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Abstract

Many who see a cTisis of values in the United States look io the schools for help.

They find in thelhistory of American education two main approaches to values education.

One is the search for a common core of values that can be taught directly. .Stnce the

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

indoctrination add for its bias toward the status quo. ..As an alternative, critics

have emphasized the second approach which emphasizes'critical
discussion of moral

dilemmas. This appyoach has been condemned, in turd, for its lack of, commitment to

a well-defined moral code and for its lack of effectiveness in ensuring moral behavior.

In this 'paper, studies

selectively reviewed.
of U.S. schools and at

.be adapted to American

education are analyzed

.education.

of values education in other industrialized countriei are

This analysis contributes, by comparison, to better understanding

thesame time furnishes a list of prokisingpractices
that might

aspirations. To these ends, eight assertions about values

in light of research and development in moral, civic and values

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

Assertion 2: Countries ziffer in the valuesJwhich characterize
their political

tuituru. Countries also differ in the values they seek to ;each in achool.'

Assertion 3: No Western industrialized country has had a uniformly high level of

success in transmitting civic values...Subtle incompatibilities
between what nay seem

pósitive goals exist, and approachesetressing
roteand ritual appear to be counter

productive.

Assertion 4: The leerning.of values is strongly influenced
(sometimes in unexpected

ways) by m'any fecEors which are outside the control of educators and educational

policy-makers,,such as nation31 culture and subcultures,
economic structures and .

unique historical.events.

Assertion 5: Notwithstanding'the
importance of nonschool and.nationally idiosyncratic'

factors, educational policy has been somewhat effective in bringing about desired

changes,in values.

Assertion 6: The leerling of values in sclhool is not 'limited to mandated programs of

moral and'civic,education,
Students also learn values (such as cooperation, rights

of self-expression, respect
for other persons, and respect for authority).from the

ways that schools embody these values in organization,
teaching, and"sOcial climate.

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

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

to collective welfare, in others more to individual benefits
(thouih no country

completely neglects either).
Some of these goals and materials ere worthy of our

consideration (e.g., those relating to teaching about internationally
recognized human

rights).

Assertion 8:. In industrialized.societies,
televtsioh and other,mass media.have an

.important and often negative
effect on young people's xalues.

Educational programs

could have a poiitive effect on student understanding and usage of media.

The Commission is urged to give extensive
ittention;to values in its repott--to do

otherwise would contradict the assertions documented in this paper. ,In particular,

the Commission is asked to put together a coalition agenda--a deicription of values

that ought to be learned in school, together
with the actions needed if these values

are to be embodied in educational practice. Such an.agenda'would serve to stimulate

dialogue and action among interested groups. A major issue for such an 'agenda, es

for this pAper, is hot; to reconcile striving for consensus with tolerance
for dissent.



Introduction

Virtually everyone agrees that values are important in education.
1 The

agreement usually ends there, however, leaving many perplexing questions....

What, values are learned in school? Bow mach influence does the school have on

values? Is It possale for the school to be neutral with respect to values?

Axe values best taught
explicitly or can one count on implicit transmission?

Is it feasible and desirable to make intentional changes (through national

policy or otherwise)dnithe values transmitted through schooling? Are problems

in Values education best addressed by parenti, teachers, school boards, clergy,

or academic philosophers or
psychologists? Now can groups with disparate

values best communicate on these issues? None of these questions have ready

answers.. Obstacles to answering them include not only lack of information and -

conceptual clarity, but also the fact that itdividuals inteiested,in this

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

ways. In short, reasonable people differ in their answers to-questions about

-

values education even when faced with the same Information.

Thus-, the truth of any generalization-about
values sc.Ata continnously open

to debate: Consider,,for, example,
what it means to say that there is a crisis

'in values. While there is widespread agreement that there is such a crisis,

Langerak (1979) points out diet there are no fewer than five contraWag views

-

of it. For some the problem is one of motivating individuals to act on the

values...they hold. Others bewail the decline of mupport for,traditional values.

A third group blames the crisia on igiorance among
individuals of the way in

4

which values shape not only:their behavior but that of others. A fourth group

4_



Attributes the crisis to rppid social aisd technological changiirhich has made

oxisting skills in analyzing values difficult to apply. Finally, some pee the

proPlem as one of remaining committed to one's own values while at the same

time recognizing the pluralism of values in society.

According to Bats.(1980), this crisis has been caused by an erosion of

the civic values necessary to sustain a balance betweencohesion and pluralism

in society. Valuei which once supported the political community have become

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

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

"ask me to justify my-behavior."

Empirical Fesearch also shows cause for concern. Sigel (1979) found that

American high school seniors associated democracy almost eiclusively with

individual freedom and that for many it vas little more-than a slogan. Few

stg4entaunderstood what it meant to apply democratic principles to solve

political conflicts. Levine (1980), using Carnegie survey data from the 1970's,

characteriz d this generation of college students as clearly more concerned for

the individual than for the community. Hedonist and duty to self were the

values'shaping their behavior.
a

.0pinionsiiiffer on the role that schooling has played in thiecripis of

'values. Courses such as civic educatiop and curricular objectives iiith strong

values add moral components have long been an explicit part of school programs.
2

Recently, there has been resurgent criticism of values education for being

poorly practiced and widely neglected (Ravitch, 1980, to name only one).

Colleges and universities have been condemned for their narrow concern with

academic values (open-mindedness, respect for the past--see Maguire, 1982),

and for being willing only to help students "grasp" or "scrutinize" values

while shying away from "fostering",,"shaping", or even "modeling" values

(Langerak, 1979).



1

Two APproales to Values Educatinn in the United Stites

Historically, it is possible'to distinguish between two approaches:to

3

values education: (1) the seatch for°0 common.core of values to be inculcated

and (2) the attempt to_inflUence values,indirectly, with emphasis on critical
_

T

analysis and with avoidance of methods which might appear to indoctrinate.

Search for a common core of values. This approach.has characterized

,

American education for much of its history. According to Elson, the textbooks

of the nineteenth century,

4
made no pretense of neutrality.-4 They take a firm and

unanimous stand .en love of country, love of God, duty

io parents, the necessity to develop habits.of.thrift,

honesty and hard work". . the certainty of progress,

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

Yulish, 1980)

In the early 1900's character
education was in vogue (Yulish, 1980). A 1911

report of the National Education
Association gives a,sense of the values the

school was expected to impart: obedience, honor, trustfulness, cleanliness,

honesty, self-control,
justice, and patriotism. According to this,report, true

individual freedom could berealized only after society's values had been

internalized.

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

fifty states and found almost universal
inclusion of loyalty and patriotism.'

He pointed to many anti-Communist and pro-free enterprise themes, and concluded

that students in public schootl still receive."an
extended exposure to a civil

religion . . . which Cannot help but-have a limiting effect on the possibilities

for change in the belief system" (p. 98). In contrast, others have argued thnt

the federal curriculum development
grants in tit 1960's were used to undermine

traditional values and promote "secular humanism" (see Nelkin, 1977).,

Two recent attempts to reinvigorate the teaching of a coimon core of

values may be found in programs of,law-relatesieducation
and in publications'
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of the American Federation of Teacgers. Educating students about the law as a

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

history courses. About fifteen years ago several organizations comprised of

both educators and lawyers began to deveZop programs called law-related education

for students`in elementary and seconclary Schools. Often cosponsored by state or

local ball associations, these efforts have for aboat ten years been coordinated

nationally ky the American Bar Association.

A study group on la4-related education in the U.S. Office of Education has

defined the aims of law-related educaiion as

giving people an-adequate lase of knowledge and'training

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

that,,is part of their general education, enables them to

. be more informed and effective citizens (USOE,

tiii).

It is not,only intended'that individua become more knowledgeable about the

law, but also that they develop appropriat respect for the law. A wide variety

of methods including discussiohs, case stuaies, role playing and the analysis of

news reports are used; and an equally wide range of topics are treated. Many

programs stress aspects of the law which are closely related to citizenship

(e.g., what it means for a society to operate under the ride of law, the nature

of the U.S.
Constitution, how laws are nade and the role-of pdicial review).

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

or on basic concepts such aa authority and responsibility.

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

cliimate of increasing relativism in schools, has recently begun a series to

"restore values in educcition"; this series takes a core values approach. Four

supplements to the AFT pubAzation American Educator will be issued, each

suggesting the use of folktales, art,
literature, and newspaper articles as

starting points for discussion of four traditional values: responsibility,
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honesty, courage, and compassion. For xample, in the-winter 1981 issue,

5

excerpts fiam
Tbe,Bible Of Mice and Men, and The Yearling as well-as the pom.

"He Ain't Heavy, He's itr Brother" are
recommended for discussion of the valut

reePponsibility.
Bibliographies of other film and print resources are also

given. This series echoes attempts in the early 1900's to use the study of

literaturLto promote character development (Pietii, 1977).
{V

The search for critical thinking without indoctrination.
Two concerns

about the inculcation of common core:values are oftei voiced. The first is

that students will be indoctrinated rather than encouraged to examine and

choobe values. what will happen, it is asked, if methods used successfully to

impart agreed-upon values gradually become the means of indottrination for

otHer more questionable values? From this perspective,
indoctrination is broadly

and pejoratively construed f,often without clear definition). The teacher who

tells students,not to cheat on examinations nay be seen as indoctrinating. The

second concern iS that the values Which are
loat'likely to be identified as

. .

ft common core" are those which support the political and economic status quo;

obedience to authority and belief in free enterprise and the market econom*,,are

examples, in point. These concerns are not new. John Dewey, in betting

forth his ideas about moral education in,the early 1900's, was reacting against

what he saw as blatant indoctrination in characteredutation
and, in particular

against requit4ments thdt students memorize creeds or slogans.

*

Dewey believed that moral education ought to stimulate students to

reflective thought on problems of personal-and moral significance (Hersh,

Miller, and Fielding, 1980). The inculcation of virtuous traits, pa matter how

positive they might appear-, could not be justified.

Rather than studying fixed rules of coliduct or personal

moral sentiments,
students should

ixplore the was in

which men are bound together.
(Pietig, 1977, P. 175)
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Dewey himself stated it this way, "The question is not what to do, but how to

decide what to do" (Dewey; 1893, p. 56). Dewey also recognized the inflUence

of what is often called the "hidden curriculum:" No matter how often children

are exhorted,to support democracy and justite, if the organization.of the rthool

is authoritarian, Dewey argued, Cle moral education of students will suffer.

Cooperative group activity and a strong sense of community, both inside and

outside-the school are essential to moral educatiowin his view.

Dewey has had a number of heirs. Prominent in the recent, past are Kohlberg's

theory of moral development (1976) and the movement for valUes clarification led

by Raths,liarmin, and Simon (19784.3 Kohlberg's theory of 4ral-development was

initially conceived as a theoret ca position in psychology without regard for

its educational implications. Kohlb g was reacting against learning theorists

Whose view Of moralitymere habit and anxiety in face of temptation--he

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

moral dilemmas as progressing through hierarchically and sequential4 organized

stages of judgement. From this perspeCtive,
the-individual at a lower stage

judges an action as right or wrong based on exPected
punishment or reward, AI

the higher 'conVentiOnal"Astagesi
the.yindividualis_responsive to social

definitions of right and wrong; at the highest stages individuals make judvments

based on principles of justice which might even be in contradiction with societal

mores or laws. Progress from lower to higher stages is thought to be irteversible

and to be stimulated by exposure to a higher level of moral reasoning, one which,

'conflicts with the individual's current level.

Kohlberg's theory has been translated into programa of moral education..

Teachers have been encouraged to question students in order to stimulate complex

thinking about moral choices and conflicts. -The aim is progress through the

stages of moral development, and the ideal method is a kind of Socratic dialogue

,



grounded in respect for justice justice is thus a core value for Kohlberg,

but one to be addressed indirectly. This epproach to moral education has
,

incorporated not only Dtwey's concern for reflective thought but also his call.

for student practice in *laying social roles. Kohlberg's programa often take

placc!in what is called a Just Community School where deciaioni are made by

students through direct democracy, accompanied by discussion of the.everyday

dilemmas in which value conflicts can be found.

Although many have found Kohlberg's ideas an admirable approach to moral

education It a democracy, there have been criticisms both of the underlying

theory and of Its educational applications. In particular, Kohlberg's approach

has been criticized for failing to distinguish right from wrong even in clearcut

issues and for being too little concerned with the relation between moral

judgement and moral behavior. Peters (1978) argues, for example, that when a

wallet is stolen, the victim is rightly more concerned with the act itself and

with the assailant's lack of adherence to conventional morality thanbwith whether

Akc

the assailant is able to justify his behavior in more or less rational fashion.
9

Educators have also criticized the approach because Of difficulties .

experienced in training teachers to Conduct moral discussions according to the

theory; the frustration some teachers feel at being asked to create moral

Ambiguity and conflict in the minds of their students; the long period of time

before change is observed in most students; and thiLlatk of a clear relationship

between discussion of problems and aanges in behavior (Herat., Hiller and

Fielding, 1980).

In his early work Kohlberg spoke very negatively about inculcating any

"bag of virtues" and criticized almost all approaches other than his own as

indoctrination. But more recently, he has recanted in part;

4
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now believe that the:concepts guiding' moral
education mu t

be partly "indoctrinative;" This is true by nmcesiity iu a

world In which children 'engage in stealing, cheating, and

aggression and in Which one cannot wait until cllildren reach

the fifth stage In order to deal directly with their moral

behavior.(Kohlbeig,
1978, p. 82)

Peters (1978), writing before this recantation, suggests that Kohlberg's

approaeh would be more valuable in education if certain basic rules necessary,

for sulintaollpg
social life were also recognized and inculcated--keeping

one's

promises or contracts* preserving public and private property, not,stealing,

truth-telling and consideration for others.

Values clarification, proposed by laths,Marmin, and Simbn represents sn

even stronger rfacifon.against the
teaching of specific,yalues

or-virtues.

Classroom dialogue (often in the form of games) ix used sto help children, first,

to recognize their own values;
second, to examine these values; andthird, to

express commitment to those values which they have decided are"good for them."

The relativism of this approach bas been Welcomed by some teachers who,felt

uncomfortable advocating valueS for which community consensus,was
lackipg (or -

perceived to be locking). This approach has also appeared

attractive to many lobo believe that valoes are pere-statements of personal

preference which cannot be justified by philosophic or scientific reasoning.

Recently
Oldenquist in the Harvard, Education,Review

(1979)' 'has strongly

criticized both the Kohlberg epproach and the valuea clarification-
apprtech by

comparing themiinfavorably to the 2000-year-old
views of Aristotle in the

"Nichomachean Ethic".

IThese recent approaches] agree that what they loll moral

education should be non-directive;
it is ell right to

explore opinions or teach methods of moral reasoning,

but nothing should be taught as right or wrong . .

am fairly certain that Aristotle would complain that

the ultimate effect , . would be to cause 4hildren

to think that morality is merely &natter of uidebatable

personal feelings and that moral reasoning leads to

%



nothing but dilemma* . . .

view of bunan nature 1** 1

for it can lead young people
reflectively want le All tt

(p. 241-242)

values o &Wit
* actually dingerous ,

0 MO that whet theY
'needs to be coneidered.

Oldenquist redefines in on. ation in pr

In

the k4r:,-

7,1ching without preStnting evid. n for opini= or

icating (an het; one can) how th y have been

arrived At.

Presenting a va ue position on which there Is

diaagrtementas though it were generally 'veep

Teaching total viiiamoirhout considering student

responses.or a/lowing discussion.

Pretending thnt one is being ohjetive o.nL.tAn.y

neutral vhen one is satly inculcating one'ss4n

values. (paraphrased from Oldenquist) r

ast tc) thitaort of indoar.ation w%Ich he agr

Oldenvist proilwrieo "diretive ubral educe Ion" telAch ptco:Dte

isuth courage the willlioness ,t(a, work for.wh.at one wanta .

,'Lables

TercDne clet.ae6,

=r4: at _ Jvs

such at fairi.ess, hnnesty, end the atand,mment of i*lepce and_theft

yalues be argueg re neces0ery it sogiety i to Ise *Nen mInknaBlv safe

4
and satisfying.

The recent 1 N orF -a In the United States sa5., thtA tc

viewed as a ser..es of actions at! reirtions--igdootrinati3n of ArDts2 c'Dntent

and norms of behavior follow d by a reaction whit+ has &tempted to awc

indoctrinaticr by emphasison the process rather than the content of

r.aiooing a reactic:3 which seeks agrement on at lesst a rett

list of "virtuet" perceived as necessary for the survial of.society,*4

Amtrican ed stors are perhaps et a baleme poir.t, Many ars att 17t

the notIcn of it search for sone cocoon social valaes t unn,':erned aboat t-te

dangers of indcTtrinetinn. Many alsp fird,appeal in the Idea of peaveys
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OVItt4 pt2z.*pIa4
thillkini. but e concerned that verbal ustlf ion say cit

0 to morel behavior, Fence, several current approaches discuased later in

paw sr, eclectic. calling for reflectinn, while accepting a short 1tso

core values. This trend among those vho UT1te about education wou34

from more videspread debate among edutetionel poll yeaters and,

t otters.

The Itme,inese o 41..p.mtuslIT
£duc

Intertstional trade in eduattoim 1 ideas ha b en important at hsat since

it

ink Puddle Ages- In the United States, as In, other countries, education has

b en veriouaiy influenced by developments in other nations Sometimes imports

An4 tutton41 models have come to coexist, t ereb increasing the ducational

41vit141tY in telq 4404TtcOtIO COW, h pride For example the model of the

corman untversity In the late nineteenth century helped bring about the

WO 104.1fnt t arch 011w-cities to th.. United States. Today unitstt1es

prima devoted to basic research still share the-lield_in tr U4S with

other more iodtgenous institutions of higher ducation, such as the liberal

srte coegt and thr land grant university,

The ed cottons! practice,of other nations in general and especielly those

influence the acquisition of values can be vieWed es a series

* tC1 orrurrIng xperimentswith variatton In organization and variation

if$ id SY., for example, Tvo specific results can be expected from sr:

es4o;ina tt this vartation irrvalues @disc tion, First is a better

underetandttg of how values education in this country ,fitt intO a broader

context. what4 lc out approach to vatues education, is
surprisifig!to persons

om ornrr countries? What is unusual-about our approach? amthese unusual

rematts * ill valuable, cm were they better suite4
to ion era now pa ?
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Second y hope to find prrmising practices in other rations which seLgnt

5

be edA0tell to our uie without damage to our 'Cultural heritage.

Altart toward seeing American education in this way can be four'd in

an a book compiled from the obsetvitions

made between 1966 and 2968 by three hi h y select groups of Jepanese teachers

who observed families and schools in the United Stetes (Bersday and )1atsui, 1973).

ever the school sight do to produce & moral individual was of gtotat interest

* teacheis. Their observations suggest that the American school has

distinctive features; in the words of one teacher:

I did not observe any instance when a teacher or principal

administered discipline to e group as sucft. In J&pan we

start first, with groUp discipline, teaching each,child how

to behave as a member of a group . . In Japed it is

first the group, then t#e individual; in the United Atates it

is first the ihdividuaL then the group. Do I understand,

correctly that if you discipline the individual, you do not need

to discipline the group? (Barclay and )aui, 1973, v. 29)

These Japanese observers noted that American homeroom teachers paid:Very little

attention to group solidarity but "behaved like wean in charge of traffic on

the street" (p. 53). The Japanese were
puzzled that, in is country already so

diverse, the main attempt was to foster individualism and more diversity rather

then to build a common sp rit.

They were also surprised to discover that there was no ;specific plan in

most schoolsfor teaching values such as honesty, respect and kindness.
4

Teachers with vhom they spoke even seemed puzzled by questions raised regarding

these matters; OD* conversation vent like this:

Bow art you carrying out moral education in the school?

Well, we teach geography in the first year, the bleary of

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

third year.

106 I do not mean that. I would like to know OE kind

of guidance are you giving, for example, in the

aesociation of boya and girls?
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Oh yes, that is a problem for the family and we do not

touch that in school.

gut so long ite you are engaged in education I suppose

you consider
desirable imsges of man, do you not?

Hall, maybe. Stst each community may have different

requirements which differ from school to school.

Do yoU not have anything like common objectives in.

education?

If you like, we mdght say that democracy is a comon

objective. (p. .34)

The Japanese teachers were 'especially frustrated by be inability of Ameil.can,

educators; to articulate an ideal image of society (other thaWthat it was

democrati, and not socialistic) or an ideal image of the type of student

personality they hoped to form. It vas the experience of the Japanese that

uch an ideal image need mot have a religious base but certainly'should be

articulated and conaciously incorporated in the organization of the school and

thf actions of teachers.

00

assumptions of Anerican moral education (e.g., that it operates rather

informally and that it stresses individualism). They indicate that a systematic

examination of educational practice in other countries might well prove still

more insightful. It is therefore
important to ask how receptive Americans

would be to this analysis.

For nearly one hundred years there was a considerable.tendency among

Americana to view our educational system's
impact on civic or moral values as

responsive to unique historic end cultural
circumstances ind to claim

superiority for American methods of civic and moral education.
Reform was not,

therefore, thought to require serious attention to the practice of other nations.

These observations, while impressionistic,
highlight certain underlying

In 1899, the Committee of Seven of the American Historical Association conducted '
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a study of education in Europe. Although they identified some promising

practices, they ionclaed that "German and French schools regard pupilsfas

subjects rather than citizens, while English instruction was chaotic and

entirely lacking in attention to civil government" (cited in Hertzberg, 1981, p. 13).

in fact, by the late 1800's two trends in the United States had made our

schools different from those in Europe. The firit was the spectacular growth

of the free public high school under local control, financed by taxatinn, and

open to all. This institution differed radically from theimore centralized

(often religiously coiltrolled) schools in Europe, which 'provided one type of

'education for a minority of university and profession-bound students and quite

another for the mass of'workers (Hertzberg, 1981). The second trend was

massive maves of immigration. Under the assumption that a family

from a foreign (and perhaps
hostile) nation Was in no position to inculcate a

common American Alue system, the'school was given greatly enhanced

responsibi1ities-4-botft to "civilize" and Americanize. "Only with the laboring

sod immigrant young safely in class .. I would and freedom

survive' (Hersh Hiller and Fielding,.1980, p. 17).

These differences between education in the U.S. and other nations bate now

eonsiderably decreased.' In the last thirty years the educational mystims of

Western Europe have been faced with strong demands for public secondary education-
A

equally available to all regardless of social origin. In mopt nations,.the,

educational systemi have responded to this demand with substantial growth in

'secondary school and university enrollments as well as longer periodi of

compulsory schooling..

Within the last twenty years,
thecountries of Northern Europe have also

taken in many immigrants--especially "guest
workers" from Southern Europe.

Some schools in Sweden instruct students in ten different languages in addition'

1 I)
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to teaching
Swedish as a second language.

In such cases, explicit attention

has been given to problems of moral and civic education for *the Immigrants.

At the same-time that problems of education in other nations have,leCome

increasingly
simi:ar to ours, Americans have became more and more dissatisiied

with the values taught mind not taught in school. As a'result, we believe, there

is now and wili'be for some time an increasing audience for studies of

educational practice in other countries. In this paper, we examine several

types of studies (both those comparing several other nations and studies within

a single nation) as they bear on eight
assertion's about values education'. This

*P

analysis islimited to the indUstrialized Coun'zies, especially Germany, Japan,,

Britain, the Soviet Union, Sweden,
and Canada.

a

N-71k

E.
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Assertion 1: No institution with education as its primary aim can be value

neutral (this assertion applies to institutions of higher education as well as

to elementary and secondary schools).

;

No system has, in fact,tried to bi value nehtral except in very limited

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

opponents in the East have spent substantial portions of their budgets and

devoted exteniivcattention in curriculum guidelines to social education with

explicit value goals.
6

The Council of'Europe has characterized this social

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

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

human rights and
fundamental valUes sucp as tolerance, cooperation, democracy

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

the views of others, ability to argue analytically).

Buu the school's rale in teaching values is no means limited to such

explicit intent.
Education by its very nature implies the,takinvof Stands

which are laden with values. jeachers,consider some things worth learning

and others not; some student behaviors constructive and_others not; some

pedagogical practices
useful and others not. Even in the most cohcerted

attempt to practice neutrality (as in the values clarification movement),

values are assumed: these include for example, the notion that discussion

of values is good and has beneficial'consequehces
and the idea that the

values of the student are as worthy of tonsideration as those of-the teacher.
7

Schools and teacherware neutral at times, but only in a circumscribed

sense. In the United States, public Schools have been constitutionally

enjoined from teaching anything that would amount to an establishment of
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religion. In France where teachers range from conservatives to comMunists,

teachers are forbidden to discuss partisan matters in the classroom; et the

semi time elementary school educators, at least,,are encouraged to teach

loyalty to Fiance's dsmocretic institutions.
6

` The enforcement of this double duty in France (or elsewhere) is problem,-

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

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

teachers inthe schools of less pFestigious academic status (the colleges of

general education or CEG's) werembrelikely to observe this neutrality than

the teachers in the elite university Preparatory schools (lycees).

For instance, we have observed violently anti-gaullist

history teachers An the CEGIs give lectures on the Fifth

Republic which in no way suggesled what their real political

preferences were. SimilarlY, in a CEG located in a

Communist tronghold, we saw the principal, a member of

the Party, tall the police to remove demonstrators who

-wire cfrrying pro-North Vietnamese signsidthin,a hundred

yards of the school, because such an expression could not

legally be done so near the school. (Schonfeld, 1976,

pp. 36-39)

International studies (the IEA surveys)
9 have shown that teachers differ

_from country u) country and from issue to issue-in what4they consider

acceptable to disaiss in the classroom. Some *oral stands were regArded-a*

appropriatety a great majority of the'teichers surveyed in nearly all the

Wertern industrialized'countriesatudied
(West Germany, Finland, Ireland,

Italy, Netherlands, New Zealand, Sweden, and the -United States). For

example, the idea that teachers ehOuld be free to4peak out against raciaN---

discriMination in'the classrocim was endoreed by lore than 60% Of the teachers

In each of these countries. On other issues there was considerable variation,

as thefollowing list indicates. Three percents'are given--the sountry other,

than ihe O. S. with the highest percent of teacher* Witying a teacher should be

free to eftage in a
particular,activiti; the country with the lowest percent;

and the correspOnding figure for the V.S.1°

hi
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Allow the distribution of free enterprise literature

put out by the stock exchanges or national chamber of

commerce and banking groups: Sweden, 962; Italy, 56%;

U.S., 942.

Allow atheists to express views before school classes:

West Germany, 95%; Ireland, 42%; U.S. 702.

Speak out against Fascists and objectionable pr unpopular

political groups: Netherlands, 72%; Finland, 18%;

U.S. /0%.

Argue against censoring of literature by those who feel

it is controversial or immoral: Sweden, 74%; Finland,

26%; U.S., 632.

Explain reasons for preferring one party over another

in a national election: New Zealand, 36%;-Sweden, 72;

U.S., 42%.

Speaki out against the government:
West Germany, 48%;

Sweden, 8%; U.S., 42%.

Argue that labor unions should be furtherregulated or

controlled by the government: Ireland) 44%; Sweden, 3%;

U.S. 41%.

Speak out in favor of nationalization of large privately

' owned industry: New Zealand, 372; Sweden, 5%; U.S., 30%.

Speak favorably about Marxist communism and circulate

apprOpriate material:
Netherlands, 44%; Sweden, 22;

U.S. 25%.

When responses to these issues were
combined in a scale reasuring the

desirability of teachers discussing sensitive issus in the classroom, the

results'showed that Finnish and Irish teachers considered
relatively few of

these issues-appropriate
for classroom discussion'whereas

teachers in West

Germany, New Zealand, the Netherlands
and-the,United States were relatively

receptive to he discussion of such isiues.

Teacherslin SWeden were unusual in showing wide variation from issue

to lasue. They reported very high willingness to allow atheists tolexpress

their views, o argue against the censorship of literature and to Slow the

,distribution pf stock exchange literature. They wire less willingthan

. 20
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teachers in any other nation studied to favor explaining
preferences for a

particular political party, speaking out in favor of an industry's .

nationalization, speaking favorably about Nixxist communism or speaking out

against the government.-

'
Student reports on whether they were encouraged-Oexpress

their own

opinions in the classroom tended to confirm these teachers' reports. Finnish

students reported low levels of encouragement while students in West Germany,

Ireland, New Zealand and the United States reported high levels.

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

the explicit aims of schooling and teachers' self-reported values. Thesi

sources of data do not take into account the extent to which the reality of

schooling is different from its formal aims as prescribed by educators or

others. The values actually taught frequently differ from the values

ostensibly advocated.
This point is particularly important

when one looks

at how education sorts
people into high or lower statuses in society, in

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

00

who gets what job. Schooling is part of a world in which some children become

corporate lawyers and business executives while other children become auto

workers and secretaries. Value acquisition is one aspect of this process;

students gradually and more or less thoroughly learn values characteristic

of the occupatioai they enter. In addition, they acquire some valies

which are shared more widely throughout society.

This process can be seen from two different perspectives. The school of

thought called functionalism sees society.best
represented as a coherent,

organic whole.
Functionalists see schools teaching values which

are widely sbArad and which are deemed uSeful in keeping social groups

working together.. In contrast,'another
school known as conflict theory sees
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society as a. field of contending groups with different interests and different

values. This school of thought puts less emphasis on shared values.

According to conflict theorists, the attempt to teach shared values is

ordinarily an attempt to impose vglues Which favor dominant groups. Zn an

. ,

example of this sort of analyeis. Anyon (1981) in a study:of the treatment

of labor relations in seventeen Ameriean-high school history textbooks charges

that the textbooks devalue confrOntation and dissent snd overemphasizecthe

positive results of bargaining and union...management cooperation.

iChelier of these points of view one adopts, the school is viewed as

a major actor in the teaching of values, whether or not the values taught

are ones which differ from group to group or ones which are =bre widely shared.

For functionalists the process has positive-consequences since the-values,

learned contriblte to the harmonious working of society. Conflict theorists

emphasize the negative consequences, seeing the process as one in whicb

disadvantaged groups learn to accept inequities. Neither side sees our society ,

as one in which children choose their own values.
11

Assertion 2: Countries differ in the values which characterize their

political cultures.
12 Countries also differ in the values they seek to teach

in school.

EVen among Western industrialized countries, there are important

differences in the values of adults. For example, Eofstede (1980) has

reports:1_0u a survey of 3000 adult employees from 40 countries:

In the U.S., Britain and other Englishspeaking countries,

respondents stressed motivation by personal, individual

success in the form of wealth, recognition, and self,

actualization.

2
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p.

In Japan, Germansepeaking
countries, Greece and some

Letinlountries,
respondents stressed motivation by

personal, individual
kecurity in the form of wealth

and-hard work.

In Prance, Spain, Portugal, Yugoslavia, Chile and

certain other Latin and Asian countries, respondents

vere motivated by security and belonging; to them

individual wealth Was less important than group

solidtrity.

In Northern European countries (especially the Netherlands

and Scan4inavia),
respondents were motivated by both

kuecess and belonging; they valued not only collective

success but'alko the quality of human relations and of

the living environment. (p. 376)

When ten thousand university students ineleven countries were sampled

by Elineberg, Zavalloni,
Louis-Guerin and Ben-Erika (1979), three relatively

distinct orientations were identified. The first or "nationalist" was

characterized by opposition to lialitations-of
national sovereignty,

perception of the need for control of immigration and distrust of supra-

national
organizations; "it was most typical among TUnislane and Nigerians.

.

he second orientation, called "internationalist"
cotbined attitudes

favorable tO immigration, the elimination of nationalism, and the establish-
.

silent of strong international organizations; this orientatioh was most

4

,#characteristic of Austria, Japan and Spain. The third orientation was

somewhat intermediate;
it included some hope for the elimination of

nationalism along with some distrust of world
government and some support for

limitation of
immigration; it was most typical of the U.S., Trance, Italy,

Yugoslavia, and -Australia.13

A series of papers by researchers at Stanford University provides

considerable'infornation about
the valu that countries'betieve it important

141\4d
to teach in school. Their analysis. S. bas on the explicit aisle of

education in approximately 130 countries as stated in the UNESCO World Survey

'of Education in 1955 and 1965. The aims of education were
classified under

,

.

0.
A-.)*
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the following twelee'categories; (X) national development (useof education

to build an integrated and coherent natihn), (2)'economic
development (use of

educationrfor collective economic and technical development), (3) individual

development (use of education to help an individual reach personal goats for

self-impression and self-development) (4) individual vocational development

(helping an individual find a place in the econom;) 0 (5) advocacy of

democracy (participation in.the process of political rule); (6) furtherance
^

Ofworld citizenshig (education aimed at world Integration and.appreciation

of the international community)(7) promotion of-equality and.equality of

OpPrtunity, (8 ltivation of loyalty and patriotism, (9) dr.:teaching of

specific economic
iIeologies (sUth as socialism or communism), (10) advance-

ment of religion, (11) promotion of local community cohesion, and (12) the

use of education ai preparation'for elite positions. Economi:: development,

national development and individual
development were the most favored aims

(appearing, respectively, in 57%, 52% and 392=of the 1965 entries). These

frontrunners considerably outranked other plausible choices, such as loyalty

and patriotiam (27%), Sndividual-vocational
development (26%), and democracy

(242) (tanford and lisle, 1981).

Weeren (1972) surveyed official statements pf educational policy

rtgardingeoral education in the U.S., the U.S.S.R., Prance, Canada and Japan.

Although these statements are now at least twelve yearsyold, some of the

broad comparative findings are undoubtedly still accurate. This researcher

found considerable similarity cross-nationally--in the recognition that moral

education is an important function of the patio schools, in certain of the

eceasou values advocated (e.g., respect and concern for others), and in

pedagogical approaches.
Rovever, there were also sUbstantial differences:

The United States stresses individuality and freedom far

more than the Soviet Union, which places much greater



emphasis on service to the community. Quebec distinguishes

itself from all the other societies by incorporating

religioup and Christian values into the moral objectives of

the pubAl. school. (Wieren, 2972, p. 38)

Alex lnkeles (1980) hes analyzed the political culture of tbt U.S. fro=

storical perspective. He argues that contemporary social science evidenze

strongly supports the continuity oUdistinctively American characteristics

first described by such nineteenth century observers as de Tocquevi1le and

Hartinesu. These qualities include pronounced pride In country, self-reliance

ahd autonomy, willingness to engage in voluntariem, trust in others, sense of

efficacy and optimism, innovativeness and openness to new experiences

mdstrust of authority, and:equality in rights before the law. Inkeles admits

that there is no comparable bmly of evidence to say eti, there has been such

continuity "despite massive changes the size and composition of the

population . . levels of oducatin , . patterns of residence and .

forms of work." However, he suggests that *cation has been important In

sustaining these values:

H1y own research in developing countries, soue of which are

how at the stage of development the United. States was in

around 1890, *bows clearly thztattendance at a modern

school is the most important single factor 4n Inculcating

in young people a sense of personal efficacy and of openness

to new.experience, a spirit of self-relisnce and st striving

for Independence from traditional authorityall of which

we have identified as elements of the American national

character. If this haPPens In less developed countries 115W

it very likely happened in American schools earlier.

(Inkeles, 1980, p. 38)

It is ixportent to note that Inkeles does not see continuity in all asp
zz

ofAmerican national character: be finds in the U.S. increased tolerance et

diversity and deviant behavior; a decline in the ethic of hard work,

temperance and frugelity; end a recent erosion of confidence in the coun

Institutions.



Assertion 3: So Western i dustrializsd country has had a uni:ormly high

level of success in transmitting civic values. Subtle incompatibilittes

between whet may seem positive goals exist and anelosches stressing tote

end ritual spear to be counter productive.

Our evidence for this assertion is drawn U om ten-oation study of civic

oiutstiOn conducted by the International Aasociation for the Evaluation_ of

Sducation"chievement (IEA) (iorney Oppenheim and Fernen, 1975). This

association is a consortium of educational reseerch institutions in some

forty countries. It has worked together stint the early 1960's to conduct

comparative surveys in a total of seven school subject. The data for the

civic education otudy were collected in 1971.

designing this study, an international committee collected materials --

from participating countries describing the objectives of civic ducation.

- The reports from all countries put so much stress on ettitudee and values

that about half of the float instrument vas devoted to these outcomes_ ail

Itana were translated and heti' translated sod extensively pilot tested

(Oppenheim and Torney, 1974). The resulting questionnaires end tests were

answered by 10-year-olds 14-year-o1de, and students in the lest yes, of p

university education In the Federal Republic of Gsrsany. Finland, Iran.

lteland, Israel. Italy, Netherlands, New Zealend, Sweden, sod the 1:nited

States (sIthouth not every country tasted every ap Stoup)."

The sttitude scales for this eurvey were factor analyzed s.p*ratsl y fot

each sge group in each nation. The clustering of scales vas vary imilsr lc

mach nattowkl eroup forming three meaningful eTvaters. The first cluster

Vas teridtd EgarsjaAvssittiLmblia and inclueoed scales measuring anti-

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

end support .for equality, The econd cluster focused on support fp; the
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tlinalii.j.i.L.jortase.n. and included scale* to measure evaluation of and

perceived responefienses of the national government
along with sense of

political efficacy. The third cluster was termed c vic inter I a on

and included scale* measuring parrizIpation in ctvic activities, political

discussion and Interest In current events on television. This clustering

tan be interpreted as in the following example: students who were high

acorns in anti-autboritarianiss tended also to be high on other scales In

the cluster concerned with support for democratic values; in contrast

knowledge of their scores on scales In that cluster did not allow an accurate

prediction of hose they stood on the scales In-the other two clusters.

Thecountries were then compared on these three clusters In order to

find out whether any of those educational'systems vas successful in fostering

all three clusters of student ettitudes
found that there was no country

to which students had an average score that VAS above the International mean

on, all three clusters* plus the civics knowledge test that was administered

at tne sate tise . Among 14-year-olds, the countries in which the average

level of euo ort for democratic values wiss above the sun for all countries

turned out tc he below the mean on support for national government and ciVic

toterestip rticipation. In other words those countries which effectively

educated children toward support for values such as tolerance, anti,

authoritarianism, and eqUality were lass effective in promoting support for

the national government and interest In civic participation (and viceversm).

Tor example 14-year.olds in the Netherlands bad the bighest score on the

latowledge test and a bigh level of support for democratic values. Sowever,

tbair interest in political discussion was low as well as their support for

the national government. In contrast, 17,S. students expressed strong

positive feelings about the national *merriment and Its responsiventab to
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citizens; they were Interested in perticipation. Sut they bad a relat velx

2,04f level of support
for democratic values (the lowest of all the countries

in their support for women's rights
including the right to vote and run for

I.

office).

Aal the TEA studies used a regression analysis of student differences

n the country to determine which educational practices ware cimsistently

related to high *cores on cognitive and attitudinal outcomes. The predictors

of group differences &erase countries were surprisingly similar. Some

background (primarily
socio-economic status) vas a moderately powerful,

predictor of l4-year-olds' scores on the cognitive test of civics and of

anti-authoritarianiem scores imall countries. After the effects of home

background, age, sex, type of school and type of program bed been controlled,

a group of predictors which could be called learningtonditioaa wee examined,

The encouragement by teachers of expressions of opinions in the classroom

(a measure of classroom climate) was positively related to high knowledge

scores and less'authoriterian attitudes),__In
commit, students who reported,

extensive practice of patriotic rituals in the classroom (e.g. saluting the

flog, singing patriotic songs) vere,lese
knowledgeable and more authoritarian.

Both of thisi practices (encouragement to
express,opinions and use of

patriotic rituals) vare similar, however, in that they were consietent

predictors of greeter participation in political discussion across cailarisi.

Finally, in several countries students vho reported extensive use of printed

drilnasterials were less knoWledgesible
end somerhat more authoritarian.

In Abort, school experience in these Western
coUntries doslasem to sake a

difference in civic education since these learning condition variables were

significaot predictors even after the effects of'home background and type

,

of school (academic or vocational) bad been controlled.
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Classrooms in the U.S. were especially likely to practice patriotic

ritual (e.g., saluting the flag). American teachers were also more likely

than those in other countries to believe that itudents should have active

political experiences in school (e.g., discussion of issues,.political

. debates and working for the political party of their choice as a part of a

school project).

These findings suggest-that the promotion of patriotic loyalty and

acquiring the sort of knowledgelaeasured =the IEA tests do not ensure that

students will become supportive of democraticvalues In the sense of believing

in equality .and the rights of citizens to be critical of.goverament. In

facts the data lead one to suspect that stress on
patriotion may actually

berm eupport for civil liberties.

There is a strong-belief in American political culture that participation

is a critical part of asmocratic_citizenship.
The lack of correlation

between interest in participation and either knowledge scores or scores

indicating that the,goveroment is responsive to citizen action is one of the

most depressing findings of the IEA stub:. This finding may indicate that

participation is engaged in as a kind of game or for-reasons of sociability

and not because the participant expects it to have much influence over

government or knows what its influence may be.

Assertion 4; The learning of values is strongly influenced (sometimes in

=expected ways) bylsany factors which are outside the control of educators

-and educational
policy-makers, such as national culture and subcultures,

economic structures and unique historical events.

Japan. Vhile Japan is increasingly
known as'a land of high achievement

in reading, mathematics and other atilt's:mit
subjects (Vera, 1979), it is
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moral education that Cummings (1980) singleiAout as the outstanding feature

of this educational system. In a country underkoing unparalleled technological

development, this tradition of moral educatiot remains a distinctive.*

Japanese enterprise.

A In the 1880's, after a short period of less amphaeis during the initial4

development of Western-oriented reforms moral education was reaffirmed as a

preeminent concern of Japanese education. This concern was embodied in an

Imperial Rescript a revered text which thereafter all students had to

memorize. The Rescript mandated virtues to which many would still

subscribe: harmonious family relations, benevolence to others, diligence in

the pursuit of learning, modesty and moderation.
However, this text was also

used to promote nationalism and unconditional loyalty to the state. Hence,

after World War II, moral education was
abolished as a separate subject: the

occupation authorities endogeny Japanese
thought that it had contributed to

Militarism and was hostile to democracy.
15

After'years of debate, the Ministry of Education in 1957 decided to

-make moral education once again a separate subject,
45,minutes per week, in

elementary and middle school. CUmminis (1980) who spent considerable time

observing this special class,admits to expecting the worst: "dull Confucian

texts," "sermonizing."

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

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

frónt of the classroom and for the next fifteen minutes we

iiiiatched a short drama.
Afterwards, the teacher and thea

students joined in a discussion to try to identify the

moral lessons contained in the drama . . IThe lessons]

emphasized futdemental
matters such as the value of

the foolishnets of fighting, the importancelf friendship,

the problems of old people. Actually, no dram conveyed

a specific meassge. The lesson vas developed through the

subsequent dialogue of the teacher and the students.

(pp. 115-116)
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CUmmings concedes that these classes by themselves would accomplith

little while Shisuarra, (1979) claims that the moral
education class is often

preempted by academic subjects. Rut moral education pervades other sehool

activities as
welli(Vogel, 1979; CUmmings, 1980):

1EXpected
standards:of-behavior are high, but explicit'

punishments are used:less than quiet but clear expression

of disapproval.
Students, in their regular group sessions

for self-reflection, are expeetedto talk about their

inadequacies, as vhel they are insufficiently considerate

of each other and of tchool. On matters considered to be

serious, like smoking cigarettes,'!teachiroire
likely to

visit the student's family or to call the *parents in .to

the school . ." (Vogel, 1979, p..178)

Cummini4 asserts that.Japanese families have become morally permissive in

manyrespects, expecting the school and outside
institutions to set standards

for their children.

Could one expect the same results if one used similar moial education

lessons in an American school or If one adopted the same moralistic approach

to all the school's activities?
The answer is almost certainly no, for the

mmpbasis on moral education etemi from and is congruent With distinctive

aspects of Japinese'culture'and
histery. ThOugh repeatedly strengthened

over

the past eentury by intentional
borrowing from the West, this educational

system has characteristics
Which are neither easily changed by Japanese

policy-makers nor easily imitated by educators in other countries.

The emphasis.on moral education
forlexample, is a manifestation of the

;

Japanese preoccupation. with:oorrect Interpersonal
relationships and group

solidarity. According to Reischauer (1977) the priority given,to group

affiliations la the most Important cultural difference between the Japanese

and Westerners._ To be sure, the difference is part.myth: Americangsee

themselifes as individuals more than the facts would warrant; the Japanese do

the reverse (Reischauer, 1977):
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-f

A group player [in Japan] is obviously more appreciated

than a solo star and team spirit more than.individual.

ambition. Where the American may seek to emphasise hie:-

independence and Originality, the Japanese will do, the

reverse . . ..COoperativenessreasonablenesssand.undet
standing of others are the virtues most admired, not

personal driVe, forcefulness and individual self

assertion.
(Reischauercp. 135; see also Shimahara, 1979 4

thap. 2, "Crouporiented society")

In Japan's economy, the eroup orientation has been reflected in

relativeli low labor mobility'among firms and in the practice of employment

for life.
17 Although not as widespread as Westerners have sometimes been led

to believe, the latter practice has important consequences for education.

To the extent ttlat one's firit
choiCe of empleyers la definitive, lifelong,

i employment increases the importance of iducation (and the values learned).

In other wOrds, education is enhanced as a determidint of who gets what jobs

and what statuses.

The group
orientation has roots deep in Japieeee history; it exemplifies

the extraorditary
continuit1,01 certain aspects ofJapanese life. World

War II wa's/a rare break:In this continuity. A country, which into the 1920's

seemed on balance to be developing toward a
parliementary system on the

Westetamodel, turned instead toward military domination and fOreign expansion .

as response to the world economic crisis of the 1930's (Reiechauer, 1977).

. The total defeat of Japan In this attempt was traumatic. TUrning against

the discredited wartime leadership, the Japanese were
willing to cooperate/

with the occupation authorities,.
Thase.conditioni made possihle educational

-and social changes discussed briefly under Assertion 5 below.

'Canada. Canada is another country where cultural, institutional and

historical factors have created an educational system which, though

apparently similar to that of the United States, is different in important

respects. Same of these differences result from a lack of a strong national
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identity. Same would argue that Canada hat one political Culture, but others

eti two (Yrench-and English),7tenitona for",lach province) even More-(fOr

the different ethnic ot).111he fragmenting pill-from other countries is

etrong. Prom the South the United States exercitestgrdit:Influence and
,

.

iniPiret widespreid resentment.because of Our-economic dominance. Ties to

Britainiind Prance are also impOrtant.due to the cultural affinities born of

immigration and earlier colonial periods. let, here too, there.is ambivalence

arising from the desire to assert a distinctive nationality without having to

give up ties.

Canadian Schools reflect this alow-to-emerge national identity. The

federal gOvernmentin Ottawa has piayed øtill less of a role in Canadian

education than the federal government in Washington has played in the U.S.

Unlike American schools, Canadian schools have traditionally placed little

stress on nationalism. As of 1974 Statt found that Canadian children were

aware 'of their nationality, but less ideological about it than Americans.

Xharchill (1980), noting the existence in nearly every highl school of a

course on Canada and the U.S., concluded that "few know so much about their

immediate neighbors and so little about themselves" (Churchill, p. 9).

Canadian ties to Britain and the United States have been documented in

studies of children's political socialisation. Studies,of children's

perceptions of political authority have found the Queen to be especially

important. These studies also found that (as of several years ago) the U.S.

President was more revered by the children of Canada than wereimembers of

the Canadian Parliament (Carroll, 2976). This latter finding speaks strongly

for the importance of nonschool factors and particularly the media in

influencing the political perceptions of children. Efforts by Canadian

educators'and educational policy -makers to overcome the fragmentation of

I
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culture raise issues common to other countries and dealt

with under the next aasertion;,nemely, to what extent can policy change

aspects of the .national heritage which may no longer be desirable?

Assertion 5: No4lithstanding the importance cif nonschool and nationally

idlosyncratic.factors, educational policy has been somewhat effectiiie in

bringing about delared Changes in values.

In this assertion, we are concexned with three interdependent'issues:

one is the efficacy of movements coniciously directed toward social change

and associated changes in values; the second is the contribution that

education and
e4cational policy make to these changes; and the third is the

effect of foreign models on this educational contribution.

Japan. If .apanese policy-maker's in the nineteenth century had decided

that Western culture was so different from their own that they had nothing

to learn from the West the history of Japan and indeed the world would have

been different. 4n litt more than a century Japan has responaed to,contact

With the West bychanging from a primarily.fludal colintry (certainly advanced

in some respects but without the resources of Western technology) into a

prime contender for the planet's most technologically advanced nation. In

-

this rush'of chaUge, the Japanese have developed allsystem of schooling which,

by same important indicators, is the most'successful in the world. These

; 'indicators inclUde:

Strikingly high levels of academic achievement (the best

record of any nation in comparative international studies

of mathematics and science; see Susan, 1967; Comber a*nd

Keeves, 1973).

'One og the lowest levels of illiteracy id the world,(Pass

than one percent); with an adult population that is

unusually motivated to read for further learning (Vogel, 1979).



32

The highest
proportion of each age cohort completing

secondary school and university (Vogel, 1979).

This is not to say that all indicators are positive.
18 Many observers

have noted the
exCeptional level of dissatisfaction

expressed by Japanese

youth (age 18-24) in an international Gallup survey'of
eleven,countries in

1972. In Japan 74% expressed dissatisfaction with their society as compared

to (in the next highest
countries) 36% in the U.S., 35% in Sweden end 34% in

West Germany. But it is hard to know how seriously to take this dissatia-

factIon or how much to blame it on the-schools. 'The percent of Japanese

students expressing
dissatisfaction with their schools was moth lower thoUgh

still substantial-452
(the next highest country in thiscase'was France at

29%) (Cummings, 1980).

To what.extent, one might ask, do these indicators reflect changes in

,

values? For some the,snswer is that theri has been little change. Shimahara

(1979) emphatizes the continuity of Japanese culture throughout
this period,

of technological change while Reischauer (1977) declares that Japan has been

modernized, but not Westernised.
Nevertheless, in our view, important changes

of value anclattitude have occurred. Cummings (1980),
for.example, argues

4. a

that the Japanese have besot* more individualistic
(e.g., placing higher

value on personalliaisfaction
relative to worldly puccess), more egalitarian

(e.g., in evaluating
occupations) and more participatory

(e.g., in challenging

hierarchical.authority).
Re supports his contention-with survey data,

especially certain
questions asked at five-year intervalsAsinne

1953 and.

analyzed by comparing age groups.

Another striking
change is that, in contrast to the values professed

in prewar Japan, democracy is overwhelmingly
accepted as an ideal by-Japanese

youth, and-peace is even more strongly
endorsed."This change in political

values is reflected in the hams of.Japanese
children.' In the early 1900's
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Japanese children saw the emperor, above all, and military men secondarilras
,

the greatest men in Japan; in the 1960's children did not agree on any one

hero, named no military akeo and to the extent that any.pne person led the

list, favored a famous bacteriologist over the emperor and the prime minister

(Messy, 1976)
.20

Our question then is whether unique cultural characteristics, irresistible

social forces or uncontrolled historical experience adequately account for

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

reform and the importation offoreignmodels be taken into account? That

is, would the same outcomes have occurred without the use of educational

policy to further the ends desired by Japanese policy-makers?

Authorities differ in their answers to these queptfons. While Shimahara

(1979) claims that"schools are not agents of social-reform" and emphasizes

failures of reformi which were not compatible with the Japanese tradition,

Cummings (1980) Cites Japan as an example of a "society that has'been trans-

formed by education." If one accepted either of these two extreme positions,

\ one would run the tisk of underestimating or overestimating the importance

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

education far Japanese society. Other experts take a middle position (e.g.,

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

'the importance,of education while emphasizing the extent to which educattonal

trends have been consistent vith japatmse wcial forces in general. However,

in Vagel's lands, "the resulting institutions sore closely resemble foreign

modelathan those.of traditional Japan" (p. 5).

Federal Republic of Germany. The Federal Republic of Germany in the West

and the German Demotratic Republic in the East have both made asibitious

attempts tO change their political cul'ure through education. In a country



where from 1871 to 1945 there wee one Germany, two nations have been created --

tvo states with opposing ideologies.

As in Japan, events and forces outside oduostion have Made change

possible. The defeat of the Third Reich, the division of Europa Into-two

opposing ideological blocs led the victorious powers to consider educational

change not just desirable, but essentia1.21 In the West, the goals ofthiti

reform (as articulated in Bonn at the establishment of the Federal Canter for ,

Political Education in 1952) were onesilidely shared among other countries of

the emerging West European community. They included understanding of the

democratic process, strengthening of democratic ideals, proTtion of.political

participation, opposition to fascist and communist totalitarianism, fostering

'of cooperation among
nations and, in particular, European unification

(Sehmidt-Sinns, 1981).

During the occupation, all the West German states,instituted social

studies courses, a break in the German tradition of not dealing with

contemporary social and political issues in the classroom. In the early

years of the Federal Republic, the political education gtven in these tourses

was rather conservative and idealised. Social studies textbooks of the

early 1960's stressed the duty of the inaividual to find his or her place in

the social hierarchy as well 4s the contribution of politics to prntecting

rather than Changing the prevailing social order (Merritt, Flerlage, and

Merrittj 1971 b). In 1967 the iitional committee planning the German component

of the lEA study reported that "civic education in Germany has up to now

presented an overharmonious picture of the problems of state and society and

developed a model of democratic society ;rhich imfar too peaceful and free

from conflict"
(Oppenheim, 1977, p. 37).



U,the proponents of the latter point o! view, conflict was an inherent

and often positive part of political life.
22 Alince the sid-1960'a debate has

continued among threeemdor schools of thoughr. A conservative approach

stresses the traditional velues of authority, discipline and preservation of

tie political order. A more liberal position emphasites inquiry method, and

the importance of conflict, but nonetheless searches ford* set of shared

l'ellefa on which political life can proceed. This consensus is not viewed as

absolute and enduring but rather as one wilch takes into accoutt the

particular interest groups that aro in the political arena At At particular

time'. A third, more radical approsch encourages students to question

Inequities in the distribution of power and to uncover social problems within

the F.R.G. (nee reviews by Kuhn, 1977; George, 1981). West German education

has recently moved more In the conservative than radical direction.

In the midst of these political cleavages, adult and youth surveys have

shoum a steady increase in support for the key values of liberal democracy

(Mnel:tan and Foster, 1978), The TEA studies provide Particularly dramatic

evidence of this support inasmuch as they permit comparison with other

Countries (Torney, Oppenheim and Ftruen, 1975; Oppenheim, 1977). In the

measurement of democratic values, the West German students scored as follows:

Anti-authoritarianism
(e.g., disagreement with statements

such as "The people in power kncrw best"): the F.R.G.

scored,higher than any other country in the study among

14-year-olds and were tied for second highest among

students in the last year of university preparatory

schools.

Tolerance and civil liberties. (s.g. items such as "No

matter what =a, man's color, religion or nationality, if

he is.qualified for a job be should get it"): the I.R.G.

scored higher than any other country in both populations*

Value of criticirm, (e.g., "Citizens:must
always be free to

criticise the government"): German studentu were the

highest among the preuniversity students and equal to the

highest among the 14-year-olds.
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mosen111,01hiE (e.g., Noma shoulestendlor election

and take parr In government much the am* as !AU do"):

German stadents were equal to the highest In both

populations."

These data (and others from adults analyzed by Conradt, 1981) suggest

that support for democratic norm's and values is high. George (1981) and Baker,

Dalton,and Hildebrandt (2982) argue that only a small group of German youth and

adults Is basically dissatisfied with the political regime (and that this

disaffection has been declining over the lest 10 years). Georgovhowsver,

notes a recant increase (to about half) in the pro74ortion of young people who

say they are afraid to express their political opinions. Some concern has

also been expressed recently about the increasing proportion of the German

population who have strongly negative attitudes veward the numerous guestworkers

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

The German students sampled by IBA In 1971 expressed considerable
.110116

dissatisfaction with the effecttveness of citizen participation, Tanking the

average person se having less InIluence on policy-making than any other

institution or official (in contrast, the ranking of the average person In

the U.S. for 14-year-olds vas sixth out of ten) (Torney, Oppenheis and Farnen,

1975). These tendencies toward cynicism were even stronger aeon& the older

German students who saw rich people as equal in policy influence to the prime

minister while big companies were considered equal to members of the

Bundesdag. =This finding vas unique as in all other TEA countries the prime minister

and parliament (or their equivalent) ware ranked first and second in

influence. The German%students also believed that no political institution

gave people "a chance to take part In decisions about their lives or insured

that individuals "would receive fair shares." Students'iu other nations

believed that laws or elections performed these functions (Oppenheim,
1977).24



lecent data cited by Conrad; (1981) suggest that German adults believe that

participation is an important part of democracy; howevr, only about 20%

believe that in their country citisens have auffii:leot opportunities for uch

participation.

The role of the schools in bringing aboett a relatively high lewd of

support for democratic values
well me support for the regime, has been s

matter of consichwable debit.. Wa know from tht IEA studies that, on the

average, German students reported thst freedom of expression was encouraged

in their classrooms, including opinione,mtich
disagreed with those of the

teacher. Moreover, the lEA regression analyses of on* of the TEA scalee

measuring democtratic values
showed 4 notable school effect for the F.P.O

Among 14-year-olds,
112 of the vatiation in anti-authoritarianismvas

accounted for by learning condition
variables once home background and type

of school had been controlleda
substantial proportion

far this sort of

questionnsire research. Cierrent enrollment in civics, teacher's specielits-,

tion in the subject matter, reported encouragement
of itdepeodent expression

of opinion, lack of patriotic
ritual, lack of stress on printed drill and

absence of ability grouping
within class mere all predictors of more

democratic attitudes (Torney, Oppenhtim and Fermin, 1975). Although ottlet

interpretations are possible 25 in out view these finding; sUggest that

schools helped deptelop demos: atic attitudes.

At this point in history then, the value outt04144 of West German

political education art generally in line mdth c direction set by

educational policy since the beginning of the Federal Republic. As in Japan

the fostering of democratic
values in a country mith a limIted democratic

tradition has been remarkable.
&Never, the coutribution of sthools in

bringing about these outcomes is impossible to disentangle from other social

Iii



38

forces in any definitive way. Available evidence suggests that German schools

generally worked for, not against these outcomes and that they bad ammo

effect.26It Le likely. however, that some of these outcomes (vuch as

perception of inequal y) result from the implicit curriculum (see Assertion

6) or from forces outside the school such as the mass midis and political

1110 VOW% * .

German Gemocratic Republic (C.ILR,). Rest Germany like its Western

counterpart began the postwar period devastated by war and conquered by

tsLjie forces who wanted to traneors its social and political life. Within

forty year* it became. again Ilk* West Germany, one of the most economically

uccessful nations in its ideological bloc.

Polittcally, however, the C.D.R. is quite unlike the Pillared Republic.

The titi/Ons are tightly controlled to achieve goals set by the government.

lodividust expression and individual rights art kept in check to * degree

that most Westerners would regard as intolerable. Indeed, the whole country

is viewed by St* leadership as * vest school for socialist education and for

de *torment of the new socialist personality: a person who follows socialist

moreltty.,learne to the /baits of capabilities, and feels responsible to use

this knowledge for the good of the collective (Sontheimer and Meek, 1975;

tleir, 1980).

tducstion ie intentions ly uni ors and tightly prescribed throughout the

couotry. A ten year comprehensive school open to all has been substitUted

tor the traditional German segregation of elite cadmic echools from

terminal vocational programs, lo civics as in other subjects, Marxist-

/*attain is considered the only correct way to view reality, and polemics

against the opponetts of this doctrine art encouraged (ttein, 1980). Teacher

trainees, for example, have been advised to aid studeuts in developing
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eolings,of rejection, loatbing and hat. toward the enemies of our socialist

fatherland" (cited in Senhardt, 1975, p. 83). Schmitt (1980) declares that

"political positions are not discuesed In ord= to assess their normative or

empirical validity lint to give them a-Iprogreiei4et or 'reactionary' label" (p.3

, The attempt to promote the values of socialist goo* far beyond the civics

class. Natural science is greitly valued not only for economic devolopmeut,

but also in the belief that scientific theory and the tenets of liarxist-i.eniniam

are mutually supportiVe. Hence, all students_take what. by U.S. standards is a

emit deal of science (3 years of biology, 4 years of physics, 3 years of

chemistry and 1 year of estrOnamy) (X1ein, 1980).

Since the opposition b'etween mental and physical labor is viewed as a defect

of capitalist society, emphasis is put on.polytechnical education the mrging

of productive labor with formal schooling. In grades 740 this aspect of

education consists of work-stUdy in industries or special centers (4-5 hours

per week for all students). It has a work component (e.g., making elements for

electric lawnmowers) and a formal instructionel component (e.g., basics of

electrical engineering). In ieneral this polywhnical training iswiewed as

developing good work habits and a realistic view of the world of work as well

as contributing to scientific education and the realiestion of communist

ideology Wein, 1980).27

What are the results of this intensive effort to develop 'values which in

some ways ars consistent with'those officially
advocated in the West (e.g.,

value of science, importance of productive *Pork) and opposed in others (e.g.,

extreme intolerance of political diversity)? The.question Is difficult to

answer, given the risks of Public dissent in the C.D.'S. A sybstantial amount

of empirical research bas been ionducted by-Sast G.raans On the-effects of

political education. 'Schmitt (1980) lists 20 surveys with 45,000 respondents

from 1967-71 alone. Given the strong pressures to conform, It Is not
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surprising that there la not only,considerable compliance
in publicly stated

attitudes, but also much nonconformist behavior in private.
28 Such is the

conclusion drawn by Schmitt who notes that abstract
questions in the swveys

lave a more positiye picture than items dealing with concrete behavior and

thai "young people-from the
intellectual class (who can use the ideology in

their awn careers) conforwmore to the norms than the children of workers pr

farmers" (Schmitt 1980, p. 6).

Assertion The learning of values in school is not limited to mandated

program of moral and civic education. Students also learn values (such as

cooperation, rights of selfexpression, respect for other persons, and

respect for authority) from the ways that schoolS.embody
these values in

organization,
teaching practice, and social climate.

Imanalyzing how this implicit curriculum shapes values, comparative

\

studies are,of special interest since many educational
pr4ticee art more

likely to vary between than within countries. Sy im licit or "hidden"

curriculum we sman those school practices which are learned by students

without being
necessarily stated as goals of.instruction.

Analyses of the

implicit curriculum are generally concerned with relationships among

individuals in the school as well as tAe rules, morns, and modes of ailthority

which govern these relationships. The term "hidden curriculum", especially

when used pejoratively, often refers to practices whioh shape student

attitudes in a way favoring the dominant political and economic groups in

society.
29

This assertion could thus be the subject of a bo4k Itself. W. have

aosen to discuss three issues which illustrate the consequences of what

1 0



41

teachers and
administrators do to guide and limit student behavior: the

first concerns the effectiveness of setting, and enforcing consistent limits

on studentliehavior; the Second concerns the balsnce between competition and

cooperation in the classroom; and the third relateluto
opportunities provided

for student participation in discussion and decision-making.

Teacher expectations' for student behavior. In the U.S. high but

1

consistent teacher-expectations
for student behavior and personal interest in

students have been
demonstrated to be important aspects of the implicit

curriculum. For example, the NIE Safe Schools study (N/E, 1978) assessed

patterns of crime and violence using questionnaires, on-site
surveys and case

studies. 'Highly disciplined schools Where policies were consistent and

perceived as fairly enforced had low rates of violence in contrast to those

where rules were perceived as arbitrary and discipline as unfair. The sense

of impersonality in schools where teachers had contact with large numbers of

students each week was anothei negative factor. The study also indicated

that teacher authority could be pressed too far: students who reported they

had little control over.what
happened in school were more common in the

schools with high rates of violence.

The importance of clear expectations for student behavior, on the one

hand, and a zone of tolerance in which variation in student behavior is

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

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

England indicated the importance of both expectations for responsible

behavior end positive models of behavior
provided by teachers (especially

.

-1

when they showed interest in students as individuals) AnAtthhographic ztudy

of an elementary school in southern Germany concluded:

The limits of behavior are clearly drawn, and punishments

predict:ale, but within these limits a wide range of

behaviors are tolerated, (p. 116)

4 .1

1
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The tasks were not only clearly structured'i but the students were prepared to

comply since they regarded the teacher's approval as important.

In the early years of Japanese education; Cummings (1980) found a

teacher-centered and highly structured climate in*Iitich students were warmly

and equally treated. The climate in thest schools was intentionally
.14

manipulated in the interests of moral education:

The entire faculty develops a comprehensive view of the

morality it wishes to convey . . and the entire

school program is shaped so as to reinforce this vision.

(Cummings, 1980, p. 278)

Coos eration versus com etition in student interaction. In the Soviet

Union as in Japan* the phrases "warm" ani "teacher-centered" are frequently

used to describe classrooms, especially those for young Children. These

characteristics are
considered.important in getting individuals to subordinate

their own desires to the moral claims of the group. /n thl words of Dunstan

JP

(1981 ).

Discipline . . should be based on the collective's

perception of its common interests as awakened And guided

by the educator, so that . the pupils become their

'own tutors and ;he individual voluntarily identifies his

own desires with those of the group. (p. 194)

TO achieve these aims a socialist pedagogy for teaching values has been

elaborated as follows; where successfully implemented, this pedagogy leads

to teacher-student and student-student interactions which differ substantially

from'those thought desirable and feasible in the West:

a. The behavior of each individual is mvaluated primarily

in terms of its relevance to the goals and achieve-

ments of the group. However, individuals are not

considered interchangeable "cogs" but rather as

persons who con make different and yell:able

contributions to the aimi of the group.

b. The peer group under adult supervision, not the family

is considered the principal agent of socialization.



c. Competition between groups, mot individuals, Is the

principal gleans of motivating students to achieve the

goals-set by adults. l'Or example In schbol, records

of conduct, cleanliness and achievement are kept.by

classroom row, not 'by individual.'

11. Rewards and punishments are frequently given onie

group basis (e.g., the entire row of students benefits

or suffers as a consequence of the conduct of individual

manibers)-.

e. As early as possible, responsibility for evaluating

the behavior'of individuals and ofdispensing rewards

and sanctions is delegated to' members of the group.

E. Social control is chiefly a matter of public recognition

.and public criticism, vith explicit training and practice

in these activities. Each member of the group is

-encouraged to observe deviant behavior by his fellows

and to report these Observations to the group. This

sort of reporting on one's peers is not only rewarded

but is iegarded att.& civic duty.

g. Students are trained for self-criticiam in the presence

of theirspeers. Public self-criticism
Is regarded as a

-posierful mechanism for bringing about commitment to

approved standards of behavior and for bringing deviants

back into lini.(paraphrased from Bronfenbranner, 1969,

and Klein, 1980)

'Research by Ironfenbrenner (1970),suggeste
that Soviet children &remora

willing than their Western European counterparts to help their peers (even

when it goes against their interests).and that they.engage in relatively

little antisocial behavfor. Nevertheless, among teenagers, group collectives

seem somekhat less effective than for younger children (Wiry, 1974).

In the Whited States, an evaluation of law-related education projects

drew conclusions about classroom interaction Welch parallel those in other

nations (Ounter end Turner, 1981). This evaluation of diverse LRE projects

us based on knowledge and aptitude tests, Interview* with teachers-and

administrators, behavior reports from studentiNes mill es classroom

observations at nineteen sites. Compared to control classes, some of at

IRE programa ichieved significant decreases in reported delinquency among

t)
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students. Such programs were charectertzed by effective teaching strategies

for fostering interaction and cooperative work among students. These

strategies inspired interest on the part of students and fostered changes in 4114.

peer relationships--often breaking up
incipient groups of students who

reinforced each other's,antisocial behavior. This finding is consistent with

Johnson's (1980) review of many research studies In whieh students in

cooperative rather than competitive situations shoved increased ability to

take the perspective of others and an enhanced desire to win the respect-of

others in positive ways.

The issue of competition is also important in assessing the climeie of

Japanese secondary schools. Competition is engendered primarily by the

entrance examinations given by the different Japaneseuniversities. These

examinations put great stress on the university preparatory students and have

haemany effecte on Japanese schools. For example,.the secondary schools

have become 111=i/singly ranked and categorized in terms of bow successfully

they prepare students for these =ans. Private cram schools offering

supplementary instruction have flourished. Even in mdddle school, there is

pressure on students to compete on examinations to get into those upper

econdary schools which have the best record on the later university entrance

examinations-(Cumm;ings, 1980; Shimahara, 1979).

£3.1 upper secondary schools are not equally affected, however.

Shimabara's (1979) study of three schools I. illustrative of the diversity in

school el te that one can find, even among students in academic programs.

Ono of these schoo s r v new and highly regimented. Sy the time of

the study, it was increasingly viewed as a model for its prefecture due to

its succewon the university entrance examinations. This school has often

accepted stuaents who
wereimmuccessful in getting into more selective hi h
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sChools. Its cliMate was one of "self7denial, strict
conformity to the group,

endurance, promptresponse to external expectations and acceptance of.teachers

,as Xhat source of *oral and academic authority" (p. 97). Seniors in this

school attended group drillsessions three hours per day in addition to regular

cla*ses. The second school vas less regimented, but stilihighly competitiv4t

and prestigious. Its policyHcalled for instructing students with 20%

more th4n the nationally required curriculum. /t, too, stressed intensive

cramming, but allowed students more choice than the first school in.how to

Use the time outside regular class in preparing for the xams (*.g., in' ,

selection of private Cram school). The third school, though attached to a

national university, was not so exclusively geared to preparation for the

entrance examinations and therefore offered'a more relaxid climate,--a climate

resented Ey some students who perceived themselves at.a disadvantage in

comparison with other schools.

The effects of this sy*Cem are controversial and hard to gauge, given

the limitations of the English language literature,
Shimahara says that the

system "coerces adolescents to cultivate uniformity, self..denial perseverance

and achievement for the sake of the entrance examinations"(p. 161). He even

speaks of "psychological mutilaiion." The adolescent uicide rate is often «

cited as'a consiquence of the system, but
according to Cummings (1980) it was

already high before the examination *pita
developed and has been declining

since 1955 while examination pressures hive remained high. In general,

Cummings (1980) and Vogel (1979) downplay.the negative consequences of .the

system. Vbgel asserts that the desire to succeed on the examinations

slmainiains group
solidarity and the motivation to study. Zn entrance

-exaMinations a student's competition
is not with a small circle of intimate

friends but With thousands Of unknowns who vant to enter the same institution"
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Student participation,in
discussion and decision-eaking. In acknowledg-

Ins the importance of teacher expectations and enforcement of standards for

.etudent behavior, it is important not to neglect theoconsequences of giving

stuients more or less,opPortunity to discuss their own opinions and to

s

participate in the making of school decisions. We have already discussed a

relevant finding from the IEA civic education project: the extent to which

tcachers respected students' opinions and allowed them to be expressed was a

consistent positive predictor of more knowledge of civics end lesaauthori-

tarian attitudes (even vhen other factois, such as socioeconomic status, were

held constant) (Torney, Oppenheim and Farneni 1975).

In addition to this originsl analysis of nine countries, the IEA data

have been reanalyzed.in several countries tofurther investigate ihe

importance of the implicit curriculum. Torney-Purta and Phillipps (1979),

in an analysisaf New Zealand data, Tuve used mote detailed measures and

,
expanded the list of outcomes considered.to include support for women's

political rights as well as anti-authoritarianism and knowledge scores.

This analysis has not only replicated the finding that student perceptions

of encouragement to express their own opinions were positively related to

civics knowledge and support for democratic values. It also demonstrated

that schools where teachers reportedly were prepared to-discuss controversial

,issues and where teachers were willing to involve young people in curficulum

and disciplinary decisions had students with boih law authoritarianism and

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

perception that teachers were showing favoritism in class was related to

sore authoritarian student attitudes.

Using /EA data from the.United States and the,Federal Republic of

Germany, Nielsen(1977) analyzed indices of tolerance for dissent in political

411
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life. H. found the following to be tha moot significant predictors of high

tolerance for dissent in the U.S.4 (1) students' report that knowing causes

or.explanations of events vas more importt than memorizing names or dates in

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

current events up for discussion in class. In the IP.R.G. reported stress on

causs and explanations was the strongest predictor; the second most import:it

predictor was the scale measuring the extent to which independence of opinion

was encouraged by.the teacher. Thus, all the analysecso far undertaken of

the ISA data corroborate research in the U.S. as reviewed by Shman (1980)

research which supports the advocates of an open classroom environment where

students are free to express their ideas on all types of issues.
30

#
In analysis of other data collected by IEA in Finland, Xarvonen (1974)

found that both students and teachers believed that schools gave few

opportunities for student participation. Schools where studentwparticipation

was higher were characterized by greater liking ior school by students, higher

levels of achievement motivation and lower levels of alienation and

radicalism.

Using classroom observation and some Of the ISA attitude scales, Hawley

6

(1976) conducted an indepth study of classroom climate in nearly 80 fifth-

grade classrooms in the U.S. H. found that teachers who paid attention to

the opinions.exprissed ia class (as measured 47 both student perceptions and

observations) had students *ID expressed more interest In the ideas of others.

Students who bad more opportuniaes to'Interact with others in class also

showed interest in the ideas of others and more tolerance for diversity.

Tischer* characterized as especially fair in dealing with students were

likely to produce less cynicism than those who were sore arbitrary or

. authoritarian.
a.
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In the *valuation of laf discussed earlier, a comparison of the more
6

successful LIZ classroaas 'with the lost successful ones
led the authors to

4

advocate case studio's in which controverdial Issues are discussed and in

which positive and negative
information.about the legal system Is presented:

The cases presented should not consistently depict the legal

system as flawless and thus jeopardize the instructor's

-credibility; Ion the other hand], the illustrations should

not be unrelentingly negative (e.g., authorities disregard

for citizen's rights) and thus undermine bt-lief in the

system (Hunter and Turner, 1981).
4

.rinplications forteacher-student and
student-student relation*. In brief,

research on the implicit curriculum in a variety of countries suggests a

mIddle-of-the-road course for teacher-student relations: this research

indicates that wariarelations'with students and standards for acceptable

behavior, with some allowance for atudent autonomy and initiative, are

important in bringing about responsible behavior (however Ltestagza is

defined in ttese industrialized countries), teachers who show personal

concern for students, mho do uot play favorites, who are consistent in their

expectations, who administer rules fairly and who stress cooperation among

students are part of an implicit curriculum with such positive consequences

as decreased violence and inoressed empathy for others. There are also

indications that opportunities for students to make school decisions leads

to decreased alienation. In social studies
classes, from about age ten

other positive effeCts (e.g., less authoritarianism, greater tolerance for

diversity) appear to result from encouraging
students to discuss a variety

of Issues in the classroom (including thole which are controversial) and

from stressing the causes of problems discussed, not merely requiring students,

to memorize dates or facts.
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The implicit curriculua can also have negative consequences or

consequences that are mot anticipated* In Japan, for example, the effects of

the college entrance
examinations are a matter of considerable apprehension

nith a potentially large effect on school climate and ihe ;aims* learned in

school. In japan as in other countries,
competition is a canon sums of

motivatilsrudents toward greater achievement of school goals. However, it

is clear from Japan and the Soviei Union that there are various ways of

nanaging comOetition, each of which may have4different consequences and a

different potential for combining the benefits of both cooperation and

competition.

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

associated
naterials) to prdmotn common core values. Goals in some countries

give more importance to collective welfare, in others more to individual

benefits (though CD country completely
neglects' either). Some of these goals

'and naterials are worrhy of
out"'consideration (e.g., those relating to

teaching about internationally
recognized human rights).

As number of countries hiVe put forth clearcut statements' regarding

values children ought to learn in school (along with substantial justification

and, usually, safeguards against indoctrination).
They' have responded to the

peed for educationcl goals that are more specific than simply "promoting

democracy."

Sweden: Among 'Western nations, Sweden has done thelmost to define the

speclfic values to be promotid within its highly centralized educational

system (where a Stational Board of Education fornulates policy, specifies

curricula and prescribes teaching methods). Sweden, it should be noted, has
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been ono of the most homogeneous of the industrialized societies although now

like most others/it has a substantial potollation of immigrant workers from

diverse countries.

. In Schools and Upbringing, a recant report issued by the Swedi* Ministry

of "Education, a set of common core values was endorsed: tolerance, equality

of rights, respect for truth, justice, and human dignity. This report forcefully

argues that the school is responsible for inculcating these values in order to

justify its existence and insure the survival of society. Each student,

according to"the document, should be free to employe a plurality of values.

Howelier,
relitivism--the idea that all values are of equal worth.=-is not

appropriate for the school.

It is the tee% of the schools'acting in cooperation with

-the pupils' /sullies to communicate the values . . that

'the Rikadag and government have agree4 upon: equality of

tha sexes, communityaense, solidarity and shared responsibility

attitudes to democraty, attitudes toward various kinds of

societal deviation. (Borjeson, 1929, p. 104)

The Miastry of Education Report gives the following example:

Some immigrants may have values . which are incompatible

with one of the most fundamental of our own values--e.g., the

equality of man and women. In this case, instruction mutt be

dominated by our own view, even if this conflicts with the

opinion of a certain pupil end his fatally (p.131

Similarly, in the case of families which have long been Swedish, the report

argues that the schools "cannot accept" degrading views of immigrants on the

part of pupils from these families.

Itreedom and independence are
promoted in the curriculum not as ends in

themselves but as the foundation for cooperation. Solidarity with groups at

all levels from the local community to the 'world community is encouraged.

Further, cooperative group experiences and participaton in school rule-making

are advocated as ways to stimulate moral growth.

I )
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It is the policy of the Swedish government that all major teaching

materials which are produced by nongovernment sources fur use in "social

subjects" be examined for objectivity ead their contribution to achieving

national goals. A commIttee appointed by the National lioard of Education

Can reject materials for reasons such as the use of misleading statements

(a.g.,,a biased or outdated selection of factual material) and insufficient

use of controversial issues to illustrate tile gap between idoile and reality

in society. Nearly two thousand pieces of:material were examdnid between

1974 and 1979. About seven percent were not approved (8orjeson, 1979).

Same limited information on the effects of these practicet is avatleble

from the lEA civic education study, in which Svedish preuniversity students

participated. Swedish students rened third among seven countries In average

score on knowledge of civics. Their level of support for democratic values

was very high. In particular, support for women's rights was stranger that

in any other nation tested.

Euman rilghts education; A number of European countries and Canada have

recently formulated programs of values education which are closely tied to

international standards for human rights. These programs take as their

starting point the Universal Declaration of Wean Eights ad4ted unsniacusly

by the Unitod Nations in 1948. A report from the Council of Europe notes

that the idea of human rights as common core values say be especially helpful

to teachers who are not strong in any particular religious conviction (or

who are nOt pirraittod by law to promote religious tenets), A UNESCO report

on moral and civic education noted:

The Universal Declaration of Human Rights provides a moor

ethical basis upon which to build respect and understanding

of others and Is likely to prove acceptable to people of all

nations, becausa it has been generally adopted and is not

linked to any pArtictair religion or moral code. (UNESCO.

ZDICONF 2)14, 1970, p. 2)
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atiftutuqatalts.eLstratal A 1980 rasolution of the German lundisdag

supported to all political partly* specifically promoted human right*

aducatioo. This policy has teen put into effect not only in civics and

history, tut also in religious education and German classes. The radar I

Canter for Political Zducstion (Bonn) which designs coaching matarials on a

varisty of issues (in periodical form circulatod widtly to tchools) ha.

produccl soveral publications on human rights, This centor was also it co-

sponsor of a cospetition among teachers for curricula on human rigbts ; a

substantial cash prize wa* offered in 1980.

One of the test exempt*, of a textbook focusiog on these issue, is that

cf ball:gen, Gage' and Duct 0978) who imaginatively uae case studiva, inter-

v;r4s, &tatter, and tOtits, &rot trig to the evaluation of a Gitrman collesgu

The values inherent in this approach arv expressly stated.

The textbook suggests "options Waning concrete alternative

approach/a) for the realization of human rights, for the

dignity of man as the basia of all political decisions, for

hr equality of opportunity in our society, for more self-

determination and participation, and for the development of

alternative social institutions to cope with the changing

world- Thus the approach is not neutral; it not only

envisions a rational discussion of the stated issues tut

ttourages students to develop their attitudes and behavior

*long these limes of political values. (George, 1981, p. 240

Thr tr. dw 'extensively with social inequality and the less develoPed

c9',;ttri*All
so uoied in the p iiti.iiy more literal regions of Wat Ger=

tewda in the post ten years there Wm been considerable new legisIs

X; 'n r4". tiVtAr. tlghte, and human right. commissions have been astsblished-ar

belt pr-vtie; sod federal levels. In addition to conducting inquiries'and

concr rn. these commission* are aandated tt prosote human rights through

OduCaticn twntversity facultlas of teachar education
have also beim activc .

resultiog prop= for which some "valuation data exist- 14114e (191' )

two sethds of darkling with hamar: right.. In 01. first approsth.
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teachers led discussion* of cases to make pupils aware of tha provisions of

the Universal Declaration of &man Eights. Students warn asked to consider

the consequences if everyone engaged in certain cultural practices which were.

contravention* of-the Declaration (e.s., s2every). In a second approach

students moved to "learning .stations" at which articles from the ftiversal

Declaration were written on large sheets of paper snd at which newspaper

stories describing contraventions of each article were available. A post-teat.

evaluation showed the more stave and self-directed group to be superior in

their knowledge of international law.

There has also been conoiderable attention to moral education in Canada.

A survey conducted by the Butituritzet in compering U.S. and Canadian

teachers found that stress on responsibility to others-as part of moral

education was higher in Canada than in the U.S. (10here teachers were more

likely to favor such approaches as values clarification) (Hersh and Pegliuso,

1977).

Canadian literature, Coombs (1980) stresses making students

sensitive o "morally hazardous actions," situations where one must mak, a

moral choice without being aware of it. He advocates thst students be given

practice in considering the consequences of what they do for others. ell

being (putting themselves in the position ofone. who might be hurt by their

action and considering the results if everyone in society were to take similar

ection).

Extensive asterials for aoral education have, been under development at

the Ontario Institute for Studies in Education. In describing this project.

Sack (1981) gives considerable attention to the philosophical b.ssis for values

education. The basic values he proposes for reflective consideration include

(among other/0 survival, happiness, heslth fellowship helping others, wisdom,
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freedom, and respect fto. others. Mini religions and cultural traditions, he

argues, agree on the promotion of these values:

The reflective approach to values education does not pre,.

suppose, bumaniem that stands as an alternative to or in.

opposition to religion. The basic human values which in

the reflective approach provide a basis for values

education are in turn influenced in part by the-veligious

and cultural traditions (orwhiCh "humanise may be one)

-from whiqh the students come. (p. 197)

The approach of the OISE/Beck program is eclectic. It develops skills in

values analysis and centers on problems of importance to 'nucleate friendship

punishmeht, bullying, work and leisure (among others).

In developing this program, Beck has confronted lieges raised earlier in

this paper. Be. criticizes
indoctrination (defined as too little attention to

,reasoned analysis end insufficient openness to different opinions). He

rejects italberg's approach as paying too little attention to the affective

and behavioral side of morality and relying too much on *oral dilemmas wbich

appear io difficult to resolve that they "discourage students from engaging

'in value inquiry or lead them to a highly relativistic view of value beliefs

(Beck, 1981, p. 193). Be likewise finds values clarification wantiag because

it "maintains that right and wrong is just * matter of opinion" (p. 194).

Otll Mbral education la England has been greatly influenced

by the work of John Wilson, who developed a theory of moral education (in

contrast to Kohlberg whose theory of moral development was applied, mostly by

others, to education) (Wilson, 1968; 1971. The components of this approach

include concern for other people (including regard,for them as one's equals),

empathy with others' feelings, knowledge abeut the coniequences of different

action* ability to formulate moral principles, and dispositions to take

moral action. In one example he speculates why a teenager 'sight assault a

Pakistani in tondon. The aggressor may mot consider Pakistanis as people
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(or at least as people equal to himself); hammy sun understand that others

feel pain; he may ict on la/pulse. According to Wilson each of these sources

of "immoral action" can be addressed by education programs (at various levels

including higher education) (Harrison.1978)

1 McPhail U978) has developed a program for British pro-teens called

teaming to Care, which owes much to Wilson's theory. A number of instruc-

,tional kits for this program have been extensively field teafkd in England.

They stress learning to'take others' point of view and to identify the

consequences of action in situations which pilorresearch indicated were of

interest to students. Rules and legal institutions are also included as

topics. This program has been wtll received although it.has also been

criticized for 4 relatively narrow view of xorality (i.e., its focus on

consideration for others).

Amother Britlih prograM which has drawn up a short list of values is

the Political Education project. Vntil about tan years ago, the English put

their th in implicit rather than explicit teaching about democracy

(Stradling, 1981). The only students who received systemsti civics

instruction were those who chose to prepare for an examination in the British

Constitution. The lowering of the voting age to eighteen (in 1970) and the

raising of the school leaving age increased the pressure to include more

political and social education in the secondary curriculum (Heater, 1977).

Thus a program of publications and teacher workihops was undertaken by

the Politics Association. The concept of a politically literate person was

the focus of the program:

Somebody who has.a knowledge of basic political concepts and

of how to construct analytical frameworks within which to

judge political questions; can take a critical stance

toward political
information; has a capacity to try to see

things from the.point of view of other groups and persons;

has the capacity to
participate in and change political

situations. Water, cited by Stohart. 1979)

5o
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This politically literate person would be able to recognize political
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dimensions not mar y in Parliament or political parties, but also in.echool

or on the job. Di::ussion of political issues,
especially those on which'

individuals disagreeart at the core of the program. Porter (1981) notes

' /
that "political literacy does not purport to be value free, but . . . depends

on a particular set of attitudes, especially the naturalness of political

conflict."

One aim of this program Is for students to become committed to five

procedural valuesfreedom,
toleraiion, fairness, respect for truth, and

respect for reasoning. These values guide political behavior without, their

authors feel, limiting the content of beliefs in a narrowly ideological sense.

Materials developed by this project have been taken up by a number of

schools And evaluation his begun. The project has been both praised and ......

criticized. Some argue that it promotes the status quo in politics and

legitimizes the power of existing groups (Brovn,1975). Others fear that the

project will succeed too well in "stirring up the citizenry." Although the

model is still in a developmental Phase, it deserves close attention

especially for its selection of procedural values and associated materials.

Soviet Union: 'In the U.S.S.R.. moral education is defined as education

idtich contributes to the good of society and which enables the individual

to fulfill his or her public duty (Dunstan, 1981). Short lists (and tot so

short lists) of common values have been developed. For example, Dunstan

reports the following objectives as characteristic of the system:-

To promote a personal awareness that ths child is part of

society, dependent on it, and answerable to its demands;

To organize the child's relationships with the immediate

and wider collective in a spirit of mutual respect,

responsibility, and critical judgement;

0:1



To develop moral senses (Conscience, honoi, duty) and

qualities (honesty, courage, Consistency);

To Inculcate a positive and creative attitlide to labor,,,

involving purposeful choice of job and the right nee of

spare time and the ability to resist incongruities.

(Dunstan, 1981, p. 194)
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-------Te----dimiwit-these-alms,the Soviets
advocate the conscious structuring of all

aspects of the social environment, including the school. In this-way,-it is

possible for the child to come to understand "one's dependence on society' and

the necessity to harmonize one's conduct with society's demands and interest"

(Dunstan, 1981, p. 191). Prom this perspective, autonomy of individual choice

does not represent a high level of 'morality, but rather Is viewed as self-

centered.

In regions where non-Russian groups live, education of the "new Soviet

man" has meant discouraging nutny traditional ethnic practices. Nevertheless,

the Soviet Union continues to be a highly diverse society-with many multi-

cultural traits even in its schools. For example, nearly seventy languages

are spoken by Soviet citizens. While bilingualism has been puriued as a

seanaof gradually increasing the dominance of Russian, this policy has often

turned into a stable situation which does not endanger the survival of the

native language. Nence, schools in many areas and even some universities are

conducted in non"ussian languages. To be sure, the importance of Russian

varies greatlyfromminority to minority. Those minorities which are

recognized as "nations" within the Soviet system (e.g., Georgia, Uzbekistan)

have been able to maintain their languages.
Anong the Islamic peoples and in

the Caucusus, even the urbanized speak the native language. Among minorities

with closer tics to the dominant Russian ethnic group, however, decreasing

use of the native language is the rule (Carrera
d'Encausse. 1979, 1981;

Silver, 19 6).'

6 ti
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China: Ibny.of the characteristics of classrooms at the pre-school and

elementary level in the Soviet Union (deScribed in the previous section and

under Assertion 6) also characterize the People's **public of China.

Activities are adult-centered and directed; relationships between students

and teachers are warm; from the early years children are given a sense of the

importance of contributing to the group. Sidel (1973) describes the

pervasiveness of moral lessons as part of the teaching of other subjecto even

in kindergarten.
Children are encouraged to identify with heroic figures7not only

national leaders, but *leo ordinary citizens who engage in acts of speCial

courage. She notes that two distinct but complementary sources contribute to

this unified concept of how children should behave--socialist
ideology and

traditional Chinese culture, both of which emphasize the importance of social

responsibility (see Cagan, 1978).

From studies of Chinese In Taiwan, Bong Kong, and an American Chinatown,

Wilson (1981) has developed a theory of moral development which illustrates

the influence of the traditional culture. He lists three essential

characteristics of highly developed mor4ityreciprocity
(the.ahility to

recognize the claims of others on one's behavior), empathy (the ability to

put oneself in another's place emotionally) and individual responsibiliiy for

one's decisions and behavior. Chinese culture with its high degree of group

centeredness and use of shaming produces"strong group identification and

conformity, expressed with high levels of reciprocity and empathy.

Sidel and Sidel (1981) attest to the result of this socialization

as it is expressed in the concept of "revolutionary
optimism" smug mainland

Chinese adults:

The belief in subordinating the feelings of individuals to

the needs of the group of which they are a member.
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The bellef that individuals are part of something

largeE4han themselves,'the revolution . . . which

wdll utlimtAly be victorious.

The .1thahovaiti'Lpation
in an ultimately

r

bilir°victori Us *evolution gives Meaning and joy to life . . .

even with personal sacrifiCe.

Thabelief in the infinite capacity of people to . . .

remold themselves through faith in the revolution.

(Sidel and Sidel, 1981, p. 315)

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

cotmon values to be fostered in school corresponds relatively closely to\the

values which appear to be emerging from a parallel search in the United States.

Other countries discussed in this assertion (especially Sweden, the Soviet

UniOn, and China) as well as countftes described -elseOhere in this paper

(especially Japan) have made collective community loyalty or "solidarity" a

more conscious focus than it has been in the U.S.

Cagan (1978), in summarizing a
variety of this research, argues that

American children vould.benefit if educators made more attempts 6 foster

Da collective
character--one based on altruism, cooperation,

and concern for

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

more likely to engage in positive behavior. She suggests more group-or$ented

activity in U.S. classrooms; more responsibility on the part,of children for the

welfare of Others; more-explicit
modeling of moral behavior by teachers;

more itress on heroic models in itories; more opportunities for dialogue

concerning moral values between teacher and child as equals with the aim of

developing greater reciprocity.

Oldenquist (1982) argues along the sameline that greater attention to

primary group loyalty and the common good, although it might clash with

;

classic individualism, would reduce alienation among young people and

contribute to 'amore positive social order. Ha argues forcefully that theve
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,government so 1 ng as-o 70441's c.Itisinr to be viAilant..104
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Assertion 8: In Industrialized societies, television and other mass media

have an important and often negative effect on young people's

values. Educational programs could have a posilcive effect on student

understanding and usage of media. 31

Murray and Iippax (1979) have summarized a large volume of research

conducted in many nations on the effects of television on values and behavior.

The negative effect of television Violence on values Is wall documented

across the world by eitperimental and field studies as *nal as correlational

methods.

Mrray and Eippax note that television serves a variety of needs for tha-

individual in addition to entertainment-. -for
personal identity,- for social

contact, and for information about the social.world (especially those groups

or events with which the individual has little direct experience). Noble

(1975), reporting research on British., Irish, ind Canadian children, also

maintained that television satisfies personal needs. In previous decades,

living in a village society exposed children directly to an intrAependent

community, to the need for empathy, to social role performance which could be

learned by oiservation. Television is one source used by children to obtain

similar experiences today.

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

ment away from traditionel values in the behavior of the young. Those who

-.wish for a return to character education in school which could inculcate

trustworthiness, obedience or similar virtues will surely be disappointed if
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they fail to recognize the often contrasting effec4s of mass media. Some have

suggested that televiition itself could be used to promote prosocial.behavior

if it included more models vho behave in positive (r altruittic ways.

! About ten years ago UNESCO initiated a study of media education in twelve

indUstrialized countries because of concern for the contrast between school

values and those portrayed on television--violence,
eroticism, and

dependenceon luck. The educational system in each nation gave attention to

educating children to interpret the media (not limited to television but also

including films newspapers, etc.). Ninkkinen (1977) VAS part of the survey

team and also prepared a model for more explicit consideption of mai& in the

curriculum (including sample lesson objectives). The result, of this effort

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

social studies. One of the aims was to help children distinguish between

reality as portrayed in documentaries and in fictional programs. Students

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

influence; the program and to explore ways to use alternative sources of facts

(in the case of documentaries). In another set of units, students weie

encouraged to take the mams media as i'vwbject of study with regard to their

sociological, economic, political and technological relationship to society.

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

and how are they financed? How might this influence their presentations?

What values are represented_in_marious kinds of programs? 1WhatAiroups are

most influenced by certain programs? Bow can citizens use the media for

their purposes? These types of questions might be suitable only for lore

advanced students, but indicate a potentially useful approach to sensitizing

students tb media influences. The survey noted that this attempt to examine

media's place in society and its influence on individuals was most prominent

6
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In Sweden, ?inland, and the Federal Republic of Germany (among the countries

surveyed).

COnclusions and Recommendations

Education which aims at excellence is mot value free. Naither.should it

take a dogmatic stand, ignoring the multiplicity of values to which all

students are exposed and prescribing the memorizing of creeds or the practice

of.patriotic rituals. In our v143,4 an excellent educatitn requires tolerance

for the ideas of others (pluralism) labile avoiding relativism (the notion that

all values are equally laid).

improvement in ale aspect of education in the United States is too

important to be blocked by arguments over questions
thit educators are in no

position to resolve. Disagreement over religious issues has in the past

raised such questions. Since our Constitution precludes basing the values

taught in public schools on a particular religion, the values necessary to

sustain and enhance social and civic life in the next generation must be

groun4ed in same other way. To be sure, treating others in a responsible

way Could be justified in terms of several world religions (Beck, 1981).

But it can also be justified independently as part of the search for human

rights accepted by all peoples.

In the introduction, we noted haw professional opinion in the United

States has swung from support for the inculcation of.certain values to

discomfort with indoctrination and, as a result, to a iall for critical

discussion of moral issues. American educators have thus been sufficiently

alerted to the dangers of the two extremes--iudoctrination to the point of

disregard for all other points of vlev and critical analysis to the point of

absolute relativism. Renee, this could be au auspicious time for renewed
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discussion of values education, especially if tbs discussion does not become

polarised and if
realistic proposals for improvement are forthcOing.

It is important for the Commission to give prominent attention to values

for it la in a particularly adventageoui position to encourage sUbstantive

and nonpolarized dialogue on these issues. If the Commission does not

acknowledge tilt.: importance of values, the readers of its report say conclude

(contrary to Assertion 1) that schools can and should be value 'zee, Tbey

may also assume (tontrary'to Assertion J) that slogans and patriotic rituals

are si sufficient answer to the problems of educating a democratic citizenry.

They might also decide (contrary to Assertion 5) that educational policy is

unimportant in influencing the values learned in schools. They could conclude

(contrary to Assertion 6) that little attention need be paid to the implicit

curriculum of schoolsthe ways in which students learn about fairness from

being fairly treated or about respect for others opinions from a clam oom

climate in which students and teachers are free to express opinions on a

variety of issues. They could conclude (contrary to Assertion 7) that it is

impossible for any truly democratic society to agree upon a common set of values.

Finally, if the Commission fails to address this domain, readers may conclude

(contrary to Assertion 8) that television is a medium to be bewailed rather

than used toward positive goals.

The Commission should be straightforward in suggesting ways in which

sChools can impart values constructively while avoiding indoctrination (as

defined by Oldenquist, 1979). As our comparative analysis of industrialized

countries indicates, there are many models and approaches which schools might

coneider. It is therefore importane for the Commission to make some choices

and create an agendalor values education Which will be a compelling basis for

widespread dialogue. Tar convenience, let us call this epproach the
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establishment of a coalition agende. Sy this term w mean a plan of action

that mould specify vile Aind needed changes in values education for American

ethools. Since broad appeal and compromise are both important parts of

aucoessful movements for change within our political system. the formulation

of a coalition agenda would not depend on consensus (i.e., uniVersal agreement

on values), but rather on commitment to certain procedures and a limited

number of social, pollacal or educational 2ctions.

Law-related education is an example of part of a coalition agenda. The

law embodies value* which appeal to diverse constituencies. The values of

social order (including respect for the law, obedience to the lew, and the

appropriateness of punishment) are matters of concern to & conservative

constituency threatened by fears ofindividual or collective irresponsibility'

and unchecked social conflict. The values of justice, to the extent that

they are embodied in the law, have wide appeal among both liberals and

conservatives. These values include, for example, the prohibition of

arbitrary government action and the right of redress by the courts for people

ubo feel they have been unjustly treated.
Protection by the law of certain

individual rights is also attractive to the large majority of Americans. In

addition, the law incorporates a concern for collective well-being which.

broadens its appeal still further.32

We do not propose to include in an ducational coalition agenda values

which are so strongly held and inspire suCh conflict thst accommodation appears

impossible in the short run. Abortion, creatiOnism, rights for homosexuals

and preyer in the schools apnear to us to be examples of irreconcilable

value conflicts--at least within the context of American public sChools at

the'present time. In building a coalition agenda, it would be important

to develop procedures for dealing with iesues that are polarized to the point
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of demandins policy of eutralSxy In the schools. Part of the present

problem seems to be that in the absence of ways to pinpoint such irreconcilable

value conflicts, the school* have tried to be neutral on too many issues.

In large part, what we have done in proposing a
sraiiii_nda Is no

more than taking a label for a coamon way of doing things in American poltti s

and applying it to values education. 7h* setting forth of such an agenda .

however, will have 'exit only insofar fLs it helps us to become more concrete

about the course of action being advocated, the values embodied In the *geode,

and its potential merits and deficiencies,

A vast array of individuals and groups With a stake in American

education would be the potential criticsand judges of such an agenda. Their

judgement would not be a simple vote or expression of confidence or dismr,:

,
There would be debate, during which experts might criticize certain parts of

the agenda for misrepresenting issues. Minorities might judge the agenda

biased toward the interests of the rich or powerful. Once implementation h**,

.started, courts might find lack of conformity with constitutional provseini*

Finally. * coalition /Agenda might simply fail ta generate the interest

a

anticipated

How can the Commission take adVantage of public concero over thr

inadequacy of current practice, draw up a viable coalitior agenda and itee

toward excellence in values education? in our view, the foAlowing stop*

'-

would be appropristel

I. Set up a task force to examine programs and sate isle

in other countries (e.g., listk's program in Ontario,

M4PhaWs or Lister's materials from the 13./. ill genie

texts avid materials in the F.1.0., the )Unkkioen work In

Finland, and Aorjeson's analyses from Sweden). Values

relaxing to law, altruism, humanxights, civIc Mem,

and a sense of community are among those which itt our

judgement, warrant special attention.
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to criticism, to
exploration of views which disagree

and dominant groups wuthin the community.
33
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Determining excellence in values education is difficult4 00X experience

with International
studies has, been that standards for other subjects eresuw,

easier to agree upon. Justifiable practice in the area of valuesvis slowly

and sometimes painfully developed. It'beginswithrecognition
of disagreement

( e.g., through involvement of diverse groups and coosideretion of what is

different about other nations) and proceeds through recognition of what As

gained or lost in the pursuit of common goals. There is, we think, no

viable short-cut lo these ateps tord the improvement of values iducatio

the Vnite4 States.



Notes

lits3.ues may be defined se "What individuals or groups believe er feel to be

good or bad, right or wrong, moral or immoral,
beautiful or ugly, better

or worse", (Swedish Ministry
Education and Cultural Affairs, 2979).

2. Three terms which need to be distinguished from each Other are socialization,

moral education end civic education. lb usethe term socialization ihdicates

that the interest Is in any values acquired as one becomes part of a

particular culture. Many agents in addition to schOols contribute to

socializatioU.
Some.authors use the term socielizetion In a pejorative

sense, tocusidg on the negative aspects of indotrination. In our view,'

socia/ration can have positive, negativa cr neutral consequences. The

exgression moral *Oration focuses on the process of asking judgements about

rigAt ahd wrong and on the learning Of particular valuei which some

individual or other moral authority thinks students ought to learn. Civic

aoiuration (or,citizenehip
education) Is frequently taught as a separate

_

suhject or unit within social studies. The almis typirally incluci*

inrulcating patriotism end a particular political ideology, mie well as

-obedience to law and the acquisition of information about the structure of

goVernment.

For an excellent
collection of papers on moral education, see Cochrane,

Hamm and Kazepides (1979).

:See the work of(aeveral state groups, including the Maryland Values Commission,

,

for examples of such a list. See also Butts (1980) for further distussion-r

Burn and Sum (1982) in their paper,for the National Commission on Excellence

in Education are
reluctant to Gala policy recomMendations from comparative

analysiOrecause of problems in transferring
practires out of the context in

which they were developed. In our view, these caveats ihould be keptin mind

but should not ohstrain the discussion. Comparatiie educators have perhaps

become too-cautious in this respect,
reacting to an earlier, era in which

borrowing was advocated without due consideration for the interplay of social

and educational forces. At present, too much caution about transferring

practices from one country tOanother may simply reinforce parochialitm in

eldvcation--thebelief
that what is done in one's own country, state or

tromutfty is nicesaarily better for that collectivity than what is done

lseWhere.

fhis typeof education goes under many names (social science education, human

acitnces, politiral education, European heritage--to
name only a few). It

telt**, various4forms:
independent subject, a topic in several related

subjects, a principle underlying all instruction, a premise for school policy

(Dmity, 1980).

Por furthet
discussion of these points, see Harm and Daniels (1979) and

tadenquist (1979).
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8. "From the political point of view, the republican elementary school teacher,

while cultivating a love of the Republic, mmst refrain, in teaching, from

taking a partisan position" Code soleil, 1975, p. 34, Our translation.

9. Far more information on the IHA studies, see Assertion 3 and also Torney,

Oppenheim & Farnen, 1975.

10. These percents are an unweighted mean of the published percents for

Population II an4 Population IV teachers of civic education and social

studies. See Torney, Oppenheim, and Farnen (1975) for further discussion

of the definition of these populations and the sampling. The number of

teachers in each case was as follows:

PopulatiOn II Population IV

F.R,G. 218 254

Finland 302 333

Ireland 270 259

Italy 320

Netherlands 168 69

New Zealand 582 565

Sweden
418

U.S. 317 285

Since there was an overlap of teachers from one population to the other in

some countries, the total number of independent cases is not necessarily

the sum of teachers from the two populations.

11. The conflict theories have their origins primarily in the works of Karl

Marx and fax Weber while the
functionalists awe much to Talcott Persons

and other.American sociologists. For more extensive, but still introductory

discussion of these issues, see Karabel and Halsey (1977), Murphy (1979),

and Vanfosaen (1979).

12. Political culture has been defined, in an influential work on this topic,

as "the political systemras
internalized in the cognitions, feelings and

evaluations of its population" (Almond and Verba, 1965, p. 13).

13. In considering these differences, it is essential.to
remember that they are

the differences between statistical averages. For example, there are

certainly Austrians who aTe nationalistic
and Nigerians who are international

in their orientations.

14. Mote than 30,000 students responded to survey instruments; more than

5,000 teachers replied concerning pedagogical practices, and 1,300 principals

and headmasters described the schools. The schools were selected from

nationally stratified frames with a probability proportionate to their

student body size. In the second stage students were selected randamly.from

within schools with a probability inversely
proportional to the size of

their school. The Iranian data were later withdrawn from international

analysis.

15. In contrast, mAny Japanese conservatives in the postwar Period have contended

that the Rescript was misinterpreted and misused in the'pzewar period.

,
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16. Efforts at characterizing national culture or national character run a

large risk of stereotyping. For Japan we have relied heavily on the most

noted American scholar on Japan, Edwin Beischauer (1976), who 2tates an .

important caveat: "Almost anything that might.be said about Japanese in

general would not be true og many and might be flatly contradicted by some"

(p. 124). For other well-informed studies of Japanese youth, ducation and

society, see B4man (1981), Cummings (1980), Massey (1976), Shimahara (1979)

and Vogel (1979). They differ significantly in their perspective and their.

Interpretations. For example,tthe economist Bowman emphasizes individual

choice while the anthropologically oriented Shimahara puts much more stress

on the influence of group norms.

.17. The security of lifelOng employment exists mainly in large enterprises, has .

developed only in the twentieth century, may not beao much moral as

pragmatic in nature, and faces an uncertain future (Bowman, 1981).

Bowman's survey of students and their parents suggests that the norm of a-

lifetime commitment is widely accepted; however, she fOund that adherence

to this norm was less firm and less pervasive among students thanamong

older men.

18. Some negative aspects of Japanese education are well known in the West (e.g.,

examination stress). Others are not (e.g., problems of quality in higher

education). See Assertion 6 for more discussion of the negative consequences

of.examination stress.

19. In contemporary Japanese social studies textbooks, Japan alone of the world

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

was being written, the moist recent Japanese history textbooks were under

criticism for using euphemisms to characterize the Japanese invasion of

Manchuria and the "ript of Nanking" in World War II. This editorial revision

of history,has provoked much criticism froe ibsvad as well ai within Japan

and even in the Japanese cabinet (see NevAork Timei, editorial, 25 August 1982).

20. It should be noted that in the postwar research reported by Massey (1976),

the students were to young too young to have directly experienced the war; hence

the high value they put on peace was not learned through.,direct'experience

with the horror of war.

21. The Potsdam agreement signed by the Western powers and the Soviet Union

specified that "German education shall be so controlled as completely to

eliminate Nazi and militaristic doctrines andato make possible the successful

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

22. The term conflict is used here in the general sense of nonconformity (disregard

of social, conventions) and dissent (clash of ideas and ideologies) as well as

.
violent war and revolution. See Nielsen (1977) for good summary of the

literature on the importance of conflict for political life.

2 . Fifty-seven pIent of the 14-year-olds in the F.R.G. strongly agreed with

the statement about women running for office whereas in the United,States

only 27% strongly endorsed this statement.
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24. Oppenheim, one of the researchers who with Torney-Purta directed

international planning for the IEA study, reviewed earlier West Gerson

research:

Most earlier researchers seem to confirm our findings concerning

the skepticism and the nonparticipatory attitudes of German

youth . . . . ftwever, the strong support we found for democratic

values seems to be a re.atively recent phenomenon. (p. 23)

For further discussion of these earlier German studies, see Oppenheim

(1977) monograph.

25. It could be, for example, that the relationship between school

characteristics and democratic values is due to a disproportionate tendency

for students with certain political
beliefs to live in areas where the

schools are most likely to have the above characteristics.
4.)

26. The conclusion that schools helped develop democratic attitudes contrasts

with German studies in the early 1960's which discounted the effects of

schooling on democratic attitudes (Oppenheim, 1977). See Merritt, Flerlage

and Merritt (1971b) for discussion of a subsequent swing toward optimism

about the effectS of curriculum reform.

27. ,Rlein, spouse of an American diplomat assigned to the U.S. embassy in the

G.D.R., wiz the first American given permission to observe students in a

polytechnical center. She admits to the difficulty of generalizing from

limited observations,
but relies heavily on tbe asserted uniformity of

East Gerlsn education.

28. The importation of Marxist-Leninist ideology during military occupation

raises a question similar to the importation of Western models into JaVan.

Perhaps whatever succesirthese imports enjoy can be credited to preexisting

values. Son,theimer and Meek (1975) express this point of view:

The models of socialist behavior . . . are only socially effective

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

solely to socialist ideology, for instance a desire for order, for

evaluating and recognizing achievements in work, for preserving the

interests of the community in contrast to a pronounced individualism.

(pp. 45-46)

Yet these West German scholars, without identifying the baSis for their

conclusions, also assert that the system has been persuasive in certain

respects. in their view, most East Germans are convinced that their

system has brought more social justice than in the West and that their'

educational system is superior to that of the Federal Republic. .
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29. Although the term "hidden curriculum"
originated In the U.S., it has

received extensive
consideration recently by two schools of thought in

lurope: the "new sociology Of eduCation in Great Britain and the."critical

theorists" in West GermanY. These approaches rely on ethnographic studies

of schools and classrooms as well as philosophical
analysis contrasting the

character of knowledge about society with knowledge of the physical world.

For xample, Edwards (1980) his analysed the power relationships underlying

classroom dialogue. Bunter (1980) has noted,the lack of real decision

making power given to students in British school councils. Millis (1981)

has studied the ways in which the formal curriculum implicitly leads

working-class boys to close'themselves off from occupational advancement.

30. In a study of classroom climate in Israel, Klein and Eshel (1980) warn that

an "open classroom" may have somewhat different
characteristics in different

countries. Israeli classrooms designated as "open" differ as follows from

those more traditionally organised:
amount of independent information

seeking of students, freedom to move around and lack of stress on silence

and on a fixed schedule. .., In contrast to the U.S. and Britain, open

classrooms in Israel do not differ from the more
traditional in the extent

to wtrich the
teacher is used as a

facilitator and resource person (rather

than a.3 lecturer and controller of the class).

31. Japanese content analyses of television programs found that although there

are similar numbers of minutes per hour devoted to violent acts as in the

U.S., the violence is much more likely to be presented in a way which

creates sympathy for the victim (limb, Pool, and Bagiwara, 1981).

32. International human rights is another topic around which7portions af7a

coalition agenda sight be developed,

33. We considered includingsn assertion'dealing with optimal timing and

sequencing in values education citing empirical research on developmental

i
processes.We decided not ta nclude such an assertion, both because of

spamlimititions and tostanse the majority ofYthe research related to

tills, *state pas .Sen" conducted in the United States (and thus does not fit

ttxe focus ofthis paper upon otheriadustrialized
countries). An examin-

ation of the empirical reseirch indicates the importance of siddle child- ,

hood and pre-adolescence for education relating to a variety of value issues,

especially thou concerning human rights and attitudes to those in other

nations. The period from about seven'to twelve appears to be one in utich .

children have the ability to take the perspective or ,point of view of others

but have not yet become closedoff (by excessive needs for conformit0 ta

those who are not members of their own group. (See Torney, 1980 for a re-

view of this research.) Toward the end of this period (ages ten to twlve)

the presentation of controversial
issues in the classroom appears to be

especially useful as a way to help students
develop their own values as will

. encouraging tolerance for a pluralism of values anong their contemporaries.
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