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: Abstract

« Many who see a risis of values in the United States 1ook to the schools for help.
_They £ind in the\history of American education two main approaches to values education.
One is the search for a common core of values that can be taught directly. . Since the

time of Dewey, however, this approach has been much criticized for its reliance on

' ~ indoctrination arid for its bias toward the status quo. "As an alternative, critics

have emphasized the second approach which :mphasizeq‘critical discussion of moral
dilezmas. This approach has been condemned, in turn, for its lack of commitment to
a wvell-defined moral code and for its lack of effectiveness in ensuring moral behavior.

In this paper, studies of values education in other industrialized countries are -

selectively reviewed. This analysis contributes, by comparison, to better understanding

of U.S. schools and at the same time furnishes a list of promisingvpractices that might
.be adapted to American aspirations. To these ends, eight assertions about values
education are analyzed in light of research and development 4{n moral, civic and values

- education. . '

o
L}

Assertion 1: No institution with education its primary aim cah be value neutral.

Assertion 2: Countfies ¢iffer in the values?which charactetize'their political
. cultures. Countries also differ in the values they seek to feach in scboo;.°

 Assertion 3: No Western industrialized country has had a uniformly high level of -
£ success in transmitting civic values.- . Subtle incompatibilities between what may seéem
pésitive,goals exist, and approaches‘stressing rote and ritual appear to be countér
productive. ’

Assertion 4: The learning-of values is strongly 1nfluenced (sometimes in unexpected
ways) by many factors which are outside the control of educators and educational
policy-makers,,such as national culture and subcultures, economic structures and
unique historical.events. . ;

» « LI,

Assertion 5: Ngéwithstinding'the {mportance of nonschool and. nationally 1diosyntrgtic:
factors,_educational policy has been somewhat effective in bringing about dqsired‘
changes .in values. ’ J "

Assertion 6: The lezcing of values in school is not Jimited to mandated programs of

moral and civic, education. Stnudents also learn values (such as cooperation, rights

of self-expression, respect IOT cther persons, and respect for authority) from the

ways that schools embody these values in organization, teaching, and social climate.
}

Assertion 7: A number of nations have developed curricular goals (and associated

. materials) to promote common core values. Goals in some countries give more importance

: to collective welfare, in others more to individual benefits {though no country
completely neglects either). Some of these goals and materials are worthy of our .
consideration (e.g., those relating to teaching about internationally recognized human
rights). . . . .

" Assertion 8:. In industrializedusdciétles, television and other mass media have an

.important and often negative effect on yourng people's yalues. Educational programs
could have a positive effect on student ynderstanding and usage of media.

s

°

The Commission 1s urged to give extensive attention: to values in its repoft--to do
otherwise would contradict the -assertions documented in this paper. In particular,
the Commission 1s asked to put together 2 coalition agenda--a description of values
that ought to be learned in scheol, together with tne actions needed if these values
are to be embodied in educational practice. Such an.agenda would serve to stimulate
dialogue and action among interepted groups. A major issue for such an agenda, 88
for this pazper, is how to reconcile striving for consensus with tolerance for dissent.
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Virtually everyene ngrees that yalues are important ‘in educntion.1 The

ngreenent‘usuelly ends{there, however, leeving many perplexing questions.g,-'

What, values are learned in school? How much influence does the school have on

values? Is it possible for the school to be neutrsl with respect to vnlues?

Are values best taught explicitly or can one count on implicit trsnsmission?

Is it feasible nnd desirable to make intentional chnnges (through national

policy or otherwise)nin the values transmitted through schooling? Are problems

e

in values educntion best nddressed by parents; teachers, school boards. clergy,

{
or academic philosophers or psychologists? How can groupe with dispnrste

conceptual clarity. but nlso the fact that individuals interested\in this

values, best communicnte on these issues? None of these questions have ready

._nnswers.ﬁ Obstacles to nnswering them include not only lack of information and *

problem hold their own values and hence phrase their questions in different

ways. - In short, reasonnble people differ in their nnswers:to'questions about

values educstion even when fsced vith the same information.

Thus. the/truth of nny generslizstion .about vslues se.ms continuously open

to debnte; Consider, for example, what it means to ssy that there is a crisis

%

v

'in values. While there is widespresd agreement that there is such a crisis,
. Langerak (1979) points out that there are no fewer than five contrastiag views

of it. Fot some the problem is one of nntiweting individuals to act on the

velues\they hold. Others bevsil the decline of support for, traditional values.

A third group blames the Criei' on ignorencs among individuslo of the way in

"which vnlues shape not only.their behavior but that of others.

A fourth group
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attributes the crisis to rapid sgocial and technological change which has made

gaxisting‘skillo in analyzing values diffioult to epply. Finally, some see the

values”shaping their behavior. ' ” .

-

probiem as one of‘remaining committed to;one‘o own values while at the‘snme
tine.?ecognizing the pluralisn of values in society. -,
lccording to Butto\(l980), this.crisis nns been caused by an erosion of
the civic values necessary to sustain a balance between cohesion and pluralism
in society. Values which once supported the political community have become

corropted, he argues. .For example, freedom has become anarchy: "No one can :

tell me.what to do." Respect for privacy has become privatism: "No one can

‘ask me to justify my~behavior."

Empiricel Fesearch also shows Cluse for concern. Sigel (1979) found that
American high school seniors associated democracy almost exclusively with
individual freedom ond that for many it was little more-than a slogan. Few
stugents understood what it meant to apply democratlc principles to solve |
political conflicts. Levine (1980), ugsing Carnegie survey data from the 1070's,
characterized this generation of collegeﬁotudents as clearly more ooncerned for
the 1ndividuel than for the community. Hedonism and duty to lelf were the

-~

Opinions differ on the role that schooling hns played in this crisis of

\

'values. Courses such as civic education and curricuIar objectives with strong

values arid moral components have long been an explicit part of ochool programs.
Recently, there has been resurgent criticism of values education for being
poorly practiced and widely neglected (anitch 1980, to name only one).
Colleges and universities have been condemned for their ‘narrow concern with
ncndemic values (open-mindedness, respect for the pnst--lee Maguire, 1982),

and for being willing only to help students "greop" or "ocrutinize" values

while shying away fron "fostering" "ohawing". or even "modeling” values

(Lnngernk, 1979).
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EE? Approsches to Values Education in the United States
Bistoricslly, it is possible’ to distinguish between two approaches to '
. values educstion. (1) the search for 'a common. core of values to be 1nculcsted

and (2) the attempt to. influence values indirectly, with emphssis on critical

[N F—— .
f enslysis and with avoidance ‘of methods which might appear to , indoctrinate.
| -
‘ Search for a common core of values. This approech-has characterized
I Y
‘{ émericen education for much of its history. According to Elson,'the textbooks
| , : , .
w ' of the nineteenth century, . . .
. ' made no pretense of neutrality.” ¢ They take a firm and
‘ unanimous stand on love of country, love of God, duty
o ' - ~ to parents, the necessity to develop habits' of. thrift,

! honesty and hard work’. . . the certainty of progress, .

1 the perfection of the United States. (Elson cited in

! Yulish, 1980)

j In the early 1900's character education was in vogue (Yulish, 1980) A 19ll
report of the Ndtional Education Association gives a.sense of the values the
school was expected to impart: bedience, honor, trustfulness, cleanliness,
honesty, séif-cbntrol, justice, and patriotism. According to this report true
individual freedom could be realized only after society's values had been
internalized. - '

. : More recently Edelman (1975) examined the educational mandates of the

fifty states and found almost universsl inclusion of loyslty and patriotism.
He pointed to many anti-Communist and pro-free enterprise themes, ‘ané concluded
that students in public school$ still receiveo 'an extended exposure to 8 civil

religion « « » which cannot help but-have a limiting effect on the possibilities

 for change in the belief systen" (p. 98);‘ In contrast, others have argued that

the federsl Curriculum development grants in t. = 1960's vere uoed to undermine

treditional values and promote “gecular humnnism (see Nelkin, l977)

3

Two recent attempts to reinvigorate ‘the teaching of a common core of

values may be found in progrsms of lsw-releted educstion and in publicstions'

1.
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of the American Federation of Teachers. Educating students about the lavw a5 a

common core of values is a long revered tendency in American social studies and

history courses. About fifteen years ago several organizations comprised of

av-relsted education

both'educstors and lawyers began to deveiop programs called 1

~ 4
for students 4n elementary and secondary &chools. Often cosponsored by state or

local baxg associations, these efforts have for about ten years been coordinated

-

onally hy the American Bar Association.
-related education in the U.S. Office of Education has

nati

A study group on law

defined the aims of law-related education &6

R

co- - giving people an adequate base of knowledge and’ training’

" about the law, the legal process, and the legal system

their general education, enables them to

and effective citizens (USOE, 1979, . X

?

that, .as part of
be more informed

¥iid). -
'become more knowledgeable about the

A°Ch

1t is not. only intended that individua

propriat respect for the law. A wide variety

law, but also that they develop ap

of methods including discussiohs, case studies, role playing -and the analysis of

news reports are used; and an equelly vide'range of topics are treated. Many

tress aspects of the law which are closely related to citizenship

g

programs
(e.g8.» what it means for a society to operate under the rule of law, the nature

of the U.S. Constitution, how laws are made and the role-of jhdicial review)

Other programs focus on technical aspects of law (e. g., vhat due process means)

-~

or on basic concepts such as authority and responsibility.

The American Federation of Teachers, critical of what it perceives to be a

cltmate of increasing relativism in schools, has recently begun a series to
"reotore values in educ“tion H this series takes a core values approach. Four

the AFT pubrication Americsn Educstor will be issued, each

‘and newspaper articles as

supplements toO
,suggesting the use of folktsles, art, literature,

g for discussion of four traditional values: responsibility,

starting point




honesty, courase, and eompaloion. For example, in the winter 1981 issue,

excerpts from The Bible, Of Mice and Hen, and The Yearling as velL-a- the po-m.

"He Ain't Heavy, He's My Brother" are recommended for discussion of the value
responsibilitx. Bibliogrephies of other £11m and print resources are also
g;ven; This oeries echoes attempts in the early 1900's to use& the study of
literature. to promote character development (Pietig,_1977) N

The search for critical thin ng v 1thout 1ndoctrination. Two concerns

about the‘inculcation of common core values are often voiced. The first is
that otndents'will be indoctrinated rather than encouraged to examine and :
h‘?jchoose values. What will happen, it 1s esked, i1f methods used oucoessfully to

- 1mpa;t agreed-upon values gradually become the means,of 1ndoetrination for

other more questionable values? From this perspective, 1ndoc£rination is broadly

and pejoratively construed ‘of*envwiehout clear definition). The teacher who il
tells studentSunot to cheat on examinations may be seen as 1ndoctr1nating.  The

' oecond concern 15 thet'the values which are most ‘1ikely to be 1dent1fied as ®
“"common core' are those which support the political end economic status qng,
obedience to euthority and belief in free enterprise and the market economy are
- s s .
examples_in point. These concerns are not new. John Dewey, in getting
forth hi; ideas about mora} education 1n,the early 1900's, was reacting against
what he saw as blatant 4ndoctrination in charagtef;eduéation and; 4{n particular
against requirenents that students memerize creeds di slogans. © '
Dewej oeaieved that moral education ought to stimulate students to
reflective thought on problems of pennonal -and moral -ignificence (Hersh,
Miller, and Fielding, 1980). The {nculcation of virtuous treits, po matter how
pooitiye they misht nppeer, could not be justified. .
Rather than etudying fixed rules of couduct or personal

poral sentiments, students stiould ‘explore the ways in
which men are bound together. (Pietig, 1977 p. 175)
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“The question is not what to do, but kow to . )

Dewey himself stated it this way,

' : decide what to do" (Deweyﬁ 1893, p. 56). Dewey also recognized the influence

“hidden curriculum.
(

of what is often called the " No matter how often children

~

are cxhorted to support democracy and justice, if the organization of the_rchool

, {1e moral education of students will suffer.

-

is euthoriterien. Devey ergued

mmunity, both inside and

Cooperative group activity end a gtrong sense of co

outside -the school, are essential to moral education in his view.

.Prominent in the recent~paqt are Kohlberg's .
n led

&

Dewey has had a number of heirs.

theory of moral development (1976) and the movement for values clarificatio

by Raths, Harmin, and Simon (1978'9.3 Kohlberg's theory of myral development was
initially conceived as a theoretical, position in psychology‘without regard for

its‘educational implications. Kohlberg was reacting against learning theorists

whose view of morality--mere habit and anxiety in face of temptation——he

thought too limited.‘ In contrast, Kohlberg viewed the individual faced with -

moral dilemmas as progressing chrough hierarchically and eequentially organized

—— - ’/.
R (kgjtages of judgemqnt. From this perspective, the “individual at a lower stage

R ~—— 9 : “ . b
' o judges an ection as right ox wrong based on expected punishment or reward, At g

< ~ the higher "cnnventional“ ‘stages, the individual,ie,respgnsive to social

jndividuals make judgements
g

definitions of right and vrong, at the highest stages

- ¢ .
based on principles of justice which might even be in contradictism with societal °

T
mores or laws. - Progress from lower to higher stages is thought to be irreversible

timulated by exposure to & higher jevel of moral reasoning, one which

and to be s

'conflicts with the individual's current jevel. o,

Kohlberg's theory has been trensleted into progrems of -oral educetion.

Teachers have been encouraged to question students in order to stinulete complex
® . thinking about moral choices and conflicts. The aim is progreee thzough the .

etgéee of moral development, and the {deal method is a kind ‘of Socratic dialogue

=Y ) -




grounded in riipect for justice, Justice is thus a core ﬁnlue for Kohlberg,
but one to be addre:sed indirectly. This ppprotch to moral cducation has
incorporated not only Dewey's concern for reflective thought but also his cnll
for ltudent practice in playing social roles. Kohlberg's programs often take
place 4n what is called a Just Community School whexe decicions are made by _ -
students through direct dcmocracy, accompznied by discussion of the everyday .
dilemmas in which value conflicts can be found.

Although many have found Kohlberg's ideas an admirable approach to moral
education ir a democracy, there have been criticisms both of the underlying
thcory and of its educational applications. In particular, Kohlberg & approach
has been ctiticized for failing to distinguish right from wrong even in clearcut
4{ssues and for being too little concerned with the relation between moral
judgement and moral behavior. Peters (1978) argues, for example, & that when a
wvallet is stolen, the victim is rightly more concerned with the act itself and
with the issailant's 1ack of adherance to conventional morality than with whether
the assailant is able to justify his behnvior in more orflest rational fzshian.

Educators have also criticized the approach because of a:fficulties .
experienced in training teachers to conduct poral discussions aecording to the
tﬁéory; the £ru§tratibn some teachers feel at being asked to ereate‘mnrsl
ambiguity and conflict in the minds of their students; the long period of time
pefore change is observed in most atgdeﬂtt; und‘thékluck of a clear relationship
between discussion of problems and ébanges in behavior (Hersh, Miller and
| Fielding, 19805.,3 .
' In his early work Kohlberg spoke very pegatively about inculcating any

Yhag of virtues" nnd criticized almost all approaches other than his own a&

indoctrination. But more vecently, he hns recanted in part: o

¢




1 now believe thst the concepts guiding moral education must
be partly “indoctrinstive)! This is true by necessity in s
world in which children ‘engage in stesling, cheating, and
aggression and in which one cannot wait until children reach
the £ifth stage in oxder £O deal directly with their noral
tehavior. (Kohlberg, 1978, p. B2} * '

Peters (1978), writing before this r#cnnt;tion, suggests that Fohlberg's

approach would be moTe valuable 4n education if certain basic yules NECESSATY

for maint:enipg social 1ife were aiso recognize& and 1ncu1¢ttcd-—ke¢§1ng one';”'

promises or contracts, prcsarvinz'pnblia and privnte propert?, n@t‘ltcnliﬁg,
¢ruth-telling and consideracion for others.
Yalues clarificaticn, proposed byxnathé,ﬂnrmin, angd Siﬁbn,‘rtprzacnts.an

even mtionger reactfon. sgainet the teaching of :pecificcwalﬁe: or virtues.

Classxoon dialogue (often in the form of gemes) is used to help children, first,.

to rccdgnize thelyr own values; second, to cxnmina'zhese values; and-third, o
exprass commitment to those values which they have &aéidad‘argw“gpaﬁ for them."
The rclntiviﬁm of this approach hn# been welcomed by some tcacﬁcts who felt

uncamfortabla sdvocating values for which éommunity consensus was lacking (ot -

&
L3

'yzrceived to be lacking}. This approach has alse nppiattd_ s

attractive to many who believe that values :réfaert»ttutcment; of yéf:ogal
prefexence which cannot be jdstiiicd by philosophic oY :éi&ntifia re;spningf
Recently Oldenquist 4n the Barvaxd EducntionAneﬁizw {1979) has :trqmzly
| cr;ticized poth the Kohlberg xpproach and the values cl:tificntiom‘appréngh by
comparing zhtm;unfavofnbly to ;%e ZOQﬁwyntrwmld vieﬁs of L:i;tetia in the - f

1yf chomachean Erhic".

{These recent approaches] agree thme what they tnll noral
education ahould be non-directive; it is zll zriznt to
explore opinions or teach methods of woral raasoning,
but nothing should be taught 28 wight O STODL « » & «

1 am fairly certsin that Aristotls would complain that
the ultimate effect - » » < would be to cause ¢hildxwn
to think that morality is serely a matter of utjebatable
personsl feelings and that moral reasoning Jeadx to

S
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pothing but dilemess . . . . Thevalues clerificsrionists’
visw of human nature 18, 1 beldeve, actuslly dapgerdus « - o
fur it can lesd young peopin/fo think thes what they :
reflectively want ix #£11 thét needs to be considerad.

(p, 243-242) -

ﬁldtnquiat,rcdcfinasviﬁd@@trﬁﬂ;&i@ﬁ in prder to linmit 270 g%cffﬁiﬁ%td@gz
. ’Q - ’ ‘ . ® -
: Traching without presenting evidence £or opinicns er
' 4ndicating {as best one can) how they have besn v
arrived xf. T L S ,

Presenting a value porition on which there g
digagreement a8 though it were generally a@sepéiﬁg

Teaching moral views wirhout onsiderisg srudent
responses or allsowing discussion. ‘

Pretending that_émt is being objective or gé%aiiy
neutral when one is subtly inculemtding one’ s ‘ovn
values. {pavaphrased from Oldenguist),

#

B - . . = vrk . ;
In contrast to this sort of indootrimation, which be agrees O be wndesirable,

Oldenguist proposes Maiysreive moral education” which premotes rergone] virsues

such &s courage, the williggness o work for what

such as fairness, honesty, aud the shandonzent of wislence and thefx. Thene
if xozlery ig £o ke even winimally seic

yalues, he srgues, are nECLEERTY
S

- " .
and watisfying. .

The recent history of wmoral eduzaticn i the United Stmzes zay thus be

5

viewed as a series nf serions snd rt:@:i@mswwi@d@@t:i@xﬁi@m of moral content

and norms of behavior followed Ly & yeaction which has atrespted :&'aw@iﬂ

1nd@@trimatiéﬁ by esphasis on the process sather than the content of moral ¢

reasoning, followed by a resction which seeks agrersent on ar lesst & sbort

1ist of "virtues” perceived an necesssry for the survival of snciety.

American sducstors are perhaps at & talance point. Hany are srrvactel by

the notion of a search for suze comeon aocial values, yet eoncerned about the

dangers of indoetrination. Hany alps find sppesl in the idea of progress

b

cne wanis, &0 morsl arricgdes
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towverd priocipied thinking. but sre concerned that wverbal juatii:cttion'pay uat'
jead to morsl batavior. Hence, several gut:ent agyraachx; discussed Iater $n
this papsr sty wrlectic, :n%;tﬁi {o iafizc::anﬂ wiile icttgtiﬂt F 3 :hart Iist of
pasic core values. This trand swong those who write aboux education ucuid
tigt!tz t:o& wte usﬂ:;pr;gé debate song adutmtsonal yalicx&mttii agd, .
praviitioners

The Tii!xiﬂf!l ol & Coggtra:iua
Pcf gt.:ive oo values Edut ticn

joterastionsl trade in educat sonal ideas has been lmportsnt a; least since
lhg widsie Ages. In the Hni:a&‘S§;xc;, as in othex councri:s; aducstion has
been vaticusiy influenced by deveicpuents ip other astions. Sumetimes imports
and cational modele have xouf 15 coexist, theredy incrasning the cdncatimnal
Aivet gty i which ADETiCans take Ygucth pride. For axapple, the model of the
Cerman aniversigy ir the 1sie pinstesnth centuty helped bring about the
1;1:@515&:@&1 of reeesrch uniut*sititw to the United States. Todsy univgreities
ptinﬁtiiy devoted Lo besic researct wtill th:tt rhe-field in tb: E. S, with
orthetr mot#d indigendus suatitutions of higher wducat fon, much as the jiberal
sris coliege ang the land grant universivy. ) ;

The sducsticos! practice of other pations in general mnd aspecislly those
argoente which {ulluence the acquisition of values can b visved 48 a seriee
of Bl'u7i¢a¥ cCeutying t:pgrinzn§t-with wariatfon in prganization and varistizn
33 iﬂf~4@gx. for sxanple. Twd specific sasulrs can be sxpected from =
eraingtsne of this wariation Ap values gducstion. First s & better
e ratsading Qf how walues aducation in this :ounzry k£ L into » brnndet
contaxt. wWhat, in ou? approsch to waiues sducation. s ;utpriniﬁg Lo pETEODS
from othet countrins? What is unusuRl uboﬁt‘auf nppronch? Ara thc:e unusunl

wiemwents wiill ealusble, oF ¥t!! they bttttr tuiznﬂ tg an ars vow past?
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ﬁcun@, one may hope te find préomising practices 41 other nations which mignt
be ;di}:us! to our use without damsge to oux cultural hatit:n:e.s‘
i

A start touard sewing Aserican sducation in this way can be fom‘d in
smerican Education through Japanese Eves, a book compiled from the obsetvicions
madle batwsen 1966 and 1968 by ‘three highly select groups of Jipmué taachers

. .o - L

who observed families and schools in the United States (Bersday and Magui, 1873).
Whatevar the achué} might do to produce & noral in&ividuui was of great interest
to these teschers. Their cbservations suggest that the American school has
‘ digtinctive festuras; in the words (:f‘&nt ﬁu{:}\et:
1 4id not observe iny instance when & teacher or principal
administersd discipline to a group as suclt, JIo Japan we ¥
start first with group discipline, teaching each child how
to behave as & member of a Eroup + » + In Japad it is
first the group, then the {ndividual; in the United States it
43 first the individual, then the group., Do I understand:

correctly that if you discipline the 4ndividual, you do not need
to discipline the group? (Bereday and l-!uui. 1973, p. 28) ——

These Japanese observers noted that American homeroom teachers paid °‘veiy listle

attention Lo group splidarity put "behaved like a wman in charge of traffic on

. the atreet” (p. 53). The Japanest were puzziad that, in & country already 80
lbrdi.vetse, the main atfenpl was to foster individuslisn and more diveraity rather

than to build a common spirit.

Ehe§ verz alsc surprised to discover that there was :.:m ,;péc.ific plan in
most schools for teaching values such as bonesty, tnpecf and kindness. '
Teschers viz:ﬁwbm they spoke aven sesmad purcied by quextions raised regarding
thess MALTaXE; Oue conversation went like tﬁit: |

How are you' carrying out woral education in ihe school? =~
Vell, we teach geography in the first year, the hiitgxy of

the state in the second year, and Aperican history in the

third year. . «

¥o, 1 do not mesn that. 1 would 1like to know what kind
of guidance are you giving, fer exaxple, in the
association of boya and gixis?

A




Oh yes, that 1- a problem for the fanily and we do not
touch that ,m school. : ‘

But =0 leng A® you &re engaged in cducation I suppose
you consider desinblc images of man, do you not?

E Hell, maybe. Cput each community may have different
rcquitmntn v‘hich differ from school to school.

Do you pot have mything 1ike common objectives in .
iducaticm'l ‘ ‘ '

1£ you 111:0:, we might say :hat ‘democracy is a common
o’hjncti.ve. (p- 34)

The Ja;;mue ttacher; were especially frmtrated by x.he {nability of Awmerican .
sducators to articulate an idul image of tcciety (athcr thm that it was
democratic\ and not nocinlistic) or an ideal :smge of the type of studaut
parsona}.ity they hoped to fcrm. It was the experience of thc Jupaneu th:t
such an ideal Iimage need not have a religious base but certa:lnly should be
' nr;icﬁhﬁ}d and consciously mcorpouted in the organization of the school lt:ld
the actionu of teachers. |
- These observations, while impre;sionu‘tic? highlight: certain‘ underlying
assumptions of American woral education (e.8., that it operates rather
informally and that it ;tre;tt: individualism). Thair indicate that a systematic
examination of aducational practice in other countries might well prove still
pOTE imightfu?l. It is theref:;m; :I.mpé:rtant to ask how rsceptive Anpericans .
would be to thh analysis. .

For nnrlv one hundred years there vu a considcrable tendency Smong
Americans to view our educution-l ny;tm'n impact on civic or moral values a3
responsive to unique hin;or.ic and cultunl circumstances and to claim

-upcriurity for Anericnn nf.hodt of civic and moral education. Reform was not,

therefore, thought to require nerious attention to the practice of other pations.

In 1899, the Camitue of Seven of the Amarican Historical Association conducted




& study of education in Eorope. Although they identified some promising

. practices, they éonelJted that “"German and French schools regard pupilsfas

subjects rather than citizens, while English instruction was chaotic and

ontitely lacking in ettention to civil government” (cited in Hertzberg, 1981, p. 13).

in:fect. by the late 1800': two trends in the United States had made our
lchoole‘differeut from those in Europe. The fizst was the spectacular growth
%,' of the frze public high school: under local coatrol, financed by taxatiqn, and
/open to all. This inetitution differed redicelly from the nbre centralized
" {(often religiously controlled) schools in Europe, which provided one type of
‘educetion for a minority of univereity and profeosion-bound students and quite

another for the mass of ‘workers (Hertzberg, 1981) The secood trend was
nassiveﬂvaves of immigration. Under the assumption that a family
A from & foreign (and perhaps hostile) nation was in no position to inculcete a
common American thue system, the “school was gtven ;reetly enhenced
» responoibilities-both‘to "civilize" and Americlnize. Q"Only vith the loboring
.and immigrant young oafely in class . . . would prosperit%>continue end freedom
survive" (Bersh, Hiller and Fielding, 1980 P. 17). - a
These differences between education in the U.S. and other nations have now
- eonsiderably decreased.” In the last thirty years the educotionel lyotems of
Heoter; Europe have been faced with strong demands for public secondary education
equelly eveilebie to ell regardless of lociel origin. In most netions, the
- sducational systemt have responded to this demond with substantial growth in
;leoondery school and university enrollmente as well as longer periods of
compulsory schooling. - )
Within the last twenty years, theucouotriee of Northern Europe beve also
taken in many innigrento-elpeciolly vguest workers" from Southern Europe.

Iy

Some schools in Sweden instruct students in ten different lenguages “4n addition’

L~
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to teaching Swedish as s second languige. In -ucﬁ cases, expLii::lt attention '
has bern ;:l.ven to problm of wmoral and civic education for the m;ranti.

At the -ane;t\ine that problems of education :I.n other nat:l.on- have become s
:lncrus:lngly simi.ar to ours, Americans have becone nore and more dissatisiied
with the values taught and not taught in school. As 8 renult, we believe, \there‘
4s now and wili be for some time an :anrusing aud:l.ence for studies of | o
educational practice in other countries. In this paper, 'ﬁe ex‘amine several p
types of studies (both those comparing several other nation- n;d ‘studies within
a single nation) u they benr on eight usert:l.ons about values education. This
amlys:ls is- limited to the :lnduttrhl:lzed coun’ ::I.es, espec:lally ‘Germany, Japan, . g
Britain, the Soviet Union, Sweden, and Canada. LT - L

- .
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Assertio

" wihich are laden with values.

XY 15

& Eight Aaaertioce About Values Education

n 1: No institution with education as its primary aim can be value

peutral (this assertion applies to inatitutione of higher education as vell as

to elementary and secondary schools).
[}

No systen has, in fact,,tried to b2 value neéutral except in very limited

spheres of . educative action. Ueetern countries, like their ideological

opponente‘in the East, have spent substantial portions of their budzets and

devoted extenéive;attention in curriculum guidelines #o social education with

explicit value goala.6 The Council of ‘Europe has characterized this social

education as having cognitive aims (awareness of generally accepted values,

norms,. standards and goals),'affective aims (e.g.; moral commitments to

>

human’ rights and fundamental values such as tolerance, cooperation, democracy

and justice), and behavioral aims (e.g., ability to take a stand and tolerate

argue analytically)
b; no means limited to such

the views of others, ability to

i But the achool'a role in teaching values is

explicit intent. Education by ita very nature inplies thertaking\of atands

Teachere'concider some things worth learning

and others not; some atudent behaviore constructive and others not;. some

pedagogical practicea ueeful and othera not. Even in the most cohcerted

attempt to practice neutrality (as in the Valuea clarification movenent),

values are aaaumed' these include, for example. the notion that discussion

‘ of values is ;ood and has beneficial consequerices and the idea that the

values of the student are as worthy qf EOnlideration as those of the teacher.7

Schoola and teachera are ‘peutral at times, but only in a circunacribed

sense. In the United Statea. public achoola have been conatitutionally

enjoined from teaching anything that would amount to an establishment of

ot
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reli;ion. In France vhere teachera range from conservatives to comnoniata,
teachers are forbidden to discuss ‘partisan matters in the classroonm; at\the

same time elementary school educatora, at least, -are encouraged to teaqh

'loyalty to France s dzmocratic invtitutiona.8

! The enforcement of this double duty in France (or elaewhere) is problem-

“atical and the extent to which such a prescription is taken seriously varies.

For example, one empirical study of French secondary schools found that

.teachera.in the achools of leaa preatigioua academic status (the colleges of

general education or CEG' ) werenwrelikely to observe this neutrality than
the teachers in the elite university preparatory schools (lycees)

For instance, we have observed violently anti-gaullist

. history teachers in the CEG's give lectures on the Fifth
Republic which in no way suggested what their real political
preferences vere. Similarly, in a CEG located in a
Communist atronghold, ve saw the principal, a nember of
the Party, call the police to remove demonstrators who
‘were carrying pro-North Vietnamese signs within a hundred
yards of the school, because such an expression could not

~ legally be done so near the school. (Schonfeld 1976,
PP. 38—39)

International studies (the IEA aurveya)9 have ahoun-that teachers differ

4 .

_from country to counfry and from ianue to issue in vhat;they consider

acceptable to diacﬁss in the classroom. Some moral stands were regﬂrded’as
appropriate by a great najority of the teachers aurveyed in nearly all the
Wertern industrialized-countries atudied (West Gernany, Finland, Ireland .
Italy, Netherlands, New Zealand, Sweden, and the United Statea) For e
example. the idea that teachera ahould be free to” opeak out against raciaf\‘“
diacrinination in the claasroom vas endoraed by more than 80% of the teachers

in each of these countries. On other issues there vas conliderable Variation,

as the following list indicates. Three percenta are ;ivenr-the sountry other .
th!ﬂ the U. S. with the hi;heat percent of teachers laying a teacher should be
free to efigage in a particular,activity, the country with the lowest percent;

and the corresponding figure for the U.5.10 ’

o 19
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i , .
Allow the distribution of fres enterprise literature
_ ) put out by the stock sxchanges or pational chamber of
, ;ounerbzzlnd banking groups: Sveden, 96%; Italy, 56Z; -
oSo. P f .

. Allow ;theists to expteskwvicws before school classes:
L West qernnny.,951; Ireland, 42%; U.S. 70%. .

Speakiout against Fascists and objectionable or unpopular
polit§c11 groups: Netherlands, 72%; Finland, 1823
u‘s‘ voz‘ : . )

. A Argue%againit-censoting of litetatute'by those who feel
- _ it 1sxconttovernial or immoral: Sweden, 74%; Finland,
26:; v-s.. 631‘ - .

QExplain Teasons fot‘ptefetting one party over another

in a hationaljclection: New Zealand, 36%;-Sweden, 7%;

fp.s..‘azz.

JSpeaﬂ‘out ag&inst the government: West Germany, 48%;

‘SVEdqn’ 8%; U.S-, 4210 : : .

| i : ’ o :

Argue that labor unicns should be further regulated or

controlled by the government: Ireland, 44%; Sweden, 3% , ~2-
UOSIJ 41:. . o '

Speak out in favor of nationalization of large ptivateiy
' owned industry: New Zealand, 37%; 8weden,_51; v.S.. 30%.

Speak favorably about Marxist communism and circulate
appropriate material: Netherlands, 44%; Sweden, 2%;
u-s-‘:’ zsz‘ V )

When te-anies to these issues vere combined in a scale measuring the
desirability &f teachers discussing lensitivcbillusl in the classroom, the
results showed that Finnish and Irish teachers péhaldered relatively few of

’ these 1llues-ﬂpptdpgia;g for classroom dilcu-lion“threal teachers in West
. R |
|

Germany, New ?ealand, the Netherlands nndfthé~gnited States were relatively

receptive to #he discussion of such {ssues.

'Tcachetliin Sweden were unusual in showing wide variation from issue

to 1--&&. Thﬁy reported vcfj high viliingncnl to allow atheists togcxprell

theit views, to argue against the censorship of literature and to aliow the
: |

ﬁ;;ttibution of stock exchange Jiterature. They were less villinggthnn

4 . i .

2U




‘particular,political party, opeoking out in favor of an industry's
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teachers in any other pation studied to favor explaining preferences for a

» eagh

pationzlization, speaking favorably about Marxist communism or speaking out
against the governuent.: o

K Student reports on whether they were encouraged—&ofixprell their own
opinions in the cleooroom tended to confirm these teachero reports. Finnioh
students reported low levels of encouragement while otudentl in West Germany,
Ireland, New Zealend and the United States reported high levelo.‘ Lo

Up to this point, our analysis in support of Assertion 1 has relied on

the explicit aims of schooling and teachero -elf-reported values. These
sources of data do not take into occount the sxtent to which the reality of
ochooling is different from its formal aims &8 prencribed by educators or
others. The values actuelly taught frequently differ from the values
ostensibly advocated. This point is particularly important when one looks
at how oducation sorts people into high or lower statuses in society, in .

other words, when one considers schools as a factor which influences .-

©  who gets what job. ‘Schooling is part of a vorld in which some children become

~

corporate lawyers and business executives while other children becomerauto
workers and secretaries. Value acquisition is one alpect of this process;
students gradually and more or less thoroughly learn values characteristic
of the occupations they enter. In addition, they  acquire some values
vhich ore shared more widely torouéhout society. . |

This process can be seen from two different peropectives. The school of
tﬁought called functionalism oeeo society best represented as o'coherent,
organic vhole. Functionalists see ochoolo'teachiog values which
are widely shared and which are deemed useful in keeping social groups

vorking together. In contrast, ‘another school known as conflict theory sees

~

21




L

a e

. society il a field of contending gioupo vith diffe;enotintoroltl and different
values. This ochool of thOught puts le:o cmphnllo on shared values.’ o
According to confllot theoriotl. the ot;cmpt to teach | horcd rolucl 1; -

* ordiuarily an attempt ‘to 1npole values which favor dominnnt ;roupl. In an
' cxlnple of this sort of onnlylis. Anyon (1981) in a study of the trettment
of labor relations in seventeen American high lchool hiltory textbooks chnrges
that the textbooks devolue confrontltion and diolgnt nnd overemphasize ‘the
positive results of bargaining and union—mnnlgament cooperation.
! {chever of these pointl of view one adopts, the school is viewed os o
a major factor in the teaching of valueo, whether or mot the values taught
" are omnes which differ from group to group or ones whicix are more widely shared. '
For functionalists, the process has positive-consequences since the-values
learned oontribSEe to the harmonious working éé society. Conflict theorists S
enphasize the negative consequences, seeing the process as one io whiobo |

diqodvantaged gtoups lgaro to accept inequities. Neither side sees our oocieqyﬁ

as one in which chiidren choose their own volueo.ll

, ’ . ’ 1
.’ Assertion 2: Coyntries differ in the values which characterize their

" political cultures.l? Countries also differ in the values they seek to teach

in school. ' . : S

Even among Western indultriolized countries, there are 1mportont
diffcrenceo in the values of adults. Yor example, Hofstede (1980) has
reportoé,on a ourvey of 3000 adult employees from 40 countries:

In the U.S., Britain and other English-speaking countries,

respondents stressed motivation by personal, individual =
’ success in the form of wealth, recognition, and self-
actualization. - .

' )
. . g '
>
.
. .
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In Japan, German-speaking countries, Creece and some
. Latin *gountriu, respondents stressed motivation by

personal, individual security in the form of wealth
and hard _vork.

\ In France, Spain, ‘Portugal, Yugoslavia, Chile and P
. certain other Latin and Asian countries, respondents
: vere motivated by security and belonging; to them
¢ individual wealth vas less {mportant than group
: solidxarity. ,

In Northern European countries (especially the Nethe}lands -

and Scandinavia), respondents vere motivated by both
success and belonging; they valued not only collective
success but alko the quality of human relations and of
the 1iving environment. (p. 376) )

When ten :houl;nd ﬁniversity students in ‘eleven c;unt;ie- were sampled
by Klineberg, Zavalloni, Louis-Guerin and Ben Brika (1975),,‘t'hree relatively
distinct orientations were 1§entifi¢d. The firlt b; "nntionaliut‘; vas
characlterized by_;oppdl:,ltit;n to limitations-of pnational sovereigaty,
perceptioi: of the need for 'control of imigx:atibn and distrust of supra- |
" pational organizations; it was most typical among Tunilian'%md Nigerians.
l'l'he second orientation, gllled '&ntefnationalist" combined attitudes
favorable to immigration, the ¢limination of utiomiim, cnd the establish-
m‘mt of strong {nternational organizations; this'otiantution' was most
& chaiacteriutic of Aultiia, Japan and Spain. The third vorientaticm \nl:
somewhat :lx;tcrmedin;e; it included some hope for the slimination of
nationalism along with some distrust Qf world xbwment and some support for
limitation of migr;tiot_:; 1t was most typical of the U.S., ¥rance, itnly, :
Yugoslavia, and-Australial>

A series of papers by researchers at Stanford University provides
considanblcn {nformation about the values that countries ‘believe it ﬁporcaﬁt
to teach in -chn_nol. Their analysis ill :kd on the cxplicit ains of
nduc;tion in approximately 13G countries as stated in the UNESCO World Survey
‘of Education in 1955 and 1965. The aims of sducation were classified under

»

-
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the following tvelve categories: (1) pational development (u:eéaf sducation
to build an integrated and coherent natién), (2) economic development (use of

oducatian for collective economic and technical dtvelopnent), (3) individusl

4
”

d:vglnpnent (use of education to halp an 1ndividual reach ptrnonsl goals for
" self-uxpression and self-development), (4) individual vncntionnl devalopment
(helping an individual £ind a place in the nconamy), (5) ndvonacy of
dtnocrlcy (ya:ticipaticn in the procos- of poli:icnl rule), (6) furthtrancn
| of world. citiz:nship (nducatiou atucd at world in:ggrstion and lpprcciltian

of the internationnl comnunity), £ promstion of squality nnd-nquzlify

" opportunity, (8) pitivation of ldyslty and patrioti:m, (9) the te:ching of
‘ hupeﬁafic economic i eologiel (such as socialisa oY coununity), (10) advance-
"’ment of religian, {11) promotion of local eammnnity cohesion, :nﬁ {i2) ;hg» |
Tuse of education as prepnration for alite pasitionn. Econcmié dcvclopmeng;
national developmtn: and 1ndividull development were the most favorad ains
" (appearing, respectively, in 57%, 52% and 39%-of the 1965 tntria:). These
’frontrunnéruﬁconsiderably outranked other plau:ible choices, such as loyalty
and patriotism (27%), §ndividual vocational deveslopment (26%), and democracy
(24%) (Lanford and Fiala, 1981).

Weeren (1972) surveyed offici-l statements of educational polic;
regarding moral education in th: v. S., the U.5.5.R., !runct, Canada and Japan.
Although these statements are now st least twalve ysars. old, some of the
b:p-d cpnpnrative findin;u ars undoubtadly ltill accorate. Thi; rgngnrchar

found coﬁsiderublc sinilnrity crc:u~nntionnlly—~in the recognition that moral
education is an important function of the public schools, in certain of the
" common values advocated (c.;.,krcgpnct and concern for otﬁttn}. and in

ﬁid-;ozical approaches. However, there ware slso substantial differsncas:

The United Statas stresses gndividuality and fresdom far
more than the Soviet Unionm, which pllCtl much greater
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;umphntix on service to the community. Quebec distinguishes
itself from all the other societies by incorporating
religious and Christian values into the mozal objectives of
the pubdd school. {(Weeren, 1972, p. 38) )
T Alex Inktlts (1980) haw anslyzed the political eulture of the ¥.5. fron
' 1 h;stsrical 9er;yqative. He argues thatl CONCERpOYATy sociel science evidence
strongly supports the continuity afqﬁiitinetivaiy American charscteristics
. ‘ | ,
first described by such nineteenth century observers a8 de Tocgueville and
Martinesu. _Th¥:¢ qua;izits include pronounced pridﬁ in country, ;elf“rzlian@ey

snd sutonomy, willingness to engage in veluntarism, trust in others, sense of

efficacy snd optimism, innovativeness and openness o new ¢xpeziinzis*

pistrust of muthority, and equality in rights before the law. Inkeles adxits

that there is no comparable body of evidence to say why there has been such
aoatiﬁuigy vdegpite massive changes in the size and compusition of the

populasion « « » tevels of aducation . . « pRtterns of residence snd . .

forms of work.® However, he suggests that edueation has been Important im

sustaining these values:

My owm vesearch in developing countries, sole of which are
now at the stage of development the United States was in
around 1890, shows cleaxly that ‘attendance at a modern
school is the most important single factor in inculcating
in young people a sense of personal efficacy and of openness
to new experience, a spirit of self-relisnce, and & striving
for independence frow traditional authority-—all of which
we have identified as elaments of the Amzerican national
character., If this happens in less developed countries now,
it very likely happened in American schools earlier.
(inkeles, 1580, p. 38)

it 4s important to note that Inkeles does not see continuity dn all mepects
- \\

a . /b .

of American national character: he £inds in the U.S. incressed tolerance of

diversity and deviant behavior; & decline in the ethic of hard work,
temperance and frugality; ard a Tecent srosion of confidence 4n the countey's

2

joscitutions.
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Assertion 3: Xo Westarn dndustrinlizad country s had & unilormly high

level of success in transmitting civic walues. Subtle incompatibilitfes
batwasn what may ssen positive goxls exist, and anvroaches stressing rote

ard ritual agpear to be counter productive.

Dur qvxdlnﬁt for this assertion is dravn from & ten-nation study of civic
sducation conducted by the Intirggtzonal &s:a:ittibn for the Bvaluation ol
zducntioé;g'ichitvzuuﬁt‘tizh)iffbrnay. Oppenhein and Farnen, 1975). This
association is & :oq:ar:ium of :ducttioh&l resesteh fostitutions in mome
forty countries. It has worked togethsr since the sstly 1960's to vonduct
cump&rativt surveys in a to£££ of cev%n school subjects. The dats for the
civic sducation study were coi!tct:d in 197].

in designing this study, an {nternations] committer collectsd matzrisis -~

 from participsting coustries describing the objectivas of civic aducation,

The reports from all countries put 30 much #irsss on artitudes and values

that about half of the final instrument was devoted to these outcomes. All

itams were :ranul:tzd and hack translatad and axtansively pilot tasted
{Oppanhein iud Torpey, 1974}, The resulting questionnaires and LABLE were
ansvarad by 10-year-olds, l4-yaar-olds, snd studants 1o the last yesr of pre-
university sducation in the Federal Republic of Gersany, Finland, Iran,
Irelsnd, Israel, Italy, Netherlands, New Zealand, Swaden, and the ugitcd'
States {aithough BOt wvary country tasted every sge group). 1

The stritude scales for this survey were factor analyzad sepavately for
sach age group in sach natiom. The clustariong of scalss was vary similar 1o
sach pationsl proup, forming thrae meaningfu} clusters. The firms cluster

values and included scales meapuring apti-

’ﬁll termad aupport 2or democratic

authoritarianism, support for women's rights, support for civil libarties,

and support for nqua&ity.' The second cluster focused on Buppors for the

]

‘3
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national govarnment and included scalss to MARUTR svalustion of and

‘parceivad reaponsivenkss of the nationsl government along with im? of

policical efficacy. rhe third clustar was termed givic murnt&:ruciguion
and fncluded scaler seasuring participation o civic acrivitiem, political
discussion and interast in current svants on telwvision. This clmt,fr:.ng

cxn be interprated as in the folliowing axsmple: studapts uﬁo ware high
scorars in snti~authoritarianiss tended also to bs high on othar scalss in

the clustar zouumiﬁ with support for democratic wvaluss; in contrast,
koowlwdge of theiy acores ou scales in that cluster did not sllow an sccurate
prediction of how they stood on the scales in-the other taro clusttri,

Tre' countries were then comparad on thué thrae clusters in order to
find put whether any of these léuuunnal“kyltm vas succassful in fostaring
ail thrae clusters of student attitudes. We found that there was no country
3o which studemts hcd;m sverage score that was sbove tha :ntcmtinull iun
on &1} threx clusters, plus the civics }mwhdga test that was administered
at tne saxe tiwe. AmOng l4~yaar ~clds, the countriss in wghich the aversge
jevel of suppors for damocratic values vas above the wean for sll countries
turpsd out o be helow the mean on support for pational govermment and civic
iﬁtttu:.fpauiéinum. In other words, thome coumtries which affectively
sducated children toward support for valuss such s tolerance, antir
suthoritarisnize, and aquality wers less affactive in prowoting support for
the pational ;avurnimt and intsrsst 1o civic plrtic;yttiou (and vice versal.
Yor sxsmple, jhk-year-clds in the Netherlands had the highest score ou the
i::gwhégt cast and & high level of support for democtatic valuas. Housver,
thasy intersst in politicsl dincussion was lov as wall ni their support for
the vational government. Io contrast, 0.5. students sxpressed strong

positive fealiings shous the nationsl govarmsent and it Tasponsivensss Lo

~ 3
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' citizens; they wers :ntcrnud :Bx wrucipntim* put they had a relatively
low leval of lupport for dmcrutic walues {thu Iwut: of all the cuuntr:tn
4n thair support for womsn's rights, including thu :uht to vote nnd run fnr
offiu}.. | | |

.
*

¢ ,m. the TEA studies used & ragrassion analysis of student differences

within the gountry to dcternim which educational prncvi.ul ware céutistmtl:} o

-

related to high scoras on cognitive and uttituﬂiml outcoaes. ‘The pradictors
of group diffarances BCTOBS countries wrt wrprflingly similar. Home * '
background (pr:hurﬁy sncimcnnmic t:atu:} vas & undnutely_pﬁunrful.
pradictor of 14-year-olds’ scores on the cognitive test of civics and of
snri-suthoritarianism n-.nrn ir all countries. After the effacts of home”

g
a group of prcdﬁcw:t uhiz:h could he cﬂled urning ‘conditions was exanined.
The ancouragement by teachers of uprnsians nf opinions in t:he clunracm
{s messure of :hmiram clizmte) was pouit:wely relatsd to high knawlcdgg
scores and less ‘suthoritarian nttitudcn In cam:uu;. students who reported
extensive practice of pntriat;:tc ritnnls in the clanoun {(®.8+» nluting t‘l;e
flsg, singing patriotic songs} vere hn knowledgeable and more tuthoritathn.
Both of these practices (muam'ugmn: T EXPress opinim and use of
patriotic rituals) vn‘e aimilar, however, in thut they were comiltent
pt;dic.tcr: of grester participgtion in pol:ltiul discussion across countx'in.
Finally, in several counitries ‘tudmta v’ho reported ntmive use uf printed
drill ‘materials vere less knowledgeable and tonwhnt more mthoxitarun.
In abm't:. school experisnce in thase Westsrn cmkttri.n dm see £C wmake & h
dﬁfn’mm in civic :dueuicm since thess learning cond!.ticn warisbles vere
ni;nif.icwt pudict.oru sven aftar thc dfccts of home an:ksrmm.d ;nd type

of school (academic or vocational) hud been controlled. .

3

packground, A&g¢€, n:x, type. of school, and tjrpc of progran had been cantrolz.:d, |
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Classrooms in the U.S. \‘ferc‘upccially 1ikely to practice patriotic
rj.tual (e.g., saluting the flag). American iuchcu were also more likely
thun those in other countrias to btlicva that students should have active
political experiences in school (c g., discussion of issuss, political
debates and working for the politicul party of their choicc as a part of a
school *projcct) .

These findings suggest that the promotion of pntriotic loyalty and
acqniting the sort of knowledge measured on the IEA t.utl do not ensure that
-:udmt: will becone -upportive of democratic values in the sense of baneving
in equality and the rights of citizens to be critical of -govcment. In
fnct, the data lead one to suspuct that stﬁn on patriotism may actually
hnrn nuppcrt for civil liberties. | o | |

There i: a ttrong -pelief in American pulL*ic;l culture that pnri;icipnt:[on
i a critical part of democratic citizenship. The lack of corrilaf.ion |
between int;rut in paxticipatmn and either knowledge scores or scores
ﬁﬂiut;ng ‘that the govetmtnt is respcnsive to citizen action is one of the
most depressing ﬁndings of the IEA study. This finding may indicate that |
purticipntion is cnx:gnd in as a kind of game or for rulon: of sociability
and not because the participant uxpcct- it torh'mn xmch influence over

government or knows wvhat its influence may be.
) ‘

v

Assertion 4: The lnrning of values 1s ltrongiy influenced (sometimes in

mupccted uny:) by uny factors ‘which are outsida the eontrol of c&ucacors

_and educational policy-qakurs. uuch as nltional cultura and subcultures,

AN

‘aconomic structures and unique hintoricalvnvmts.

/

.

Jlgam While Japan is increasingly known as 'a land of high ach:ltvunent

v in reading, mathematics und other acadenic subjcctl (Vogel, 1979), it 1s

2
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. moral education that Cummings (1980) singles out as the outstanding feature
of ,‘thin educational system. In a country undergoing unpa:allclcd ‘technological
development, this tradition of woral educatioh remains a distinctively
Japansse enterprise.

t In the 1880's, after a short period of less lnpbaiis during the initial
developaent of Western-oriented reforms, moral education was reaffirmed as a
preeminent concern of Japanese education. This‘copccrn was embodied in an

"Inpcrial Rescript, a ievered text which thereafter all students had to

mezorize. The Rescript mandated virtues to which many would still
subscribe: harmonious fmily_ relations, benevolence to others, diligence in
the pursuit of learning, modesty and moderation.. Hwevei‘; this text was also
used to promote nationalism and unconditional loyalty to the state. Hence,
after World War iI, moral education was abolished as a separate subject: the g
occupation authorities i;xd many Japanese thought that it had contributed to

-ilit;rism and was hostile to democracy.ls ‘ 4

Af_terﬁyegrs of debate, the Ministry of Z_ducatibn {n 1957 decided to

.make moral education once again a separate subject, 45 minutes per véek. in
élementary and middle school. Cumnings (1980}, who spent considerable time
observing this special'clnss,admits to cxpgcting the worst: "dull Confucian -
texts,"” vgermonizing."

Much to my surprise, the class had no text. Rather at the

bell, one of the students turned on the television at the

front of the classroom and for the mext fifteen minutes ve

watched a short drama. Aftervards, the teacher and the!

students joined in & discussion to try to identify the

£ 0 moral lessons contained in the drama . . . - The lessons)

exphasized furndamental matters such as the value of life,

the foolishness of fighting, the importance Qf friendship,

the problems of old people. Actually, mo dr conveyed

a specific message. The lesson was developed through the

‘ subsequent dialogue of the teacher and the students.
’ (pp. 115-116) B

ERIC - ' o , I




'c\minu concedu that these chuu by themselves would accomplish

little vi::lle Sh:laehlre (1979) clains ther. the uorel education chis is often
preeupted by ecednic lubjects. But norel educetion pervades other lchool
activities as well (Vogel 1979; Cu:nin;c, 1980)
i . Expected standards’ of pehavior are high, but e:pli'cit‘

punishments are used less than guiet but clear expression

of disapproval. Students, in their regular group sessions

for self-reflection, are expected .to talk about their .

inadequacies, as when they are mufficiently considerate ‘

of each other and of school. On matters coneidered to be

serious, like smoking cigarettes,: “teachers.are 1ikely to

visit the student's. famidy or to call the parents in to

the school « « » ." (Vozel. 1979, p. 178)
C\min: 3 euert: that Jepenese families have become morally permiuive in
nﬁy respects, gxpecting the school end outside 1nst1tutions to sct etendards
for their children. )

Could one expect the u.me tesults if one used similar soral education

lessons in an Axerican school or llf one adopted the same uorelistic epproech
to all the school's uctivit:les? The ensver is elmost certainly no, for the

exphasis on -érel educetion etenw fron end is congruent with dictinctive

N

aspects of Jep;n'ese culture “and hiltory. 'rhough reputedly strengthened over

the past qentury by 1nt,en:i_.oml borrowing fron the West, this educational
:ystem has characteristics 'which are neither easily changed by Japanese
éolicy-makere nor euiiy imitated by educators in other countries.

The euphl:ie-on soral sducation, for exmple is a unifeetetion of the
Japanese preoccupetibn with torrect :mterpersoxul reletionlh:lpl and group
solidarity.: According to leiccheuer (1977) 6the priority given to group
effilietions 4s the most important cultural difference betveen ‘the Jepanese
and Vesterners., To be sure, the di!ference is pltt "myth: Anericans’ see
thenselves as :I;ndiv:ldua‘.l: more than the 'fecu would warrant; the Japanese do

the reverse (Reischauer, '1977):

‘./""‘b
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3

_ with the occupetion euthoritiee. 'r‘neee conditione made’ pouible educational

and wﬁet statuses.

29
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A group phyer [in Japan] is obviously more epprecieted
than a solo star and tean spirit more than. dndividual

-

azbition. Where the American may seek to emphasize his - . =

_ independence and originality, the Japanese will do the
reverse . » o . Cooperativeness, reasonableness “and undei-
standing of others are the virtues most admired, not ’

T personal drive, forcefulness and individual self- : -
. assertion. (Reischauer, P. 135; see also Shimahara, 1979 . - o+
! chap. 2, "Group-orientgd society") :

In Jepen'e 'Meconbﬁy , the ;roup orientetion hu been refiected in .

»

relatively low labor wobility among firms epd in the practice of gloment

fot life. 7A1thou;h not as widespreed as Veeternere have eonetimee been led

to believe, “the letter prectice has important coneequencee for edueetion.
'l'o the extent that one's first ¢ choice of empleyete is definitive. lifelong
exployment increases the importance of educetion (and the values learned).

In other words, education is enhanced as a determinant of who ;ete what jobs

" The group orientation has roots deep in Japanese history; it exemplifies
the extteordiury continuity p,f certein aspects of Jepeneee life. Uorld

VWar 11 wvas /e rare break in thie continuity. A country, which into the 1920'

seemed On belance to be developing toward a petlienentery eyetem on the
ﬂeetem model, turned instead twerd nilitery dominetion end fjreign e.xpeneibn

" as a response to the vorld economic crisis of the 1930's (Reischauer, 1977).

The total defut of Japan in thie ettenpt vas treunetic. ‘ Turning against

he discredited wartime luderehip. the Jepeneee were willing to coo;}g_ete

end social changes diecuued briefly under Auertion 5 belaw.

‘ Q_ngl;. Cenede 4s another country vbere culturel. dnstitutional snd
historical feetpre have created an educational system which, thou;h
apparantly einiht to that of the United States, is different in inportent

respects. Some of these differences result from a lack of a strong pational

3o -
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- e 1dcnt1ty. Some vould argue that Ctnndn hu Onc political culture, but others
: 3

uc two (!‘rtnch and Englich). ten : (one £o: é‘ch province) or even more’ (for

the differcnt cthnic v8). ‘l'he fngmgnting pull fron othcr connttiec is -
ltrong. " From the nouth the United Stnten cxcrciuc cgrut :I.nflucnce and
d.nspiru widespread ruentnent because nf our cconomic dominance. Ties to
‘. Britain nnd France are also :tnportnnt due to the cultural cffinitics b.crn of
o™ uni;ntion and earlier colonial pcriodc. Yet, here too, chere_ip ambivalence
crining _‘frmn the desire to assert a distinctive natd.onllity without having to
give up tién.

Canadinn schools reflect th:ln :lw-to-unergc national identity. 'fhe
federal govermnment in Ottawa has plnyed ctill lcu of a role in Canadian
sducation than the ‘federcl government in Washington has played 1n the U.S.
Unlike American schools .Ccnadinn schools have traditionally placed iittle
stress on nationalism. As of 1974 Statt found that Canadian children were |
awvare of theh" nationnlity. but le;a {deological cbout it than Americnns.

. Chntcuill (1980). nor.ing the e.xiltence in aearly every high school of a
V couru on Oanndc and the U.S., concluded thnt "fcw know so much about their
| 1medinte neighborc nnd s0 iittle about themselves" (Churchill, p. 9).

Canadian ties to Britnin nnd the United States have been documented in
ctudiec of children s political cociclintion. Studies of children'
perceptions of political authority have found the Queen to be ccpechlly
important. These studies clso found xhat (as of several years ago) the U.S.
President was more rcvered by the children of CInldl than were members of
the Cnnndin& Parliament (Carroll. 1976). Thil latter finding spuks ctronsly
for the importance of nonschool factors and particularly the media in
influencing the pol‘iticni perception: of children. Efforts by Canadian

cducntorn"nnd educational policy-makers to overcome the fragmentation of
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Canadian political culture raise issues common to other countries and dealt
vit_h under the n tﬂ-a_ggcg::lon; .namely, to vhat ntitit can policy change

aspects of the ‘éﬁbﬁfﬁeu’iue vhich may no longer be desirable?

[ e 2 |~ . " .
Assertion L H Not#ithstanding the importance of nonschool and nationally

id_iolyncntic,fackors, educational policy has been wu‘gwhat effective in

bringinj about de_rircd changes in values.

1
I

In this aue}rtian, we are conc'euied with three interdependent issues:
one is the effica;cy‘ of movements Acon'sciously directed tmgafd ‘o'cial change
and aspociited chinnge; in values; _the second is the contribution that
edﬁcaiﬁim and ed&clt;oml policy make to théu changes; and the third is the
effect of foreign models on this eduéational t;ontribution.

Japan. 1f }apancse policy—makeri in the nineteentix centutt'y had decided
that Hesterﬁ c.uli;tu:e was so different from their own that they had nothing
to learn frﬁn thée West ~the history of Japan and indeed the world would have
been different. <]‘.n blitt\ more than a century Japan has responded to. contact
vith the‘ Yest byé changing from a primarily -feudal country (ccrtaiply advanced
in some rupects?, but without 'th‘e resources of Hei"tern‘technolqu) into a
prime contender ;‘Eor the planet's most technologically a&vanccdwnﬂtion. In
this rush of ch;f&xge, the Japanese have developed # system of s_chéoling which,
by some :l.npor.t‘m‘:t :I.ndicatori. is the -ost‘ouccéuful 4n the world. "Iheu '

+ dndicators 1nc1uéde: | B
Stri 3ng.‘n.y high levels of academic achievmcnt (the best
record of any mation in comparative international studies’

of mathematics and science; see Husen, 41967; Combey and
Keeveq. 1973). : : '

‘ One oﬁ the lovest levels of i11iteracy in the world J(Jess

than one percent); with an adult population that is
N ”unuu*lly motivated to read for further learning (Vogel, 1979).

) o 344
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The highest proportion of esch age cohort completing
secordary school and university (Vogel. 1979).

This is not to say t.bat all indicators are pooitive.w Many observers
Invo noted tbc exceptional level of dissatisfaction uoruud by Japonue 7
1outh (age 18—26) in an ‘4nternstional Gallup survey ‘of eleven countries in
1972. In Jopan 74% cxpresud dissatisfaction with their society as compared
to (in the next highest countries) 362 in the U.S., 35% in Sweden and 342 in
Vest Goruny But it is hard to know how seriously to take thic dissatis-
faction or how such to blame it on the lcbools. 'The percent of Japanese
students expressing diuotiofoction vith tho:l.r schools was. nuch looe: though

still oubotantiol-losz (the next highest countty in this case ‘'was France at

29%) (C\mingo , 1980). .

»

To whlt u:tent, one night ask, do these indicators reflect changes in
voluu? For oone the .answer is that there has been littie change. Shimahara
(1979) nphuizeo the continuity of Japanese culture throughout this period
of technological chlnge wvhile Reischauer (1977) decloreo that Japan has been
modernized, but not Westernized. Never:holecs , in our view, mporunt changes
: of value and. ntt:ltude have occurred. Cuzmings (1980). for .example, argues
that the Japanese have bccone nore 4ndividualistic (e.g., placing higher
value on peroon;]z’i’i’t_fsfnction telotive to worldly oucceu). more ogolitorion
(e.g., in evaluating occupotions) and more partioipocory (e.g.y in challenging
hierorchicol authority). He supports his contention: with survey data, |
peciolly certain queotions asked at five-year 4ntervals, since 1953 .im.
analyzed by comparing age ;roupo. ) |
Another striking chon;e is that, in contrast to the values professed
in prmrv Japan, democracy is overvhelningly accepted as an 1du1 by- Japanese '
youth, and- peace is even moTre otron;ly endorsed. 9'!1113 change in politicnl .

values is reflected in the heros of Japanese children. In the early 1900's

30
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Japanese childrrﬂ sav thc experor, above lll. and ldlitary'-en cccondarilymas
A

,' the ;tCltCJt men in Japan; in the 1960's children did not n;roc on any one

hero, naned no nilitary men and to the extent that any. one person led tbe

113:. favorcd a fanous bacteriologist over the emperor and the prime :1nicter ‘
(!huey, 1976) . | |
Our question then is whether unique cultural charqcteriltics.‘irreuistibie

social forces or uncontrolled historical experience adequately account for

these changes in values and attitudes? Or must conscious use of educational

reform and the importation of.foreign.:mdelu be cakgn into account? That

*is, would the c:me ou;cames have occurrcd without the use of educational

‘policy to further the ends desired by Japanese policy-nakers?

Authorities differ in their answers to these que"*'nc. While Shimahara
(1979) claims that “schools are not agén;siof social reforn" and emphasizes
failures of reforms which were not compatiblé with the Japlnése tradition,
Cummingc (1980) cites Japan as an example of a "soci?ty that han‘been trané-
formeq by education.” If one accepted cither of these two extreme positions,
one voﬁld Tun tﬁe risk of underestimating or overestimating the importance

of foreign nodels for Japanese education and, in turn, the importance of

~ aducation for Japanese society. Other experts take a middle position (e.g.,

Reischauer, 1977; Vogel, 1979; Bowman, 1981). Reischauer and Vogel stress

* the impoftancecof education while emphasizing the extent to which educarional

' ttends have been consistent vith Japanise social forces in general. However,

in Vogel's words, "the resulting dnstitutions more closely rcccmble foreign
-odcll than thoce of traditianll Japan" (p. 5).

Federal Republic of Germany. The Federal Republic of Germany idn the West
and the German Democratic Republic in the East have both made ambitious

attempts to change their political cul‘ ure through sducation. In a country

-
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vhere from 1871 to 1945 there vas one Gertany, two nations have been created—
two states with opposing idevlogiss.

As 1n’Japan, avents andwforccﬁ outside sducation have made change
possible, Thé defeat of the Third Reich, the division of Europe into two
opposing {deological bloé; 1ed the victorious powers to consider chcn:iontl
change not just desirable, but cs:entinl.zl In the West, the goals ofqthii
reform (as articulated in Bonn at the sstablishment of the chiral Center for
Political Education in 1952) were ones”vi&clyvphlrcd AmODng other countries of
the -nefging Vest éufoynan comsunity. They 1nc1uied.under;tanding of the
democratic process, strengthening of democratic ideals, g;??§tion of political
participation, opposition to fascist and communist totalitarianism, fostering
‘of cooperation among pations and, in particular, European'unificatioﬁ
(Schoidt-Sinns, 1951). b ‘

During the occupation, all the angrclnman'utatca‘instituted social
studies courses, & break in the German tradition‘of not dealing with
contemporary social and political issues in the classroom. In the early
years of theyrcdetal Republic, the political education given 1n'thene sourses
was rather conservative and idcalizaq. Social studies textbooks of the
early 1960's stressed the duty of the 4ndividual to £4nd his or her place in
the social hiersrchy as well a3 tﬁe contribution of politics to prb;ecting
rather than changing the prevailing social order fHerritt: Flerlage, and
Merritt, 1971.b). In 1967 the pational committee planning the German component
of the IEA study reported thst “civic education in Germany has up to mow
presented an overharmonious pictur¢.6£ the‘problcms of ;i;te and society and

developed a model of democratic society which is far too peacefui and free

from conflict” (Oppenheim, 1977, p. 37).
. o !
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fi‘n; the proponents of the latter point of view, conflict yu‘ m}‘ inherent
and often positive part of political 11fe.2% Since the mid-1960's debate has
_ continusd among three major schools of thoughr. A conservative app?oi&:h X
n_:uuu the traditional ulx_xu of nut{wr:tty, discipline and pru&r;«fation of
t.t;- political order. A more liberal position suphasizes inquiry methods and
:hs :l.npbrunu_’of conflict, but monstheless ssarches for a set of shared |
‘beliefs aﬁ which polit;cnl 1ife can procesd. This consensus is not vieved an
ib:clutt and enduring, but rather as one vhich takes into account the
pa;'gicular inurut groups that are £n the political arens at = pur:iculur
t:lne-*. A third, mré radical aﬁpro'::h ancourages :tﬁdnnt: to queation |
inequitifn 4n the distribution of power and to uncover social problens within
the F.R.G. (see revievs by Xuhn, 19775 George, 1981). West Cerman education

has recently moved more 1n the conservative than radical dirscticn.

In the midst of these political cleavages, adult and youth. surveys hnv:
uh;wn s steady increase in niappnrt for the key values of 1iberal democracy
(Merelman and Fostuf, 1978). The 1EA studiss provide particularly dramatic
evidence of this support 4nasmuch as they permit comparison with other
countries (Torney, bppanhem and Farnen, 1973; Oppenhein, 1977). 1In the
miurmnt of democratic waluss, the West German students scored as follows:

Anti-authoritarianism (e.g., disagreament with statenents
such as "Ihe people in pover know best"): the F.R.G.
scored higher than any other country in the study among
lé~year-olds and ware tied for second highast smong
st:g:nto 4n the last year of university preparatory
schools.

Tolerance and civil liberties (e.g., items such as "No
matter wvhat a man’s color, religion or nationality, if
he is qualified for a job he should get 4t"): the F.R.G.

scored higher than any other country in both populations.

Value of criticism (e.8., nc{tizens must alvays be free to
eriticize the government”): German studenty were the
highest among the preuniversity students and equal to the
bighest among the 14-year-olds. ,

+ +
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Women's _rights (;:;*. *domen ibould?atnnd'for slection
and take part in government wmuch the same as men do%):
German students wors squal to the highest in both
~ populations. -
thn;: dats (and others from adults nnalj:td by Conrsdt, 1981) suggest
that support for demccratic porns and values is high. George (1581) and Baker,
Dglichand Hildebrandt (1981) argue that only a small group of German youth and
adults is basically dissatisfied with the political regime (and that this
disaffection has besn declining ovar the last 10 years). George, however,
notes a& recent increase (to about half) in the prowortion of young 9aopl¢’wha
‘say they are afraid to cxprtl:4thtir political opinions. Some concarn has
also been exprassad rscently sbout the increasing proportion of the German

population who have t:rongiy‘ntgative attitudes gpunrd the numerous gusstvorkers

(especially those of Turkish origin) (Der Spiegel, 18/1982).

The German students sampled by IEA in 1971 expressad considerable -
dissatisfaction with the sffectivenass of citizen p;rticipution, yanking the
average person ax having less influence on policy-making than any other
institution or official (in contrast, the ranking of the avarage parson in
the U.S: For l4-year-olds was sixth out of tan) (Torney, pppenhein and Faraen,
1975). Thease :ﬁud;ncitt toward cynicisnm wars evan Stronger among the older
Gernan 3:udeﬁ:i uho saw rich psople as equal in pnlicj influsnce to the prime
minister while big companies wers considered squal to manbers of the
Bundesdag. This finding wvas uynique as in all other IZA countries the prime minister
and pnrliuntﬁt {or their equivalent) wars ranked first aud second in
influence. The Germanistudents slso believad that mo political institution
gave psople "a chance to take part in decisions about their lives" or insured
that individuals "would receive fair shares.” Students iu othar nations

believed that laws or slsctions p;rforucd thans functions (Oppepheim, 1977).2“
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+  gscent data cited bY Conrsdt (198]1) suggpest that German adults beliave that

participation is an important part of dmmocTacy; bowsver, only about 202
Sslieve that in their tou;trx citizans hava sufﬁciuut opportunitiss for such
participation. ) ; ’ |

)‘ The role of the schools in bringiog i’bogt a ralstively high lovsl of
support for dwmozratic values, 8% wall as support for the raginme, has baws &
utin‘ of ;ouidwabh do‘b;tzi‘ Wa koow from the IEA studies that, on the
average, Garman studsnts reported that ;rndon of axpression Wik ancouraged
4n their ClassToOms, sneluding opinions which d;u;tud with those of the
rascher, Morsovar, the iEA ragrassion anslysas of one of’ the 1EA scales
weasuring democratic values showsd & mtabh‘lcbool slfact for the F.R.C.
Anong 14~year~olds, 312 of the wariation in anti=authpritarianiss WAk
gccnunud for by leatning condition varisblas once home background and type
of school had been controllad=-a substantisl proportion for this sort of
quu:ionmi::e ressarch, Current anrollment in civics, taachar's specializa-.
£>inr; in the subject mattar, reported sncouragement of {ndepandent axprassicn
of opinion, lack of patriotic rirusl, lack of strass on printsad drill and
absence of ability grouping withioc class wars all pradictors of more
demsorratic attitudas (Toraey, Oppenheis and Farusn, 1573). Although othet
interpretations are pnnibln,zs in out ' viev these findings sugges: that
schools helped develop desouratic attitudes,

At this point in history than, the ia.’mt outcomes of West German
political sducation ars generally in 1ine with = diraction set by
aducational policy since the begiming of the Fedural Republic. As in Japan
the fostering of dmmocratic values in & country with a 1imited dmsocratic

tradition bas been remarkable, Bovever, tha contribution of schools i

bringing about these outcomes is impossible %0 disentangle from other wocial

3“
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forces in soy definitive way. iuniitblc wvidence auggests that Garoan achools
gensrally worked for, not sgsinst thess outcones and that they bad sone
uiia:xizﬁit t» 1ikaly, hovsver, that some of thase outcomes (such s»
pc:flption of fnequality) result froe the implicit curriculum {ses Assartion

Y] 6: {rom forces outside the school, such as the maxs madis and political

WO AN S .

Carman Damccraric Republic {C.D.R.). East Gartmany like its Westarn

gountarpazt bagan the POStWar period devastatad by wax and conquared by
bostile forces who wanted o transform its socisl and political lifs. Within
forty wyears it bacame. again iike West Garmavy, one of the most stonomically
successful natjons io its ideological biec.

» popiitically, howevar, the G.D.R. is guite unlike the Fadaral teéuhiic.
The citizens are tightly controlled to achisve gosls set by the govarpment.
Individuxl axpression and individual rights are kept in chack Eo s dagres |

that most Mearerners would ragard ss intolerable, Indesd, the vhole country
39 viewed by 3ts Isadership as & vast school for socialist sducation unﬂ»ioz
devaioprent of the new socialist personality: & peraon vhe foliows socislist
warality, daarns to the linits of capabllities, and faels rasponsible to use

this knovisdge for the good of the collactive {Sontheimer and Rleek, 1975;

Yietv, 1980).

- Education £» intentionaily unifors snd tigotly prescribud throughout the
E country. A tan-yaar :aipfthlﬂ!i?! school open to sil has hesn substituted

E for the traditional German :tgr?g;tian of slits scadmmic schools frow
tarminal vocarional programs. In civics as io other subjecta, Har#itt-
Leninian is considered the only LOLTRCt WAY 1O yvieu reality, and polsaics
Taacher

sgainst the opponeLts of this doctrine AYE sacoursged (Klein, 14980},

traineas, for sxample, have baed advisad o aid students in developing

ERIC 1




"feslings vf rejsction, Joathing and hate toward the snemies of our socialist
fatharland” {citnd in Hanharde, 1975, p. 83}, schnitt (1980) declares that
"politiul positions are not d.itcu:nd in prdsc to assess thelr mm:iva or
empirical validity but to give them a 'progrestive’ or treactionary’ label” (p. 3).
, The attempt to promots the valuss of mchliur ;’ack far bayond the civics |
class. Natural scisnce is xrutly valued not only for economic devalopment,
but also in the balief that ncimtifi& theory and the uneto of mrxis:-s‘euinim
drt sutuslly supportivs. Bence, nn students take vhu; &y y.5. standaxds is a
great ﬂnl of mcience & years of biology, & yuu of physics, 3 yimrs of
chenistry and 1 year of astronemy) (Klein, 1980)‘ '
Sim:e the opposition betveen mental and physical labor is vieved as 2 de.ftct
of c:piulut uncuty, mhuia iy put on polytechnical cduc;tinn—-the nerging
of productive labor wi:h formal tchnnling. In ;rnde; 7=10 r:!;is aspect of ‘
ﬁuution consists of work-study in industriss or spacial centexs (4~5 hours
par .vuk for all students). it has a work component (&.%., iﬁing slements for
electric lawnmowers) and formal inscructional component (®.8es hniu of
alecrrical engineering). In :eneul, this polyteshnical tuiuing 4is>viewed as
dwcinping good wrk babits and & realistic view of the world of wrk as well
F contributxng ta sc:itnnific sducation and the realization of communist '
:'.dwlogy {Klein, 193{}},
th; ar# the resuits of this in:mivc effort lm davelop values which in
sone VEYS AXE consistant with those ufﬁnhny advocated in the West (e.g.,
value of scisuce, :lupur:ance of productive work) and opposed in others (€8s
SXLYane .intnlcranﬁt of political d:hmrlity}‘t The question is difficult to
ANSWEL, ;i'n:n the risks of public dimment :Lu t:hu C.D.X. A substantial amount
of sepirical research has bessn conducted by Ent. Gerwans on the affects of
political education. Schmitt A(‘MBQ} 1ists 20 survays v:l:h 45,000 respondents

from 1967~71 alone. Givan the n:rbng prassures to conform, it is not .

1.




surprising that there is mot onlyicon-ucnue compliance in publicly stated
lttitﬁﬁu, but l1i0 iuch'wncoufqmnt bchnvior in prmntc.z3 “Such 1: the |
conclusion dravn by Schmitt, who notes thl.t abntnct questions 1n the uusveys
giva & more posi.ti-n pictun thm 1tems duling with concraste behaviox and
t.hnt *young people from the itxtalhctutl class (who can use the ideology in
their own uregrl) conform wore to the norms than the children of workers or

farmars” (Schmitt, 1980, p. 6).

Assertion 6: The lsarning of values in school is not limited to mandated

programs of moral and civic sducation. Students also learn values (such as
coopentiou, rights of nlf-nxprcuion, respect for other persons, and
tu;mct for suthority) from the ways that lchocln embody these values in

organization, tesching ’prncticc, and social climate.

In snalyzing how this implicit curriculum shapes valuu, campaunive
studies are of special interest since many uducutionnl pr&:ticet ATe DOTE
1ikely to v'ary between than vi:hin countries. By implicit or "l;ldden"
cux‘ricultm we mean those school practicn vhich are learned by ltudantu
without be:!.ng neceuarily stated as gcalu of instruction. m:lyus of the
implicit curriculum are generally concerned with relationships among
individunls 3 the school as well as the ruh;:, noml, and modes of authority
which govern t,hue tz&ntionzhip:. The tern "hidden curriculvm upec:{ally
wben used pejoratively, often refers to practices which shape student “
attitudes in & way favoring the dqmiunt political and economic groups in
muty.zg 3 | ; |

}Thib: assertion could thus be the sufa’jcct.qf & book in itself. We have

chosen to discuss three {ssues vhich 41lustrate the consequences of what

>
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tllchltl and adninistratotl do to ;uidc and 1limit student behavior: the
first concerns the cffcctiv-ne:l of setting and enforcing consistent limits
on student Lehavior; the second concerns ths balance between competition and
coopcr:tion 4n the classroom; and the third relates to opportuniti-s provided
for ltudcng participation in dilcutlion nnd decision-making.

» Teacher expectationd for :tudent behavior. 1In the U.S. high but

consistent teacher-expectations for ltudent bchnviar and pctsonal 1ntet¢st in
students have been demonstrated to be 1mpnxtant aspects of the implicit -

curriculum. For exauxple, tha NIE Safe SChnoln study (NIE, 1978) assessed

 patterns of crime and violence uling qucstiannnires, on«site surveys and case

studies. Highly disciplined schools vhere policies were consistent and
pérceiveﬂ as fairly enforced had low rates of violence {n contrast to those
wvhere rules wefe perceived as arbitrary and d&nciplint as unfair. The sense
of impersonality in schools where teschers hid contact with large pumbers of
ltudeﬁts each veek was another n;gativn factor. The study also indicated
that teacher authority could be pressed too far: students who reported they
had 1itt1e control over what happened in lchool yere more common in the
schools with high rates of violence.

The importance of clear cxpectations for ntudegt behavior, on the one
hand, and & zone of tolerance in which variation in student bqhnviot is

allowed or even encouraged, on the other, is evident in studies from other

countries. Rutter et al. (1979) in an cxttntivc study of 10-year-old pupils in

England 1ndic1tcd the importance of both expectations for responsible

behavior and positive models of behavior provided by teachers (-;pccially’

wvhen they showed'intctclt in students as 4ndividuals) ., An ethnographic study
4 , _ "

- of an elementary school in southern Germany cnnelddcd'

The 1imits of behavior are clearly dxswn, and pungphments
predictable, but within these 1inits a wide range of
behaviors are tclnfatod. (p.

ii.i ‘
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The tasks were not only clearly structured; but the students were prepared to’
cggply since they rc;arded the tescher's qpproval as important.

In the early years of Japanese education, Cummihgs (1980) found a ‘\\~\\
teacher~centersd and highly structured climate 1n:uh;cﬁ students were warmly
'andgequally treated. The climate in these schools was intentionally
manipulated in the intexests of moral education: .

The entire faculty develops a comprehensive view of the
morality it wishes to convey . . .. and the entire
school program is shaped so as to reinforce this vision.
~(Cummings, 1980, p. 278)

Cooperation versus coﬁpefition in student interaction. 1In the Soﬁiet

Union as in Japan, the phrases “vn;n" and ﬁ;cncher—ccntcrcd“ are fregquently

et

used to describe classrooms, especially :hoie for young ¢hildren. These

charactciistics are considerad important in getting individuals to subordinate

their own desires to the moral claims of the group. In the words of Dunstan
(1981): S /

Discipline . . . should be based on the collective's
perception of its common interests as avakened and guided
by the educator, 80 that . . . the pupils become their
‘own tutors and the individual voluntarily identifies his
own desires with those of the group. (». 194)

To achieve these aims a iocinli-t padagogy for teaching values has been ' ,

elaborated gl-folloul; wvhere successfully inplemenﬁcd,‘thil pedagogy leads
to teacher~student and student-student interiction: which diffct substantially
from'those thought desirable and feasible in the West: |

a. The behavior of each individual is avaluated primarily
4n terms of its relevance to the goals and achieve-
ments of the group. However, individuals are not
considered interchangeable "cogs" but rather &s
persons who can make different and valuable
contributions to the aims of the group.

b. The peer group under adult supervision, not the fanily,
4s considered the principal agent of socialization.

- - 4H
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c. Competition between groups, not individuals, is the
principal maans of motivating students to achieve the
goals set by adults. Yor exauple in school, records

. of conduct, cleanliness and achievement are kepf by
. ~ elassroom row, not by individual.’ - ?

" d. Rewards and punishments are frequently uvm%‘l‘ .
. group basis (e.g., the entire Tow of students benefits
or suffers as a consequence of the conduct of individual
members): '

e. As early as possible, rilpoﬂiibility for evaluating .
. the behavior of individuals and of dispensing revards
and sanctions is delegated to maumbers of the group.

£. Socisl control is chiéfly a matter of public recognition

"~ and public criticism, with explicit training and practice

in these activities. Each menber of the group is

.encouraged to observe deviant behavior by his fellows

and to report these observations to the group. This
sort of reporting on one's pe¢rs is not only revarded

but is regarded as a civic duty. . '

g. Students are trained for self-criticism in the presence -~
of their peers. Fublic gelf-criticism is regarded as &
~ge!3etfu1'technnim for bringing about commitment to
approved standards of behavior and for bringing deviants
back into line, (paraphrased from Bronfenbrenner, 1969,
and Xlein, 1980) cot .

-Research by Bronfenbrenner (1970) suggests that Soviet children aTe WOTH

willing than their Western European gountcrpnrn to help theixr peers (wm':

~when it goes againtt their interests) and that thcy,in;age in relatively

1ittle antisocial b:havfor. nciv;rthelu:,‘mng taenagers, ;roup'cclhct}vu
seen somewhat less ‘c.ffcct,ivn than for yomer children '(Cafy, 1974).

In the United States, an evaluation of hw-fchtcd education projects
dreu conclusions about classroom interaction wHich ?aulhl " those in other
pstions (Hunter and Turner, 1981). This evaluation of diverse LRE projects
was bnnﬁ on knowledge and aptitude tests, i.ptc'rvim with teachers and
administrators, behavior reports from students.as well as classroom
oilmatiou at ni:iptun sites. cd-'pnud to fycunttul classes, some of the

LRE programs schieved sigoificant docruiu_ 4n reported delinquency smong
L Y . V
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students. Such prograis vere clurnctcrfud l;y cffccti'h teaching strategies
for fostering {nteraction and cooperative work mns students. These
st:rntcgiu inspired interest on thé part of students and fostered changes in A
pcét relationships—often breaking up incipient groups of. students who

. u:l:.nforcod sach o:hcr': antisocial bnluv:lor. This finding is couistent vith
Johnson's (1980) review ‘of many research studies in which student- in
coopcutive nthcr ‘than eonpatitiva situations showed incrnud ability to
takc the perspective of others and an enhanced desire to win the rupect of

" others in positive ways. '

The issue of conp:tition h also imaorunt :ln assessing the climée o'f ‘

Japanese secondary schools. Conpu;ition is mgtndcttd primarily by t.he ’

h satrance eifmimiions given h‘r :he ditfcrmt Japanese \mivarsitiu. 'rhe-e
examinations put great n;t’un on the univ_grlity puparn_:ory students and have
had "uny sffects on Japanese schools, For sxample, .th'c ucﬁndary ic'hoclg
have bgcoﬁe iﬁcr;}ui,ngly ranked and ca:cgnrizcd :I.n terms of how iuccusful‘.ly
they pup'nre‘ student: for these SXADS . Private cranm schools offuing
supplexentary in:tructim have flourished. Eveu in middle school, there is
pressurs on studeants to conpcm on examinations to get into thou upper
secondary ichooll which hme the best record on the later university entrance
exaninations” (Cumings, 1980; Shizahara, 1979).

All upper ucondafy schools are not equally affected, however,
Shimahara's (1979} ntudy of thraes schools is {llustrative of the diversity in
- . ~ school climate that one can find, e'un among students in acadmic progrm. -‘
. One of tywm new and highly ngingnt.d. By the time of
tha ti:udy, it was increasingly vimml as a model for 1tt prefecture due to
its mccu; ‘on the university entrance exsninations., This school has often

accepted students who were unsuccessful in gerting into more ulcctiive high




schools. Its clmu vas one of "self-denial, strict conf.oru:lty to the group,
sndurance, prmpnruponu to :xteml expectations and acceptance o£ teachers
as J:hi sourcs of moral and academic authority” (p. 97). Seniors 4n this
school attended group drill sessions three hours per day in addition fo' tegularJ
ch;ul. The ucond school was less regimented, but .:m\may competitive
and prestigious. Its policy called for instruc;ing students with 20%
more than the natiomlly requir.d curriculum. It, tbd, stressed intensive
crmins. but allowed :tudents more choice than the fitst school in how to
use the time outlide regular clus in preparing for the exams (e.g., 1 in
“ uhct:ion of private cram achool). The third school, thoug‘n attached to a
utioml university. was not £o uclusivaly geared to preparation for the
em:rance a:m‘lnations and therefore offered a nore relaxed climte—--a climate
resented by some students who perceived thmulvu at.a diudv;ntage in
compatison vith other sc,hools.‘ |
The effects of this uyatem are com:roverlial aﬁd hard to gauge, given‘
the limitutions of the English language literature, Shi:nlhau‘ says that the
systen "co:rces adolescents to cultivate unifofmi’ty, gelf—deninl, ﬁeruve:ance
and achievement for the sake of the entrance 'uminntwion'l"(p. 161). He ;Ven
speaks of f'gp_y;hclqgical; sutilation." The adolelctnt suicide rate is often «
‘ cit“ed as a coﬂ:e’qugnce of the sysum, but according to Cummings (1980) it was
already high before the examination system developed and has been declining
‘ sinct 1955 while examination ptuluru have remained high. In ;enenl,'
Cumnings (1980) and Vogel (1979) dovmphy.thz negative conuquencn of the
system. Vogel asserts that the desire tu succeed on the minationl _
wgaintains group solidarity md the motivation to study. In entrance
.examinations a student's competition i is not with a small eirch of intimate

friends but with thousands of unknowns who want to enter the same m:itution"

(p. 166%+

#
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and decision-making. 'In ecknowledg-

ing ehe importance of teacher expectations and enforcenent of tenderde for

,ltudent behavior, it is important not to neglect theﬁconeequencelyof giving

ltudente ‘®OTe Or less .opportunity to discuss their own opinions ahd :o
perticipate in the nlking of school decisions. We have already diecuseed a
relevant finding from the IEA civ‘r education project: the extent to which
teachere reepected students’ qpinione and ;llawed then to be expfeeeed vas a
consistent positive predictor of nore knowledge of ci&ic: and Ieee_euthbri-
tarian attitudes (even when other fectofe, euch as socioeconomic status, were

-

held constant) (Torney, Oppenheim and Farnen, '1975). -
In addition to this original analysis of nine countries, the IEA data
have been reanalyzed.in eeveral count*-es to further 1nvestigute the
importence of the implicit -curriculum. Torney-?utte and Phillipps (1979),
in an enelysis .0f New Zealand data, have used mote detailed measures end
expanded the 1list of outcomes considered to include support for uomen'l
political rights as well as enti-euthbrit;rienism_ehd knowledge scores.

This analysis has not only replicated the iinding that etudent perceptions

of encouragement tc express their own opinionl were positively related to

civics knowledge and support for democretic values. It also demonstrated

that tchooll wvhere teachers reportedly were prepared to-discuss contrOVereial

_issues and where teachers were willing to involve young people in curriculum’

and disciplinary decisions had students with both low authoritarianism and

high support for women's rights. Moreover, among New Zealand students, the

_ perception that teachers were showing favoritiam in class was related to

more euthoriterinn student attitudes.
Using 1EA dete from the United Stetee and the Federal Republic of

Germany, uieleen(1977) analyzed indices of tolerance for dissent in politiCIl
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1ife. He found the folloving to be the most significant predictors of high

tolerance for dissent in the U. s t (1) students® raport that knowing causes A

-
or .explanations of events was more 1nportaat than memorizing names or dates in

their social studies class, and (2) students' report that they frequently brought

current events up for discussion in class. In the F.R.G. reported stress on
causes end>explenat1ons wvas the ltrongeet predictor; the sacond wost 1mportlnt
predictor was the ecele leaeuring the extent to vhioh independence of opinion -
. was entoureged by the teacher. Thus, all the analyses so far undertaken of
. the IEA data corroborate research in the U S. as reviewed by Ehman (1980)--
reeenrch which eupporte the advocates of an open classroom environment where
students are free to eaprees theit 1deae on all types of 1eeuee.3°

In analysis of other data collected by IEA in Finland, !arvonen (1974)
found thnt both etudente and teachers believed that eehooll gave few
opportunities for student perticipation. Schooll where student® participation
was higher wvere charecterized by greater liking For school by students, higher
levels of achievement motivation and lover levels of aliemation and |

radicalisn. )

 Using classroom observation and some of the IEA attitude scales, Baw;ey
(1976) conducted an in-depth study of cleelroom climat: in neerly'eo fitth—
:tede classroons in the U.S. He ‘found that teechere who paid attention to
the opinions expreeeeo 1niclee: (as measured hq both student perceptione and
observations) had students who expreeted -ore 1ntereet 4n the ideas of qtherl.
Students vho had more opportuniiies to 1nterect with others in class also
shoved interest in the ideas of othere and more tolerance for diversity.
Teachers characterized as eopecinlly fair in deelin; vith students wers
1ikely to produce less cynicism thnn those vho were more arbitrary or. —

!

_ suthoritarian. | . T : ) o >~
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" In the evaluation of LRE discussed narli;r, coaparilon of the more

successful LRE classrooms with the less successful ones led the su:ho:s co

L]

advocttc.canc ntudics in which controversial issues are discussed and in

vhich politivc and ncgativc information about the legal system is presented:
T.

The cases presented lhould not coasistently depict thc legal
systen as flavless and thus jeopardize the instructor's

- credibility; [on the other hand), the illustrations should
not be unrclentingly negative (e.g., suthorities disregard
for citizen's rights) and thus undermine brlief in the
system (Hunter and Turner, 1981)

Implications£orteacher—ltudent and student-student relations. In brief,

research on the inplicit curriculum in a variety of countries suggests &
middle—of—th:—road course for :g:icr-ntudent relations: thi: rcsearrh

indicates that warn relations with stadents and standards for'ncccpziblc

" pehavior, with some allowance for student autcnomy and initiative, are

important in bringing about responsible behavior (however responsible is

‘defined in these industrialized countries). Teachers who show personal

concern for students, who do not play favorites, who are consistent in their

. ¢xpectations, who administer rulel fairly and vho stress coopération'among

students are part of an 1np11c1t curriculum with nﬁch positive consequences
as decreased violence and 1nur¢a:cd lnpathy for others. There are ;lso |
4{ndications that oypottunities for students to tuke school dtcisionl lcnds
to decreased alienation. In social studies clalscn. from about age ten
other positive effectl (e.8+» llll authnritarinnitm, greater tolerance for
diversity) appear to result from sncouraging studcnts to discuss a variety

of i:luel in the classroom (including those which are controvcrsial) and

from stressing the causes of problens discussed, not mersly requiring students

to memorize dates oY facts.




mncit curriculul can also have no;a:iu consequences oY

consequences that are not anticipated. In Japan, for example, the effects of
the college sntrance sxaminations ars & matter of considerable lppuhtnnon
with a pottntiull'y iarge effect on school climate and the ;nluu learned in
:ch;él. in Japan as in other countries, competition is a common means of
motivating students toward greater achievesent of school ;oaii. an:v{gr, it
4 clear from Japan and the Soviet Union that there are various vays of h
nnaginz comﬁetition, each of which ily have ,diffarent conssquences and a
different potential for cm‘bining the benefits of lgqih,cnapintim and

»

competition,

Assertion 7: A number of natinns have dcvalopéd curricular goals {and

associated uter.hls) to prmnotc cman core values., Goals in sone gountries

. give wore :(nportmce to collectivekvelfare. in others morse to mdividunl

benefits (:hough no coum:ry completely neglects either). Some of these goals

‘and materials are worthy of our’ ~ consideration (e.%., those relating to

teaching about internationally recognized human rights).

-

A nupber of countries have put forth clearcut statauents regarding

values children ought to learn in school falung with substantial justification

and, usually, safeguards against Moc:rimtioxi). They have responded to the

peed for educationsl goals tbu are more specific than simply "promoting

\

democracy." ‘
Sweden has done the most to define the

Sveden: Among Western nations,

specific values to be promotead within its highly centralized eoducational

. gysten (whers & National Board of zducation formulates policy, 8 specifies

curricula and prescribes teaching methods). Svedsn, 4t should be noted, hu
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bean one of tj.h: most homoganeous of the industrislized socisties although now,

1ike most otheys,it has a substantial poprlation of imsigrant workars from

diverse countries.

© In Schools and Upbringing, & ¥ecent report issuad by the $wadirh Ministry

of ;zducntion, a sat of comern core values vas andorssd: tolsrance, squality
of rights, respect for truth, justics, and human dignity. This report forcefully
argues that the school is u'tponlibln for inculcating these values in prder to
justify its existence and insure the survival of society. Each student,
according to the document, should ba frae to sxploxe a plurality of values.
E&uﬁtr, relativism—the idea that all values are of squal worth=-is not
appropriate for the school. |

It is the tas:: of the schools acting in coopsration with

“the pupils' sanmilies to communicate the values . o . that

‘the Riksdag and goverpment have agresd upon: equality of

‘the sexes, coumunity sense, solidarity and shared responsibility,

attitudes to democracy, attitudes toward various kinds of
societal deviation. (Borjeson, 1979, p. 104) .

£

The Ministry of Education Report gives the following sxample:
Sone :ln:i;rnnu way have values . . . vhich'urt incompatible
with one of the most fundamental of cur own values~—&.§., the
squality of men and women. In this case, {nstruction must be
dominated by our own view, sven if this conflicts with the
opinion of a certain pupil and his fanily {p.13)
Similarly, in the case of families which have long been Swadish, the repoxt
argues that the schools “cannot accept” degrading views of immigrants on the
part of pupils from thase families.

Yreadom and ipndependsauce are promoted in the curriculum not as snds in
thamselves but as the foundation for covperation, Solidarity with groups st
all levels from the logal community to the world comaunity is encouraged.
Further, cooperative group experiences and participation in school rule-making

ars advocated as ways to stimulate woral growth.

Y
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It 4s the policy of the Swadish ;wvnrnntnt that all major teaching
materials which are produced by RONGOVATIMADL SOUYCRS for use in Msocial
subjscts" be examined for obisctivity and their zontridution to achisving
national goals. A c?-nittnc appoincad by the Kational Board of Rducation
can :ﬂjtct'-ntnrialt for reasons such as the uss of misleading wiatasents

(8.8 -8 biased Or outdated selaction of factual material) and i{nsufficient
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use of controversial issues to illustrate the gap bhatwesn ideals and rsality

in society. Mearly two thousand pieces of muterisl ware axanined betveen

1974 and 1579. About seven parcent verz not spprovad (Borjason, 1979},

Some limited informstion on the effects of these practices is avaiiable

from the JEA civic sducation srudy, in which Susdish preuniversity students
participated, Suedish students ranked thisd among saven countries iﬁAl?!tl
score on knowledge of civics. Thair 1svel of support for deaocratic values
was very nigh. In particular, support for women’s rights was strqQoger than

in any other nation tested.

racently formulated programs of values sducation which are closely tiad to
{nternational standards for human rights. These prograns take as their
starting point the Universal Declaratiop of Human Righis, adiptad unsnimous

by the United Nations in 1948, A ysport from the Council of Kurope notes

to teachers who are not strong i{n any particular religious conviction {or
who are not permitted by law to promots raligious tansis). & UNESCO report

on woral and civic sducation goted:

The Universal Declaration of Fuman Rights providss a commsor
athical basis upon whizh to build respect and undarastanding
of others and is likely to prove acceptable to pasopls of all
nations, bscaust it has basn generaily adopted and is pot
1inked to any particular religion or moral cods. (UNESCO,
ED/CONE 2374, 1970, p. 2)

£

Huzan rights aducation: A mmber of European countries and Cansda have

1y

that the idea of human rights as common cOre yaluss may be especially belpfyl
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Yaderal Republic of Carmany: A 1980 rasolution of the Garman Bundesdag
aupporead by ail political parties apacifically promoted Buman rights
aducation. This policy bas been gut into effect not ooly in civice and
aistory, but alsc lv raligious sducation and Carman classes. The Federal
Canter for Political Rducation {Sonn) which designa tesching materials on &
sxvinty of fesues (in pariodical fors circuisted widsly to schools} has
produces sevaral publicatiops on humao rights,. This center was xisc & L=
apossct of & towpetition smong egnchars for currizuls on buman rights: »
subszantial cash prize was offered in 1980,

Oue 0! tne best exazpien of & rextbook fosusing on these lssues s that

cf HIiligen, Gagel snd Buck {19785 who imaginatively use case studies, Snters

viwvs, ChaTLs, And CURILS, Acrording to the svalustion of & Geurman colleagud’

The values inherent {n this approach ate sxpressly stated.
The taxtbook suggests “options” {msaning concrete slterpative
spproachas) for the reslization of human rights, for the
digrity of man s the pasis of all political decisions, foy
the aguality of opportunity in our society, for more neli~
Serermination and participation, and for the devalopaent of
alternative social snatitutions to cope with the changing
worid. Thus the spproach is not neutral: it pot pnly
epvisions a rationsl aiscussion of the stated lesues but
enzourages studenis to develop thelr atritudes sud behavior
slong these lines of politicsl valuss. (George, 1981, p. 2«0}

T™he bouh deale gxtensively Wik 5@;1;1 fuequality snd the 1ass developed

coutities 1( 18 used in the poiitically move 1sbersl ragions of MWest Germany.

Tarace  In (he past Lan yaaid there has baen considerable new Iegisia-
1on ot husan £ighls, and human rights coscissions have bean wstabliatied ‘a1
foth proviccis) apnd federal itv?ita 1r addition ro conducting fuquities anc
concx:taz:éﬁ. these cosisgions a7e mandsted te prosote human rvights through
sducatios  Driverslly faculgius of taschar education have alsc bexo scrive,

resuiling 36 ope progras for which some evalustion dets sxisx. Fenoe {19903

cortrants twe merhods of dealing with human tights.  Io the first spprowch,




taachars lad discussions of cases to make pupils svars of the provisions of

¢ths Dnivarsal Daclaration of Buman Rights. Students i‘tn‘!!klﬂ 2o consider

the :an:uqutnnci 4f wveryone engagsd in certain gultural piacticca vhich vere
contraventions of the Declaration {e.g., sPavery). Ina sucond approach,
ntu&gntt unv:d 12 “lznrniug stations” at which articlss from the Univarsal
Daclaration were written on large sheets of pnptr and at which utvnpxpar
storiar describing contravestions of nath articie were avallable. A post~test

evalusrion showed iﬁe more active and :§1f~dirazt¢d group to be :upe#iur in

 their knovlsdge of internstional law,

There ha:“nisﬁ been considerable attention to moral sducation in Canads.
A surv¢} gondu;ted by tha Phi Delts Eappan, in comparing U.S. and Canadisn
teschiers, fuuad that atress on responsibility to others as part of uor;l
nduc;;i&n was higher in Canadx thln in the U.5. (vhe:t teachers vcre n&gé -
iiktly to favor such spproschas as values clarification) (Hersh and Pagliuvsc,
19773, |

In the Canadian literature, Coombs {19B0) stresses nnking atudents
sansitive ro "worally hazardous actious,” situstions uhere pne must nak‘

moral choice without being awvare of it. He advocates that xtudcntu be glven

prantice i considering the consequences of what they do for uthgrn * well

’beiug {putting themselves in tht position of one who udght be hurt by thelr

action and considering the rasults if sveryone in society were to rake timilxr
action). | ) |

!xtunsiv§ naterinls iur:marai wducation have been under development i
the Ontsrio 1nntitute»£ot Seudies in Rducation. In dexcribing this project,

Back {1981} gives considerable artention to the philosophical basis for walues

aducation. The basic valuwe he proposss for raflective consideration include

{smong others) survival, hlgﬁiﬁ*ﬁﬁg‘htiltd, fallovship, helping athtts, wisdom,

b Y 8
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&

frasdom, and respect from others. Many religions and cultural traditions, he

irgu’is, agres on the promotion of thess values:

The reflective approach to vilu?t cﬁucgtioﬁ does not pra-

suppose . humanism that stands as an alternative to or in

opposition to religion. The basic human valuss which in

 the reflective approach provide a basis for values

education are in turn influenced in part by the religious

and cultural traditions (of which "huzanisz" may be one)

“from which the ltudegtu cone., (p. 197 ‘
'Thz appra;cﬁ of the OISE/Beck pr;sgtm is uélictic. _It' dt?velpp: skills in
values analysis and canters on problens of importance to students-~friendship,
punishment, bullying, work and it:l_tun (among others). h

In ﬂa;veloping this prog‘rm, Btck»hu confronted issues raised sarlier in

this paper. He criticizes indoctr;im_tiaix (defined as too little attention to
. reamoned aml,yn?.t and in:ufficient 6##@:33 to different opinions). He
: tej?ctt tohlberg’n lpproaych as paying too little ituntion to the affective
| mdi behavioral side of morality and relying too uﬁch on moral dilemmas which -
;lp;j:ur ‘ia d4fficult to resolve that they "digcourage students from engaging
4p value inguiry or lead them to & highly relativistic view of value beliefs”
. (Beck, 1981, p. 193). He likewise finds values clarification wanting because
4t Vmaintains that right and ﬁrong i:” just a matter of opinion" {p. 1_94). “
_ Creat Britain: Moral sducation in England has been greatly 1n£1ugncgd
) by the work of Jahh Hihm:;, who developed s theory of moral educstion (in
contrast to Xohiberg whose theory of 7wu1 development was applied, mostly by
others, to ﬁﬁucatmn} (Wilson, 1968; 197 3. The components of this appronch
dnclude concern for other people (including regard- for thex as one's gqutlt),
smpathy with athtn" faelings, hawl@;a about the cénuquencn of different

sctions, ability to formulate woral principles, and dispositions tb take

" moral action. In one sxaxple, he gpeculates why a teenager night sssault a

Pakistani in London. The agguuot may pot consider Pakistanis as paople

-
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(or at least as people equal to hinself); he may npt understand that others

feel pain; he may act on inpulln. According to Hiitcn oach of these nources
of "immoral action” can be nddrcncud by education programs (l:’vntiuua levels
1ncludins higher sducation) (ﬂarri;on,1978).
: McPhail (1978) has dewalopcd a program for Britiih prc-tcen: called
Lcatniug to Care, uhich owes much to Wilson's :heory. A number of 1nlttuc~
.+ tional kits for this ptogram have been thcn:ivcly ficld test®d in England.
They stress learning to "take others’' pnint of vitw and to identify the
conltquence: of action in :1tu:tionn which pilot’ research 1ndicatad were of
1ntttclt tn students. Rules and lcgal institutions are also included as
topics, This program has been well rccaiveg although it bas also baen
criticized for ;’relatively narrow view of morality (1.e., its focus on
consideration for o&hers). | |
Another British progrnm which has drawn up a short list of valueu is .
the Political Education project. Until about ten years ago, the English put
their !lith in implicit rather than explicit teaching about democracy
(S:radiiné. 1981). The only :tudants who rcceived systematic civics
1nstruétion were those who chose :o prepare for an examination in the British
ICOnltitu:ion. The lowering of the voting age to eighteen (in 1970) and the
raising of the school leaving age incrcascd the preasure to include more
politicnl and social educafion {n the secondary curriculum (Heater, 1977).

Thus =& progtlm of publications and teacher uorkkhnps was undzrtaken by

"‘/h\ the Politics Aslocintion. The concept of a policically jiterate person was

the focus of the program:

Somebody who has a knowlcdge of basic political concepts and
of how to construct analytical framevorks within which to
judge political questions; can take a critical stance
tovard political {nformation; has & capacity to try to see
things from the point of view of other groups and persons;
has the capacity to participate 4n and change political
situations. (Lister, cited by Stobart, 1979) .

%!
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This politically literate person vouldvbc able to icca;nize politicil
dipcnsions not merely in Parliln;nt or political parties, but also 1n‘pchobl
or on the job. Di:zullion of political issues, especially those on which- -
individuals disagree,are at the cot; of the program. FPorter (19812 notes
thl;'“pqlitical literacy does not’ purport to b¢>iulue free, but . . . depends
on & particular set of attitudes, aspecially the naturalness of politicai
| conflict." J |
ﬁne aim of this program is for students to become committed to five
procedural values-~freedom, toleration, fairness, tesﬁcct‘for truth, and
respect fof reasoning. These values guide political hehn&ior without, their.
authors feel, limiting the content of beliefs in a narrowly ideological sense.
Materials developed by this project have been taken up by a number of A
schools @nd evaluation has beguﬁ. The project has beeh both praised and
criticized. Some argue that it promotes the status quo in politics and
1eéitimizes the pover of existing groups (B:own,19750.> Others fear that the
projecﬁ will succeed too well in "stirring up the citizenry." Although tﬂé H .

model is still in a developumental ﬁhﬂle, it deserves close attention

especially for its selection of procedural values and associated matérials.

SOQiet Union: ‘In the U.S.S.R. moral education is defined as education
vhich.contriﬁutes to the goodvof society and vhich enables the 1ndi§1dual.
toifulfiil his or her public duty (Dunstan, 1981). Short lists (and not: 8O
short lists) of common values have»been developed. For example, Dunstan
reports the foliowing.objectiﬁel as ghnracteriltic‘of the system:-

: To pramot: a personal avareness thaﬁ the child is part of
¢ society, dependent on it, and ansverable to its demands;
To organize the ch&ld‘: relationships with the {mmediate

and vider collective in a spirit of mutual respect,
responsibility, and critical judgement;

Al
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 To develop moral senses (_conui.cncc, honor, duty) and
qualities (honesty, courags, conlhtcncy),

To inculcate a positive and creative ut:itude to hbot._
involving purposeful choice of job and the right use of
- spare time and the ability to resist :l.nconp-uitiu.
(mt.n. 1981. P. 194) £

t

Wﬂ& ains, the Sovietn rfdvocatc tbe conscious structuring of all

aspects of the social environment, including the ochool. In this wvay, it is
possible for the child to come to understand “"one's dependence on society and
the ntccnity’to}uwniu one's conduct with society's demands and interest"
" (punstan, 1981, p. 19%. TFrom this perapective, autonomy of individual choice
doss not repruent'a high level of morality, but rather is viewed as self-
centered. |
In regions where non—Russ:un' groups live, education of the "new Soviet

man” has meant discouraging many ;raditioml ethnic practices. Nevertheless,

the Soviet Union continues to be a highly diverse society-with many multi-
cultural traits, eveén in its uchools. For example, nearly seventy langulges
.are spoken by ‘Soviet citizens. While bilingualism has been pursued as a
means. of gradually increasing the dominance of Russian, this policy has ofteﬁ
turned into a stable -ituation which does not endanger the survival of the
mtivé language. Hence, lchools uny areas and even some universities are

conducted in non—‘*?.eqnian languages. To be sure, the importance of Russian
variu greatly from minority to minority. 'I'hou ninoritieu which are '
recognized as “pations" within the Soviet system (e. g.. Georgia, Uzbekistan)
hnve’ been ablg to maintain their 1anguages. Among the Islamic peoples and in
the Caucusus, even the urbanized speak the mative language. Among minorities
vith ciout ties to the dominant Russian cthni.c group, however, decreasing
use of the native language is the rule (Carrere d'Encausse, 1979, 1981;

Siiver, 18 6).
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China: Many of the characteristics of classroons at the pre-school and
.1-..5:.:, jevel in the Soviet Union (describad in the previous eeetion and
under Assartion 6) also characterize the People's lepﬁblic of China.
Activities are edult-centered and directed; relationships between etudente
end ‘teachers are uaru, from the eerly years children are given a sense of the
{mportance of contributing to the group. Sidel (1973) describes the

pervasiveness of moral lessons as part of the teaching of other subjectc ‘even

in kindergarten. Children are encouraged to fdentify with heroic figurel-—not only

natiooal leaders, but aioo ordinary citizene who engage in acts of epecial
| courage. She notes that two distinct but complementary sources contribute to
. this unified concept of how children should behave——socialist ideology and
traditional Chdnesé culture, both of uﬁicb emphesize the importance of social
respontibility (see Cagan, 1978). o
From studies of Chinese in Taiwan, Hong Kong, and an American Chinetown,
nwilson (1981) has developed a theory of moral development which {1lustrates
the influence of the traditional culture. He lists three essential
characteristics of highly developed morality——reciprocity (the ability to
recognize the claims of others on one's behtvior). empathy (the ebility to
put oneself in enother s place emotionally) and individual reeponsihility for
one's decisions and behavior. Chinese culture with its high degree of group
centeredness end use of shaming produces strong group jdentification and
confotmity. expreleed with high levels of reciprocity and empathy.
Sidel and Sidel (1981) etteet to the result of this locillizetiod
as it is expreeeed in the concept of “revolutionary optimisn' amcng mainland

Chinese adults:

The belief in eubordinnting the feelings of individuals t
the needs of the group of which they are a menber.



The belief that individuals are bart of something
larger. than thenselves, the revolution . . « vhich
vill uirdjasaly be victorious. |

The b}l fﬁhgﬁépali cipation in an ultimately
victoribus revolution gives meaning and joy to life . « «
N even vith personal sacrifice. ‘ ‘

> -
i

The belief in the infinite capacity of people to . . .
remold themselves through faith in the revolution.
(Sidel and sidel, 1981, p. 315) a

Solidarity as a common value. In some countries, the short list of

common values to be foitcrcd in school cotre:pon@s relatively closely to, the
values which appear to be energing from a parnil;l search in the United States.
Other countries discussed in this nsiertion_(;specially Sweden, the Soviet
Union, and China) as well as countries described elsewhere in this paper
(especially Japan) have made collective community loyalty oFf ngolidarity"” a
more conscious focus than it has been in the U.S. | ‘ *

Cagan (1978), in summarizing & va:iety of this research, argues that
Ameticnn children would. benefit if educators made more attempts to foster
"abcollective character—one b;led on altruism, cooperation, and concern for

the welfare of others." ,Chiidten would be less confused about standards and

- more likely to eﬁgage in positive behavior. She suggests more gtoup—orignfed

activity in U.S.§cla:liooms; more responsibility on the part of childten for the
wvelfare of 6thet;; more explicit nodeiing of moral behavior by teachers;
more stress on_ﬁeroie models ;n:itOriel; more opportunities for dialogue
concerning -o;ai values between teacher and chiid as equals with the aim of
deieloping gteaéer ;eciptocity.

01denquiit;(19§2) argues along the llnéjline that gteaiet attention to
primary group loyalty l?d the common good, although it might clash with
classic 1ndividﬁalitm, would reduce alienation among young people and

cbnttibuth to a more posittve”lbcinl order. He argues forcefully that there

-
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_government 80 1 ng as ‘o

nidd be no ncctp ry conngctgpn bgtween uuch a focus~und authoritarian

,pt,ﬁartt citizenl to be vigilant.
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Assertion 8: In industrialized -ocietics,'televilion and other mass media
hnve an 1nportnnt and often negativc effect on young people s
walues. Educational programs could hnve a posigive effect on ltudent

understanding and usage of ledii.31.

Murray and Kipplx (1979) have summarized a large volume of research
conducted in nany nations on the effects of television on values and behavior.

The negative effect of television violence on values is well documented

' across the world by experimental and field studies as wcll as correlational

methods.

Murray and Kippax‘note that television serves a vnri;ty of needs fqr‘thé‘
individual in addit}on to entertainment--for personal idéntity,*for social
contact, and for.information about the locialkuorld.(especially those groups
or events with which the 1ndividuhl has little direct experience). Noble
(1975), reporting research on British, Irish, énd Canadian children, also
maintained that television satisfies personal needs. In previous decades,
1iving in a village society exposed children directly to in interdependent
community, to the need for empathy, to social role performance vhich could be
learned by observation. Teievision'il one source used byvchildr;n to qbtain
similar experiences today.

The rise of television must certainly be credited with part of the move-

| ,;-:nt avay from traditional values in the behavior of the young. Those who

;Hilh for a return to charactcr education in school which could inculcate

trustworthiness, obedience or similar virtues will surely be disappointed if

g
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thci fail to recognize the often cgntras:ih; effects of mass media. Some have -
suggested that television itself cou;d be used to promote’pro—locial,Pehnvior
if 1t 1nélud¢d more -odcis Qho behave in positivc L2 altruistic wvays.

. About ten years 2go UNESCO initiated a study of media education in twelve
1ndhstrializcd countries;5écause of cancer# for the contrast between school
values and those portiayed on televilion-inICnce. croﬁicilm, and
dependenceson luck. The eéucational systen in each nation gave attention to
educating children to interpret the-edin'(not 1imited to television but ’lso
including films, newspapers, etc.). ﬂinkkinen (1977) was part of the survey
team and also prepared a model for more explicit coﬁsidegation of media in the

curriculun (including sample lesson objectives). The resulte of this effort

_ would be especially useful in the teaching of mother tongue, history, and

social studies. One of the aimi was to help children distinguish between
reality as portrayed>1n documentaries and in fictional programs. Students:

were to be encouraged to consider how the author's or producer's beliefs might

linflpenca the program and to explore ways to use alternative sources of facts

(in the case of documentaries). In another set of units, students were
encouraged to take the mass media as :“tubject of study with regard to their

sociological, economic, political and technological relationship to society.

who owns the major newspapers or television stations, students were asked,

and how are they financed? How might this influence their presentations?
What values are reprenen:edin.ynxinunmkindlwgfPf°Sf§P£7f“h‘t“3r°ﬁp"r‘
most influenced by certain programs? How can citizens use the media for
their purposes? These types”of questionl‘ldght be suitable only for more
advanced students, but indicate a potentially useful approach to sensitizing

students to media influences. The survey poted that this attempt to exanine

' media's place in society and its influence on individuals vas most prominent
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in Sweden, Finland, and the rcdcknl Republic of hctnany (among the countries

surveyed).

14

Conclusions and Recommendations

__*-_‘______-‘-————-————-_—

*

Educntion which aims at excellence is not value free. ﬂcitﬁsr_-hnuld it
takc a dogmatic stand, ignoring the multiplicity of values to which all
students are exposed and prescribing the memorizing of creeds or the practice
of patriotic rituals. In our view, an cxccllent';ducitiﬁn requires tolerance
for the ideas of others (pluralism) while avoiding relativism (the nofion that
all values are equally 11d). ’ |
" Improvement in ttis aspect of education in the United States is too
important to be blocked by nrgumentu over queltions that educntorl are in no
position to resolve. Dilngreement over religious 1||ues has in the past
iniued‘uuch questions. Since our Constitution precludel basing the vnlués
taught in public schools on a particular religion, the values necassary to
sustain and enhance social and civic life in the next generation must be
grounded in some other way. To be sure, treating others in a relponyible

- way could be justified in terms of several world religions (Beck, .981)

Bu; it can also be ju:tiiied independently as part of the search for human
rights accepted by all peoples.
In fhe {ntroduction, we noted how professional opinion in the United

FStntés has -éhng from support for the inculcation of .certain values to
discomfort with indoctrination and, as a result, to a ¢all for criticni
discussion of moral issues, American educators have thus been sufficiently
alerted to the dangers of the two extrenes—indoctrination to the point of
disregard for all other points of view and critical analysis to the point of

absolute rclntivi:m. Hence, thil could be an auspicious time for reneved

q
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discussion of 1:1uns education, sspecially 3f the discussion doss not hecome
po1g:1;.d and if realistic propuslln for 1uprovuncnt are forthcdbing,

It is important for thc Commission to give prominent attention to vnlues,

’for.it is {n a particularly advantageous position to sncourage qnhstantiv:
lnd.nonﬁolari;ud dislogue on these issues. If the Commission does not
acknowlsdge th. importance of values, the readers of its report may goncslude
(contrary to Assertion 1) that schools can‘und should be value *res. They

Ay also assume (gontraryttc Assertion 3} that slogans and patriotic rituals
are & sufficient answer to the problems of educating a demoeratic citizenry.
They nigh: also decide (contrary to Assertion 5) that cduc:tienal policy is
unimportant in influencing the values learned in schools. They could conclude
(contrary to Assertion 6) that little attention need be paid to the implicit
curriculun of schools—the ways in which ltudent: learn about fairness from
being fairly treated or about respect for others' opinions from a clasy oom
climate in wvhich students and teachers are free to eXpress opinions on &
variety of issues. They could conclude (tontrnr§ to Assertion 7) that it is
‘inpo:tible for any truly democratic lociéty to agrié upon a common Ket of values.
Finally. 1f the Commission fails to address this domain, Yeaders may conclude
(contrary to Assertion 8) that television is a medium to be bewailed rather
than used tnunrd positive goals. : .

The Commission should be straightforward in suggesting ways in which
schools can impart values constructively Hhilt avoiding indoctrination (as
defined by Oldenquist, 1979). As our comparative analysis of andustrializcd
cauntric: indicates, there are nnny models nnd approaches which schools might
consider, It is therefore important for the Counis:ion to make .ana choices
and create an MTor values esducation which will be a compelling basis for

widespread dialogue. Yor convenience, let us call this spproach the

'ty
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tutabliuhacnt of a coalitiﬁn agenda. By this term ut.nman a plan of action

that would sptcify goals and nseded changes in values sducation for Aneriﬁan
uchocln. Since broad sppsal and compromise are both {mportant Plrtl of
successful :nv-nunc: for change within our political systens, tht formulsation
of a :o:ﬁiticn agends vould not depend on consensus (i.e., universal agresment
on values), but rather on commitment to cartain procedurex and = Yixited
nusber of social, political or sducational actions.

Lav-relatad sducation is an t#tmpl: of part of s coslition agenda. The
lav sxbodies valuex uhiéh~appeal to diverse cons:i:ucncits. The values of
social order ($ncluding r::pect for the law, obcdicnca to the law, uud'£hc -
xppropriutenes: of punishmeut) are nattcr: of conccra to a consarvative
constituency threatened by fears of individual or collective irrnqugg;pilityﬁ
and unchecked ‘social conflict. Th: viluts of justice, to tht sxtent ihnt
they are smbodied in the lnw, have vide appeal apong both libctalt and
cun;ervngzvas. These vnlutn include, for sxample, the yrnhibition of
urhicrary government action and the right of radress by the caurta for people
who feel they have been unjustly trsated. Protection by the law of certain
1ndividual rights is also attractive to the large majority of Amevicans. In
addition, the lnw incorporates & COnCRIn oy caxltcttva vtll~b¢ing Vhitﬁq
broadens its appeal still fur:her.32 ) .

We do not p!bpolt to include i an sducational ca:litiou agenda values
which are sv t:rongly held and inspire such :anflict that ncccamodntian appcart
imponsible in the short run. Abortion, craationism, tixhtz for hnuaxexulll
and prayer in the schools appear to us to be exanples of irreconcilable '
value conflicts~—at 1asst within the context of American public schools at

the'ptClenc time. In building a coalition sgenda, it would b; 1-portann

to develop procedurss for da:ling with issues that urc polarizad to the point

b
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. There would be debate, during uh;gh

" the agenda for misrepresenting issues.

yart of the prasent

of demanding s policy of nsutrality in the schools.

problss ssmms to S« that in the !hliﬁtl'#f ways to pinpeiut such Srrsconcilable

valus conflicts, the schools have tried to be geutral on too mapy issues.

In large part, whar we have done {n proposing & coalition sgends is no

mors than taking & labsl for a common way of doing thinge in American politics

and applying it to values sducation. The sarting forth of such an agends,

howsvar, will have merit only insofar /s it helps us to become WMOTE toncrete

about the course of action being advocated, the values smbodied ir tht agends,

and irs potential werity and deficiencies.

A VEST ATIRY of individusls and groups with & srake in American

education would be the potentisl eriticsand judges of such an agends. Their

judgenent would not be & simple voIR BT axpression of coni {dence of dismay.

sxperts might criticize certain psiis of

Hinorities might judge the agenda

biased toward the interests of the rich or poverful. Once {xplanantation hae

started, courts night find inck of conformity with constituticnal provisions

Finally, & coalition aganda might simply fsil to generate the interest

aacicipated. *

How can the Commission take advantage of public concern gver the

inadaguacy of current practice, drav up & viabla coalitior agends and moveE

towsard axcellence {n values aducation? in our viev, the foslowing steps
- .

would be appropriste:

1. Set up a task force to exsaine programs and matarisle
in other countriss (&.%.. Beck’s prograw In Outario,
HcPhail’s or Lister’s matarisls from the U.K., Hilligen's
. texts and matarisls in the ¥.%.G., the Minkkinen work in
_ Pinland, and Borjeson’s ansiyses from Swaden). Yaloms
relating to law, altruiss, husan rights, civic literacy
and a sansa of community are smong those which, in out
judganent, warrant spacial attention. ” . .
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2. Fromosy prganisationsl links and din!c;ut astionally
{and parbape {ntarnationalily) to st imulate devalopmsnt
and testing of the coalition agends. - A wide range of

sodividuals and groupk should be sskad to participate.
Proveducas for forming thesw links and conducting theas
dixlogues will nasd to ba carafully formulated to svoid
their domination by any one poing of view, In detaraining
who will participate, clains bassd OO knowledge and
clsiws basad On public SupporTL Are both important.
Organizations which might ba invited fnclude the =
Rstiunal Councsl for the Socisd Scudles, the Parant~
teachers Association, tancher organizations, the
Mational Associstion of Schoul Bosrds, Cantes for
Global Fatapsctivas io Bducation, the walues aducation .
comsizsions in various statas, orgsnizations conceraed
with Isv=ralated sducarion {as w&ll as groups TEAPYANENI ING
students and religious sducation concerns). Thase
o ganizstions {and many othars) have sxprassad coplern
ahows valuas education. A cosiition ngends would banef it
trom the give-and-take of formulating such’s pien of
acrion. .

3. Eptoutage vesearch in mraas wvhare serious gaps of
knowladge sxist~wpuch as how the explicit curriculume
frrerscts with the Implicit curriculus sod wchook.
climate, how taachers wodel waluas, and how to
gffectively wix padagogies for differant spex (-8, ‘
by draviog on Siscussion, study of Ilteratare, roie playiogl.

1o BLilding & coslsnion agenta, striving for consensuk can and should

be tempeied by ioievance for divarsivy. s balieve, for axsmple, that this

rappach fof dlversity S5 m distinctive trait of ineziakﬁ sducation which i

enhanied, ont Ciminished when e give sarious stisntion to practices in other

counttiry, howkves giffarant vhe gosls of thelr ty;tam‘ﬁh? he.

4 baiance betuwen advocksy of shared values and encouragement of

conttoversy {ar d1fferences of opiniond ghould #iep chazacterize aclions tahes

ve impigment the agends. 34 wr are to ﬁ@ns&:tcﬁx!y respect diversity

poth in Out JEmoCTECY ar lerge and in the implicis curriculuz of our szhools,
Brudente Susl have & opportunity 1o ALACuES ;an:ra§¢r:ia} fssues and to state,
dtiiad and axasthr & wide :iugc of opinions. ?ﬁiltiachin; of sharsd values

WA ;p§:apr;;:¢;y be doxipany suring the ABT1Y FEATH ol slumantanry ;;hn#i; but

nb‘itiitlth&ﬁ»}ﬁhiar high {in our wiew) Thers nhnuzd b» sore attantion given

boov o
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to criticise, fo axpioration of ﬁu&s which diugrie with those of the teacher
33

and dmimm Froups v:;:!s.in the communizy.

Datarnining txunmc: in valuss sducation is difficulr, Our u'pcximct

wirh international studies has baen that standards for other aubjtcu ave wgh

) assisar tO AEYae upon. Justifjable practice in the axes of vuluu is tlwly

and gometinex yniét‘ully developsd. It Zs&gim with ucagnitinn of ﬁingumt

{ #.g., through involvament of diverse groups and ::amidtntian of what is
diffsrant aboul other nations) and procseds thmngh recognition of whut is
gained or lost in the ;:;wluit of common gosls. Thars is, we tniok, no

yisble short-cut In these steps tovhrd the dmprovament of values education in

the ¥nited States.

"
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2.

>

“subject or unit

e

i

s.

{alues way be defined as
good or
or worse'

Three terms which
sors) education an
. that the interest is
particular culture.
socialization.
senss, focusifg on

w ® 2 o - .
4. ‘Bee the work of@ndvtrni~:tate

Hotes

Selicvc or fael to be

{ful or ugly, better
Affairs, 1979).

Yyhat individuals or groups
moral or jmmorsl, beaut

bad, right or wroug,
ion and Cultural

' (Swedish Ministry =° Educat

nead to be distinguishad from e&
& civic education. To use the t
in any valuss acquired as one becomes P
Many agents in addition to schools contribute to
Some .suthors use the ternm socisiization in a‘yejorntive
the negative aspects of indoctrination, In our view,’
sitive, negative =% neutral consequences. The
s on the process of making judgements about
wrong and on the learning of pptticulat'taluni which some
1 or other moral authority thinks students ought to learn.
(or -citizenship education) is frequently taught as & separate
within social studies, The aims typically includg C
{sm and a pariicular political ideology, &s well as
d the acquisition of {nformation about the structure of

ch othgr>dt¢ socialization,
erm socialization indicates
art of &

:o:isl}zhziun can have po
expression moral education focuse
right ahd
{ndividux
sducstinvn

Civie }

inculcating patriot
‘obedisnce to law an
government.

”, DR . » , v
For an excellent collection of papers on moral education, see Cochrane,
Barm and Kazepides (1979). : : B

1and Values Commigsion,

roups, including the Ma
groups, g ryfurther discussionT.

See also Butts {1980) for

Commission on Excellence .
rom comparative

£ the context in

d be kept in mind

for examples of much & 1ist.

or the National
zmendations £
ferring practices out ©
these caveats shoul
Comparative educators have perhaps
g to an earlier era in which
interplay of social

Burn 1982} in their paper £
e teluctant to diaw po
analyais Jwcause of problems in trans
which they wers d;veloped. In our view,
but should not gohstrain the discussion.
become too cautious in this respect, reactin

borrowing was advocated without due consideration for the
and educatijonal forces. At present, too guch caution about transferring

‘practices from one country to another may simply reinforce parochialism in
gﬁﬁcttinn—-thevbelicf that what is dome in one's own country, state or
coamuaity is necessarily better for that collectivity than what is done

: tlu?ﬁﬁure.

Burn and
4n Education ar

names (social .ciencevcducation, human

1itical education, European heritage--to name only a few). It
forms: independent subject, a topic in several related
iple underlying all instruction, & prenise for schoo

This type of education goes“under many

. sckences, po
takes various:
subjiects, a princ
(Dufty, 1980).

1 policy )

Yor furthex discussion of these points, see Hnmm.ind Daniels {1979) and

'01denquist {1979)-
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'10.

11.

12.

13.

14,

15.
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"prom the political point of view, the republican elementary school teacher,
while cultivating a love of the Republic, must refrain, in teaching, from
taking a partisan position" Code soleil, 1975, p. 34, our translation.

For more information on the IEA studies, see Assertion 3 and also Tormey,
Oppenheinm & Farnen, 1975. :

These percents are an unweighted mean of the published percents for
Population II and Population IV teachers of civic education and social
studies. See Toruey, Oppenhein, and Farnen (1975) for further discussion
of the definition of these populations and the sampling. The number of
teachers in esach case was as follows: .

. Population II Population IV

F.R.G. - 218 254
Finland 302 . - 333
Ireland ' 270 259
Italy 320 -
Netherlands 168 + 99
New Zealand 582 565
Sweden - 418
U.S. 317 285

Since there was an overlap of teachers from one population to the other in
some countries, the total pumber of independent cases is not necessarily
the sum of teachers from the two populations.

The conflict theories have their origins primarily in the works of Karl
Marx and Max Weber while the functionalists owe much to Talcott Parsons

and other American sociologists. For wmore extensive, but still introductory
discussion of these issues, see Karabel and Halsey (1977), Murphy (1979),
and yanfossen (1979). .

Political culture has been defined, in an infiuential work on this topic,
as "the political system as internalized in the cognitions, feelings and
evaluationsvof its population (Alzond and Verba, 1965, p. 13).

In considering these differences, it is essential to remember that they are
the differences between statistical averages. For exanple, there are

certainly Austrians who ave nationalistic and Nigerians who are 1nternationa1f

in their orientations. L

More than 30,000 students responded to survey instruments; more than

5,000 teacliers replied concerning pedagogical practices, and 1,300 principals
and headmasters described the schools. The schools were selected from :
pationally stratified frames wvith a probability proportionate to their
student body size. In the second stage students were selected randomly from
within schools with a probability inversely proportional to the size of

" their school. The Iranian data were later withdrawn from 1nt¢rgationnl

analysis.

iIn contrast, many Japanese conservatives in the postwar'ﬁcriod have contended
that the Rescript vas aisinterpreted and aisused in the prewar period.

~




16,

17.

Efforts at characterizing national culture or mational character run a
large risk of stereotyping. For Japan we have relied heavily on the most
noted American scholar on Japan, Edwin Reischauer (1976), who states an -
important caveat: "Almost anything that might.be said about Japanese in
general would not be .true of many and might be flatly contradicted by some"
(p. 124). TFor other well-informed studies of Japanese youth, education and
society, see Bovman (1981), Cummings (1980), Massey (1976), Shimahara (1979)
and Vogel (1979). They differ significantly in their perspective and their.
interpretations. For exnmple,tthe economist Bowman emphasizes 4{ndividual
choice while thevanthropologically oriented Shimshara puts much more stress
.on the influence of group norms. I o } -
The security of lifelong employment exists mainly in large enterprises, has
developed only in the twentieth Century, may not be so much moral as
pragmatic in nature, and faces an uncertain future (Bowman, 1981).

Bownan's survey of students and their parents suggests that the norm of a’
lifetime commitment is widely accepted; hovever, she found that adherence

. to this norm was less firm and less pervasive among students than among

18.

19.

20.

21.

22.

23.

older men. . S

Some negative aspects of Japanese education are well known in the West (e.g.,
examination stress). Others are not (e.g., problems of quality in higher
education). See Assertion 6 for more discussion of the negative consequences
of examination stress.

In contemporary Japanese social studies textbooks, Ja%an alone of the world

« powers has been portrayed as the peace power (Massey, 1976). As this paper

wvas being written, the most recent J;paneie history textbooks were under
criticism for using euphemisms to characterize the Japanese invasion of
Manchuria and the "rape of Nanking" in World War II. This editorial revision
of history-has provoked much criticism from abroad as well as within Japan ,
and even in the Japanese cabinet (see New York Times editorial, 25 August 1982).

It should be noted that in the postvar research reported by Massey (1976), )
the students were to young too young to have directly experienced the war; hence
the high value they put on peace was not learned through-ﬁirect"experience

with the horror of war. . )

The Potsdam agreenent~|igned by the Western powers and the Soviet Union
specified that “"German education shall be so controlled as completely to

_eliminate Nazi and militaristic doctrines and to make possible the successful

development of democratic ideas" (quoted in Oapenheim, 1977, p. 17).

The term conflict is used here in the general sense of nonconformity (disregard
of social conventions) and dissent (clash of ideas and ideologies) as well as

violent war and revolution. See Nielsen (1977) for good summary of the '
1iterature on the importance of conflict for political life. .

Fifty-seven pé?hent‘of,the lbtyear-oldu in the F.R.G. strongly agreed with

 the statement about women running for office whereas in the ppitgd;States:

only 27% strongly endorsed this statement. .

@y
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24.

25'

26,

27.

28.

]

Oppenheim, one of the researchers who with Torney-Purta directed
international planning for the IEA study, revieved earlier West German
research: . ‘ :

Most earlier researchers seem to confirm our findings concerning
the skepticism and the nonparticipatory attitudes of German
youth . . o« . However, the strong support ve found for democratic
values seens to be a relatively recent phenomenon. (p. 23).

rbr further discussion of these earlier German studies, see Oppenhein
(1977) monograph.

It could be, for exaxple, that the relationship between school
characteristics and dcmocratic values is due to a disproportionate tendency
for students wvith certain political beliefs to live in areas where the
schools are most likely to have the above characteristics.

¥
The conclusion' that schools helped develop democratic attitudes contrasts
vith German studies in the early 1960's which discounted the effects of
schooling on democratic attitudes (Oppenhein, 1977). See Merritt, Flerlage
and Merritt (1971b) for discussion of a subsequent swing toward optimism
about the effects of curriculum reform. -
_Klein, spouse of an American diplomat assigned to the U.S. embassy in the
G.D.R., was the first American given permission to observe students in a
polytechnical center. She admits to the difficulty of generalizing from
limited observations, but relies heavily on the asserted uniformity of
East German education. '

The importation of Marxist-Leninist ideology during pilitary occupation
raises a question similar to the importation of Western models into Japan.
Perhaps vhatever success these imports enjoy can be credited to preexisting
values. Sontheimer and Bleek (1975) express this point of view:

The models of socialist behavior . . . are only socially‘gffective

* to the extent that they coincide with attitudes which do not belong

' solely to socialist ideology, for instance a desire for order, for
evaluating and recognizing achievements in work, for preserving the
‘interests of the community in contrast to a pronounced individualisnm.
(pp. 45-46) - : . C

Yet these West German scholars, without 4dentifying the basis for their
conclusions, also assert that the system has been persuasive in certain
respects. In their view, most East Germans are convinced that their
systen has brought more social justice than in the West and that their’
educational systen is superior to that of the Federal Republic.




30'

31'

32.

29. Although the
received extensive
Europe:
theorists
of schools and classrooms

_ character of knowledge abo
for exanple, Edvards (1980
“classroom dialogue. Hunter (1980) has
making power given to ish school councils. willis (1981)

72

term "hidden curriculum"” originated in the v.5., it has
consideration recently by two schools of thought in

the "new sociology of education” in Great Britain and the Yeritical
" 4n West Germany. These approaches rely on ethnographic studies

as well as philosophical analysis contrasting the
ut society with knowledge of the physical world.

) has analyzed the power relationships underlying
poted .the lack of real decision

students in Brit
which the formal curriculum implicitly leads

has studied the ways in
lose ‘themselves off from occupational advancement.

vork_in;-clau boys to ¢

In a study of classroom climate in Israel, Xlein and Eshel (1980) warn that
an '"'open classroom” may have somevwhat different characteristics in different
countries. Israeli classrooms designated as “open" differ as follows from
those more traditionally organized: amount of independent information '
seeking of students, freedom to mOvVe around and lack of stress on gilence
and on a fixed schedule., In contrast to the U.S. and Britain, open

classroons in Israel do not differ from the more traditional in the extent
to which the teacher is used as a son (rather

facilitator and resource per
than a3 lecturer and controller of the class).

of television programs found that although there

are similar numbers of minutes per hour devoted to violent acts as in the
v.S., the violence 1s much more 1ikely to be presented in a way wvhich
creates sympathy for the victim (Iwad, Pool, and Hagiwara, 1981). - & .

International human rights is anothez topic
coalition agenda might be developel,

We considered including.an assertion dealing with optimal timing and
sequencing in values education citing empirical zesearch on feyelopmental
processes. . We decided not ta Include such an assertion, both because of
space. limitations and becesuse the majority of’the research related to
- this dssye has been conducted in the Bnited States (and thus does not fit
- the focus of this paper upan other ‘industrialized countries) . An examin-
ation of the empirical research indicates the 4mportance of middle child- .
riety of value issues,

" hood and pre-adolescence for education relating to a va
hts and attitudes to those in other

especially those concerning mman rig

pations. The period from about seven to twelve appears to be one in which
children have the ability to take the perspective or point of view of others
but have not yet become closd off (by excessive needs for conformity) to
those who are not members of their own group. (See Torney, 1980 for a re=
view of this research.) Toward the end of this period (ages ten to twelve)
the presentation of controversial issues in the classroom appears to be
especially useful as a way to help students develop their own values as vell

encouraging tolerance for a pluralim of values among their contemporaries. ]

Japanese content snalyses

avound vhich portions of 8 -
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