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Preface

The major purpose of this volume is 10 set out some of the key issues and
debates refating 10 the importance of values in education and of education in
values, and to stimulate discussion and reflection among teachers, administra-
tors, researchers and educational policymakers.

The volume has a twofold struciure, one formal the other informal. At a
formal level, the structure falls in two parts. After an introductory chapter
about the concept of values and values education. Part 1 provides a variety of
perspectives on the values that underpin contemporary education: in theory
and practice, from the point of view of the government and the school, and
from the perspective of the growing diversity of modern society. Chapter 2
argues that education in western democratic societies is invariably grounded
on the tundamental liberal values of freedom. equality and rationality  In
Chapters 3 to 8, six groups of values are denufied - sprritual, moral, environ-
mental, democratic. and those of the ants and of health education ~ and the
meaning and importance of these values for education is discussed. Chapter
9 examines the values behind government education policy and compares
these o the goal of educating the whole person. These chapters are by no
tueans based on a common ideology (nor are they necessarily a reflection of
the editors” own views), but their very diversity is designed to challenge taken-
for-granted views, to offer new insights and to encourage further discussion.

Part 1l focuses on school practice. The chapters examine a variety of ways
in which values may be incorporated into the activities of schools. and 2im (8]
encourage further reflection on the processes of values education. Chapter 10
examines pupils’ values in the light of their experiences at school. Chapter 11
suggests ways in which schools can develop a clear vision of their goals.
Chapter 12 examines school mission statements and the influcnce of these on
parents choice of schools. Chapter 13 considers whole school issues and ways
of approaching values educaton within the school ccrriculum. Chapter 14
draws on the author's own experience as a recent headteacher of 2 multicthnic
inner-city school and describes the link between values education and the
school's ethos and stractures. Finally, Chapter 15 examines the ethical impli-
cations of assessing chiidren’s personal development,

Alongside this formal structure is an undercurrent of debates abeut values
and educanon which surface from time to ime thtoughout the book  These
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Prefuce

include the meaning and nature of values; the concept of education; the im-
pact of soctal change and cultural diversity; the relationship between religion
and values; children’s developing understanding of values; the role of the
teacher; and the inspection of values education.

The book has its origins in a conference on Spiritual and Motal Education
held at the University of Plymouth in September 1993. Four of the chapters —
those by John Hull, Andrew Marfleet, Ruth Merttens and Jasper Ungoed-Thomas
- are revised versions of the papers they presented at that conference. The
remaining chapters have been written especially for «is volume.

In addition to the authors of individual chapters, there are many others
who have contributed indirectly to this volume, both through conversations
and discussions and through practical and moral encouragement during the
pressures of writing. Our thanks are due to them all.

J. Mark Halstead
Monica J. Taylor
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Chapter 1

Values and Values Education in
Schools

J. Mark Halstead

ABSTRACT.  The first balf of this chapter examines the conecept of
values in an educational context. and the difficudty in a pluralist
saciety of finding a framework of shared calues to undenpin the
work of the school. The second half focuses on the concept of
values education and by reference to practice in both Europe and
Nonth America explores current debates and dilemmas. The chapter
concludes with a briof discussion of the inspection of values
cducanon.

Values are central to both the theory of education and the practical activities
of schools in two ways. First, schools and individual teachers within schools
are & major influence, alongside the family, the media and the peer group, on
the developing values of children and young people. and thus of society
large. Secondly, schools retlect and embx wdy the values of society; mdeed, they
owe their existence to the fact that society virlues education and seeks (o exent
influence on the pattern of its own future development through education.,
However, the values of society are not as uniform or unchanging as this sug,
gests. Many: groups withim society have a legitimare clain (o a stake 1n the
cducational process — parents, employers, politicians, local communities., lead-
ers of industry and taxpayers, as well as teachers and children themselves -
and within cach of these groups there is a wide diversity of political, social.
cconomic, religious. ideological and cultural values. The expectations of inter-
ested parties are thus often in conflict. and schools sometimes hecome the
battleground where groups with different value prioritics vie for influence and
domination,

The part schools play in the teaching of values and the part vialues play
in the organization of schools are closely connected. The values of schools are
apparent in thewr organization, curriculum and discipline procedures, as well
as in the relationships between teachers and pupils. Values are reflecred in
what teachers choose o permit or encourage m the classroom and in the way
they respond to children’s contributions to learning. and children learn values
from such responses. Even the seating arrangements in a classroom convey

certan values, When teachers nsist on precision and accuracy in children's
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Values in Education and Education in Values

work, or praise their use of imagination, or censure racist or sexist language,
or encourage them to show imuative, or respond with interest, patience or
frustration to their ideas, children are being introduced to values and value-
laden issues (cf. Jackson, Boostrom and Hansen, 1993).

Frequently the vatues of the school are not fully explored or articulated.
This may be simply because the values are hard to analyze, since they are
deeply embedded in teachers taken-for-granted world view: or because teach-
ers are often not well prepared in their initial training for reflection on values;
or else because teachers have to make so many day-to-day decisions at a
classroom level that they tend to rely on what may be termed a moral instinct.
Even where a school has produced a values statement, this is not the end of
the matter. For example, if a policy statement says “all pupils are entitled to be
treated with respect by staff (see Chapter 14), there needs to be a shared
understanding of what is meant by ‘being treated with respect’. in addition,
there is likely to be a considerable difference between the values a school
proclaims and those which in fact underpin its practice (see Taylor, 1994a, 29).
Many values, however, are left within the domain of the hidden curricu-
lum. Where there is i, stematic discussion of values and value issues in the
classroom, children may be more likely o develop values haphazardly, and
indeed it is not uncommon for the values which pupils develop in school to
be different from those the school intends. Partly this may be a reflection of
the critical perspective the school seeks to develop through the curriculurm,
and partly it may result from a lack of congruence and coherence in value
implementation

These factors suggest a need for schools to reflect on and voice their
values with greater precision (McLaughlin, 1995). This need is made the more
pressing by four further considerations

growing cultural diversity (and therefore diversity of values) within all
weslern societies,

a growing gulf between the values of government and teachers (see
Chapters 2 and 9 in this volume), which has led to a breakdown of
trust and to stronger demands for accountability (Halstead, 1994),
the perceived ‘moral decline’ not only among young people but also
in public life;

the determination of government to uphold certain values. for exar-
ple. by subjecting the contribution of schools to- the spiritual and
moral development of children to regular inspection.

Any examination of the links between values and education brings to
light 4 number of the key questions Several of these are touched on in this
chapter and others surface from time to time throughout the book.

e Is there a dstinction 1o be made between private and  public
values?

12




Values and Values Education in Schools

Do particular values (whether political, aesthetic, moral or religious)
have validity only within particular cultures or traditions?

Are there overarching principles by which conflicts between values
may be resolved?

Is there a sufficient basis of shared values in our society o support a
common framework of education for all children. or should parents
be free to choose between schools with different sets of values?

Do the values which are currently taught in schools necess: rily rein-
torce tintentionally or otheiwise; the privileged position of certain
social classes or religious or cultural groups?

Are there any absolute velues, or merely changing and relative ones?
should schools reflect traditional values or seek to transform these?
Should schools instil values in pupils or teach them to explore and
develop their own values?

Should teachers aim for a neutral (or value-free) approach to their
subject matter?

Before any of these questions can be considered, however. the first step is to
examine more closely what is meant by the erm ealues.

What are Values?

Although several survevs of moral and social values in Britain and Europe
have been carned out over the last fifteen years (Abrams of al., 1985: Barker
et al, 1992: there is «till much disagreement about the term *values'. Values
have been variously defined as things which are considered ‘good’ in them-
selves (such as beauty, truth. love, honesty and loyalty) and as personal or
social preferences Raths, Harmin and Simon (1960, 28) describe values as
‘beliefs, attitudes or feelings that an individual is proud of, is willing to publicly
affirm, has [sici been chosen thoughtfully from alternatives without persuasion,
and is Isicl acted on repeatedly’ Fraenkel (1977, 11) considers values as being
‘both emotional commitments and ideas about worth'. Beck (1990, 2) defines
values as ‘those things (objects, activities, experiences, etc.) which on balance
promote human wellbeing'. Further definitions are suggested by several of the
contributors to the present volume (see in particular Chapters 4 and 6). In the
present chapter, however, the term calues is used o refer to principles, funda-
mental convictions, deals, standards or life stances which act as general
guides to bebaviour or as points of reference in decision-making or the evali-
ation of beliefs or action and which are closely connected to personal integrity
and personal identity.

This definition is open to criticism on the grounds that it fails to differen-
tiate guite distinet things like virtues, convictions and commitments and that it
treats values as a kind of possession, something which neople have, It is true
that o talk of the ralie of something Cas in the phrase calue-added ) has
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always been to talk of its worth, and that when we value something we are
making a high estimate of its worth. However, the term ralues tin the plurab
now scems to be used to refer to the criteria by which we make such value
judgments, to the principles on which the value judgments are based. Thus
Shaver and Strong say

Values are our standurds and principles for judging worth. They are
the ernteria by which we judge things' (people, objects, ideas, actions
and situations} 1o be good, worthwhile, desirable; or, on the other
hand, bad, worthless, despicable (1976, 15).

This raises the question of whether the values by which we judge worth
are subjective or objective. relative or absolute. Aninitial dishnction must be
made between merely personal value judgments or preferences (for example,
T preter heavy metal to country-and-western’) and “true’ judgments of value,
which purport to have a more rational character (tor example, “that was 4 kind
act). But this is not enough. For even within the latter group, it is possible to
distinguish a number of different points on a continuun:

At one extreme is the view of values as a set ot subjective criteria for
making judgments. This may be linked to a refativist view that no set
of values can be shown to be better than another. The roots of this
view may lie in the strong sense of individualism in western societies,
or more specifically if unconsciously in the logical positivist position
that value judgments are merely expressions of personal opinion since
they are not open 1o verification through observation and experiment.
This view has sometimes been claimed o provide a useful way of
resolving disputes over values in culturally plural socicties: you have
vour values and I have nine!’

At the other end of t continuum is the view of values as absolute,
that 1s, as applving cever,where and at all times On this view, cer-
tain human actons are always nght or always wrong, irrespective of
circumstance.

somewhere in between is the view that certain values, such as animal
rights, patriotism, equal opportunitics or bravery, have some kind of
objective quality, insofar as some social arrangements and patterns of
behaviour promote well being more than others” (Beck, 1990, 3). These
values may theretore be explored in a systematic and objective fash-
ion, though it is also recognized that they are socially constructed and
may vary over time and from one group or society to another.

Values in a Pluralist Society

In a monoculural society, the middle view as set out in the last paragraph
ofters a cear basis tor values educaton Children will be introduced to the
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values and practices of their own society as objective reality. In a pluralist
society, however, such an approach is not possible, since not everyone shares
the same values (or even shares the same understanding of what values are;
cf. Haydon, 1995, 56). Yet without shared values it is impossible to find a basis
for the establishment of common institutions in society. Clearly there could be
no society at all without a minimum set of common values and standards of
behaviour. These are likely to include, first, a basic social morality (in particu-
lai, a respect for justice and a recognition that other groups have as much right
as one’s own to avoid physical pain and death among their members); second,
the acceptance of a common system of law and government by all groups
within the broader society (though the systems need not be the same for all
‘broader societies) and a commitment to seck to change these only through
democratic means; and third, a commitment to values presupposed by the
pluralist ideal (in particular, the toleration of groups with different ideals to
one’s own and the rejection of violence as a means of persuasion). Haydon
expands this third category by arguing that citizenship within a plural society
requires that everyone should be ught not only about morality but also
‘about the plurality, not merely of values, but of the kinds of significance
attached to values' (1995, 54).

However, the minimum framework of common values remains a very
thin one (cf. White, 1987, 16), certainly not sufficient to support a common
system of education as extensive as we have today. If the common school is
to be retained, it is widely assumed that some way must be found of making
this minimum framework of values more substantial. But how? There is no
shortage of possible answers. In the past it has tended to be the values of the
dominant group that have filled the vacuum. and it has frequently been claimed
that schools have promoted middle-class values (Rich, 1993:164f). In con-
servative circles, the traditional values of religion, the family and the national
heritage have found favour; the ill-fated slogan *back to basics' also repre-
sented an emphasis on standards, whether moral, social or academic. Liberals
may look to those values which can be rationally justified as universally ap-
propriate (see Chapter 2), or may suggest that an expansion of the minimum
framework of common values may be negotiated democratically (cf. Haydon,
1987). However, in a pluraiist society, there will be suspicion of all these
approaches among some minority groups. Even democratic negotiation pre-
supposes certain shared values and shared goals (such as valuing a democratic
form of life), which may not, in fact, be shared by all and may even be
perceived as a threat to the traditional way of life of some groups (cf. Halstead,
1988: Ch. 8).

The introduction of market torces into educational provision, as Elliott
(1994:415ff) points out, 'enables a pragmatic solution to the problem of value
pluralism to be effected’. The market, he suggests, provides the context for the
negotiation of values between providers and customers. In order to thrive, the
school cannot uphold values which diverge significantly from those of the
community it serves. If this approach is accepted, it implies that in a plural
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society there will be a diversity of provision, with difterent schools reflecting
not only different curricular emphases but also different cultural or ideological
values (cf. Hargreaves, 1994). This is a view which some minority goups,
including Muslims, Jews, evangelical Christians and others, have been putting
forward for some time (Halstead, 1995). However, it undermines the prin-
ciple of the common school, which among other things seeks to show equal
respect to a diversity of cultural values and promote mutual tolerance and
understanding,.

The task, which schools and other educational institutions are now facing,
of discussing and clarifying their values and making them public is thus enor-
mously complex. It would be a serious mistake to view it as a matter of
dreaming up a list of values or opting for a prepackaged set (for example,
those suggested by the National Curriculum Council, 1993). Schools must pay
attention to the diversity of values in the communities they serve (which are
themselves in flux) as well as in society at large, and to the legitimate expec-
tations of interested parties. They must examine their aims and their curricu-
lum provision and practices to see what values lie embedded there and must
reflect on the justifiability, appropriateness and coherence of these values. In
the end, the statements of value that emerge may be ambiguous, provisional
and less than totally clear (¢f. McLaughlin, 1994:459). But unless schools make
the effort to articulate their values and develop some clarity of vision, they will
not be in a strong position to pursue their task of developing pupils” under-
standing of values and helping pupils to develop their own commitments [t
is to this latter task that we must now turn.

Values Education: Principles and Practice

The term ralnes education has a much shorter history in England and Wales
than it has it North America, or even in Scotland. Nevertheless, a recent direc-
tory of research and resources in values education in the UK lists 113 entries,
made up of research projects, organizations, publications and other initiatives
(Tavlor, 1994b). The establishment of the Values Education Council in the UK
in 1995 may prove an important turning point; it aims to bring together organi-
zations with a shared interest in values education, its purpose being ‘the pro-
motion and development of values in the context of education as a lifelong
process, to help individuals develop as responsible and caring persons and
live as participating members of a pluralist society”. (Taylor, 1995:24)

The emphasis here on personal and social values, moral values and demo-
cratic citizenship is not intended to exclude other values. Indeed, recent offi-
cial publications tend to link moral with spintual values (National Curriculum
Council, 1993; Office for Standards in Education, 199+4a), and strong claims are
commonly made about links between moral and aesthetic values (cf. Jarrett,
1991 and between spiritual and aesthetic (Starkings. 1993). Other values fre-
quently mentioned in the context of the school include values relating o
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cultural diversity. culural identity and national consciousness; intellectual and
academic values; peace, international understanding, human rights and envir-
onmental values; gender equality and antiracism; work and economic values:
health; and common human values such as tolerance, solidarity and coopera-
tion (cf. Taylor, 1994a). Many of these are discussed more fully in Chapters 2
o 9.

One of the main differences between the American and the British ap-
proach to values education is that the former, in the absence of organized
traditions of religious or social authority in public institutions, places a stronger
emphasis on democratic education, both in terms of teaching the child about
how society works and in terms of preparation for citizenship through active
paiticipation in school life. Values education in British schools, on the other
hand, as in much of Europe, is affected by closer involvement with religion:
a third of British schools are denominational institutions, religious education is
stilt a compulsory part of the basic curriculum in all schools, collective worship
is part of the statutory school day, and there is a strong official view that
religious education and collective worship are ceniral to children's moral and
spiritual development (National Curriculum Council, 1993). There is an as-
sumption among those who do not share this official view that a gradual
decline among religiously based values will occur (White, 1987:22), leading to
the slow disappearance of specialized religious and moral instruction and the
emergence of citizenship courses as the main focus for children's moral devel-
opment in school (Cha, Wong and Mever, 1988:12). Whether this asumption
is justified, however, is very much open to question.

Whatever form values education takes, there is a major debate about
whether schools should instil values in pupils or teach them 10 explore and
develop their own values. On the former view, which is sometimes called
character education (Lickona, 1991), values education involves two tasks.

the identification of appropriate values, which is the responsibility of
schools, educationalists. or society at large through its elected repre-
sentatives (see Chapters 11 and 12);

the transmission of these approved values to children. This may be
carried out in many different areas of the school's provision: in cur-
riculum subjects and cross-curricular themes (see Chapter 13), and in
sport, community links, fundraising for charity, extra-curricular activi-
ties generally, teacher-pupil relationships, the structures and manage-
ment of the school, school discipline, the pastoral systen, the processes
of teaching and learning, the hidden curniculum and the ethos of the
school (see Chapter 1-4),

There are two main problems with the character education approach. The
first is the difficulty of idenufying appropriate values and ensuring a consistent
approach within the school, there 1s no shortage of hists, but often little agree-
ment between them (. Goggin, 1994, Lickona, 19888, Beck, 1990:148). The

9




Q

EMC

PAFullToxt Provided by ERIC

Values in Education and Education in Values

second problem is that the approach pays too little attention to, and may be
in direct conflict with, the values that children learn outside the school, from
the home, the media and their peers. Thus it takes no account of how young
people make sense of these different sources of values (see Chapters 10 and
1%).

The second view of values education, that it is centrally concerned with
teaching children to explore and develop their own feelings and values, has
been linked in North America particularly to the approach known as values
clarification. This approach, developed particularly by Raths, et al. (1966) and
Simon, Howe and Kirshenbaum (1972), is based on two assumptions: that
children will care more about values which they have thought through and
made their own than about values simply passed down by adults; and that it
i wrong, particularly in a pluralist society, to seek to impose values. According
to Raths, et al. (1966), legitimate valuing involves seven criteria. values must
be 1) chosen freely 2) from alternatives 3) after consideration of the conse-
quences, and an individual must 4) ¢herish, 5) publicly affirm, and 6) act on,
the value, and 7) do so repeatedly. Undoubtedly, values clarification can de-
velop confidence and scli-esteem, but it has been criticized widely for being
rooted in a spurious relativism and for failing to recognize that it is possible
to make mistakes in matters of value (cf. Kilpatrick, 1992: Ch. 4). Values clari-
{ication has rarely been advocated openly in the UK, though the influence of
its philosophy can be seen in the Humanities Curriculum Project tSchools
Council/Nuffield Humanities Project, 1970), and it may in fact underlie the
approache:s of many texts and materials in use in schools.

Alternative approaches to teaching children to explore and develop their
own values include the moral reasornng approach and the just community
approach, both associated with Kohlberg (1981-1984). In maoral reasoning,
children are presented with moral dilemmas and are encouraged to discuss
them 1n a way which it is intended will help them to see the inadequacies of
their current moral thinking and move to a higher level (Blatt and Kohiberg,
1975). The just community approach is designed to help students to develop
responsible moral behaviour by coming to share group norms and a sense of
community. A community cluster within a school is made up of about 100
students and five teachers who meet on a weekly basis to make rules and
discipline and to plan community activitics and policies. The aim is to intro-
duce students to participatory democracy and to give them greater opportuni-
ties for self regulation and moral awareness (Kohlberg and Higgin:, 1987).

These approaches, 100, have been subject to strong criticism, s playing
down the social and cultural influences on people’s values, underestimating
the need to learn basic values before tackling coptroversies and fail ng to take
adequate account of a more feminine ethic of care, responsibilits and love
(Gilligan, 1992; Noddings, 198+4).

Current thinking about values education tends to favour eclecticism. In
the USA, former proponents of values clarification tend now to support an
approach which combines the best of moral guidance and values clarification
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(Harmin, 1988; Kirschenbaum, 1992). Similarly in the UK, Carr and Landon
(1993) suggest that mere are three main forms or processes of values edu-
cation: modelling and imitauon; training and habutu ttion; and enquiry and
clarificavon.

There is a diversity of methods used by teachers in values education even
at nursery level (Holligan, 1995). Discussion-based approaches and other stu-
dent-centred active learning strategi s are most common, though Taylor
(1994a:52) points out that more experiential and less didactic teaching and
learning approaches may be associated in pupils’ eyes with low-status studies.
Other methods for values education include drama. project work. practical
activines, cooperative learning and group work, pupil-directed research, edu-
cational games and theme-days. Explicit teaching and learning methods make
up only part of a school's provision, however, and the implicit values educa-
tion which derives from the teacher as exemplar or from other aspects of the
hidden curriculum must not be underestimated.

The Inspection of Values Education

The resurgence of interest in values educanon in the UK owes much 1o the
statutory requirement that the sprritual. moral, soctal and cultural development
of pupils should be subject 1o official inspection. The Education (Schools) Act
1992 requires Her Majesty's Chief Inspector to keep the Secretary of State
informed about the quality of education and specifically about the spiritual,
moral. social and cultural development of pupils, and also requires registered
Inspectors to report on these aspects as part of the regular inspection of all
schools (Great Britain, Statutes, 1992). The {landbook Jor the Inspection of
Schools (Office for Standards in Education, 1994b) sets out the evaluation
criteria and evidence by which the teams of inspectors are to appraise these
and other aspects of the life and work of schools, including behaviour and
discipline and pupils’ welfare and guidance. A school is sard 1o be exhibiting
high standards in the area of pupils personal development and behaviour sif
its work is based upon clear principles and values expressed through its aims
and evidentin its practice’ (Part :15). and inspectors are expected to assess,
nter alia. “whether pupils are developing their own personal values and are
learning to app.eciate the beliets and practices of others’ (Part 4:16), The final
report is expected to include an evaluation of how the school promotes pupils’
sprritual, moral, cultural and soctal development and how the pupils respond
1o that provision™ (Part 2:22).

Some insight into how inspectors approach these tasks in practice is pro-
vided by Ungoed-Thomas (199:4). Yet it is clear that inspectors also face sev-
eral challenges. First, there is the problem of defining terms so that schools
have a shared understanding of precisely what is being inspected: at the same
time. the temptation must be avoided of defining the spiritual, moral. social
and cultural in measurable terms simply for the convenience of inspection
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Second, there is the problem of ensuring that schools are treated fairly: not all
schools start from the same base line, and it is possible that a school may not
always get credit for what it achieves against the odds. Third. it s fficult to
establish links between the educational provision of a school and changes in
attitudes. values, beliefs and behaviour on the part of the student. This s
because students will inevitably be subject to other social influences in addi-
tion to those of the school. Fourth, it seems ethically questionable to make
formal judgments about the personal development of students at all, let alone
in order to evaluate a school's educational provision (see Chapter 15). This last
point in particular has led to a recent shift in the criteria for inspection, with
a greater emphasis on the provision made by schools and less on the out-
comes observable in indvidual pupils

Many teachers have understandably been less than enthusiastic about the
extension of inspection to cover spiritual and moral development. they may be
suspicious of the government's motives and may worry about overloading the
curriculum and about compromising the autonomy of the subject by making
it instrumental to goals not intrinsic to it. Above all, they may be confused by
the lack of clarity in the expectations that are now being placed upon them.
What is needed most is an attempt to address the issues more clearly and
systematically, perhaps through an informed national debate It is this need
which the present volume 1s designed to address,
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Chapter 2

Liberal Values and Liberal Education

J. Mark Halstead

ABSTRACT:  Thus chapter argues that the ralues of liberal educa-
tion can best be understood in terms of the fundamental values of
liberal societies. The values of freedom, equality and rotionality
underpin all hberal institutions, including schools, and provide u
Justification for contemporary approaches to multicultural educa-
tion and education for democracy. "he chapter conclitdes with a
brief discussion of the challenges posed o liberal education by the
values of the marketpluce and by non-liberal communities withmn
the West.

For most of the last thirty years, theoretical approaches to educational values
have typically begun with an analysis of the concept of education. However,
I shall argue in this chapter that the best way to come to understand the
cducational values of any society is to examine the broader frumework of
values in that society. This chapter therefore begins with an account of liber-
alism, which, 1t is argued, provides the theoretical framework of values that
comes closest to the actual political and economic circumstances that prevail
in western societies generally. In the second section, the influence of funda-
mental liberal values on the dominant concept of education in the West will
be explored. The chapter concludes with a brict discussion of some of the
challenges to this dominant form of liberal education that have arisen both
from within and from outside the fundamental framework of liberal values.

Fundamental Liberal Values

Although it is, of course, acknowledged that many different versions of liber-
alism exist, it is not relevant o the purposes of the present chapter to discuss
the arguments between these different versions in any detail, or to discuss
their historical origins. The understanding of liberalism which 1 shall adopt will
be as broad as possible, though it will be necessary to establish the boundaries
of liberalism by contrasting it with non-liberal world views such as totalitari-
anism. The chapter is written in the belief that liberal values are to be found
in a wide range of political perspectives from conservatism (in spite of attempts
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by Dworkin, 1978:1306ff, Scruton, 1984:192ff; and others to treat liberalism and
conservatism as totally different world views) to certain forms of socialism (cf.
Freeden, 1978:254F: Siedentop, 1979:153). Where it is necessary to concentrate
on one typical form of liberalism, I shall focus on the particular strand which
can be traced from Kant to contemporary philosophers like Rawls, Dworkin,
Hart, Ackerman and Raz, and in the area of education to liberal philosophers
such as Peters, Hirst, Dearden and Bailey, because this strand seems to me to
be the most influential one in contemporary liberal thought.

Core Values: Freedom, Equality, Kationality

Liberalism is generally considered to have its origin in contlict, but this contlict
i« variously depicted. Gaus (1983:2f) depicts it as being between individuality
and sociability, while Ackerman (198(:3) sees it as a conflict between one
individual's control over resources and another individuals challenge to that
caim In the present chapter [ shall argue that there are three fundamental
liberal values:

individual liberty (ie. freedom of action and freedom from constraint
in the pursuit of one's own needs and interests);

equality of respect for all individuals within the structures and prac-
tices of society (i.e. non-discrimination on irrelevant grounds):
consistent rationality (i.e. basing decisions and actions on logically
consistent rational justifications);

and that the primary cortlict exists between 1 and 2) (cf. Ackerman, 1980:37-4F;
Norman, 1982). In fact, some liberals have argued strongly that the first value
is the more fundamental (Berlin, 1969; Hayek, 19601 and others have made out
an equal sttong case for the second (Dworkin, 1978; Gutmann, 1980 Hart,
1984:77F ). However, [ want to argue that it is precisely the tension between the
first two values which gives tise to the need for the third. it is with these three
fundamental liberal values and their inter-retationships that I shall be mainly
concerned in this section.

Though they may be understood in a variety of ways (see below), there
seems 1o be fairly widespread agreement among liberals that these are the
most fundamental values, and that liberal ethical theory is based on them.
Thus the principles of impartiality and tolerance are linked to the second and
third values, and the principle of personal autonomy (Raz, 1986- Chs. 14-15)
to the first and third. The interaction between all three values provides the
basis for the just resolution of conflict and the rule of law.

It is when we proceed beyond the three fundamental values that the
different versions of liberatism part company. The first parting of the ways
comes between those who believe that good is of prior importance and there-
fore justify actions and decisions i1 terms of their consequences, and those
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who believe that right is of prior importance and therefore justify actions and
decisions in terms of a set of moral duties. The dominant view in the former
category is utilitarianism, which maintains that the justice of institutions may
be mewsured by their capacity to promote the greatest happiness of the great-
est number; classical exponents of utilitari~nism include Bentham (1948) and
Mill €1972a), and it has found a modern uphoider in J.C.C. Smart (Smart and
Williams, 1973). The latter category has produced a range of different views,
depending on how the moral duties are conceived. An initial distinction may
be made between intuitionism (which involves the attempt to fit a set of
unrelated low-level maxims of conduct together into a consistent whole, and
thus may be considered the nearest philosophically respectable approximation
to ‘common sense’;s Benditf, 1982:811F; ¢f, Raphael, 1981:14f) and distributive
Justice twhich involves the claim that the plurality of moral duties must be
conceived hierarchically). There are two main approaches to distributive jus-
tice: that of libertarians such as Hayek, Friedman and Nozick who emphasize
equality of opportunity within the market place and the individual's right to a
tair reward for his talents and labour; and that of egalitarians such as Rawdts,
Dworkin and Gutmann, who emphasize tamong other things) civil and moral
rights, social welfure and mecting the needs of the least advantaged. To pursue
the differences between these conceptions of liberalism, however, would take
me heyond the very limited brief of this chapter, ond 1 want now to return to
4 consideration of the three fundamental liberal values.

The framework of values can be classified initially by considering what is
excluded by the three fundamental values. The first value, that of individual
liberty, clearly excludes a totlitarian emphasis on communal unity to the
extent that it endangers individuality; thus liberalism is broadly incompatible
with Marxism. (This does not mean. of course, that evervone opposed to
totalitarianism must be a liberal, as Solzhenitsyn's criticisms of liberalism make
clear see Walsh, 1990:2281). The second value, that of the equality of respect,
excludes the hicrarchical ranking of individuals according to which some have
a greater claim to freedom than others. Thus liberalism rejects slavery, for
example, or Nazi claims to superiority over Jews (¢f. Ackerman, 1980:6) The
third value, that of consistent rationality, excludes arbitrariness, inconsistency
and the farlure to take account of relesant factors (of. Taylor, 1982). It rules out
the uncritical aceeptance of dogma, whether based on authority or revelation,
and cqually it refuses to drift into the sort of relativism which insists that
cultures, for example, can only be understood from within and on their own
terms (Jf. Hollis and Lukes, 1982).

There is considerable scope, however, for different understandings of the
three fundamental liberal values.

* Individual Ziberty. for example, may involve freedom to satisfy one’s
desires (as in Benthamite utilitarianism: of, Bentham, 1948) or to real-
tz¢ one’s rationally determined interests (as in Kant, 1948), or simply
o be onesclf by being free from constrant It may, but need nat,

19

e e LA S IR TR A




Q

RIC

PAruntext providea oy enic J| *

Values in Education and Education in Values

involve the construction of a life-plan (cf. Gaus, 1983:32ff; Rawls,
1972:407fF).

o Egquality of respect focuses on one’s dealings with others (Peters, 19606:
Ch. 8). It is und~rstood in a fairly minimal way by some libertarians
to imply formal equality of opportunity, but is sometimes expanded
(especially by modern liberals) into a stronger torm of equality, such
as attempts to equalize lite prospects or to distribute wealth and power
more equitabry (cf. J. White, 1994).

« Consistent rationality may, on 2 utilitarian view, involve no more than
the rationa! appraisal of utility (i.e. what will promote happiness and
reduce happiness), which is taken to provide the basis for the just
resolution of corflict. A Kantian view of consistent rationality, on the
other hand, is much richer, as it not only provides the basis for the just
resolution of conflict, but also is an end in itself (the “search for truth’)
and enriches our understanding of the first two liberal values: thus the
freedem of the individual is understood in terms of rational autonomy
and the will (which itself may provide the basis for certain superero-
gatory virtues such as generosity and humility), and the equal right ¢*
all other individuals to similar freedom provides the basis for an ethi-
cal system which includes respect for persons, promise keeping, re-
fraining from deceit, tolerance, openness, fairness and freeaom from
envy. Even those who argue that liberalism .5 grounded in agnosti-
cism about moral issues (eg. P. White, 1983) are committed to the
principle of consistent rationality, in that they insist on remaining
sceptical only because no good reasons have as yet been provided ..
justifv a charge of view:.

Rights

Rig"its are central to liberalism, panicularly in its distributive justice mode.
They may be analyzed in terms of content. status, origin, context, or the grounds
on which .hey are justified. They are usually prefixed by some sort of de fining
adjective: mworal, political, legal, social, natural, human, constitutional, civil,
individual, religious, women's, children’s, and so on. In this section. however,
I shall distinguish only two types of rights, which 1 shall call moral rights and
social rights.

By moral rights I mean those rights without which the three fundameaal
liberal values cannot be achieved. Examples of these are the right to life itself,
the right not to be enslaved, the right not to be brainwashed. These come
closest to the status of absolute rights, though there has always heen a debate
among liberals as to whether there really are any absolute rights (Gewirth,
19841, for it is not difficult to imagine situations where one set of primea facie
rights may be in direct conflict with another (McCloskey. 1985-133fF).
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By social righis 1 mean those rights which are established by rational
debate as the most appropriate means of ensuring the just resolution of con-
flict and general human well-being. These rights are open to negotiation even
among liberals, and may have to be fought for, even though they involve
claims based on liberal ethics. They are often defined by law; examples in-
clude the right to education, the right to low cost heusing, the right to free
medica, care or to a minimum income Often these rights are to do with the
definition of roles and relationships and the distribution of power (for exam-
ple, women's rights, parents’ right ;). Sometimes the nights are little mzore than
a rhetorical expression of desires and needs, or a preference for particular
social goals, such as students’ rights and animal rights (cf. Jenkins, 1980:241f).
A right is only a claim or a demand unless it is built into the social structure
and there is an apparatus for implementing it. As Jenkins points out, rights are
not usually invoked except to redress injustice (ibid.:2:43).

Typically. no one conception of the good life is favoured in liberalism,
and a vast range of life-styles, commitments, priorities, occupational roles and
life-plans form a marketplace of ideas within the liberal framework (cf. Pop-
per, 19006). Liberalism makes an important distinction between the private and
public domains (Hampshire, 1978), though Devlin (1965) and others have
disputed the validity of this distinction. Thus, for example. religion is seen as
a private and voluntary matter for the individual (though the practice of reli-
gion is a moral right based on the fundamental liberal value of respect for the
freedom of the individual). Certain forms of human behaviour, however, are
ruled out in principle by reference to freedom, equality and rationality; these
include prejudice, intolerance, injustice and repression. Other forms of human
behaviour are necessary in principle on a liberal view in centain contexts (such
as impartiality), though ways of putting them into practice or even conceptu-
alizing them are still hotly debated. In contexts where certain forms of behav-
tour are considered essential to a liberal perspective, a liberal theory can be
developed. The liberal framework of values has produced in particular a political
theory and an economic theory.

Demaocracy

The political domain has always been the central arena for liberal debate.
Democracy is seen by liberals as the most rational safeguard against tyranny
and a way of guarantecing the equal right of citizens to determine for them-
setves what is in their own best interests. It provides a clarification of the role
of the state and the law (Benn and Peters, 1959; Duncan, 1983). The state is
not an end in itself but “exists to regulate the competition among individuals
for their private ends’ (Strike, 1982b:5). It provides the means of proiecting the
public interest and ensuring social justice (Miller, 1976). The law exists to
maintin order in society, by protecting persons and propenty (Jenkins, 1980)
and to prevent harm (Mill, 1972h) Key liberal cat ses include human rights,
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free speech, opposition to censorship, racial equality, and opposition to the
enforcement of morality through the criminal law (Hart, 1963). The liberal state
is expected to show official neutrality on religious matters, together with a
respect for individual freedom of conscience. As Fishkin points out,

The state could not enshrine the religious convictions of any particular
groups by public commitments and avoid the charge that it was bias-
ing the marketplace of ideas by giving certain metaphysical and reli-
gious claims, certain ultimate convictions, the stamp of state authority
and legitimacy (1984:154).

some major debates within liberal political theory include the extent to which
democracy should entail representation, which may satisfy the protection of
interests, or participation, which may contribute also to human development
(of. Lucas, 1970, Pateman, 1970, 1979); the extent to which political liberalism
is part of a comprehensive liberal world view as opposed to an ‘overlapping
consensus’ among different comprehensive views (Rawls, 1993): the extent to
which nationalism is compatible with the liberal state (Miller, 1993, Tamir,
1993) the balancing of state power with civil liberties (¢f. Dworkin, 1977:200ff;
Strike. 1982a): and the conflict between the right-wing emphasis on stability,
non-interference, free enterprise, initiative and merit, and the left-wing empha-
sis on egalitarianism and the combating of social injustice.

Economic Values

Liberal cconomic theory accepts the holding of private property as legitimate
and supports the notion of the free market economy in which free markets
provide the goods and services which consumers choose to buy, though the
state may intervene to regulate the economy if necessary, to ensure free and
fair competition and to prevent harm to others {Ackerman, 1992:9-10; Dworkin,
1978:119; Gaus. 1983 Ch. 7; Koerner, 1985:315f). Liberalism does not, how-
ever, require a particular stance with regard to any of the following debates:
the debate between those like Hayek (1960) who continue to support the old
hiberal principle of laissez-faire and more modern liberals who emphasize the
need for tighter government control, for exampe, in monetary policy or wel-
fare distribution (Freeden, 1978: Ch. 6); the debate between the supporters of
capitalist free enterprise like Friedman (1962) and those who wish to see a
significant redistribution of wealth and income, for example, hy providing a
minimum wage or by progressive taxes (Dworkin, 1978:122), and the debate
between those who emphasize the need for free enterprise and efficiency, and
those who argue tor an increase in industrial democracy (Gaus, 1983:257-61).
The relevance of economic liberalism to educational issues will be considered
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The values of Liberal Education

Like liberalism, liberal education has a long history and a range of different
meanings (Kimball, 1986; Peters, 1977: Chs. 3 and 4). Its roots are often traced
to ancient Greece, where liberal education involved the development of mind
and the pursuit of knowledge for its own sake (Hirst, 1974a:30-2), and to
nineteenth-century thinkers like Mill, Newman and Arnold, with their empha-
sis on all-round development, the pursuit of excellence and high culture and
their continuing belief in the humanizing effect of the liberal arts (R. White,
1986). It is the argument of this chapter, however, that the central strands of
liberal education may be best understood in terms of the liberal framework of
values outlined above. The vision of education which these values encompass
has come to dominate western educational thinking. All the values typically
associated with liberal education - including personal autonomy, critical open-
ness, the autonomy of academic disciplines, equality of opportunity, rational
morality, the celebration of diversity, the avoidance of indoctrination, and the
refusal to side with any definitive conception of the good - are clearly based
on the three fundamental liberal values of freedom, equality and rationality, as,
deed, is the more recent emphasis in liberal educational thought on demo-
craiie values, citizenship and children's rights. Supporters of liberal education
have gone so far as to suggest that it is the only justifiable form of education
(Hirst, 1974b, 1985). For them. education is liberal education (Peters, 1966:
43).

Rationality

The development of the rational mind is at the very core of liberal education
(Dearden, 1972; Strike, 1982b:12); Hirst, tor example, tells us that education
mvolves 4 commitment to reason on the part of the educator, no more and
no less’ (1974h:831). The nature of rationality is much debated, but it is gen-
crally taken to involve having good reasons for doing or believing things
(though what counts as a good reason is itself problematic; ¢f. Maclntyre,
1988). To make rationality a fundamental educational ideal. as Scheffler 1973:60)
points out, is 'to make as pervasive as possible the free and critical quest for
reasons, in all realms of study'. The fostering of rationality in children requires
that they be taught eritical thinking (Hirst, 1993; Siegel, 1988) and open-
mindedness (Hare, 1985). Together. these values involve teaching beliefs to
children in a way that leaves the beliefs open to critical, rational evaluation,
and they rule out any taking for granted of the truth of ideas that cannot be
shown objectively to be true Thus indoctrination is considered unacceptable
in principle in liberal education (Snook, 1972; Thiessen, 1993). Critical open-
ness involves impartiality and objectivity in assessing the validity of one’s own
beliefs and a willingness to revise these beliefs as new evidence, circum-
stances and experience comes to light (Hare and McLaughlin, 1994). Free
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critical debate and the critical examination of alternative beliefs are considered
the best ways of advancing the search for truth. Open-mindedness is some-
times associated with neutrality, and implies that children should not be influ-
enced towards any definitive conception of the good life. As Gutmann points
out,

If public schools predisposed citizens towards a particular way of life
by educating them as children, the professed neutrality of the liberal
state would be a cover for the bias of its educational system (1987:55).

The principle of neutrality has led some liberals to argue that moral education
should develop the capacity for moral reasoning and choice without predis-
posing children towards specific virues (see Chapter 1). Others, however,
argue that there are certain moral values such as justice and equality about
which liberalism can never be neutral (Dworkin, 1986:441) and that moral
education should be based on initiation into a rational morality built on these
fundamental values (Hirst, 1974b; 1993:187). The emphasis in liberal education
on rationality has sometimes been criticized as emotionally empty and lacking
a balanced sense of personhood (cf. O'Hear, 1982:127f), but many liberals are
careful to avoid construing 4 commitment to reason 0o narrowly. The dispo-
sitions and emotions are not ignored, and, as Hirst points out, there is ‘much
more to a person than the activities of reason’ (1971b:83).

Personal Autonomy

Linked to the fundamental liberal values of freedom and rationality is the
development of personal autonomy. Bailey (1984) describes a liberal educa-
tion as one which liberates individuals from the restrictions of the present and
the particular, so that they can become free choosers of what is to be believed
and what is 1o be done. This 1s in line with Dearden’s classic definition of
autonomy:

A person is autonomous, then, to the degree that what he thinks and
does in important areas of his life cannot be explained without reference
to his own activity of mind. That is to say .. . to his own choices, de-
liberations, decisions, retlections, judgements, plannings or reasonings
(1972:453).

Kleinig pomnts out that, in addition to choice, autonomy involves ‘personat
control® and “initiating agency’ (1982:70). Thiessen identifies autonomy in terms
of freedom, independence, authenticity, self-control, rational reflection and
competence (1993 118-9). ] White argues that autonomy is closeiy linked to
personal well-being (1990). There are many things that are likely to contribute
10 the development of personal autonomy in children: a breadth of knowledge
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and understanding: an awareness of alternative beliefs and lifestyles; rational
decision-making; the ability to think for oneself and rely on reason rather than
authority; other desirable dispositions and social competences; self-knowledge
and imagination. Personal autonomy as a fundamental educational ideal has
been criticized as paying inadequate attention 1o human emotions and desires
(Stone, 1990), as eliust (Halstead, 1986:38; <f. Pring in this volume), as too
‘masculine” a concept (Stone, 1990), and as conflicting with the goal of pro-
moting morally desirable conduct (Lee and Wringe, 1993). However, 1 have
argued elsewhere that we should not construe personal autonomy too narrowly
as involving lonely agents “in an emotionally empty state of rational reflection
who have no fecling of what it is to be a person among other persons’ (Halstead,
1986:53). An enriched understanding of autonomy must take account of emo-
tons, needs, attitudes, preferences, feelings and desires, as well as community
structures and socal mterdependence (Kleinig, 198271, 76).

Equality of Respect

Reference to community siructures and socil interdependence leads directly
o a consideraton of the remaining fundamental hiberat value - cequality of
respect. This s a key value in liberal education, not least because abuse and
disrespect generate friction in society (Beck. 1990:10) und are mpediments o
the autonomous flounshing of individuals (] White, 1994:179). This value
provides the foundation for educational policies opposing discrimination on
relevant grounds such as the race, gender, cthnicity. nationality, religion,
social class or sexuality of the individual, Equality of respect, of course, does
not imply complete unitormity or identity of treatment or of achievement in
every respect (] White, 1994); on the contrary, equality implies the welcoming
of diversity, as even Scruton acknowledges in his acerbic comment on fiber-
alism, “In the pertect liberal suburb. the gardens are of equal size, even though
decked out with the greatest possible variety of plastic gnomes’ (1984:192).
Equality of opportunity, however, is implicit within equality of respect,
though it is itself an ambiguous erm: it is sometimes applied to genuine
attempts to increase opportunities for disadvantaged groups and individuals to
gain access o valued goals like higher education, but it is also used to justify
4 competitive approach in which certain opportunities are formally available
to all, though the inequality among the competitors makes it much harder for
some to succeed. Atats simplest level, equality of opportunity in education is
about the rights of individuals © have equal access to goods and resources,
s0 that no future atizens are unfairty disadvantaged in terms of life chances

Multicultural Education and Education for Ciizenship

[ have argued so far that the three fundamental values of liberalism are central
to the liberal vision of education as a political and moral enterprise. This
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becomes even dearer when we examine the response of liberal educational-
ists to the increasing pluralism in the western world. This response includes
the development of muliicultural education and an increasing emphasis on
education for citizenship and democracy.

Insofar as multicuttural education is concerned with preparing children
for life in a pluralist society by encouraging them to respect those whose
beliefs and values ditfer from their own, to see diversity as @ source of enrich-
ment and to be open to a variety of ways of looking at the world, it is dlearly
a liberal approach (cf. Halstead, 1988: Ch. 8). Multicultural education contrib-
utes o the development of rationality: encouraging children to go beyond the
framework of their own culture and beliefs is an important way of helping
them 1o develop lively, enquiting minds, imagination and a critical taculty.
Multicultural education is also liberating and @ means to the development of
moral awareness, As Parckh points out, it is

an education in freedom — freedom from inherited biases and narrow
feclings and sentiments, as well as freedom to explore other cultures
and perspectives and make choices in full awareness of the available
and practicable alternatives .. 1f education is concerned o devetop
such basic human capacities as curiosity, self-criticism, capacity for
reflection, ability to form an independent judgment, sensitivity, intel-
lectual humility and respect for others, and to open the pupil’s mind
to the great achievements of mankind, then it must be multiculurat in
orientation (1985:22-3).

Fducation for citizenship and democracy is based on the assumptions that
in a culturally plural society all chitdren equally need to be prepared for life
as citizens of the democratic state and that democratic vatues are an “indispen-
sable bulwark against social coercion and manipulation” (P, White, 1991:207).
It is thus potentially a unifying intluence in a plural society, though McLaughlin
(19921 has rightly drawn attention to the tension that exists between the desire
to develop a sufficiently substantial set of civie virtues i children that will
satisfy the communal demands of citizenship, and the need to tolerate diver-
sity within the liberal state ] White argues that as a minimum citizens will
need some knowledge and understunding ot their own political situation and
of the principles of democracy and "a ready disposition to apply all this knowl-
edge and understanding n the service of the community” (1982:117). Others
have placed more emphasis on the use of education to protect and promote
human rights (Starkey, 1991, P, White and others have argued that demo-
cratic vatues should permeate through all the structures of the school, so that
pupils have practical opportunities to participate in decision-making and to
develop an awareness of the responsthilities of group lite (Chumberlin, 1984,
P. White, 1983). However, Gutmann (1987.88-94) and Dunlop in this volume
have expressed doubts about the sisdom of making schools into democratic
institutions.
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Criticisms of the liberal democrauc vision of education outhned above, as
I have abready hinted, are not thin on the ground. It has been criticized in
particular for neglecing human nature, basic human values like triendship and
in particular the emotional dimension of human life (Dunlop, 1991; O Hear,
1982:1271). However. many of these criticisms. [ have suggested, can be taken
on board in an enriched understanding of liberal education, particularly if it
takes account of the critiques of liberal values offered from a communitarian
perspective (Maclntyre, 1981; Mulhall and Swift, 1992; Sandel, 1984 Tavlor.
1990). Hirst. tor example, now favours an understanding of liberal education
as concerned to develop capacities for critical reflection across the range of
basic practices necessary to any flourishing life within a given context’
(1993.198). But there are two particular kinds of criticism that are currently
chatlenging liberal education at a more fundamental level, The first comes
from within the liberal framework of values outlined in the first section, but
offers a very different emphasis from the one tradttionally associated with
liberal education. The second comes from groups that reject the whole struc-
ture of liberal values. This chapter concludes with 4 brief examination of
these

Challenges to Liberal Education

Trachwonally. hberal educauon has been thought o be opposed 1o strictly
utilitarian ends. However, as Pring points out in Chapter 9, there has been over
the last fifteen vears a renewed emphasis on utilitarian goals for education,
such as producing skilled manpower, developing work-refated  skills and
competences and facilitating -effective competition in the international market-
plice” (McMuntry, 19910, In fact, the enterprise culture and free market wp-
proach now play a promment part in school organization and mana i
and a not insignificant one 1n the curncutum, These changes - N (U
the language of school management, where parents are customers, the success
of a school is judged in terms of its abulity 1o attract customers. senior nanage-
ment teams devise frameworks of quality control, and performance indicators
are used by external auditors 0 monitor progress and effectiveness. As Pring
€199-4:18) points out, the new vocationalism -uses the linguage of usefulness’
and cherishes different vatues’

What is happening s a clash between a paricular version of cconomice
hberalism on the one hand and political liberalism on the other for the control
of education. Tt is a clash between those who want the curriculum 1o reflect
ceonomic refevance and the needs of industry and those who want it to pro-
mote personal autonomy and the pursuit of truth, between those who think
the performance of a school can best be iudgcd by quantifiable ouputs and
recorded in league tables and those who would judge a school in terms of
the catical understanding, unaginauve msight and human rekationships it
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generates. This clash gererates very real tensions for teachers who may feel
that the interests of the school and the interests of the child are no longer in
hamony and that they are trapped between the market values which schools
are being forced to adopt and the values which they as educators wish to pass
on to their pupils. Undoubtedly it is such tensions which lie behind the strong
opposition there has been within the teaching profession to many of the re-
cent educational reforms in the UK.

Although the growth of the enterprise culture and market values in edu-
cation is thus strongly regretted by many liberals (Bailey, 1992), others express
the belief that they are not as incompatible with traditional liberal education
as is sometimes claiimed. This is because broadly educated students with some
knowledge of social problems and moral issues may ultimately be of more use
10 business and industry than students with specific work-related skills, and
also because enterprise education may be seen «.oan extension of liberal
education, in that it develops certain kinds of personal qualities and specific
arcas of understanding (¢f. Bridges, 1992; Pring in this volume).

A more fundamental challenge to liberal education comes from those who
do not share its baste values In particular, the values of liberalism and liberal
education are broadly incompatible with Marxism (cf. Harris, 1979; Matthews,
1980). rachica! feminism (of. Graham, 1994), posunodernism (¢f. Aronowitz and
Giroux, 1991, Catr, 1995: Ch. 9) and various religious world views, including
the Roman Catholic (see Arthur, 199+ Burns, 1992) and the Islamic (see
Halstead, 1995). which claim that liberalism lacks a moral and spiritual foun-
dation. To those committed to such world views, liberal education may appear
as just one more challengeable version of what is good for children. The
Islamic world view, for example, which is based on values drawn trom divine
revelation, produces an approach to education which is at odds at several
crucial points with liberalism. In Islam, the ultimate goal of education is to
nurture children in the faith, to make them good Muslims, and children are not
encouraged o question the fundamentals of their faith but are expected 1o
accept them on the authority of their elders. How should liberals respond to
such 2 view? Some consider it intolerable and suggest that the state should
intervene to protect the rights of the children to be liberated from the con-
straints of their cultural environment and to grow up into personally autono-
mous adults (Raz. 1986:424). The moral justification of such intervention
according to liberal principles, however, needs to be tempered by considera-
tions of the social disunity and conflict it would cause. The best hope for a
way forward in this situation, in my view. lies with a more tolerant and culturally
sensitive approach which combines values drawn from political and moral
Jiberalism tincluding freedom of conscience, respect for diversity and the search
for shared civic values) and values drawn from economic liberalism (including
freedom of parental choice and diversity of educational provision; cf. Halstead,
1990, which would allow non-liberal forms of life ti.e. communities, tradi-
tops, cultures) to pursue their own vision of the good as they choose, cither
inside or outside the common schoot.
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Chapter 3

The Ambiguity of Spiritual Values

Jobn M. Hull

ABSTRACT:  The use of the word spirituality reveals not only
vdagueness but contrast and conflict. While it is ofien suggested
that this jeaiure of spirituality reflects the spontancous and
undefinable character of the spirit, it will be argued bere that a
sociological approach belps us 1o understand the phenomenon.
Spirituality is generated by the character of society itself, especially
(i the case of modern Britain) by the character of the money-
culture. These elements of self-interest tend to be obscured and
denied, which results in the ambiguity and conflict in the use of
the expression. The educational implications of this crisis in
spiritual values will be discussed, in the light of the general con-
clusion: spiritual education is that education which Inspres young
people to live for others.

Current British use of the word spiritiality can be summuarized as follows. I
is most frequently found in phrases such as women's spirituality, creation spir-
ituality, Eastern spirituality, Benedictine spirituality and so on. These refer 1o
movement.s or points of view or practices which are sufficiently understood to
be used in the media without further comment or explanation.

Other uses of the word reveal a striking ambiguity. Spirituality may be
transcendent and other-worldly or it may be secular and political. Tt may be
opposed to the scientific outlook; on the other hand, there may be a spiriu-
ality of science. There may be a spirituality of pure reason, or alternatively
spirituality may be intuitive, mystical and beyond all reasoning. Spirituality
may be inward. private and more or less inaceessible, or it muty be a distinctive
characteristic of the behaviour of an ethnic or national group. Spirituality may
be the essence ot religion, on the other hand, religion may become unspiritual
and there may be a non-religious spirituality. Spirituality may be contrasted
with the body. On the other hand, it may be expressed through the body.
There may be a spirituality of sexuality. Nevertheless., sex and spirituality may
be at loggerheads.

How are we o account for this uncertainty, these conflicts in the meuaning
of the word? It1Hoks as if we know how 1o rece wgnize spirituality when we see
it in more or less well-established expressions such as Russian sprituahity or
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creation spirituality but we do not know what to make of it. where it comes
from or where it goes,

Rather than discussing this ambiguity with the claim that the spirit is
indeed a bit mysterious and spontaneous, let us regard the tensions and contrasts
as symptoms of deeper disturbances. Perhaps in examining popular usage, we
were dealing with the froth. the linguistic veil which conceals deeper realities.

We do not know to what it might be related, or what it signifies. Itis these
qualitics of vaguene~s, of fervent assertion, of puzzling inconsistency or con-
tradiction, combined with a2 mixture of yearning admiration and a sort of no
nonsense dismissal which invites further study. Something seems to be trou-
bling the fanguage. Tt hesitates, deviates, makes a claim, then cancels itself out,
Let us uy to trace these disturbances to their source.

Spirituality as Deception

The dea that religious and spiritual beliefs and ideals may be used 1o serve the
interests ol powertul groups in society can be traced back at least as far as
Machiavelli's The Prince in the carly sixteenth century, and is a popular theme
in Voltaire and other pre-revolutionary French social critics (Larrain, 1979). It
was not until the middle decades of the nineteenth century that the structural
connections between industry and commerce. on the one hand, and faw,
religion, art and philosophy, on the other, were explored. The mode of pro-
duction characteristic of industrialized society, together with the relations of
production which the mode requires, is looked upon as the base from which
the superstructure is generated  Society not only produces but reproduces the
assumptions of its mode of production, and it does this through creating an
ideology in which (e values and assumptions of the base are reaffirmed.
Education, law and art, the state itself, together with religion and spirituality all
torm part of this ideological superstructure. The mode of production itself
requires and thus reproduces a social class distinction in which lahour and
capital confront each other. This social class distinction is reproduced in the
superstructure from the point of view of capital and the distinctions and as-
sumptions which capital requires in order to operate successfully.

The spirituality engendered by such a society will pass through a number
of phases, as the character of capitalist society itself evolves, and we may
distinguish the spirituality of early capitalism (Daniel Defoe, Robinson Crusoe,
1719 from that of liberal capitahsm (Charles Dickens, Hard Times, 1854) and,
finally, from that of organized c1pitatism ( John Steinbeck, Ernest Hemingway
and F_ Scou Fitzgerald). As 1l internal divisions within national capitalism
give way lo the world-wide search for wealth, new forms of religious and
spiritual consciousness are created on the frontiers of European commerce and
pre-industrial patterns of lite in primal socicties (Wolf, 1982y and the super-
structure becomes the ravonile and legitimation of imperial expansion (Porter,
1991
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- The characteristics of the religion and spirituality thus generated vary
considerably in accordance with these factors but generally emphasize inward- .
ness, individualism, transcendence, asceticism and authority. Inwardness en-
- sures that attention is focused away from the world of real human relations
: (Gutierrez, 1984; Sobrino, 1988): individuality maintains the privacy of the
entrepreneurial spirit essential to the market, at the same time denying wider
and more complex soctal bonds (Hartsock, 1983; Marcuse, 1968: Ch. 2) tran-
— scendence ensures that spirituality is not dynamically orientated towards inno-
N vation and change but fixated upon the eternal and unchanging nature of the
. world above (Bloch, 1959; 1968). Asceticism concentrates the sense of 1aboo
: upon the orifices of the body encouraging a false purity and discouraging i .
- prophetic holiness (Alves, 1985: Douglas, 1960) while authority discourages
criticism, promotes passivity and engenders respect for tradition and the pow-
ers that be (Cartledge-Hayes, 1990; Taylor, 1990).

It, for the moment. we leave on one side the consenvative type of spiritu-
alay. then the most typical and influential form of mid-twentieth century Eu-
i ropean spirituality is that created by the existentialist movement, brilliantly
-4 described. attacked and unmasked by Theodore Adomo (1974). There is no
doubt that well on into the 1980s and 90s literalistic conservative and existen-
tiwhst hberal forms of spirtualny conuibuted very significantly to the
depoliticization of the church.

In adopting this sociological approach to the character of spirituality, it 1
necessary to draw upon discplines m the social sciences such as hermeneutics,
ideology critique and discourse analysis (Thompson, 1984; 19901, OF course.
— the consciousness of the spiritual person is innocent of these complexities. In
order to create 1 bridge from such broad, functional social theories of spiritu-
ality 1o the subjectivity of the spiritual individual we need o invoke the psy-
chological concept of sclt-deception (McLaughlin and Rorty, 1988, Welschon,
1991 Rather than outlining these links between the social and the personat,
in what follows vee will trace contemporany developments in the money cul-
ture: winch are creating the distindtive features of today’s spirtual outlook

Spiritualiiy and Contemporary Capitalism

Refanons between the base and the superstiucture are themselves not statie

nor is the theorctical grasp ot them an unchanging monolith. it would be a

senous imit in our analysis it we were to leave it with a conception which is

primarily rooted in the nincteenth century S

Three current developments, impaodant tor our understanding of spiritu-

alty today. will be mentioned. K
. First, he refationslup between base and superstructure s now concenved '
) ot m more fexible terms, The important point about the social origins of C e
spirituality is that they are to be tound in social being; they are rooted in ’
the concrete and materral termis of our community life That does not mean,
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however, that all spirituality (and everything clse in the superstructure) must
be tied refentlessly and exclusively 1o the economic aspects of social life (Larrain,
1979:65). Morcover. the distinction between base and superstructure should
be thought of as a contribution to method in social analysis. The question is
to distinguish source from outcome in such a way that contradiction and
inconsistency become explicable. Economic forms of life such as the rhetoric
of economic description, when considered from the reproductive point of
view, may be thought of as generating economic practices and relationships.
In that case, economics would be attributable to both base and superstructure
(Larrain 1979: ¢nd of Ch. 2). As with Freud, so with Marx, distinctions between
aspects of the structure should be understood hermeneutically not
tonographically (Larrain, 1979:07; Ricoeur. 1970). We should remember that
only the scientific Marxists” have interpreted the relationship between base
and supcrstructure in a strictly causal sense. The Hegelian or humanistic de-
velopments of the Marxian legacy always tended to approach the problem of
ause and effect in the spirit of interpretation.

We need not necessarily conceive of an avtomobile plant as being en-
tirely of the base while a symphony orchestra is entirely of the superstructure
(Castoriadis, 1987:28). The latter may well be run as a business company, with
its emiployees, contracts and capital, its product being music. Indeed, do we
not speak of the music industry? On the other hand, the automobile factory
will be susceptible to chaages in production method inspired by new forme of
political life as well as innovations in technology. No doubt the feudal heaven
was a projection of the feudal society, and its distinet superstructure, but
modern industrial society is more complex. Max Weber's essay demonstrated
that theological, religious and spiritual concepts and practices can be influen-
ual in the ordering of economic life (Weber, 1902), and it is noteworthy that
most of the mportant western European critical social thinkers of the past
half century have been concerned, not with analysis of the base, but with
the understanding of the extraordinary vitality and reproductive power of the
superstructure (Adorno, 1974 Bloch, 1959, Castoriadis, 1987; Gramsci, 1971:
Horkheimer, 1944; Lefort, 1986, Lukacs, 1971; Marcuse, 1968). This is an im-
portant point, because if correct it enhances the significance of education.

Cornelius Castoriadis prefers to speak of the social imaginary rather than
the superstructure. This is the web of symbols, attitudes and beliefs which
constitutes the spiritual atmosphere of a society, that which it regards as ob-
vious, because it has never really noticed it. The social imaginary in the thought
of Castoriadis is not only constituled by the economic base; it also constitutes,
it originates. As it has autonomy conlerred upon it, it develops the power to
instigate new forms of life and consciousness. Castoriadis provides an example
of the construction of a social imaginary in his study of the Sabbath in ancient
Israel. “This terrestrial determination — perhaps real, but already probably
imaginary — exported to the heavens is then reimported in the form of the
sanctification of the week’ (1987:129). The result is that the seventh day is holy.
Castoriadis emphasizes the differences between the imaginary, the symbolic
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and the functional. An icon, tor example, 1s part of the social imaginary when
it is regarded as being revelatory, i.c. part of a world in which icons as a class
may have revelatory significance. The icon becomes symbolic when a particu-
lar icon offers a specific revelation, and it becomes functional when the be-
tiever scrapes the paint off it and drinks it as a medicine (p. 131).

An insight into the structure of spirituality is obtained when we consider
the intimate and labyrinthine nature of the relationships between the consti-
tuted and the constituting aspects of the social imaginary. It is the constituted
self who projects the social imaginary in the social context, and when the
social imaginary is conceived of as dwelling within the individual. Castoriadis
describes 1t as the “root imaginary.

God is perhaps, for each of the faithful, an ‘image” — which can even
be a precise’ representation — but God, is an imaginary social significa-
ton. is neither the sum’, nor the ‘common part’ nor the “average” of
these images: it s ather their condition of possibility (p. 143).

Thus, such aspects of the social imagiary “are infinitely larger than a phantasy.
They can be grasped only indirectly and obliquely, at once obvious and yet
impossible 1o delimit precisely . (ibid.) The social imaginary is that which
unites the invisible odds and ends of images, fantasies, symbols, which holds
culture together. The elements within the social imaginary connote almost
everything but denote nothing (p. 150). Is this not reminiscent of the impression
we gained when we considered the various meanings of the word spiritual in
our culture today?

As an example of a real British socl imaginary communicated in the
form of a children's fantasy we might consider the spiritual world created by
the Narnia novels of C.S. Lewis, where everything is governed by deep, inex-
plicable. magical faws which are inflexible, impenetrable, all cmbracing and
strangely moving at the subjective level. The emotional power is an effect
produced by the social maginary. It originates, although it is also a social and
artistic creation,

It appears then that these current developments in understanding the
relationship between the sprritual and its social and economic bases not only
offer us far richer understanding of the way spirituality works but also present
possibilities and themes for education.

The second current development which 1 wish to emphasize concerns the
change in the character of capitalism which has taken place in the last few
years. The highly organized international capitalism of the late nineteenth
century and the first half of the twentieth century is sometimes called Fordism,
because the production line created by Henry Ford in Detroit in 1916 was the
outstanding example of this kind of intensive industrial production. The first
Ford plant in Britain was set up in Dagenham i 1939, The Fordist method of
production was based upon a massive concentration of workers assembling
on the one site an enormous number of dentical units. Henry Ford s said to

A} LY g:’
" (4




Values in Education and Education in Valites

have remarked “people can have the Model T in any colour — so long as it's
black’. This system of organization developed under scientific management
techniques to produce the fowest unit cost and thus the greatest profitability.
The system led to stronger trade unions, stikes, the much discussed monotony
and anomie of the work place, a strongly hierarchical management line and so
forth.

In or around the 1960s or 1970s a transformation took place into what is
now generally called post-Fordem or “disorganized capitalisn’, although the
Latter term could casily be misunderstood. The use of new technology. particu-
tarly computers and information technology. has transformed production. The
emergence of modern design techniques following upon intensive marketing
has enabled relatively small target groups to be provided with products specially
designed for them. Small specialized teams working under franchise arrange-

ments have led o a distributed productive environment while the growth of
international communications has facilitated an adaptive and dispersed ap-
proach 10 production. A far greater proportion of employees are working on
job share or in pan-time or short-ierm contracts while questions of equal
opportunities for women, ethnic groups and others have tended o create new
assumptions about personal relationships and management policies in the place
of work
i The character and the causes of the transformation from Fordism to post-
Fordism are under lively discussion and there is no general agreement about
either the analysis or the social and political consequences (Hall and Jacques,
1989). But our interest is on the consequences of these developments for the
relationship between the infrastructure and the superstructure, with the ques-
tion of spirituality and its evolution always in mind.

How are these changes affecting contemporary spirituality? We have seen
that the nineteenth century analysts understood sprrituality as the projection of
the mdustrial base, characterized as liberal capitalism, producing the liberal,
individualistic type of spiruatity which is still with us. It was emphasized that
while the attention of the entrepreneurs was upon the market place, the point
of the cvele where the vl transformation of commadity capital into money
capital occurred, the true moment of profit taking lay much earlier and deeper
in the process: on the production floor where surplus value was extracted
_ from the work force. This point was considered crucial in understanding the
difference between industrial capitatism of the nineteenth century kind and
merchant capitalism or commerce, charactenstic of the centuries preceding the
rise of modern industry.

Today, however, there has been a shift of emphasis back towards the
market. Interest has moved [rom production o consumption as being the
typical point at which the spirituality of present day society emerges. The dis-
unction between use value and exchange-vatue, a fundamental one 1n critical
economic theory, has always been bedevilled by vanous complexities, but it
is now clearer that the value-assumptions of the exchange situation (the market
placer are powerful generators of modemn sparituality: (Hartsock. 1983, Sohn-
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Rethel, 1978). For example, the exchange situation in the market creates an
iflusion of free choice, individual responsibility, acts of decision based upon
transfer of ownership and the internalization of imagination as opposed to its
outward expression in the arts. Al the values and beliefs associated with the
model of the so-called *rational economic man’ [sic] are generated in the market
place.

That is not all. The emphasis upon consumption supported by marketing
to ascertain the desires of the consumers, followed by design itself to create
what will satisfy those desires and adaptive technology to create the commodi-
ties has brought about other significant changes (Haug, 1986). We may now
speak of the spirituality of shopping. The result of this is that the classical
distinction between use-value and ev “iange-value must now be modified by
the introduction of a third term- symbolic-value. The use-value of a certain
brand label or style of footwear may be no greater than another, similar prod-
uct which could be bought at a mere fraction of the price. The cash difference
ts the symbolic-value of the purchase. Indeed, a great deal of muarketing today
is based entirely upon symbolic-value. Let us take the cosmetic industry. The
use-value of a certain underarm Jeodorant is virtually negligible; its symbolic-
value is everything. W.F. Haug has shown how the reaction of men and women
to aspects of their own fundamental bodily characteristics (the natural smell of
the body, perspiration) has undergone transformations due to marketing and
design — the emergence of B.O. as a concept in human relations and the fact
that artificially created stimulants have replaced natural sexual triggers for many
people.

The basic desires, dentities, self-images including life-goals, aspirations
for love and sex, and so on, are all manipulated by modern marketing and
sales. Wave upon wave of integrated marketing strategies on an international
basis cutting across a wide range of products all surge in upon us, supported
by nothing but symbolic-value. Consider, for example, the return of the dino-
saur to world-wide power, after a lapse of eighty million years. The world of
daydreams, of fantasy, the focusing of the exatement of desire, the giving and
receiving of names, the construction of friendship, the enrichment of the world
of internal objects, the experiences of what satisfies one - the list of aspects
of spirituality and its components could go on and on, all related to the
consciousness-creating industries of today (Gouldner, 1976).

In order to understand the relevance of this process to spirituality, it is
important to grasp the fact that the consumer is an active participant. The older
style of industrial production may have been manipulatory; the new style is
collaborative. The whole point of market research and design is to find out
and deliver what people want. What people want can be affected by all kinds
of social pressures, but the result is still consistent with desire. This is why
shopping is, for many people, a delightful experience. The energies and fan-
tasies of the spirit at a level above the satisfaction of basic need are caught up
in the transforming experience of changing yourself through shopping. It makes
you {cel good but it never satisfies.
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Spirituality and Money

The third point 1o be made about contemporary developments in the spiritu-
ality generated by modern capitalism has to do with money. Although Jean
Baudrillard (1975) is probably correct in arguing that political economy based
upon the centrality of production is too narrow a base for an adequate criti-
que of modern society, partly because it anticipates a situation of scarcity and
need without meeting the spiritual transformations created by affluence and
symbolically-induced need, the fundamental insight of the creators of modem
cconomic theory from Adam Smith to Karl Marx was correct: the power of
money is basic. Important work in elaborating the spirituality of money has
been done by the stightly eccentric but brilliant philosophical economist Alfred
Sohn-Rethel. Although he conceives of his work as dealing with the impact of
money upon metiphysics rather than spirituality, the tmportance of what he
says for theology and spirituality is clear. The American Mark Khine Taylor is
one of the few theotogians 1o have recognized the importance of his work.,

Extending Sohn-Rethel's analysis 1o the explicit religious and spiritual
sphere, it would be possible to summuarize the history ot the spirituality of
money from the biblical period until today as follows. Although not unique in
its content, the teaching of Jesus about money is striking in its intensity, par-
ucularly the contrast made between God and Mammon (Matthew, 6:2+: Luke,
16:13). The personification of money in the parable about the two masters,
and the parallelism between the service of God and the service of money
suggests that there is a spirituality modelled upon money and that the prirsuit
of money is subjectively realized as a religious devotion. Not until the medi-
eval period did Mammon become an individual demon, and is summed up in
Milton's famous description of the fallen angel Mammon contributing to the
debate in Pandemonium. With the arrival of the European enlightenment,
belief in Mammon waned but the atributes of his deity continued to strengthen
[n effect. Mammon goes transcendent and thus invisible. At the same time, his
power steadily grows.

We have thus three stages in his development:

1 Under the kishup mode and the tibutary mode of money -exchange

in the ancient Middle East and in the Griaeco-Roman world: awareness

s mainly ethical, sometimes personified.

During the period of rising European commercialism from about 1200

AD until 1800 AD: with the growing power of accumulated wealth

hased upon international trade, Mammon becomes a tully tledged

demonic power

3 Wiath the barth of industrial caputalismi, money becomes inareasingly
abstract Mammon loses his particular conarete image as a deity but is
universihized and generahzed to become the omnipresent and omni-
potent creator of human destiny: Somethung hke this also happens to
God and thus the personalized mvaly between the two gods hecomes
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abstract and invisible. Consequently, their spirituality merges into one
subjectivity, incorporating elements of both. This is another basic ele-
ment in the contemporary crisis of spirituatity (Hull, 1992; 1996).

Some Educational Reflections

My starting point here is the stimulating 1985 article by David Hay. Hay argues
that the success of Marx and Freud in creating a lack of confidence in religious
belief has been such that people today are suspicious of the spiritual. There
is a cultural bras against religion so powerful that people are unable to accept
their own religious and spiritual experiences. Teachers must provide ways for
voung people to understand and accept their own spirituality so as to free
them for human awareness in the teeth of the culural rejection of spiritual and
religious claims

I accept this as a sound analysis, but I would like to try to take 1t a litle
further. Hay (1985) draws upon the distinction made by Ricoeur between the
hermeneutics of suspicion and the hermeneutics of the sacred (Ricoeur, 1970).
Hay suggests that in the teaching of religion the hermeneutics of the sacred
has been obscured or stifled by the work of the great masters of suspicion,
Again, I agree with Hay, However, Hay writes as if he thinks that the inner
religious and spiritual experiences which people report offer a more or less Lo
uncontaminated source, as if the impact of the hermeneutics of suspicion was
confined to the cognitive level or to the socioculturat level. leaving the internal
life available for direct communication with spiritual or divine realities. The
truth is. it seems to me, that we have to subject the internal spiritual experi-
ence to the same hermeneutic of suspicion. Unfortunately. it is not available
as an uncontaminated source of spiritual experiznce. The situation is not just
that the somewhat negative thoughts of Marx, Freud and others have preju-
diced people against religion. It is more serious than that. After a century of
social and cultural criticism we can understand that Cideology interpellates
individuals as subjects’ (Althusser, 1971:170). The apparently inner realm of
spiritual and religious experience is a construction of the social imaginary, a
reification of the social relations of contemporany capitalism producing as its
subjective affect the emotions associated with the numinous and the tran-
scendent The soul does not, after all, offer us a window into heaven but a
shop window. T behieve that the exciting and sensitive educational methods
which Hay uand his colleagues (Hammond ef al., 1990) suggest are compatible
with this extension of their analysis, or could well be adapted o serve the
further critical purposes which T am suggesting The interesting discussion
between Thatcher (199D and Hay and Hammond (1992) about the spirituality
ol inwardness would have a bearing upon any such adaptation, If the spiritual
pedagogy of Havand his colleagues were combimed with the pedagogy of the
numimous aedled by the Gift to the Child team (Grimmutt ef al., 1991) with its

more directattemptto create a sort of double awareness of both the inside and ey
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outside of religious experience, we could be well on the way towards creating
educational methods for coping with the complexities and deceptions of con-
temporary spirituality.

The point is that to the spiritual, his or her spirituality has no outside. It
is a world, a cosmos, seen as entire and viewed from the inside without
realizing that it is an inside. To the social sciences, on the other hand, the
world of spiritual experience has no inside; it is studied comparatively and
critically, i.e from the point of view of the hermeneutics of suspicion. We
need educational approaches which combine the inside with the outside. This
means that we need to help children and young people both to enter spiritual
experience and to leave it; pedagogically speaking, we need both entrance
devices and exit devices. The Nottingham and Birmingham approaches of Hay
and Grimmitt both contain these elements.

As for the implications of this study for the spirituality of the rest of the
curriculum, what it has to say to industrial and economic awareness is all too
obvious. Money is a good servant but bad master (Hull, 1995). There are
sensitive and responsible people in positions of industrial leadership who
increasingly recognize this truth, and experience the corrosive effects upon
their own spirituality created by money. At the same time, there are countless
ordinary men and women unable to articulate this corrosion, who experience
it all the more painfully from the side of consumption and of more pressing
human need. The spiritual crisis in education today is due to the fact that we
have spent more than a decade in Britain emphasizing the gereration and
accumulation of wealth, rather than emphasizing the nature of money as a
social property to be used to alleviate human need. Money, like spirituality, is
essentially a by-product. When sought for its own sake it becomes idolatrous
and alienating. When power is used for the alleviation of human need, both
spirituality and money are generated.

Paul said that he knew someone who had a spiritual experience, whether
in the body or out of the body, he did not know (2 Corinthians 12:2f). This
choice, between a spirituality which is embodied and one which is disem-
bodied, remains fundamental for us today, provided always that the body is
the suffering body of humanity. An embodied spirituality is one which re-
sponds to human need and promotes human solidarity. St Paul also, on an-
other occasion, urged his hearers 1o present their bodies to God as a spiritual
worship (Romans, 12:1f), not to be conformed to this world but to be trans-
formed by the renewing of their minds. If, in our various ways and from our
various traditions. we can follow this advice and lead our pupils along these
lines, we will do well.

Conclusions

If there is anything in the above analysis, we have discovered why our
society expresses ambiguous and even contradictory spiritualities. It is because
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spirituality is driven by the money madness which grips us today. This con-
flicts with the spirituality of the religious traditions which emphasize that in
order to live a seed must fall into the ground and die. Children and young
peaple are educated spiritually when they are inspired to live for others. It
would not serve the interests of a consuming society, which depends for the
generation of the wealth of the few upon the stimulation of competition and
self-centredness in the many, that this should be so. Unable to face the conflict
between the demands of Mamimon and those of a lite of loving service, we all
take refuge in inconsistency. self-deception and ambiguity.

Note

Lam grateful 1o the saff of the Cobuild Project in Lexical Computing of the University
of Birmungham tor providing me with the 252 cases of the word spintuality to be found
in therr data bank of Briush newspuaper and other printed and broadeast materiads from
the vears 1983 1993
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Chapter 4

Moral Values

Mary Warnock

ABSTRACT:  In spite of the percasive relativism in onr socitety,
there is in fact a very bigh degree of moral consensus in relation
to the “clussroom virtues'. Most parents, whatever their cultural
background, want their children to be taught to bebave well in
social situations; and schools, though they are not the only place
where such lessons are learned, can be immensely influential on
moral matters. However, there are also many moral issues over
which people disagree, especially within the public and quasi-
political domain, and the disparity of views in these areas bas
sometimes been taken to justify teacher neutrality on moral issues
generally. It would be unfortunate, however, if the existence of
moral pluralism with respect to centain controversial issues were to
inhibit schools from teaching pupils bow to bebare and initiciting
them into the civilized values of our socicty.

We have recently heard a lot about the necessity for children at school to he
taught the difference betwcen right anc wrong. This is a highly ambiguous and
somewhat irritating expression. On the one hand it suggests that this is a
lesson that can be quickly assimilated and not forgotten, Like the difference
between organic and inorganic chemistry. On the other hand it also suggests
that once learned and remembered, this lesson will have some unique and
fundamental importance. Why else should it be taught? But, as the philosopher
Hume long ago observed, ‘It is one thing to know virtue, another to conform
the will to it" (1740: Book 3, Part 1, Section . And so those who want this
lesson taught at school presumably want a lesson that will affect children's
behaviour and not merely add to the stock of their knowledge. Learning the
difference between right and wrong, or moral education, is supposed to be a
tactical lesson that will change the pupils” outlook, teach them discrimination,
and wm them from the paths of crime, if they are minded to follow such
paths. In this chapter T shall explore a bit further the meaning of this educa-
tional demand, and see, if possible, the extent to which a school, or any other
educational institution, can be held responsible for teaching moral values.
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The Nature of Values

First, however, I must take a little time to consider what is meant by a velue.
The word has a portentous sound. But its meaning is, 1 believe, quite simple.
What we value is what we either like or dislike (for things are valued on a
scale, and there are some things, like health, that we value highly: others, like
pain or dementia, that we value in the opposite sense, regard as horrible, and
would prefer always to avoid, both for ourselves and others). The crucial word
in this definition is we. In speaking of values, there is o presumption that
humans, and in some cases other animals as well, share the preferences so
designated  Pain, for example, is something that all animals hate and wish to
avoid. There are, of course, values other than the avoidance of pain which
may be given priority in certain circumstances; generally speaking, we would
expect only humans to have the imagination and foresight to appreciate these
fong-term values. 1t follows that as a rule, and as a background presumption,
when we speak of vatues, or of things that are valuable, we are speaking in
the public domain. We assume that values are shared, and are capable of
being appreciated, if not adopted, by people in general, not just by one person
alone. There are obviously cases where we wish to assert an idiosyncratic taste
or preference; but generally we incline to speak of this as a preference, not a
value, or at least we preface the declaration of our taste by some marker, like
for my part” or 'l personally”. We do not baldly state that the preference is for
something raluable.

The publicity of values, their intrinsically shared nature, is of immense
importance, and is central to what follows. The belief that o be shared is the
essence of a value is based on a yet more fundamental belief, namely that
humans are in many impontant respects alike 1trs therefore possible to assen
that there are some things hatefut, or harmtul, to all humans Cjust as we would
probably be happy to say that there are some things hateful or harmtul to all
cats. and some things that cats, on the whole, prefer and enjoy). The funda-
mental simaarity of humans one to another is what makes it possible for
humans to sympathize with cach other, and it is the possibility: of sympathy
that makes morality a feature of human life

If this were all, if the common nature of hunan values were generally
acknowledged, then the business of teaching these values to children at school
would be a simple and uncontroversial matter. Children are not born with
moral understanding. They are born capable tmost of thenn of affection, but
not. without teaching, of an awareness of other people as of equal importance
with themselves. John surare Mitl puts the mater thus:

The pains of others, though naturally painful to us, are not so until we
have realised them by an act of imagination, implying voluntary atien-
tion. and that no veny voung child ever pays, while under the impulse
of 4 present desire., I a child restrains the indulgence of any wish, it
is cither from affection .. or ¢lse because he has been tught to do
SO (18591
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So at school, when a child is perhaps for the first time away from people he
is bound to by ties of natural affection and familiarity, he can be taught that
other people exist who are like himself, and whose pains, pleasures and wishes,
as well as his own, are part of his proper concern, and of his inescapable
heritage. T shall return to this, shich T designate the simple view, a lile later,

The Problem of Relativism

Let us now go back to the crucial word, we. To speak of things that we va'ue,
as if these were, inevitably, the same things as are intrinsically valuable, or (o
he ralied, is manifestly to adopt a particular point of view, privileged so as to
claim objectivity. However, there is nothing so universally mistrusted at the
present time as tis assumption of privilege. The fear of appearing 1o uphold
a universal standard, whether in morals or aesthetics, is itself an almost uni-
versal and extremely inhibiting fear. o what is its source? I believe that there
is 4 variety of routes leading to the present timidity about asserting common
values. At a comparatively sophisticated level, there is the influence, among
the educated. of Post-modemism. This is a doctrine whe_n suppose had its
origins in the consideration of the visual arts, but has spread far more widely.
Post-modernism holds, or at any rate suggests, that there is 2n infinite variety
of ditferent possible points of view from which to see any object. No single
one is 1o be preferred to any other. Even the laws of perspective, it has been
argued, have been arbitrarily imposed on our representations of the world,
and those who are prepared to ignore them have as much entitlement o the
claim to represent as those who adhere 1o them. Such relativism is often used
in aid of political creeds. Feminists, for example, have claimed that the so-
called taws of perspective themselves were the products of a male consensus,
which it is the duty of women to undermine. In wider, more literary contexts,
this relativism has led to the view that there is no truth “outside the text” (‘text
being here used 1© mean whatever is an object of study, literature, history,
film, or whatever it may be). There is thus no true interpretation, not even an
interpretation: which approaches nearer to the truth than another. There is
your interpretation and mine. If someone embarks on a narrative, purporting
o convey the truth, he is in fact inventing the truth as he spins out the
narrative. *Another story, another truth’, as Don Cupitt, the Cambridge theolo-
gian puts it (1991) For what might be thought to be the world outside the text,
o which the text refers, is itself a construction, a view of the ‘facts’ peculiar
to the individual, or perhaps to a group of individuals The facts have no actual
objectivity. There is nothing but the text. Thus the concept of the true withers
away. There is your truth and my truth. But no truth true for evervone, or for
all time.

Such rampant relativism is sometimes connected with another phenom-
enon with which we are all familiar, namely the multicultural nature of our
society. William Dunning (1993), for example, argues that with the present
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profusion of alternative modes of thinking and consciousness” itis impossible
to prefer one point of view to another. All are equally valid. And this brings
us nearer to the difficulty of the teaching of values in school. Such teaching
is, it seems, inevitably open to the charge of indoctrination, that is the un-
warranted imposition on his pupils of the eacher’s own point of view. It
is domineering: it is dictatorial; it is opposed to freedom and it is, to use a
fashionuble term of abuse, necessarily judgmental. It suggests that some things
are better of nicer than others, and some things definitely, and for everybody,
nastier or wrong. It seems that, in reflecting on our own history, we have been
impressed beyond measure by the horrors of intolerance: we have an ancestral
fear of witch-hunts, of religious persecution, of sectarian or racial violence.
This in itself is good. It shows an advance 1in avihization, and .. deternunation
1o make it possible to live side by side with people whose views and behefs
are dilferent from our own. Given the propensity of all humans to gang up,
to regard some people as outsiders and as less than human, one cannot afford
to neglect the virtues in the present orthodoxy. Nevertheless I helieve that this
orthodoxy needs to be examined, before it undermines, as it threatens to do,
any possible use of a moral vocabulary within which some things may be
designated good or virtuous, others wrong, wicked or vicious, and within
which also some people may be told unequivocally that their behaviour is
morally intolerable.

The Importance of Shared Values in Moral Education

W e need 1o consider what exactly is meant by the plural society in which we
are so often assured that we live. To what extent does the plurality of cultures
entail 4 real plurality of morals? Does respect tor the traditons of other cultures
entail that we must stand back trom all moral judgments? For this is the con-
sequence often drawn, when the question arises of what should be taught to
children at school, It is necessary to draw cerain distinctions at this point. Let
us mmagine a tvpical city primarny school at the end of the twentieth century
in any class there will be a wide mix of children of different races, few of
whom mav he white, or from an even nominally Christian background. Now
let us imagine that within this class there is a bully, who makes the life of the
other children intolerable, and who has cerain particular victims whom he
torments. Let us also imagine that there is a thief; and that there is a liar, who
will atempt to he his way out of all kinds of touble, even at the expense of
getung other people into trouble in his place. We can go on with the list there
i someone who always tries to duck his responsibilities; there is someone
who habitually uses bad or abusive language, and who has no concept of
common politeness; and so on Faced with these classroom vices, il T may so
designate them, which, though here exemplified in the classroom, are real
vices not peculiar to children, the behaviour involved really bad behaviour,
the teacher will not be an the least inhibited by the varied cultural backgrounds
of the pupils Good and tesponsible teachers will intervene to put i stop to the
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behaviour, and moreover, in doing so, will aninhibitedly deploy a strictly
mora vocabulary. They will say that it is wrong to tell lies; that bullying is
cruel: that one must not harm or give offence to other people. Whether they
use the device ot saying "How would you like it if you were at the receiving
end?, or other devices for getting the child to comprehend, imaginatively, the
equal importance of other people, this is what they will be doing, and this is
teaching the difference between right and wrong - teaching that right and
wrong are real and applicable, not merely verbal distinctions. In such ways,
teachers will be attempting o civilize their pupils. make them fit, that is, to live
in society.

It is of the greatest importance o recognize that such civil or societal
values are cross-cultural. No-one, whatever their cultural background, or the
religious source, if any, out of which their moral convictions flow, can do
other than morally condemn people who are cruel o the weak, who pursue
their own gain at whatever cost to other people, who care nothing for hurting
or merely offending others, who neglect or abuse those for whom they are
responsible. If we contemplate what is often referred 10 as the breakdown of
society, or the moral anarchy with which we sometimes seem o be faced, we
should recognize that the thugs and muggers, the vandals and thieves, the
violent, the indifferent and the fraudulent do not have a different set of moral
values from ours - they have none. They simply do not recognize that there
i~ anything aganst doing what will get them what they want, except perhaps
fear of being caught. This is nothing new:. Such passions as greed, tust, violent
rage, have always existed, and will presumably continue 1o exist in humans.
This is the truth in the Christian doctrine of Original Sin. Morality is the way
in which we learn to control such instinets in ourselves. But for those who
cannot control them, the crinnnal faw: exists, 1o act as a deterrent of an external
kKind. to inlibit people from doing the kinds of things that the morally good
person would not do anyway, and so far as possible to protect others fron the
consequences of the behaviour of those who have no moral sense. If we think
of ourselves as members of society, then, and of we think of school as a
microcosm of socety. it hecomes clear that there s within society a wide
degree of moral agreement Children do not automatically know about this or
assent to it so at school, it is the task of the teacher, by example and inter-
vention and the clear use of moral language, 1o introduce and render intelli-
wible this agreement. The teacher must hope that the requirements of civilized
society will be internalized, taken on by the child, becoming a matter of what
may be termed conscience, so that the power of the criminal law will never
have to come into foree in his case. School is not the only place where such
fessons must be learned; but it is a very important plice, in that the classroom
and the playground are swhere so many vidues and vices mayv find their ex-
pression. and the teacher is always at hand., to draw the moral. School should
be the breeding ground of the individual conscience, simply because it s,
more than the home, a society, and it is within society that the shared values
which inform the conscience are predominantly exercised
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Moral Controversies and Teacher Neutrality

To emphasize the wide and crucial scope of moral agreement is to assert what
1 have called the simple view. But, being simple, this view does not do justice
B 1o all the facts. No-one could deny that, besides these shared values, common
to humans in general, there are also many areas of moral disagreement which
. may or may not be related to racial or refigious differences. However, for the
most part, these moral disagreements are over matters that are the concern of
the world outside school. 1 refer to such issues as the role of women in society,
abortion. euthanasia, our duty to the environment or specifically to animals,
% the rights or wrongs of mulitary intervention in foreign countries, whether or
not certain drugs should be tegalized and countless other moral problems. k'
seems 1o me entirely right that such problems as these should be discussed
in the classroom, set as subjects for essays or be chosen as topics for formal
debate. Tam dubious, however, about the merits of introducing them to very
voung children, as central to morality. Too often children come home from
primary school prattting of rain forests or the ozone layer, full of righteous
indignation, but, naturally, without any understanding of the political or eco-
nomic complications of the subject For all these moral problems, though
undoubtedly moral, are also political, or in some cases legal; and it is impos-
sible for very young children genuinely to reach an informed view of them.
. They are bound to accept the views they are taught, and only gradually,
perhaps because of a difference of view between a teacher and a parent, will
— they come to recognize that these are not matters where everyone agrees
K about what is right and what is wrong. It seems to me that in the presentation
of what one may broadty Libel political issues, a teacher has a duty to give his
own opinion, but to give it ¢s an opinion, or as a matter of faith, and, however
strongly he fecls about the matter, to let it be clearly understood that not
everyone agrees with him. We are sometimes told that teachers must appear,
e or even be, politically neutral. This is 4 mistake, in mv view. Political neutrality
7 can seem frighteningly indifferent. People who are young essentially need the
) example of those who are not indifferent, bat are full of enthusiasms and
, commitments  But, whatever may be true of politcal neutrality . in matters of
clissroom morality. it would be fatal il teachers remained neutral. They have
- 1o be definite, judgmental, authoritarian and convineed, ready, as 1 have said,
to use strong and unambiguousty moral lunguage. It is hard to get children to
see that moral issues may be passionately debated by people who sincerely
hold ditterent prinaiples ond from another. unless they have already devel-
3 oped @ strong commument to the moral, in other words unless thev already
X have a conscience
indeed there s a danger in discussing public, or political, issues with very
vouny chitdren, that the sense ot what is morally wrong may be displaced, that
hadness or evil may seem something from which one is comfortably distanced.
The destruction of ramntorests may be treated as wicked with safety, because
it 18 far from home, Hitler may be represented as the embaodiment of evil — but

50

Q

N




Moral Values

he is long dead. Questions about abortion or cuthanasia or the rights and
wrongs of embryo-rescarch are not immediate for pre-adolescent children
(The preterence for safety may motivate teachers even more than pupils; it is
casy to avord embarrassment, or too overt moralizing by condemning the
distant and the impersonal, rather than what is in front of your nose). And so
what is morally wrong may become little more than what characterizes the
Baddies in a cartoon story. It is not that stories representing the struggle of
good and evil are in themselves harmful, This s far from the case. It is that,
if these are the only moral lessons, it may never strike a child that he himself
is capable of evil, or subject to temptation. He ought first to learn about
temptations to bully. or to take more for himself than his fair share, and then
see the global consequences of the Tust for power or of greed. And so a love
of the classroom virtues must be inculcated first, with its inevitable corollary,
the overconing of temptation to the classroom vices. The simple must precede
the complex.

I have suggested that there is a very high degree of moral consensus in
the case of what I have designated the classroom virtues Most parents want
thar dhnldren o be taught 1o behave wadl in a sodal situanon, and school can
be immensely influential in such teaching, by introducing, probably for the
first time. not merely the concept of society but an actual working and living
soctety of which children are a part. 1 have also suggested that there are
considerable arcas where moral issues are public and quasi-political within
which there is a wide disparity of views, where there exists that moral plural-
ism of which we are often told, and which has proved an inhibiting factor in
the recognition of the plain duty of a school o teach its pupils how 1o behave.
However. it should not be thought that this is the end of the matter, or that
moral consensus s not 1o be sought i the public as well as the private
domain. even though here the influences of calture and religion may nuke
detailed agreement between ditterent groups impossible.

The Transmission of Societal Values

In any society. induding that of school, government depends upon the wish
of the members of that society that order and ewvilization should prevail, and
that people should be free. within society, to get on with their own legitimate
business pursuing the values that they have In any society, as Hume (1748)
pomted out. those who are governed outnumber those who cuher nutke the
law or are appornted tas police or judiciary) to enforce it If everyone refused
to obey the law. the law could no longer be enforced. If no-one had any
respect for the courts or the police. or for Parliament as the legislative body.
then anachy would esult, Since the torces of law and order are alwiys m
the mmority, thev could be rendered mipotent. f evervone chose o dis-
repird them Society s thus buitt on faith, a faith thar order is preferable 1o
disorder, justice to injustice, peace o violence, government to anarchy. and a
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recognition of the value of individuals. It seems to me theretore that it is
incumbent on a school to teach its pupils these values, the values that are the
base upon which society is founded. In particular it is necessary that pupils
should be taught that parliament has authority, and that the laws, once en-
acted, are binding on everyone. Obviously there will be those who do not
approve of a particular law. For example, there may be those who believe
passionately that the abortion laws in this country at the present time are too
liberal. Of course, such people need not themselves have anything to do with
abortion; it is always open to individuals to set themselves a more rigorous
standard than that enjoined by law. They need not open their shops on Sun-
day; they may refrain from eating meat, or hunting foxes. They may indeed
campaign that the law should be changed on moral grounds. Nevertheless,
they should be taught 1o recognize the sovereignty of the law as it exists. And
this will entail that they should be taught 1o respect both the couns and the
police.

One of the most damaging features of society at the present time is the
almost universal cynicism to be found at all levels about politicians, judges and
the police. It is for this reason, because it gives credence to such cynicism, that
bad behaviour, manifest dishonesty, corruption or naked self-interest on the
part of these institutions is so greatly to be deplored. Every corrupt policeman,
every ‘bent” prison officer, every stupid or ignorant judge, every politician who
seems to have no serious beliefs or principles, makes it more plausible to
argue that ‘the system’ as a whole is corrupt and self-seeking, and that every-
one must therefore go out for himself, disregarding the law. It is quite gener-
ally believed today, and especially by the young, that one can never believe
a politician, never expect justice in the courts, never trust the police. Tt is
therefore necessary for schools 1o try, as best they can, to teach what may be
called a respect for the constitution, a desire for order, a genuine belief in
justice, to countervail against the general cynicism of the time. 1t will be ob-
jected that this would be 1o plice schools in an intolerable position. Every
teacher would have to be a conservative: no pupils would be encouraged to
be revolutionary, or to wish to change the way things are. This. however, is
the reverse of the truth. The way things are has to be changed: and changed
by the next generation of policemen, politicians and judges, that is by the
people who are now at school. And the changes must stem from a belief in
moral values that are shared

It may well be that the best way 1o start on such lessons is to get pupils
at school to learn in their own society. the school, that people are to be
trusted; that not everyone is self-interested or motivated solely by greed or
ambition Tt may well be that an inspired example of a teacher who believes
in order rather than anarchy, in fustice rather than favouritism, in keeping
promises and fulfilling obligations rather than neglecting them may be the
beginning of a love of such values in his or her pupils which will be carried
bevond school in the tong run. Better still, what is now called a whaole-school
policy may gradually mpress on pupils at the school that teachers can be
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relied on, but also that punishment will follow crime, and that therefore the
world is not a jungle, but that civilized values are, here and there, upheld.
This, in turn may mean that such values will be internalized, adopted by the
pupils for themselves and carried out in due course into the family and the
professions.

I' would not want to suggest, and I have said this already, that schools are
the only source of such lessons. Nevertheless, T do not think that teachers can
duck the responsibility they have for the teaching of values. Teaching is an
essentially moral transaction. Not only does it demand in the teacher the vir-
wes of hope, patience, honesty and industry; it demands also that such values,
and the societal values T have been discussing are handed on, transmitted to
the next generation. For to speak of a value is o speak of something common
o all humans, and something which we must believe it is our duty to share,
if we believe that we cannot live except in a society based on such common
values. A student who is unwilling to take on such moral burdens should not,
in my opinion, enter the teaching profession.

References

Corrrr, DOCEOOT) What 15 a Story? London, SCM Press

Duaning, W 01993) “Post-modernism and the construction of the dvisible self”. Brish
Jowrnal of Aesthetics. April

Huese, DO G740 1978) A Treatise of Hiumar: Nature, i Stiwy-Bioor, LA (Ed) 2nd
edition. revised, Nidditch. P.H., Oxford. Clarendon Press,

Hese, DLC1748.1963) OF the original contract’ . i Essays. Moral, Political and Literary,
Oxford. Oxford University Press

Mire, IS0 (1859) “Essav on Sedgwick's Discourse’. in Dissertations and Irscussions,
London

(o 53




Chapter 5

Environmental Values and Education

: Jobn C. Smyth

- ABSTRACT  Envoonmental values divide roughly between those
relating to the orderly operation of an ecological system and those
- relating to btonan use of it They reflect tensions betiween bunian-
Lend and nature resulting from rapid buman cultirdl evolution
out of phase with natwral processes Values grow: from many Rinds
of learnng experience, so tension may also exist between formal
cducation and other influences on learning. These v turn reflect

- stresses imposed by the nature and speed of envwronmental and
social ¢hange. What 1s learnt 1s an indwidualized perception of

= the environment filtered through past experience and present needs
and asprrations Values range from the utilitavian to the sprritual,
- and expericnces from which bigher values grow do not always

) conform with educational policy  Environmental education should
nevertheless foster value decelopment reflecting identification with
the ecologrcal system and pride v the skdls of g barmoniously
withm o,

The Wood

A small oak-wood in carly summer: the sky s doudless and the air still, Near
mid-cky the hirds are quiet except for feeding calls in the canopy. Silenee 1s
not complete: all around is a4 continuous, tiny pattening like gentle rain The '
sound 1s made by the steady fall of taccal pellets trom an army of caterpillars e
feeding on the young oak leaves above. They hit the leaves on the woodlind N
floor and roll off to become part of the soil, where decomposer organisms are
constantly at work. From there, nutrients return to the plants. Meanwhile the
birds i the canopy hanvest the caterpillars tor hungny Hledglings. Natura
et rans, natute naturing, as medieval writers onee put it For a littde while the )
human observer feels part of this orderly, working syste =, a small picce of the .
larger system which supplies his food and oxygen and  lisposes of his wastes L
as hest it can It is an experience to valoe

The peace s disturhed by a et areralt cimbing out ol the mternationdl o
arport Thisabso s something he values asacquick way of traveling although g
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Encironmental Vealues and Fducation

he knows well that (among other things) it is polluting the air on which the
living system depends. But he belongs also to 4 human system of far-flung
activity which now works faster than ever before: opting out of its machinery
might be good for his conscence but damage his effectiveness as a working
component. His environmental values, like the systems they reflect, are in
contlict.

The value he attaches 1o the aak-wood s expressed in ccological erms
but is not solely born of knowledge. There is also an emotional component
which goes back 10 happy memories of childhood  Other people equally
apprecative of the wood will value 1t tor ditferent reasons and vet feel much
the same about it Others again feel differenty — those, for example, who
vatue its margins as @ quiet place 1o dump rubbish, and the landowner who
hopes that a major developer will get planning permission to swallow 1t up in
a lucratve quarny development. The Secretary of State has had to evaluate the
clums ot the developers (value o the tocal cconomy and emplovment, value
of the product tor motorway construction) against the claims of outraged home-
owners down the road who value their Tocal green belt and freedom from
noise and dust. He has refused the apphcation, but pre shably the wood played
the smaller of parts m his decision.

His neglect of it is not surprising. the wood is not specially valued as a
nature site. The criteria for nature resenve status include sze Gt is quite smalhy,
viriety of florg and fauna Gt is not veny old and gt occupants are normal tor
such a wood), rartties (none recognized as vet). s value 1o local ccology 1s
as shelter for adcent ficlds and as part of the network of uncultuvated habitat
providing cormdors tor the movement of wildhfe thre ugh the arca. This s real
vitlue but not casy 160 use for protecting a specific place

Values in Conflict

Tensions exist here between huniankind and nature, and between vatues re.
liting 1o the orderly working of the hvimg svastem and to human lifestyles
within it These values are only atew examples surre wunding a quite unremark-
able corner of our environment, but they illustrate their potential to confuse
They belong to ditterent kinds of mterest = mdividuals, such as the obsenver
or Lindowner, communities, such as quary workers, house owners. future
generations, such as motorway users. future maturahsts, the natural environ.
ment aselt Induding this Tast rses 1 much debated theoretical question, it
nature can o needs to be thus recognized (Brennan, 1990, 1is values could
be siphy instumental, acknowledgimg human dependence on the natural
svstem on s contrbution to the quality of life

The human stakeholders represent different sectors ol soc ety with ditter-
ent funchions and priorites - national government thre wgh the Secretary of
State tgood governance, resped for democracy, winning the next election),
the government consenvation agency tconserving the bestavatlable sites within
its hudgen, the business secion texpanding actvities, ncreasing profits, tnang
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to appear environmentally responsible); the local community (maintaining prop-
erty values, raising standards of living).

The different values are therefore based on different criteria (Berry, 1983)
- cost, quantified as money although still poorly related 1o environmental
processes, such as quarry development; usetulness to persons or society, such
as air travel, fly-tipping; intrinsic natural worth, an objective quality of the
place itself (ecological value), symbolic or conceptual value, such as being part
of the lite-sustaining ccosphere. All are influenced by factors independent of
the locality, the labour market, national transport policy., political affiliations,
educational background, social status and therefore also liable o change.

This is quite a simple example of a contlict of environmental values which
can crop up anywhere. Personal values grow from ditferent experiences of
places and people, influenced by perceived needs, inclinations and ambitions.
How they grow reflects the quality of that experience. People need opportun-
ities to develop values, knowledge to back them up and skiils to put them to
work. They must be able to cope with differences and conflicts between them.
Much bigger environmiental issues, global warming, ozone holes and the like,
attract attention but the behiets. atutudes and vatues on which remedial action
depends niay be rooted in more homely things Providing for this is the role
ot ¢ducanon

values and Environmental Education

Environmental education grew trom international concern about the environ-
ment during the sixties. [t was defined as a permeating element through all
cducation (Unesco. UNEP, 1975, 1977 19871, stressing the cultivation of envir-
onmental vilues, as did strategios for environmental care (IUCN ef al . 1980,
1991).

Education is used here to cover all those intluences on environmental
learning which cin be guided towards defined objectives. They are found in
home and family, friends and peer groups, the community, school and post-
«chool education, work and leisure activities, med and advertising, legisha-
tion and fiscal measures, Culture and tradition underdie all ot them and are
sometimes restrictive. Al the influencers interact and vary in their impact
between difterent circumstances and at ditferent stages. Education is a sus-
tained learning experience throughout life in which everyone is both a learner
and an educator, whether by precept or example (SOEnD. 1993)

The formal sector sets standards for education, but outside intluencers
niy counter them by observing what society values in practice, from the
satety of their own sub-communities. Everyone belongs to one or more of
these. defined varnously by location, occupation or leisure ctivity (Nauser,
1993) Routines develop there, enabling people 1o conform with cach other,
avord tiction and decision-making. and acquire the knowledge and skills which
butld confidence to manage daily hte. Because they are rewarding they can
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Environmental Velues and Education

lead to the co-existence of incompatible values, those espoused and those
practised. Such contradictions are, however, too normal to be treated as defi-
cits of the individual (Posch, 1993), although they may indict the system.

Environmental values grow throughout learning, out of belicfs and atti-
tudes derived from knowledge and experience of,

* what the learner has been told (by any of the influencers):

*  what has been absorbed through expenence (whether designed tor
that purpose or not);

* what has been actively pursued by the learner in response to inspiru-
tion from others or to personal interests and desires.,

The third 15 the most powerful medium, since values stem from role-taking
rather than role-playing and real rewards are at stake. Some values grow,
many change, some wither and some never germinate, depending on the
richness of the process, the balance between conflicting influences, the predi-
lections of the learner (innate or acquired) and the changing circumstances
through which life passes. An educator tries to assess the learner's situation
and provide the best and best-suited learning experiences possible, taking
account of other influences. An educational strategist looks at all the influ-
ences on people’s fearning to identity those capable of guidance and to devise
ways of guiding them towards appropriate environmental objectives (SOEnDD.
1993).

The learner's response s liable 1o be influenced by values already ac-
quired. A group of teenagers, tor example, were incensed by discovering that
their favourite open-air meeting place had been left unticly by weekend visi-
tors. Their view of rubbish changed, however, when they came on lefi-overs
from their own fast visit. It brought back happy memories of the occasion and
reatfirmed their sense of possession of the stie.

Values thus act as part of a filter for new experience, and guide its inter-
pretaton. Personat values develop an organic quahty by which old values and
new are blended into an ostensibly self-consistent Gf irrational) svsten. Such
sclection is naturally protective; in a complex world we need a reductionist
approach just to avoid overload (although it does not prepare us for under-
standing whole, multifactorial svstems, which is also necessary (see Smyth,
1995).

An cducator, no matter how fair-minded, communcates with a learner
through similar filters: it is almost impossible in practice 1o avoid sclecting and
interpreting material to fit a programme and objectives. To think of environ-
mental educauon (or arguably any other kind) as being value-free may reflect
laudable ideals but be a practical non-starter.

Filters raise a question about the relationship of individual and environ-
ment. Encironment means the whole external environment - natural, culti-
vated, bult, social, economic and cultural, and the temporal environment of
past and future — not mierely some “green’ abstraction from it 1tinteracts wirth
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an internal physical environment of physiological needs and appetites and
mental environment of memories and visions,

We do not value it as we should The very word encironment implics
something secondary to what it surrounds, vet life is unthinkable without it:
we depend on it continuously for the means of life, and we modify it as we
live. Together organism and environment operdte as a single, inseparable system,
described by Patten (1982, 179) as the fundamental particle of ecology”. The
environmental component of this system corresponds with what Cooper (199.2:
168=70) has called a field of significance’, ‘not something a creature is merely
in. but something it Aas’; it 1s not sharply delineated’, and “despite tor because
of 1 its pervasive role in people’s lives, 1t has rarely been articulated. We should
value s health as an extension of our own Since it is shared with others, and
with other species, its care also enlarges the concept of community.

Filtration processes are part of this single system. The core element is not
a passive recorder of environmental data: some environmental qualities are
beyond its capacity to pereeive (except with instrumentation) but some are
gnored (generally as irrelevan, and what is accepted is interpreted on the
busis of past experience, context, mterest or expectation. Control is thus ex-
crensed over experience, both recened and sought: perceptions ot the envir-
onment become constructs from interactions between selected external
messages and the internal environment. Actions taken in response are similarly
structured Structured exchanges between organism and environment vary with
time and dircumstanee and between one individual and another in otherwise
similir conditions. Thus values attached to this environment, and actions to-
wards it, are referrable o individuatized perceptions which may also differ
significantly from reality expressed in scientific terms - Educators must be pre-
pared for this.

The Legacy of Nature

The most fundamental wension aftecting environmental values is probably
hetween the so-calted natural system and the human system. in Berny's well-
hnow n phrase (19830 we are both pat ot and apait from natuse. The mismateh
may be partly due o behavioral baggage inherited from the past. mcluding
biological appetites once necessary to neuntain life but now excessive (Smvth,
1977). Humankind is sull biologically an animal but progress 1o our hunter-
gatherer ancestors was marked by a huge increase in brain capacity and in the
adaptabihity and complesity of behaviour Like the tortoise and the hare, bio-
fogical and cultural texosomatio) evoluton lost sight of cach other.

So far as we can tell no other animal species needs valdues of s own: the
choices of action necessary for survival are embedded in i harmonious rela-
tionship co-evolved with the environment. predisposed or else acquired by
integrated learning processes. Humankind, however, has caten from the Tree
of Knowledge and must now work out its own destiny So-protound s this
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difference perceived 1o be that most people, like the Book of Genesis, sepa-
rate. Humankind from Nature with unhappy consequences for their mutual
relationship.

For our tribal forebears personal, social and environmental competence
were the learning objectives for life as working members of a hunter—gatherer
group. But, as cultural evolution proceeded and abilities to alter the environ-
ment increased, environmental competence became focused on exploitation
and manipulation of resources, which no doubt seemed inexhaustible while
one had the skills and the power o acquire them

Destructive changes followed. Rapid growth and redistribution of popu-
lation, along with proliferating technology, are now stressors on the human
system (Smyth, in press: Smyth and Stapp, 1993). Established structures which
insured stability and continuity break down under this pressure; long-term
provision for succeeding generations gives way to competitive opportunism
geared to quick returns in the short term. Collectively they lead 1o a widening
gap between rich and poor, and to an impoverished system.

Even biological affinity for our own species is confused. When the human
is set against other species people tend o give 1t preference; wildlite conser-
vation workers, passing through the refugee camps of Rwanda on their way
to assess damage 1o the mountain gorilla population, reported troubled con-
sciences (TV repory). But when the human s set alongside itself such co.sid-
erations do not deter cither governments or individuals from all kinds of
violence, resolve the conflicting values arising from an unwanted pregnancy,
nor yet deter animal rights activists from threatening human lite.

So envirommental value systems are in some disarray. Natural controls no
longer guide us, and the human capacity 1o reflect is not exercised enough.
The acceleration of uncontiolled change in populations, habitats and lifestyles
is far beyond the capacity of natural systems 1o adapt to them. Now it seems
we are overreaching our own capacity to adapt, as Lorenz warned us years
ago (1974,

The Nature of Environmental Values

Environmental values have no agreed identity: indeed, as the example trom
the wood illustrated, they are nearly as variable as the prople who espouse
them. Even committed environmentahsts are spread over a wide spectrum,
from extreme ecocentrics at one end to extreme anthropocentrics at the other
(O'Riordan, 1983), and are not always good at talking to cach other. Among
educators a similar distance seems o lie hetween protagonists of ccological
criteria and of social justice. Defining the common ground becomes important.

In Maslow’s well-known model (1968 values were related to human needs
in a “hierarchy of relative prepotency” - physiological needs, needs for sufety,
for the exchange of affection, for esteem and for self-actualization. It is casy
to relate these to what we know of human ongins, to modem life, and to their
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abandonment under pressure in reverse order. The model suggests to strate-
gists of environmental education where and how growth of desirable values
may be cultivated.

values represent relationships between people and their environment.
Rodger (1993) distinguishes these as follows:

e puople as users of the environment tutilitarian vidues),

o people as managers of the environment (utilitarian modified by prud-
ential valuesy;

e people as protectors of the environment (an extension of manage-
ment, possibly with restrictions imposed);

e people as admirers of the environment (combining consumer ap-
proaches with more spiritual attitudes);

e people as respecters of the environment (as possessing its own integ-
rity and value).

Most people exhibit all of these relationships to some degree. and hold cor-
responding values, but diminishing from first to fifth, reflecting the tensions
which were identificd in the wood. Four are essentially means to a better
qualty of life. so values are instrumental. In the last, however, people value
the environment for itself, 4 harmonious relationship . . . not only essential for
well-being, it is also intrinsic, effortless, spontancous, natural” (Meadows, 1989).

A sixth relationship might be added, transcending the rift between hu-
mankind and nature - people as integral to their environment. A refationship
to be real has to be genuinely lived, however, in a functioning part of a
working society (i.e. not insulated from the real world). In our society such
relationships may be only temporary or artificial, but they were part of the
lives of tribal peoples living in much more direct relationship with their re-
source base texemplified by the recorded statements of North American chief-
tains, and of native Australians to-day). They are not wholly inaccessible; many
more people. especially young people, should get the chance to spend time
exploring this relationship more fully.

What underpins these higher values? The World Conservation Strategy
(IUCN et al., 1980) was based on the maintenance ol ecological life-support
systems, of genetic diversity (now expinded into biodiversity) and on sustain-
able use of renewable natural resources. It was proactive rather than reactive
1o problems, and through the concept of sustainable development it combined
the human with the natural system Natonal strategies followed: the Conser-
vation and Development Programme for the UK, in 1983, added a sustainable
society and a stable and sustainable economy to its objectives; a New Zealand
strategy recognized cultural, spiritual and other non-material needs of society.

Ecological systems are determined by living master of a distinctive com-
position, maintaining and replicating itself in @ wide range of conditions over
the carthrs surface It keeps working by a flow of solar energy through the
system and by the contimuous circulation of materials between living matter
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and the Earth's substance. It has a long history of adaptation a1 evolution.
Aldo Leopold €1970) set out for its human members, in his class  land ethic,
a first rule for its valuation - a thing is right when it tends 10 sserve the
integrity, stability. and beauty of the biotic community. It is wrong when it
tends othenwise!”

Photographs of the planet from outer space gave us, in the sixties. o
powertul visual image of s finite resources. They also prepared us for the
concept of the ecosphere as a unitary system, made familiar by Lovelock
(19791 as Gaia. We know that in the geological past this system has come
through catastrophic events when much of it was destroyed, and yet it has
recovered and continued to grow more complex. As tenants of the ccosphere
we should avoid being both cause and victims of the next such episode, but
attach high value 1o processes which keep the ecosphere intact. Since the
system, including these processes, is an end in itself, and there seems to be no
reason why it should fail were humankind to vanish, they are intrinsic values,

Discussing the kinds of entities wlich should be accorded mtrinsie value
Fox «199+4) chooses lite itselt, quoting as its essential criterion the quality of
autopoiesis’ — the primary and continuous renewal by living systems of their
own organizational acuvity and structure. This is helpful since it can be ap-
plied to any level of living system from organism o ceosphere, and extends
by implication 1o the conditions on which they depend. A living system can
be valued as a working one, with balanced cyddes of production, consumption.
biodegradation and renewal, rather than as a collection of valued and invio-
lable organisins. It should also be valued for its capacity o adapt. to change,
and evidently to progress,

Fox points out that intrinsic valuation of living systems shifts the onus of
jusufication for exploiting them from those wishing o protect them © those
wisliung to interfere, a fundamental shift in the werms o environmental debyate
and decision-makig” (p. 212y comparable with a legal system operating on
presumption ol innocence until guilt is proved. rather than the reverse. In
cconomic terms this calls for values based on what payment one might accept
as compensation for a proposed interference rather than on what one mighi
pay to avert it

How can people come to own such values? Global life SUPPOTT svstems
may be tundamental 1o survival but are not casthy grasped cither by decision-
ntkers and plinners or by the voters, tax-payers, sharcholders and customers
on whom they depend Indicators of quality are necded which are recognty,
able in a more homely environment,

Qualities to Value
Quulities associated with a healihiv, stable coeosysten molude use of resources
m tune with productivity, investment in continuity of the svatent. biodiversity

tnduding varety of habstits. species and gene pools, then cquttable distiibution,
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and population sizes sufficient to maintain them), age of the system, vanety of
age groups within it resilience to perturbation. specishizaton and division of
roles, mutualistic as well as exploitatne retatnonships, and Tugh information
content thoth genetic and acquired)

These gualities refer o natural systems but muany trnsier readidy 1o hu-
mamiv They appear as frugality in use of resources, cticieney. cconomy of
hlestvle, such as reevding wastes, energy conservation i houses el and
recreation. durability of materials, and others Tamilir o readers o guides 1o
sueen’ hving. Balanding environmentad against « soral costs is not as simple as
people may think, however. on any crtena Information content s another
quahity whiuch should be more nghly valued. our resources are over-invested
in the ephemeral, the spunious, the sensational and the unal provided by
commercial opportunists of the stressed svstem

Biodiversity s o special case of Diversiy, g quality of evervday life which
i~ retieal Monotonous housmg schemes, grass from windh other plants
have been posoned out.and beds of unitonn beddimg plants all reflect mono-
tonous wans of hie whete stress ettects are rampant. In the countryside med-
cri sy stes of agnculture and torestry exbabita sinbar trend: Behind these e
the ceononne benefits of mass produdtion, distribution and labour-saving,
Diversity s quabiny of bie o be valued highly and pad for where necessary.
schemes to promote caltin ation of focal distinctiveness, for example, by choosing
tocat rees for roadside planting, respeaing vernacubar budding, local crafts,
didects and customs, improve value development as well as local amenity
CHM Government, 1994b

sustiabihity s now enshrmed as sustinable development in g sucees:
sion ol internanonal policy documents, notably the Brundtland Repont ¢ XCED.
1957, p 81 and Agenda 21 CUNCEFDL 19920 and i natonal action plans, sueh
as detined as deselepment which meets the needs of the present wathout
compromising the ability of future generatic ns 1o meet their own needs’. This
At once oflers a more personal motisation tor envronmental care, i heepmg
with & mature svsten — care tor the wellbany of o grandchitdien, and those
who tollow

Unfortunately, it also presents practicd probicems for both policymakers
and educitors fsee Tickhng, 199600 1t has been described as anadeological
counterblast to the gieens (quoted by Flliot, 1993 200 and s use to legitimize
contmuing development has appealed to governments i both industriahzed
andd developmg countries Its apphication as, however, clusive, while one aan
olten recognize unsustainabibity, mdicators of sustainabihity are difficult v define
andd apply (Carpenter, 1991 On the other hand, use of sustamable, ungualified
Pn owhat 18 1o be sustaned, s seen both as i disguise tor retention of @ northern
Atluent Bife stvleand s a0 green counterblast o development ¢Smyth, 1995

The bl Fducation for Sustaimability, which has become fGashionable, s
readdble as o mstrumental approach under-emphasizing mtansic values i
has, hiowever, the vigtue of integrating humanmity into the system: Robin Grove-
White ecenihy desonbred sustunab bty CFRa as a0 neeedicted concept, an
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articulation of a new political mood rather than a sharply etehed prescriptive
tool. Its attracton lies in additional, assocrated values, We are urged, for
example, o value equitability, justice and reciprocity, applied not only 1o
relauonships between nich and poor countries but to ethnie and culural JUYSTHIS
classes, genders and age groups in ail countries. This was the main theme of
UNCED: nich countries, for example, are now challenged o redefine progress
and prosperity, and to reconsider quabty ariteria tor hving standards. both
mternationally and at home

IUCN 199 D) tried to clanity what should be valued by listing nine Pringr-
ples of sustunable Living - respect and care for the community of lite, impros-
mg the quality: of human bte. consernving the carth's vitlity and diversaty,
nunimizing depletion of non-renewable resources, heeping within the canthy's
carnang capacity. changing personal attitudes and practices, enabling commu-
nities 1o care for thewr ow n environments, mtegratng development and conser-
vation and creaung @ global athunce: But work s sull needed to show people
how ta convert these mto local practice.

New tinkmg released by hunankind's adopton into envionmental con-
servation policy may fuve carried enyvnonmental values so L towards the
social end of the spectrun thar mediation s needed Breiing « *New generation
ot environmental cducation” (19930 201, seching harmony with our deseend-
ants rather than with nature and placing good houscholding with nature’ as
4 condition, and Sterhing's efforts to develop a more holistic. systenie ap
progch (19930 pross) are moving m the right diredtion

Educational Values

Educators now huve mach advice o how o tackle values i pracuce, from
Michael Caduto's ginde (1985 o the recent OFCHD=FN\SI powect v ronment
and School Imtatnes, kelley-Lame and others, 199340 They are, however,
exposed o aoss-eurrents Many covieonmentahists exped peaple o he
cyquipped with an cnvionmentat hook of rules which it will Yien be therr dun
and dehght 1o observe at wll nmes This accords with g arrent trend i ny
pobicy-nmukers to shitt education from reflective thought and action to somee-
thing more instrumental and murket-orientated The readiness of < hools o
stop teaching such basie skilis as cookmy and parenthood indicates turther
distanany from the real world towards an artifical one Traditional skalls Ny
be needed agam, and they should be Kept in (i as o matier of pricde. 1 not
also of direct henefit

Fducation s not mieant to promaote fised agendas eithior for eny mommental
management or tor sooal engimeerig, but tooave pe ple the best possible
chances 1o develop as environmental atizens, armed with know fedge and
nnderstanding and practised in applong them o real simations In those «n
cunstances the values wall grow by themselves (Posch, 19934 To do ths
successtully howeser the leanmg environment mast be . good model
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Many formulations exist of what education should achieve. For example,
the recent Scottish strategy for environmental education (SOEnD. 1993) in-
cluded the following on attitudes:

e a caring attitude and a sense of responsibihity for the health and well-
being of the whole environment,
4 critical attitude 1o received information, questioning asswmptions,
cautious about the reliabiliy of personal mterpretations,
a respect tor other people's beliets, and also for evidence and rational
argument,
4 sense of commumity with other people and other Iving things,
a4 sense of continuity with past and future,
4 respect for human potential to work within environmental constravits
and 1o design the future creatively,
4 commitnient to contribute perse nal talents to proving environ-
mental urality

When an educator can create a good workig atmosphere, be a credible
maodel, vilue the real over the denved, be positive and health-orientated rather
than problem and doomn laden, and avoid clementany pitfalls such as “green
fatigue'. values should grow Ceaught not taught). The mportance ot field
experience can hardly be overstated. whether the field is wilderness or inner
aty Gand the more kinds the beuer). The approach should be hohistic. fearner-
centred. critical and self-critical. relevant, problem-formulaung. normative rather

thun capirical, affective integrated with cogmitive, adaptable, anticipatory, action
onentated exemplany (SOEnD, 19931 These quatiies are to be valued through
all ecducation (ot recommendations on education to the Club ot Rome. Botkin
Elnundpo and Malitza, 1v™w)

Conclusion

Vadues are nounshied by visions 1 we were to revalue our relations with our
cnvitonment s we should, and then act on them, the emergent fitestyle nught
be some kind of neo puntanism Calthough we would need o guard againstats
potential for oppression). We would identity ourselves with a system valued
for s mtegrty, s interconnections, the interdependence of its parts. Its pro-
cesses would have life-costs, products and effects but no by -products nor side-
elects Value and merit would be attached (o coluvaung personal skills rathes
than o labour-saving technologies We would tike pride in hving sensuively
within the system Educatons would value enjoyment and wonder, creativity
and far-sightedness, sharing and self restrontas well as knowledge and under-
standing Feononusts would know how to incorporate environmental values in
then caleulanons And so on It would Be a more avilized approach to both
cavitonment and society than they presently get trom what passes as awiliza
non. and it nught survive.
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Writers often call for new values or a new environmental ethic. But Robin
Grove-White, once again, was nearer the mark when he wrote (1994h) that the
new values

may well wrn out to be rather old values - echoing classical philo-
sophical and religious conceptions of human interdependency, of the
limits of human capability, and of humankind's place in the scheme
of things

It so, people have been trying to propagate them for a very long time. In 1991,
when material on education was being assembled for Chapter 36 of UNCED's
Agenda 21, the Gulf War was in full swing. Men were displaying patterns of
behaviour which had hardly changed, save in technical sophistication, since
Agamemnon sailed for Troy. It says much for human optimism that the little
group in Geneva could still urge the adoption of values for an environmentally
and socially sustainable world - and that Heads of State at the Earth Summit
still signed up to them,
Perhaps values should always be some way out of reach.

Acknowledgments

This chapter has benefited greaty from recent activities in Scotland. notably

the Secretary of State for Scotland's Working Group on Environmental Fduca-
tion and the OFCH-FNST Progectand trom all who were associated with them

References

Berry. RS (1983} Environmental cthies and consernvanon acnon . in 1he Consertation
and Development Programme for the UK A Response to the World Conservation
Mraiegy. London, Kogan Page. pp. 407-43%

Borkin, W Fisanppo, M.oand Marza, M OOy 9 No Lionts 1o Learming A Repent
1o the Club of Rome, Oxford, Pergamon Press

Brimina, S (19930 The new generation of environmental education Focus on dermno.
ey as part of an alternanve paradigin’. in Maiw. R Fdy e ¢ Pearadigms
m Entvonmental Education Resedreh, Troy, OHL North Amenican Assoctation for
Fnuvrronmental Educauon, pp. 199 202

Bressas, A G99 Enrrnmmental Philinophy an Introducton Suror. St Andrews,
University of St Andrews and Natie Conservaney Cound

Cantto. MRS A Gade one Faveronmental Valies Fducation Farronmental
Educatinr Sertes 13 Pans. France, Unesco-UNFP International Fnvironmental
Fducanon Programme

Camprneg, RACCHRO9 Can sustanabilitye be measured”, Foolgy biterational Rulle
100 2L pp 27

Coorer, DYE 03920 The wdea of envitonment i Coorrn, DEF and Far v w I\ thdwy
The Encvonment i Question, London. Routfedge PP oA =




Values in Education and Education in Valies

Firiorr, 019030 Handhing values i environmental education in Values i kntir-
onmental Education, OECD=ENSI Conference Report, May. 1993, (strling). Dun-
dee, sceanh Consultative Counctl on the Curnculum, (5CCC).

] Fos, W (109 Feophilosophy and science’, The Enrtronmentalist, 14. 3. pp. 57-02.

- Grove-XTe, R (1994) “Editorial’, Encoonmental Values, 3, 3. p. 189

Crov Wi, R (199400 Interlocutor s statement. Workshop 20 Sociery and Culture an
Values for a Sustainable Future, World Eneronmient Day Symposiun, London. -

i nd June, 1994

FIM Goverssist (19060 sustamahle Development The UK Strategy. London, HMSO.

HAM Goversa ar CHO240) Brodueraty The TR Achon Plan. fondon, HMNO

IUCN (Wort b Cossbkyation Uston), UNEP and WWEF (1980 World Conservation
Strategy Loy Resources Comservalion Jor Sustarnable Development, Gland,

; switzerfand, TUON

- ILON (WorED CosstrvaTion Uaton), UNEP and WWEF (1991 Curing for the Earth A

- Straitegy for Stistatable Licoig, Gland, Switzerdand, [UCN.

N Dicanise, B 01990 Why T don't want my children o be cducated for sustunable
development'. Trumpeter, 113, pp. 11410
Kitrry-Larse, K €19933 The environmient and school mtatves CGENSD project’. Valies

- e Encoronmental Edvcation. OFCD=-FENSD Conterence Reponts Mav, 1993 (sur

e ling), Dundee, SCeL

Lot o, A S CI9O70) A Sand County Almanac, With Essays on Conseration from Round
Rizer, New York Serra Club Ballantine Books Inc

_ s Lorias, K U1I9™ 0 Crethized Mant s Ewht Deadly sos iansl M Larzgn, London, Matliaen )

Lonitora, JE Q™Y Gata a New Look at Life on Earth. Oxtord, Oxtord Universty

Pross
Mavow., A H (1000 Relgions. Values and Peak Expertences. Columbus. OH, Oho
Stite University Press
VI anows D H CI980) Harrestig One Hundredfold - Rey Concepts and Case Studies i
e enmental Education, Narobr, Kenva, UNFP
v MO o930 b nvronmental concemn s md the theony oF siudiarationy i STisegr
- 1 aned Navsew, MOCEDS Human Eeology Fragments of Ant fragmentary Vews of
the World, London, Routledge. pp 229-47
O Riokian, T 119831 The nature of the environmental ider m O Rioroas, T oand .
Trrarr, R (Fds) An Annotated Reader e Fueoonmental Plannig and Man- S
agement Oxford Pengamon Proess
<) Parrrs, B G Ous2) Favirons Relanvistie elementay particles for coologs . 1he inert
can Natwrahst, 119, pp 179219
Poson, £ 01994 Approaches to values n environmental education . Vadues an
Envrrommontad Fdincatin OFCH=FNSE Conterence Report, Mav 1994 estirhing)
Dundee, S
Rovorr, AR (1994 Vithaes and relatonships towards the environment i Values n
Frevrommental Fducaton OFCDH-ENSE Conference Repost, Mas - 1993 oStirhing),
Dundee, SO
SOFSD 6Scot s O rer Fxvironaist Divaerstsoh (10030 Learng for Life d Nad
tromed Strategy por Prepommental Fducatuom tn Scotland Fdmbuargh HMSO )
suvrn TC O™ The hrologicd tmesork ot ensnonmental cducation fournal of s
Brofogical Educainor 11 pp 1nd R
S Fe O CaE) Favironment and cducation A view of o changing seene . Enraiont
pientad Fducation Keseardds 11 ppe 5 -dn

[
e [ ‘
| (o
. Qo
ERIC

PAFulToxt Provided by ERIC



Envvonmental Vialues and Education

Ssyrn J O an pressy Fducanon and environment: The challenge of change. Paper
presented o the ATEE Conference, Prague. September, 1994

Sy riFCand Staees WBL 019930 Leanning to survive with the brosphere in Poresas,
Noand Berserro LoGEds) Survig wenh the Biosphere: Edimburgh Fdinburgh
Universiy Press, pp 2:44-52

STkeinG, N 01995 Environmentad education and sustamabiliny: A view from holist
ctines o Frexo LGFdy Environmental Educatuon A Pathway o Sustanahidiny-
Geclong, Australia, Deakin University Press, pp. 69-98

Sirkrines S tn presa) Meeting the challenge of cducation tor sustamabihin The o

tentil of the systemis approadh . Paper presented to the ATEE Conterence, Prague,
The Czech Repubhic September, 1994,

NCED (USTED Nartoss ContrrRencr ox Fxyvirossest asn Divirorvr s ) (1992) Avenda
21 the Unted Nations Programme of Action from Ric. New York, E N Department
of Publie Information

Nescoand UNFP Q10780 The Bternational Wewkshopy on Fan ponmental Feducation,
Belanade, Yugoshavia, Pans UNEFSCO

sescoand UNEPR CLO73) Interncational Conference on Far ivsimental Education, Thilis
(USSR Fivial Repoot Pans, UNESCO)

Noscoand UNFPCLORTY International Strategy for Achion i the Freld of Facomnmen
tal Fdvcation and Tramimg for the 10908, Pans, UNESCO

WOED tWORiD CoMminton on BNVIRONMENT AnD Dy fnorsti ~ 1) 1987 Our Common
Furne o Ontord, Oxtord T anersity Press




Chapter 6

Democratic Values and the
Foundations of Political Education

Francis Dunlop

ABSTRACT.  Thus chapter s an attempt to break out of the
hberal-democratic mould wubh regard to the values which shonld
Jorm the basis of political education. Afler an appeal 1o onr
experience of values as the positive and negative gualities of
ubjects” given in emotionally tinged experience, and o the diver-
sy of democratic regumes. 1 argue that democratic viadues must be
interpreted as the ralues of our own traditions of political activity
I extend my attack on the hberal democratic approach (o ralue
and buman nature mto a critical discussion of the democranc
ralues most often canvassed by writers of this school They need 1o
he reviterpreted i the light of a better understanding of the
buman condition and the incommensurability of calues. Howeter,
the hberal demaocratic tradition bas preserved some vital features of
an adeguate understandimg of the political sphere. The ralues
revealed bere, coupled with the reinterpreted democranc values
cned the ralues displaved v political thinking and action, inter-
preted i the light of our continang tradittons, form the basis of
political education. 1 end wih some brietf remarks about the
general principles for achiering ths

Since the werms democratic and ralues are used in many wavs, 1 had better
start by tinaing to indicate how 1 understand them

values and Value-experience

Although sull very hittle known i this country, the best starting-point for the
philosophscal investigation of values s the work of the tmainly) German-
speiaking philosophers of vadue, who flounshed in the first halt of tus century
in close assocition with the carly phenomenological movenent (for a brief
sunvey, see Fadbay . 19700 These thunkers approadhed their subpect matter
with the two questions what s given e what are the data of experience)

NN
Py —
fJ




Democratic Values and the Foundations of Political Education

and how is it given (i.e. through what mental acts or operations)? Even if it be
true, as is often said, that the users of this method failed, in the end, to attend
satisfactorily to questions of justification, their work on classifying values, and
on the relations that obtain among them, and above all on exhibiting what a
theory of values” is to theorize about, provide an invaluable starting point for
educational thinkers. In what follows I shall draw on aspects of their work, but
leave the arge queston of justification out of the picture. The values T shall
be takking about are, then, ineliminable data of experience, and, whatever
their metaphysical status may be thought to be, cannot be ignored without
producing a radically false picture of human life. This approach is not dissimi-
kar to that of John White in some of his more recent work (for example,
1982:068tF; 1990:23f1)

Values, then, are given as qualities of things. We experience the world,
and what constitutes 1t tincluding persons, events, actions, physical and mental
objects ~ in short, every kind of thing), as possessing positive or negative
qualities, or tmost tfrequently) a nixture of the two, as being good or bad tor
both) in various respects. Talk of values as such, is, then, essentially abstract,
hike talk of kinds of things. But values are important 1o us Objects possessing
value are experienced as attractive or repulsive, admirable or despicable, in
countless modes and degrees, but in every case cliciting from the one who
experiences them some sort of pro or con response, in which there 1s an
clement of emotion or feeling Henee the essential link with action Values
provide us with reasons tor action. This does not mean that the experience of
values necessarily results in our doing something i some overt or public
sense, sinee, as in the case of aesthetic values, they may suggest merely some
form of silent appreciauon, though this s still at least a mental act, capable of
being, in Hildebrand's term, “disavowed’. But it is a characteristic of our experi-
ence of vatues that we teel some sort of response to be required of us; even
il the response comes automatically or habitually, rather than being deliber-
ately willed Cor withheld), we experience it as i some way appropreate or
inappropricte, to be denuficd with or disavow ed (Hildebrand., 1953: Ch. 18)

It seems also to be anineliminable pant of our experience of values that
there is more than one type of vatue. Moral values are fundamentally ditferent
from aesthetic values, and the existence ot possible horderline cases, let alone
the difficulty of establishing theoretically what the difference consists in. doces
not i the least alter the fact that we are aware of a difference hitellectual
values (naking up the triad of ‘truth, beauty and goodness) are less obviously
4 type of value distinet from moral and aesthetie values, though a case can
certanly be made out. Few have disputed the candidacy of bedone values, or
the values of pleasurable and painful sensations, though some have argued
that the phenomenon of vae tikes on a radically different hue i therr case.
Many have discerned a category of religions values (Max Scheler called them
the values of the Hoby and the Unholy) and also i class of vital values, the
values and disvahies of flourishing or merely surviving life: These last seem to
have something in common with hedome values but o be given as distined,
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since the demands of pleasure and of health frequently clash, and vital satis-
faction (in strenuous achievement, for example) may be accompaniced by
considerable pain. At the very least we need to distinguish sensory pleasures

from what the Germans call the pleasures of functioning CFunktionsiust).
: Some experience of hierarchy among values seems also 1o be unavoid-
able; henee the common Anglo-Saxon analysis of moral reasons as over-riding
other kinds of reasons, Other philosophers of value have drawn attention to
the extremely important category of urgency among values, most gener-
ally expressed in the moral demand that the abolition of evils must take
- precedence over the provision of goods  Incommensurability is also part of :
value-experience: values, for example love and justice. gracefulness and im- »

pressiveness, cannot be reduced 1o one another

One other important point relates to the ultimate status of values, As s
well known, nuny people today talk loosely about ‘my values™ or “so-und-so's
values', in a4 wayv that suggests cither that they think all values are relative 1o
] the mdividual (or group) or that they are using the phrase as a shorthand for
- 'my preferences among (perhaps more or less equal) values'. of someone’s
- choices among given values. and the hke. The early value-philosophers were
aware that certain things meant more 1o some than to others (at both indi-
vidual and group level), but were extremely reluctant 1o conclude (since it
- contradicted experience) that all values were relative Their solution was to
- think of values on an analogy with the starry heavens, since human beings are
- mevitably situated in different places. they inevitably see different parts of the
whole. Objectivity is presenved, while relativity of expentence 1s accounted for.

The Meaning of Democratic Values

What then of demaocretic rafues? No-one, as far as T am aware, has ever
suggested that these are a type of vatues in the way that moral, aesthetic or B
hedonic values are a type. The natural way to take them - and the structure
of this book encourages this s a deparunental sense. Democratic values
are the values centrally connected with a distinet department of life, and hence
of education. as in religious values, healin values, or economic values They
would, then, include botl the values of democracy as such, and also the
values which must be passessed by things (persons, social conditions, institu-
tions, and so on) if democracy is to be possible or sustainable. as well as the
values of things tor persons, ete ) winch are brought about by democracy.
But to my mind there is something highly unsausfactory about this. For
what is democracy as such? If we survey the number of regimes which have
been called democratic we ind an enomous variety. No doubt all these re-
wmes have possessed some values, and equaliy indubitably some disvalues,
but can we really extract sufficient in common to talk soberly about demo-
cranc values i tdus very general sense? 1 find this rather implausible o
The point .an he made another way by noting that, if we divide up the
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Democratic Values and the Foundations of Political Education

sphere of values departmentally, we are applying a number of descriptive
terms. Even though the word economic sometimes denotes a value (as in ‘an
cconomic solution’), the term must be used descriptively in the phrase eco-
nomic values it it is to be of any use. Exactly the same applies to democratic,
But its extreme openness precludes its usefulness in this respect. It must be
admitted that we often know roughly what certain people mean when, in
specilic contexts, they complain that people are not being democratic enough,
But such uses are highly context-dependent, and the more general and ab-
stract the talk is tas in the democratic way of life’), the vaguer these and
similar phrases sound. It seems clear that, if the erm democratic ralues is
supposed to pick out the values of a department of lite, we had better substi-
te the werm polttical, which is much less vague than democratic.

The Liberal Democratic Ideological Take-over

Unfortunately. philosophy of education in this countsy (1 speak for the Uninted
Kingdom only) hus in secent years been hag-ndden by the assumption that
only i liberal democratic Cor ratonal-liberal ) interpretation of this depanment
of life is morally aceeptable. One writer on education and democracy has even
gone as far as o say that she is not particularly interested in what is meant
by the word demacratic ~ though she uses it fairly freely: what she is really
interested in is ‘government according to moral principles’ (P, White, 1973:228,
note 17). Given the diversity of moral principles (and the incommensurabality
among moral values) and the need 1o apply all sorts of other tnon-moral)
princples to the work of government, this drastic move is singularly unpro-
ductive. But the important point here is that one tradition of democratic thought
15 being given a morally priviteged position, whereas educational institutions,
even if some form of democracy can be taken as read, might be expected 1o
point to a varicty of forms. Most contemporary liberal democrais would cer-
tinly object ven strongly were it to be assumed that a particular torm of
Capitalism was the only morally permissible cconomic system.

It seems 1o me that the liberal democrats have largely carried the day
because of their utopran strain, One of the main objections o their interpre-
tation of democracy is that it pays almost no attention to what human beings
are actually bke. It is, tor example, objected that people are not rational
enough 1o consider every decision simply on its merits ¢which usually means
interms of the rationahity-based trio “liberty, fairness and respect for persons’s,
it as always said that, even if that is unfortunately true at present we can
change it it this s countered with the point that this has often been tned,
and without nrach success, it is retorted that we have not tried hard enough
This is a stribingly frequent kind of move and betrays the utopian refusal o
accept reabity, 1n this case human reality, as though one could start afresh from
the divine drawing-board. This rejection of the actual human condition, to-
pether with o Llure 1o grasp the primuanly ‘embodied” nature of value. and the
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incommensurability of many if not all values, gives much hberal-democratic
writing a desiccated and fanatical quality. Its dogged assumption that all jus-
tified values can be derived from the one value of rationality is, as Aurel Kolnai
has argued, peculiarly corrupting, since it atrophies our natural sense of val-
ues, and draws attention away from the historically situated value-realitics
around us (see Kolnai, 1995).

However it cannot be denied that liberal democracy has been the guard-
jan in recent centuries of something enormously important - namely the judaeo-
Chrnstian-inspired vatue of the mdividual person. Tt also lays a vital siress on
the general importance of moral values in politics (not to be confused with the
claim that the only values needed o settle practical problems are moral ones),
and sets up protective limits to political action with its emphatic insistence on
constitutionalism. What it conspicuously lacks, as I have implied - at least in
some versions — is the idea of incliminable conflicts among values, institution-
alized i the idea of an official parlianmentary opposition. Liberal democratic
theory by itself incurs the danger of encouraging the One-Party state,

The Importance of Given Political Traditions

In my brief remarks about democracy I have drawn atention to the existence
of multiple interpretations of it tand hence of democratic values), and implied
that the hustorical situatedness of human beings, and the existence of value-
incommensurability. make the rational liberal claim that, on purcly moral
grounds. its own interpretation of democracy ought always to prevail prepos-
terous. Despite the fact that the liberat tradition does witness to, and, indeed,
preserves, certan supremely important values, we cannot possibly allow a
liberal-democratic tuke-over of the ficld. On the other hand, to pretend that
the ficld of political choices 1s quite open = beginning from the time when
political education first starts in school — would seem equally preposterous.

We must tike our cue here from the fact that values are first given to us
as qualities of *objects” Tt is by being confronted with Cor told ahout) acts of
injustice, in the presence of someone who is not trying to disguise his feeling-
response, that we learn what the disvalue of injustice is, or deepen our abhor-
rence of it No doubt we can later imagine acts of injustice, but the disvalue
must first be experienced in real examples. Hence we cannot in general learn
about democratic vadues except by engaging directly or at second-hand (never
4 good, other tungs being equab) in democracy as we already have it The
ltheral democratic vearming tor -4 thorough-going democracy’ is really quite
empty ol content. and can have no place in any responsible educational
programme

A relted point concerns the general justification of fustening on some one
torn of govermment as the centre of political education In the work of Richard
Peters we may see. despite the highly abstract justiications actually provided,
A irm comvaicnon that the best of our tradinons aready are cor wered hiherad
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democratic ones, and a (very reasonable) desire to hang on to them, or at least
move forward from them (see, for example, Peters, 1966: Ch. XI, sections 1
and 2). Some of his disciples, with their continued insistence that we are ‘not
democratic enough’, breathe a totally different spirit from Peters, and show a
cavalier readiness to ditch any tradition that does not measure up to their
artificial yardstick (see P. White, 1973; 1983). But the general argument from
tradition must be strong, since our public and political selves are fargely con-
stituted or formed by inherited ways of behaving. When a country's govern-
ment repudiates established traditions, and sets out to change things in the
name of Reason, countless acts of injustice are done to individual citizens,
quite apart from the damage that may be inflicted on the social fabric — that
loose framework of institutions which enables individuals to live their private
hves. Peters himself, of course, and many of his successors talk rather compla-
cently ubout our “tradition of criticism’. But there must be limits to this. Change
presupposes continuity. Relentless criticism undermines confidence. In any
case the theoretical accounts people give of our traditions diverge from one
another. In the end it is traditions or established practices that have the prior-
ity. All this strengthens the case for political education’s eing centred on
democracy, but it must start from the actual political traditions we have, not
tor not primarily) from some theoretical account of them, let alone from pure
theory.

Some Democratic Values Discussed

And so we come at last to the democratic values which should provide the
foundation of political education in our schools 1 can do no more here than
brietly discuss some of those values most commonly put forward as democratic
in philosophy of education, and show how they need to be criticized or modificd
in the hght of what we have argued so far about vatues and human nature. |
shall close with some brief remarks about the education of such values.
One of the most generat problems relating to democratic values is the
clash berween the individual and the social, or between the conception of
society as composed of atomic individuals tas in most Social Contract theorics)
whose wills must be rationally aligned, and the conception of society as a
soliday community where the ‘general will can and should hold swayv. Liberal
democracy has, of course, favoured the first, but has itself become lately more
aware of the viftues of community. as the social cement holding our society
together continues 1o dissolve Henee the impression that community  has
sometimes been tacked on o originally autonomy-centred lists of democratie
values But there 1s a real tension here. which educators must take cognisance
of. The wnsion can only be intelligently, of panially, resolved where there is
an adequate understanding of the human person. Man needs community, of
course. persons are socil beings. But they are not cattle or sheep. always
thinking and willing “as one” tthough there will he s sctinng of this ar some
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level of their lives; recall the phenomena of fashion, or the collective sadness
after a national disaster). For man has a conscience, moral and intellectual, and
must sometimes stand alone (though our moral and intellectual - "personal’ -
being must be reared on socially shared foundations).

This interpretation of the human person in terms of fevels (further ex-
plained in Dunlop, 198+ of. Dunlop, 1991) may also help us grasp the nettle
of equality. No sense at all can be made out of a claim that equality is, as such,
a value. But, if the origins of the belief that it is lie in the Judaco-Christian idea
that all human beings are equally persons in the eyes of God (all being equally
far from God's infinite goodness. and so on), then we may intelligibly locate
the value of equality” in the purely personal element of human being. and see
it instanuated in the equal vote at elections, equality before the law, and the
equal right 1o contribute to the formation of public opinion. But at the vital
level of our being, at the level of individual alents, skills, capacities, instincts,
and so on, which are all also bearers of value, no plausible case for a value
of equality can be made out. To what extent equality of income, opportunity,
and so on, will make for the recognition of formal personal equality. is u
debatable point; but on the answer to that sort of question depends any value
that bestowable material equalities may have

Liberty is another controversial value, about which one may legitimately
disagree. Clearly there is great value in a person’s liberation from unjust con-
finement, and analogous situations, and the sheer formal exercise of free will
is an aspect of human dignity, an expression of the value of human personhood
But the whole discussion of liberty tand of the closely related autonomy) in
philosophy ot education has suffered from the liberal assumption (taken ad
absurdum by Sanre) that the human person is somehow defined by liberty,
and that this pnmal freedom is unbounded. But the human condition is largely
founded on natural and socal determinations tnot least one's native language),
and - since we have no natural” outfit of real instindts to prompt our behav-
iour = must be so. This is by no means the same as claiming that free will is
an illusion. But it is 1o insist that freedom is limited, and that it is always
hought at the price of restrictions. One must be bound at one level (by natural
dispositions. habits, principles, msututions. laws) to acquire more freedom
where it really matters — in the purely personal realn

Tolerance is also far more problematic than usually realized. This moral
quality goes closely with the humble admission that any person (including
oneselt) may be wrong, that all are in any case of limited capacities Gincluding
onesclf ), and hence that nobaody can achieve a God-like view of the Whole,
or be a complete embodiment of rattonality. But when tolerance is interpreted
as the value of live and letlive it tends to bring about a reduction of all values
to hedonic ones. The idea that 1 should simply aceept everyone's beliefs and
preferences whatever they are. encourages the idea that beliefs and preferences
are in themselves ummporant -~ merely the expression of subjective whims
The clash here can. to my mind, only be resolved by acknowledging the shared
toundationdl restraints of community (there must be fimits to toleranee, bui




Democranic Vaives and the Foundations of Political Education

approaching ‘the other', in his personal being, with respect and hutlity At ats
best, putliament lustrates this welt.

The discussion of tolerance reminds us once again how important it is to
keep alive the sense of respect or reverence for high value, and how casily
responses 1o value can be written oft as the expression of subjectuve wants.
This decay of a4 serse of value has been encouraged by the attack on socal
hicrarchies of all kinds. For, however imperfectly Gind it always s impertectly)
they doat, human hierarchies symbolize value-hieracchies. They are also an
essential need of our vilgl on sodial being, as the Socialist Simone Weil saw:
destroy the Jd Inerarchies und therr place will always be aken by cew ones.
Two related questions then suggest themselves first, do ke existing haer-
archies, or some of them, in the long run help or hinder the sense of value?
Second, how well do they retlect the multiplicity of value and types of value,
and the relations between values? The importance of Iiesarchy (hetter. of
hicrarchies) may be acknowledged without washing to transfor society into
a standing army. There peed be nothing authoritarian about this acknowledy-
ment of our real natures Liberal democrats are all 1oo often obsessed by their
mpatient desire (o recreate society on the model of personal being only -
without ats vital or anuaal substructure.

An itnporntant set of values cluster round the idea of aizenship, induding
the moral values of responsibility and public-spintedness Lying behind it is
the idea of participation, the sense of being pant of the show”, with a job o
do 1o keep it on the road” It draws attertion o the fact that the people are,
at the least, partners in goverament, to whom the personnel of government are
in the end answerable and froin whom they must derive their ultimate support
and title to govern: Sore democratic trad:nons also strongly connect it with
loyalty and patriotism. The former implies a readiness 1o go on supporting the
constirution, o one’s panty, even when ats leaders make mistakes or do things
one disapproves of (though, of course. there will be hnuts 1o this). The latter,
1n the sense of ‘love for one's country’| is often confused with nationalism, and
pillored by some hiberal democrats Clearly the wea of Rauonahty, as an all-
embracing value from which all others are derived, has in the end no place for
the particular and personal. This is of a picee with the liberal disregard of
human realitics. But patriotism does not entail fialse beliefs about one's coun-
iy love of country is a kind of gratitude — one loves one's country hecause
s one’s own, s thoroughly fanuliar, and has done much o nike one the
person one is — analogously to filial love It is of course true that any love for
the particular implies relative indifference to what is not pan o, it possible
hostility, therefore, 1o the “out-group™. This very weneral problem of love can
only be solved by distinguishing types and levels of obligation. obviously the
morul 1s, as such, the business of humanity, and expresses the experience of
the human race, though actual concrete moralities will be given to the inds-
vidual as largely consttuted by spedial and contractual obhgations o famuly,
niends, emplovers, colleagues, neighbours, fellow-citizens, and so on. 10 a
range of ever widening ardes of anplication and diminished utgency
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Other Values in Political Education

In s0 lar as our general concern is political education in a country with denmo-
cratic traditions, the values just discussed, together with other broad and gen-
eral values, need 10 be supplemented with a host of other, mostly lower,
values of political thinking and action, such as the vitlues of uning, leadersiup,
the formation of public opinion. compromise, imagination, balance, political
will, vision and inspiration, confidence-building, and so on. They reflect the
fact that politics 15 in the end, about trying to improve things Gnserting the
corporately desituble into the wexture of histoncal reality), not just about de-
ciding whiat ought to be done But, tn so far as quality of political behaviour.
tiat s, the way the various institutions of our pohtical lite are properly used,
or, aliernately, exploited, depends heavily on response o moral value as
such. 4 general morai education will be an indispensable prelude toit Unless
we can quite simply trust those who form the perssonnel of government and
dosely intluence its decsions, disiflusion with politics quickly grows and the
threat of totahitarianmsm grows with

Education in Democratic Political values

I nught seem from what has been argued above that pohtical education woukld
be best achieved by setting up institutons and practhices 1 schools which
reflected on a simall scale the politi al institutions of soaety at luge ve in
Lheral democrate linguage. 'muakimg schools more demaocratic? 3 have argued
clsewhere that this would be a mistake (Bunlop, 1979). Bricfly, our polmical
Nslitutons presuppose use ramer than misuse Moral matarty is taken for
granted, whereas schools are sull tnang to develop st thaeir pupils. Again,
school wacihing, or real education as opposca to instruction, requures hierar-
chy tat least of teactiors over aaught, whereas polincal parhapation - an our
tracition — requies tonmal equabity . 1 the ~schioob s o do s job i must be a
community, where, to a darge exuont, pupils are being imtiated into a4 common
culture. Thus the scope for demaocratizing’ schoaols inany important sense is
Pound io be pretty limited., though there is no de s room for class elections
1 hina of fices, and tor stricty limited political active at year or school fevel.

The values of political educaton, with its foundational moral education,
will have to be landed on m other ways, tor the most part A diapter about
vialues is not e place 1o develop a treatment of morad obhyanon, <o tus
e teft on one side But the prime way in which sensitivity 1o values in general
1= developed is by drawing pupils’ attention to values, as they are encoantered
i Tnstorcal and ieruy esanples, and ibe obyects of other school subjects,
and i the e of school and soaete e aiso Ch 5 of Dunlops T80 As we
have imphed, s inadcation of values s notamerely ntellecual matter not
mply amatter of naong things and having them recalled The liltexpenience
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of values has something emotional about it. Henee teachers must themselves
be responsive o values, and not seeck to disguse this They must show vidues,
supplementing the merely intellectnal reference by tone of voice, facial ex-
pression, gesture and deportment 1F the natural hicrarchical refation between
old and young is not being interfered with by other factors (such as deep-
rooted cultural or personal alicnation), this must have its ¢lect in nme, but is
not something casily calcnlated or controlied Subject matter can certinnly be
chosen with a view 1o its value-illustrative potential but there is Lile scope for
anvthing in the nature of exercises in value-appreciation: Far more important
is the general attempt o develop an attirude of reverent attention to the world,
a growing ability to put one’s own concerns aside and be simply responsive
to the werld tand its contents) “with heart and mind’

Tus will. of course. happen fairdy naturally of teachers are allow . +d 1o relax
with their pupils.and do not feel the need o intnbit ther usual responses 1o
political and other valuanonal subject-matter Ghough it s, of course, vastly
casier in the carlv vears of schooling than in the vears of adolescenee) There
is some ditnger o indodctnnation here, but, rathier thuin emasculate educational
transactions by niaking some value-content tiboo, schools can tn' to ensure
balance of poliiical orientation among the teachers of various subjects, or at
least of particular classes, and above all ensure thar the teachers fully appre-
cuate the virtues or positive values of the traditions they do not actually hold
as thewr own dtis an essential part o all value cducanon, above all in any kind
of democratic tradiion, to show how one may do jastice to an opponent wlule
not agreeing with him

It mav be objected that 1 have said remarkably hude about reasoning’
here The cause s simple. Adequate reasoning in poltical, moral and other
predominanty vatuational contests, prosupyposes an adequate grasp of values
Value-cducation, inanv sphere,is thus the foundation of reason i that sphae,
not its product (Hence, too, the woctol madequacy of seeing persons prima-
rily s choosers, or practical reasoners, the crucil prior sphere of receptivity
= ot akingn the sealth of the world's vatues = s lett out of the prcture ) This
Las Tong beensgnored by educators, mesmenized by the endeavour to subjedt
all values tand chorces) to the one single but nivtiueal Rationality. No wonder
RS Peters and other liberal democrats were accused by various left-wing
thinkers of imposing "knowledge tor control (Young, 1971 These crttios of
liberal education had ansmportant pont We can aceept that while emphatic-
allv reecting their own hne Forin the end constitutionalism (wlich sets strict
hmus o governmental power and makes its wiclders accountable to the
preople), resped tor moral values in public life and for the unique value of the
mdivadual persons s my own view, L miore el 1o suivve 10 a nesec
conservative democratic setting (his has itde o do with the present Conservar-
tve Parivs than o hberal democratic one But thes should torm no pant of
pohtcs' education as such 1t should e cddear by now that the ability 1o e
responsive to the values fand. eventually . disvaluess of o tradhiions s wha
schensls shoutd De promaoting in this sphere, and this means values wherever
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they are to be found. It does not preclude eventual change: but it does provide
an essential prelude 1o rationat change
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Chapter 7

Values in the Arts

Ddvid Best

ABSTRACT-  There aie three pnncipal miterdependent straneds in
the argionent of this chapter. a) contrary to populdar assumptions.
talues in the ants are fully objective, b a central charactenstc of
the arts as that they can offer insights into hfe-issues and thus the
vatues cepressed an the ants can mifluence atnitudes to life gener-
ally, and c) the main contribution of education generally 1s. or
shonld be, 1o open fresh honzons of thought, feeling and value It
1s the objectivity of values which allows this possibility In this
respedt. the ants can bare a semmal anfluence on penonalily:
aecelopment. by offering real alternative possibthties of beg  This
15 the most profornd. pervasive. yot widely neglectod. potenti
talue of what can be learned from the arts, and by no means
only i the formal education system The almost wniversal confla-
non of the aesthetic and! the artistic tends 1o tricialize the ans,
and s conducie (o the subjectivism which as sull <o self
defedtingly prevalent among ans-educators Hence this chapter 1s
coreerned b artistic,. nor aesthetic education,

Preface

The Guaad but ddaneehs misunderstood 1opic of the salues minnsic to the ans
mvolies almost, off not quite, the whole of philosophy of the ans | shall outline
the quesnons which seem to me of greatest educatonal impontance and abowt
which there s the most widesspread persistent and damaging contusion tsee
Resto 1993a. for @ more thorough explanation of these issues.)

There are three dosely selated questions whici 1 shall conmides

Tothe objectivity of values,
2 the elationship of the ats o hile generally.
3 opening horizons ot teehng, undesstanding and value

Fshallapproach these panapal themes via the generalls unrecogmeed distine -
ton between the acsthenc and the aitisti
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Before beginning, it may be worth inserting a cautionary note. A richly
rewarding aspect of the arts is that they are so immensely varied in character.
It 15 important to be aware of this, for there is a common tendency to distort
or limit this widely varied character in considering the arts in general. This
danger is implicit in assumptions and explicit assertions that the ans constitute
4 generic community. The dodtrine of genenc ants was until recently gaining
ground, and there was a danger of its informing curriculum policy, but it is
now, fortunately, largely and rightly discredited

The Aesthetic and the Artistic

The attistic is still widely, almost upiversalhy, contlated with the aesthietic, or
at least any distinetion hut\\'ccnﬁi two concepts is blurred and confused
This confusion is often expressed in the, usually implicit, assumption that the
artistic is a species of the aesthetic: The disanction miay at first sizht appear to
amount merely to verbal quibbling, but reflection reveals that it has substantial
wnplications which cannot be adequately considered here " However, 1 offer
an outline, sinee it is central to the question of values, and it explams why this
chapter is concerned with artistic, rather than acsthetic, vatue

By contrast with the generally assumed coptlation, T argue that the aes-
thetic and the artistic are two distindt, af sometimes interdependent, concepls.
The two most important, closely related, aspects of the distinction are 2y in
general, far more understanding is involved 1n artistic than in aesthetic judg-
ments, and th) the falure to recogmze it connives in the prevalent trivializing
of the ans as involving mere subjective preferences, te. the assumption that an
artistic judgment amounts mercly 1o whether one likes the work or not

For example, one may greatly apprediate Indian dlassical dance swathout
understanding the symbaolic movements which at least largely constitute its
nmeamng I such a case, one's appreciahion s obviously westhetic it cannot be
artistic, sinee one Licks the refesant undersstanding, Numerous such examples
could be ented from b the ants This dearly indicates that there are two distinct
concepts Nevertheless, they may be related Formstance, where one does have
the relevant understinding, an aesthetic apprecation ot the dancers move-
ments may be part of onc's aristie appreaation of the dance performance

Acsthetic judgments mas be made about almost anvthing Tience a prac
ncal danger of the conflation is that it could be seen as fegitimizing a reduc-
tuon, or even the chimination, of ants teaching in schools -Acesthetic eduaation’,
regarded cunmtelligiblyy as the development of a general faculty”, induding
the ants. conld e achieved by king dnldren on nature-waltks, watching sun-
<ets ete, without the unnecessan expense of ans resonrces and teachers That
this s 0o abstract danger s shown by the examples in primary schools ated
by Tavior and Andresws ooty

N
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Values 1 the Arts

Beauty

SOME yeuars ago d letter Was written to i journal objecting to a paper in which
I had argued for the objectivity of antisic appreciation: The author objected
that my argument wis a straw man, since, he msisted, the real issue, which has
tor centuries been the principal quest of philosophy of the arts, concerns such
explicitly evaluanve judgments as, “This is o beautiful painuing.’

He was nght that this has been the traditional quest of the philosopher,
Hut that quest is thoroughly misconcened 10is the persistent contlanon of the
desthenie and the antistic which is the straw man: the traditiorl assumption
that beauty (or, worse, Beauty) is the central issuc s integral to it Despite this
still-prevalent assumption (perhaps especially in continental Europe), ques-
tons of heauty are usualdy rrelevant o anisie appreciiion. Imagine going to
music concerts, plays, art-extibiions, ¢te with someone who savs he appre-
adtes these antss vet who, when asked tor as opimion of 4 work, alwirys
rephies 1I0s cor s not heauttul, or some similitr comment. We ask his opin-
10n of Shakespeare’s Kmg Lear and Dostoievsky's The Brothers Karamazor:
and agam he rephies: They are beautiful * If this were the only kind of re-
sponse he made. that would corstute good grounds tor belicving that he
fecked the abnlity tor atisic appreaanon One would be bewaldered, tor ex-
ample, it folowiag a powertul production ol shuakespeare's Measure for
Measure, one were 1o be asked whether the play was beautifu?. That may be
an antelbgble question about some works of art, for instance ballet, but tor
Myt Would make e or no sense Fyen those waith . high regard tor
Franas Bacon's works are unhikely 1o regard them as beautitul Indeed, many
artists would, usttiably, regard it as insvlting to have theis work discussed in
terms of heautv It has been saed thiat beaaty s what the hourgeosie pavs the
artist tor

Artistic appreciation is rather revealed i the ability, for instance, o ds-
s, recogmze, and propose vahid and perceptive interpretations, and o ginve
reasons for what one values ina work In many cases aesthetic judgments Ny
amount simply 1o individual preference or subjective taste, as, tor instance, in
the choice of ice cream. house-decorations ¢te These may involve hittle or no
rational or cognitive content. In other cases. such as gymnastics and other
sports, vahd aesthetic judgments do require relevant understanding Yet since
acstheue midgments can often e plausaibly regarded as expressions of mere
subective preference, to fnd o chistinguish the aesthetic and the amiste may e
o connve n the permaoushy prevalent misconeeption that artistic Apprecia
non s also dmatter of mere non-ratonal, subgecive taste or preference. on that
Artshic values are merely a matter of mdvidual psy chology

Thus, the fadure 1o recognize the imporance of the distinction between
the aesthetic and the atistic may contmbute Lirgelv 1o the trvialization ot the
potental educanonat value of the ants




Values in Education and Education in Values
The Objectivity of Values

Artistic appreciaton and creation are fully objecave, in that artistic judgments
are supportable by reasons which refer to one's understanding of quabitios of
the object. An objecuon is sometimes raised svhich is dosely related 1o, or pan
of, the deeply embedded nisconception considered above, numely that even
though judgments of meaning and interpretation niay be answerable o ra-
tional discussion, these are irrelevant to the central issue, whichiis that of value
judgments

But this olyecuon is contused, since obviously one cannot nutke an intel-
ligible value judgment unless one understands the work. Evaluation is insepa-
rable from understanding For instance, one's evaluation nay change, even
radically. if one comes to recognize tat a work contmns iromic or other subtie-
tes which one had previously failed 1o apprecie More obviously, some
evaluative judgments are incompauble with cetin interpretatio ns

More mportant, this reveals one of the most wide-ranging and pernicious
assumphions of the tradiional subjectvist doctrine, namehy that valie judg-
ments are necessarily: merely subjective. This misconception s surprisingly
persistent For even cursory reflection reveals that i it wer true that value
judgments were mere subjective expressions of indwidual preference or pey-
chology. then no educaton at all, in any subject, would be possible For o
learn any disciphne, mcluding, for example, in the saences and mathenisties,
is 10 learn o discriminate what counts objectively as good or bad. valid or less
vahd, within it. That 1s. to be educated i any subject or area of knowiedge is
o learn 1o grasp and use, practically, its objective e of vilue: One has,
for instance, to ledarn whiit counts s better or worse reasomng, or evidenoe,
and dearly this 1s 1o evaluate. One could not have even the shightest under-
standing of crv subject without learming to evaluate by its enteria,

It 1s of e utmost importance, tot only for the arts but for morabty and
cducation generathy to eradicate the remarkablyv prevalent yet seriousiy dam
ARINg 1Lasconcephorn, tat value judaments are purely subjective. For example,
i discussion people often say "Oh, that's just a value judgment’, as if that s
the end of the matter, in that velue udgments are assumed unguestionably o
be expressions of mere subechive preferences. to which the notor ef obyes
tive reasoning hes no application. Yet, on the contraey, sodar frons being, thye
end of the matter, the cxpression of a vadue pudgiment s only the beginng
smee, of course, one can and Charactenstclly does gie reasons to suppon
i1, One may be mistaken, there may be ditterences o opion, but such pos-
sibihities necessandy presuppose abjectve erteria wbinch consnmte the sense of
such dhlferences and the reasons offered in soppon

W hat creates considerable confusiaon about, and unaccessan apposition
to, the notion that values can be objective s a ptsistent msconcept onabout
obpectivpy 0 arguing tat no cducation rakes sense i all whether i the ans
ar i other disaphines, swathout objeane cnterne of value, Fam certainly ot
cottendmg that there ate necessanty absobite vabies Onthe contran, what |
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am saying. 1o repeat, is that the objedivity of vidue judgments consists in the
possibility of giving supporting reasons by reference o one's understanding of
yuthties of the object But tns answ erabality to reason does not in the least
nnply acsingle detinibve interpretation, or evaluation The sciences are rightly
aceepted unquestionably as fully objecn ¢ disaplines Yet fundamental Changes
of conception and differences of iterpretaton occir even in the miost soundly
estabbshed saenufic theones The distmguished mathemancan and astrono-
mer Bondi writes:

Progad the ven use of the word Tact as nnsjeadmges becaise Lot s
Anemonve word which suwaests somethimg hard and firm Yot
cetin expenments that were mterpreted ina pasicular way in then
dav we now anterpret o cte ddterenthv = bae they were Caamed as
Lty o those davs cio™2)

The phifosopher of sacence. Bronow sk, makes a0 smilar point

the sworld s nor 4 foed. solid array of objects, for it cannor be fully
separated from our perception of it e shatts under our zaze, and the
hnowledge that o vichds bas o boantepicted by us (1973

Horeovai the notion of diterences oF opiion, <o ar from supporting
subjedivism, actially mukes vo osense on asabjectivist basis If you and 1
disagice, there s a posinon which once of us asserts and the other denies, and
annphat agreement aboot whoir objecrcel counts o areason which sup
ports one o the other: Without such a background of cultarally shared grounds
of tationaliy there coubd be no semse i the notten of disagreement, or ditter-
s b opimon Onasubjeaiy st bisis acdisagreerient would amount merely
o porsonal preterences passing by each other, and that could not count as
dissgeement atall biagreements, and changes o interpre: on, are charac-
enstie of the scences not deptre but because of their tully objedive nature
The objective cnteria of any disaphne. including the arts and sciences, const-
e the sense of what counts as support for the contending positions, and
theretore the nation o disagreemen: would nuihe no sense without sudh
OOICCIN e CrlenL

A persstent source of contusion. then, which distonts the character of
hnowledge generally, s anincoherentdy mid assumption about the nature of
. objedtivity: The deep-rooted conviction is that objectivity concerns absolute
and unversil Licts Thisas a source of the prevalent assumption that the ans,

ARt vdues e pureh subgectne s since antistic values are ohvaoush not
absotute and venversal The nest danensaing aspect of tdus seff-deteating ase
sumplion s that it continues to e widelys canvassed anphatls or explictly by

ants educators and theonsts themselves i e sall wondes that the afs e
mdrginahized meducation and sooceis . and that anostie satues e disimessed
s of necsenous significance. when arts protagonists themselves proclinm o

N
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doctrine which carries the inevitable consequence that there is no legitimate
place for the arts in education. Yet, sadly, even among ans teachers and
theorists, the unquestioned assumption that artistic values are subjective dies
hard — ndeed, it shows no symptom yet even of a terminal y.sease.

This deeply confused assumption is part of what T call the Myth®, of two
supposedly distinet and inimical mental realms or faculties - on one hand an
objective tn the incoherently narrow sense yeogmtives rational realm; and on
the other hand, a subjectiverteeling - creatives personal realm. Vilue judgments
are supposed 1o be part of this latter category of the subjective.

To put the pont brietly, this subjectivist Myth presupposes a grossly
oversimple conception of object ity, which both Caricatures the sciences, and
consigns the ants to marginatized tnviality: It has 1o be cearly recognized that
the sciences, unquestioned  paradigms of objectivity, are emphatically wor
concerned with absofute, umiversal, imagination-free, vidue-aseptic tacts: the
ants are eme hatically nof concerned with non-rational, non-cognitive, oceult,
subjective feelings. The sciences necessarily involve imagination and value
judgments, as do the ants the arts are as obecove and ratvonal as the sciences

Reading Meanoips i

A common nustake, which contributes to the assumption that artistic values
inust be subjective, 1s to ke it that any vidues attributed to @ work of art are
merely read in. This would render unintelligible any possibility of valid inter-
pretaton and thus of artistic meanmg Yot on the contrary. swhat constitutes
a vahd interpretation s that it s not read in, but is objectively supported by
relerence o features of the work To say that a judgment of artistic value is
read in (o the work s o diseredit that judgment: to the extent that it is read
in it is invabd. To be vabel, iluminating ana enriching, a judgment has, for
instance, o be ~upported bre the text, the score, the painting, the performance,
In this respect there s e exact parallel waith the obectvity of the saences,
where a vahid conclusion has to be supponed by the evidence

An impornant aspect of education in the ans is learning o recognize and
cradicate readmgs m.and develping the abnhity for making and appiecating
creasingly perceptive, objective interpretitions and evaluatons of the works
of art themselves

R YN E TRV I

A rtebated and equally common misconception s 1o assume or contend that
artistic vahues consist i pvrwun.ll ASSOCHEICAS 1 s tiie dhat in some cases
Assocntions nay beopantly relesant o tstie meanmy and saine ot obv-
ously ot g assocattion can be relevant That Hmay feel sad when 1 hear the
woviul Arst movement of o Schubert sting Guartet, beaause of ats assodiations

L
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with a violinist-friecnd who died years ago, is completely irrelevant o its mean-
ing and anistic value. Such a response, indeed, could not count as a Tesponse
of artistic appreciation, since it would not be identified by. or logically related
to, objective features of the music. Indeed, if it be supposed that all meaning,
whether antisuc or linguistic, consists entirely of individual associations. then
there could be no meaming at all: even cursory reflection reveals the suppo-
SMUoN as senseless,

In most cases personal associations are not necessary for the apprecdiation
of artistic meaning and value. Sometimes associatiors may be required, as, tor
instance, 10 a cartoon lampooning Mrs Thatcher. But in most cases such asso-
cutions, which require prior experience. are not necessary. 1t is of the utmost
mportance: educationally o recognize that there s a huge range of values
wlich can be acquired through involvement with the ans. Clearly, children
learn to understand and respond to numerous bte situations through stones.
literature, play-acting and so on well before they have encouniered sumlar
situations in life Artistic. moral and other values are anphat in such fearning,
mainly, at first, through immediate response, and then through reflection This,
as Tshallargue Later, is the most powerful educauonal potentual of the ans Pan
of the reason for this powertul learning-potental is precisely that associations
Are not necessary for the appreciation of vidues

Ites true, and important, that a general expernience ot e s necessary tor
adeciate apprecation of very many works of art, which s why veny voung
children are incapable of appreciatung Shakespeare or Tolstoy Moreover, there
may be no sharp distincion between relevant assocuation and genenil hte-
exputivine Nevertheivss, i general, personal associations are not necessan
tor the appreaaton and learmimg of the values mvolved i ansseducation

hrivwdualing

A related tendenay is to assame that the individuahity of response, which s

such an mportant charactenstic of involvement with the arts, acceessaily im-
phes the subrectivity of values For examiple. a good teacher s concerned. as
Faras posables with whait o bt bon each student, and wath the most fragtiul
and ennching development of cach student's indnoadu gl abtizes and potential
Yet so b trom there beng any contha: hetw cen this concern for imdividaliy,
and the grisp of obyedne ertera of sahie, s the obgedine cntena which
give sense 1o the notion of individual value and porential
With respect to morad value Bambiough makes the pomt

The tact that o tador eoeds to mahe o ditterent suit for cacly oo
us - does not mean that there are no eghts and wroegs about the
yuestion whether your suit or mimne s good fit On the contran | it
moprecisch beoause he secks o provide toe each of us a st that sl
huve the mghe fin that the tador must ke accaunt of canindim dustities
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of build In pursuit of the objectively correct solution of his practical
problem he must be dedisively influenced by the relativity of the fitof
dothes to wearer . .. Similar examples may be indefinitely multiplied.
Children of different ages require different amounts and kinds of food,
different paticnts in ditferent conditions need different drugs and op-
crthons .. Crrcumstances obectively altier cases (1979.33).

Indeed, because of the trinsic complexity, scope, and need for very sensitive
individual judgment, the necessity for rigorous objectivity miry be even greater,
and may pose greater ditficulty, in the ants than in other subjects. Without
realizmg it the eacher may he tempted o relaxcinto the self-indulgence of
implicithy miposing her or his own kinds of approach to ant. But o do so may
limit the student's individual development. To help each student 1o develop
her or his tdividual porential makes strngent demands on the teacher's ability
1o make ngoroushy objecive value judgments

The contusion here anses trom a commendable cmphasis on, but 4 nis-
conception about, the mportance ot individual response i arts cducation.
The appreciation of artistie value s certainly an ndividual matter, in that to
appreciate fully a work of art one must have experienced and thought about
W tor oneself But so far Jrom implying subjectivism, that amounts to 4 repu-
diation of subjectivisim. For what can experience and thought amount o here
0t s not of and about the work? The response is not simply a subjective
experience: it does not depend exclusively upor the attitude or psychology ol
the individual spectator or artist: The pomt becomes partieularly clear when
one considers working out one’s own evatuatons of art To focus on one’s
own evaluations, dentfied by one's understanding of the work, underlines the
pont that the work must be independent ot the spedtator. Individual dilfer
ences of evialuative responses necessanly have, and anse trom. limits. These
limits are what give sense to the noton of evaluanon Beyond certamn imits,
one's response could not count as an expression of individuality, but would
revedl o Lick of understanding Not anytbing can count as an evaluative re-
sponse to . work of art, wel anything can count as areason tor evaluabon

Torsummuanze @ central pomt which reguires considerably: more eluaida-
ton. it is 4 profoundly misconceived dichotomy = a dichotomy which is cre-
ated Dy, or an expression of, subjectvism - 1o regard antistic values as cither
objectively in the work of an. or subjectively in people The personal, indi-
vidual involvement and response diaractenstic of the apprecation of antistic
values is the appreciation of obective quahities of the work

Art and Life

The toregomy discussion rse a turther, educationally crucial, aspect ot the
aosthetie artistic distimction. which reveads the msepacable relationsing of the

three neam strands of niv chapter et us approach the question by considenng
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again the common pusconception that the aesthetic and the artistic are aspects
of the same aesthetic concept. For instancee. Beardsley writes that,

many natural objects, such as mountamns and trees seem o have a
value that is closely akin 1o that of artworks. This kinship can casily
be explained in terms of aesthetic value .. (1979:740).

This seems to me such a remarkably imphusible thing to say that one imme
diately suspects the influence of a deeply embedded. unquestioned precon-
ception. For how. otherwise, could it be seriously supposed that Bach's Goldbery
Vanations, Ihsen's A Doll's fFlowse, a Japanese Noh play, and an Indian raga
are closely akin to mountains and trees? Is there a kinship between the oak
trees an my garden, and the flm Schindiers List? Can this supposed kinship
be explained ar afl, let alone easily? The striking thing s that it never s
explained. except by obviously unsatisfactory resont to vague metaphysical
notions such as Forms of Beauty, 1 mysterious transcendent Aesthetic and so
on T' 2re is just an unsupported assertion: no reasons are offered for a very
mpliusible damm Clearly, this s o consequencee of bizirre crossang of coneep
tal wires, 1. two coneepts are bemg confusedly an together. Aesthene ap-
preciation of nature cannot intelhigibly be regarded as falling within the same
concept or GHegory s artistic apprecation of a performance of Chekov's The
Cher Orchard, ol James JTovee's The Dead, of George Eliots Middlemarch,
or of the Brahns Violin Concerto Yet the distinction, adthough obvious when
pomted out, s almost universally ignored by ants educators

The distinction is veny far som being a mere quibble Imphat in it and
in the examples 1 have adduced 1o reveal st s by Lar the most umportant issue
tor the value of the ans in educauon To put it starklv, by contrast with the
aesthetic, itas a central feature of the ans that they can have a subjedt matter”
For example, through his work, an artist can give expression 1o an immensely
vared range of conceptions of aspects of hife generaliv Obviousdy. it would
muke no sense 1o atrtbute this possibilin to aesthetic udgments of nature
flowers, autumn leaves, mountains and hirdsong, however beauatiful, cannot
mtentonally ruse guestons about socidl ssues Thus w further danger of
conflatng the two coneepts is that st contributes to the notion that the ants are
entirely autonomaous, cut off from the life of society, isolated from significant
huntin concerns Ot course. not afl works of ant canaintellignbly be sand to have
a subject matter But it s a central and important possibility of all the ant forms
1as tus charaetenisue of the ans wiich explains therr powertul significance in
Almest all socienes Threughout the centurnies, for instance, the arts have raised
sesunl, ntuenudl, often protoundhy disturbimg, questions on ool soond
relighous and political issues, That is, a central aspect of the values mtninsic to
the ants s therr inseparable selationship to and influence on the Iife of socety

This charactensuce of the ans s pognanly dlustrated by the reported visit
1o Picasso of a German officer during the occupation of France during the Last
war He nobced Guermica, which Picasso had pamied as an expression of his
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revulsion at the bombing of the little Spanish town of that name by the Ger-
man fascists. Impressed by the painting, the officer asked Did you do that”,
to whichi Picasso replied "No. you did

In view of this deeply significant possibility, s 1t not remarkable that there
15 such a striking ambivalence about the arts? On one hand, as we know 10 our
cost, the ans are commonly regarded as peripheral, expendable in education.
It is assumed that they are merely for entertonment, enjoyment or catluitsis,
from which nothing of sigmificance can be learned. Hence the arts are mar-
gmalized in the curriculum,

Yet. on the other hand, the powertul possibilities of learning trom the ans
are dearly conceded in the frequent siernvousness about the ars exhibiced by
duthoritarian régimes. It is all too common for artists o be censored, banned.
mpnsonced, tortured and exeauted. WhHp b there 1s nothing of significance to
be learned from the ans? Mathematics and the sciences, the core subjedts. do
not normally frighten such régimes.

Doces this not show unquestionabiv that the vadues imphat n the wnts are
af protound human significance, and thus that the arts should be given a tar
more central place in the curmeutuny?

It may be, as I argued carlier, that the conflation of the aesthetic and the
artistic contributes to this tnvializing ot artistic values, and to the emasculation
ot their powerful educational potential. It should be emphasized, oo, that |
use the term edication in its broadest sense, since through involvement with
the ants one can continue o learn, in a deep. humanly important sense, ail
one’s hle

Opening Horizons

[am convinced that the most miportant contribution of education, in all . reas
of the curriculum. is not so much 1o help Culdien and students to acqure facts
and usctul skills important though those aspects may be. as progressively to
offer an opening of honzons of feeling, understanding ma personally aican-
mgtul sense. and equally meaningful discriminations of value Of cowse, it
ray be msleadting wamply that these aspects are separate. As Lirgue through-
out my recent book (Best, 199300, the feehings characteristic of the arts Gand
the emobons gencraliv are mseparable from undorstandings and ey aiuaions
artistic fechng s understanding and evaduation

In opeming horzons e this way, the responsibility: ot the weacher can
hardly be overstiied For it may well be that teachers ofter the only conerete
dtemative possibilities <o vatues whndh chiddren and students ever meet All
oo often the chrld's fanudy - sodial circle and peer group will e equally -
fected by popualar, contornust chiches of thought and evaluation D Law -
tence wrote - Our education trom the start has faught us a certain range of
feelngs what to feel and what not to tee Conseqguently we expetience “false,
counterten, Lahed teehngs The world el gumim swath ther” (1940 %)
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Lawrence was referring not so much to formal education as to the forma-
tive intluence of the whole cthos of society, whose attitudes and values are
taken in much as one breathes the surrounding air. In our day, television, the
popular press. much pop music, chat shows, the banal twitterings of disc
jockeys and so on purvey an infectiously smothering cloud of shallow diché
emotions and stereotyped norm values. It has been said that Barbara Cartlund's
romantic novels positively nupede an understanding ot the human condition.
By contiast an enhightened approach to the ants can have a vitally liberating
potentul

It should be emphusized that in referring o the important question of
opening horizons T mean not simply detached, abstract thought, but the open-
ing of real living possibilities, That is, the learning involved will be not so
much,atataldl revealed in statable principle as i a change of values expressed
in action, i the attitudes which imphicitly inform the wav in which one lives.

The =mancipatory potential of the arts has never been more vitally needed.
in view of the shallow, personally restricting utilitarian values which are being
tmposed so widel these days This creates a general ethos in which the only,
or at least the predonunant, valaes are materiabistic Education, at all levels.
i~ deeply infeaed by aomasma of mean-minded managerialism, often to the
exclusion or severe linutation of 4 concern for significant learming — students
are eaplictly referred to as products. and schoolchildren as “units of income’
sl The arts ofter great scope for opening real possibilities of more humanly
meanmngtul and avilized values B bving,

Other school subgects, for example histornv, o well tiught. can have o
simikar persorally meaningful, liberating influence. But the scope of the ans s
much wida, sinee the arts can ke as ther subject matter admost any hie-
1Ssue.

This underhnes the importance and inseparat 'e significance of the first
theme of this chapter, namely the obyeciivaty of values For it s only by devel-
oping the capacny 1o see, and understand objectively, in their own terms,
other vidues that we can expand our honzons. Subjectivism would imprison
us e pably inour prejudices, preconceptions, associations. Corolanus crices
There s world elsewhere, There are wotlds of values elsewhere which can
be availab'e to us and our students, bat only through an objective expansion
ot our horizons of maginative undersianding

Simone Wel (1905101 ponts out how tragically ofter we ineent wha
other people are thinking and feeling. That s, we construe their thousthts and
techings ancteims of our own, we impose our subjective vatues upon then
because we have not developed the imaginanve. nbjective capacity to move
out from our own preconceptions in order 1o apprecate what they, the other
people. think, teel valne Conversanon becomes a dialogue between deat
poople

There s ot course, nothing autommane about the fiberating influence of
the ants L as T atgue, the aits can powerfully edncate values, then they can
b force tor G outaging dostiuictive s well ds consirucive ditituges Meore ner,
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some art is cliché-ridden, bland, superficial, and thus serves merely o rein-
force the trivial values which are so prevalent in soctety; such art does nothing
to open for students a greater integrity of deeper, more discriminating values,
more truthful understanding of lite.

In short, the value of the education in the values which can be learned
from the arts depends upon the character of the arts taught, and how they are
taught. There can be no substitute for simcerely committed, high quakity, highly
educated teachers. With such teachers there is profoundly meaningful and
varied potential in the arts for the education ol values, and thus for expanded
and enriched possibilities of being.

There could be no more imporant aim in educaton.

Notes

This nusguded notion o generic arts caines the inevitable logical consequence of
a single general artistie understanding, e, which can be achieved by any of the arts,
just as the same muscle can be developed by means of any of vanious exeraises.
When spelled out clearty Tike this the contention can cearly be scen as senseless,
but also dangerous, since it would legiimize a recluction in arts provision. That this
s no dle danger is revealed by the fact that the Princapal of one college was
considenng closing the art departient on the grounds that the students” aesthetic
education could be catered for in their dance. And, 1 the rationile of a proposed
degree for ants teachers, another institution stated. ‘the days of the separate arts
subjects are numbered * The generic ants doctrine of the Arts in Schools Project was
ated in justification. For a more detaled refutation of the msconcenved noton of
the arts as a generic community, see Best (19924; 1992b, forthcoming).

For a more thorough discussion of this important but widely overlooked disunction,
see Best (19930 Ch. 12). For an alternative account, see McFed's splendid book,
¢ nderstanding Dance (1992 Ch 9

See Note 1 for a similarly uninteligible assumption ot a general faculty or under-
standing Aesthetic education construed cunderstandablyy in this wav s, of course,
even more senseless and dangerous to the ans (see Best, 1984).

See Best (1993b, 1995), where T expose a clear example of anarts educator who is
so immersed i subjectivist ways of thinking that he cannot recognize them, and the
self defeating contradictuions they impose on his own work

See Best (19931 Ch. D for an account of the Myth, which contnues o impose
disastrous damage on educaiton generally. not onlv on the ans

This statement needs some quabification See Best €1993- Ch 1D
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Chapter &

Food, Smoking and Sex: Values
Health Education

Michael | Keiss

ABSTRACT  School bealth cducation generally fails to consider
the ralues it wishes to promote and those that it actually does. After
examining education aboutt food. smoking edication and sex edit-
cation, I sugpest that only a limited amount of bealth education
takes place in UK schools. Rather, what we have is a form of
bealth training in which little consideration is given to how the
intended outcomes of such traimng relate to the aims of education
generally. Health training can do a certaimn amount of good; more
often, though, it bas htle effect. At its worst, bealth training can
lower self-esteem and increase disaffection with schooling. It can
even lead to poorer health, panly because a person with lowered
self-esteemn is, other things being equal, less healthy, and partly
because unhealthy bebavioos may be adopted by students as a
way of distancing themselves from the ralues espoused by their
schools

Justice is fovehest, and health is best,

But sweetest 1o obtam s heart's desne

(Inscribed on the entrance of the temple of Leto at Delos
Quoted by Aristotle in The Ethics)

Introduction

Everyone is in Favour of better health, but what precisely should be the aims
of school health education and what values should health educanon seck to
espouse and promote? In attempting to answer these questions, T will first
outline the values one might expect heajth education o seck to foster. T will
then examine instances of health education in the UK, paying particular atten-
ton to education about food, to smoking education and to sex education.
These three areas of health education have been chosen because they rise
somewhat different valnes related ssaes and ar the same nme Lire sigmbicant
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Values in Health Education

components of school health education. T am interested in secing to what
extent such programmes exhibit the fundamental values one might expect
them to. My overalf conclusion is that only a limited amount of health educa-
tion takes place in UK schools. Rather, what we generally have is a form of
healdr waining in which little consideration is given to how the intended
outcomes of such training refate o the aims of education generally. At best
such health training does a limited amount of good, more often it has littie
effedt, failing to interact significandy with pupils; at worst it lowers self-esteem.,
increases disaffection with formal education and leads to poorer health.

What Values Might we Expect Health Education to Foster?

We can approach this question from two directions. First, by considering health
education as a subset of education; second, by considering health education
in relation to the values encapsuliated in medical and nursing ethics.

By considering health education as a subset of education, we might ex-
pect it to promote such values as personal autonomy, respect for persons,
impartiality and pursuit of truth (Peters, 1966; Wilson, 1990; Halstead, in this
volume). Because the whole subject of values in education is considered
throughout this book, T shall not examine these in detail here, though their
significance for particular instances of health education will be considered
later. We can note, though, that we might expect a debate within health edu-
cation about the extent to which absolute values exist or whether they are
culturally specific; about whether schools should advocate a particular set of
values or enable pupils to develop their own; and about how schools should
best address a plurality of views among parents.

By considenng health education in relation 1o medicat and nursing cthies,
we might expect it to operate within a framework of respect for autonomy,
nonmaleficence (not doing harm), beneficence (doing good) and stice. These
are the four main cthical positions from which medical and nursing practice
are generally examined (see Beauchamp and Childress, 1989).

Now it is encouraging, and hardly surprising, that there is a considerable
degree of correspondence between the core values espoused, at least in theory,
in the two disciplines of education and medicine. From an educational point
of view the only one of the tour main medical ethical positions which perhaps
sounds a hittle strange is that of nonmaleficence. It could be argued that this
is because doctors and nurses have been more aware than teachers of the
harm they may do to those in their care, and that educators would do well o
include this apparently more modest aim amongst theirs.

Education about Food

I night be thought that health educaton about food 1s relatively uncontrover-
sial. After alt, it might be posted, surely schools should simply be providing
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healthy food and encouraging pupils to develop healthy eating habits. There
is some truth in this assertion, but it oversimplifies in at feast four main ways.
First, it fails to acknowledge the uncertainty that evists as to what precisely is
healtby food and what are bealthy eatir.g babits. Second, it fails to recognize
the fact that the functions of foods and eating are not simply to maintain
physical health. Third, it fails to appreciate that many of the values placed
around foods and the cating of them are culturally constructed. Fourth, it fails
to address the fact that apparent instances of unhealthy eating are patently not
being reaified by the current provision of edncation about food.

Let me illustrate these problems with some examples. We can start with
the recent publication of a major picce of rescarch in primary schools by a
group of leading science educators involved in the Primary Science Processes
and Concept Exploration Project (Osborne, Wadsworth and Black, 1992). As
part of the study children in primary schools were presented with a range of
foods and asked 1o identify those whica they considered to be healthy. How-
ever, the vier ¢ the researchers are of more interest than the children. The
rescarche  ategorized the food into three groupings — healthy, indeterminate
and unheaithy:

Healthy foods were considered 1o be lettuce, orang, . apples, juice,
nee

Indetermutate foods were meat, bread and potatoes. Whilst they can

form part of a healthy diet, fatty meat, white bread and chips all have
particular health problems associated with their consumption.

Unhealthy foods were sugar, chips, coke, burgers, crisps, sweets and
hiscuits. (Osborne, Wadsworth and Black. 1992:33)

The tundamental problems with a division of foods into bealthy and
unhealthy ones — even if we assume, for the moment, that the aim of health
education is to promote physical health - is that such an approach fails to
realize that the physical health benefits of a food depend on its overall con-
tribution to a person’s diet and on the individual characteristics of each of us.
There is something patently absurd (one might have hoped) about identifying
only lettuce, orange, apples, juice and rice of the named foods as healthy.

The value of a food depeads not just on the tood but on the one who eats
it. For example, people of average weight who take a reasonable amount of
active exercise are unlikely to be harmed by burgers and chips, even if caten
regularly over many years, unless they have a quite rare congenital disorder
which causes them to have abnormally high blood cholesterol levels irrespec-
tive of what they eat. To cite a more extreme case where the particular char-
acteristics of the person eating the food are paramount. most of us enjoy peanuts,
but they can be fatal to someone who suffers from anaphylaxis, a condition
from which a few people die each year in the UK.

It should not be thought that the example of education about food T have
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quoted is atypical. A great many biology and science textbooks similarly cat-
egorize foods as beddthy or unbealthy. It might be objected that these are
biology or science, rather than health education, publications. Unfortunately,
the value of this distinction is dimmed by the empirical observation that chil-
dren usually learn far more about food in biology lessons than they do in
health education, PSE or PSHE lessons (personal observation; of. Whitty, Rowe
and Aggleton, 1994).

A related problem of much teaching about foods is that it fails to acknowtl-
edge the academic uncertainty that exists about the subject. True, good evid-
ence exists to show that a shortage of certain items in our diet can be harmful
- for example insufficient vitamin A can lead to blindness, insufficient vitamin
C results in scurvy, insufficient protein leads to kwashiorkor and insufficient
energy intake results in marasmus (starvation). However, the evidence that an
excess of certain items in our diet can be harmful is far less clear cut. Take, for
instance, the assertion that a high level of saturated fats in the diet is associated
with an increased risk of coronary heart discase. Yes, there is now good
evidence that, in a number of Western countries, including the UK, people
who end up with coronary heart disease are more likely to have high levels
of saturated fats in their diet. However, this does not mean that cutting down
on the level of saturated fats in your diet will necessarily decrease your risks
of suffering from coronary heart disease. In particular, if vou exercise suffi-
diently and are not overweight, you can probably cat saturated fats o your
heart's content.

So far we have not challenged the assumption that education about food
should promote physical health, or, 1o be more exact, longevity. On reflection,
however, it is immediately clear that it one of the major aims of education is
to enable people to maximize their longevity, we should atso try 1o stop them
from participating in a wide range of leisure activities (including swimming,
mountaineering and skiing), travelling by car, choosing dangerous careers or
acting selflessly (for example, rescuing strangers from fires). Incredible as it
may sound, much of school health education fails to acknowledge that life
comsists of rather more than trying to live for as long as possible. This is
despite the fact that almost all the health education matcrials regularly used in
initial teacher training and INSET include open-ended exercises in which
participants debate the concept of health, almost invariably concluding that
health is more than the absence of discase (for example, Williams, Roberts and
Hyde, 1989).

Now' this is not, of course, to deny that while the quality of life is impor-
tant, enjoyment of good health requires that one be alive. Given this, it is most
unfortunate that those cating habits that possibly do most to lead to premature
death and o decrease the quality of life are still rarely addressed in school
health education. I refer to anorexia nervosa, bulimia and other cating disorders.

Anorexia nervosa is a condition in which people do not eat enough even
though they have access to food. From a pational perspedtive, 90-95 per cent
ol all sufferers are temale, usually 1n the 15-25 year age range Often a person
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with anorexia is extremely interested in food but an obsession with her figure
caus  her to eat less and less and to lose more and more weight. In the UK
prov 'y one in 200 women aged 15-25 will suffer from the discase. There is
not a single cause, but expert coanselling often reveals deep-seated psycho-
logical problems for the person or her family. Anorexia starts a defence against
these problems, but then gets out of hand. Some 50 per cent of people with
anorexia recover within two to five years,

Estimates as to the total frequenc, of eating disorders are uncertain but
the majority of women spend a large proportion of their lives atten - g
unsuccessfully to diet, while probably over 10 per cent have what may oe
described as serious cating disorders. For anyone who goes on to develop an
eating disorder most school education about food is, at best, completely irrel-
evant This is because such education is predicated on an assumption that
factual knowledge about food is sufficient to result in good eating habits.
Accurate knowledge about tood is, of course, necessary, but in no way suffi-
cient for healthy eating habits (¢f. Booth, 1994). 1t is also salutary to note that
Dee Dawson, who runs a residential chinic for anorexic and bulimic teenagers,
behieves that the way the UK media reported the specimen meals listed in the
1994 Committee on Mcdical Aspects of Food Policy recommendations will
lead 1o more cases of teenage anorexia (Young, 1994). "Uis still the case that
school health education about food is far more likely to stress the conse-
quences of overeating that the harm resulting frome what might be called
miseating Presumably this is in large measure because it is easier to teach
about overeating than about arorexia, bulimia or compulsive eating (cf.
Buckroyd, 1989).

Two final problems with much health education about food are that it
fails to acknowleage the cultural significance of food, and that it overestimates
the power of the individual to change her or his eating habits The cultural
significance of food marifests itself in the way what we eat reflects our eth-
nicity, our nationality, our religion, our social class and our age. Further, most
schoot children have little control over what they eat. Gill Combes has pointed
out the extent to which health education is lughly individualistic 1n its empha-
sis on individual responsibilities, attributes and skills necessary for achieving
health (Combes, 1989). This is particularly true of a person's eating habits. Few
of us cat most of our food on our own. Are l+-year-olds supposed to tell the
adults giving them their food at home that the whole family is to change is
diet? The notion is unrealistic, particularly when the diet preached in most
health education texthooks requires access to large amounts of fresh fruit and
vegetables, involves meals that take quite a long time to prepare and generally
appears upper-middle class.

Smoking Education

In many schools the bedrock of health education has been smoking educatien.
smoking education is more accurately termied santi-smoking educanion” since
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the aim is, almost without exceptior . to stop pupils from smoking. Consider,
for instance, the recent Health Education Authority book Smoking Policies in
Schools (Health Education Authority, 1993). This publication does not dither as
to its aims:

In December 1989 the largest-ever integrated attempt to tackle the
epideniic of smoking among young people in England was launched.
The programme, coordinated by the Health Education Authority with
the Department of Health and the Department for Education (formerly
the Departraent of Education and Science), aims to reduce smoking
significantly among young people. (Health Education Authority, 1993:7)

No waftle here about the aim being to promote student autonomy; the aim is
straightforwardly one of heneficence. Similarly, at a National Health Education
Conference in November 1994, 1 heard the speaker at a Keynote presentation
state that smoking. unlike alcohol or sexual health was *a black and white
issue’. Her declared aim, as a full-time professional worker in health promo-
tion. was to reduce the number of people smoking. Health promotion, with its
stand of beneficence, arose as a8 movement alongside traditional health edu-
caiion. It is concerned with the creation of a physical and socio-economic
environment which fosters health. Although there are various interpretations
of health promotion, a2 common central feature is the belief that health im-
provement requires political action to effect structural changes (Tones, 1986;
1991). There is currently a major move in Furope towards health-promoting
schools.

However, a number of objections can be raised to beneficence being the
over-riding aim of smoking education. First, 1s the aim of bencficence compat-
ible with the wider aims of education? Second, how unequivocal is the evid-
ence that smoking is bad for your health? Third, what are the value judgments
implicit in the promulgation of this doctrine? T shall address each of these in
turn.

Is Bencficence Compatible with the Wider Auns of Education?

deneficence s indeed compatible with the wider aims of educaton, provided
it1s seen as anantenim stage. Just as a parent determines much of the behav-
iour of a young child for its own good (instructing it not to touch a stove, tor
instance), so a teacher, acting in loco parentis, may validly instruct a pupil for
his or her own good. However, bheneficence needs to recede in prominence
as i child ages. People do not remain at schools for the whole of their lives.
Part of the role of a4 school is to enabl: its charges to live in the world beyond
schoot. The 1988 Education Reform Act asserts that the curriculum for a main
tained school needs to prepare “pupils for the opportunities, responsibilities
and experiences of adult life’ (Great Britain, Statutes, 19881 This entails,
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THE AIMS OF FOREST

1 To maintain the nght of aduit indviduals to freedom of choice and in particular their
rights to personal pursuits such as tobacco smoking

2. To assist in educating the public, smokers and non-smokers alike, on all aspects of
the smoking and health controversy.

3 To resist all unwarranted interference in this field, and in particular to counter biased
a'legations and exaggerated propaganda from whatever source

4 To protect the travelling smoker from unfair discimination in public transport and to
ensure adequate provision of smoking accommodation of 'milar standards to that
provided for the non-smoker Equally to uphold and acknowiedge the rights of non
smokers through courtesy and consideration.

5 To make representations as and when necessary to government at all levels and
other organisations on behalf of the tobacco consumer

6 To mantain the independence of FOREST to express views to this end.

Figure 81 The aims of FOREST (Freedeni Qrgamsavor. for the Right to Enjoy Smoking
Tobacco
Source Apphication Form of FOREST, 2 Grosvenor Gardens. London SW1W ODH

miter alia, allowing pupils to explore, in a safe educational environment, the
reasons why people do certain things. Ironically, many school health educa-
tion programmes give pupils more of an opportunity to look in a balanced
way at the reasons why some people use solvents and other illicit drugs than
at the reasons why some people smoke

S Is Smoking Bad for Your Health”

That smoking is bad for your physical health is agreed by the overwhelming
majority of doctors and health education experts. However, it 1s worrying that
what evidence there is on the benefits to one’s physical health of smoking
never appear in school materials. For example. consider the book published
o by the Health Education Authority €1993) which lists five pages of resources.
Included amongst these are such titles as Towards a smoke-free generation’,
- ‘Seven ages of moron’. "How to become an ex-smoker” and *Smoke-free Enrope
series’. None of the publications listed argues the other side of the case.
The main organization that exists to protest against what it describes as
the “anti-imoking industry” is FOREST (Freedom Organisation for the Right to
Enjoy Smoking Tobacco). Its aims are given in Figure 1. FOREST is an organ-
zation, part of whose funding comes from companies involved in the manu-
) tacture and safe of tobacco. It is not, on its own, an impartial organization, but
BN its resources, when used along those produced by ASH (Action on Smoking
' and Health) and other anti-sinoking organizations, can help to ensure a more
balanced education.
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One of the arguments put forward by FOREST is that there is increasing
medical evidence that an inverse relationship exists between the risk of devel-
oping Alzheimer's discase and the number of cigarettes smoked. This would
mean that nicotine intake, though associated with a decrease in life expect-
ancy, may be associated with an improved quality of life before death. Articles
describing the bencfits of smoking to physical health have now been pub-
hished in a karge numiber of reputable, refereed journals including 7he Lancet,
0 British Medical Journal, British Journal of Psychiatry and New Scientist.

My intention in all this is not, of course, to argue that school health
" education should advocate smoking, but that it has a duty to be accurate about
- the health consequences of smoking. | fear that some people do not like the
=] fact that what may once have seemed to be totally unambiguous — namely that
smoking is bad for physical hiealth — is now less clear et

What are the Value Judgments Impdicit i the Message that you
Shottld not Smoke?

It might scem odd 1o suggest that the message vou should not simoke™ s
-1 value-taden. However, it is for a number of reasons. For one thing, in asserting
y this, schools are passing judgment on those people, including parents and
guardians, who smoke. For another, smoking is increasingly @ working class
phienonienon Diatribes against smoking, particularly when delivered by mid-
dle-class teachers, are increasingly likely to be unconsciously perceived as an
attack on the values of the hone. Graham (19700 and Combes (1989) have
explored exactly why it is that some people smoke. They argue that smoking
can serve - healthy function” cCombes, 198971 For example, i Graham's
studdy:

The smoking of one. or several eigarettes, appears as a way of dehin-
cating penods o the day as both actime for relaxation (putting the teet
- up) and a time for social intercourse thaving triends iny These are

! times when the harassed mother can temporarily escape from the

exactions of full-time motherhood. Dunng such interludes., the chil-

. dren e expected to entertain themsebves, for the mother is not ornr-

- ented to them but to herself or to her peer group, The existence of

- these periods was considered essential by the individuals if they are
N to keep their strength ap” and perform their role with equanimity,

tGraham. 1970.103)

; In other words. even if smoking s physicadly unhealthy, 1 may not be un-
. healthy

i None of thus should be taken 1o negate the health arguments against

passive smoking. In March 1988 the UK Government's Independent Scentific

. Commiuttee on Smoking and Health conduded that several hundred of the lung
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cancer deaths in non-smokers could be attributed to passive smoking. In ad-
dition, the irritant effect of tobacco smoke is widespread while there is some
scientific evidence that passive smoking increases the risk of coronary heart
disease in non-smokKers. I am unaware of any arguments to suggest that health
(in the broadest sense of the term) is improved by passive smoking; indeed,
most non-smokers dislike tobacco smoke. There are, therefore, convincing
ethical arguments for asserting that smokers have a responsibility not to smoke
in the presence of non-smokers, while employers have a responsibility to
provide a smoke-free environment for their workers. This is not the place to
go into the practical resolution of these issues, but it is worth noting that all
workplaces in the European Union must provide smoke-free rest facilities by
1990.

Sex Education

, Of all the topics within health education, sex education is perhaps the one that
is most obviously value-laden. For years criticism that too much of school sex
= education takes place in a moral vacuum has come from a number of corners.
= In particular, religious groups have frequently been suspicious of much of the
sex education taking place in schools. For example, an agreed statement by
members of six major UK religions concluded:

The religious perspective on sexual behaviour and relationships should
he fully and properly presented. Often it is either disregarded or treated
: mn a casual manner. For example, homosexual acts are sometimes
presented as something entirely natural without any mention that from
the religions” point of view they are regarded as other than normal
and physicaily and spiritually harmful .. . Sex education should al-
- ways be set within a clear moral framework. Too often the sex edu-
- cation given in schools conceals vatue controversiality and under the
) guise of openness imposes determinant values on pupils at variance
-4 with their own family and religious beliefs.
_ (Ashrat, Mabud and Mitchell, 1991:6)

so what should be the overall aims of school sex education? Three main ones
can be suggested: the development of personal autonomy, the promotion of

responsible sexual behaviour, and the internalizauon of accepted norms. 1
shalt look briefly at cach of these in wirn.

The Development of Personal Autonomy

Harris €1971) and Jones (1989), both writing from a phitosophical perspective,
have argued that sex education should promote rational sexual autonomy. It
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is generally agreed that rational personal autonomy is exhibited by people
who act intentionally, with understanding and without external controlling
influences that determine their actions (¢f. Haworth, 1986). A considerable
amount of school sex education does indeed aim to reahize these conditions.
Good sex education can increase relevant knowledge, help students to make
their own decisions about their sexuality, help them develop assertiveness
skills and bolster their self-esteem (Reiss, 1993),

The Promotion of Responsible Sexual Bebavionr

Construed narrowly, autonomy says nothing about how we should behave to
one another. Most moral philosophers, particularly since Kant, hold that others
should be treated as of equal worth to onesclf, and one of the aims o sex
education is often held 1o be the promouon of responsible sexual behaviour.
However, precisely what constitutes responsible sexual behaviour is more
problematic. One can say that sexual relationships should be caring and non-
exploitative, but how preci v do such worthy words translate into specific
behaviours and lifestyles? For instance, are only monogamous sexual relation-
ships responsible? And what about sexual relationships outside marriage and
homosexual relationships? Any answers involve making value judgments. Tt is
perhaps for this reason that few sex education materials written from a secular
perspective give answers to such questions. Rather they prefer o raise the
issues and encoutage informed discussion

The huternalization of Accepted Norms

Some schools see their aim to be to encourage pupils to adopt particular
values. For example, many Roman Catholic schools intend their pupils., inter
alic, 1o hold that sexual intercourse should be practised within marriage with-
out the use of artificial contraception. A school with a particular religious
affiliation is not, of course, disqualified trom the need to prepare its pupils for
life in a society where many people do not share its vicws., However, it has
been argued that a school that adopts a particular religous framework for its
moral ethos can still embrace such liberal educational values as the develop-
ment of autonomy in its pupils (McLaughlin, 1992). At the very least, though,
the promotion of a particutar religious viewpoint opens a school to the risk of
unjustifiable indoctrination. On the other hand, of course, a school which
operates within a predominantly agnostic framework may equally run the risk
of unjustifiably indoctrinating its pupils. Just as health education can. often
unwittingly, be racist (Pearson, 1986) or sexist (Baker and Davies, 19%9). so it
can be what might be termed religionist,
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What Happens in Practice?

The reality of sex education in the UK generally differs considerably from the
ideal. Surveys of young people show that most schools provide littte etfective
sex education bevond a munimal biological knowledge of conception, contra-
ception and physical changes at puberty (Allen, 1987; Ray, 199+; Shuster and
Oshorne, 1994). Reasons for this presumably include the uncertain place of
sex education in the curnculum, the sbsence of a widely agreed framewaork for
sex education, pressures on the timetable. a lack of confidence among many
teachers in dealing with controversial and sensitive issues, und a plethora of
apparently contradictory advice from national government.

Conclusions

Too much health educanon fails to exanune the values it intends to promote,
Katherine Weare ponts out that education ditfers from training in that tramning
can be characterized as encouraging people to acquire a set of pre-set belicts,
habits and values. Granted this, much of what s presented as health education
is. in reality, health wraining (Weare. 1992). Health training can do a certain
amount of good; more often, though, it has little effect and fails significantly
to atfect pupil atitudes or behaviour An occasional fesson parading the vir-
tues of fibre or the vices of cigarettes generally achieves litde. At its worst,
health training may lower selt-esteem and increase disaffection with schooling.
It can even lead o poorer health, partly because a person with lowered selt-
esteen s, ceteris paribus, less healthy, and partly because unhealthy behav-
1ours may be adopted by students as @ way of distancing themselves from the
vadues espoused by their schools

Teachers of health education need to reflect on the values they seek to
promote. It is casy 1o say that schools should enuable their students to develop
the values of personal autonomy, respect for persons, impartiality and the
pursuit of truth. but how can this be aclseved in headth education? Teachers
of health education need 1o be factually well intormed about the area in which
they are teaching. able o implement @ range of teaching methodologies to
enable earning. and capable of analyzing the values they seck to promote. A
demanding set of criteria! And vet, unless these enteria are met, health educa-
tion 1s unlikely o be both effective and morally justifiable.
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Chapter 9
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- Values and Education Policy

Richard Pring

ABSTRACT:  An exanundation of the values underpinning govern-
mental education policy m recent years drdaus dttention (o a
potential clash of values betceen the pusuit of intellectual excel
lence and the emphasis on vocationadl preparation. After a cnnical
examination of hoth sets of values. the chapter argues that there s
a need to look maore fundamentally at what it means to educate
the whole person’ and suggests that this mdy best be dchiered
through the mcomporation of vocational values within hberal
education Fually, the arproment 1s placed 1 the wider perspectite
of a soctal philosophy which, sadly, miuates agamst the iberal
values which are intrinsic to education

introduction

There has been a deeply rooted feeling that schools are tailing children and
the communmity: This 1s retlected i the behet that schools are not prepaning
voung people adequately tor the world of work., that students are ill-prepared
psychologically tor an unpredictable future; that standards of academic attain-
ment are too low, and that too many kick even the basic skills of literacy and
- numeracy. So many dissatisfied people add up to a strong pressure for reform,
Hence. the range of educational legislanon over the last Afteen years, the most

signilicant of which was the Education Reform Act of 1988
In the late 19005, the Black Papers argued that standards 1in schools were
Fdlimg and that there was a need o return 1o more traditional values which
= had been neglected in the pursuit of equulity through the creation of compre-
; hensive schools. The equality of the many had undermined the quality of the
few Socal aims had replaced those of inellectual excellence. The Black Pa-
pers represented one kind of traditional value — values located in the subject
traditons of the sciences, arts and humanities which embodied a notion of “the
pertection of the intellect. Standards were protected in well-established sub-
- jects. performance in which was assessed by formal examinations (see Cox

- and Dyson, 1969

. Academics were notalone m expressing concern over standards Emplovers
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were critical, too, though they appealed to other meuasures of success, namely,
relevance to the world of work. {tifity should have a place in schools, and
what is taught should relate more closely 1o economic needs, as these are
defined by employers (see Confederation of British Industry, 1989).

Crricism did not go unnoticed by government. Future policy was re-
flected in the speech of the Prime Minister, Mr Callaghan, at Ruskin College
Oxford in October 1976. The theme was about the *preparation of the future
generations for hfe’. Education needed to be more ‘relevant’: first, in the pro-
vision of the basic skills which many school feavers lacked but which industry
needed; second, in the development of a more positive attitude towards indus-
try; third, in greater technological know-how; fourth, in the development of
personal qualities. This speech set the tone and the agenda for the reform of
education and training which has proceeded apace during the last fifteen
vears. Thus, in introducing the second reading of the Bill for Educational
reform, Mr Baker felt able to say:

Our cducation system has operated over the past 10 years on the basis
of the framework Laid down by Rab Butler's 1944 Education Act, which
in turn built on the Balfour Act of 1902 We need to inject a4 new
vitality into that system. It has become producer-dominated. It has not
proved sensitive to the demands for change that have becom: ever
more urgent over the past 10 years. This bilt will create a new frame-
work which will raise standards, extend choice and produce a better
educated Britain (Hansard, 1987-88:771).

But already we can see a potential clash of values: between, on the one
hand, stress upon intellectual excellence indifferent to vocational preparation,
and, on the other, emphasis upon relevance to the workplace; between, on
the one hand. importance attached to liberal values, protected withiin an inde-
pendent academic tradition, and, on the other, a shift from producer domi-
nated control of what should be learnt to that of the consumer or, indeed, of
government; between, on the one hand, the status accorded to theoretical and
intrinsically worthwhile studies and, on the other, the need for more practical
and relevant programmes of learning,

It is this potential clash of values which T wish briefly (o explore in this
chapter — in particulur, how different traditions, representing different sets of
value, might be reconciled. Such atask takes us into the area of ethics certainly
- after all, we are questioning what knowledge is of most worth: but it also
raises questions in social philosophy concerning the authority with which
different people seck to control the education and training system. It is not
simply i matter of what is worthwhile. Itis also a matter of who decides what
is of most worth.

Tho chapter, therefore, is divided as follows. First, T spelt out what seem
i be the educational values as these are expressed wathin o particular tradition
ot liberal education. Second, 1 look critically at these - in particular at e
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rather narrow interpretation of liberal education which leaves so many inedu-
cable. Third, on the other hand, T argue against the vocationalizing of educa-
tion which is retlected especially in the reforms tor those who are classed as
less able. Fourth, there is a need to look more fundamentally at what it means
to educate the whole person — where the “best that has been thought and said’
might be reconciled with the vocationally relevant. Finally, [ shall place all this
in the wider perspective ot a social philosophy which, sadly, militates against
the liberal values which are intninsic o education

Liberal Education

Lord Quinton. in his Vicor Cook lecture. describes what in his view s the
relation between culbture, education and values, By culture he especially refers
to high cubture’, namely, the summut of intellectual achievement, measured
by established intellectual and literary values” (Quinton, 1992:1-4). In this, he
refers with approbation to what Arnold describes as “the best that has been
thought and said” and to Eliot's “interest in, and some ability to maniputate.
abstract ideas’. The job of the teacher, as edncator. is 1o introduce the learners
to this world of 1deas and to initiate them into the best that has been thought
and said

There 15, in other words, an independent educational tradition, the result
of crincal thinking, scholarship and research, which transcends economic or
political need. Rather than serrang the worthwhile life. such a tradition 1s
constitutive of it. And the teacher, in introducing the young learners to that
tradition, will value a canon of literature and an which that critical tradition has
picked out and selected as illustrative of the best. “That canon defines what
one ought to have read and understood, at least in reasonably large part, if one
i~ 10 count as an educated person (1992:11). We need to explore a linde this
idea of liberal education, especiatly as Quinton sees it to be endangered by
those who impose more istrumental purposes upon education - ether those
of meeting ccononne needs or those of promoting soctal goals sucii as that of
4 more equal sodiety

One major cnticism of the iberal deal is that it promotes u particutar set
of values = the Aest that has been thought and said” - which is not shared by
a great number ot people. Who is authorized to say what literature everyone
should value or what history evenvone should study? One of the dangers that
Quinton sdenufies o his wWea of the cdudated person s a kind ot cuhural
relatvism in which the teacher is deprived of authority in promoting what is
objectively worthwhile.

One way of defending such values - those values pertaining to the studies
which everyone should pursue if they are to be counted amongst the educated
— 1~ to locate them among the necessany condittons of acting and thinking as
4 distinctively human being. Thus the intellectual disciplines at their best not
onlv help to develop the capacity to think and to reason. they are constitutive
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of that capacity. To think at all 1s 1o think scientifically, historically, mathemati-
cally, morally, aesthetically and so on. To introduce children to particular
literatures 1s 1o introduce them to a way of thinking, reflecting, criticizing,
appreciating constitutive of what it means to think. And to ask the question
‘Why are these studies worthwhile? is tantamount to asking seriously why one
should learn those things which enable one 1o answer the questions which
puzzle one.

Hence, essential to the liberal wadition is a belief that certain studies and
activities are intrinsically worthwhile; they require no utilitarian justification;
they partake in a tradition of critical thinking, which is constitutive of the life
of the mind we have inherited and which raises us above the purely animal
mode of existence, making us distinctively human. Such intrinsically worth-
while activities do not depend for their value upon the pleasure or support
which they receive from a consumer. Standards are not defined in terms of
populiarity in the market place. Indeed, education must be producer domin-
aled, because the producers are the experts, the authorities, able and author-
ized 1o define what count as standards within the different forms of knowledge
or intellectual disciplines or aesthetic raditions

Education, therefore, has been understundably producer-dominated. The
universitics particularly have defined what areas of knowledge and under-
standing are important for young people to learn and what, within those areas,
needs to be selected. It is in such places that Oakeshou's “conversation be-
tween the generatons of mankind™ wkes place, direced only by the conver-
sation itself (see Oukeshott, 1972). Universitics, and schools guided by the
universities, initiate the next generation into that conversation — enabling it to
listen o and 10 apprediate the voices of poetry and of philosophy, of science
and of history. The selection of what should be contained within the conver-
sation, and the definition therefore of what is worthwhile, are part of that
conversation. They arise. not from the fiat ot a Secretary of State worried about
the usefulness of what is learnt, but from within a tradition of scholarship and
critical enquiry. Indeed. the “best that has been thought and sard’ 1s that which
has survived such critical scrutiny,

We need however to remember the chiet characteristics of this idea of
liberal education There are authorities, sustdined in the main by universities,
which define and maintain those studies which are intrinsically worthw hile
and the intelligent pursuit of which constitutes the educated person. The vatue
of suchi studhes has nothing 10 do with usefulness. Indeed, they are best pur-
sued in a context separated from the distractions of the world of business and
cconomic activity. There is a time and a place 1o enjoy the world of romance
before one enters the world of precision - and of earning a living.

Problems with the Liberal Ideal

The diberal ideal is auractive Tt challenges the purely instrumental views of
education in which the value of what 1s studied is defined solely in terms of
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cconomic or social usefulness. It focuses upon what is distinctively human -
the capacity to think, to reason, to retlect, to value and to appreciate. Fduca-
tion is the initiation into those forms of thought which enable one to live this
distinctively human lite. It requires no further justiication. Universities there-
fore should never be in hock to government. The spirit of criticism and of
scholarship must never be twisted by economic or social pragmatism. The
rescarch agenda must arise from problems within the disciplines. not from
problems which others (government, say) require answers to.

1 do not want to reject this liberal ideal. Indeed, it expresses an important
truth at a time when the independence of that tradition of critical enquiry, of
scholarly pursuit of the truth wherever that pursuit might lead. is being chal-
lenged and put in jeopardy. And yet, at the same time, T wish to be critical of
it. Quinton, retlecting upon the expansion of higher education and no doubt
upon the shift in standards as these accommodate a wider range of academic
achievement, says, If what has hitherto been taught only 1o a few is the best
there is, why should it not be made available, as numbers expand, to a larger
number? €1992:10).

There are two reasons why this liberal ideal, and the values which it
embodies, have provoked criticism. First, despite the broadening and empow-
ering influence which it claims, it is still seen by many to be, in fact, rather
narrowing. The emphasis upon traditional subject areas, upon the value of
particular content irrespective of whether the learner finds value init, upon the
authority of the teacher rather than upon the interests of the learner, has led
to the disdin for the practical, the doing and the making. There is the kind
of dualism, which Dewey (1910) argued so strenuousty against, beteeen theory
and practice, between the academic and the vocational, between thinking and
doing In focusing upon the world of ideas, 1t has ignored the world of prac-
tice - the world of industry, of commerce and of carning a living. Puartly in
criticism of this liberat ideat, the Royal Society of the Arts (RSA) produced its
Capabilty Manitesto:

There exists in its own right a culture which is concerned with doing
and making and organising and the creative arts. This culture emplit-
sises the day to day management of aftuirs, the formulation and solu-
tion of problems, and the design, manufacture and marketing of goods
and services (RSA, 1080),

The second and connected reason for criticizing the liberal ideal is that it
writes off so many young people as failures, indeed as ineducable - those who
do not come up to the standards which define the educated person within the
academic traditions of the specific subjects, Such young people may well have
their intellectual curiosity; they may well tike life seriously as a moral under-
taking: they may demonstrate a great deal of practical intelligence and wisdom
in personal relations. But, in failing the initiation tests of academic success,
they are not regarded as educated. Therr voices are not aceeptable within the
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conversation between the generations, To paraphiase Quinton, the expansion
of education lies in giving to the many what once was the prerogative of the
few ~ without much adaptation to the needs or interests of those who are less
capable of or who are less motivated by academic success.

The consequence has been in the past a division between the few who
have been selected as capable of receiving a liberal education — the pursuit of
knowledge for its own sake through an academic curriculum - and those who
enter adult life either on job-related training schemes or as unskilled workers
prepared only for relatively unskilled work. The former are capable of being
educated; the latter are not.

But this is seen to be unacceptable. First, the country cannot afford to
have so many rejected as ineducable. A highly competitive economic world
needs a more broadly educated and capable workforce. Narrowly focused
training is not good enough. But, second, cach person has the capacity to
develop intelligence — to learn how to think more effectively, to feel more
“ensitively, to engage more practically, to relate to others more wisely, We
need a broader vision of liberal education which does not reject as unimpor-
tant such capacities.

Vocationalizing the Liberal Ideal

One solution has been to vocationalize the hberal ideal. The Department of
Employment's 1981 White Paper, A New Training Initiative: A Programme for
Action, set the agenda:

The last two years of compulsory schooling are particularly important
in forming an approach to the world of work .. The Government is
seeking to ensure that the school curriculum develops the personal
skills and quatlities as well as the knowledge needed for working life,
and that links between schools and employers help pupils and teach-
ers 10 gain a closer understanding of the industrial, commercial and
economic base of our society. (1981: para. 12)

And many of the developments over the last tew years have implemented that
agenda, striving after greater economic and social relevance in the curriculum.
But the implications of this have not been fully grasped. Certainly there is
much sense in raising (uestions of relevance and utility. One of the many
benefits which people want to see from education is that of being able to carn
a living. How one works, and what occupation one works in, affect profoundly
the quality of life. But vocational preparation is not in itself the same as being
educated.

First, vocational preparation is often associated with preparation for spe-
cific jobs, one acquires the competences needed tor doing a job eftectively. As
such that preparation does not have to pass any educational tests — it need not
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empower the individual to think or to reason or to evaluate, Indeed, a good
vocational preparation for certain jobs may require just the opposite, namely,
the termination of curiosity. the dulling of creativity, the unquestioning accept-
ance of authority.

Second, the goals of learning derive no longer from within the different
disciplines of enquiry but from an analysis of the jobs which have to be done.
The authorities are not the academics or the teachers; they are the employers.
Vacational teachers, therefore, deliv: r someone else’s curriculum; they are the
experts on the means to the achievement of goals, not on the goals themselves.

The distinction between educational and vocational aims is anportant, the
former referring to those activities which are intrinsically worthwhile, the later
1o those which are economically or occupationally useful: the former referring
1o an engagement hetween teacher and learner, the outcomes of which cannot
be clear, the latter 10 outcomes which the employers have specified. These
ditterences are not necessarily incompatible. A wsefid activity, such as making
an artefact to sell, can also be educative. developing skills and critical powers
which help constitute a worthwhile form of life. Activities which produce the
outcomes detined by emplovers might nonetheless be chosen by weachers
because, as well as leading to those outcomes. they also embody values which
are educationally justified. The swell-trained carpenter nuay be so taught that he
or she comes to apprediate aesthetically the artetacts produced.

Nonetheless, there are dangers that. in the pursuit of vocational relevance,
the values of a liberal education might be undermined. A concern for the
ceonomically useful can jeopardize those activities which, however education-
ally valuable, have no obvious occupational relevance. Itis not withoat signifi-
cance that, in the reform of the National Cutriculum, the humanities and the arts
have hecome optional from the age of 14, whilst the sciences and the math-
ematics remain compulsory. And vet is it not through the arts and the human-
ities that young people are encouraged to explore what it is to be human and
what constitutes a worthwhile form of lite?

More significant, however, is the shift in language through which the
educational enterprise is described and evaluated. The language of specific
outcomes enters the account of education such that the transaction which takes
place between teacher and learner becomes instead the relation between in-
put invested and ondput expected Education becomes one amongst several
commodities competing for customers on the open market. Value is measured
by performance indicators spelt out in terms of economic relevance. Ques-
nions about ¢ducational goals give way to questions about means to non-
educational ends. Academic judgment submits to bureaucratic audit. Knowledge
and understanding, imagination and creativity are reduced to the standardized
language of competences — thereby glossing over key distinctions in the descrip-
tion of the life of the mind which education aims to foster Teachers no longer
defiberate about the aims of education as part of their professional respons-
ibility; instead they deliberate about the means to achieve externally imposed
ends as part of their craft

1o
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The seriousness of this shift of language is yet to be acknowledged —
namely, the adoption of metaphors from the world of business in place of
those which have normally described that transaction between teacher and
learner as together they try to make sense of, to ind value in or 10 examine
critically. Hence, the effort by the National Councit for Vocational Qualifica-
tions to reduce the complex life of learning to lists of competences. Henee,
0o, the attempt (o separate the product from the process f learning, assess-
ment from the curriculum.

Making compatible the educatonal and the vocational aims of learning
should not require the impoverishment of education itself. But it does require
revisiting what we mean when we talk about educating the whole person.
Possibly the problems we encounter arise from an unexamined idea of edu-
cation. And it is significant that the reforms of the curriculum have been ac-
companied by so littde exploration of these deeper ethical questions.

Educating the Whole Person

Education is an evaluative term. We tatk about educational activities or edu-
cated people. In doing so. we claim that those activities or those people are in
some sense good, that they meet certain criteria which merit approval. that
they are deserving of praise, that they embody certain values. In other words,
educaton refers to the development of valued activities and persons.

Those values relate 1o what we regard as distinctively human. There are
many other sorts of values — many activities 1o which we attach value (such
as euating and drinking and lying in the sum) which we do not necessarily
regard as educational. The pleasures that they bring are not valuable from a
distinctively human point of view. The qualities which they engender are not
regarded as forming the person in a distinctively human way.

But other activities are. These are generally activities which help form the
intellect and the capacity to think and to reason. Such activities are education-
ally valuable if they lead to the person being able to think and reason more
cttectively and intelligently. The educated person is distinguished by a well
formed mind. able o engage knowingly and intelligently with a range of
problems.

R.S. Peters, theretore, defined education as the initiation into worthwhile
activities, such activities being worthwhile because they provide a “cognitive
purspective’, a capacity 1o know, 1o understand. to engage critically and intel-
ligently trom a broadly balinced point of view. Certain activities are educa-
tional because they, rather than others, provide this perspective. Other activities
would not be educational because, if anything, they dull the mind and lead o
boredom, limit the capacity to think and narrow the person's vision; they
hinder the critical faculies (see Peters, 19060

There are several points we need to remember at this stage. First, educa-
tion is an evaluative term which applies to activities. Second, the evaluation of
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these activities is parasitic upon our idea of an educated person - someone
who possesses centain qualities of which we approve. Third, these qualities are
what makes the person distinctively human and yet which need to be learnt.
Fourth, such qualities - such distinctive human qualities — are normally asso-
ciated with the capacity io think, to know, to understand, to reason.

There will always be disagreement over the idea of an educated person
— over the precise qualities that we should promote and over the kinds of
knowledge and understanding which we should regard as important. And
these controversies are deeply embedded in ethical questions which are the
very stuft of philosophy. The answers will reflect particular moral traditions,
particular ethical standpoints. For that reason any educational system must
always be able to accommodate disagreements about ends to be pursued. It
must always find room for different moral traditions and provide support for
their respective understandings of the educated person. Education must never
be handed over to government which too ofien seeks uniformity when there
are no grounds for consensus, and which too often promotes an idea of the
educated person determined more by political and economic than by moral
considerations. Indeed, there is a danger that government may fear too much
education in this broadly fiberal sense. After all, there may be limits tc the
number of people that society can tolerate who have the capacity and dispo-
sition to reflect seriousty about pofitical issues and about the economic and
social goals which government establishes.

Being human and becoming more so is what is picked out by the concept
of the educated puison. What then are these distinctively human quatities
essential to being more fully a person?

First, a person is capable of knowing, of understanding, of reasoning. To
Zrow as a person is o acquire those ditferentiated forms of knowledge through
which experience is organized and made sense of. To be a person is 1o have
a mind, and to have a mind is to have the capacity to enter into the difterent
forms of knowing through which cach of us is able to understand the physical
world, the world of personal and social relations. the world of moral ideas and
moral ideals, the world of beauty and of imagination. In the absence of that
capucity — characterized by concepts, ideas, forms of judgment, modes of
enquiry — then the capacaty to adi in a distinctivelv human way is extremely
limied

Second, one distinctive form o understanding is that of apprecating oneselt
and others as persons - as distinet centres of consciousness with the capacity
to think, to reason, to criticize, and to feel. This is by no means a trite point.
Such a form of understanding can be poorly developed. Too often one lacks
the imagination and the disposition to appreciate things from another’s point
of view. A narrowness of experience and of vision precludes an awareness
that others might not see things and feel about them in the same way as
oneself. One might lack the concepts and ideas through which a more impar-
tial examination of an issue might be conducted. Furthermore, even the under-
standing of oneself as a person might be very limited. Young people, for
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example, may have little capacity to retlect upon their own understandings,
reactions and feclings. And they may have little respect for those understandings,
anyway, not having confidence in them, believing that they are of no account.
‘Know thyself” is an educational imperative - a distinctively human ability
which needs to be learnt through criticism, support and engagement with
others.

Third, person. are able, if appropriately encouraged and supported, 1o
exercse control over the general direction of their lives — to contemplate the
‘ends worth living tor’, as well as the means of achieving them. Such a concern
for the quality of lite provides a moral dimension which is distinctively human,
but which needs to be learnt — through exposure to “the best that has been
thought and said’, through critical discussion about forms of life and the values
inherent within them, through the formation of habits and dispositions which
embody those values, and through role models and examples. This moral
dimension requires strength of vision and strength of will - the formation of
the mund both in terms of the capacity to think about ends to be pursued and
in terms of the determination to pursue those ends despite distractions and
obstacles. Such a moral dimension rises  bove the do's and don'ts of moral
rules. it is concerned too with the wdeals which inspire and motivate; and it is
connected 10 a sense of personal worth and dignity which enables young
prople not to be limited to immediate satisfaction but to have confidence in
aims which transcend the mere pursuit of pleasure and usefulness.

Fourth, persons such as 1 have described - whose abitity to know and to
understand the physical, personal and moral worlds requires nurturing and
support — exist necessarily within a social framework. The ideas that we have,
the language we use, and the values whereby we live are initially acquired
from others - parents, peers, the school, the wider community. Too much
stress upon individual autonomy has tended to conceal from educational dis-
course the essentially socal nature of being a person, and the obligations,
theretore, of people to contribute 1o those social relationships if they are to
receive the support for their personal development which they need. Such a
sodial context embraces not just those people with whom one interrelates on
an immediate and personal level, but also the institutions, which are the prod-
ucts of previous generations' struggles and achievements and which incorpo-
rate their own values. Such a social context includes, also, the products of the
deliberations of others long since dead - in books, film, art and ritual. Being
a person entails a participation in that social context, and to be more fully a
person is to engage with it critically, actively. Tt requires political and social
awareness. And it requires those social skitls which enable that participa-
tion to take place. A tully human life requires participation thirough delibera-
tion and deciston making in those social conditions which shupe the lite of
indrviduals,

In sum, theretore, to be a person is to have those forms of knowledge
through which one 15 able to understand the world and make sense of expe-
rience; itis especially to be able o recognize onesell and others as persons -
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as distinct centres of knowledge and feeting; it is to have the capacity and dis-
position 1o take responsible control over the direction of one's life, especially
the values worth pursuing, and vet, at the same time, it is to have internalized
the essentially social context of those individual capacities = recognition in
theory and in practice of the interdependence with previous and present gen-
crations in the acquisition of those ditferent forms of knowledge, of the under-
standing of one’s own humanity and of the moral traditions through which
one is enabled to deliberate about ideals and qualities of life 1o be pursued.

It is difficult to divorce such a view of the educated person from one who
is vocationally prepared, because the sort of work one does is such an impor-
tant pan of the kind of life one is choosing to live, the power one has to direct
that life towards particular ends, the capacity o exercise responsibility and
control over one's own affairs and the contribution one might make to the
social and economic welfare of the wider community.

It 1s the aim of liberal education 1o do yust that — to initiate the yvoung
learners into those forms of thought and feeling through which they migtu
make sense of the world and act responsibly and knowingly within it. and
through which they might find their vocation in life. But in doing so such
cducation must attend to the full range of qualities and understandings and
<kills which, through lcarning. enable young people to become persons in a
tuller sense. Furthermore, since being a person is not confined to the academi-
cady able, and since the qualities and understandings and skills stretch beyond
those which characterize the academically successtul, liberal education must
be more than an initiation into the concepts and principles and modes of
enquiny of a few selected subjects. It must address those personal and social
qualities which enable the young person to live productively and responsibly
within society. It must in that sense be vocational. There is more to being
educated - that is, to being formed as a serious and intelligent person - than
reaching the attainment targets of the National Curriculum.

Foremost, certainly, is the importance of intellectual development — the
capacity to think, 1o reason, to understand, to be critical. Such a capacity needs
to retlect the logical structures through which public understanding of physical,
personal, social and moral experience is organized. Howe ver, this must not be
confused with the acquisition of inert wdeas’, disconnected trom the personal
thinking which is eftfective in how one sees and acts upon the world. Teaching
is a matter of making intelligible and significant those ideas, let us say, in
science or in the humanities, which come in an impersonal form. Teachers are
the mediators of a cultural radition to young learners who are, as it were, on
the outside of those public traditions. They need to be initiated — and that,
more often than not, is made possible through the ransaction whicly takes
pliace between teacher and 1earner. Intellectual development requires making
personal the understandigs which are embodied in different intellectual dis-
ciplines but which too often are presented in an impersonal form.

However, that intellectual development must not be confined to theoreti-
cal and acadenue learning. There is pracucal intelligence - the ability to "do’
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effectively and wisely, thie know bow which cannot be captured in the knou: that
of propositional knowledge. Such practical inteiugence needs to be developed
in the doing, rather than in the abstraction from practice, though critically and
reflectively. One learns bow' to be a politician or a parent or a worshipper.
helped no doubt by reading, but first and foremost through the endeavour,
critically supported by others, to be a politician, parent or worshipper.

such an education would develop self-reflecuon - the capacity to exam-
ine one’s own motives and ideas. to understand oneself as a person, to exam-
in¢ the values which guide one implicitly and to ponder alternative goals. Such
a capacity does not come easily, since it struggles against the easy distractions
of a busy sociul world. Ttis a capacity which needs encouraging and nurturing.
It requires, too, a belief in oneself - a sense of being worthy of self-reflection.

There is a need also to develop in young people a social and political
awareness such that thev learn how to participate in those institutions and
communities which shape their lives and affect the sorts of people they be-
come. It is a matter of shifting the balance from individual excellence 1o one
defined in terms of active and intelligent membership of communities, in whieh
their identities are formed.

This more vocationalized education is to be contrasted. on the one hand.
with an academic tradition linking liberal education with a narrow form of
academic success, which excludes the majority as ineducable or as failures,
and. on the other hand, with a narrow form of vocational training aimed at the
acquisition of job related competences. Rather does it focus upon the qualities
and capacities, the skills and the understandings. which enable all young people
to live valuable, useful and distinctively human lives. Such an education is not
a pipe-dream. Many teachers, concerned with the education of all children,
not just for the academically able, have striven to translate such educational
ams into curniculum reality. The Techmical and Vocauonal Education Initiative
was one such attempt within a tradition of prevocational education. Sadly, it
is a tradition which has been ignored in the various reforms of the curriculum.

The Social Context of Education and Training

I have implicitly identified three competing traditions: an academic, a voca-
tional and prevocational. Ot course, this is a simplification. The academic
tradition can be taught in a vocationally relevant way: the vocational tradition
can be liberalized But on the whole the influence of such distinctive traditions
is reflected in the three track system which is emerging post-16 and which
some woukld wish to start much earlier — represented by A Level for some,
General Notional Vocational Qualifications for others and National Vocational
Quulifications for the rest,

These different traditions reflect different values concerning the nature
and the purpose of learning, But the most important question lies not in
whether those are the nght values but in who should decide what those values
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st~uld be. In the liberal tradition, as that has been brietly described, such
people would be the academics, those who had already been initiated into the
conversations which constituted the different intellectual modes of enquiry. In
the vocational tradition, it would be the employers who supposedly know the
competences required for doing a job well. But who are the authorities in the
more broadly conceived education where we seek to develop the whole person,
not just the academic qualities? Has the government any special wisdom here
such that it can define “vhat successful learning is to be?

The teacher is essentially the mediator of cultural traditions - in the sci-
ences and in history, in poetry and in philosophy, in the arts and in religion
— through which the important questions, which all persons ask or are capable
of asking. are explored. Too often that culture remains imperson.| - stuck on
as if with sellotape, of no personal significance to the young learner. But it is
the job of the teacher to help the young learner to see significance in such
texts and artefacts and to be more understanding of and responsible for their
own lives as a result. The teacher therefore must have expertise in that which
is to be communicated and in the mode of understanding and motivation of
those to whom those cultural traditions are being transmitted. Such an exper-
tise lies in enabling all young people to find value where there is lack of
interest, inspi.ation where once there was boredom, meaning where there
once was ignorance.

The control of education, therefore, cannot ignore the expertise and the
authority of the teachers and the academics, since it is they who, profession-
ally, are participating in the deliberations about the quality of life as it pertains
to learners and as it has been explored through literature and history, through
philosophy and the arts. As Morrell argued in his reflections upon the estab-
lishment of the Schools Council:

Jointly, we need to define the chatactenstics of change - relying,
whenever possible, on objective data rather than on opinions unsup-
ported by evidence. Jointly, we need to sponsor the research and
dzvelopment work necessary to respond to change. jointly, we must
eviatuate the results of such work, using both judgement and measure-
ment techniques . . Jointly, we need to recognise that freedom and
order can no longer be reconciled through implicit acceptance of a
broadly ranging and essentially static consensus on educational aims
and methods (Morrell, 1966).

Morrell rightly identified the problem, which gave rise to curriculum explora-
tion and reform, as the ‘crisis of values' = the lack of consensus over the aims
of education or what counts as an educated person. Such lack of consensus
reflected a deeper lack of consensus over moral values and the quality of life
o be striven for within society. But the answer to the problem was not to
iImposc i consensus, Not to assume that there was no fundamental disagreement,
Rather it was to recognize it and to institutionalize the deliberations about
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- what was worthwhile. There can be no certainties in these matters, but there
can be deliberation and there can, as a consequence, be commitment to those
values which seem most reasonable to pursue following such deliberations.

Sadly this has not been accepted in the reforms of the Last few years. The
advisory bodies have been abolished; the Schools Council closed down; Her
Majesty's Inspectorate as an independent critical voice emasculated; the
couni.wvailing influence of local education authorities enfeebled; the language
of education impoverished: the curriculum imposed by politicians; the inevi-
tably perennial deliberations over what is worth learning foreclosed.
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Voicing their Values: Pupils’ Moral
and Cultural Experience
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Mownica J. Taylor

ABSTRACT.  Statietary mspection of prupils” moral and cultiral
development and official guidance documents barve prompted
schools 1o review their values education intentions. Yet little atten-
tion has been paid to pupils and their own part in affective
enipawerment. In this chapter pupils give roice to their ralies
enconnters. and have their oun values perspectives in their percep-
tions, acconnts and actions acknowledged. Their voices allow us to
hear what values they actually experience in the school ethos,
aspects of the curricilum and relationships with teachers and
peers. They also wdentify the ont-of school influences of parents,
communities. cnd the media on their wmoral and cultural lecarn-
mg. We learn what pupils value in school ~ the good teacher, the
loyalty and trust of friends and learming together in eonpnunity.
Isvies of articrdation, nterpretation and evaluation are raised in
metking judgments about values statements, educational opportuni-
ties and experiences,

Our Charter
Children should not be beaten up.
Children should not be looked upon as lesser human beings.
Children should have a secure home
Children should be ted properly.
Children should be taught o defend themselves.
Children should not be discriminated against when applying for a
job.
School children should be let out for a time.
Children should be heard and believed.
Children should not be kept away from thedr friends thea parents are
against
(Drsplayed in a classroom of a mixed. inner city,
hurgely multi-ethnic 11-18 secondary schoobh
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values - intentions and Inspection

This pupil charter sets out several fundamental moral rights which are a pre-
condition of, or should be an integral part of education. As such it demands
standing cqual o that of a parents” or citizens' charter. That cerntain pupils
needed to state these baste values is a salutary reminder that for some such
rights' are by no means automatic. So the school, family and community
contexts offer qualitatively diverse starting points for evaluating pupils’ values.
Yer i prevailing social concern about moral values ~ heightened by excep-
tional horrific acts, such as the murder of James Bulger by two primary school
pupils — has resulted in schools, as a focus for the community, being expected
to take a stronger lead in values education and to compensate for the ills of
society 4s 4 whole.

In the early 19905 British schools have been exhorted to develop vatues
statements. The White Paper, Choice and Diversity, recommended that “any
school should include a clear vision of the values within it. and those of the
conmunity outside’ (GBPH of €, 19920 para 1.30). The erstwhile National
Curriculum Council’s discussion puaper, Spiritual and Maoral Development,
suggested "The ethos of the school may be apparent through a statement
which sets out the values the school intends to promote and which it intends
to demonstrate through all aspedts of its life” (NCC. 1993:7). School values are
explicit in brochures tor prospective parents, as well as a range of internal
policies and curriculum documents. Paradoxically, schools” espoused values
are not always obvioushy reconcituble with the overarching value of the entre-
prencurial narketplace which they have been obliged to adopt. Some schools
have made o virtue of necessity in advertising their pantnership with parents:
as School € ¢a virtually white, rural, mixed, 1i-18 schoob) claimed in its bro-
chure, the real strength of the school is in sharing problems with parents’.
Parents choose schools not only for academic results but also (and perhaps
mainly) on the ideological value or belief basis of the education offered, ac-
cording o criteria of gender, ability, faith and social class (see Martleet, Chap-
ter 12). "While many schools share common values, they will ditfer in others,
and those differences are critical in affecting parental choice.” (NCC, 1993:8).
It 1s assumed that the stated values of the school, and those of its pupils’
parents and of the surrounding communitices are in concert, or at least are not
antipathetic. Sometimes this 15 not so.

Following the profile given in the Education Reform Act (GB Stawates,
1988) to the sparitual, moral and cultural development of pupils, gudance
documents from the NCC. such as that on the whole curriculum, on certain
cross-curricular themes. such as citizenship, and on spiritual and moral devel-
opment, have advocated approaches, topics and vatues. Brief quotations illus-
trte aims and inherent tensions:

The education system . has a duty o educate [thel individuals to
think and act for themselves, with an acceptable set of personal qualities




Pupils” Moral and Cultieral Experience

and values which also meet the wider social demands of adult life
(NCC. 1990a:7).

Pupils should be helped to develop a personal moral code and to
explore values and beliefs: Shared values, such as concern for others,
industry and effort, self-respect and self-discipline, as well as moral
qualities such as honesty and truthtulness, should be promoted
... (NCC, 1990b:4).

The task of schools, in partnership with the home, is to furnish pupils
with the knowledge and the ability to question and reason which will
cnable them to develop their own value system and 1o make respons-
ible deasions on such matters (NCC, 1993:5).

NCC guidance to schools on moral development was forthright about the
list of moral values schools should include: telling the truth; keeping prom-
ises; respecting the rights and property of others; acting considerately towards
others, helpmg those less fortunate and weaker than ourselves; taking per-
sonal responstbility for one's actions; self-discipline.” Importantly it also recom-
mended that school values should reject “bullying: cheating: deceit; cruelty,
irresponsibility: dishonesty” (NCC, 199301, Morally educated school leavers
should, among other qualities, be able to articutate their own attitudes and
values ... develop for themselves a set of socially acceptable values and prin-
ciples, and set guidelines to govern their own behaviour™ (p. 5).

Although study of these sources reveals ditferences of emphasis on cer-
tain values — and in one case the misguided assertion of ‘moral absolutes’ -
their central thrust has served as the foundation of nuiny schools' values state-
ments and curricular goals. Above all, the significance and urgency of this
aspect of schools” educational remit has been greatly influenced by the statu-
tory requiremient that OFSTED inspections report on the spiritual, moral, social
and cultural development of pupils Gas well as their behaviour and discipline,
welfare and guidance) (GB Statutes, 1992). The fact that this ranks alongside
three other key arcas of inspection - quality of education, educational stand-
ards and nuanagement of cducational resources — suggests that in principle
some value Gf not equal value?) is heing placed on these educittional aims

Not surprisingly, OFSTED has experienced difficulty in deciding what
counts as decelopment (GB OFSTED, 199-41). Thus the most recent Handbook
Sor the Inspection of Schools has refocused on Copportunities” offered by the
school and “how the pupils respond to that provision' (GB OFSTED, 1994b,
Part 2:22), including “whether pupils are developing their own personal val-
ues’. The Jandbook sets out evaluation criteria, evidence and a code of con-
duct for inspectors Pupils’ views about school and their learning, are to be
taken into account. In the section Relations with Pupils’ (Pat 3:25), sensitivity
to pupils’ socidd and learnmg environment Crreat pupils on all occasions with
courtesy and respect’), s curiously mixed with negative, unsympathetic as-
sumptions Cpupils may feel no moral obligation to co-operate’), and cautions
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(‘in no circumstances question individual pupils on their own’). Inspection
also involves consulting parents about whether they are “happy with the val-
ues and attitudes which the school teaches™ (Part 3:33).

The Handbook distinguishes spiritual, moral, social and cultural develop-
ment. Of the morat and cultural development of pupils it says:

Moral development is concerned with pupils” ability to make judg-
ments about how to behave and act and the reasons for such behav-
iour. It requires knowledge and understanding and includes questions
of intention, motive and attitude. Pupils should be able to distinguish
right' and “wrong™ as matters of morality from the use of the words
right and wrong in other contexts.

Cultural development refers to pupils” increasing understanding and
commind of those beliefs, values, atitudes, customs, knowledge and
skills which, taken together, form the basis of identity and cohesion
in societies and groups ... (Part -:80).

Forming a judgment about pupils” development involves discussions with
staft and governors, analysis of school documents, and observations of lessons
and of the life of the school to determine whether pupils:

feel tree 1o express and explore their views openly and honestly, and
are willing to listen to opinions which they may not share,

are developing therr own personal values and are learning to appre-
ciate the beliefs and practices of others;

ask questions about meaning and purpose:

develop their understanding of spiritual, moral, cultural and social
ssues and [to} further their own beliets, character and behaviour which
help them to approach problems rationally;

develop wider interests, social skills and community awareness . (Pan
+:10).

With the exception of these gleanings from official documents, notably
lutle atention in both school developments and inspection has been paid to
the true dclients of education — the pupils themselves — and o their part in
affective empowerment. What values do they take from the school, its ethos,
and the informal curriculum of relationships with teachers and peers? What do
pupils perceive as the other main influences on their values? What do pupils’
values appear to be in the school context?

These questions form the three empirical pupil-oriented core sections of
this chapter, grounded in over ten years' research, seeing and listening to
pupils’ moral and culural experience in school. The pupils’ voices derive from
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Pupils’ Moral and Cultural Experience

an cthnographic project on personal and social education (PSE) and pastoral
care in relation to multicultural antiracist education in four secondary schools
of varying ethnic comrpositions, chosen to investigate the translation of their
policies into practice (see also Taylor, 1992). The case studies, over two school
terms, which included analysis of school documents and teacher and governor
interviews, focused on Year 9 pupils, and involved pupil-pursuit exercises,
classroom and lunchtime observations and semi-structured pupil interviews
tgroup, individual and with a friend). A total of 86 pupils (fifty-two boys.
thirty-four girls, partly due to School N being a boys™ school) participated in
interviews, some up to three times. The pupils came from fourteen self-
ascribed ethnic origins,

Our conversations aimed 1o allow for the expression of pupil narratives
and to encourage exploration of and reflection on their moral and cultural
experiences of education in multicthnic settings. By telling their own stories
pupils gave voice to their values encounters and, in so doing, had their own
values perspectives in their perceptions, accounts and actions acknowledged.
Through the pupils’ voices, we hear their perceptions of the informal curricu-
lum of their schooling - the school's values rhetoric, teachers” behaviour and
pupils” experiecnced reality — and are allowed an insight into some of their
values. Some of the more articulate voices resound. Pupils' self-reports reveal
moral and cultural awareness, a sense of fair play, and, in some cases, exem-
plary actions which suggest that more opportunities need to be made for
pupils to take and demonstrate responsibility for self-development and that of
the school community.

School Values ~ Are They Shared Values?

Education cannot and must not be value-free .. . Atthe heart of every
school's educational and pastoral policy and practice should lie a set
of shared values which is promoted through the curriculum, thro
expectations governing the behaviour of pupils and staff aru o . .gh
day to day contact between them. Every attempt should be made to
ensure that these values are endorsed by parents and the local com-
munity (GBPH of C, 1992, para 8.3:37).

Although they operate within a partly secular, mualucularal pluralist society,
lacking in explicnt values consensus, schoots, by their very nature, have to rise
to the challenge of offering — often to both pupils and parents — guidance
which is vatues-based Pupils’ experience of values through the content and
process of their schooling 1s mediated by the religious and élitist values inher-
ent in the educational system itself, the political imposition of certain values.
and new values related to cultural pluraism, technological advances and on-
going sacial change.

Lile is known of the process by which schools ‘agree to core values
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which are acceptable to all' (NCC, 1993:7), but recenily governors, teachers,
parer » and sometimes pupils have debated policy development. Even if a
school has evolved a values statement and a set of linked, specific rules, which
these educational partners agree are necessary to the functioning of the school
as a learning community, in putting values into practice it is likely that they
will not be interpreted or implemented consistently by all teachers, or even by
one teacher from time-to-time. So to what extent is there a shared understand-
ing of. common practice in, and genuine commitment to upholding the school's
espoused values? From the pupil's perspective — one of participant observer
with varying degrees of delegated responsibility and influence — we learn what
values they actually ke from the school ethos, aspects of the formal curricu-
fum und relationships  Are these the values that the school intends?

School Ethos

The brochures of the four case-study schools™ included among their general
aims some relating to pupils’ personal, social and moral development which
emphasized respect for others and the community in which the child Hves'. A
statemient in School N's brochure (boys 13-18 school, in a county town, with
about 25 per cent minority ethnic pupils from a range of backgrounds) was
typical,

The school wims 1o help and encourage cach boy to:

e develop a reasoned set of attitudes and beliefs;

o develop personal qualities of mutual respect, tolerance and under-
standing, essential to harmonious relationships in a multicultural society.

Ask seconduany school pupils, 'What vidues do you think the school stands for?”
and vou are — initially at feast — more likely than not to be faced with a blank
look. Pupils fack familiarity with school aims, though they are used to discus-
sions about values issues in the school's pastoral approach and PSE. School
values are not conceived of in the abstract. Pupils’ expression of their experi-
ences is concrete, rooted in the perceived particularities of actual schoot life.
On reflection. some Year 9 pupils sad

A community spirit, that's a favourite. That's the one Mr M [the head]
hkes (Kate, School ()

... itlikes you to keep your manners ... most kids in this school will
open doors . they won't close the doors in people’s faces .1 think
it tells you how to give respect to people ... And . .. you have 1o
come in the proper uniform (Giovanns, School N).

They always try to push you one step further which s guite helptul
(stephen, School N
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Like in the brochures it might say its not sexist and that, but in some
lessons it is (Satwant, School F).

It's & place where weachers know that they've got the power to boss
us about, so they just do it. They don't treat us right, and [ suppose
that’s not & value really, but that's one thing (Purminder, School ).

Well, it depends what the pupil is like. If the pupil is hard working
then they don't need much o develop them so they keep on going
with them, whereas if a pupil doesnt try hard then they just leave
them alone, they don't do much (Harjinder, School H).

Curncudum Contributions — PSE, RE and Collective Worship

Although the whole curriculum of schools contributes o the development of
pupils” values, by consciously highlighung, for example, cthical issues or
enlarging pupils” experience or cultural vision' (GB OFSTED, 1994b, Part 4:17),
certain aspects of the formal curniculum and school life, such as PSE, religious
education and collective worship, are often seen as having a special influence
(see Edwards, Chapter 13). Pupils, however, expressed mixed views on their
value, often depending on individual teachers” awareness and skill. Although
some pupils welcomed the more discursive, interactive approaches character-
istic of PSE, dealing with such topics as racism, human rights and citizenship,
as an opportunity to put your views forward’. others thoughit it was ‘too
personal’. PSE, did, however. promote learning together in the form group
some voung people found that RE extended their awareness of religions and
cultures, but some from faith backgrounds other than Christianity obsernved
that, in teaching about Sikhism, for example, ‘they stick to the main things -
the SKs - that everybody knows', and thev wanted instead to discuss bi-
cultural issues. Collective worship was usually seen as a time for moral homily,
rather than developing religious awareness or spiritual insight. However, for
some minority ethnic pupils an acknowledgment of and respect for their
cultural and religious backgrounds was demonstrated in a whole-school as-
sembly which involved community members in celebratng the Sikh tesuval of
Baisaikhi-

We telt that evervbody knows about our religion now and nobody
should pick on us because s our religion the way it's their Christi-
anity, isn't it? So they should be variable with each other. Like we
don't go around saying to Christrans like "y »ur religion's this and we're
going to do this to it Like we should be equal with each other. We
listen to ther point of view about Christianity. They should listen to
ours as well, not just ignore ours, because that's when Asian people
feel teft out (Daljindenit, School H)
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Relationships ~ Respect and Fairness

The salience of the informal curricutum often outweighs the formal curriculum
n its influence on moral and culwral learning, as illustrated by two values
frequently mentioned by pupils — respect and fairness.

Respoct

Schoal F's Code: The + Rs
Self Respect: appearance, attendance, homework, doing your best.
Respect for Others: conduct, other cultures, feelings, other points of
view,
Respect for the Environment: not walking on grass, no litter. no graf-
fiti. no vandalism
Respect for the Law: property.

In School F tan 11-18 mixed comprehensive with an almost equal mix of
white and Astan (Sikh and Mushiny pupils) respect was recognized as the
ground from which reltionships have to start. Whether or not respect exists
between a group of pupils, or pupils and a teacher is strongly affected by the
first few moments with a class = an encounter preceded by the influence of
reputation.

You should respect the teachers, but if the teachers respected vou
vou're more hkely to respect theme A lor of the teachers don't respect
vou for what vou are, they treat vou like little kids (Lyndsey, School
H).

Some pupils - perhaps those with difficult experiences of school - take a more
immediately demanding approach, expecting the teacher to show respect as a
precondition for their relationship. Complaints about lack of respect are usu-
ally related to the teacher being in authority rather than an authority .

Kate: One or two teachers treat you like in pnmary school again,
like you're not adults . .. One or two of the younger teachers
they don't tell us to shut up, but we do it out of respect be-
cause they don't degrade us, they don't like really put over
their authority.

MIT: What makes vou respect them?

Kate  If they give me respect. No one gets respect from me withowt
carning it (School €).

Demonstrated reciprocity s also a key elemient of respect:
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Once Mrs W said no one should eat in lessons. But the next day Mrs
W had a packet of strong mints beside her. She eats in lessons. This
is what we don't like .. . The teacher walks out the classroom and
goes and makes himself a cup of coffee and then he comes back and
starts drinking it (Kiran, School F).

Fairness

Fairness, or more likely unfairness, manifest in many forms, is a central values
concern of pupils in school life. Pupils frequently report discrepancies in teach-
ers’ behaviour, and in the way they fail to implement rules consistently or treat
pupils equally:

One instance wus today in PE. John got told off after he threw a
javelin. He took about two steps and Miss had said its dangerous to
walk because there’s some other people would still be throwing. She
told him to sit on the bank and then a few moments later T did the
same thing. She told me off but didn't tell me to sit on the bank. She
never excluded me She doesn't like John much (Phillip, Schoot H).

According to other pupils, from Year 7 John had a reputation of being “a
trouble causer’, though by Year 9 he only did so -occasionally” Thus they
implied teacher expectation was an influential factor.

Some pupils might appear to get more favoured treatment on account of
their personal characteristics:

Rajinder: Like it we wear slogans on our T-shirts, right, Jamie
always wears one but she doesn't tell him off. But when
someone else s wearing one, right, and Jamie's not
wearing one then she tells them to take it off. But of
Jamie's wearing one and another person’s wearing one
she doesn’t say anything to that person 'cos she knows
that Jamie's wearing it. | think that's not fair. She should
be equal to all children.

Purminder 1 think, “Well he's coloured, but why's she different to
us?. But I think it's just him (School H).

Purminder had learned that it is wrong to jump to conclusions in complicated
cases; she was unsure whether the teacher was discriminating on grounds
of race, as this was not consistently applied. The teacher may have been
more concerned to avoid a confrontation with an assertive und popular Afro-
Caribbean boy, thereby probably invoking wider social discord in the peer
group.

Another complex episode involved an Asian teacher, a white girl and an
Afro-Caribbean girl:
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Lyndsey: It was pretty unfair . .. He just happened to pick me and
Miranda 0 pick on. He usually picks on me. In all the
lessons with him I am the first one he starts shouting at to
be quiet.

Miranda: The only reason we were taltking was that he wasted our
time at the beginning of the lesson. He came in really late
without telling us where he'd been. So the class said ‘Don't
stop talking when he comes in.” So Ranjeet and Amandeep
started giggling and 1 started to laugh at the way he was
shouting and he told Lyndsey to get out and she goes "Me
or Miranda? and he says ‘Both of vou But Ranjeet and
Amandecp were faughing and he didn't say anything to
them (School H),

According to other pupils, the teacher said that he had 'to make an example
of them’, which may have been a way of re-establishing control after a series
of disruptive incidents. In fact the situation had a longer history. To these girls
it was inherently unfair, not only that they alone should take the blame for a
collective act in responsce to the teacher’s absence and failure to explain, but
also because they had not received reciprocal support from Ranjeet and
Amandeep, with whom they had previousty demonstrated solidarity, as Lyndsey
explaned:

They got sent out in Geography because they were talking and we
knew that we were tatking as well so we got up and stuck up for them
and went out with them . but they didn't bother to stand up for us
and say that it was them as well, so we were o bit angry with them.

Conversely, a curious but common source of complaint of unfairness is
when the whole group of pupils are held to account or are penalized for the
apparent misdeeds of the few or one.

One boy was clapping and saying things and the teacher came round
and blamed the whole class and we got kept in (Alan, School N).

In school H an historic episode atfected the socal lite of the whole school:

One thing that really is getting us, they had a disco once and a girl got
drunk and that and they've banned all the discos ever since. I mean
its not fair — if the teachers are there its their responsibility to see that
no one takes any in. And if they do, they can't expect the whole
school to suffer for one person (Purminder, School H).

sometimes individuals get blamed unjustly for acung out of sclf-defence, or
defence of their property:
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I was walking upstairs and someone was behind me and lifted my
skirt up and I screamed. And he {the teacher] goes that it was my fault
and [ shouldn't have done it. [ tricd 10 explain, but he didn't listen and
gave me a detention and started shouting at me (Kerine, School F).

Paul Cleaver, he touched my bag. And befoie the teacher had said “All
be quiet’ . . . so I thought he was nicking something out of it. So 1old
him ‘Paul get out my bag!. And Mr R goes "Right, you got a detention.”
And I said ‘No, Thaven't. It wasnt my fault " And now my parents have
got to come in and sce him about it and see what happened (Chris-
tian, School €).

School C took its Haison with parents on pastoral matters rather too seriously
for some pupils, who found the involvement of parents “overeactive’. Others
objected 1o the school's mtervention in encouraging them to ‘make friends
again’. Some complained wbout the school's jurisdiction extending out of school,
even when a member of siaff was involved - “dinner ladies are like the mafia’
and ‘they are not civil, they treat you like animals’

They think they've got a right to tell vou off outside school. There's
a dinner lady that has a go at me. I went outside school and sad
something to her. They got me in the next day and said, “What did vou
say to that dinner lady? You shouldn't say that.” It was outside school
so T don't think they should have done that (Rebecea. School €).

Out-of-School Influences on Pupils’ Values

The values of the homes and communities in which pupils live, their interests
and the media are major influences on their personal development, especially
in early adolescence. They may outweigh those of the school, or operate
discordantly from, and in parallel o it. Young people are engaged in a con-
tinuous process of explonng, making sense of, and arnving at their own be-
liefs, attitudes and values, testing them out against the views and actions of
peers, parents and significant others and TV,

Learing from Parents and Communities — Identity and
Independence

In developing thar own identity and independence, pupils recognized above
all influences of tamily and friends, but also @ need for support 1o cope with
pressures. Some, however, Lacked a close family relationship:

My Mum doesn’t take thut much interest in the sorts of things | am
doing  she spends more time with other people than she does with
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me and my sister, it annoys me a lot .. . I can't tell my Dad things. It's
like he's not my Dad any more really. I'm not as close to him and
that's a pressure for me (Beverley, School C).

I have to do my work by mysclf without any advice really so that sort
of gets 10 you sometimes .. . 1 get nervous inside .. It's just the at-
mosphere that I'm involved in at home as well. Because 've got to do
everything on my own and I'm not really sure because there's nobody
to ask (Harjinder, school H).

Others were encouraged by their parents, although high expectations could
also be a pressure:

[ get pressured from my Mum because she wants me to be something
that I don't particularly want to be. She expects me to be good all the
time and always work hard at school. She gets disappointed when |
don't do well (Lyndsey, School H).

I think my parents want us to grow up so that we do get respect from
other people and not just be ignored . .. They suggest that 1 treat
people well so that they'l reat me well in return. Be kind, fair, honest
(Mizun, School N).

Some pupils were concerned about racism in the community around school
and of parents and saw these as affecting pupils’ attitudes.

I think it's the parents’ fault for not teaching them, and then some-
times the parents are bad themselves like that. Like Davina's Mum, she
doesn't like Indians or blacks, she swears at them, she kicks them
¢ Jamie, School H).

My Dad is racist and [ am trving to get him over and tell him that it
is wrong (Alan, School N).

For some young people community languages and‘or the beliefs und
practices of their religion are central to their identity and the way they perceive
and live their lives. Like many Asian pupils, Purminder was trying to have the
best of hoth worlds: *In school you might think I'm dead Westernised, but 1
still want to stick to my iraditions.” This involved negotiating complex and
delicate boundaries at home and in school:

My English friends say ‘I've done this, or I've done that, or I've got
that” and [ go home and say 'Can [ do this?” and they say 'No' and it
gets me dead angry. They act as if they were still in India. The main
reason is because other people are going to talk ... T don't hear my
Mum gossip about anybody else, but my Gran does.
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At school 1sort of face up a bit more than at home. [ suppose [ am

a bit harder at home. I answer back. At school I ry to keep discipline

otherwise they're going to say your parents haven't actually taught

you much. And without my parents really saying anything [ know )
what to do. I don't want to give a bad impression about my religion : iy
and that to everybody, so [ don't answer back at teachers, try not to. -
It me and my friends mess about teachers say that's what Asians are

like.

However, some white pupils were also conscious thut their beliefs aped prac-
tices did not fit with the secular life stances of their peers:

Well, religion is sort of important to me. [ have o go to church every
Sunday because my Mum makes me so its sort of been forced on
me ... It sometimes gets a bit boring, and I don't actually talk about
it a lot at school as [ said it the other day and they all thought, “Why
do you do that?, because I'm probably the only person who goes
regutarly ... T've been confirmed and swiff, I've been going for
ages .. But I sort of believe a bit more because my Grandpa died this
year and it sort of helped (Claire, School C).

By compurison, some pupils in ther out-of-school lives were dealing with
cultural and social conflicts which gave them a wider first-hand experience of
morality and the law.

We used to live in a white area and the white people used to come
round and throw their rubbish in our garden and break eggs. Ore day
my uncle got cross and beat them with a stick. We tokd the police and
they didn't do it any more, but we have moved now (Ali, School F),

There was a riot in the street. This girl [ punched her nose and she

had bruises all over her and she had to go 1o hospital. It got took o

court. But [ just got a caution in the end because T was too young . .. I'm

not proud of doing it. just glad that I got away with it in the end. | :
didn't break her nose, another girl did. All these social workers kept .
coming out to me. Said. ‘1 think she understands she's done wrong’ :
(hebbie, School Fi.

Some young people felt their Hives 1o be quite pressurized, as they had o
balance variable homework demands with domestic responsibilities, caring for
siblings and sometimes working in fannly businesses or i pant-time job. Quite
often school fiiends are not seen at home, But several of the Asian pupils,
especially the grls, seemed to have strong fiendships and commumnty ties,
Many pupils were involved in interests outside the home - fuotball, Scouts,
Mosgue, choir, community lainguage classes, and so on — through which they
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—- implicitly or explicitly encountered values. Some of these interests serve to . .
- promote not only personal and social development, but also a growing aware-

ness of being a member of several communities with differing values. On the
other hand, pupils’ out-of-school interests were sormetimes solitary, contrary to

expectation. revealing characteristics and dispositions, such as caring, which

the school environment did not always allow them to demonstrate: 1 grow

minature trees. It takes me about an hour to water and feed them' (Robin,

School €) T

Learning from the Mediwa — Rights

Two pupils connected bullying and intimidation by a teacher in school
= | (regretadly such treatment was reported in cach school) with what they had
seen on TV in a way which helped them understand their rights:

Glen: I don't know who it was, but somebody was like being

- told off, and Phil Murphy was laughing behind him ..

Giovanni: 1 told Phillip a joke, and Phillip was laughing, and he just
turned round and hit Murphy in the face.

BN MT Who hit him?

Giovanni: - Mr P, That's why [ feel a bit scared of him sometimes, vou

- don't know how he’s going to react .. . Sometimes he'll

say things like "Ring vour parents T won't care’ . ..

M Did that boy ever complain when he was hit?
- Giovanni:  No, he didn't.
Glen: He felt like nothing would happen 1o him [the teacherl,

But I saw on TVAM today that teachers can't hit you. And

- we can do ‘em.

Grovanni. And we can say things because we're supposed to have
2+ hours notice before we have a detention. So if we
haven’t then by law we're only allowed to stay at school
for about 15 to 20 minutes, and Mr P says, 1 don't care
about your parents, I'm still keeping you after school

These boys had learned from TV about their right not 1o be physically abused,
but, like many others, had not been empowered by school to make the most
challenging complaint of all — against the authority of a teacher. No doubt their .
refuctance was underlined by their recognition of the ambiguity of the situa- .
ton. the boy had drawn attention to himself by laughing at his friend’s joke.
- which was probably misinterpreted by the teacher as a further attack on his

duthority

By contrast, in School C pupils were more proactive and invoked their
form twor's support
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A group of us have been to him already. That s if we don't like the
teacher or they have been unfair to us, He gets the teacher in and talks
o them about it (Robin, School C).

Fducation aims at developing young people's entical reasoning skills and
responsthility and a rights based culture has been growmg. So it should
be expected that pupils become more critical, less aceepting of their school
experivnces and more proactive about change

What Pupils Value

Privileged aceess to pupils” values depends on what they choose 1o disclose
= to a relatively trusted stranger as meaningful to them in the school context
Thus pupnls’ values have to benferred from what they sav they value and the
episudes they recount to support their values stances.

The Good Teacher — Consideration and Professiondlism

_ The good teacher - the teacher who s respected and valued by pupils - has
= several qualities The Head of Year 9 in School H was universally respected
and liked by pupils who saw him as someone religble © whom to wrn for
. helpr

I would go to Mr J. He's a safe teacher, he is. He's brilliant. He's funny. s
Hes fair He listens to yvour questions or problems (Ntcholas, School H).

- Listening is one of the most valued qualtties of a teacher — but is all o often
- lacking. Listening is especially important because ‘they don't know the other
- side of the stony® or the tull stony’. Above all, as pupils in alt four schools

o strongly avernred, the good teacher listens to the pupil's explanation without

: obvious preconception:

When you're in trouble he doesn’t like shout down your throat, hell
discuss it sensibly. Like some teachers they'll get angry and everything
and they don’t listen to what you've got to say and they just do what
they want to do. They don't histen to what happens in the start, whereas
Mr ] is there to listen to you (Daljinderjit, Schoal H)

Matthew, testified to the importance of learning self-discipline through
dialogue with a respected form teacher in School C:

U'd rather them leave it up o us 1o dectde what we've got to do and
if we carry on then disciphne us But first of all when we do things
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I reckon they should talk to us. Because when I let off extin-
guishers . . . they talked to me loads of times and I thought, "Well, isn't

- this enough?, 'cos they were going to do more. .. I won't do this
again because ['ve learnt my lesson.

Dean (School N), who also claimed to have become more responsible in Year
9, felt he had learnt o listen to other points of view and develop his own
because:

if vou have a discussion with a teacher and they listen to what you
have to say and you have a discussion with someone else you tend
1o do the same thing

The good teacher is also valued for professionalism. Pupils are keenly
awure of and dislike a lack of professionalism.

In Year 8 I did about 20 books — these SMP maths books ~ and in my
report she wrote 1 completed one book (Kiran, School F).

Professionalism includes being sensitive o individual pupils’ needs and abilities:

B Hayley. Mr S, T reckon he's really good he is. He understands he
does. Like I reckon he knows i lot about each person. He's
really nice.

Debbie:  He comes and sits next to you and tells you what work to

- do. '

' Flayley:  1If you don't understand it and it he's talking to someone else

he goes TH be with vou in a minute” (School F).

Teacher explanation of ntended actions 1s valued by pupils, as is consul-
tation about the learning process. As with the need to take racist incidents
seriously and deal with them sensitively and fairly, so the teacher, in negoti-
: ating ground rules and boundaries, may need to act against race and gender
1 bias in forming an integrated learning commmunity, as two examples show.

_ Endip: There's one [teacher] she chose these two girls to choose
the teams, right. There was an Indian one side and an
English girl the other. The English girl chose all the English
girls, and the Indian chose all the Indians.

Sancant  But she [the teacher] goes *In the whole time that 've been
at this school Tve never seen that”

Endip: she goes, Sit down., I'll sort it out”
Satreant  She made them mix up
Mt What did you think about that?
Al It was good
1.360
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Satwant:  The Asian girl she had mainly Asian friends and so she
chose all her friends, that's why.

MJT: So you think she didn't necessarily choose those who were
good at rounders. So i that was you, you'd choose a mix
of people, would you?

Satiwant- Yes, 1 would.

Endip- I'd choose the best ones (School F).

Mrs D is against racism and sexism, but in the first three months of this
year we all sat in rows, boys on one side and girls on the other side.
Miss said she wasn't going to have it and she wanted boys and girls
10 sit in the middle. And we volunteered and it's been like that ever
since. That actually brought us together — we were talking and doing
stuft in groups (Harjinder, School 1.

Friends — Lovalty and Trust

Around Year 9 pupils casily all in and out of friendships. “The person 1 was
going around with, I was ill for a week and a half and by the time 1 got back
<he had gone off with soniebody else’ (Claire, Schoot C). Trust and loyalty are
much sought after qualities in friends, as, to a lesser extent are similar ways of
thinking and interests.

Their being there when you need them, abways there, that's what 1
value most (Glen, School N).

As Amit and Dean, two friends interviewed together in School Nosaid of one
another:

Anut- He will stick by vou even if everyone else s picking on you.
He will say "Don't listen.”

Dean He's someone you can call on to tell your troubles to, some-
one you can talk to who won't go and tell every one else.
someone you can trust.

By contrast, pupils were open and quick to disclose the personal and
social circumistances of their own and other pupils’ lives  In the first group
interview in School F, seven pupils of mixed gender and cthnicity, reported
that two Asian girls in their form had social workers; one was "having a bad
time at home', not being properly ted and cared for; and the other had “cut
someone’s hand with a carving knife. She doesn't like talking about it.” They
knew because she knows she can trust us', but saw no lack of trust or distoy-
alty in telling me, 1 don't think Kiran wouid mind telling you, Marm, we
haven't told no one in school about st
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The same group also disclosed an instance of pupil extortion and injus-
tice, when pupil lovalties were severely strained:

Sukwinder:  Sher Khan, the boy who's left . . lost his walkman but
he made us lot pay for it. We never done it but he
blamed us. So he made me, Parminder and Gurmaniit pay
for it. Gurmanjit had to pay £10. me &5 and Parminder &5

Havley. If he never done it he bashed them, Marm.,

Endip: Even if you tell teacher he still gets on to you and threat-
ens you. He was hard and he had bottle.

Learnmg Together — Responsibility and Tolerance

Asked “What was the most important thing vou learned this year?”, some pupils
made claims like social behaviour” or 'to be responsible and get on with each
other”. Many recognized that peer pressure could change or mislead them,
Some motivated and achieving pupils resented the disruption of others. A few
pupils were learning 10 be self-corrective:

I can be a bit talkative and disruptive, but if T want to I can work
well. . T was just thinking about when the exams come the trouble
they'll be if [ don't work, so [just started to buck up a bit . . . 1 decided
it for myself really. T knew that T was going the wrong way really so
I just changed while T could (Giovanni, School N).

sometimes learning occurs because of omissions by other members of the
group. as when pupils asked their form tutor 1o loan dinner money'.

He's not unfair about lending out dinner money. Because if he hasn't
got enough money he says so. And if people don't bring their money
back the next day when they're supposed to he doesn't lend any more
out ... So the person who hasn't paid back is holding up everyone
else (Christan, School C).

The pupil group itself can offer ovent peer correction. After an episode
when a lighter had been placed near a girl's hair the form wrtor had summoned
the link police officer, who, as the pupils characteristically humorously said,
‘let them off with a light warning'. Nevertheless from this outsider some under-
stood that:

Matthew.  Having a lighter in school is quite a serious matter . if
they did that in the real world they could get had up.

Claire Because if they had a lighter by her hair it could have
gone up
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Rebecca: But it didn't .. it never. ..
Matthew: Rebecca — it doesn’t matter what it didn't do, it's what it
could have done!

Off timetable, out-of-school learning experiences, such as participating in
activities on residentials, can be the most powertul in learning together, as
some of the boys in School N testified. They "learnt more about wachers” and
about their peers in a different way'.

You learnt to work with people easier and you know more about the
people than before . . . 1 saw that some of the lads who act really hard
and things when they are at school they showed that they will help
you it you are in trouble or things while you were there, but they
wouldn't do that if you were in school because there's like other kids
watching them. I learnt to trust people more, which is the main thing
(Alan, School N).

While abseiling pupils learnt from the teacher’s example She was really
scared. But she did it. She went first. If she hadn't done it some of us might
not have done it.” Indeed. Glen had himself been scared and had been ‘amazed’
to find that Stephen, whom he had not thought of as a friend. had helped him
down. In fact he, too, was scared of heights. But Stephen dismissively said, 'l
just talked to him and explained that T knew what his situation was and he was
alright after that.!

An encouraging finding from the rescarch was that pupils in these
multiethnic schools at least accepted and mostly positively liked such an en-
vironment, which they saw as important for getting to know each other as
people with characteristics influenced by ethnicity, culture and race.

Mizan- [ think having different races in the school helps the pupils
to understand about each other's cultures.

MJT: How do they do that, just by being together, or is it things
they learn, like in Humanities?

Mizan- Its being together and also learning from each other.

Mizan had in mind an impressive Muslim visitor to the school who spoke
about Islam. He and three white boys chose to do an RE project on Iskum
‘because they found it interesting' and ‘they were also asking me about ideas”
He thought it was beneficial *hecause if it carries on gomng people will be in
one group and not divided and separated.”

In these multicultural settings a few young peeple had developed a de-
gree of moral and cultural maturity, characterized by tolerance. Though toler-
ance can be too passive a value in such schools, where active intervention is
often required to uphold basic rights and respect for personhood, these young
people demonstrated tolerance founded on first-hand experience, awareness
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and an active will to learn together in commmunity. In holding this value, as it
turned out, their learning in school had been complemented by that from their
parents, 1o ‘stick up for your rights’ (Satwant) and ‘that we are all equal’
(Stephen).

We've all got to live in this world and we've all got to be friends and
neighbours, so we should get along with each other instead of making
racist remarks. You just make other people’s lives a misery (Satwant,
School F).

I think a human being is everybody who lives in this world. T think
we have a responsibility 1o ourselves and anyone else to not make fun
of anybody or put them down because of racism. We're all on the
same planet so let's make use of it . .. (Stephen, School N).

Values — Articulation, Interpretation and Evaluation

Key concepts in making judgments about values statements, putting them into
practice in provision of educational opportunities and experiences, and pupils’
ability to benefit from them in developing their own values are: articulation,
interpretation and evaluation. These permeate consideration of school inspec-
ton and pupils’ reports.

In contradistinction to official school evaluations, this chapter gives the
loudest voice to the pupils themselves. By speaking out about their moral and
cultural experiences they demonstrate their articulacy and perceptiveness, as
well as concern for the quality of their learning environments. Thus they voice
their values. In the face of pupils’ episodic accounts, the sceptical reader may
wonder about objective canons of reliability, validity and generalizability. But
it is more appropriate to consider whether pupils’ narratives have authenticity
in school life and salience for them and their peers. Thus, when pupils see
disclosure in conversations as too personal or risky, they may talk about events
as if they happened to others. The researcher in school over an extended time
can begin to know some pupils, their biographies and behaviours, and has the
opportunity to triangulate observations aud accounts from several sources. As
some pupil reports reveal, episodes and encounters are often far from clear
cut, instead ambiguous, ripe with unexplored levels of interpretation and
meaning. Pupils themselves question situational ambiguity. In evaluating their
moral and cultural development allowance needs o be made for the notorious
judgment-action gap. In common with most adults, pupils in their developing
maturity often demonstrate the difference between expressed values, attitudes
and beliefs and behaviour, between what they say, expect from others and
what they themselves do. They also show that, given opportunities, they can
enter into a self-correcting moral and cuitural learning community'.

In this light, anticulation, interpretation and evaluation of opportunities for
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pupils’ moral and cultural development oftered by schools is no simple task.
Whereas some schools have set out their values statements, these largely re-
main at a level of bland generality and, for the most part, have to be inter-
preted by individual teachers without the benefit of whole-school in-service
training. Disparities of implementation can too easily occur. What clearly counts
as “considerate behaviour, ‘taking responsibility”, *showing respect” in the every-
duy experience of school life? Where are the school portfolios to review levels
of moral and cultural attainment?

Similarly, the criteria for inspection require unpacking for greater specificity,
not least so that schools may have a clearer sense of the basis of evaluation.
The gravest concern with inspection is that quick judgments have to be made
on audio-visual bites of school life — no more than, and quite probably not as
much as, the episodes recounted by pupils in this chapter - by a team who
may not have discussed, in any detail, the criteria for their judgments, or
seriously engaged in attempting to reconcile conflicting perceptions and inter-
pretations. These, in tum, are translated into fairly anodyne but potentially
influential comments (not least for parents) in an OFSTED report. This fails to
do justice to the rich cultural and moral texture of the values interplay of
school life. The Handbook for Inspection warns inspectors against allowing
their own views to ‘colour judgments’ and about conflating culture and reli-
gion, and ethnicity with religious belief (GB OFSTED, 1994b, Part 4:16). Noth-
ing is said about the insidious issues of perspective differences due to social
class and inequalities of power.

There are several potential values tensions inherent in governmental and
school values statements: between the personal and the social; the school, the
family and community; and, perhaps most significantly of all in the school
context, between developing skills of critical inquiry and argument and dispo-
sitions towards fairness, caring and commitment. Can schools and teachers
accept and respond constructively not only to inspectors’ criticisms of provi-
sion, practices and relationships, but also to those voiced by pupils as a result
of the educational process in which they develop independent reasoning skills
and make judgments based on their own emerging beliefs and values? Are
schools two-way learning communities, able to learn from the pupils’ everyday
ethnographic experience and evaluation?

Satwant:  they've got a responsibility to teach and also to help the
children out. That's what it says in the brochures.

Saria: We understand all the children, that's what it says. But they
don't even ask us anything, so how are they going to
understand us?

Acknowledgments

The voices heard in this chapter were those of pupils interviewed in a research
project sponsored by the Economic and Social Rescearch Council "Multculturals

141




ERIC

PAFullToxt Provided by ERIC

Values in Education and Education in Values

antiracist policies: pastoral care/ personal and social education issues’. I should
also like to acknowledge the contribution of Rani Dayaramani who partici-
pated in this research.

References

Great Britain, OFSTED (199400 Spritucd, Moral. Social and Cultieral Developnent.
An OFSTED Discussion Paper, London, OFSTED.

Great Brrrain, OFSTED (199ab) Handbook for the Inspection of Schools, London,
HMSO.

Great Britain, Parliament, House of Commons (1992) Choice and Duersity A New
Framework for Schools, London, HMSO.

GREAT Brimain, Statutes (1988) Education Reform Act 1988, London, HMSO.

GRreAT Britain, Statutes (1992) Education (Schools) Act 1992 Chapter 38, London,
HMSO.

Great Brirain, Statutes (1993) Education Act 1993 Chapter 35, London, HMSNO

Nanonal Cekrictntm Cornent, (19902) The Whole Curriculum Curricrldum Guidance
3. York. NCC

Nattonal Cerricrnem Councit (19900) Education for Citizenship Curricudum Giad-
ance 8, York, NCC

NanonaL Cerrieero s Counein €1993) sritual and Moral Development — A Discussion
Paper. York, NCC

Tavror, ML €1992) ‘Learning fairness through empathy. pupils’ perspectives on putting
pohicy into practice’, in Lewcestir, Moand Taveor, M) (Edsy Ethics, Ethincity and
Fducanon, London, Kogan Page




Chapter 11

Vision, Values and Virtues

Jasper Ungoed-Thomas

ABSTRACT: The focal point of education should he the vision of
a school. Vision most appropriately arises within an established
undenstanding of what is meant by school. Vision needs to be, for
schools, « “high™ word. Authentic vision promotes rvight action and
asprration for the future. It also gives schools a secure and justifi-
able sense of direction. While vision may be shared, it is essen-
ticdly a personal matter The validity of any vision is best
established through discussior: and observation of its effects. The
vision of a school is sustained by national values, and by values
specific to its circumstances. There can be difficulties in identifying
and substantiating these. Ultimately, a vision will ouly be autbhen-
tic where it is integrally related to the practical objectives, or
woods' of schools. These are that students should learn to good
effect about persons: the currictdum, community and citizenship.
The first virtues of these are respect, truth, fuirness and responsihil-
ity. It is these virtues which should be seen as the vision of a
school.

The focal point of education should be the vision of a school. Such a vision
is. in essence, to do with the idea which one may have of a school: an idea
in this sense being, to quote Samuel Coleridge (1830), “that conception of a
thing .. . which is given by the knowledge of its ultimate aim.” So, for example,
T.S. Eliot, in discussing the Idea of a Christian Society, said that his concern
with contemporary society was not “primarily with specific defects, abuses or
injustices but with the question what ~ if any - is the idea of the sodiety in
which we live? To what end is it arranged? (1939:8).

The Idea of a School

Possible ideas of a school, of the end to which it is arranged, are limited by
what is meant by schood. At first sight it might seem reasonable to assume that
we all know what we mean when we talk about a school, and that we all
mean the same thing, However, as the song says, ‘It ain't necessarily so'
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There is a fairly widespread tendency to define school in terms which
reflect individual and particular attitudes towards education, whether explicit
or implicit. For example, Ivan Illich, anxious to attack the whole notion of
school, described it in such a way as to emphasize those compulsory, authori-
tarian aspects of school which he disliked. For him, school was ‘the age-
specific, teacher-related process requiring full time attendance at an obligatory
curriculum’ (1973:32). A school is, self-evidently, not a process. It does not
necessarily, though it does usually, require full-time attendance. And even
today the curriculum is very seldom, if ever, fully obligatory in any type of
school.

Each historical period tends to perceive school in terms of those types of
institution which most characteristically, if not best, reflect what is sometimes
called the Zeitgeist. or the spirit of the age. Thus, for many generations in
England it was usual to understand what a school was by reference to religious
institutions. It was commonly held that, at the very least, a major purpose of
a school was to help scholars become good Christians. To this end teachers,
if male (which they overwhelmingly were), were frequently ordained, much of
the curriculum was concerned with theological matters, and the chapel was a
focal point of school life. Indeed, many schools were almost indistinguishable
in appearance from religious houses, with their places of prayer, cloisters,
dorters or dormitories, closes, kitchens. fraters or dining halls, libraries, lodg-
ings for the head or principal and even wine cellars. Care of souls, or pastoral
care, was in theory if not always in practice, a major preoccupation. And the
school was often subject, formally or otherwise, to ecclesiastic visitation. In
such circumstances it was not always easy to distinguish at first sight a theo-
logical college, a seminary or a novice house from a simple school.

It does not require deep probes or archaeological instincts to discover
strong remaining traces of such views of what a school is. Early religious
educational foundations continue to attract support, as do more recently estab-
lished Anglican, Roman Catholic and Non-Conformist schools. Furthermore,
the existence of schools for those of Jewish, Islamic and other faiths helps
more generally to reinforee the notion that education should be grounded on
theological principles.

Today's culture is not, however, predominantly influenced by religious
thought. More powerful are the philosophies of free markets, industry and
commerce. It is ideas from such sources which now very possibly exert the
greatest intfluence on what we consider a school to be. Although it is seldom
spelled out in such straight-forward terms, not least because the notion might
be less than appealing to many teachers, students and parents, the most char-
acteristic contemporary paradigm of a school is a factory. At its apex is the
senior management team, deploying such techniques as line management and
total quality control, and concerned to compete effectively in the market place.
To this end, budgets are kept and scrutinized by accountants, press othceers
v to ensure a positive public image. and performance indicators are put in
place 1o monitor output variables. Above all. there is concern that the product,
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that is the student, should be delivered effectively and efficiently in accord-
ance with the requirements of the various customers, for example, employers,
government, further and higher education and parents. And it is hardly neces-
sary to emphasize that all this is more than likely 1o take place in a structure
virtually indistinguishable trom one designed for the purposes of light indus-
try: there are the same flat-roofed, anonymous, beige exteriors, the same ad-
ministrative suites and offices, the same multi-purpose internal spaces, the
same utilitarian neglect of civilized amenities and comforts.

Factories, religious instiutions, and indeed any other models for schools
which might come to mind, are in fact simply analogues. As such they can
offer us insights into what schools may do, or what they may be for. They mav
even help us to understand the values which underlie our approaches to
education, individually or as a society. Alternatively, they may, fairly or not, be
open Lo various criticisms. It could be argued that certain characteristics, cru-
cial to the nature of some analagous bodies, are at best wrelevant and at worst
hostile to what schools are about. For example, religious institutions may be
seen as properly concerned with indoctrination, insofar as they are committed
lo certain dogmatic positions; but indoctrination is not justifiable as an aspect
of any educational activity. As for factories, they must be committed to the
delivery of product; but to equate students with products w .uld be dehuman-
izing, and so inimical in principle to the nature of education,

How best, then, can a school be defined? Clearly, it must be described in
its own terms. Inevitably, various approaches could justifiably be suggested.
However, for present purposes, 1 will take it that a school is a particular
institution, in a particular place, that it houses a community of young people
and adults whose shared intention and responsibility, within the context ot
education, is the pursuit and achievement of learning; and that it offers such
learning to students from infancy 1o the point where they leave school, usually
for further or higher education, vocational training, employment or other
occupation,

Vision

The vision, the dea of a school, its good, the end o which it should be
arranged, these then necessarily oceur within the sphere of meaning which we
attach to school. As for the understandings which we can have of the concept
of vision itself, these may vary. Vision can be interpreted as meaning the
ordinary act of seeing; for example, an optician may tell me that the vision in
my left eve is deficient, Tt can also, while referring 1o something perceived
other than by ordinary sight, relate o everyday, material matters. Thus, the
management of a vehicle manufacturing company may announce that it has
a vision of producing so many cars a day, all achieving certain standards of
quality.

Vision, however, has generally tended to be more of svhuat has been called
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a high word. It can call to mind something seen distinctly, vividly in the
imagination, something quite possibly inspiring, perhaps even sublime. Vision
of this sort, though, may also have negative cennotations. It could be taken to
be fanciful, or unrealisdc, or, to use the word in a pejorative sense, mystical.
such vision would be a mirage or an illusion.

For schools vision should be, for the most part, a “high” word with all the
opportunities and dangers which such use implies. The dangers are only too
familiar, It is easy to depict a vision; and not all that difficult to display it in
glowing colours. Many headteachers, at least those with the relevant talents,
do so frequently in brochures, at speech-days and on other occasions as the
chance oceurs. But such visions, unless they arise from personal conviction
and are related to school life in all its diversity, complexity ar 1 sheer intrac-
tability, are more likely to undermine than to support the quality of education.
Vision which is hopelessly distanced from actuality, and so which there is no
realistic hope of successfully pursuing, is liable to breed a sense of failure,
even cynicism; and vision which is relevant but ignored in practice can seem
hypocritical.

Authentic vision is, however, of critical significance for schools. In the first
place, it should help inform and guide the moral development of students.
There is a necessary connection between real vision, as contrasted with fan-
tasy. and moral behaviour. 1f we are to develop fully as persons we can hardly
manage in the absence of a moral vision. As Tris Murdoch has put it, ‘truthful
vision prompits right action’; moreover, ‘'we can only move properly in a world
that we can see, and what must be sought for is vision' (1992:303),

Real vision is as vital to ensunng the quality of education in the psycho-
fogicat as in the moral spheres. Young people, no less than adults, are faced
with personal stresses, family problems, and from tume-to-time, outright tra-
gedies and disasters. Confidence that these may be survived and coped with
can grow where there is belief that a better world an exast, can indeed be
created  As Bettelheim has condluded, drawing on his dinical work with chil-
dren. 'Only hope for the future can sustain us in the adversiies we unavoid-
ably encounter” (1978:4).

So. in education, vision needs o be inteepreted as a high word As such,
it can ofter anideal of what a school should be It should help ta give schools
4 continuing, sccure and permanent sense of what they ought to be doing,
Further, vision should enable schools to respond to socicty’s changing hopes
for the future and consequent expectations of education in the light not only
of the current ideas of theorists, politicians, ecenomists, business people and
others, but also of more lasting considerations Vision should. in fact, provide
schools with a means of looking forward with some assurance, whatever the
vanous and mmedite demands berng made i the name of an unknowable
futwe

Where lugh vision s absent, schools can pay a constderable price: There
15 4 naturad tendency for structure, procedare, management and o forth to be
piven too high a prionty, to degenerate from means into ends  mportant
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though such matters are, they can, if clumsily handled, suffocate spontaneity,
inspiration and delight in schools — the very things which bring teaching and
learning alive, make it of value. Indeed, without a view of the goal of their
aspiration, schools can become dispirited. and allow what they are doing to
deteriorate into a treadmill of routine. It is in such schools that teachers and
students alike appear o lack a sense of either purpose or direction. At worst,
classroom work becomes a bore for all concerned, students misbehave or
simply fail to wrn up, and teachers can become dispirited and obsessed with
discipline.

How does one decide who appropriately might perceive a vision? Vision,
like spirit, is no respecter of precedent, protocol or authority It may come to
anvone, at any time. It is also personal. Of its nature, it appears to individuals.
It is very doubtful if it can truly be perceived by any corporate entity, as such:
at most, it can be seen by persons who are members of such an entity, e
need to be on our guard where it is claimed that an organization or a group,
for example. school management or government has received a vision.

That visions are seen properly by individuals has significant implications.
It 1s identifiable hunian beings, not the spokespersons of associatons, who
observe, explain, communicate, inspire, can be questioned, who are answer-
able Vision described by an institution is anonymous in origin, at best a
mirage designed to offer comfort, at worst a device intended to promote hier-
archical control.

If vision, rightly, remains personal, it will probably although not necessar-
ily. tend to differ from one person to another. Varying experiences, values,
hopes and circumstances are all liable to influence perceptions of what s
desirable. Thus, a young teacher in a suburban independent school may well
have a different viston from that of 4 head-teacher of an inner city comprehen-
sive, while a local Labour councillor is likelv to have a different view from a
member of a Conservative policy unit. Moreover, different visions, once articu-
lated, are liable 1o attract different followings

We could thus e envisaging a scenario, where a thousand Hlowers are
blooming, where some may dash, and where many may be fightng for sur-
vivil on the same ground. One possible response to such a situation would be
to accept 4 counsel of despar and assume that chaos is bound to reign.
Alternatively. one could go to the opposite extreme and, taking a Platonic
stance, argue that vision implies that there is an ideal form of a school, the
retlection of an ultimate Good, which s in the tast analysis the only logically
possible, single and correct notion of what a school should be

However., while it s, T suppose. just conceivable that a kaleidescope of
contrasting visions could enhven our educatonal horizons in perpetuty, or
that « prior reasoning might ultimately estabhsh one true and universally
agreed idea of a school, it s surely reasonable to take o rather different approach
One could plausibly argue that discussion and experiment should help o sor
out the stronger. more tenacious and adaptable. better rooted, more reahistic
views, trom those wineh have tor whatever reason, less durability and worth
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Accordingly, in putting forward the vision of a school, probably the best
approach, and in any case the one I shall adopt, is simply to describe and to
argue for it as best one can. As far as [ am concerned, 1 am more than content
that the worth of a vision should be established through the processes of
rational discourse.

Values

It is values which sustain vision. A school is, essentially, concerned with val-
ues. But from where do these values come: and how does one identify them?
They must surely derive, in the first place, from those held o be important by
society. This is, of course, a widely held view and one which is articulated
trom time-to-time by those concerned with national educational policy, and
more generally by those with an interest in the moral well-being of the coun-
try. When Home Secretary, Kenneth Clarke declared at a press conference
that, "Schools must promulgate the values we as a society want to pass on to
the next generation” (Clarke, 1993).

The values of 4 school also need to include those which are identified by
itsell as being of particular importance to its specific circumstances. Rural,
inner-city and suburban schools, fee-paying and state schools, selective and
comprehensive schools, schools serving mainly single or multi-cthnic commu-
nities, schools with, and those without. religious foundations, all are likely to
hold values particular to their own needs, and so which are likely to differ to
a greater or lesser extent from one school to another. It is as important that
schools, in their aspirations and practices, reflect locally determined values as
that they tike on board those considered to be of national significance al-
though there may well turn out to be a considerable overlap between the twe.

One does not have to look cither hard or long to find various values
identified and discussed which are believed o be important for the whole of
our society, Despite the pluralist nature of the country, it is relatively casy to
find a degree of apparent agreement over what they are. The range of those
which appear to be most frequently mentioned 1s indicated by Isatah Berin in
Two Concepts of Liberty (1969:170) where he talks of liberty, equality, justice,
happiness, security and public order; and by the Archbishop of York, John
Habgood (19871, who has discussed a “cluster of principles around the notion
of human worth', in panicular personal freedom and responsibility, and choice
and solidarity.

Those who speak of national values with education particularly in mind
also tend to cover similar ground, albeit with the sont of distinctive tone which
tends to be heard when people are referring to children. Her Majesty's Inspec-
torate has talked of those values and qualities in pupils which will result in
atitudes charactenistic of a good atizen in a democratic, humane and free
saciety - rehability, initiative, self-discipline and tolerance” (Depanment tor
Fducation and Science, 1985 Para 103), and the chairman of the National
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Curriculum Council. said that he would expect the school his children at-
tended to have a clear vision of the moral values which it and society hold o
be important. These include trust, fairness, politeness, honesty. and considera-
ton to others™ (Puscall, 1992:3).

Individual schools may identify or reveal in various wayvs those values
which, for whatever reason, are of particular concern to themselves. They may
be published in official aims, having been reached by discussion or not: they
may become apparent through the expressed or implicit attitudes of staft; they
may be part and parcel, intentionally or othenwise, of organizational arrange-
ments, teaching methods and curricutum planning.

But how are the values held to be important by society to be identified,
and 1o be adopted by schools? Given the degree of apparent consensus ot
might seem that the easiest and most obvious thing to do would be o draw
up a list which contained those values which appeared 1o enjoy the strongest
nattonal support, and 1o expect or require schools 1o promote them.

Unhappily. such a strmght-forward approach could well lead into various
troublesome entanglements. For a start, what exactly would be the mechanism
by which a view was expressed about those vatues which are held dear by
society and which should be twught in schools? Individual ministerial initiative?
Guidance following widespread consultation with all those interested? A paper
trom the relevant quango? Anyv combination of these? It is possible that no
such approaches would result in harmony or consensus. Moreover, values
chosen i this way nught turn out not to fit easily in every respect with central
educational purposes and activities; and it is possible that schools could resent
being dictated 1o on such matters.

There are also other difficulties of a more fundamental nature. As Isaiah
Bedin has pointed out when discussig values, "We are faced with choces
between ends equally ultimate. and claims equally absolute, the realisation of
some which must inevitablv involve the sacnfice ot others’ (1969:108). This is
clearly a substantial point. How far can hberty and responsibitity, freedom and
equality, choice and solidarity. even honesty and consideration for others be
satistactorily reconciled?

Such questons are of course familiar, not least 1o those with an interest
in theology. or in moral and political philosophy One weli-tried wayv of deal-
ing with them is. not to leave them to stand in isolation but, as John Habgood
(1987 has argued. o place them within a complex. balanced svstem of prin-
ciples. This solution, however, merely lifts a curtain on 2 vista of further
complications. Thus, 1t could be that a collection of vatues identfied as impor-
tant for schools might be enabled to achieve a mutually coherent relationship
through bang rooted within the value systems ot tor example, one or other
ol the Christian theologies, or of other faiths, or of particular political philoso-
phies, or ot groups or movements such as environmentalism, feminism or
anti-racism. which have their own perspectives and cultures  However, within
dhftferent value systems particular values, bath on their own and in relaton
to others. can readily take on varying hues of meaning. attract dissimilar
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emotional charges and be rated as more or less significant. So, equality will
resonate differently in the minds of a free-marketeer and a fetinist; while the
connections between freedom and responsibility are likely to be interpreted in
contrasting fashions by an orthodox Jew and by a Humanist.

Virtues

S0 how, taking account of these various prtalls, can one denufy more pre-
asely those elements which should form the vision of a school?

In the first place, we need to scrutinize our terms. The concept of value
is commonly used in any discussion of the moral purposes of schools. Tt is
conventionally taken 10 mean something which is, in itself, worthy of esteem.
So fur, 1 have tollowed that usage. From now on, however, T will need o be
more specific. 1 intend, therefore, to use the coneept of virtue. Of course, both
historic and contemporary debate surround the notion. Nevertheless, and not
feast for educational discourse, it is of considerable use.

Maclntyre (1983) has proposed a particular approach to interpreting the
meaning of virtue. In its essentials, 1 will follow this. It places due emphasis
on the cultural contexts and social traditions within which notions of virtue
arise and develop. It does not, however, adopt a stance which is either neces-
sarily refativist in moral terms, or which denies the significance and integrity
of the idea of a person. [tis, in fact, a perception of virtue which is consistent
with and supportive of the idea of @ school as T have discussed it

Maclntyre understands virtues as human qualities which must satisty cer-
tain conditions specified at each ot three stages. Any attribute or disposition
which fails to meet all of these conditions cannot be properly called a virtue.

At the first stage, virtues are those qualities necessary to achieve the ends
(together with related standards of excellence) which are intrinsic to and implied
in a very broad range of established, and at least in part co-operative, worth-
while human activities. These acuvities are catled by Maclntyre practices. They
include the maintaining of communites, such as families, sport, agnculture,
architecture, scientific and historical enquiry, art and music, and so on. Edu-
cation would clearly also count as such a practice.

At the sccond stage, virtues are those qualities necessary 1o sustain us in
our personal search for the good. At the least, the ends here envisaged would
not preclude humanist, rationalist or theological ideas of ultimate value. At the
third stage virtues are qualites, whether exhibited in collaborative endeavour
or personal quest, which are dependent for their vitality upon a particular
condition. This is that any worthwhile human goals - which, of course, virtues
are involved in attempting to Ychieve = ‘can only be elaborated and possessed
within an ongoing sodial tradition” (1985:273).

Ve hitve now established the criteria of the concept of virtue Next, bear-
ing in mind that in Maclntyre's terminology education may be called a practice,
we can sk what should be the chief practical objectives of education Onee
we have established this, we can go on to denuly the related virtues,
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Education in schools should be concerned with certain major goals. It
should intend o ensure that students learn, and fearn 1o good effect, abouwt
persons, the curriculum, community and citizenship. Schools should be con-
cerned with persons. Much of the curriculum necessarily ought to deal with a
study of the nature of human beings, for example. in the humanities. English,
some sciences, and courses or topics dealing with personal and social educa-
tion. Equally importantly, schools must be concerned with persons as learners,
as students, as leavers or graduates, as teachers and other members of statt, as
parents, as governors, and so forth.

Schools obviously have to be concemned with the curniculum, - that s,
knowledge and understanding, together with the related attitudes and skills, of
the particular disciplines of which a given course of study is an articulation.
The immeduate and main focus of any school’s activities ought to be the
curriculuin,

Schools have no choice but to be concerned with community. It is within
this context that teaching and learning occur Without conumunity there could
be no school. schools should be concerned to enable students to participate
effectively and constructively as members of the communtties to which thev
belong now, and to which they may in the future belong. And schools should
be concerned with citizenship. This may be seen as membership of that com-
munity which is identified as the state. Education has 1o prepare students for
the political, legal, economic and moral aspects of life as a citizen.

I is generally taken for granted that these practical educational goals have
moral features, and that therefore ethical procedures must be followed., if they
are 1o be achieved. But this is not necessarily so. The educational objectives
identified can be seen as value tree, or more specifically as not incorporating
or predicating the practice of any, or any particular, values.

Learning about persons can leave open the guestion as to how they
should be perceived. for example with respect, or at worst as beings to be
disregarded, manipulated or used for one's own or some other purpose. Learn-
ing about the curriculum does not, of itself, imply that knowledge should be
offered wathin a particular interpretative framework, or that it should be jus-
tified with regard to any given criteria or authority. Learning about community
and citizenship does not have to require that the student should value these
ideas as such. The practical objectuves of school need to be morally supported.
If they are not. they will be eroded. A school would be destined 1o fail if n
regarded with inditference or contemipt persons, evidence, community and
citizenship.

Sa, from where can this moral support come? In general terma, it should
anise from the ethos of a school, tselt influenced by the nawre of education
as o moral activity. But this, while necessary, is not sufficient. Each practical
objective hus a rehued first virtue I the practical ends of schools are 1o be
achieved, they must be supported by knowledge and practice of the relevant
virtues

We are now able to enguire what are the first virtues of education” The
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answer, given the way the argument has developed so far, must be that they
are those qualities which will help all concerned, whatever their particular
roles, 10 engage positively, creatively and productively with the fundamental
concerns of schools, In other words, in Maclntyre's terms, the key virtues are
those qualities necessary to achieving the essential good or goods of education.

With persons, the first virtue has variously been described as care, con-
cern, charity, love, respect. Of these closely related notions that which prob-
ably fits best m the world of education 1s respect. The teaching of respect for
others is not only one of education's more important objectives, but in its
absence titde, if any, real learning can take place. The first virtue in relation to
the curricutum is truth: and to community is fairness. As John Rawls has put
i,

Justice is the first virtue of social institutions, as truth is of systems of
thought. A theory however clegant and economical must be rejected
or revised il untrue; likewise laws and institutions no matter how
efficient and well-arranged must be reformed or abolished if they are
unjust (1972:3).

Finally. it would be hard to show thit responsibility was not a first virtue
in relation to citizenship. A citizen has various rights and duties in relation to
other citizens, and to the state. If these are ignored, or not exercized respons-
ihly. then the structures and relationships of the society in which the citizen
tives will, no doubt only gradually, but nevertheless inevitably, begin to erode.

Accordingly, the possibilities both of maintaining stability and of constructively
promoting change, will diminish. In the kst analysis, an irresponsible citizen
nmikes nonsense of the idea of citizenship.

However, if these virtues are to have real substance for schools, further
conditions must be met. First, the first virtues should be leamed. taught and
developed with reference to cultural traditions which provide them with meuan-
ing. context and history, If considered in isolation virtues degenerate into
disregarded labels, the origin and purpose of which are only recalled partially,
if at all. Second, the first virtues should be interpreted and understood in such
a way that they can help individuals, and in particular students, in the search
for their own personal ideal of the good life. Virtues would have little strength
if allowed to remain ethereally detached from the contingencies, anxieties and
aspirations of duily existence.

Third. the very nature of the first virtues requires that there should be no
attempt 1o impose them, but that students should be encouraged themselves
to evaluate the worth of the virtues in theory and in practice. Virtues may be
pereeived, not only as means, but also as ends. Thu,  cach of the key virtues
<hould be seen both as helping in the achievement given practical objec-
uves, and as being of educational worth in themselv s Accordingly. students
should be encouraged, as an integral part of their education, to develop the
key virtues in all their activities, throughout their school lives,
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Further, the virtues should also be seen as having relevance to existence
more widely, and as being generally applicable: which is to say, that it should
nake equally good sense to observe them in the varying circumstances of
private and of public life. and of those often tricky areas where they overlap.
Students need to learn strong virtues which can hold good, and can support
them throughout their lives, in whatever they may be doing, and wherever
they may be doing it. Of course, students will need to realize that such virtues
cannot be practised simplistically, and that thought and care are necessary if
they are to result in appropriate behaviour in different situations. However, it
is 2 major responsibility of schools to make sure that this is something which
students know and understand.

To conclude: the goods of education can be, and often are, understood
in mainly pragmatic terms. However, they cannot be erjoyed or secured where
the related virtues are ignored. Equally, those same virtues ought to be seen
as being worthwhile in themiselves, Schools, therefore, should be concerned
with the teaching of virtues for their own sake, as well as for the educational
results their exercise can bring. The knowledge and practice of the first virtues
are absolutely essential for the successtul conduct of education.

Respect for persons, truth, fairness and responsibility are then the educa-
tionally necessary first virtues. It is these which should represent the vision of
a school. Of course, there are other virtues, which individual schools might
hold. These. however, assuming they were educationally justifiable, would
necessarily be cither supportive of or related to the key virtues. Thus, schools
might refer to the virtues of co-operation. of discipline, of tolerance, of hard
work, of compassion, of honesty, and <o on. However, it is the kev virtues
which should sustain and guide every school. It is the vision of them which
should illuminate and sustain the studies, relationships, organization and so-
cial attitudes of a school: and which should receive the support of society.
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Chapter 12

School Mission Statements and
Parental Perceptions

Q

Andrew Marfleet

ABSTRACT: With the legal requirement for schools to declare their
vedies in thewr prospectus, there bas been an upstige in school
mission statements. Denominational schools bave been given ample
help i the task of constructing such statements, though common
schools are now feeling their oun way in the process: their stale-
ments of official values are begionng to reflect the ifluence of
markel forces in education. Parents choosing schools may well
look at statements in prospectuses and other policy documents, but
they are sudyed by many other factors, too. Socuil, ethnic and
religious backgrounds make a difference, and it is probable that
niore parents are taking the school’s perceived ethos and what they
know of its academic performance into account. But it still too
soon o sdy bow influential official statements are in the process of
parental choices or indeed whether the statements are d reliable
guide to what happens n schools

Choice and Diversity

Parents in England, it seems, have “a right to know'. They are told in the
Parent's Charter that "every school must publish a prospectus every year which
describes its achievements and what it has to offer” (Department for Education,
1994a.7). It must contain statistics on the performance, attendance and desti-
nations of pupils, but more than this: prospectuses also explain ‘the aims and
values of the school and its approach to teaching’ and how schools "provide
moral and spiritual guidance for their pupils™ Gbrd ).

The right to a free prospectus was established in 1980; what is new is that
it must contain a statement on values and ethos. The prospectus is also now
the direct responsibility of the school governing body. The Regulations (Great
Britain, Regulations, 1993) und Circulars (Department for Education, 19934,
1993h; 1993¢) that gave effect to this were a direct result of promises made to
the House of Lords in 1992 As 1 describe elsewhere (Marfleet, 1995), these
regulations, hke the amendments to the 1992 Act, that require inspectors from
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the Office for Standards in Education (OFSTEI)) to report on ‘the spiritual,
moral, social and cultural development of pupils’ (Great Britain, Statutes, 1992),
were not initially part of Government policy. Those who drafted the amend-
ments and the bishops and peers from all sides of the House who spoke up
for them were more concerned about allowing a genuine pluralism in school
vatues to flourish than with encouraging rraditional values or a return to
basics. There is evidence that the pressures that were put on the Government
in the Upper Chamber came as a result of lobbying from those who hoped 1o
see, eventually, new Christian or Muslim schools with — if possible — public
funding. Whether Baroness Blatch's concessions to the proposers of the amend-
ments were because the Government saw the wisdom of the argument or
because time was running out before the dissolution of Parliament that pre-
ceded the 1992 election we will probably never know.

It is unlikely that the ‘diversity” that John Patten was fond of referring to
during his two years as Secretary of State for Education was intended to in-
clude diversity of values. Centainly, the 1993 discussion paper that the National
Curriculum Council produced talks of absolute values, with limited conces-
sions to different ways of thinking about belicfs and ethics. More recent pro-
nouncements on Religious Education and Collective Worship. including Circular
1794 (Department for Education, 1994b), seem to reflect a desire for uniformity
under a broadly Christian™ position.

Mission Statements: Origins and Ideas

This broadly Christian utitormuty can, of course, be traced back to the 1944
Act (Great Britain, Statutes, 19-+4), which gave both an official value base for
all schoots and a recognition that denominationat schools would have a dis-
tinctive ethos. This distinctiveness has meant that the Church schools, in par-
ticular, were in the business of pronouncing on their values well before 1992,
Even if it emerged only as an aspect of the school's admission policy, the
prospectus of a typical Aided (ie. state-funded denominational) school would
point towards a commument to certain beliefs and attitudes.

One can trace, oo, another, more recent development that has played its
part in the current demand for statements of values. During the 1980s, mission
statements and vision statements emerged as key features in the world of
business and industry, drawing particularly on the work of Deming, the mind
behind the Japanese quality revolution (see, for example, Covey, 1989). Total
Quality Management (TQM) had become an over-riding concept in industry
well before local management of schools became the norm in educational
provision. It was inevitable that educational management would learn from
the Quality Movement in industry, following the Deming principles that any
organization needed a very clear statement of purpose and that poor manage-
ment processes rather than people prevented good quality. Covey argues for
the concept of principle-centred leaderstip, showing that the designers of
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processes incorporate their values or principles into them, making it essential
to understand the values as well as the Oission of an organization in order 1o
improve each aspect of it.

The Quality Movement has been international, and surveys suggest that its
ideas have been adopted by most of the world's successful companies. Na-
tional quality awards have sprung up on both sides of the Adantic; Govern-
ment departments in Britain have vied with each other in promoting awards
and standards, a process accelerated by John Major's Citizen's Charter. In Britain,
as originally in the USA, it is being claimed that quality principles can be made
to work in schools. Avon Training and Enterprise Council (TEC), for example,
was involved in this well before 1992, helping schools and colleges to under-
take an examination of their principles. The typical process begins with a
strategic review in which all the stake-holders brainstorm vision, mission and
values. They use the resultant information to guide them to the activities and
processes which are critical to their success — avoiding mere rhetoric.

There is evidence that both the Department for Education and OFSTED
have been aware of these approaches. 1 mention it here because it is crucial
in any understanding of the nature of official values in schools o trace the
genesis of the current quest for values statements. The fact that clear state-
ments about schools’ values and ethos are now required by law is by no
means the whole story.

It is not insignificant, however, that schools were being offered help with
the process of drawing up such statements well before they were legally obliged
to have them. [n some cases, as we have seen, the local TEC may have been
involved, and help has been offered by religious groups, who have been used
to thinking about viston, mission and values for quite some time.

The Revalues Project Four Five, directed by Veronica Williams (1991), is
an example of this, although the production of mission statements was not one
of the original aims. The project began in April 1988 with the task of exploring
and developing the teaching of beliefs and values in secondary education.
One of the original aims was "to help teachers . . . to articulate the content of
the INSET they require’ (p. D), and the findings showed some interesting ways
in which this could be done. Reflection, analysis and commitment were re-
quired from teachers, resulting n INSET that helped them "to go through the
process of examining their own values and beliefs in relation 1o specific
issucs . by g series of group exercises involving the value-mapping tech-
mque’ and ‘to work out a Charter of Values (p. 13),

Paper Two of the resource pack that was subsequently published was
about how to produce a Charter of Values This is defined as o document
expressing those things which a school considers of greatest worth’, contain-
ing "agreed statements which have been reached through a process comprising
of dialogue, evaluation and the disclosure of hidden assumptions.” Everybody
involved with the school should be involved in the process of developing it,
from the Chair of Governors to the youngest child (Williams, 1990:2-3).

Although the report on the project reiterates that an education in vahues

]
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and beliefs is not provided by one or two isolated areas of the curriculum but
by the total ethos and style of the school’ and states that ‘the project has
encouraged schools 1© go through the process of examining their value sys-
tems and to develop a charter’ (Williams, 1991:10), it concedes that the take-
up might not have been very great even amongst the schools involved in the
project. The report concedes that the whole project ‘was easier to develop in
schools where Religious Education was not recognised as being a low status
subject’, but "unfortunately in many schools this was not the case’ (p. 4). Even
the whole school INSET that might have led 1o the process of drawing up a
charter was only possible ‘i some schools’, mainly smaller schools. In many
schools, it seems, staff were reluctant to work with colleagues from other
departments and found it difficult to reach agreement over a Charter of Values'
(p. 71

Who knows whether these schools, with others, will have had more in-
clination to look at their values since the 1993 Regulations appeared? The
mutterials produced by the Revalues Project deserved wider use, though it was
predictable that they would be more dikely to be used in schools where the
Head was enthusiastic about them The Christian Education Movement (CEM)
which managed the Revalues Project is in touch mainly with RE teachers, and
not all of them, RE teachers are often lone voices in their schools.

Cettholic Schools

However, a very different picture <an be seen in the case of schools where the
mportance of values has been stressed at the highest levels, In the Roman
Cathotic schools in England and Wales, clear statements of values have pro-
liferated in the past two or three years, following an important document from
their Bishops™ Conference in 1987, reissued in 1990 in a revised form. In its
introduction, the document argues tor ‘the need to produce Mission State-
ments, to clarify aims and objectives, and . . . for policy statements of all kinds'
(Bishops' Confeience of England and Wales, 1990:1).

The need for distinctiveness has no doubt galvanized both the Catholie
hicrarchy and therr Aided schools into action, leaving other schools on the
starting blocks. The Bishops' Conference followed up therr philosophical state-
ments with a series of very practical materials. The first pack, Developing a
Mission Statement €1990), set the pattern. As well as notes on why a mission
statement is essential, there were carefully developed materials o help indi-
vidual schools set up the process. This pattern was followed in the subsequent
packs of materials that emerged: Devcloping Objectives and Tasks using RKey
Result Areas and Performance Indicators (1999), Evaluation, Staff Develop-
ment and Review (1991 and The Mission Statement into Action (1993). The
materials go on to help schools organize a process for auditing what they are
doing, as well as having clear aims and objectives, they are both extremely
practieal and unreservedly Christian
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Unlike the CEM materials, the Catholic development materials have been
used extensively, being regarded as an obligatory part of INSET from their
inception, and leading to mission statements that demonstrate the le el of their
commitment to Christian values. A typical example comes from on  Harticular
Catholic High School: after a brief summary statement, five areas of commit-
ment are listed, cach being followed by up 1o nine action points. The summary
statement sets the tone: the school “seeks 1o be a living Christian community
in which effective learning takes place. By recognising Jesus Christ in cach one
of us we aim to develop fully the unique talents of each pupil”

Other Catholic schools have produced similar documents, but it is impor-
tant 1o note that although they have had access to the same INSET materials,
they have not been given off-"he-peg mission statements. Individual owner-
ship is essential for each school: as the various stakeholders — staff, parents
and pupils as well as headieacher and governors - all have their input into the
statement of official values, they are drawing together as a community as well
as drawing up a document.

While noting the kind of variations that reflect local circumstances, one is
obliged. however, to admit that the mission statements of Catholic schools do
not vary significantly, and perhaps this is to be expected. Within a typical RC
Aided school, one would expect 1o find broadly similar values held by staff
who are appointed because they are sympathetic with the school's ethos, by
pupils from at least nominally Christian families, and by governors whose very
motivation for serving is their commitment to the faith,

Church of England Schools

Anghican schools have been a year or two behind their Catholic counterparts,
but they oo are probably well ahead of the non-church schools in drawing up
missior: statements. Tt is generally recognized that the ethos of a rural Aided
school, which is often de facto the neighbourhood school, will differ from that
of an Aided school in a town where real choice can be exercised. Even where
the rural church schoo! has staff who are totally committed Christians, they
tend to be aware that the fanulies they serve come from a variety of back-
grounds, and respect that diversity. On the other hand, rural schools are rarely
multi-cthnic, it 15 a paradox that there are Aided schools in inner cities with 2
strong cethnic mix, and even maorities of children from, say, Muslim homes,
in some cases The mpheanions of this are noted in Gav ef al (1991330 Ttas
probably fair 1o to say that, in general, Anglican schools exhibit much more
religious diversity than do Catholic schools. To set up a process for the mtro-
duction of mission stitements has, therefore, been a more complex issue.
Nevertheless, by carly 1992, dioceses had access to materials to help them
in this tisk, thanks to a working groun drawn from the National Society. the
Culham Institute and the Southwark diocese: The materials were trialed in five
dioceses 1 different parts of England In the sitroduction to the Anghean pack,
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the authors argue that church schools must ‘justify their existence and suppont
from local panishes and communities’ by showing ‘that their day-to-day life
reflects their Christian foundation and purposes’ (Louden and Urwin, 1992).
Hence the need for a mission statement. Interestingly, it is acknowledged that
some schools might witnt to use a different term to describe a statement of
their values and purposes — although the term is 'widely used in business and
in public and voluntary services', it could be “open to misrepresentation’, for
instance implying ‘that a school is setting out to evangelise its pupils’ Cibied.)
The Catholics have no such qualims: in Evaluating the Distinctive Natire of a
Cuatholic School, itis stated that although the primary role of the school s 1o
vdudate, "evangelisation and. or catechesis” will be taking place as cach mem-
ber of the school community, teacher and pupil, “is ready for it'. It will depend
on ‘the school's faithfulness to the Catholic vision as o community, not in terms
of thrusting it upon one another, but rather in the sensitive appropriateness of
interrelations between school member and school member (Bishops' Confer-
vnce of England and Wales, 1990.A-2).

schools are invited to work through the Anglican pack on their own,
though outside help is recommended - indeed Diocesan Education Otficers
have been kept busy serviaing chureh schools in this way. Governors as well
as staff are 1o be drawn in, shared ownership is stressed. After considering the
general purpose of church schools, cach school, whether aided, controlled or
spedial agreement, s then anvited 1o set out its own purposes in its own
unique sttuation” Situations are bound to vary, so ‘no single mission stitement
could ever apply o all the Church's schools © The introduction to the pack
emphisizes the need 1o focus on schoy purposes morelation o Chistian
beliets and principles and links with local churches and parishes” The pro-
gramme is also iniended o move from “general emphases’ to Cpractical areas
of school lite” ttouden and Urwin, 1992). Data collected in the Diocese of St
Edmundsbury and Ipswich show a strong pr sterence for references to Chris-
tan values, RE and worship, but noenthusiasm for ngid disaphine or ather
features designed toattract parents.

Cotnty Schools

Chuich schools, it would appear, have had ample help in drawing up official
statements of their values, County G ¢ non-denominational) schools have been
left to their own devices, by and large, thouglh one must acknowledge the role
that individual Heads, senior management teams and governors have played
i particular schools In some local authorities, advisers have prompted activity
i thes area, and not only where OFSTED inspections loom on the horizon
There are courses available, often run by independent consaltants, on produc-
1N mission statements Some county schools, however, have worthed out state-
ments of thar values trom seratch, wath ttle input from: outside

My awnoresearchiinto schiool vadues tsee Matleet, 19950 wlhich fras een
hased on case studies, bas involved significant discussion wath Hleads, semor

1on
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managers, governors, parents and pupils on their perceptions of the schools
with which they are involved. However, it may be too eatly yet to measure
how far parental choice of schools is being influenced by official statements
of values. More research is needed in this area, though Knight (1992) has made
a start.

Nevertheless, schools are taking the production of their prospectus, in-
cluding a mission statement, much more seriously. The example of one county
primary school that T have studied illustrates a growing trend. It recently pro-
duced a glossy brochure and a separate flyer as part of its marketing strategy
A few years ago, the school was content with a traditional prospectus, typed
and duplicated in-house. The advent of local management, however, seems to
have focused the minds of senior staff and governors. The school saw itself
losing out financially if children were sent to other local schools either because
of the supposed superiority of the other schools or because of ignorance of the
existence or location of this school. A working group of governors was set up
1o produce the new prospectus, a process that involved interviewing possible
designers and publishers as well as collating material from difierent members
of the school community. A central feature is the statement of values — a series
of bullet points Cwhat we believe in) in the flyer, and a more narrative ap-
proach, in the form of a letter by the Headteacher, in the main prospectus. The
initiative for this came from discussions between the Head and the Chair of
Governors, leading to a meenng between all saff and governors to discuss
values. Lists were drawn up and refined, though the process was not without
fricon. Tolerance was rejected as a value (who wants to be merely rolerated?)
in tavour of respect and kindress. The role of the community was acknowl-
vdged - an aspect of which the governors were more aware than the saff. But
all involved appear 1o have been happy wita the product, which might not
seem very onginl, as listed below, but involved some very usetul thinking by
statf and governors

e Qur school recogmses the partnership between hosice and school. We
want to work together with vou, as parents, 1o ens . 2 that your child
s happy and successtul

e We value your child as an mdividual and we recognise therr abilities
and qualities. We do our best to develop these, and provide for all
children’s needs

e We value faimess. kindness and 4 hammomious atmosphere i our
schiool communty

e We encourage vour child to celebrate ther own achievements and
those of others

e W expect vour child to develop pride in themselves, then schoal and
A respedt for those around them This indudes selt-disaphne coupled
with a growing sense of responsibility

o W et hgh standards modl that we attempt and expeat vour chald 1o
work towards these
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These points are followed by a statement about the importance of links
with the community, industry and the business world. *We are especially in-
terested in our role in the local community and continue 1o use opportunities
to develop this.” References 1o links with local churches are not included,
though a curate (a co-opted govemnorn) and several other Christians in the
community now go into the school to help with the occasional assembly.
Under Curricular Aims, it is stated that ‘the Christian faith forms the basis of our
Religious Education, exploring the teaching of Jesus Christ and the effects this
has on our own lives', and that sex education "is taught within the context of
a moral framework reflecting family values 1in our society .

Parental Chow e

1U1s noteworthy that a county school should stress aspects ke these, when
many parents would mention them as reasons tor choosing ¢ church school.
For many parents, the evidence they want in choosing a school for their
children will not be derived from a prospectus alone: they will find out by
other means, oo, what a school actually does. This has emerged in my inter-
views with parents who have chosen denominational schools.

A parent who had chosen a Catholic High School told me her story. She
and her family attended a large Baptist Church in the town, and had chosen
the Cathohie High School tor their duughter after she had lett a Church of
England Axded Primary. Their sons, ten or twelve years earlier, had had no
choice and had gone to the neighbourhood County High. The fact that the
Catholie High School had changed its policy, to admit children from non-
Catholic families, where a real commitment o another chureh could be dem-
onstrated, had encouraged them o apply there tor their daughter, as in fact
others at their church had done. They had looked into how far the Roman
church was instigated or impressed upon the children, but in fact it seemed to
take a very low profile the school seemed to be Christian, with Christian
values, rather than yust Catholic The only obvious signs of the Jatter were the
crucifixes around the school. Pupils were expected to attend ass, but non-
Catholics could go up for a blessing. In almost every respect, the school was,
for their family too, an extension of the work of home and church. Their home
had @ strongly evangelical ethos, but this was echoed at the schood, she telt,
where a significant minority of the stafl were evangelical Protestants, who met
with their Catholic colleagues for prayer and took a full part in school life This
wis confirmed by my own vists to the school, where 1 saw Anglican staff
leading worship and was told by several people about the varied Christian
input. The Head and senior staft admitted, too, that the change in admissions
pohay had meant that the large group of non-Catholic pupils there tended to
come from very committed Christian famiilies, as they needed to demonstrate
strong church alleguance 10 get a0 place the schioodl was heavily over-
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subscribed. Paradoxically, the Catholic children could be fairly nominal in
their commitment. The impact of this on the schiool ethos was fairly noticeable.

Reasons given to me for choosing Roman Catholic or Church of England
Aided schools do not seem o differ much from each other. A father who had
chosen a Church of England Aided school, rather than the nearest County
Primary school, told me why he had wanted this school for his son - *so that
he would grow up in an environment where Christian values, beliefs were the
norm, presented by people who believed them rather than being part of
Government policy (*vou will teach this™y. He wanted teachers who were
committed to what they taught, and a Christian influence for his son ‘from day
one’. This paricular school had impressed him; it had a family aunosphere,
with older children taking special care of the vounger ones. The school had
close links with the parish church, though ministers from various local churches
came 1n 1o help with assemblies. More than the other two Church of England
schools in the town, it drew its pupils from the immediate neighbourhood, so
there was considerable continuity between church life and school life The
other two schools were in less residential pants of the town, and families
brought their chuldien in, then peographical centrabty kept them on a pedes-
tal, and they were popular, too, tor slightly different reasons.

It iv cdifficult to generalize from individual case studies, but the stories |
have been told are illuminating Most of the parents T have spoken to have
chosen the nearest primary school for their children, especially where denonn-
national schools are not avislable. Some express concerns about the schools
they have chosen - ahout the need for more disapline, or reading schemes,
or tin the case of some Christian families) more appropriate RE teaching But
only a small minonty would appear 1o dhoose a more distant school, apan
trom those with the resources o buy private education. Most | rents are not
prepared for the inconvenience of tihig then childien turther aticld 1 have
detected a greater willingness to move in urban areas, where a number of
secondary schools lie within a reascnable distance = somenmes cohorts of
primary school leavers split into several groups

What does this have to sav about parental chowe? You can sav which
school vou would prefer vour chukd 1o go 1o savs the Parents Charter Your
chonce s wider as a result of recent dhanges” (Depanment for Education,
19942 9 But how is parental chowee actually exercised? West constders much
of the evidence from recent research, though she acknowledges that the findings
tespeatally at the secondany stage) vary somewhat “This is not surprising’. she
states. as the studies ditered considerably in both then approa Bomd meth-
ods CWest 1994 119 What consensus there s confirms that the proxinme of
the s chool or ats locatton and performance issues fevanination rosults of aca-
demic record) we unportant Lactors Good discipline still matters for some
parents How much the chtld wants to go to the school influences many it the
child's friends are gomng there. alternatives could well be riuled out West potes
some marked and interestimg ditferences between parents with different <o
cralethme and relgnous backgrounds” at the secondany stage. but suggtests o

10r3

16<




Q

IERIC]

PAFullToxt Provided by ERIC

Values in Education and Education in Values

that it is possible that parents are now focusing more on performance issues
— school examination results — and performance-related issues - a pleasant
atmosphere or ethos — than they were in the past (1994:119),

Pareats do not only have prospectuses to go on. Policy documents now
appear in schools on a host of value-related topics: on behaviour and disci-
piine, on multicultural education and on equality of opportunity, for example.
Inspectors take particular note of such documents, it might be added. It is
interesting to observe that the policy documents are beginning to be informed
by the explicitly stated values of the school: the head of a primary school
recently told me that the teacher redrafting the behaviour policy had gone
back 1o the school's mission statement for guidance. Itis possible to be unduly
cynical about statements of official school values, seeing them as bearing no
resemblance to actual practice. They are, of course, a reflection of ideals, but
if the ideals are those agreed by all the stakeholders in a community, they
stand more chance of being followed than if imposed from the top. QFSTED
inspections will no doubt draw attention to disparities between what they
read, what they are told and what they observe.

Before leaving the topic, we must consider families from minority groups
and what they expect from schools. This is a vast area, that cannot be dealt
with adequately here, though it would not be unfair to say that some minority
groups are less than happy with the choice of schools available. Criticisms by
the Islanie Academy (1993:2) are perhaps typical.

The Muslim community with its wide diversity and different hife experi-
ences has, on the whole, not found the British educational and political
establishment very receptive 1o its aspiration and ideals,

Many Muslims are pressing for their own voluntany aided schools, though it is
aiso interesting that many preter the ethos ot Chnstian-Aided schools 1o that
of the more secular common schools. Gay e ¢l (1991:3) cite six Church of
England schools in London where over half the pupils come from Muslim
fanmuhies, but it must be acknowledged that most of these schools are in Tower
Hamlets, where there is a dearth of school places and therefore litle real
chonee Whats clear, however, s that both Mushms and other faith groups are
uncasy about liberal attitudes o issues like sex education in the common
schools (¢f. Thomson, 1993). Many Chnstians would probably agree with them,
which is a factor in the continuing demand for denominational schools in most
dreds.

Where is it All Leading?
Fhave tried to show in this chapter why and how official statements of schoal

values have had a higher profile in recent years, and have tried 1o relate this
1o parental expectations of schools. The desire for greater parental choice
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might teature in the minds of some politicians, but the present Government
cannot claim credit for inventing the mission statement. Indeed, the movement
towards the production of such statements was already underway in the church
schools at the start of the present decade; it can hardly have been driven by
market torces, as many of the schools that were first in the field seemed to be
already over-subscribed. Subsequent legistation may have quickened the pace
and spread the process to other schools, but who is to say that this would not
have happened anvway in due course? It would be interesting to investigate
whether schools have tound the process of drawing up a statement is of value
to them as a community, whatever the value of the product in terms of “selling
the school”. For me, questions will remain, Is the finished statement a fair
reflection of the school's ethos, summarizing what the school stands for, or is
it intended to be an aspiration, an ideal towards which the school is moving?
Do parents, to the extent that they are concerned about school values, base
their thinking on what they know about a school? Or are they, on the whole,
satisfied that most schools are probably doing a good job? The minority who
want more evidence may well look at school policy documents and mission
statements, but they will cast their nets wider, one hopes, than on what they
read in 2 school prospectus
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Chapter 13

Planning for Values Education in the
School Curriculum

Janet Edwards

ABSTRACT:  Drawing upon the anthors experience as «a second-
ary school teacher and manager, this chapter first considers some
of the whole school ssues concerned with values and goes on 1o
discuss the wdys in which values education comes into the cur-
ricedum,. Modes of delivering calues education in the curricudum
through PSE and RE are considered and examples are offered of
ways in which values find their place in the statutory subjects.
Finally, there are sections on teaching and learning styles and on
professional development and resources

Values lie w the heart of the school's vision of itself as a
community” (National Curriculum Council, 1992).

Values permeate all educational activity” (Scottish: Curriculum
Council, 1991,

In the years of my teaching career in comprehensive schools during the 19705
and 80s there was a groundswell of commitment to ideas of pastoral care,
counselling, active learning methods and the iniportance of the values dimen-
sion in cducation Personal and Social Education (PSE) was in its infancy.
Courses, often not examined, in Social Education, Personal Relationships, Child
Development. Health Educanon and Community Service emerged to Bl a per-
ceived gap in the education of teenagers, and optional courses as well as core
modules for all students became established in a significant proportion of
schools. PSE may have been something of a rag-bag of curricular areas but the
methods used and aims for it we felt were central to the purpose of schooling
There was vey little support trom outside the school and few resources were
avallable. We innovated anl shared our ideas with other teachers. Academics
writing on these aspects of education helped some of us to develop our think-
ing constructively.

Significant iy thinking was the pebhication, i 1984, of Hargreaves'
report tor WWEAD Improcimg Sccondane Schools Induded in the aspeats of
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achievement was a category (Achievement Aspect 1V) which included moti-
vation and commitment; the willingness to accept failure without destructive
consequences; the readiness to persevere; the self-confidence to fearn in spite
of the difficulty of the task’. The report stressed the importance given to PSE
in many schools and noted the diversity of practice as a result of the bottom-
up way in which the innovation had taken place. Pring (1984) ercouraged us
to think hard about the aims and content of PSE courses and to be rigorous
in eviuation and planning. Documents from HMI such as those in the Cur-
rniculum Matters senes gave support. They provided descriptions of good prac-
nee and policy guidelines in a practical format,

In the 1990s the National Curniculunmy Council (NCC), albeit in an unco-
ordinated and bolt-on manner, spoke of the importance of breadth and balance
mn the whole curriculum, reminded schools that the whole curriculum is broader
than the core and foundation subjects and RE, named cross-curricular themes,
and gave the responsibility to schools to decide how the timetable should be
planned and what resources and teaching methods should be used.

In a secuon entitled Atitades and Values in a NCC working document
which was not widely circulated (NCCL1992), there was formal recognition of
the intention that the themes should

provide opportunmities to promote the following atitudes and values.
¢ respect for evidence and rational argument;
¢ respect for different ways ot lite, beliefs, opinion and the le-
gitimate interests of others;
regard for equal opportumties meduding the challenging of
stereotypes and an active concern for human rights;
respect for non-violent ways of resolving conflict;
concern tor quahty and exccellence,
viluing onaself and others;
constructive interest in community affirs,
independence of thought,
tolerance and openmindedness,
consideration tor others,
flexability and adapubiliny o change,
enterprising, persistent approach to tasks and challenges,
determination to succeed:

self-respect, self-confidence and self-disciphne;
sense of responsibility for personal and collecuve action

But the emphasis i recent years on back to hasics, league tables, vodational
quahficavons and intormanon technology has meant that the non-statatory
parts of the Nanonal Carriculum have been neglected in many institutions. The
cross-curnicular themes are in danger of being seen as an additional burden for
the hard-pressed busy teacher
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Whole School Planning for Vatues Education

Many dilemmas still exist in whole school planning. Some of these are ex-
plored by West:

The fact is there is no moral consensus and convention based on «
publicly recognised religion which cun be unproblematically invoked
tor all children: it 1s like trving to put a cork back in a boftle whick
tor a significant number of people is now devoid of its content. It is
not a lack of concern to instil a sense of values and meaning that s
at question, it is finding the appropriate forms wo do it ... It s, in fact.,
the school's whole approach in the overt and hidden curriculum which
conveys the real message of values and the “how” of what is taught
and done is as important as the “what™ (1993:123).

As we have already seen in Chapter 12 of this volume, a statement of
values is often used as 4 way of attempting to find common ground in a school
community. It may provide a realistic starting point from which timetabled
courses and permeation of values across all subjects in the curniculum might
follow. Williams explains that "a Charter of Values should state in clear, simple
terms those things which the school considers to be of greatest worth and
importance 1o its function as a community of persons engaged in the process
of education” (1990, Paper 2:3).

A statement of values is quoted overleat as an example of what might be
produced. This school is an 11-16 comprehensive serving a large housing
estate in a midlands city. All users of the school were involved in working
towards this agreed statement. [t was debated in tutor groups, staff mectings,
vouth club discussions, parent and governors' mectings. Many drafts were
produced before this version was adopted. The statement appears as a fore-
word 1o most school documents and aims to set an appropriate comnon
context.

A values statement acts as a check-list against which practice can be
measured. TUis a tngger for evaluative action. OFSTED inspectors will want 1o
know what 1s heing done to put brochure and values statement ddaims into
practice

From Values Statement to Practice

Putting values statements into practice is not without its difficulties tor school
management 1 recently witnessed an interesting contrast in stance tiken by
three headteaschers from comprehensive schools in the same county as they
discussed how they were managing the issue of compulsory daily worship. A
explained that he had no problem conductng such a daily act and encourag-
my many of s colleagues o do ikewise as be believed that education s like
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Values Statement

In this School

e we care for all our members, past and present

* we believe that none of us have ever finished learning Some of the most important
things we learn are about ourselves and other people

® each member I1s encouraged to make the most of therr ability and to achieve a
sense of personal worth

* we try to prepare our members for life in a fast changing world This means that
we mu ' try to become capable of
- coping with change in our lives
- becoming independent
— accepting others for what they are
- solving problems in our lives

* we try to offer a learning programme which covers our ali round needs and our
different abilities.

* we recognise that we are part of a wider community. We rnust take care to work
closely with the people and organisations around us

* we must be proud of our successes and capable of learning from our failures

* we accept that good learning only takes place if our students’ basic human needs
are met first.

* we must try to make the way we teach fit the learner's needs

¢ we will keep a record of each student’s achievement There will be reguiar opportun-
ities for parents to talk with teachers about therr children’s progress

* we expect our members to do the best they can all of the time

* we are always pleased to see and to help our ex-students

ABOVE ALL, EACH MEMBER MUST, EACH DAY, ACHIEVE A LITTLE BIT OF SUCCESS

a triangle with God on one apex and teachers and students on the other two.
The nearer individual teachers and students come to God the closer they will
become to each other. B told how his school had submitted a statement that
it could not and would not conform with the requirement to hold daily wor-
ship with a predominantly Christian content. This had been the result of de-
liberation by parents, teachers and governors prior to an OFSTED inspection.
C. on the other hand, had appealed to her staff to assist her in finding ways,
consonant with the aims and objectives of the school and the wishes of the
community, to uphold the legal requiretment for communal daily woishiy.
Mot stuft had appicaiaied hier dilemma and were working collaboratively to
find acceptable ways forward. These differing approaches reflect different
management styles, stages of insti‘utional development and school catchment
areas A's school, a Catholic foundation, recruits pupils from homes where
religious belief is important. B's is a small town centre school drawing a high
percentage of its pupils from professional families. The school where C is
headteacher is a large suburban community college on the outskirts of a city.
Consensus had been achieved in different ways in different contexts.

West (1993123~ 0 desenbes the anms and obyjectives of the Personal, Socal,
Vocational and Moral Education programme in the school of which she is
head. These ook very much like the sims of the whole school. If the aims of
PSE and those of the school generally are so similar, is there a case for separately
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Planning for Values Education in the School Curriculum

timetabled courses? Or should there be a permeation of all that a school does,
whether in formal lessons or through the ethos and hidden curriculum, by the
ideals that promote the personal and social development of young people?
Should there be a special course where moral education is to be explored, or
should moral implications be picked up and addressed as they arise?

Pring points out that

in many people’s minds personal, sodial and moral development should
be 2 major concern ot schools. But it is mistaken to conclude that the
way of translating this concern into curriculum terms is to put another
subject, namely, personal and socual education, into the timetable
(1984:92).

He argues that young people learn more from the behaviour and attitudes of
those around them than they do from formal instruction. “No amount of in-
struction in personal, social and moral development can compensate for the
destruction of dignity that the constant experience of failure brings to so many
pupils” (Pring, 1984:92). Does this mean that the best way forward is to con-
centrate on whole school ways of working for consensus and to look towards
all teachers taking responsibility for the personal, social and moral develop-
ment of their pupils? Does this mean that separately timetabled courses are not
essential?

In Developing Citizenshipy Across the Crurriculum (Edwards and Fogelman,
1993) subject specialists describe the relationship between their acadenue dhis-
apline and education for citizenship. In the introduction the editors write,

If the cross-curricular clements are to permeate the curriculum: an
essential pre-requisite seems to us to be that those responsible for the
mplementation of the core and foundation subjects should consider
the relationship between their own subjects and the themes .. Our
ambition is that no teacher will want to claim that education tor cit-
senship is someone clse's responsibility (Edwards and Fogelman,
1993-1-5).

But the organization of the curriculum and the permeation of values educaton
across 1t is o complex and demanding task.

Curriculum Planning

The assue of o specialist team detivering RE and/or PSE or every teacher being
given responsibility for tutoriat time and values in the subject based curricu-
ham stll exists, Withams comments that every area of the school curriculum
is vialue-laden to some extent” and pomts out that
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within the classroom, the choice of lesson content reflects underlying
judgments about what is thought to be worthwhile, effectve, relevant
and essential in the educational process. The content of courses ir
values and beliefs may be drawn from many areas of the curriculum
and is not specifically subject related. Science, Humanities, Arts, Busi-
ness Studies, Home Management, Personal and Social Education and
Religious Education all have much to offer (1990, Paper +:2).

It permeation through subjects is the preferred route then there are issues to
be faced. Will every topic that needs 1o be addressed fit into one of the core
or foundation subjects? How can there be assurance that the coverage will be
certain — every year, if the prime enthusiast leaves, for all teaching groups —
with 2 value base rather than a narrower subject focus? Will every teacher be
committed to the depth of exploration that is needed if value issues are to be
thoroughly and adequately explored? The best solution will not be identical in
every school community. It is more possible that in a school which starts from
a particular value position, and which recruits staft committed to this position
and pupils from families that have chosen this particular type of school be-
cause of its stance on moral issues, permeation of these values will be achieved
in all curricular areas. But in addition a course such as PSE or RE which has
a particular focus upon values education is probably a good way forward in
most situations.

Personal and Social Education

PSE courses have a contribution that is important in many schools. Typical PS.3
course content includes many heavily value-laden issues some of which are of
4 controversial nature and may touch on deeply personal, religious and cul-
tural beliet and value systems. As there is no nationally prescribed content for
PSE it offers an opportunity to cover areas that may be neglected in the core
and founilation subjects. Examples of such arcas might be: crime and punish-
ment: the understanding of legal systems; rights and responasibilities; interna-
tional relations, current affairs; education for parenthood, community study
and service. PSE courses often emphasize the use of active learning techniques
and discussion Visitors from communaty partners can enrich the experience of
pupils and teachers and offer a rich resource. There is the opportunity to make
a bridge between the impersonal treatment of content and knowledge and the
personal experience and understainding of the implications for the individual
of such knowledge. Of course this opportunity is not the special preserve of
PSE, but in PSE lessons it may be an overt aim whereas in other places in the
timetable it may seem to be of secondary importance. Centainly in literature
lessons there are many opportunities for such connections to be made but the
pupil may not be explicitly encouraged to make them (McCulloch, 1993).
Similarly, of course, in a poorly structured PSE tesson pupils may not. for a
variety of reasons, make these connections (Pring, 1984). Indications from
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OFSTED inspections suggest that some of the worst lessons observed are PSE
lessons. Pupil behaviour and motivation :dare often found to be poor and learn-
ing significanty below the standird observed in other areas of the curricuium.
What does this imply for curriculum planning and delivery?

The opportunity exists in PSE to bring together cross-curricular issues
which if well planned and sensitively delivered can provide insights and co-
herence to the curriculum and an opportunity to reflect on key questions,
Buck and Inman summarize this thus:

We must ensure that any provision mncludes a body of knowledge:
young people’s understanding of themselves cannot take place m a
vacuum but must be set within the context of knowledge of their
tamily, community, national and wider world in which they live. Ttis
through an understanding ot the social, political and environmental
aspects of the world that they come to derelop and understand their
own personal qualities, attitudes and values. 1t is through this form of
understanding that voung people are empowered to act in an in-
formed and purposeful manner. This form of understanding also re-
quires a particular teaching style — one which is partiapatory and
expenental (1993:1 1),

Religious Education

Religious Education (RE) clearly has a contribution to make  Since RE
statutory requirement in the curmculum there are obvious reasons tor RE
ing some responsibility for values education.

RE faahitates an understanding of the beliefs structures which underlie
vialue systems. It provides evidence and examples of ways in which
belicfs and values have directly affected people’s lives through the
making of choices and selection of prionties. It provides a critical
frame of reference which transeends personal, group. ethnic. political
and national interests and enables pupils to use it It tikes account of
taith as an important motivating factor in people’s lives. It offers a
wealth of heavily value-faden content rather than process. 1t offers an
alternative approach to life than either secutarism or materiahsm. It
otfers opportunity for controversial issues to be examined sensitively,
avoiding possible indoctrination by default. It offers cross-culurad
insights (Williams, 1990, Paper + 2)

Other Academic Subjects

Al acadenic subjects have potential for contributing to the permeation of
vidues across the curriculum. By way of illustration, quotations from Derelopng
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Citizenship in the Cromcnldum (Edwards and Fogelman, 1993) follow. Subject
tutors in the School of Education at Leicester University were asked to write
about the contribution their specialist subject might make to education for
citizenship. Encouragingly ne tutor declined our request; on the contrary they
found a wide range of links

English

I would argue that it s in the English classroom that the vanety of
human experience can be explored, and the parameters of moral
actions discussed, more effectively than in any other subject .. The
skilful English teacher ... will encourage children to engage with, but
also to preserve a sense of detachiment from, the characters in a story,
and will do this through the charactensuie activities of the English
classroom — Did you feel X was right to do this How did you feel
when Y said that? Can y u think of reasons why Z reacted as she did?
What would you have done in situation $? All these questions urge
pupils to make the story their own, by developing their personal
response to the actions, values and attitudes that the story has pre-
sented to them. But in doing that they probe their own moral values
- what is fair, what is appropriate, how people should be treated.
what people’s responsibilities are, what they are entitled to. These
questions, crucially concerned with the development of a personal
code of values, are surely at the heant of citizenship ¢ McCulloch,
1993 52-3)

hotence

By confroning issues of a controversial nature we enable pupils to
torm opinions and beliefs, and to have existing ones challenged and
reformed They can debate ‘respect for hfe” versus the advantages of
animal dissection, and the impiications for pev. val choice and free-
dom of mass screening of immigrants using genetic angerprinting tedh-
niques The challenge for teachers s to create a dimate in wineh they
¢ hsten to what the pupils say. allow pupils to express an opinion.
and provide the time for such reflection

There are opportumties too for emphasizang ethme and cahoral
diversity in our society by careful choce of different sodial contexts
for topics such as diet and nutrition, energy, or examples of ecosvs
tems The white, curocentne images of scence have been all ton
common in nuny classeoom activsties in the past Simmlarly - much has
been written on ways of encouraging gitls 1o tike up the physical
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sciences (Kelly, 1987 The focus of many studies has been on chang-
ing classroom practices and teacher attitudes, emphasizing the devel-
opment of an atmosphere of mutual respect, trust, community, of
shared leadership. and looking for wavs of integrating feelings and
ideas in saence It is known that girls become more involved if their
own perspectives on problems, issues and deis can be ariculated in
the lessons, Itas ddear that a lack of personal scientitic knowledge
results in o sense of powerlessness and inaction but if, as vell as
knowledge, a sense of selt esteem, and of belonging to the classroom
culture can be encouraged. “anzen saence’ will go some way to re-
moving the cold and dlimeal image of science, by presenting it in the
context of a canng and responsible society (Harrison, 1993:18-9)

Physical Education

Opportunttics to consider fatress, pustice and moral responsibility
oceur frequently within lessons, in competitive situations outside les-
sons and m the world of sport. Although a controversial area there s
4 consensus of opinon as expressed by Parry €19%0) that games can
provide the opportunities for the presentation of vilues, More recent
dhiscussion in this area (Kirk and finning, 1990) suggests that Physical
Educanon provides 2 hey arca in which cultural mores, values and
symbols can be both produced and legtimated ¢ ortley, 1993-70).

Further evidence of the potenual tor salues educat o through acadenue subjects
v provided chewhiore m the present volume, espeally i Chapters 3 1o 8,

Teaching Methods

However the teaching of values s organized m the nmetable, it must, to be
ciecuve, be hased upon good teacher pupil relationships. the encouragement
of refllectuon, an expenential mode and pupil responsibilits tor the fearming
process Methiods paricalathy approprate to vadues educanon include

e cide timie, whee young children are encouraged 1 share expen-
onees and views i sUpporve group discussion,

¢ peer tutorng, where puptls are encouraged and triined to share inter
estyaand expertise in stuations such as mediation o combat bullving,
patred reading schemes, campaigns desiied ta help smokers gave up
the habit,

o emtee deaning. where puptls study the necdsan the commumty, take
action and review and retlect upon the expenence,

¢ discusstons, where structured activities ranging rom intormal discourse
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tolowing a particulur agendic o tormal debate, torm part of the learn-
ing process,

o problem-solving exer:ises, where participants seck possible solunons
and are encouraged to develop objectivity and impartialiy,

*  games, where players conform 1o a set of defined rules;

e sonuldations, where parnapants adopt roles and work  through a
SCUNALO.

o rule-plays and drama, which, unitke simulations are open-ended and
where real life s portrayed in a fictonal way Dramas not a national
curnculum subject in s own right. Rather it may be seen as a method
apphicable 1o many areas of the curnculum.

As Kitson points out,

The majority of dranma work is based upon the notions of moral dilem-
muts, vilues and beliefs. By encouraging the children to work in this
way they are bang oftered the opportumin o,
e compare vidues and beliets held by themseb esand others and
identify common ground,
e examune evidence and opimons and torm condlusions,
e discuss ditterences and resolve contlict,
o discuss and consider solutions 1o ol difemmas, personal and
social;
e apprediate that distinguishing between nght and wrong is not
alwavs straaghttorward,
o appreciate that the indvidual s vatues, beliefs and maoral codes
change over time (1993:104-5).

In s broadsheet Cuizensiip and Valiwes FEducation (1993, the Centre for
Citizenship Studies 10 Education suggests some activities tor use with pupils as
can be seen overleal:

Each of these suggestions begins with an active verb School s not 4
philosophy seminar - action is required We cannot wait for things to change
in the external influences betore taking action We need o get on and do
something and keep it under review o that we can react o external pressures
with confidence and speak from experience An example of relevance here
might be a school's approach to drug education The place and nature of
cducation about substance abuse has long been contested Funding of training
and resources for drug education has been subyedct to raany Huctuations m
recent yedars A school cannot put such education on the back burner winle
governmoent sorts out changed prionties or issues pew guile-ines There is a
need 1o pursue g chosen route whiie constantly keeprig such acuvity under
review in readiness for develcpments whisch may come both from the desire
to respond to the necds of the voung people and focal Groamstances s well
As o matonal imtatives Not ver laving .l the answeis is no redason to relraan
trom acnon
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working towards a hist of classroom vaiues accepted by all and seen as influencing
acceptable relationships and behaviour.

taking cuttings from newspapers of recent incidents and asking pupi!s what these
show 3bout the vaiues of those involved. the impact ot behavrour on others their
own views of nght and wrong in these contexts,

inviting local rehigious leaders to school to discuss the values embedded in their
pelefs and traditons (Why have they lasted so 'ong’ Are they Dreak ng down ngw.?
Vvial may be taking the place of traditionai vaiues?),

debating who gives a gocd moral iead today Royalty. MPs, relgicus leaders. busi-
ness leaders, media, teachers, parents?

using a current problem in the schoot {(dishonesty, racial attack, teasing. bullying.
sexism, truancy, fighting) discuss various attitudes to a situation and the actions
which should logically follow these attitudes What could have been done difter-
antly? Who s to blame? Couid anything have been done to avod the problem?
What are the consequences of the incident?

taking one agreed value from the schooi values statement 2ach week focus
assembly trme, PSE, RE. tutonal time, assembly presentations upon this Ask pupiis
to name heroes/heroines who give good examples n this value area - study bio
graphies and other hiterary examples of tor example courage, commitment, friend-
ship. thntt seifiessness

ustdonshing and mantanng SChoo' Gf Year Louncis Tney are mode!s of the vaiue
that 1s invested :n student views They are not usually trouble free and demand a
great deas of commutment ot they afe to tuhi ther potentia  Tne processes of
democracy can be practised at schoo:

What huppens in chassrooms s very influental and will vany with the
teacher, the diss the tope and the particular arcumstances of the time and
the location How much consistenoy matters s question tor debate However
fongg st s debated, consistency wall not be absolute Guidinee amd a4 broad
sense Gidirection wall be valuable i dssising teachers i helping pupils o
develop their own personal sense of values Pupils are veny adaptable and
perceptive. They learn trom g range of adults, making their own judgments
and seemy vanety as an advantage not a disadvantage Al eachers commue-
mcate thar values whether consaioushy or unconsciously - Values are annerent
in teaching, Teachers are by the nature of their profession "moral agenis” who
imply values by the way they address pupils and cach other, the way the
dross, the language they use and the effort they put mto their work’ €National
Carnculum Counal, 19927 Tdelly 4 school communny will give suthority 1o
teachers o handle the value-laden and often controversial aspedts of their
work with protesaonal standards and personal confidence This s not aato-
matic or sunple and can best be adhieved by teams of teachers working o
pether giving cach other support and gindance (Mo ison, 1994 .

Professional Development and Resources

As these aspects of school hife cre among the most difficalt teachers tace

there needs tocbae o policy 1o Gistiie adequate provision: tor protessionad
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developnient. Pring (198-5) emphasizes the need for in-service traming of teach-
ers in the skills and strategies which shift the approach from instruction to
faciitating active and experiential learning”.

Similar Andings 1esult from work done by Carr and Landon. In conclusion
of a rescarch project in which they worked with teachers in six secondary
schools in Scotlund examining practice and understanding of moral and cthical
issues, they write

1t 15 high time that greater attention was given to the education of
teachers concerring basic etlucal and morat quesnons of educaton at
the various stages of that training. For far too long have courses of
protessional preparation been allowed to tocus predominantly on the
managerial and technical aspects of the general business of teaching
10 the deplorable neglect of wider concems of vidues education and
cducational values €1993-60)

It values education is important then imvestment of tume an team or whole
statt meetgs or trning days, governors meetings) and money tor posts of
responsibibity, curriculum resources, expenses of visitors to chissroom) prove
i has importance in relation to the demands of the statutory pants of the
curniculumy, Nt underpins everythimg a school 1s and does then investment in
nurturing 1t will be well spent. Ininitial teacher training such pressure exists
on the nmetable that philosophy of education and discussion of values in
cdducanon sn danger of disappuiring completely. New teachers may well
enter the protession lacking confidence in this fundamental dimension ot their
waork.

Conclusion

There are no right answers or unversally applicable methods or stractures for
vialues education School ethos retationships between members of the sehool
community, separate courses i ethies or in persomal and soaal education,
cotmmuniy service and tutorial programmes may adl have a pan to play, as will
the permeation of vilues issues and partiapative teaching and learning styfes
through all curnculum subyects, in developing morally aware and socally re-
sponsible people as parents of the pext generation and atizens ot the tuture
I the cunent educational chmate, the curriculum debate focuses on tie,
assessment, league tables, funding, core and foundation subjects, but it needs
aso to be about values. processes, relanonships, community, coherence and
cobeston of the whole cumculum Confidence in teachers 1o handle value-
Laden rssues o the best of then professional ability is a requisite of sound
development Whatever is planned in the formal carnculum it is the quality of
exchange thais auol and des s the Tunds of sl casstoom eachers They
play a comcal role i hddping ther pupils o make the conpecion between the
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unpersondd and the personal and so 1o grow as morally awuare people able 1o

make sense of their lives, develop a value base and contnibute 1o the well-
being of society.
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Chapter 14

An Inner-city Perspective on Values
Education

Elaine Foster-Allen

ABSTRACT:  This chapter provides a case stiedy of Handsuorth
Waoad Girls” School. Birmingbam, written from the perspective of
the former beadteacher. Grownded firmdy in the redlities of inner
city life. it tefls the stary of the development of policies relating 1o
ralues education, with particular reference to the school's ethos
and strictures The chapter examines the different contexts from
which the pupils come, and considers how these might hare
dffected the ways inwhich thewr values and stasidards of bebai-
iowr have been mfluenced and shaped. Other mfluences on young
people at the school, such as the media. peer groupy and the local
commurty, are also hnefly discussed. The major part of the
chapter concentrates wupan the steps the school bas taken to ensiure
that there are clearly agreed parameters, poiicies and procedires
within which values and standavds can be lard down, maintamed
and reviewed

‘What's Wrong with Stealing a Pair of Knickers?'

One Foday afternoon as T was leaving school during mv first vear as headteacher
of Handsworth Wouod Girls” School, T eame facedo-face with one of the local
potice officers He was holding and pointing 1o 4 sceunty video swhile in degp,
aniniated comersation with a member of statt behind swhem, some livle dis-
tance anay, stood two pumils, it transpired that 4 major crinvnal mvestigation
was going onin the school A mulbethroe, multfaith group o abv sixovouny
people had deaded (o truant over a period of weeks and to s eal from various
shops within a three-mile radius of the sebool some of them nad heen caught
red-handed inone of the local stores and there was ample evidence 1o sub-
stantiate the criminal activities

Faced with & magor problem of rraancy and organmized thet 1 had o aa
quickly T deaded to a)d retnieve the artddes the pupils bad stolen and return
then to the store, 1) get to know who the cutprots wore, and oy mete oat some
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punishment. My initiad concern was to bring the children to understand that it
is wrong to steal, for several reasons: stealing can have a devastating effect on
the individual from whom things are taken, but even more so on the person
tand her family) who steals, especially when this becomes a pattern. The child
or young person learns not to trust herself, loses her sense of integrity and self-
confidence and ends up behaving in ways contrary to those expected of her
by the maonty. Who wants to spend her life looking over her shoulder? But
the incident was a fearning experience for me as well as for the pupils, as |
found mysell questioning my own taken-for-granted values and asking how
influential these values are on the tives of young people.

During the course of the six-hour investigation, T found out something
about the nature of peer group allegiance, which at the time superseded that
of allegiance to parents and family, and about the flexibility with which values
could be apphied and disupphed to similar situations. 1 also came away with
a sinmple but profound question, posed by one of the young people: “What's
wrong wath stedling @ pair of knickerns” This question has stayed with me In
my most iberal of moments, my answer, with qualifiers of course. would be,
Sothing'. Inother moments, my Christian beliefs and moral vidues push me
1o take an uncompromising stanpd: “Thou shalt not steas”

But what is wrong with stealing a paur of knickers? is a reflection of the
uncertainty and the lack of carity about right and wrong; it is an oppornunity
for questionig, challenging and armving at an appropriate positon. The ques-
tion also pushes us to ask turther questions about our responsibility as adults
who make Liws, set standards and have values wlhich are at tmes Ived out
with duplicity

The value hving behimd the queston is not at all one which is the mo-
nopoly of working-class black chuldren On the contrary, at resonates across
the Jass and ethnicity divides, although some would have us helieve that only
mner ety black chuldren are lackimg in culiural baggage Some of the pupils
in the school come front tanilies and communities where th re s much pov-
erty . adnlts are unemploved, their housing sinuaiion 1s bleak and thesr families
are fractured. In these situations, people are forced to hustle” This does not
mean that husthing s inherent to the poor and the dispossessed. What it means
is that there are creative responses to situations of desperation which might
sometmies lead to a breahdown of aeceptable stndards and norms. But even
m these situations, T have tound kindness wenderness, love and thoughitul-
ness, otten surpassig that whic h 1 have expeacnced in situanons of plenty

Furthermore, the pressure on these, and overy community, to have and
o have more than yvour neighbour, must not be underestimated It might be
necessary 1o ook at the plank™ rather than the speck of dust’ - the causes
cither than offects = which beset the lodal and swider commumities to find the
answer we need

Although Twould not wish tojom the an miedia lobby with regard to the
porrayal of vahies and standards, T do believe that the emphasis placed on
crne, the shitting: parameters of nght and wrong, the power o the gun or
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violence to solve crimes and resolve differences and the high financal stakes
put on crime stories in the written media, amongst others, all serve to encour-
age a dereliction of standards and values which could promote acceptable,
life-enhancing behaviour and attitudes.

It is also worth noting that people, voung and old, who have to withstand
the perennial bombardment ¢f racist and sexist Gn the school's case) abuse
and assault on themselves, their families and friends receive a series of mes-
sages which say, *You are not imponant, nothing 2hout you is.”" In the face of
the assault of your mother, the murder of your brother, the burning down of
vour home, how pained the oppressed naust feel and how ironic to have to
stund by vadues and standards which require vou to turn the other cheek. In
this respect, the victims of such abuse must surely be seen as monopolizing
cenain virtues and values.

In.luence of Cultural Background on Pupil's Values

Handsworth Wood Grirls” School s a multicthnie, mulutaith school with pupils
trom a range of socio-economic backgrounds. The majority of the pupils have
hertages i the Indean sub-continent, while a significant minority hail from the
Caribbean At the time of writing, the children and their families have religious
affiliations, in descending order. to Sikhism, Islam, Hinduism and Christianity.
There is also a small group of children who are members of Jie Rastafarian
cult and there are others who do not identify: with a:-y faith community.

The religious atfilanons set an mvabiable base Tine frem which cetain
values anse and are sustained This s regardless of the apparent exclusivity of
cach Lot For example, there is agreer “ent within the various religious tradi-
tons over lving, murder, greed, honouring parents, stealing, helping others
and so on. | have kinown many teachers who have invoked or alluded 1o what
s tiught in e Guru Granch Salub, the Quran or the Bible when trymg to
instil discipline «.r make a point about children’'s behaviour. T have also lis-
tened to children using Scaptere when scolding theis friends from the same
tarth as weldl as from other Fuths Parents too have reminded thewr children, in
myv hearing, about therr Liith and the sonts of values which they are expected
w have Indeed, many dhildren are § crsistent and conscientious in liying Lo
live oue the values set by their kuth, OF course, the Lath is pot always fully
understood or tollowed waith tatal commument by all members of the fath
community So s rot uncommon o find that there are a number ol incon-
sistenaes beisveen what scriptures say and how Dalvinder, Amina, Maya or
Comna live out their lives,

Some “tddren and young people. a- they become more sophisticated and
questionng, find that the closed nature of faith does not permit the.n the space
to interrogate. challenge and ask why  Because 1t says so” in the Quran or the
Gurg Giranth Salub, as not enough 1o sanshy an enguinng mind. or - mind
ticed with compansens and chocos Nob even famly and fath community
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pressure can cause such minds to relent from their critical questioning. On the
other hand, there are young people who are just as sophisticated who have
arrived at a comm’tted faith position because they have questioned their faith,
non-religious stances and other faiths, and are satisfied with the faith they have
tound. Others have drifted unquestioningly with the crowds.

In all schools, there is also the need o ask questions about values and
standards which might have come out of, or are emphasized through non-
religious, humanistic models. Indeed, some would say that these models or
parameters give voung people even more scope to challenge standards ot
behaviour and values and to arrive at a2 more comnitted stand . | believe this
to be imponant because tor many teachers pupils and parents, the set of
values to which we adiere and the ensuing actions which we take are more
mportant than the reference points from which these values and standards
coOme.

So pupils come to Handsworth Wood Girls” School wath standards and
values derived from a vanety ot cultures, taith and non-faith backgrounds, and
influenced by radions from across the world The ommipresence of pop
music and the film workds, whether st be from kingston, Bombay or New
York, as well as the new technologies, with their various messages and values,
all give our children much o contend wath, much more than therr parents and
torebears had 1o deal with as young peaple. Perhaps we should give them
credit simply for surviving their youth!

Values Within the School

How does the schiool tespond to the guestion of sadoes and stndards gmven
the sadial. economie and cultural background of its pupils? 1 would wish first
to make a few general points on the natonal educatonal contest within which
schools have been asked to develop standards of behaviour and values in
terms of prioftes and  vhat s valued

It is important to note that the National Curriculum orders and the pre-
terred curnculum content are not value iee Fach ol the subjects of the cur-
nculum has generated heated discussion, and people bave taken positions
based on what they see as the values and standaras which subyeds sprould be
wansmutting  In nuny cases, the vatues are implied nither than being ovent.
Some teachers, subject working groups or individual - have been keen to point
cut that mamy values which imply or ovenly suppon oppression, exploganon,
ARRICSSIOR, among others, have remaned unch Henged in some areas of the
curricutum For example. Mathematics an the Nalional Cumcndum (Depart-
ment for Fducation, 19953, Tike s pre-Dearning predecessor, s totally silent an
race equaiity and gender ssues This silence doubtiess has s 1oots in the
argument set out snthe prebus nany Naionad Camculum seport whuch stated
that
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a ‘multi-cubtural” approach to mathematics with children being intro-
duced to different numeral systems, foreign currencies and non-
Furopean measuring and counting devices .. . could confuse young
<hildren (Department of Edudation and Science, 1988: para 10.22),

Another issue worth noting is the fact that over the past fifteen or more
years there has been an emphasis on the work-related curnculum, in which
vaiues such as compentivencess, profit making, entreprencurship and the ac-
quisiton of property have been given pre-eminence, and the Education Re-
form Act has pliced educanon in the market-place with its anendant values
(see Chapters 2 and 9 in this volume). We cerainly need to recognize the
various parties and forces with which we are working when we try 1o establish
vilues and standards of behaviour in our schools, We need to recognize the
contradictions and help voung people to develop the tools with which to deal
with these.

The aims of Handsworth Wood Girls' School, which are listed below,
were derived mainhy out of discussion with sttt governors and parents

A To provide equal aceess to a broad and balanced curricalum to all
pupils regardless of race, abality or class,

B To encourage pupils to acquire knowledge, skills and atitudes that
are relevant 1o their present and future adule hfe.

C To develop young people as learners who have hvely enquiming minds
and the ability to question and challenge statements and assumptions
as weld as apply themselves to set tasks.

D To enable pupils to acquire and use reading, writing, speaking, listen-
ing. nuathematical, technological and saentific skills across the cur-
niculum and in a varety of contexts.

E To develop in papils self-disapline, self-respect, and pride in them
selves as learners and youny women,

o To celebrate our religious, cultural and social diversity while ensuring
that those values which the school populiation agrees are oppressive
and patriarchal are chalfenged

G To give pupils the opportunity to experience a balanced ans educa-
ton curriculum

H  To work in pannership with pupnls students, parents. statt and the
wider community to develop the School s o caring centre of educa-
tonal excellence

t 1o give pupils the epportunities to exerce responsibthities

Wlhule three of these (E F and D oare exphativ about values and standards
ot behaviour, s clear that the other six aims all have implicit values and
could only he successtully practised o certan standards of behviour were in
place The remair Jer of this chapter consists of a more detailed examination
ol the school s attempts to mmpliement the more exphatle value-onentated
AHns
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Developing Children’s Values through School Structures and
Ethos

Promoting Scif-Discipline ane Self-Kespect

In my first term at Handsworth Wood Girls” School, T ook the opportunity to
look at a range of things, including pupils” behaviovr in classrooms and around
the school. There were rot many surprises, but there were important remind-
ors related 1o classroom management, including how pupils entered. how they
were grouped, the pace of the work, the opportunities given to children to be
responsible for their learning, the relationship between staff and pupils and
between pupil and pupil

Cenain teachers, because of their planning, the executtion of their work
and their rappon with pupils. gave young prople the opportunity to exercise
self-chisepline with regard to keeping on task, not interrupting others, listening
attenuvely. organizing then time and work, working co-operatively with others
and working on their own, some of the same pupils with other staff were
disn'_tive, refused to work with others. or to do any work at all and were
totally disorganized.

Around the school, the prefects tought a losing battle with some children
to keep some controb during break and many children reported bullying Parts
of the plavgrounds were a tip and shouting and screaming appeared (o be the
norm in some areas of the school. It was felt by some of us that it our children
were going to become responsible citizens, then they needed opportunities to
exercrse responsibility and to be held accountable for their behaviour in and
around the school. Giving pupils guidelines and parameters within which o
operate seemed to b a sensible way forward. Although some staff were naot
with me all the way on this, I ook the decision with the support of the Senior
Management Team to do two things.

The first was to establish who was responsible for the management of
classrooms and o get from staff some common features of what they thought
was good and effective classtoom management. Surprisimgly. there was com-
mon agreement aimong staft as o what constituted ettective dassroom man-
agement. This included rules and guidelines for both staft and pupils and
further agreement on how they could through their teaching help o develop
and support pupils” sell discipline. T was, and still am, of the opinion that its
one of the functions of the teacher to have stractures and parameters within
which voung people can develop aceeptable and appropriate standards of
behaviour 1t seems to be the case thit when we have some of these param-
cters and structures in place i our schools and classrooms, voung inner-city
black children become responsible for their fearning and excited about fearn-
ing. In the event, beth behaviour and academic results improved. It was a real
jov 10 see younyg people who had been labelled ineducable and boisterous
responding positively and tiking pnde i therr work and i themselves in
many assrooms, around the school and when we had school tuncions The
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fact that the school could boast a significant increase in the percentage of
pupils gaining five or more GCSEs at Grades A-C over the four years I was
headteacher is testimony to the possibilities. In 1991, 13 per cent of candidates
obtained A-C grades: in 1992, 11 per cent; in 1993, 22 per cent; and in 1994,
24 per cent.

The second thing 1 undeniook was o give pupils access to therr class-
rooms betore, during and alter school. After nearly four vears, this still causes
consternation and dissent among some staff. Basically, pupils had not been
allowed into their classroom unless a member of staff was present. Under such
asystem, many young people did not get the opportunity to take the respon-
sibility for their environment, for individual and collective property and space,
tor the noise level and o negotiate what was aceeptable or unacceptable
behaviour when there were no adults o supervise them. Regardless of the
attendant problems (such as the lack of private stedy and quiet rooms, be-
cause of the general shortage ot space in the schoob), pupils have generally
risen to the challenges of responsible and orderly behaviour around the school.

In order to support pupils znd to quell the dissenting voice amony the
statf, an Open School Policy was drafted and circulated to every member of
staff and to pupils. Simply to save time, it was drafted by the Senior Muanage-
ment Team. The policy outlined the rights and responsibilities pupils had and
the rules they were expedted to follow. Pupils' rights included the following;

All pupils have a right to have admission to the school premises prior
tor school and during breaks and lunchtimes.

All pupils have a right 10 4 dean environment

Al pupils are entitled 1o be treated with respect by statt supenising
them and by other pupils

Pupils” responsibilines included punctuality, mairtaining a quict and clean
environment, respecting areas that are out-of-bounds and treating cach other
and stafl with respect. Other rules covered such diverse issues as the chewing
of gum, the use of equipment, and the consequences of racist and sexist abuse
and fighting  After some whole school discussion, the document was agreed
on and aceepted as poliey.

[t was during this period of debate and discassion around the Open
School Policy that a group of pupils took it upon themse'ves to become grafitt
Artists. writng very abusive terms around the school T was incensed by tus
open defiance and in a letter to all pupils which | read and delivered to each
class myself, T explaned. using their term, fuck yvou', that this was not appro-
priate, neither was it acceptable for such fanguage 1o be used around the
school. T also called assemblies and reminded puptis of what was and was not
aceeptable m the «whoal Duning the assemblies, 1 eold the pupils that T wanted
to know who was responsible for the grafitn and 1 also wanted #f removed
Moments after amriving back at my desk, 4 small group of young prople came
to confess, apologise and to clean up
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This very small, internal school matter was to make national headlines,
when one or more anonymous patents sent copies of the letter 1o the press,
claiming that a headieacher should never use such language as they never did
themselves and their children were not exposed 1o such language at home.

Without dwelling too much on the publicity, the incident triggered off a o
debate about standards of hehaviour in schools, who sets what standards and :
how these are maintained. For me, the key points were related to how
headteachers and Senior Management teams lead on issues of standarus of
behaviour in their schools and how we set parameters in which young people N
: work The incident also helped me to question how school can negotiate with iy
. young people the basis and terms on which those standards are set and ad- '
hered to,

Out of the two things mentioned above came a much more comprehensive e
policy documient, entitled Rewards and Sanctions Policy. The Policy was drafted” S
by 4 cross-section of sttt on & working group which was chaired by @ member
of the Senior Management Team (SMT)Y The implementation, including staff
training and review, was alo led by the SMT member. In the Policy. the
- emphasis is placed on rewarding good and acceptable behaviour, academic

i cttort and achievement via a ment system It seeks to approach discipline from
a4 very positive posttion starting with the teacher setting the tone in his her
- own approach to work and relationships in the classroom There are rights,
- responsibilities and rules covering work, belongings, environment, how pupils
. are to he treated including being listened 1o, and, interestingly, the night to
well planned and stimulating lessons. Auxiliary, technical and administrative .
statt are also expecated to reward pupils via the ment system.
Achicvements and attamments are celebrated half«termly durig asssemblies
and annually durning the Year Awards Ceremonies. Teachers are encouraged to
put pupils torw ard to letters and aitations from prominent people. Pupils have
s0 tar received these tfrom a High Commissioner, o well known poet, BBC
producers and others, The school hus a senies of commendation cerbficates
which are given to pupils around the school and in their classroom.
School rules cover listening, working, belongings, poldeness. sale and
clean environment and school unlorn.. Tam of the opinion that we all hve by
rules. arrived at through one route or another. and further, there is a need for
institution. to regulate themselves However, 1t ss important that rules are not
oppressive, fossilized and pointless, but responsive to the needs of the insti-
tutions and the people in them

Challenging Oppressive and Patricrchal Values
Nhile the ragor part of the responsibility for helping pupnils to understand and
challenge oppressive and patriarchal values rests wath subject teachers, 1ssues
such as bullying, exploitation, racist and seaist abusive are aited nfonally

and formally by pupls Gand saalf vin the School Counal
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The School Council is a body of approximately fifty-five pupils who meet
fortnightly to discuss issues of concern or to be proactive in suggesting and
seeing through certain activities, Pupils are clected by their forms and they
have a draft job description of what is expected of Council members. This
includes attending mweetings regularly and reporting back to form members
as well as speaking up on the issues which form members have asked them
to bring to Council. Council members, especially the presidents and vice-
presidents of the Key Stages are vigilant in ensuring that decisions are carried
through.

There are a number of incidents where pupils have articulated their con-
cern and raised issues about the sexist behaviour of men working on the
school building which led to their immediate removal. Equally, young people
have complained to staff about their perception of staff and pupils who they
consider to be displaying oppressive sexist and or racist behaviour. These too,
have led to verbal warnings to staff and warnings or exclusions where pupils
are concerned.

The school is not exempt from its share of conflicts, which pupils may try
to resotve through fighting. The Personal and Social Education programme
and the Year Tutor system are there 1o do several things, one of which is to
help pupils to resolve their differences without resorting to fights. However,
from ume-to-time children do fight, and on such occasions, both the perpetra-
tor and the victim are excluded. This is on the assumption that the victim
should, where possible, have reported the problem, or at teast tried to back
away from it. Pupils accept this, but have argued for leniency where the victim
is concerned. They wanted clear differentials between the two parties. The
perpetrator must have more time out of school than the victim,

The School's Draft Policy on Equal Opportuntties and Multucultural Edu-
cation also seeks to encourage teachers to teach from a values position which
eschews oppression and exploitation in whichever form it occurs. So, for
example, the aims of the Policy include:

To teach a curriculum which creates an understanding and respects
ditterent cultures.

To develop positive images within the school community in order o
promote pride in one's own heritage.

To build on the diverse linguistic experiences of the pupils.

To oppose racism, inequality and stereotyping.

The most important job which the school needs to undertake is putting into
practice this policy in a4 consistent manner.

Ercowraging Pupils to Exercise Responsibility
RING 4

There s a wide range of actuvities which give pupils the opportunity 1o exer-
ase responsibilities around the school, and with more teachers becoming aware
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of the value of independent learning, the possibilities are becoming apparent
in many classrooms.

Apart from the School Council mentioned above, which gives a significant
minority of children the opportunity to develop democratic skills and coopera-
tive ways of working as well as taking initiative and leading on issaes, pupils
from Year 7 to the 6th Form can become librarians, monitors and prerects.

One of the systems which T put in place when [ arrived at the school
means that if a student wishes 1o become a prefect, she has o apply for the
post via a letter of application ana go through an interview. She is expected
to undertake responsibilities and tasks as outlined in a job description. Many
pupiis have commented upon how proud they are to have been selected as
a school prefect and all have worn their badges with pride. In fact, the greatest
insult and punishment is to have one’s prefect badge/status removed.

Ssome of the most conscientious prefects can be seen or overheard en-
wiged in peer counselling. A recent examiple T came across related to two
pupils reported as smoking. The prefects” arguments were not condemnatory,
rather they tried to help the pupils concerned to realize that their behaviour
was harmful to themselves, and set a bad example for younger pupils. They
invoked the school rules and questioned the pupils’ commitment to these.
Indeed the young people in this example showed real care and concern about
the health of their peers.

Students who become librarians or Resource Area Students are expected
to demonstrate a number of skills and competences. These include taking
responsibility for fiction, non-fiction and information resources, organizing and
managing hook fairs, demonstrating reliability, assertiveness and maturity in
dealing with other students and staff. Young people engaged in the Careers
Education work are expected to show skills and undenake duties similar to
those above.

School fund raising events are underaken almost monthly by ditferent
groups of young people. The pupils have raised funds for causes near and far.
In their acuvities, they demonstrate youthful vitality and creativity. but also
show how to work cooperatively and display an empathy and a level of
compassion with the ill, those hit by disasters, and those tess fortunate than
themselves, Again, many voung people in the school who are themselves
quue poor, still find it possible to give.

Conclusion

Schools are no doubt engaged in passing on values which society feels are
worthwhile. However, while society is marked by cultural and social diversity
and inequality, it is perhaps a little unfair to criticize schools tor not displaying
a certainty about values and standards of hehaviour. It is even more unjust
to level major criticisms at inner-city schools for failing to instil these yet un-
defined standards and values in children. It is unhelptul tor politicians to nsist
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that traditional values are those to which schools should aspire. Some of these
standards and values are clearly out of touch with contemporary reality and do
not help children to respond to an ever more sophisticated and highly tech-
nological world full of dilemmas.

Schools like Handsworth Wood Girls™ School should continue 1o struggle
with the question of values and standards. They should be engaged in a
continual process of fine-tuning those values and standards which are said to
have withstood the test of time, while being open to values and standards
which are developed in response to the rigours of our new circumstances. The
curriculum, both formal and informal, must be planned in such a way as to
help pupils to think, make judgments and act in ways which are not exploita-
tive nor detrimental to themselves or uthers and 1o develop values built on
cquality, jusuce, non-violence, cooperatton and community
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Chapter 15

Assessing Children’s Personal
Development: The Ethical
Implications

Ruth Merttens

ABSTRACT.  Orer the lust few yeurs there bas been a move o d)
widen the scope of assessments to include matters other than the
purely cognitive - inchuding the moral and spivitial dimensions,
and b) extend involvement in the production of these records
heyond teachers to parents. community workers, youth workers
and pupils themselves. These maoves arise out of dn empowennenl
liberal® philosuphy. However. in this chapter | argue that the effects
of these wider and more comprebensive records is likely to be
diametrically opposed to the stated intentions of their proponents.
The argument utilizes the work of two thinkers: Lacan, whose
notions about the constitution of identity and its concontitant
alicnation ifluminate the formative and constructive aspects of
language, and Levinas, who suggests that we are born into ‘re-
sponsibility for others'. In condusion, I suggest that it is seeking a
chimaera to attempt more accurate profiles, and that these records
have a life of their own. In their production, we construct a
significant entity whose effectivity we cannot, even theoretically,
- control. Thus we should attempt to preserve the maoral and the
spirttual as a dimension which rendins undssessed

The last ten years have witnessed a remarkable growth in the numbers and
scope of written records produced by and through schools in the UK about
their pupils. The demand for such summative assessments of children has
arisen as a result of pressure from two sources:

- e the demands of the National Curriculum and the 1988 Education Re-
form Act.

e the democratically-inspired view that it is necessary to involve parents
~— and pupils ~ in the production of school records and summative

assessments
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Values in Education and Education in Values

The first of these has resulted in a plethora of assessment and records and an
obsessive interest in results in an effort 1o satisty wha: may, 1 believe, be
accurately described as a government’'s obsession with visible competence.
The final assessments produced are now part of a complex system by which
pupils, teachers, schools and, uliimately parenting practices, are evaluated and
! come to be ordered hierarchically. The second has resulted in a substantial
= broadening of the scope of these assessments in order to include aspects of the
] whole pupil rather than persist with a traditional and narrow focus upon purely
cognitive attainment. Many such assessments now include a section explicitly
labelled ‘moral and spiritual development or experience’, and even those that
do not muy be said 1o incorporate such dimensions implicitly.

Broadening the Scope of Schoo’ Records

These two forc  ..on, have shaped the development of records and the
- ideologies unde pinning them are remarkably different. The first is framed
g within a largely authoritarian and traditionalist set of beliefs in which the
— thetoric of a market economy is mapped onto a notion of the rrent ~ or the
- pupil — as a consumer and schools — or teachers - as providers of a service
which can best be improved through consumer choice exercised in the light
of relevant information such as league tables, appraisal reports and aggregated
assessment outcomes. By contrast, the second relies upon z liberal/radical
-. argument concerning the empoweriment of those who are at the receiving end
’ of the professional activity within education. Thus pupils and parents, the laity,
- are seen as relatively disemipowered by a profession of teachers and educa-
' tionalists. The attempt to involve this faity in the production of schoot-based
- assessments and records, hitherto an entirely professional domain, has been
linked with an expressed commitment to a more libertarian and democratic
education system.

The desire o widen the scope of school records, particularly at the begin-
= ning and e¢nd of the schooling process (i.e. on entry into primary school with
) baseline assessments, and on leaving secondary school with records of achieve-

ment), also has its origins in an appreciation that the restricted view of real

attainment as strictly cognitive ignores important areas of skill acquisition,

knowledge and development, especially the moral and spiritual aspects. In an

attempt to value the non-cognitive, these are increasingly included in school-
A based records of both types referred to earlier. And since a competence in
: skills falling under these headings may not be manitested at school but rather

may be evident in pupils” out-of-school activities, whether at home or else-
- where, these records perforce encroach into domains previously invisible 1o
- the professional educational gaze.

The contrasting motivations behind the increase in scope and quantity of
assessments is reflected in the confusion in the views and justifications provided
by teachers Summative assessments, associated as they are with evaluation
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Assessing Children’s Personal Development: The Ethical Implications

and appraisal procedures, are generally regarded as educationally undesirable
per se. However, records of achievement, no less summative in effect, and
baseline assessments, arguably the same, are usually considered to be educa-
tionally progressive in both conception and effect. The radical and critical
notion of empowerment, as developed by Paulo Freire (1972), is utilized in
much of the discussion surrounding the development of parental and pupil
involvernent in assessment records. Indeed, so strong is the general feeling
that the boundaries between professional and non-professional are blurred
through the introduction of these practices that it is not unusual to hear them
described in the context of a move towards “deschooling society' (ilich, 1973).
Such descriptions derive further strength from the fact that these records com-
monly incorporate skills perceived as being a part of normal life rather than
strictly cognitive or academic.

Reasons for Limiting the Scope of Records

However, in the face of all this 1 shall argue that, despite our best intentions,
such recurds act 1 increase the likelihood of certain children, and their par-
ents, being further marginalized and, arguably, disempowered in what may
turn out to be material ways. Further, in a consideration of their ethical and
spiritual dimensions, I claim that the inevitable results of the introduction of
such mechanisms are likely to be completely contrary to the stated intentions
of their proponents. My claim is that we should act to minimize the number
and restrict the scope of educational records for fear of the damage that is the
automatic outcome of their insertion into current schooling practices. We shonld,
I believe, attempt 1o keep the spiritual and moral dimension as much out of
the whole assessment process as possible.

First, it is necessary to consider the context into which these records are
being read. Schools, teachers and children are all being assessed to produce
a hierarchy of competence and effectiveness. We thus have effective schools
with competent teachers, and less than effective schools (1o use the terminology
of the new OFSTED inspection arrangements) with, presumably, less compe-
tent teachers. We have children who are competent at different ‘levels’, and by
aggregating their numbers we can produce league tables of the schools and
teachers.

We work with an idea of ability as a quality = more or less constant over
time - located in the individual. This is powerfully evinced in the rhetoric of
individual educational progress as growth, as exemplified by the Giraffe height
chart which appears on the front of the government leaflet for parents about
National Assessments (Central Office of Information, 1991). Children progress
through the levels of the National Curriculum very much as they grow — it is
a natural process, some grow faster than others, some do not grow much,
some are destined to be taller, some are just plain short, and whatever we do,
individuals grow in their own way and at their own rate. The notions of
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individual ‘evelopment, of more and less able/intelligent children and of the
inherent  natural’ character of these qualities, are those which underpin the
discourse of education at all levels from the overily political pronouncements
of the policymakers to the conversations of parents waiting at the school gates.

In this context, then, a number of crucially important questions suggest
themselves:

* How can these records of achievement and baseline assessments be
construed? What readings are possible — or probable - in the situation
described above?

* Are we to include children’s moral and spiritual development in these
processes, in our attempt to deal with the whole child?

* Do children have naturally spiritual or moral natures, in the same way
that they are naturally quick or gifted at maths? Are some children on
a higher level of spirituality than others?

By way of answer, a number of salient points need 1o be made.

» Baseline assessments ely upon information about children’s behav-
iour supplied by parents - for example, at what age the children took
their first step or ate their first mouthful of solid food, or whether they
have attended a religious service or can empathize with the feelings
of others. Two questions arise. Who is being assessed, the parents or
the child? And what is the connection between the experiences men-
tioned and cognitive or any other named skills? If there is no estab-
lished relation, Jhen the relevance of the age at which a child first
learns to walk or the fact that he or she has attended a religious
service becomes a means by which the child's background is charac-
terized. In other words, we have a suspicion that these records are a
way of producing a taxonomy of expeniences and child-rearing strat-
egies, ranging from the good on the one hand., to the poor or deprived
on the other.

* Records of achievement depend upon information about non-academic
activitics supplied mainly by the pupil themselves. This has two im-
mediate repercussions. First, the pupils may with reason feel that this
encroaches on aspects of their lives hitherto regarded as private, i.e.
outside the scope of the teacher's eye. “What do you do in your spare
time, Fred? may appear as a question which invades a closely guarded
space. There is a social class aspect to this; the punil who does piano
lessons, belongs to a drama group and is a member of the Boy Scouts,
may not read the question in the same way as the youth whose spare
time is spent + noking, talking to his mates and listening to rock music.
Indeed. it is difficult to imagine that these records will not act to widen
social differences and further marginalize particular sub-cultures.
second, the demand that pupils write part of their own assessiments
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transfers the responsibility for the place shich the final assessment
occupies in some (notional) hierarchy of good and bad records from
the school to the horne. So, it is because Fred has nothing he can or
wiants te write about that his record of achievement is lacking in
comparison to Annie's. This situation is made more complex by the
way in which particular activities may be re-described in such a way
as to present them as ‘high value’ in educational terms. So parents and
¢hildren from particular backgrounds may be familiar with the neces-
sity of re-casting what is done in words which may carry more kudos
in the context of a Record of Achievement. Thus, in one example we
came across, ‘lying on your bed and reading comics” had been trans-
formed by the parent into ‘displaying a sustained interest in alternative
forms of contemporary literature”

Although the pedagogical gaze of the Victorians did focus on the moral
and spiritual development of children, this moved consistently toward an
appreciation that the role of schools, and cenainly that of assessment and
testing, was firmly located within the domain of the cognitive. Currently, there
is a real sense in which these records are a manifestation of the ways in which
this has now been extended from children’s academic and cognitive skills to
their moral and spiritual development. It is, T argue, dangerous enough to
subscribe to the myth that we may assess children’s cognitive or intellectual
abilities, without seeking to encompass also the domain of the spiritual or the
mworal. This argument, which draws upon a theory of signitying practices drawn
from recent thinking in linguistics and philosophy, presupposes nothing about
the intentions, stated or otherwise, of the partcipants. That 1s to «ay, it does
not depend for its validity on the assertion that the teachers, or anyone clse
mvolved, want to make judgments concerning the relative value of children's
sprritual experiences or moral developments. Once these records become parn
of educational discoutse, T shall argue that thiey may tuly be said 1o possess
a life all their own,

How these Records have an Effectivity Beyond our Control

The following argument incorporates three stages. First, 1 shall emphasize the
formative and productive role of language in the construction of identities.
This contrasts with the traditional view of language as providing a series of
representations and descriptions of some pre-existing reality, in particular of
pre-discursive selees. In a Lacanian mode, T suggest that language is the me-
dium through which idenuty is structured. This leads to the assertion that
identity and alienation are correlate. Second. T shall draw upon an idea sug-
gested by the writings of Emanuel Levinas, His theory of the primacy of the
ethical over the ontological suggests that we are inevitiably born into a ‘respons-
ibility for others” As well as being in some sense constituted by inguage. our
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identity is that of a being “summoned’. This philosophy entails that language
is, concomitantly, responsibility. Finally, T shall indicate what 1 believe to be
the practical consequences of this argument in terms of the production of
school records,

Lacan: Language as Signification

We know that words, once they are spoken - or written - have, not only an
existenee, but an effectivity which is entirely independent of the speaker. The
French psychoanalyst and thinker Jacques Lacan spent a great deal of his life
nsisting on the primacy of language. attempting to underscore the very real
domination in modern culture of the symbolic. He describes how humanity is
Taller” into language or knowledge, into symbolism. The word is certainly ‘the
murderer of the thing” (Hegel, 1977, quoted by Lacan, 1977), but this is not the
worst of it. The symbolic, although it remains unquestionably definttive of
humanity, dominates all forms of social and personal intercourse. *As the sym-
holic order, civilisation (in its modern version at least) is a vast unconscious’
(Lacan, in Flower MacCannell, 1986:125) and, for Lacan, there is no escape
from the Symbolic which is essentially the process of alienation.

Lacan describes how identity and alienation are correlate — a person’s
very identity comes 1o be constituted simultancously as he or she is atienated
from interhuman contiguity. Lacan describes the constitution of the ego in the
mirror stage, @ theory to some extent anticipated by Marx, as Zizek (1989)
pomts out.

Since he comes into the world neither with a looking glass in his hand
nor as a Fichtan philosopher to whom I am’ is sufficient, man sees
himself in other men. Peter only establishes his identity as 2 man by
first comparing himself with Paul. as being of like kind.

However, Lacan is concerned to emphasize the central importance of the
symbolic in the construction of an ego-identity,

The infant, entirely dependent and existing in 4 symbiotic relationship
with the mother, comes to see itself as an image. an identity. Through a
process of further individuation, subjectivity comes to be structured symboli-
cally, not only through the visual image (in the mirror), but also through the
verbal code. It is because the child can take the point of view of le regard, the
gaze’, of the other seeing it that the Other (what Lacan calls the Symbolic
Order) enters the scene immediately to disrupt the contiguity of self and
(mlother. The self becomes a seff as against the (m)other and the original
relation of contiguity or mutuality becomes the lack’, the kernel around which
desire is structured. It is this this J dimension of 'seeing ourselves being seen
and seeing' (Lacan, 1959-60) which ensures that alicnation which is constitu-
uve of subjectivity
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Lacan describes three constitutive orders of subjectivity — the Real, the
Imaginary and the Symbolic. The Real is that kernel or hollow around which
subjectivity is constituted, it is that which the imaginary posits as real, and the
symbolic attempts to symbolize. The Imaginary is that which the subject be-
lieves will make good the lack, the repetoire of images which the Other in-
vokes to fill the gap. The Symbolic Order is what Lacan terms the Other — the
rules, kiws, constraints, codes to which, through the Oedipus complex, subjec-
tivity is structuted as sodial, Lacan dlearly believed that the supremacy of the
symbolic over the other two registers (the real and the imaginary) is co-exten-
sive with the human condition. This is part of what he is getting at in his
remarks that ‘man is fallen into language” (Lacan, 1972-3) and that *only within
a symbolic world does a beating heart make sense’ (Lacan, 1959-60).

Thus. for Lacan, when we start with language, it is always back to lan-
guage that we return — signification always relates back to another significa-
tion' (Lacan, 1959-60). This is so because alluses of the v ord are metaphorical.
‘Metaphor is irreducible in language. It accompanies the originary violence of
language’ (Derrida, 1967:108-9). Following Jacobson, Lacan believed that the
metaphoric mode of selection and substitution, henee of dlassification, domi-
nates kinguage and thus culture, repressing the metonymic, combinatory mode.
Not only does language ‘'multiply distance’, producing divisions, catagorizations
and, inevitably, hierarchies and value systems, where what we seek is mutu-
ality, contiguity and closeness, but language is form, a cardinal concept in
reading Lacan. The minute that fanguage comes into play. communication has
already ceded to something else. to significance.

There is a powerful warning here. Language is not so much to be seen as
our means of expression but as the medium through which and in winch our
very identity is structured. ‘T am a poem, not a poet.” (Lacan, 1977). Language
can no longer be characterized as the transparent medium through which
realities are represented or described, or emotions expressed. Language cre-
ates us, as it creates the world around us. This is not to suggest that ‘things’
do not exist, but rather that 1t is only through language that materiality be-
comes meaningful

The Myth of “Accurate” Records

Where then does this reading take us? Our identity is bound to our alienation
in becoming, as Stemer puts it, language animals’ (Steiner, 1972). "The first
alienation of the human fixes upon itself an image which alienates him from
himself .. " (Lacan, 1977). We can, perhaps, begin to glimpse how the produc-
tion of records becomes immediately something outside of our control, be-
yond what we mean it to be. There can be no question of producing accurate
records - a hope which assumes precisely the representational, descriptive
view of language T have been concerned to displace. Tt is chasing a chimaera
to envisage profiles which are closer to some supposed reality.

197

202




Values in Education and Education in Values

These profiles — an illuminating word illustrating the sense in which a
record of achievement is projected as an image, a self — once written, become
formative both in the production of an educational seif and also in the con-
sttution of the reality within which these come to be read. There is no way
of widening the scope to include more of the person, as it by increasing the
length of the symbolic chain we can somehow encompass the whole, Every
= signifying chain can serve only as the metaphor for the subject. *In it, the
= subject is always (mis)represented, simultancously disclosed and concealed,
given and withdrawn, indicated, hinted at between the lines' (Zizek, 1991).
Records of achievement and baseline assessn.ents signity and are signified
within the complex field of discursive practices which comprise school and
schooling in our culture. They assume therr part within educational discourse,
- It 1s in an attempt to plot a way forward here, that T turn 1o the work of
Emmanuel Levinas. He insists throughout his writing on the possibility of
encounter between self and other where self can be nothiag else than for-the-
otber. That there is meaning, that there can be understanding, that language
is not @ blind-man’s-butt, are convictions central to his, and our, purpose.
Bridging the distance imposed by the (inevitable) intrusion of the symbolic
order, we have here a notion of concord. in which what George Steiner (1991)
terms ‘the archaic and confident distance between self and other’ is contracted
by this notion of the for-itself (Sarire’s term for conscious being) as a for-the-
other, 4 bemy whose ontological posture 1s that of one summoned.

Responsibility For-the-other

Levinas moves, in a powertul and radical wrn, toward a discourse in terms of

i ‘otherwise than being', based on a relationship of the for-itself not with the in- :

= itself (matenality), nor with death, but with the other. Subjectivity is continu- B

N ously the condition of being hostage to the other: ‘the self is through and

through a hostage. older than the ego. prior to principles .. . (Levinas, 1968).

~ We are come not into the world but into question, where the “for-itself " is the

‘tor-the-other’, where my responsibility for the other is the “for of the relation-

ship. "The subjectivity of a subject is the responsibility of being-in-question . . . in

the form of the total exposure to offence in the cheek offered to the smiter.”

i Since, tor Levinas, the ethical predomimnates, subjectivity must become subjec-

tion” (Levinas, 1968). Responsibility, the ‘impassive burden of the weight of o

the other’, is the condition for all subjectiviiy, for intentionality itself, and our

idennity, then, is precisely the 1otiqueness of someone stimmoned. And, cru-

cially, “language.” he writes, “is born in responsibility . . . Responsibility is prior

- to dialogue, to the knowledge of questions and answers' (Levinas, 1984, my
cemphasis)

it s the primacy ot the ethical over the ontological and the notion of

responsibility which is pivotal here We are all responsible for everyone else

— but Fam more responsible than all the others,” a remark made by Aloysha
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Karamazov (Dostoyevsky, 1880) and fondly quoted by Levinas on several
occasions. It is, he tells us, in the face-to-face with the other, in the *nape of
his neck’ that we may seek confirmation of our being (Levinas, 1968).

We can see here grounds for a belief that what we decide to include in
our repertoires of speech and action may make a great deal of difference.
Language is constitutive of identity, but idenuty and responsibility are also
correlate. As we produce these profiles, we construct a signifying chain whose
effeclivity we cannot, even theoretically, control and which can never — how-
ever long or comprehensive —~ successfully represent the subject. However
these statements Onis-representations), once articulated, quite literally have a
life of their own. They have effects, produce narratives and construct identities
which no-one, not even their producers, can anticipate, predict or prevent. We
should, 1 suggest, cultivate a healthy caution about the production of such
statements — particularly in g written form, as are these Records of Achieve
ment. The written fixes the past and therefore endures for the future,

Records fix “Identities’. I “vitably within Hierarchies

The more general point here is that we are trying to preserve the spiritual and
moral dimension as a sphere which remains outside the pedagogical relation,
and therefore as a realm which we leave, as far as is possible, unarticulated,
in all senses of the word, The inherent dangers of records in this domain here
are increased by the context into which these articulations must necessarily
pitch. However, we are compelled to address the demand that these aspects
of children's lives be valued and developed by schools and teachers. If they
are left out of baseline assessments and records of achievement, goes the
argument, then they will inevitably be ignored. and once again, only the cog-
nitive aspects will be seen to be of importance.

This produces somewhat of a dilemma. Since including the moral and
spiritual dimensions within the records can only produce hierarchies in this
domain as well as the cognitve, how can we sately acknowledge them? It is
here that the notion that we are called to responsibility, that our relation with
the other is first and foremost ethical, is crucial. It is surely in our daily prac-
tices, in the day-to-day rituals and observances of our lives together, that we
demonstrate the moral and spiritual dimensions of our single and joint expe-
riences, Rather than attempting to include children's moral and spiritual devel-
opment in their records, we can appreciate them in our interactions. This
becomes then, not an assessment or a record, but rather a daily acknowledg-
ment, a recognition of both our responsibility for them and theirs to us,

Conclusion

It is true that the judgments that we make about children, about their moral
or spiritual standing, are as likely 1o be Hlawed as the judgments we make
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about each other. Even more than with academic or intellectual skills, it is
toolish or presumptious to talk of levels of development or hierarchies of
experience. Once statements about these dimensions are recorded they be-
come part of the world of taxonomies and categorizations, This thought should
engender caution. But my argument here is that any written records at all,
bowerer Justified or accurate” becom= part of what we cannot control. What
they come o signify, their significance within the world of conipetencies and
appraisals, is beyond our ability to predict. But too often such statements will
be returned to us, whether we recognize them or not, in another guise.

As an example, perhaps a warning, of the difficulties faced by the readers
of such records, I include part of a record of achievement written by a pupil.
This boy had left two previous schools, where he had been accused of disrup-
tive behaviour, and had joined ancther school at the start of Year 10. Eighteen
months later, in his personal statement, he describes the ways he is seen. This
excerpt 18 not presented as typical. Nor is it easily categorized in terms of
reference either to his cognitive skills or to the spiritual/moral dimensions of
his character.

It was late March. The day was brght, but cold. It was unusually early
for me, even for a school day, but considering it was my third new
experience of secondary schoot life; T thought I'd better make the
effort.

One year Later Tlook bask at my time at X school. On reflection
it appears that at times, some of my earlier “effort’ was lost. Or at least,
it dwindled in places. To tell the truth, my first month here went
surprisingly well on the academic sice of things. Not knowing many
people was centainly a plus in this area. My school-days were spent
doing homework and my weckends were spent with old friends.
However, one cannot remain a social hermit for long. Fven without
trying, hfe on the outside of school soon kicked up. Some may say,
fooking at my original academic motivation, | got in with the wrong
crowd. 1, on the other hand, like to think 1 don't look out with such
& narrow nund in this area. T may be wrong.

Out of my friends; three have stuck by me with outstanding brav-
en and conviction through thick and thin | personally don't consider
my intelligence o have lessened any due to my friends, IF anvthing it
has increased greatly owing to them and the experiences they and |
have gone through. 1 would like 1o believe that when intelligence is
measured, it is done so not purely on an academic ruler.

Lying would be to say that so far, my time at X school has gone
smoothly and without fault. But I do believe in some areas 1 have
grown and even blossomed. Aside from other people’s views, T would
say that in two lessons 1 have greatened both my understanding and
my ability. The first of these is ant. T have always liked ant, and have
studied it at both my previous schools However, unbike my other
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schools, the work conducted at X school has largely influenced that
which is done off my own back; and vice versa. ['think that my work
in art has improved both creatively and in technique.

The second phase of my self improvement has been in English.
My time in Y school taught me to despise menial tasks «nd to write
essays. My time at Z school taught me to despise teachers and to stick
up for your friends above anything else. Neither taught me to appre-
ciate anything remotely to do with English. It was the start of my
eleventh year and the coming of a new teacher that saw the fruits of
my Engiish labour. The only teacher I have ever got on with truly. In
or out of the lesson. It is my contention that due to her, an area of
myself yet undiscovered, was touched upon and cared for. 1 am pleased
greatly by my own progress in English and deeply saddened if T ever
miss a lesson.

[ can't say that in other lessons 1 have matured so noticeably. In
fact, with some frustration [ would have to admit that I have con-
ducted my time with the same robotic defence that se many students
adopt while at school. Perhaps this frustration would account for the
numerous outbursts 1 appear to have. [ don't think my heated contlicts
with figures of authority have achieved quite what [ originally planned.
The unwanted and tiresome reputation 1 hotd with most teachers and
pupils alike. Some look up to me, some look down. But none, save
my English teacher, look straight at me

In conclusion T would say to sum up my time at X school would
be extremely difficult. The nearest analogy to it is a long dark trek
over an icy terrain through thick snow and a gale. The action I have
served both in and out of schoot has put me on very thin ice and
through very thick snow. Sometimes [ feel good to know how hard
I'm working at pushing on, Sometirr [ feel bad at my seemingly too
slow progress. At other times. T just fucl

The purpose of a record of achievement must inevitably be to enable or
facilitate an assessment of the quality of the student by the potentiat employer,
college university wtor or youth worker. This particular record was variously
marked as not acceptable’ and as superb’ by different teachers in his school,
and their difference of opinion reflects the complexity of reading such docu-
ments Once we recorded only the cognitive skills, If [ failed on these, T eould
nevertheless still be snice”, “kind', ‘caring’, ‘lively’, ‘good fun’, ‘sociable” and so
on. These qualities are now included, and the quality of my whole identity is
up for grabs That identity, now fixed, is a part of a hierarchy. In the words
of the above teenager, “Some [people] then ook up 1o me, some look down'”
But do anv look straight at me?
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