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Foreword
) e

In this paper Edwin Fenton, a-prominent figure in moral/

©

ethical/values education, dréhs_a distinction between citizen-

ship education and values education. He outlines major goals
of civic educatién, describes foyr programs of values educa-
tion, explores the relationship between the two fields, com-
ments on funding possibilities, and, finally, makes recommen-
dations for organizing citizenship~-education programs. In
so doing, Dr. Fenton illumingtes and redefines a broad terrain
which has occasionally suffered from interchangeable termi~
nology, problems of territoriality, and conceptual confusion. .
The:paper thus lends clarity to a domain which is experiencing
a resurgence of exciéement and,dediéation.

{Dr. Fenton is director of the Carnegie-Mellon (University)
Education Center. He received the Ph.D. degree in history
from Harvard Univeréity. He has taught at Carnegie-Mellon

- University since 1964, where he hus also held a variety of

administrative posts. In addition, Dr. Fenton has served as
a consultant to-a number of agencies and foundations, both
here and abroad. During 1974-75, through Danferth Foundation
support, he spent a leave of absence at Harvard Universitv to
work with Lawrence Kohlberg's cognitive-developmental appfoach
to moral education. Dr. Fenton has written numerous articles
on teaching and curriculum development; “has authorgﬁ, coau-
thored, and edited several books; produced curricularkmaterials
and teaching films; and contributed to many conferences, sym-
posia, and seminars. | S ]
Dr. Fenton's manuscript represents the second in a series
of Occasional Papers emanating from a year-long project en- .
titled Planning for Moral/Citizenship Education (a term which
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-has since been more accurately defined as ethical-citizenship
educatio; [ECE1). The project, carried out by Research for
Better Schools under contract with the National Institute of
Education (NIE), had as its primary objective to develop R,
D, and D ECE recommendations for submission to NIE and the
public., A series ‘of informational publications, of which
this paper is one, is&i?tended to feed into and promote an

exchange of knowledge, ideas, and creativity among those en-

gaged in ECE endeavors. :
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THE RELATIONSHIP OF CITIZENSHIP EDUCATION TO VALUES EDUCATION
1Y . , LY
Edwin Fenton | \
Carnegie~Mellon University , ]

Three major national crises -- the <ivil rights movement.

of the 1960s, the war in Vietnam, and Watergate -- have focused
the attention of both educators and the wider publié on citizen-‘f
ship education and values education. As a consequence, the
meaning of these two terms has become confused, and the distinc-

' tion between them blurred. This paper defines c¢itizenship
education by specifying six’sets of goals to which most civic .
educators would probably subscribe, describes four popular
schools of values‘education, examines the relationships between
these two areas of American education, and makes recommendatjions
about funding. . i .

—

Six Goals of Citizepship Education

No consensus exists about the appropriate goals of citizen-
ship educatlon. In 1975 the Kettering Foundation and the Danforth
Foundation jointy set up a National Task Forze on Citizenship
Education. This Task Force' commissiohed a number of papers by
experts in the field. Each paper stressed a s;mewhat'different
aspect of citizenship education, such as better understanding of
the function of law, the application of new knowledge from poli-

tical science to educational programs, the development of citizen-,

action programs in the schools, and the application of ideas from
'deveippmen%al psychology to preparatioﬁ for %itizenship. Although
the authors of these papers emphasized different courses or
programs, fhey struck similar chords. Perhaps most of them would
be wiliing to accept the statements describing the six goaIE.for‘
citizenship education which follow, although ea¢h would certainly
state these goals in his or her own words.and arrange them in

-~
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differentroggers of priority. The'goéls are thg‘déyelopment |

of participatory skills; the development of intellectual skills;

. growth in knowledge of facts, concepts, and generalizations;
peréonal.develbbmant; the development of democratic vgiyes;
and citizenship acfjjen both in and outside of sehool.;

. : o]

Participatory skills refer to the skills which g person

needs in order to function effectively in a democrgt*e plural-
istic sociéty such as ours. Thepre are a large numbel of such
skills; the list which follows i by no means exhauséive.
Among the most fﬁgortant‘participatory skills are: 1

- ® the ability to read at least at -the minimal

rgqgined to gathe? political, soéial;'and ecanomic "

informétion from newspapers,'magazinéé, and govern-

Participatory Skills

evel

ment documents
J ® ‘the ability to write at least at the minimal Qevel
required to cpmmunicatedegiéctively in a civi organi-

~zation or to fill out forme such as job appli ations
or income tax statements
. the ability to gather information by listeningj to
/a gpeaker in a meeting, hearing a discussion,
listeningxfé a radio or television broadcast *

the ability to communicate orally by stating on

: opinion in a discussion or giving a short speech’
about a subject - o~ \‘
® the ability to contribute constructiyely to
meetings of civie or goverhmental organizations
®* the ability to assume a position of ﬁeadership -
in a civic organization in such rolgs as chair-
‘ person, secretary, or treasurer

® the ability to negotiate and work out compromises
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the‘§bility to influence key decisién-makers through 'f

personal intervention or by.participating in organi-

zations whose functions include influencing decision-

makers . - \
Fach of these skills must be carefully taught. Hence . )

they ought to become specific objeqtlves of many school courses,

Reading and writing exe@pted, however, most schools slight

parficipatory skills. In addition, many citizen groups .defin«

participatory skills too narrowly How many people who favor

a "return to ba51cs" stress llstenlng or speaking skills or

.other basic polltlcal skills, e.g., contrlbutlng constructlvely ‘ .

to meetings, conducting meetings, or learning how to influence
decision-makers? Redefining education partly in terms of .the
requirements for construcétive citfzenship may‘help to broaden
our definition of basic education in a democratic society. .

Modest funding would make this redefinition pessible.
Intellectual Skills

Intellectual gkills are primarily problem-solving abili-
ties, otten called analytical-inquiry skills Ly advocates of
the new social studies projects of the 1960s. Here is a state-
ment of one such inquiry process.

A MODE OF INQUIRY FOR BUBLIC-POLICY PROBLEMS

l. Define the problem to be solved. This process

includes understanding the problem thoroughly,
deciding what goals should be reached, and
recbénizing the valueé'}mplied in the decision.

2. State all possible ways to reach the goals.

3. .Gather information carefully, making sure that

it 1s accurate and represents all points of view,

4. Evaluate carefully the probable effects that

each possible Solutionfmight have, discarding
; those that. seem impractical o? harmful in the
process,



5. In the light of Steps 3 and 4, choose the policy
that.appears likely to achieve most of the pro-

ﬁosed goals. . . . -

. 6. Review the choice to see whether the setting of
. the problem has changed and whether the goals
and values of the deciéidy-makers have remained °

-

the same. . )
These intellectual skills are essential for full participation
in any eivie organization'or for seriou$'consider§tion of any
proposed ciwic or governmental program. They are not easy to
7 léarn,. First, they require that a person be able to fEason
' _at what Piaget defines as full formal operaflonal thought -
the ability to hypotheSLze, to see all pOSSlbllltleS in a
sxtuatlon, to relate evidence to inference, and so forth.
According to one study, only about half.of_Amerzcan adults
reason at the full formal operatioﬁal level. Second, these
skills require.a full societal perspective, i.e., they rgqqire
that ‘one have the ability to see a situation from the point of .-
view of all of the participants 1nvol\ed -~ oneself, a
. farmer in Kansas, a labor union member in Blrmlngham, ‘a
pollt1c1an in Washlngton, and so forth. A large pencentaée
of high sthool students lack this full societal perspectlve
. Third, they require a sophlsthatgd.understandlng of social
science concepts, which many §tudéi$s_al§o lack.

Knowledge

Kﬁowledge refers to facfs, concepts, and‘generaliz;tions
about the American political, econoﬁic, and social systems and
how they work. A full list of such essential knowledge would
fill a‘book; hence I will not attempt to specify knowledge
outcomes in this short paper, althongh many of the papers com-
missioned by the National Task-Force on Citizenship Education

stressed this vital goal. Instead I shall emphasize some of the

A

=



-
)
.
-

. “
.e - & .. \ R
L[] + -
. LX - .
- - -
. . ¢
“ gl :
. N . -
N . v
[ ! ' Lt . - »
- * > - . . L}
. -~ . £ . £

e

dlfflcultles 1nvolved in qeaehlng useful knowledge ‘of gur ".—

political, economlc, and social ‘systems’ o
Given time and effort, most students can memorize lists

of facta,.concepts, and generallzatlans. Many students at

their preseént state of cognlflve development, however), cannot

understand fully what they. have committed to memory. For

example, they can memorize key paragraphs:from the.DeclanetioH

of “Independence or the Constitution. But these doctiments are

based on a sophisticated level of thought about civic affalrs .

well beyond the, comprehen51cn of all but a minority of hlgh .p 1

schcol students. Hence, teachlng knowledge in a sophisticated- :
sense implies a careful program of studies designed to facili-
tate the development ,of higher levels of cxvxc-understandlng

in the entire school populatlon oVer many years of concentrated
effort The fourth section of th1° paper discusses thls subject.

Personal Development ‘ . . -

FPersonal development refers to the growth of self-knowledge,

the development ! of celf- osteem, and the growth of a serise of

- personal 1dent1ty dnehored flrmly in famlly, ethnic or racial

group, Pellglqu atflllatlon, community, nation, and common

membershep in the humdn race. ,This personal development is

essentiad for citizenship in American society. Persons must o
know what tdey believe in order to function with full effedfive- .
ness. They must have self-esteem in’ order to feel that they

are important, that others -should listen to their opinions, . .
and %hat they have full. rights’which should Ee respected. :

And - all of us' must develop personal 1dent1t1es in order to

~feel securely -anchored in our rapldly changing sccxety, a

society from whith so many have become alienated.
* "Most educational programs in American schools neglect

personal development. It does not fit neatly within any

dlSClpllne, such as mathematics, social etudles, or Engllsh

<5
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yef it must take place within traditional courses if it is.to
atfect every student. Most educators neither understand why
schools should devote time to personal development nor know

how to foster self-knowledge, self-esteem, and personal identity
in students. Without personal development, other aspects of
citizenship education may be ineffective. Of what utility are
increased knowledge and intellectual skills if their possessors

.lack the self~knowledge, the egd, and the commitment to act on

their qwn ¢onvictions in ‘constructive ways?
The Development of Democratic Values

Democratic values refer' to the prinbiples upon which demo-
cratic society is based: Jjustice, the dignity and worth of
the individual, equality, liberty commensurate with the equal

. 1i$erty of allrothers; and the greatest good for the greatest

number. This particular list of principles has been derived
from the research of Lawrence Kohlberg and his colleagues,
discussed later 4n this pdpeb It is compatible with the

-prineiples in the. Declaration of Independence and the Consti-

tution, our two ba51c civic documents, and with the" writings

and speeches of many 6f our éreatést national leaders.

These .principles are exceedingly difficult to teach so

-that students. truly understand their original meaning and are

able to use them in their daily. lives. Many schools ask
students to memorize principles such as these, and teachers
often use these terms as if their students understood them.-
But® as the section of this -paper on cognltlve moral develop-
ment will exp;aln, these prxnc;p}es define Stage 5 and Stage” 6
thought on’ the Kohlberg scale, and only & tiny minority of
students leave high school, with a thought pat%ern higher than
Stage 4. Hence, they are not able to understand these demo-
cratic principles in their full"meaning. Only a carefully
devised'eoﬁ}se of study extending over many years, ihvolving
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‘both the overt and the hidden curriculum, can bring these - | Ty
l prfnqiples'within the grasp. of substantial portions of our
'. seecﬁda?y school youth. What goal is more impoétant for the
o -+ . future of democratic society?

- Citizenship Action . “ . ;
‘ Citizenship action refers to opportunities to practice :
responsible citizenship either in schools or in the wider .
community. On the whole, students study about dema:facy and
citizenship,  but they get few opportunities to-practice either
one in meaningful ways. Most student governments have few .
real powers. Perceptive students look on student councils as - -- - —
instruments by which the administration gets its way and
controls dissenters. In addition, the walls of the school ‘
cut students off from the real society in the towns and villages
where they live. They get little experience as part of their
schooling with civic activities in the wider, out-of-school
‘ community. Without this experience, they cannot be expected
e to transfer the principles they learn in civics class to their

daily lives. Learning how to negotiate from a textbook is a

. far different matter than conducting negotiations in real life
” in order to attain a vital civic goal. Studying leadership
in the abstract differs substantially from learning to choose
a_neai—life leader. And learning Roberts' Rules of Order is
an insufficient'preparation for conducting the meetings of a - 2
labor union, a chamber of gommerce, or a church vestry.
" The most direct way to, get students involved in civic

affairs is to offer them opportunities to participate in
ﬁeéﬁingful student ggvernment and tqQ become involved in actual
. civie organiations, Substantial bappiers'no"stand in ,thé

way of these developments.  Many school administrators, teachers,

and parents- do not want to give student governments meaningful |
- powers. Many civic organizations are not organjzed to absorb

L .




Whelg

R Rl ‘

" civic education cannot succeed fully until students learn to

student interns or to provide useful jobs for students. Yet

> -

practice what their teachers preach.

Four Programs of Values Education

Péograms of values education have grown rapidly since the
end of World War II. These programs are quite:diverse and
differ somewhat in goals. Some, such as the Magic Circle,’
stress students' feelings; others, such as values analysis
and gognitive moral development, focus attention on ways to
think about values issues; still others, values clarification
for one, emphasize both—feeling and thinking. The educational
techniques which these programs endorse also vary widely.'“%év”
example, some recommend that teachers accept students' feelings
and judgments, while others emphasize cognitive coriflict. They |
vary in the degree -of change within a schégl system required
for their adoption. Some ask only that educators include
new topics in conventional courses to employ a different dis-
cussion skill; others recomfiend that the entire educational
process be reorganized. " They also differ in the grade level
for which they are intended. ' Some have utility cnly in
elementary school; ofhers can be used throughout precollegiate
education;.others apply only to secondary schooling; a few
have been used in both schools and college. .- )

In one way or another, each of these programs of values

education has implications for citizenship education. None of

them, of course, presents a full program of citizenship educa-

tion, but each one touches upon one or more of the gogls of
citizenship education outlined in this paper. Four 5f these
values programs have particulaf pertinence for citizenship
because each relates to several citizenship goals. They are
values analysis; values clarification; cognitive moral develop-

4
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ment; and the ofganizafion of alternative educational programs,

often W1th currlcula which extend into the wider community out-

side of the school bulldlng The seqond?sectlon of this paper s

discusses each of these four programs ‘in values education.
- Values Analysis o7

Values analysics refers to a number of programs of values | -
education which have a common focus on the analysis of values
in real-life situations. Most advocatés of values analysis
start with an incident presented as a dilemma: Should Susan
. B. Anthony stop working for feminism in order to devote her
fime and energy to the Union cause during the Civil War?
They then sﬁggest that "the analysis should focus on this issue.
Here are guidelines presented by one member of this approach.
® C(Clarify what the values conflict is about. =~ 7 T —
b Ask for facts.
®* Ask for alternatives.
® Ask for comsequences of each alternative.
® 'Ask for evidence ta support the likelihood of
each alternative occurring.
® Ask for an evaluation of the desirability of
‘likély conse@uences.

® Ask for a judgment as to which alternative o L x
seems best, and why (Ubbelohde § Fraenkel, 1976, '
p. 202).

Vaiues analysis employs teacher-led discﬁssions as its
major pedagogical technique. Most values ahalysis takes place -
within traditional courses such as history .or civics and does
not require that separate courses be set up or that schools
reorganize their administrative structure. Most of the class-
room interaction is from teacher to student, although creative
teachers find many ways to foster student-to-student inter-
“action. In any case, attention focuses on deciding what to
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do ~- or which alternative to choose -- rather than on the
reasons for the choice, the major emphasis of cognifive moral
-development.
Values analysis focuses on the development of intellectual
skills. The guidelines outlined above closely parallel. the
mode of inquiry for public-policy issues cited earlier except
that the question for decision asks what persons should do
instead of what policy they should adopt. Values analysis is
also useful for attaining knowledge goals, learning some par-
ticipatory skills, and developing democratic values. .
Crities of values analysis allege that it has the following
- four major shortcomings. First, its proponents assume that
students are capable of full formal operational thought on
the Piagetian scale, although there is abundant evidence that
this assumption is false. Second, valués analysis ignores— - - _
research about the developmental stagés of moral and civic
thought which indicates that the responses of students to
what a person should do in a situation will be determined
largely by the stage of their thought no matter what other
alternatives are presented at stages higher or lower than
their own. Third, mény students are bored by values analysis,
partly because some of them cannot meet its intellectual demandse
_and partly because it can be repetitious. <Finally, litte
research has been done to relate the effects of values analysis
in the classroom to the thought patterns and activ;ties of - 2
students outside of school. '
Values Clarification ‘
Values clarification refers to the large variety of class-

ropm techniques based on one or more steps in a seven-step ,
process by which its advocates claim that persons arrive at vt

values. These steps are choosing freely, . choosing . from-among o
alternatives, choosing after thoughtful consideration of the

10 ' : o
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consequences of each alternative, prizing and cherishing,

afflrmlng, acting upon choices, and actmng repeatedly. The
major work in the field is Raths. Harmln, and Simon's (1959)
Values and Teaching, a volume which has been supplemented by
a large number of publications, many focusing on descriptions

of classroom activities. Two-day workshops and bocoks for
teachers written in simple 1anguage have helped to disseminate
values-clarification techn1Ques until this system 1s prohably
the best-known program of values education in American schools.
Values-clarification exercises employ a wide variety of
techniques. Most of them involve full class discussions.
Values clarifiers have published many volumes to indicate how
their ideas can be employed in traditional courses as well as
in special courses or units. The discussions actively involve
students who work 1n groups of various sizes and compositions,
often featuring student to-student interaction.: The wide ™
variety of pedagogical arrangements developed by advocates of
values clarification help to maintain student interest and pro-
vide models for other values educators to adopt for different

goals.

_ ~ Many values-clarification exeréises focus on self—knowledge,‘
helping students to identify what they believe and to think

about these beliefs. Others focus on self-esteem, helping
students to identify what is goog about themselves and to state

what they like about their personalities, beliefs, or, behaviors..

Through questions called clabifying responses, teachers who
use values-clarification techniques can encourage students to
think about’ values choices.

Critics of values clarification raise a number of issues,
four of them particularly important. First,‘the,ciaim that
values can be derived-oenly through a seven-step process does
not accord with social science knowledge, since it implies

11
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that people who live in traditional societies and accept the
standards of the past without challenge have no values. Second,
it implies that all 'values derived by thls seven-step process : .
are of equal worth and provides no way to resolve values con-

flicts when two persons arrive at opposed values conclusions

after going through the seven steps. .Third, there is only.

sparse research evidence to support the claims made by pro-

ponents of values clarification. Finally, critics. claim that

values clarification is really a form of Rogerian client-centered
therapy, and that values clarifiers ought to develop a rationale

based on this conclusion rather_ than-on the seven-step process.
chnltlve Moral Development

Cognitive moral development refers to the research and
interventions conducted by Kohlberg and his colleagues. They
argue that there are six ways to think about moral or civicg
issues, arranged in _stages (Flgure 1). Persons pass through
these stages of thought, beginning at Stage 1, in lnvarzant T
sequence, although their thought may be arrested at any stage.

Individuals understand arguments at their own stage of thought,
at all stages beneath their own, and sometimes at one stage -
above their-own. Hence, typical high school students who

think at Stages 2, 3, or 4 do not understand the Stage 5

principles behind the Declaration of 'Independence and the

Constitution. A number of educational experiments indicate -

that stage- development can be §ac111tated threugh the. discus-~ .
sion of hypothetical or. real life moral dilemmas.

P

Figure 1 _

Levels and Stages of Moral Development
THE PRECONVENTIONAL LEVEL (Stages 1 and 2)
At this level, persons consider the power of authority

- figures or the physical or hedcnlstlc consequences of actions,

such as punlshment, reward, or exchange of favcrs. “This level
has the fcllcw1ng stages: Co

12
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Figure 1 (cont*d)

Stage 1: The Punishment and Obedience Orientation

At this stage, the physical consequences of doing some-
thing determine whether it is good or bad, without regard for
its human meaning or value. Persons at Stage 1 think about
avoiding punishment or'ea}ning rewards, and they defer to

authority figures with power over them.
Stage 2: The Instrumental Relativist Orientation

At Stage 2, right reasoning leads to action which satis-
fies one's own needs and sometimes meets the needs of others.
Stage 2 thought often involves elements of fairness, but always
fér pragmatic reasons rather than.from a sense of justice or
floyaltyj Reciprocity, a key element in Stage 2 thought, is a
matter of "you scratch my back and I'll scratch yours.”

THE CONVENTIONAL LEVEL (Stages 3 and 4) - ) o

Persons at this level value maintaining the expectations
of their family, group, or nation for théir'own sake and repard-~

" less of immediate consequences. Persons at the corventional

level show loyalty to the social order and actively maintain,

support, and justify it. This level has the following two
stages:
Stage 3: The Interpersonal Sharing Orientation

At this stage, persons equate good behavior with whatever
pleases or helps others and %ith what others approve of. Stage
3 persons often conform to stereotypical ideas oi how the major-
ity of persons in their group behave. Thgy often judge behavior
by intentions, and they earn approvél by being "nice."

Stage 4: The Societal Maintenance Orientation

Stage 4 thought orients toward authority, fixed rules,
and the maintenance of the social order. Right behavior con-
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Figure 1 (cont'd)

sists of doing one's duty} showing respect for authority, or
maintaining the given social order for its own sake. , oo

THE PRINCIPLED LEVEL (Stages 5 and 6)
At this level, persons reason according to moral prin-

ciples which have validity apart from the authority of groups
+ to which they belong. This level has the following two stages:

Stage 5: The Social.Contract, Human Rights, and Welfare Orientation
\\\u . Persons at Staéé 5 tend to define right action in terms
of general individual rights and standards whlch have been
examined critically and agreed upon by the soc1ety in a docu~
ment such as the Declaration of Independence. Stage 5 persons
stress the legal point of view, but they emphasize the possi-
bility of changing laws after rational consideration of the

welfare of the society. TFree agreement and contract bind per-

sons together where no laws apply. ’

. Stage 6: The Unlversal Ethical-Principle Orientation

. - At Stage 6, persons define the right by the decision of -

their conscience guided by ethical principles such as respect
for human personality, liberty compatible with the equal liberty
of all others, justice, and equality. These principles appeal
to logical comprehensiveness, universality, and conéistsncy.
Instead of being concrete rules, they are abstract ethical

principles.

. Moral discussiéns take place in two forms. The more
establlshed technique presents students with a hypothetical
moral dilemma which involves a conflict between two or more
moral issues,-e.g., the value of life and the necessity to

| obey the law or to respect authority. For example, one of
Kohlberg's classic dilemmas focuses on the issue of whether

4
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a husband should steal a drug to save his dying wife if he has

‘no other way to get the drug. Students discuss what the pro-

tagonist in the dilemma should do, concentratiné on the reason—;
ing for supporting a particular stand._ These discussions take .
place either in separate courses sevoted to moral development
or as part of social studies or literature courses, where the
dilemmas can grow out of the subject matter. The other form
of discussion focuses on real-life-student dilemmas which are
discussed as .students decide issues which arise in self-governing
units set up within a wider high school. - Students and staff
draw up and enforce rlles to govern themselves. Méfsl discus~
sions take place as the part1c1pants make rules and dec1de
what to do about infractions (steallng, disrupting classes,
cutting class, using drugs, and so forth).

Moral discussions focus on moralfreasoning in an attempt
to facilitate stage-change. Until persons can think at the
principled stages (Stages 5 and 6), they cannot fully under-
stand the principles behind the nation's fundamental documents.
Until they can think at Stage 4, they cannot fully comprehend
the societal-maintenance arguments on which a law-and-order
interpretation of the Constitution is based. The technique

~also has secondary ijectzves. Properly conducted, moral dis-

cussions and participatory gdvernments attempt to enhance-self-
esteem, teach knowledge of ba51c civic ccncepts such as ]ustlce
or law, and encourage the devélopment of democratlc values
attained at Stages § and 6. \ -
Critics of cognitive morql development ldentlfy a number - ‘o
of problems with the approach.\ Chief among these are the
following. Flrst, they argue that moral discussions can he
repetitious and will bore students if used to excess. Second,

_they point out that everyone does not accept the unlversallty e

of the stages of thought, and they further argue that some of

L - - v
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the research about the stages is qoest;onable. Third,
print to ‘the difficultie; of training t‘pieal classroom teachers
unfamiliar with developmental Esycholog to conduct moral dis-
cu981ons. Finally, they: pointito the ffot that'few materials.

many more will "appear in the fall of 197
Alternative Educational Pr;graﬂs
Alternatlve eduoatlonal programs refkr to the w;de variety
~of free schools, schools-wlth1n+sohools, schemes for de-schooling
society, and alternative educational progrims within conventional
school settings which have becoﬁb popular 'ince the end of World
War II. These programs develope in respon\e to critics of
traditional education who argued \that conventional schools had
failed to’ meet the needs of many §tudents. ‘\he problem was so
severe, these critics argued, that\ only a wh lesale reorganlza—
tion of schoollng could bring about the neces ary reforms.
Alternative educational programs are not ‘exclusively.
foqused on values education or on citizenship education, of
course. Yet values and:-citizenship play a large part in the
goals, courses; and administrative arrangements of these
_programs. Leaders of many alternative schools hope to improve
students‘ attltudes toward school, so that they will find the
educational program interesting and worthwhile. They have used
techhiques such' as valies clarification widely. But the major
* effect of these programs on values has been in“the changes in
organizational structure. Administrators and teachers give
students in many alternative schcols a genuine voice in
deciéion—making about ‘matters such as school government, the
curriculum, and the hiring and firing of teachers. These
changes alter the relationships of faculty and administration
-« :to students and. give students the sort. of resoonsibilitiés
that citizens in a democracy later face as full participants.

in civic life. | SR ' . , ]
Many alternatIVe educatlonal programs ~- as' well as some
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programé within convnntlonai educational settlngs - plaee
students in positions of responsxblllty in the wlder communlty.‘
Students serve as interns in civic agenqxes, work on" jobr a&s
part of a work-study pfogram, or take other parts of their
educational programs outside the school walls. Like the alter-
native edlcational programs within schools, these out-of-school
programs change the hidden currzcuTum in dramatic ways, aqg
these changes must affect students’ values.

Crities of alternative education point to several short=
cémings. First, it applies.to only a small percentage of
school students because it demands such far-reaching .changes

-*

in educational programs. Second, many alternative programs fail

after a few years, primarily because they are poorly financed
and supported or secause key members of the staff "burn out.”
Third, many of the programszdo\not stress basic ékills, partly
because students with a voice in curricular decision-making
choose esoteric subjects to pursue at the expense of traditional
reading, writing, mathematics, and citizenship'skills.‘ Fiﬁally,
many attempts in alternative schools to share decision-making
with students have failed, partly because many students do not

want to take responsibility for tough decisions involving -peers.-

Values ?rograms and Citizenship Goals
How do the four values programs described in thé second
section of this paper relate to the six citizenship goals de-
scribed in the first part? What aspects of education for citi-

zenship are unrelated to these four values programs? The third :.

part of this paper addresses these questions.
Values Programs and Participatory Skills

None of the four values programs &iscussed makes .a serious
attempt to teach the first two participatory.skills, reading
and writing. All four, of course, involve both reading and ,

17 ) | .
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wrgting'exerciees from time to time, but none makes improve-
ment in these skills a major part of their goals.' On the other
hand, all four stress listening and speaking skills when they
are properly conducted All involve dlSCUSSlon and a con~
siderable amount of student-to-student interaction. But the
degree to which this requlrement influences teachers to pay
explicit attention to the improvement of speaking and listening
skills is more a function of the individual teacher than of the
values program 1nvolved.

Two of the programs attempt to glve students direct experi-
ence in taking part in meetings and in assuming leadership
positions in ongahizations. Theé participatory governments
developed by proponehts of cognitive moral development are’
organized around small group meetings which involve one staff
member and a dozen or so students, and around town meetings
which bring together all the staff and students in a unlt
(typically 60 or 70 persons) to conduct bu81ness. This type
of organizatioﬁ pioyides direct experience with committees
and the democratic process, but it does not heip students
learn about representative democracy. Some alternative educa-

. tional programs aleg'utilize.;he town-meeting format, and some

set up representatiies'systems. And '‘a subset of alternative
programs gets at ways to influence deeisien~makens through pres-
sure groups or other forms of citizen action.

In general, noné of the valueSFeducatxon programs -takes
part1c1patory skills serlously enough. Each has its own values
focus and its own set of pedagoglca% techniques. All of them,
however, can he adapted to stress the development of barticipa~
tory skills by creative teachers interested in citizenship
education who hawe the tlme and resources to think the problem

- through and to develop techniques designed to improve skills

rather than only to utilize existing ones. The development

18
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of programs to improve participatory skills both within and
separate from values programs would serve a ‘vita] educational

.

need if funding were available.
Values Programs and Intellectual Skills

" Three valugs~education programs have particular relevance
for the development of intellectual skills: cognitive moral

. [y . [] - \ .
development, values analysis, and values clarification. None .

of the three does a very good job. Intellectual skills such’
as those previously described require full formal_opérational
théught on the Piagetign scale. No values-education program
tries explicitly to &evelcp full formal operatiocnal thought
in any systematlc and rlgorous way. But these three values

- programs may facilitate the development of formal thought

incidentally. All three gk students to identify problems,

to pose alternative solutl ns, to trace the effects of these .

solutions, to pather data, \and to come to conc1u51ons. This
style of thinking differs r&dically from rec;tat;on and
lecture, still the predominant teaching styles in Amepican .
schools. . Perhaps’ these valueé-programs will lead to more
formal thinking among school studerts, but we have no hard
research data to supﬁort such a bonélusi@n.

A program of citizenship education dught to take this

" problem seriously. Doing so-will require the development of

entire curridula in many subjects throughouf_}he years'of-

-sehccling. Cognitive development must be made'a_primary rather
‘than an incidental goal <~ and we know surprisingly little
“about ways to facilitate -tHe development of formal operational -

thought. Here the- society clearly needs money to.support
research. ;' ..

In the meantime, values programs (such as values analys;s)
which assume that students can think in formal operational

terms may have an 1nc1dental negatlve effect on self-esteem,

-
-
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' étudents‘wh¢ cannot follow the arguments in a session involving p
values analysis may correctly coﬁclude that the)\ cannot do the
work their teachers demand, leading to damaged sélf-esteem. .
Neither values clarification nor cognitive moral development
faces this dange® to the same degree as does values analysis |

- ‘because the former two'?vcgrams'ﬁ¥ovide opportunities for BTN
‘reasonable responses“by students who think at either copcrete \ . f
0perationallor early formal operational tholght. By doing so, (
théy may incidentally facilitate the development of the thcught .-
batfégns which values analyzers presuppose. . !

- In general,. no valueSHeducatiop program makes an optimal

contribution to the debelopmeﬁﬁ of the intellectual skills
demanded by full citizenship in a democratic society. But they
probably do a better job in ‘this area than recitation teaching
or lecturing.
Values Programs and Knowledge

None of the values programs speaks to th: kinds of knowl-

edge about political, economic, and social affairs_eSsential
for a full undérstgnding of the way in which'our society func-
tions. Noné provides guidance about what aspects of the social
. sciences should be included jin the school program. This failure
alone sharply distinguishes values-education from.citizenship
- education. : : '
One of the programs, cognitive moral development, does
, speak to the knowledge issue, but in a different way than
through the selection of content. Before persons can under-
stand knowledge of our society meaningfully, they must reach
at least Stage 4, and preferably Stage 5, on the Kohlberg scalé.
At Stage 4, persons have a full societal perspective, so that .
thé§ are able to take the viewpoint of others far removed in ' )
- space, time, or particular circumstances (Figure 2). This -per- T
spective is a prerequisite to khoqledge of how the society \

i - 3
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functions. 'Similaply, at Stage u, tﬁbught‘about civic or moral
issues opens the way to an understandlng of the function of law
in the society that a thinker at Stage 3 cannot comprehend.

Finally, since persons define concepts such as law or Jjustice *w;~-7

in stage-rela;ed terms, they must reach Stage 4 thought in crder
to be able to acquire knowledge of the definition of concepts

_which will accord with the definitions used by social scientists.

“Tigure 2 ‘ R

Levels and Stages of Persgective~Téking o

' Stage 2 . .

THE PRECONVENTIONAL LEVEL (Stéges 1 and 2)
At this level, persons have the perspective of isolated

individuals rather than of those who belong to a group or
social system. _‘b;a’level has the foldowing two stages:
Stage 1 ' J

At this stage, persons ‘Focus only on the11~bwn interests
and dg‘ﬁat think af(themselves as persons with responsibilities
to others or as persons who belong to a group. ~ . '

!

&

At this stage, persons still want to serve thelr own
interests but are able toﬁﬁnt1c1pate another person's reactlons.

Here there 1is wiflingnesé to make a deal to get what one wants.
3 « )

-

THE CONVENTIONAL LEVEL (Stages 3 and 4) BV
At this level, pénsons assume the perspectiive of members
of a group or of a sccxety. This level has the fellowing two

stages: . . ] .
Stage 3 - : .

At Stage 3, persons can see things from the péint of view
of shared relationships, such as carlng, trust, and respect, .
between two or more 1nd1v1duals who know each other. ‘
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‘Figure 2 (cont'd)

Stage 4 e
Here persons can take the paant‘&f view of members of a ‘

social system cr,nﬁfsaclety as a whole. Persons are able to
§gg,a~situatlon through the eyes of many actors, 1nc1ud1ng
persons in the socxety whom they do not know.

THE PRINCIPLED LEVEL (Stages 5 and 6) P
At this level, the perspectlveﬁls prlov to society. It

is the perspectlvgwgf-:nd;vxduals who have made the moral

commitments oh which a good society must be based. This per-

spective establishes standards by which a particular society

may be judged and by which persons may ratidnally commit them-

selvas to societal membership. This level also has two stages,

but. the distinctions between them are subtle ones which dd not

affect work in the schools. . ;

«

All four of the values programs teach knowledge incidentally.
They teach facts, generalizations, and concepts. They also teach
knowledge of a process of thought and of decision-making. But
citizenship education is far too vital a matter for American
society to be left to the mercy of incidental knowledge. We
need funds to help scholars identify knowledge essential for
citizenship and funds to help us learn how to facilitate the
develcpment of higher stages of thought about civic and moral
problems. B
Values Programs and Personal Development

Of the four values programs discussed in this paper, values
clarification offers the most promise for personal development.

b
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" Many values=-clarification exercises mix together questions
involving moral issues, issues of persconal preference, and
public-policy problems with techniques for improving self-
knowledge and enhancing self-géteem. With careful editing ~-
which the proponents of valués clarification recommend in

e 4 em——— e - o e e e

7vﬁwﬁﬂtheiﬁ”ﬁécks -~ exercises can be developed which contribute to

a single goal such as self-knowledge. Many students seldom
articulate their judgments about what they think, because no
one asks them to do so. Nor are they sometimes able to list
their best qualities or to explain clearly why they think
themselves worthy. Values-clarification exercises can help
them géin self-knowledge and learn to recognize‘tﬁéir strengths -
and weaknesses. We should support programs of personal develop-
ment based partly on values clarification and designeé speci~
fically to enhance self-knowledge and self-esteem.
Self~-discovery can also take place as incidental learning
in the other three forms of values education discussed in this
paper. Properly led, so that discussions focus around ‘the' con-
tributions of students, moral discussions can leave students
feeling that they have made a signifiqaht contribution to a
class by making a comment which their teacher or peers picked ™

-

J

up as a focal point for discussion. Students who think at

full formal dperational thoughk can have similar éxperiences

in values-analysis classes. Both the participatory governments
advocated as a part of moral-development programs, and the
governmental structures and close relationship with faculty
‘which mark the climate of many alternative schools, can also
" contribute to self-esteem and self-knowledge.

<# - None of the four values programs contributes significantly
to the third dimension of personal development -=- identification
with ‘one's family, ‘peer group, racial ethnic group, reli-
gious tradition, 'nation,-and the esgggirheritage of humankind.
Ny ‘ . :
f , // ‘. *
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- so many are alienated from the government and the society . 2
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Thls identification can be fostered by encouraging students

oy :
IS e LB

to write family, ethnic, religious, or community histories and

P

by making such topics the core of expérieﬁces in parts of
history courses. Personal identification should form a key i
part of citizenship education in a period in:our history when

- which it represents. Educators need support in this endeavor. N

Values Programs and the Development of Democratic Values -

Of the four values programs, cognitive moral development
has the best claim as a systeﬁiéhich helps to develop spéci- '/
fically democratic values based on principles enumerated in S
the Declaration of Independence and the Constitution: justice,.
the dignity and worth of the individual, equality, llberty com-
mensurate with the equal liberty of all others, and the greatest

good fbr the greatest numbey:——These principles undergird
thought at Stages 5 and 6 on the Kohlberg scale. Students
choose these pr1nc1ples to guide their thought only after they
have passed successively through each of the earlier stages

on the scale. Few high school students ever reach Stage 5;
they leave school thinking primarily at Stage 4 or Stage 3 --
the “two ‘stages which also characterize the thought patterns of
most American adults. Many educators would be delighted if .
all students could be brought to Stage 4 thought, a stage which
stresses societal maintenance thfough obeying the laws which
all of .us have made through the democratic process as the most
reasonable way to secure liberty and freedom. We need support

“in order to launch programs directed toward this goad.

Values clarification accepts the relativity of values. So
long as values have been derived through tﬁe seven~step process
described by values clarifiers, one value is as gbod as another.
It is possible, theoretically, for persons to choose undemocratic
values as the end result of the seven-step process. But if
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Many values-clarification exercises mix together questioﬁs ,
involving moral issues, issues of'personal preference, and
pubiic~policy problems with:&echniques for improving self-
knowledge and enhancing self-esteem. With careful editing -~
which the prcponents of values clarification recommend in
their books =- exer01ses can be developed whlch contribute to
a single goal such as self-~knowledge. Many students seldom
articulate their judgments about what they think, because no
oné asks them to do so. Nor are they sometimes able to list
their best qualities or to explain clearly why they think
themselves worthy. Values-clarification exercises can help
them gain self-knowledge and learn +io recognize their strengths

and weaknesses. We should support progriams of personal deyelop;.

ment based partly on values clarification and designed speci-
fically to enhance self~knowlédge'and self-esteem. .
Seif-discovery can also take place as incidental learning
in the other three forms of values education discussed in this
paper. Proserly led, so that discussions focus around the con-
trlbutlons of students, moral discussions can leave students
feellng that they have made a significant contrlbutlon to a
class by making a comment which their teacher or peers picked

'up as a focal point. for discussion. Students who think at

full formal operational thought can have similar experiences

in values-analysis classesﬂx Both the participatorv governments
advocated as a part of moral-development programs, and the
governmental structures and close relationship with faculty
which mark the climate of many alternatlve schools, can also
contribute to self-esteem and self ~-knowledge.

None of the four values programs contributes significantly
to the third dimension bf personal development -- identification
with one'smfamiiy, peer group, racial or ethnic group, reli-
gious traditiom, nation, and_the common heritage of humankind.
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This identification can be fostered by encouraging students

"to write family, éthnic, religious, or community histories and

by making such topics the core of experiences in parts ol
history courses. Personal identification should form a key
part of citizenship education in a period in our history when
so many are alienated from the government and the sgciety
which it represents. Educators need support in this endeavor.
Values Programs and the Development of  Democratic Values

‘ Of the four values programs3, cognitive moral da%elobment'
has the best claim as a system which helps to develop speci-
fically democratic values based on principles enumerated in
the Declaration of Independence and the Constitution: justice,
the dignity and worth of the individual, equality, liberty com-

mensurate with the equal liberty of- all others, and the greatest
good for the greatesf number. Tﬁese prd eipiés undergird .
thought at Stages 5 and 6 on the Kohlberg scale. Students
choose these principles to guide their thought only- after they
have passed successively through each of the earlier stages

on the scale. Few high school students ever reach Stage 5;

they leave school thinking primarily at Stage 4 or Stage 3 -¢
the two stages which also characterize the thought patterns of
most American adults. Many educators would be delighted if

all students could be brought to Stage 4 thought, a stage_which

stresses societal maintenance through obeying the laws which

‘all of us have made through the democratic process as the most

reasonable way to secure liberty and freedom. We need support
in order to launch programs directed toward this gcad.

Values clarification accepts the relativity of values. So
iong as values have been derived through the seven-step process
deseribed by values clarifiers, one value is as good as another.
It is possible, theoretically, for persons to choose undemocratic
values as the end result of the seven~-step process. ButAif

<
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values clarifiers would stress personal development and elim-
inate moral issues from their exere;ses, they would sxdestep
the values- -relativity issue. u

Values analyels does not focus so much on the development
of valués as it does on the role of values in perSonal decision-
making. As persons examine vmlues in the process of making.
de01510ns, however, they are exposed to new values positions
which may cause their values to. change. If they do change in
a more democratic direction, the change represents incidental
learning. It would be useful to learn whether values-analysxs
exercises produce stage-change on the Kohlberg scale. Funds
are required to generate this knowledge.

Participating in community meetings, either in alternative
schools or as a part of a program in cognitive moral development
centered on a-participatory governmental structure, should pro-
mote the development of democratic values through the hidden
curriculum. Students-learn about equality and about the dignity
and worth of the individual because <each pereon, staff member
and.student alike, has equal rights and casts one vote in
decisions. They search for just solutions to the everyday-prob-
lems of the school so that justice may become a part of their
thinking. They learn that to achieve-persenal freedom, they
must recognize.the equal freedom of the ethé} members of the
community. Finally, the principle of the greatest good for the
greatest number plays a large part in the deliberations of stu-
dents in community meetings. |

Developing democratic values will not necessarily lead to
a greater amount of moral action, however. Belief is one thing,
action another. Several variables in addition to one's values
influence how one acts in a particular situation -- whether a
moral issue is clear, whether one acdts alone or in concert with
others, whether there is situational stress, and whether one

~
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has a strong enéﬂgh ego to act on prinefbles‘even when others
‘act in different ways. The belief that new programs of moral
or values education will automatically affect behavior in such
a way as to prevent future race riots, Vietﬁams, or Watergates
has no research basis’ 1n the social sciences. Improving‘c1ti-
zenship in a demccracy Wlll require much more than spending a
little more money for wvalues-education prcgrams in the schools -~
although.such an expenditure would help, For example, additional
funding would help us to learn more about the relatlonshlp of
thought and action. _ ‘
Values Programs and Citizenship Action 4
The-mcst'widespread and effective programs of citizenship
action are not part of the four values programs discussed in’

this paper. Instead, they are programs specifically designed
to foster good c1tlzensh1p and to make educatlon more relevant
to students by relating it to work experience or to community
actlon. Some of these action projects might be improved if
they utilized ideas from the values projects. .Clearly, citizen
action and values education are complementary programs which
should reinforqe each other. Several proposed citizenship-
action programs have been unable to obtain adequate funding.
They should be funded if the society expects to make progress
in this promising direction.,

Organizing Programs of Citizenship Education
" In this paper I have suggested a number of areas where
funding is required in both values education and citizenship-

education. Other members of the profession would probably
suggest different or additional funding needs for specific
research or intervention efforts. At the same time that these
separate efforts are taking place, the society should establish
several centers, each authorized to develop a full program of
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citizenship education. These comprehensive citizenship-educa-

~tion programs should have six interrelated elements.

First, they should extend over many years of schooling.
Students attain the six sets of goals specified in this paper
slowly, : No minicburse, no one-semester course, no l-year
course will do the job. Instead, cltlzenshlp objectives must

- be worked into the entire curriculum throughout the full range

of schoollng if the society expects to reach these goals to
the greatest possible degree. ,

Second, a comprehensive program of citizenship education
must extend well beyond the social studies courses, the tradi-
tional home of civic education. Every discipline in the school
can enhance persopél development. Every discipline can facili-

' tate the™development of formal operational thought. The entire

instructional staff can make participatory skills an explicit
curriculum goal. Reading teachers and writing teachers can
also play a vital role, Cltlzenshlp education is far too vital
a matter to be left exclusively in the realm of the twelfth-
grade government course.

Third, a comprehensive program of citizenship education
must change the hidden curriculum as well as the overtrcurric-J
ulum., The hidden curriculum invelves all the instructional
and administrative arrangements from which students learn in.
school. These arrangements include the ways in which teachers
conduct classes; the ways in which teachers and administrators
use their power to sanction or praise;Aand the ways in which
the sheer size of large, impersonal schools affect student
learning. In many schools, the hidden curriculum denies what
the students.learn in their formal classes. Student governments
lack the power that elected bodies possess (according to the
civics textbooks). School rules are made éﬁtocratically in-
stead of through the democratic process studied in government
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class. These'conditions .emphasize the'importance of change ' “ﬁ%
in school—governance structures if full programs of citizenship
preparatxon are to succeed.

Fourth, a comprehensive program of cltizenship education Y
mustaznclude an intensive, long-term teacher-preparation pro- '
gram. Traditional teachers will have much to learn -- and to

E T TR

- unlearn -- in order to become effectzve.citlzenshxp educators.

. They must learn to encompass new objectxves in thelr traditional
lists of goals.. They must ass1m11&t¢ new teaching techniques.
They must absordb a new philosophy baﬁed.on research which many
teachers know next to nothing about; And they must learn to

- relinquish some of their traditional power to community meetings
where each person -- teacher and student alike -- has one vote.
These requirements suggest in-service work extending over several
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years as comprehensive citizenship-education programs evolve,
and they suggest programs which cyt across department lines and
include teachers, counselors, administrators, and parents. - "
Fifth, a comprehensive citizenship~education program
requires new curricular materials organized for citizenship
goals, particularly in social studies and English. These new
materials should provide sequential and cumulative learning
experiences throughout the student's school career. Althcugh e
these- cirricula do not now exist, a psychcloglcal, philosophi-
cal, and educational rationale for them is at hand. In addi-
tion, a large number of curriculum artifacts developed by the
curriculum projects of the 1960s and 1970s can be adapted to -
the needs of citizenship education e .
' Finally, a comprehensive proggém of citizenship education
must be evaluated carefully. This evéluation should extend to
all six sets of goals outlined in the first section of this
paper. A truly comprehensive evaluation uill follow samples
of students well beyond their high school cérgeps. Citizenship
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educatioﬁ-can'he-ﬁfoclaimed éuccessfdl only if the students
who participate in it become more effective citizens than those *»

i

&
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