedded in
them.

As well, they need to understand what are, in fact,

the interests of humankind.

It is stated that three systems of action form the
theoretical framework for Curriculum Model C, and a table
is provided to briefly indicate goals relating to technical,
communicative, and emancipative action; however, the authors
neither provide theoretical justification for adopting this
framework, nor show how students may be led to understand
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the significance of these systems of action for family life.

If students are to understand the processes in resolving
practical problems and develop the skills required for
problem resolution, they need to understand that practical
problems arise as a result of the inability of families to
engage effectively in technical, practical, or emancipatory
action. 38

They also need to understand how the systems of

action are interwoven in family life.

Habermas' theory of cognitive interests specifying the
relation between knowledge and human activity was briefly
outlined in the introduction to this study; a more detailed
examination of technical, communicative and emancipatory
rationality has been provided in subsequent chapters.

The

systems of action identified by Habermas as being necessary
for success in human activity have been related to family
life by Brown, and the following is drawn from her work.39
Technical action in the family.

The achievement and maintenance of physical and material
well-being of family members demands that the family engage
in work or technical action.

Technical action involves the

manipulation and control of variables in the environment to
secure physical necessities of family life; it is also involved in production of articles which have aesthetic value.
The goals of technical action therefore vary accordinT to
the period in history and the cultural tradition, as well
as the socio-economic background of the family and the
preferred lifestyle of its members.
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Although the means for securing physical necessities
such as food, clothing and shelter may vary, technical
rules are used for resolving problems associated with the
provision of them according to historically and culturally
interpreted needs.

However, there are often times when

simply the application of technical rules will not resolve
problems; there are also times, when, if problems are to be
effectively resolved, families and/or individuals must
reflect upon and critically examine goals instead of
blindly following convention; or there must be critical
examination of social structures preventing the satisfaction
of physical needs, and action oriented toward the revision
of such structures.

Technical action is not only directed toward the control
of inanimate objects; it may also be used for the manipulation of the behavior of family members.

As noted earlier,

in some instances technical control is exerted by those who
have vested interest in gaining certain behavioral responses
from particular individuals and groups; hence, control is
exerted for exploitative and immoral purposes.

As technical or instrumental reason has dominated
western society, it has produced one-dimensional thought.
If dominative and exploitative forces are to be exposed,
families and individuals must be involved in more than
technical action.
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Communicative action in the family.

Communicative action is fundamentally important for the
survival of socio-cultural life.

It enables the individual

to understand his or her life history and its relation to
the cultural tradition; as well, it enables understanding
of others and communication with them through the interpretation of mutually-shared symbols.

The family plays an important role in assisting the
child to acquire understandings necessary for interpreting
the environment and for communicating with others.

As well

as providing for the interpretation of the individual's
needs to family members, and for understanding the needs of
family members, the family interprets the needs, motives
and values of individuals and groups beyond its boundaries.
Communication between adults in the family is also
important.

There must be continuous interpretation of needs

and roles, as individual and family needs change over time,
as do the roles of family members.

Failure to correctly

interpret actions or needs of others can lead to serious
family dysfunctions.

Emancipative action in the family.

While breakdown in communication in the family can lead
to family dysfunctions, so can the repressive influence of
dogmatic beliefs, or the manipulation of family members by
one who seeks to fulfill unexpressed needs or to gain certain advantages.

As well, there may be external influences

which make it difficult for the family to achieve

170

communicative competence or which deceive the family with
respect to needs and need fulfillment.

Such situations call

for critique of factors giving rise to systematically distorted communication, or unexpressed needs, or expression
of false needs.

Critique can help individuals to understand

themselves, their motives for dominating or manipulating
others, and the effects of this form of behavior on individuals within the family as well as on the family as a group.
It can also help to uncover the ideology embedded in the
expression of needs and the interests served by ideology.
Critique can show how social structures represent an adaptation to the dominant ideology; it can uncover the causes of
particular motives or beliefs, and can reveal the economic,
political or cultural factors involved.

It can also reveal

the causes of family members adopting certain roles or
activities because of constraints placed upon them by individuals or groups within or outside the family.

The family can help its members to understand the role
of tradition in shaping ideas and influencing behavior.
Examination of the origins of a specific practice or institution can throw light on its present influence on the
family, and as well, provide understanding of possible
future change and the role which may be played by the individual or the family in influencing the direction of change.
The family must be enabled to understand the underlying
causes of dysfunction within the family and in the wider
society, and be prepared to take emancipative action to
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promote conditions conducive to the growth of individuals
toward mature ego identity and the formation of a free
society.

This requires critical reflection to disclose

contradicting and conflicting forces and to determine the
most appropriate means of resolving problematic situations.
Brown stated:

The practice of emancipative action in the family
is necessary if the family is to provide a free
or liberating social environment for its members.
Such action seeks to bring about the conditions
necessary for moral use of instrumental reason
within or by the family group. Since it is educative in contributing to the formation and turning
of the human psyche, this system,pf action also
has broader social consequences.4u
If the home economics curriculum is to contribute to
the development of human capacity for emancipatory action,
it must provide not only for the acquisition of skills
required for effective functioning with respect to each
system of action, but also for understanding the significance of each, and the interrelationships among them.

As well as failing to show the significance of the three
systems of action for family life, Curriculum Model C overlooks the reciprocal relationship between mature egoidentity and the evolution of a free society.

Habermas'

theory relating to communication and socialization in
adolescence was briefly discussed in the first chapter.

It

was pointed out that the period of adolescence is of
significance for society, as it is a period in which future
adult members of society question existing social norms and
values.

It is a transition period that determines the
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extent to which a new generation undermines or reinforces
the existing social order.

The family, representing

elements of the cultural tradition, has a major influence
on the outcome of the adolescent's efforts to construct a
new self-interpretation and a new orientation to life.
Hence, home economics curriculum based on emancipatory
rationality should emphasize the reciprocal relationship
between the development of autonomy and the evolution of a
free society, and the role of the family in this.

There is no evidence of such an emphasis in Curriculum
Model C.

Mille in several areas it is suggested that the

individual, the family, and the society are to be drawn
together in discussion, it is apparently not with the intent
outlined above.

For example, the following strategies are

among those suggested in exploring the practical problem
"'Mat Should I Do Regarding Self Formation ?"

Create situations in which teenagers commonly find
themselves that present a moral dilemma. Share
with class. . . . Use the practical reasoning
process to generate alternatives and consequences.
Make a decision. Analyze the effect of the
decision on others.41
A brief explanation of Kohlberg's stages of moral development is provided, and a case study is examined.

However,

as the line of moral reasoning appears to be at the "law
and order" level, it does little to promote growth toward
autonomy, or an understanding of the concept of a free
society.
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Strategies suggested in studying the practical problem
"What Should I Do Regarding Achieving a Balance in the
Family and Career Lifestyle?" include:

Write on the board the words SELF FAMILY SOCIETY.
Discuss how the solution for the management
problem Crelating to management of work and the
family would affect each. Would the solution
be acceptable to most of society, to your own
family, to yourself in real life? Does the
solution require resplirces not normally available
in most communities?
Strategies suggested with respect to the problem "what
Should I Do Regarding Family Relationships?" include:
If your family could not provide these basic
functions [economic, protection, education,
recreation religious, procreation, affection,
adaptation], who/what would and how would this
affect you, your family, and community?43

The conflict situations outlined include disagreement over
choice of television programs, difficulties in caring for
an elderly bed patient, lack of cooperation with respect to
household chores, the growing carelessness of a teenage son,
and argumentation between a mother and teenage daughter
over the daughter's wardrobe.

Strategies suggested for

the problems "What Should I Do Regarding Parenting?",
"How Well Do I Guide Children?" and others, hold no greater
potential for promoting an adequate understanding of the
significance of the relationships between the developing
individual, the family, and the society, than those cited
above.

If the curriculum is to be based on emancipatory
rationality, it must place emphasis on the relation of
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action within and by the family to the development of the
individual, the family, and society.

Brown has interpreted

the work of Habermas to show these relationships in the
following way.45
The society.

Society is a complex structure comprising various human
organizations, developed and controlled by human beings.

Each social system within society is a system of action;
goal setting and achievement calls for the integration of
communicative and technical action.

The maintenance of

social structures which characterize any society demands
the protection of dominant interests and values.

This is

achieved not only through action taken in social, economic
and political spheres, but also by the promotion of certain
ideals through the arts and through public sanctions.

Society is, however, susceptible to human weaknesses
as well as human strengths.

Among such weaknesses is the

tendency toward self-deception and deception of others;

such deceptions hide real beliefs and intentions, and often
lead to exploitation.

False comprehensions or ideologies

often conceal conditions detracting from the quality of
human life; if individuals are not critically conscious of
their world, they take for granted certain norms and practices without being aware of their options; thus it is
possible, in a changing society, to be carried along by
change without giving direction to it.

In this way, human
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beings are subjected to domination by the expectations of
others or by their own false conceptions of reality.

While there may be certain frustrating conditions over
which the individual has no control, changes in the social
system can be effected to transform social conditions.

The

existence of a society free frord domination is dependent

upon what Habermas terms "adult ego identity," and the
process of social interaction through practical discourse.

A free society does not imply that each individual's values
are as acceptable as those of another, nor does it mean
that the values of any culture, regardless of what they are,
are acceptable; support of such relativism overlooks the
existence of conflicting interests.

A free society does

imply an orderly process for the determination of common
interests or universal needs; it also implies that action
to be taken to meet needs will be determined by rationally
motivated consensus.

According to Habermas, this demands

adequate understanding of the concrete situation, and of
the likely outcomes resulting from various courses of action;
as well, it demands that participants do not deceive themselves or others.

Practical discourse involves awareness

of the needs of self and others involved, and critical
reflection on such needs and on possible action to meet
them; hence, it involves bringing theory to bear in reflective justification of decisions.

A free society is one in

which the procedures of decision making and action are such
that similar outcomes would be achieved if all those
affected by them were to participate as free and eaual
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individuals.

This means that a free society demands not

only the dismantling of barriers such as domination and
manipulation through distorted communication, but also,
the opportunity for its members to develop the competencies
of autonomous and responsible individuals.
The individual.

Human beings interact according to mutually agreed-upon
rules.

Acting in accordance with specific intentions, they

are also capable of work to achieve goals.

As well, they

have the capacity for critical reflection on themselves and
their actions, and upon circumstances which influence their
goals and actions.

Certain psychological and biological needs are shared
by human beings.

Needs are strongly influenced by cultural

tradition, and interpreted according to shared norms and
values.

Underlying individual and social development is a

concern for reason.

Inherent in this concern is the will

to be rational, and to be autonomous and responsible in
everyday life.

In developing toward maturity, human beings pass through
increasingly complex developmental stages.

Autonomy and

responsibility are achieved as a result of transition
through different levels of consciousness to adult ego
identity.

This is not simply a maturation process, but is

dependent upon a certain quality of social interaction.

It

requires socialization through a "critically reflective
Process" in which norms are examined in concrete situations
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by the individual prior to their appropriation or rejection;
it leads to the development of reflective capacity, and
influences the way in which the individual interacts with
the world.

It involves communicative skill, and ability to

interpret and realize one's needs.

It reouires integration

of self into a social system, and then individuation.

When socialization involves the imposition of norms
without reflective thought (i.e., when the individual simply
adjusts to the given norms) the capacity for reflection is
reduced, and individuation is inhibited.

The individual is

not free or autonomous because he/she can do as he/she
pleases, or chooses from a wide range of options.

The human

being becomes free through establishing mature ego identity
and through the development of personal capacities in
appropriate social interaction.

Hence, there is a reciprocal

relationship between the development of mature ego identity
and the evolution of a free society.
The family.

The family plays a major role in the socialization of
its members and is the basic determinant of individuation
necessary for the development of mature ego identity.

A

family environment in which love and discipline are not
separated, and in which there are competent and nurturant
authority figures, is conducive to the development of
respect for authority and competence on the part of the
growing child.

For individuation to take place, independence
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from authority figures must be achieved in an atmosphere
of mutual respect and understanding.

In a society in which individuals are exposed to conflicting and competing values, it is important that the
family help the child to examine values.

Where dominant

interests seek to promote certain values, it is especially
important that the child be protected from them at certain
vulnerable stages in his or her development.

It is impor-

tant also, that the family environment provide for confrontation of deep emotions and that conflict may be dealt with
openly.

Whereas Habermas contended that if humankind is

to be emancipated from domination, capacities for selfreflection and critique must be developed, Brown saw the
family as the "laboratory" for the development of those
skills.

Family interaction is of significance for the small
child and the adolescent alike.

Habermas believed the

Oedipal phase and adolescence to be two maturational crises
in ego development.

The family provides opportunity for the

learning of sex roles, and for testin7 the power of cultural
norms with respect to their influence on the adolescent's
beliefs and actions.

As the adolescent matures, he or she

sees people as individual identities rather than as mere
role bearers; he or she realizes that cultural norms can
be conventions which may be questioned.

The family can pro-

vide an environment for the examination of norms in concrete
situations, in terms of the principles involved.
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If the family is to contribute to the development of
mature ego identity, there must be within it a sense of
permanence in relationships, a sense of privacy and intimacy,
and a sense of self-control and self-direction as a family.

There must be a loving relationship and a sense of commitment between the marital couple, who must provide a stable,
nurturing environment for the children, combined with
educative authority.

For all family members there must be

a sense of belonging, of being understood, and of having
personal significance and autonomy in the family.

The family's role as a social and Political force should
not be overlooked.

As well as influencing the development

of individual personalities, the family has an important
function with respect to the formulation of social norms
and the transformation of social conditions.

Problems of

the family have their roots in the social conditions and
structures of society which impinge upon the family's interpretation of needs and ability to meet them.

A home econom-

ics curriculum espousing emancipatory goals must generate
understanding of the interrelationships between the individual, the family, and society, and of their significance
for mature ego identity and the evolution of a free society.
Conclusions.

Examination of Curriculum Model C has revealed certain
inconsistencies which may be summarized as follows.

The

need for re-evaluation of assumptions concerning the learner,
society, and organized subject matter is acknowledged, but
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there is no identification cf or discussion of the view
which has been adopted with respect to these sources of
curriculum.

The curriculum model espouses emancipatory goals, but
examination of documents pertaining to it indicates orientation toward technical rationality and hermeneutic rationality rather than toward emancipatory rationality.

It is acknowledged that individuals should develop
critical and creative thinking skills, but close specification of teaching-learning activities means that the curriculum does not provide as well as it might for autonomous
thinking.

It is assumed that "The family is needed by society to
provide a supportive environment for human development and
thus contributes to the emotional, social, political, and
economic well-being of our nation," but there is no recognition that social structures and processes militating against
human autonomy and the evolution of a free society should
be questioned. 46

It acknowledges the need for individuals to be informed
with respect to current debate by local, state and national
political bodies and to voice opinion with respect to
issues, but it does not generate understanding of the power
of dominant economic forces and the influence of ideology
on decision-making affecting the quality of life.
It is assumed that "adolescents need skill in makinamorally-defensible juthrements about what is best to do,"
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but adequate provision is not made for the development of
understandings and skills required for testing those judgements in practical discourse. 47
It is stated that "three systems of action provide the

theoretical framework" for Curriculum Model C, but nowhere
are the systems of action explained for the benefit of
teachers, and nowhere is there recognition of the need for
students to understand the significance of technical,

communicative, and emancipatory action and their interrelationship in family life.

It is assumed that reflection is important when evaluating the action taken to resolve practical problems, but
no mention is made of the need for self-reflection for selfenlightenment and understanding of the historical development of social structures and processes responsible for
distorted and false thinking giving rise to practical
problems.

It is claimed that the curriculum embraces emancipatory
goals, but nowhere in the curriculum documents is the
concept of emancipation discussed.

Examination of the curriculum guides relating to
Curriculum Model C has revealed that it is not consistent
with the emancipatory approach to curriculum.

The final

chapter will therefore draw together a set of questions and
assumptions focusing on a critical theory of home economics
education.
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CHAPTER IV
A CONCEPTUALIZATION OF HOME ECONOMICS CURRICULUM
This analysis of home economics curriculum has been
carried out in light of the theory of Habermas, whose extra-

ordinarily comprehensive work seeks to clarify and justify
a critical theory of society.

The analysis of each curricu-

lum model focused on ways in which the curriculum was or was
not consistent with the assumptions of the mode of rationality upon which it was apparently based.

As well, the analysis

revealed certain weaknesses and/or strengths of the particular mode of rationality as a basis for curriculum.

Analysis of three models of home economics curriculum,
each based on different (although not always explicit) sets
of assumptions, and each providing a different view of the
purposes of home economics education, has pointed to the need
for a comprehensive theory of home economics education.
This need is manifested in various ways.

For example, it

appeared that the theoretical orientation of the curriculum
was not always justified; there was sometimes lack of consis-

tency between identified goals and the nature of the program
to be provided for students; assumptions regarding the
learner, society, and knowledge were not always made clear;
there was inadequate interpretation of the relationships
between the developing individual, the family, and the
society.

In the case of each curriculum model, it appeared

that the theoretical framework had not been adequately
established.
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As a result of this analysis, it is possible to formulate a set of Questions which may be used to draw into
focus a frame of reference for curriculum decisions.

These

questions are:

How can the theoretical orientation of the curriculum
be justified?

That is the view of knowledge, the learner, and
society?

What is the aim of home economics education?
How can provision be made to promote understanding of
the systems of action in which families engage?
That are the presuppositions with respect to the
family, the development of autonomy, and the evolution of
a free society?

That should be the mode of classroom inquiry?
How Can the Theoretical Orientation of the Curriculum 1?e
Justified?

It has been pointed out that if the curriculum is to
withstand the influences exerted by powerful, miseducative
vested interests, it must be based on sound theory.

More-

over, theory should lend itself to practical application.
Dewey stated:

Theory is in the end the most practical of all
things, because this widening of the range of
attention beyond nearby purpose and desire eventually results in the creation of wider and
farther-reaching purposes and enables us to use
a much wider and deeper range of conditions and
means than were expressed in the observation of
primitive practical purposes.1
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There is a need for the theory underlying home economics
education to be made explicit.

The concept of 'theory' is interpreted differently by
the three sciences which have been discussed.

7nrirical-

analytic science views theory as a set of law-like propositions which may be tested empirically; theory provides a
conceptual framework for interpreting objectively-derived
information, and provides for the formulation of hypotheses.
Historical-hermeneutic science views theories and facts in
terms of a circular relationship or a back and forth movement between them; theory is derived through interpretation
and communicative interaction; theory provides a framework
for mutual understanding and consensus, and rejects the
positivist notion that facts must be separated from values;
theory may be reinterpreted or rejected as a result of new
insights.

Critical science, like the other two sciences,

acknowledges that theory is derived through interpretation
of experience and that it has potential for general application; it also acknowledges that theory may be used for
the development of hypotheses, although it rejects the view
that theory must be deductively organized.

unlike the

other two sciences, critical science views theory as a basis
for action, and demands that action-guiding theory should
result from self-reflection and critical examination of
existing conditions and their historical development.

It has been pointed out that critical theory relates
human action and knowledge to three fundamental human
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interests:

a technical interest in prediction and control,

a practical interest in communication to achieve mutual

understanding and social integration, and an emancipatory
interest in authentic communication and freedom from repression.

It has also been Pointed out that orientation toward

a particular interest implies a certain orientation toward
society.

For example, an orientation toward technical

interest results in acceptance of the given social structure,
because a technically-oriented social science does not
Provide for legitimation of action for social change.

An

orientation toward practical action means acceptance of the
notion that there should be communication between differing
groups to promote intersubjective understanding and achieve
consensus on norms of action.

However, this orientation

does not leave room for questioning the beliefs and practices of any group.

An orientation toward emancipatory

interest is consistent with belief in the need for critical
reflection to reveal distortions and inadequacies in
theories aimed toward legitimizing the social order.

7nlike

the other two sciences, critical science acknowledges its
own interest base as well as the relation of the other
sciences to human interests.

In providing a critique of the methodological approaches
from the perspective of each of the three sciences, Bredo
and Feinberg concluded that emancipatory knowledge may be
considered more embracing than other forms of knowledge.

'hereas neither empirical-analytic theory nor hermeneutic
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theory acknowledge any other form of knowledge, critical
theory accepts the other methodological approaches and
synthesizes the knowledge generated by them.

Critical

theory is nevertheless strongly critical of the other
approaches.

'Mile accepting that each serves a specific

human interest, and that each produces a different type of
knowledge, critical theory does not accept the other two
theories of knowledge.

2

Critical theory points out that empirical-analytic
science fails to show how the investigator can reinforce or
undermine the social practices studied.

As the investigator

mistakenly identifies uniform social practices as unchanging, universal laws, he or she is unable to understand how
the investigator may stimulate change in the subject being
investigated so that the law itself may no longer be correct.
A second criticism of empirical-analytic science is that
failure to recognize the other approaches leads to the use
of inappropriate methods in attempting to solve certain
problems.

For example, taking technical action (or simply

improving technique) with respect to a breakdown in communication between two parties may simply exacerbate the problem; at times, the use of technical knowledge in the wrong
context may be dysfunctional.

Bredo and Feinberg argued that critical theory also
points to certain problems in the hermeneutic approach.
Firstly, because it does not acknowledge that research may
reinforce or undermine existing social structures and thus
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may make previously correct interpretations incorrect.
Social relations may change as a result of interpretations,
in which case, the old assumptions may no longer apply.
The hermeneutic inquirer may then be left with the problem
of not knowing whether the interpretation before or after
the change it influenced is correct.

Examples of this are

found in interpretations of historical events as old interpretations are revised.

There is no place for this type of

growth in the hermeneutic methodological approach.

Secondly, hermeneutic methodology is sometimes counterproductive with respect to its own interests.

That is,

understandings may be reached in discourse although the real
motives of participants have not been expressed; in this
case, emphasis on mutual understanding may even promote
incomprehensible behavior.

Further communication within

this framework reinforces the illegitimacy of concealed
motives and causes increased frustration.

As the expression

of motives then becomes more urgent, other outlets must be
found and behavior becomes even more incomprehensible.

Rational discourse involves more than the symbols and rules
of communication; it also demands openness with respect to
intentions and an honest desire to achieve understanding
and consensus.

Hence, critical theory points out that

proceeding according to the empirical-analytic and hermeneutic theories of knowledge may be counterproductive; both
theories are inadequate.
Conversely, Bred() and FeinberT pointed out that two
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major criticisms are levelled critical theory.

Positivists

claim that it is value- laden; internretivists claim that

its presuppositions are arbitrary.
In response to the positivist criticism, critical theory

acknowledges that it is guided by a certain set of values,
but so is each methodological approach.

The objective

stance of empirical-analytic science implies values such as
"affective neutrality, universalism, specificity and
performance."3

However, because of its own framework it

is unable to justify its value orientation.

The positivist

investigator is expected to conform to certain norms
regardless of his personal values.

Hermeneutic science is

oriented toward such values as "affectivity, particularism,
diffuseness, and ouality;"4 such values underly the inter-

preter's work as he finds meaning in the text as a whole,
as well as in particular sections of it.

Although these

values imply certain standards to be achieved in interpretation, hermeneutic science, like empirical-analytic science,

is unable to justify a commitment to a particular value
position.

Critical theory also has a commitment to certain values,
for example, a commitment to the welfare of humankind, and
to non - pathological or authentic communication.

Its value

orientation differs from that of hermeneutics as the critical theorist searches for meaning in what the text conceals
as well as reveals; for example, in situations where
ideology creates distorted impressions of social reality;
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or where certain groups of students are defined as equal

to others, yet have less "cultural capital" or are less
able, because of socio-economic background, to take advantage of the school environment.

Critical inquiry is also

oriented toward the development of reflective capacities
and criticism of one's own thinking in order to reveal and
overcome distorted and dogmatic beliefs.

While neither the positivist nor the interpretivist
fully acknowledges or can justify the value position adopted,

the critical researcher does acknowledge a certain value
orientation and attempts to justify it.

In attempting to

justify the position adopted by critical theory, Habermas
developed a theory of communicative competence.

This theory,

which specifies the conditions of authentic communication,
suggests that all speech is oriented toward an ideal speech
situation in which the truth of propositions may be determined.

Communicative pathology results when an implicit

claim to truth or rightness cannot be redeemed in debate,
when mutual understanding is assumed but not achieved, or
when a particular norm which is claimed to be for the
common good serves a particular interest.

Habermas be-

lieved that implicit in all speech is the ideal of undistorted communication, which constitutes a set of claims to
validity to which analyses may be subjected. 5

The second major criticism of critical theory, according
to Breda and Feinberg, is that its presuppositions are
arbitrary.

While acknowledging a framework of presuppositions,
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critical theory points out that the other approaches also
embrace a particular world view; furthermore, critical
theory is less arbitrary than the others.

The positivist

position is the worst in this respect because it rests upon
assumptions which cannot be justified within the empiricalanalytic science framework.

Its categorical distinctions

are arbitrary; for example, "such as that between theory
and observation (is this distinction part of a theory or
an observation?), fact and value, subject and object."

Furthermore, if "all meaningful statements are either analytic or synthetic," how then, is that particular statement
to be viewed?

6

A similar problem is faced by the hermeneutic scientist.
Whereas the interpretivist can justify his interpretation
by appealing to the rules established by the group he is
studying, hermeneutic science can make no such appeal to
justify itself.

Instead, it attempts to justify its basic

assumptions by appealing to the distinctions made in language usage.

For example, grammar used for referring to

persons is different from that which is used with respect
to things; as human beings are self-interpreting actors
formed by speech, things must be different from persons.

Hermeneutics attempts to "ground the distinctions between
reasons and causes, actions and behaviors" in this way,
and thus to justify itself.

However, as speech may represent
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confused or distorted thinking, the assumption that common
usage must be right cannot be justified; hence, the presupposition of hermeneutics cannot be justified.

The fundamental assumption upon which critical theory
rests is that human activity is organized according to
three knowledge-constituting interests; technical, practical
and emancipatory.

(Habermas' criticism of other approaches

is often directed toward their lack of recognition of each
of these dimensions of knowledge or of the relationships
between them.)

Bredo and Feinberg pointed out that these

categories may also be seen as levels of knowledge; for
example, human beings do learn from experience and can organize experience according to fixed schemes (this level
relates to the positivist view of knowledge); human beings
apply fixed sets of conceptual schemes to human behavior in
order to understand it (this level relates to the interpretivist view of learning); human beings can change schemes
or sets of schemes according to their adequacy in resolving
problematic situations (this level of learning relates to
critical theory).

Hence, these levels of learning may be

seen as a logical structure and may not be as arbitrary as
critics suggest. 7

A final auestion which may be asked about critical
theory is whether it may develop into another ideology,
concealing as much as it reveals.

Bredo and Feinberg

pointed out that it probably could, if it is misused to
give legitimacy to certain forms of authority.

However, its
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insistence upon critical reflection to uncover ideological
distortion may save it from being subject to criticisms
similar to those directed toward other approaches.

It

would not be consistent with the approach of critical theory
to adopt it blindly.

As with other approaches, it must be

subjected to criticism for it is only in this way that a
more adequate social theory of knowledge will be developed.
These authors agreed with Toulmin, who stated:

A man demonstrates his rationality, not by a
commitment to fixed ideas, stereotyped procedures,
or immutable concepts, but by the manner in which,
and the occasion on which he changes those ideas,
procedures, and concepts.°
Each theory differs significantly from each other.
It is possible that each approach might be more appropriate
than others with respect to certain questions.

Sometimes

there are questions of technical efficiency which must be
addressed, and so the technical approach is called for; at
other times there are questions of interpretation or of
achievement of mutual understanding requiring a hermeneutic
approach; as well, there are times when questions relate to
the legitimacy of existing social structures and so a
critical approach is appropriate.

In the final analysis, however, it is the adequacy of
the theory which must be evaluated; the theory must be
evaluated with respect to its effectiveness in meeting
human need.

An inadequate theory gives rise to a distorted

view of the world, and so is dysfunctional with respect to
the interests it purports to serve.

Ps ''redo and Feinberg

196
suggested, application of the technical procedures of
empirical-analytic theory to a breakdown in human relationships would exacerbate the situation; application of interpretive procedures would be just as ineffective if both
partners assumed the honesty and openness of the other when
in fact one was acting according to concealed motives.
This suggests that critical theory, which acknowledges the
interests served by the other two approaches (but not the
theories of knowledge) is more adaptive and also contributes
a third dimension that should be considered.

Critical

theory acknowledges that there is a need for technical
action and for practical action; however, there is also a
need for the critical dimension fundamental to emancipatory
action.

It appears, therefore, that critical theory offers

a promising new basis for curriculum development.

What Is the View of Knowledge, the Learner, and Society?
It has been pointed out that Dewey warned against treating the learner, society, and subject matter as separate
sources of the curriculum.

Seeing the process of education

as the interaction of these forces, he believed that none
should be emphasized at the expense of others.

For the

development of social problem-solving skills and the generation of new knowledge, the curriculum must be developed
through the three sources in interaction.

Curriculum decisions, therefore, must be made not only
with respect to selection of subject matter and modes of
instruction, but also with respect to the relation of the
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course of study to the life of the learner, the world of
knowledge, and society.

How these sources are drawn together

in the curriculum, and the nature and extent of their influence, is dependent upon the philosophical base.

The

philosophical bases of three major approaches to curriculum
examined in this study relate to empirical-analytic science,
historical-hermeneutic science, and critical science.

It

has been shown that each has a different orientation toward society, the learner, and knowledge; therefore, each
gives rise to a different type of curriculum; and each type
of curriculum will exert a different influence on the
learner and on society as well as on the world of knowledge.
For example:

If we accept critical theory as a base for curriculum,

we will view knowledge as dynamic, in that it is continuously reconstructed by the learner.

We will believe that

knowledge is interwoven with life experience; that it consists of the process of knowing as well as that which is
known.

We will also believe that meanings may be distorted

due to forces of social domination, or forces which disseminate ideological beliefs which support the existing dominating groups; and that such ideological beliefs are contradictory to intersubjectively validated beliefs and intentions
of human actors.

We will accept that knowledge involves

recognizing the social sources of ideological beliefs held,
the consequences of acting upon the ideological belief, and
the contradiction between these consequences and one's own
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intentions and a corrected belief.

"re will also understand

that human knowledge leads to action; that enlightenment
leads to moral-political action to change social structures
and processes where needed.

Given a critical theory orientation, we will see the
learner as a human being in harmony with nature, who, given
the appropriate environment will develop critical and
creative capacities and exercise moral responsibility for
the common good.

"re will understand that the learner is,

however, vulnerable to distorted beliefs resulting from the
dissemination of ideologies throughout society, and that
rational capacities must therefore be released through
self-reflection for self-knowledge and self-understanding.

Te will believe that through reflection and critical
examination of the historical development of existing social
conditions, the learner can understand how historical,
political, economic, psychological, educational and social
contexts suppress his/her own and others' interests.

7e

will see the learner as one who, through enlightenment, will
be motivated to participate in collective decision making
and action to relieve oppressive constraints.

A critical theory perspective enables us to see that
technical progress has been achieved at the expense of
human freedom and self - determination; that a Treat deal of

social behavior is caused by conditions in society which
are beyond the control of its members; that

human beings

do not always act as a result of conscious knowledge and
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choice, but according to ideologically-distorted beliefs.

We will see that domination is embodied in society and that
the forces of domination are historically subject to change;

and that in contemporary society this force is technocratic
consciousness.

7e will believe, however, that society is

a human construction and is changed through increasing
critical awareness of its social structures and processes.

Given this philosophical orientation, we will view
curriculum as a process through which the learner comes to
understand how society places constraints upon human thought
and action; a process which will facilitate critique of
oppressive constraints and will promote action to free
individuals from domination.

7e will see curriculum as

a process through which capacities will be developed for
reflection upon the process of thinking, and upon the historical development of contemporary social conditions
giving rise to distorted and false beliefs.

Curriculum will

be viewed as a process not only providing for critique, but
also for exploring possibilities for action to create a
social environment free from alienating and exploitative
relationships.

7e will view curriculum as a process charac-

terized by enlightenment, dialogue, and action; through it,
the teacher and students, as knowing subjects, will achieve
a deepening awareness of the forces which dominate their
lives and of their capacities for autonomy and for collective action to dissolve those forces.
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what Is the Aim of Home Economics Education?
While there are various interpretations of the aim of
home economics education, they generally express concern
for enhancement of the quality of life.

One of the curricu-

lum models examined had been developed in response to
Home Economics:

A Definition.

In that document, Frown and

Paolucci stated:

The mission of home economics is to enable
families, both as individual units and generally as a social institution, to build and
maintain systems of action which lead to:
(1) maturing in individual formation; and
(2) enlightened, cooperative participation in
the critique and formulation Qf social ends and
means for accomplishing them.
Building on the theory of Habermas, these authors related
technical action, practical action, and emancipatory action
to the goals of home economics.

In a later study, Brown saw the prime concern of home
economics education as the development of understandings
and skills necessary for solving problems of the family
arising from the three areas of action in which the family
engages.

She stated:

Because home economics education is part of home
economics, its service is directed toward solving
Problems of
problems of the family as a family.
the family as a family are concerned with suffering brought about by the family's inability to
engage adequately in areas of action which define
its role as a primary social institution. These
(1) action in rationalareas of action include:
purposive production or procurement of the physical entities required by the family for the good
life, (2) communicative action within the family
and with social groups outside the family for
understanding and for consensus in defining the
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good life . . . and (3) emancipative action
in freeing individuals, the family and society
from dogmatic beliefs and from social forces
which are dominative or exploitative.10

The development of a mature ego identity, and thus the
evolution of society toward a free society is dependent
upon the family's ability to engage adequately in these
systems of action.

If we accept the view of society, the learner, and
knowledge which indicates that home economics education
should be based on critical theory, we can accept that the
aim of home economics education should be the development of
skills needed to build and maintain systems of technical,

practical, and emancipatory action in family life; for it
is these skills which are needed to resolve the practical
problems of the family.

As Brown has pointed out, the

origins of practical problems lie in the conditions of
society, therefore home economics education must foster
"a broad social consciousness and critical awareness of
conditions in society that historically damage the family's
ability to act in the interest of human happiness."11
How Can Provision Pe Made to Promote Understanding of the
Systems of Action in 'Mich Families Engage?
Systems of action, that is, technical, communicative
and emancipatory action, comprise the processes which are
essential for success in human activity.

Haberrnas contended

that each must be distinguished from the others, and as well,
that they must be understood as interrelating systems.
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Human beings' capacity for freedom is dependent upon
learning accumulated in theoretical and practical activity.

The knowledge generated through work and interaction enables
humankind to achieve technical control of the natural and
social world, and the organization of social interaction.

Habermas argued that society has, however, become
increasingly dominated by technocratic consciousness; that
technology has become more and more autonomous as it dictates its own value system.

As moral-political questions

are interpreted as technical means-ends questions,

they are

removed from public debate, thus the expanding influence of
instrumental reason furthers the process of depoliticization.

This gives rise to the need for emancipatory action.

Through self-reflection, individuals can become aware of
forces which dominate their lives (of distorted and false
thinking), and can dissolve barriers to the self-conscious
development of human life.

Habermas claimed that emancipa-

tory action is needed for an adequate understanding of
social practices and to restore to individuals a true understanding of their place in history.

As part of the social structure, the family engages in
technical, communicative and emancipatory action.

Frown has

pointed out that practical problems of the family arise as
a result of inability to participate adequately in the
systems of action; that in each family there must be an
adequate system of:
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1.

Technical action or work to secure physical needs such
as food, clothing and shelter, as well as some ends
which may relate to interaction with others.

2.

Practical action relating to language, social norms and
values, which emphasizes the communication of thoughts
and ideas through the use of symbols, and which gives
meaning and direction to activity.

3.

Emancipative action which enables critical analysis of
social forces and the formulation of social norms and
goals oriented toward a free society.

There is a need to distinguish between systems of action.
For example, practical problems of family life may arise
because practical questions are treated as technical questions; the use of manipulative procedures when communicative
procedures are called for in a problematic family situation
may simply make matters worse.

Problems may also be exacer-

bated when action is implemented to achieve unexamined
goals; when family life is reduced to procedures directed
toward efficiency in the use of human and non-human
resources, and the need for open discussion of questions,
reflection upon and critical examination of beliefs, norms
and goals relating to the problem is overlooked.

It would be wrong, however, to assume that practical
problems of family life can be categorized according to
systems of action; that the three systems of action could
provide yet another means of fragmenting the home economics
curriculum into three "convenient" areas of study.

AS
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Habermas has pointed out, there is a need not only to distinguish between systems of action, but also to understand
how they are interrelated.

In identifying and exploring

practical problems of family life, it will be found that
more than one category of action is involved in each
problem.

If home economics education is to contribute to the
development of human autonomy and the evolution of a free
society, students must be led to understand the systems of
action, how they are interrelated, and how inadequate
engagement in them gives rise to practical problems of
family life.

It is also important that students penetrate

surface levels of meaning and search for the origins of
practical problems in the structures and processes of
society.

Practical problems cannot be resolved by treating

the symptoms; underlying causes must be identified and
action taken to eliminate them.

That Are the Presuppositions Concerning the 7arily, the
Development of Autonomy, and the 7volution of a Free
Society?

In the preceding chapter, the interrelationships between
the family, the society, and the individual were outlined.

It was pointed out that society comprises various social
systems, within which technical, practical, and emancipatory
action are integrated.

The family is one such system which

provides the nurturing environment for human growth toward
autonomy.

However, the processes and structures in the
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society within which the family is embedded conceal conditions militating against such growth.

It was pointed out

that there is a reciprocal relationship between the development of mature ego identity and the evolution of a free
society, as a free society demands the participation of
autonomous individuals in political decision making and
action.

Human beings are capable of philosophic reflection and
critique; they are capable of self-enlightenment, and of
subjecting to rational criticism norms, values, beliefs and
practices which they tacitly accept; they are capable of
rationally and collectively determining what action must be
taken to transform social conditions which weigh against
the achievement of human autonomy and freedom.

Home economics education should, therefore, provide
insight into social structures and processes which underlie
the more obvious manifestations of practical problems in
family life.

Moreover, it must help students to understand

the family's role in providing the type of environment in
which communicative skills are fostered, in which capacities
for self-reflection and critique are enhanced, and in which
beliefs and norms may be questioned and critically examined
in relation to the principles involved.

Home economics

education must help students to understand the family's role
in the development of autonomy, and in the collective,
rational determination of quality of life.
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That Should Pe the Mode of Classroom Inquiry?

Brown has pointed out that the substantive content of
home economics education can be organized around practical
problems; that students should be helped to "(a) conceptualize the form and substance of such problems; and (b) to
develop commitments, understanding and a global view for
deliberative action seeking solutions to problems of the
family."

12

This does not mean that students are to be pro-

vided with ready-made answers to problems, but rather that
they should develop conceptual clarity with regard to each
particular problem, and should understand the values, feelings, and motivations involved; as well, they should develop
the ability to think rationally and critically about problems as they arise, and how they may be resolved through
deliberative action.

Inquiry based on critical theory aims to enlighten
individuals and families with respect to unrecognized
social constraints which militate against the development
of autonomy and the evolution of a free society, hence, the
quality of life.

Furthermore, critical inquiry aims to

generate understanding of possible courses of action which
may be taken to gain freedom from constraints.

Through self-

reflection and dialogue participants become critically aware
of distorted and false thinking and factors responsible for
it, and of their own potential for collective action to
direct social change in light of fundamental human interests.
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The resolution of practical problems demands inter-

subjective understanding among participants.

This calls

for knowledge of the social setting of those involved,

including historical development and present dynamics.
Study of the social environment reveals the meanings, social
norms and motives determining action in a specific setting.

Critical inquiry must take into account the meanings and
values of participants involved in the problematic situation, because the actions of individuals are governed by
their understanding of the social world.

Dialogue as well

as self-reflection is necessary for intersubjective understanding and for determination of the most appropriate
course of action for resolution of the problem.
Achievement of intersubjective understanding does not
guarantee an undistorted interpretation of social conditions.
Empirical research into social structures and processes is
needed to clarify the forces influencing participants'
beliefs about those conditions and processes which have had
direct bearing upon their beliefs, values, and situation in
life.

It will thus be found that action to bring about

desirable change will be directed toward the processes
which perpetuate the dominant ideology; for it is historically developed processes and meanings accepted without
question which lead to distortions of social reality.
Critical inquiry reveals fundamental contradictions
arising from basing action on understandings distorted by
ideology.

In some instances domination and ideology direct
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social change without conscious control on the part of
those involved.

Study of the consequences of actions from

an historical perspective reveals contradictory social
conditions resulting from such action.

For example, his-

torical study of the role of women in society throws light
on the contradictory beliefs about their role today, i.e.,
while there is a widespread belief in equality of opportunity, discrimination is a reality.

This type of analysis

provides a basis for critique of the dominant ideology
which blinds individuals and groups.
Critical inquiry aims not only to enlighten but also to
enable individuals and groups involved in problematic situations to take collective action to resolve practical problems, the participants themselves decide to take action and
select the most appropriate means of altering repressive
conditions.

The role of the teacher is not one of influ-

encing individuals or groups to implement a certain course
of action, but rather, one of assisting participants to
clarify meanings, motives, and values, to understand how
contradictions have developed historically, and through
dialogue, to achieve agreement upon the course of action to
be followed.

The process of resolving a practical problem involves,
at the outset, identification of a particular case in which
human suffering is caused by systematically distorted communication or ideological belief.

"Dialogue" is employed as

in traditional hermeneutics, in order to develop an
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understanding of the problem; that is, there is an informal
back and forth movement, as understanding of the problem as
a whole is increased through examination of various factors
relating to it.

Examination of data gathered enables the

development of possible interpretations of motives, values,
and meanings held by the individuals/groups involved in the
problem.

As information is brought to light, participants,

through self-reflection, are able to clarify and construct
interpretations of their own behavior previously clouded by
distorted or false thinking.

As details relating to the problem become clear, a
theory may be developed (or models constructed) showing the
connection between social conditions and the behavior of
the participants in the problematic situation.

The theory

may then be examined (or the case reconstructed) to determine whether it is capable of revealing and dissolving
distorted communication.

Through practical discourse, a program of collective
action may then be generated to change conditions responsible for distorted communication and to promote human
autonomy.

As pointed out earlier, practical discourse is an

informal process of argumentation in which theoretical
justifications for claims to the rightness of norms of
action are advanced and criticized; moral principles involved
are examined; consideration is given to consequences and
side effects of acceptance of a particular norm.

Informality

is maintained throughout the process as there is movement
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back and forth between levels of reflection; that is, there
must be freedom to participate, to examine whether certain
action is right or appropriate, to assess justifications
put forth, and to redevelop conceptions of the general norm
or principle of action.

This process is necessary because

the norms which provide for need satisfaction "exist"
through being intersubjectively acknowledged as binding.

For a justified consensus there must be mutual understanding
between participants, equal opportunity to speak and recognition of each participant as an equal participant in
dialogue.

The consensus arrived at must be constraint-free

and must be due to the force of the better argument.
In Conclusion

A theory of home economics education must recognize that
human beings are powerlessly carried along by change unless
they are able to perceive critically the contradictions and
emerging values, and intervene actively to influence the
direction of change.

Enlightenment and dialogue are essen-

tial components of critical home economics education;
through these, it must generate political action to dissolve
contradictory social structures and conditions.

Dewey emphasized that social progress and reform was
dependent upon education.

He saw education as "a regulation

of the process of coming to share social consciousness."13
Education must be concerned with the development of autonomy;
with the development of capacities for critical and reflective
thinking regarding personal-social problems and issues.

If
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we heed Dewey's advice, we can no longer accept that curriculum should be restricted to the 'non-political' function
of development of technical skills and transmission of
factual information; we can no longer avoid coming to grips
with moral-political questions if we are to help students
develop greater social consciousness and a concern for
social action for the enhancement of family well-being and
human autonomy.

The reform of home economics education is a political
task; it involves raising the consciousness of teachers with
respect to social, economic and political factors which bear
strongly upon the goals and processes of education.

It

involves enlightenment with respect to the dominant ideology

in American society and its impact upon quality of life.
It involves challenging each individual teacher to reflect
upon his/her personal developmental history in order to
understand the sources and influences of distorted and false
patterns of thinking.

This is important, for such enlight-

enment is needed if home economics programs and classroom
practices are to be oriented toward emancipatory goals.
If we accept that the aim of home economics education
relates to the promotion of quality of life in the home and
family, we must also accept that at the core of home economics education is the aim of empowering human beings to bring
about changes in social, economic, and political structures
and processes which are the source of domination and
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exploitation.

A critical theory of home economics

education is needed; and it must emphasize that at its core
is a belief in human autonomy and freedom.
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