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EDITORIAL

The role of education in training for citizenship is at present undergoing a profound
revision. This revision affects two distinct areas: content, defined in terms of the
skills citizenship training should develop; and methods, understood as educational
and teaching strategies in order to achieve this development. Both aspects are closely
linked, particularly at this time when educational content is tending to be defined
more in terms of skills and aptitudes and no longer in terms of information or
knowledge to be acquired.

The need to revise the content of training for citizenship has been brought
about by the profound changes that society is undergoing, from the political as well
as from the economic and cultural angles. The crisis of the nation-State, the global-
ization of the economy, the major changes in production methods and the increas-
ing multiculturalism of our societies are, among other events, phenomena that
oblige us to look again at the content of training for modern citizenship. Beyond
specific discussions about each one of these changes and its impact on education, it
would seem necessary to draw attention to the most interesting feature of present
changes: the narrowing of the conventional divide between being trained for the
role of citizen and being trained for the role of worker.

Here, it is useful to note that according to traditional capitalism there was an
enormous contrast between training for citizenship and training for work from the
content aspect. While the role of citizen required the development of the ability to
adopt a critical attitude, to unite and to take responsibility for decisions, what was
expected of the worker, in the majority of production jobs, was a high degree of
adaptability to repetitive work routines and the ability to obey orders.

In the new scenarios of intensive capitalist production of knowledge, the gulf
in content is tending to narrow. The productive role requires a less complete per-
sonal sacrifice, and it is now necessary to benefit from a solid cognitive and emo-
tional background, with a highly developed capacity to work as part of a team, to
be creative and to overcome problems. We therefore find ourselves faced with the
possibility of bridging the traditional dichotomy between educational ideals and the
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practical demands of the world of work. In this way, educational ideals will lose
their abstract nature and productive work could take on more humanist character-
istics.

However, in contrast to a better cohesion within the individual in terms of
skills and aptitudes, changes in the world of production are bringing about a con-
siderable widening of the gulf between those who work in intensive knowledge
industries and those involved in traditional occupations or, even more so, those
excluded from the work market. It is not by chance that, for them, at the same time
as the charisma raised by the new technologies is growing and personal liberty and
creativity are enlarging, there appear again on the agenda of public and private con-
cerns all those themes that have been given the title of ‘social problems’: unemploy-
ment, poverty and various forms of social exclusion linked with violence and intol-
erance.

To sum up, while today the productive role and the citizenship role seem to
require similar skills and aptitudes, the key issue is that the productive role requires
them only for a core of key workers—the symbolic analysts’—while the citizenship
role—if it is to maintain its democratic nature—requires that everybody has them.
We are therefore faced with the challenge of establishing new forms of social cohe-
sion which will guarantee our ability to live together. While this challenge must be
faced by the whole of society and not simply by education and educators, the role of
education has acquired fundamental importance at this time.

On this point, a large amount of current literature can be classified into
two main groups. The first one of them forecasts a breakdown in social integrity.
This breakdown could lead to a ‘dual’ society, the existence of ‘networks’ bringing
individuals and groups together in a transnational way, but entirely excluding those
not forming part of the network, belongingness and forms of reproduction based
on particular attitudes or interests and, as a result, a significant weakening
of all forms of communal expression. Social relationships would not be, as
in the case of traditional capitalism, those of exploitation. Exclusion or, as sug-
gested by Robert Castel,’ the ‘de-affiliation’ of society affecting large parts of
the population, will be the immediate consequence of this type of social struc-
ture. Those on the outside will be virtually ‘useless’ from the social and economic
points of view and, thus, will not be involved in society. Finding themselves always
in delicate or unstable circumstances, they will develop attitudes and cultural
patterns based on the difficulty of controlling the future. Their ‘day-to-day’ strate-
gies for survival will give rise to what Castel calls ‘the culture of the haphazard’.
In contrast to typical workers, the problem represented by these sectors is
their mere presence, but not their plans. This ‘de-affiliation’ could be conceived
not only in terms of the complete absence of links or relationships, but also
as the absence of participation in structures which have any meaning in society.
From the political point of view, such high levels of exclusion could only be
maintained with equally high levels of authoritarianism. In such a situation, the
very meaning of citizenship and of democratic procedures could be profoundly
affected.
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The second approach is, on the other hand, based on the definition of
strategies to uphold social cohesion. The main argument of these proposals is
to avoid work being appropriated by a social elite. Distributing work therefore
becomes a key element in this alternative. However, in order to distribute it in
this way everyone will have to be trained in the skills required by productive work.
The assumption upon which this approach to social development is based
consists of maintaining universal access to the skills required for the role of citizen
as well as access to the skills required for involvement in the key sectors of the econ-
omy.

These changes in social requirements, together with a certain general dissatis-
faction concerning the outcomes of educational activities, will also lead to a revi-
sion of the teaching methods used in training for citizenship. Here, the particularity
of the present time consists precisely in understanding the importance of the indi-
vidual in constructing one’s cultural, political and professional identity. Compared
to earlier historical periods, identities are no longer entirely imposed from outside,
since each person is expected to create his or her own.

The greater involvement of people in creating their own personalities forms
part of the process of individual liberties. While there are considerable differences
between cultures, it is possible to state that we are witnessing a process of expan-
sion in individual liberties. This process has evolved in different stages. In the first
stage, typical of traditional societies, the freedom of individual choice was remark-
ably small. In the second phase, first appearing in the West in the nineteenth centu-
ry, the ideals of liberty and of individual choice advanced considerably in the politi-
cal and economic worlds. Universal suffrage and a free market were typical of this
concept of the individual. This expansion of political and economic liberty was
accompanied by the maintenance of strong restrictions on private life-styles. People
did not choose a particular life, but rather they were obliged to adopt an already
existing and accepted model of behaviour, which would determine the most impor-
tant aspects of their daily life.?

Compared with the nineteenth century, modern individuality contains wider
spheres of action and influences everything concerned by ‘a life-style’. This growth
of individual liberty is, however, the source of new tensions. While, on the one
hand, we accept the collapse of frontiers established by beliefs, prejudices and pre-
conceived ideas of life, on the other, individuals lose the protection that was tradi-
tionally granted by the meaning of a fixed identity, where the responsibility for the
development of behaviour was determined elsewhere. This paradox of the modern
human condition represents one of the most important sources of contemporary
philosophical and educational reflection.

The open file in this issue of Prospects deals with the complex issue of citizen-
ship today. It tries to identify some of the foremost characteristics that are influenc-
ing the emergence of different images and practices of democratic citizenship
throughout the world, and suggests that there is no single social strategy to build up
democracy. Thus, no definitive set of educational contents may be promoted.
Within this perspective, the open file also deals with the question of educational
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strategies to develop a more relevant and efficient citizenship education. The pro-
posed approach—constructivism—has already been tried out in the context of the
didactics of science, mainly centred on an individual psychological perspective.
Here, the problem of the construction of knowledge is applied to the learning of
social objectives, such as citizenship, and is considered from a psycho-sociological
perspective, using as a basis of evidence the initial outcomes of the research
project “What education for what citizenship?’ conducted by the IBE.
JuaN CARLOS TEDESCO
DIRECTOR

Notes

1. Robert Castel, Les metamorphoses de la question sociale: une chronique du salariat [The
metamorphosis of the social issue: the story of the wage-earning classes], Paris, Fayard,
1995. ,

2. Lawrence Friedman, The republic of choice: law, authority and culture, Cambridge, MA,
Harvard University Press, 1990.

3. The International Project “What education for what citizenship?’, designed during the last
half of 1993 and lauched in January 1994, is an attempt to help improve educational
strategies for citizenship education sustained by empirical cross-cultural evidence
about the images of a democratic citizenship and the educational approaches and prac-
tices currently utilized for that purpose in different countries. Within the framework of
this project, a first phase of activities, consisting mainly of a comparative survey con-
ducted in thirty-six countries utilizing representative samples of students and teachers
at the secondary education level, is currently being completed. In 1996, the second
phase of the project was launched aimed at experimenting and evaluating the most
striking findings of the survey in actual school situations, with a view to developing
effective and adapted curriculum and pedagogical strategies for citizenship education
in different countries. The third phase of the project, devoted to the dissemination of
knowledge and information in the field of citizenship education, has also been initiated
with the creation of an international forum on the topic, available through Internet,
and the construction of an expert system providing increased accessibility to research-
based expertise on citizenship education throughout the world.
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SCHOOL CHOICE:

THE ISSUES AND THE OPTIONS

Herbert Gintis

Introduction

Primary and secondary education have traditionally been publicly financed and
publicly produced. The version of ‘school choice’ that I shall defend here is an
alternative framework for delivering educational services with the following
characteristics: first, parents choose the schools that their children will attend;
second, any individual or group, including private firms, public institutions, asso-
ciations of teachers and local community organizations, are entitled to compete
in setting up schools and attracting students; third, accredited schools are
financed from public funds at a fixed rate per eligible student per year, the
amount being adjusted for such educationally relevant characteristics as grade
level and special learning needs, as well as such economic factors as the local
price level and rental rates; fourth, participating schools are fully funded by the
public sector, and they are prohibited from supplementing their budgets by
receiving additional tuition funds from parents; fifth, schools receiving public
funds must meet acceptable standards concerning physical premises, staffing, cur-
riculum, admissions and financing; and, finally, quantitative measures of the
performance of participating schools must be maintained and disseminated to the
public, as an aid to parents and communities in assessing the quality of the ser-
vices their children are receiving.

Original language: English

Herbert Gintis (United States of America)

Professor of Economics at the University of Massachusetts, Amherst. He has jointly
authored Democracy and market: participation, accountability and efficiency (with Samuel
Bowles and Bo Gustafsson, 1993). He is editor of Macroeconomic policy after the conserv-
ative era: studies in investment, savings and finance (1995) and has written numerous
journal articles. He is currently co-chair with Paul Romer of the MacArthur Foundation
research project on ‘The human side of economic analysis: economic environments and the
evolution of norms and preferences’.
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While much of the support in the United States for school choice in recent
years is based on the observed superiority of private schools over public schools
(Coleman, Hoffer & Kilgore, 1982; Gaffney, 1989; Chubb & Moe, 1990), it
would be a mistake to think of a national policy of school choice as a laissez-faire
market system. In fact, a well-run system of school choice is likely to be as care-
fully regulated as are health-care systems, financial services, transportation and
communication sectors in the advanced industrialized nations.

The basic argument for school choice is extremely simple. First, competition
among providers of goods and services benefits consumers by disciplining pro-
ducers to operate efficiently, innovate technologically and offer an optimal mix of
outputs. Producers of educational services in a traditional school system are vir-
tual monopolies that are sheltered from such competitive forces, and therefore
have little incentive to operate efficiently. Second, the ability to choose one’s
providers is valuable in itself, since it is a form of personal power that adds to the
dignity and self-respect of individuals and families.'

But why retain the public financing of education, rather than allowing, or
requiring, parents to finance their children’s education privately? The basic
answer is that public financing of education generates relatively few inefficiencies,
and equal access to educational resources for children can be an egalitarian force
offsetting the natural tendency of market economies to generate morally unac-
ceptable levels of economic inequality.

Competition in supplying educational services:
problems and pitfalls

Economists generally recognize that only under certain conditions will a competi-
tive product delivery system approximate a social optimum. In this section, I shall
discuss how likely it is that these conditions will be met in the case of educational
services.”

I will assume that children themselves are the ultimate beneficiaries of educa-
tional services, and that parents are generally the agents best able and most
willing to make educational decisions on behalf of their children. This ‘student
centred’ assumption is controversial, and there exist at least three plausible alter-
natives. One is the ‘society centred’ notion that some social body, such as the
State or the community, is the ultimate beneficiary. Those who hold the ‘society
centred’ view of education will reject school choice tout court. Another alterna-
tive is the ‘parent centred’ view inasmuch as parents are the consumers of the
educational services of their children, in the sense that parents have the right to
determine the upbringing of their children according to their personal beliefs and
desires. If parents’ personal preferences are deemed appropriate to determine the
educational environment to which their children are exposed, then the school
choice requirements that the education system be publicly funded and subjected
to State regulation would naturally be rejected, and a laissez-faire education sys-
tem would be the preferred alternative. A third alternative holds that children
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themselves are the ultimate beneficiaries of educational services, but that parents
are not generally the agents best capable of representing the interests of their chil-
dren, either through judgmental incapacity or lack of interest in their children’s
welfare.?

Under the ‘student centred’” assumption taken here, what are the conditions
for an effective system of school choice?

First, competition is effective only if there are several alternative suppliers
available to a significant proportion of families. Educational services do not
exhibit great economies of scale, so communities may well support many small
schools. However, in the case of education, the consumer (the student) must travel
to the producer (the school), so the effective demand for a given school is spatially
limited. Thus, the assumption that there are multiple suppliers available to all
families is not reasonable under conditions in which it is only economical to have
at most one or two schools within reasonable commuting distance of each
student.

In rural regions with a low population density school choice will not be
effective without considerable care in promoting entry and reducing economies of
scale. The minimum number of schools in a community required for effective
competition and consumer choice is probably greater than two, and may be as
large as four or five. It is unlikely that this number would be attained by a free
market, except perhaps in communities with high population density and efficient
transportation. Where these conditions are absent, competition must be encour-
aged by public policy. One possibility is to enlarge the potential clientele of
schools by subsidizing student transportation costs. Another is to lower start-up
costs for schools by offering low-interest loans to new schools, as well as by pur-
chasing educational premises and making them available to schools on a rental
basis. Finally, schools can be required to share physical premises, such as class-
rooms, athletic facilities and specialized instruction resources, thereby decreasing
minimum feasible school size.

Even in regions of low population density, school choice gives communities
a degree of control over the quality of education that is unattainable in a system
with a government monopoly, since a properly implemented system of school
choice allows local communities to enter into short-term contracts with educa-
tional suppliers, much as they do now to deal with public transportation, school
transportation, refuse removal, cable television and other social amenities.

Second, competition is effective only if consumers can accurately assess the
quality of the goods and services they purchase. Many of the services provided by
schools are directly observable, including the quality of the school facilities, ancil-
lary programmes, transportation services, food quality, average class size, teacher
availability and the children’s attitudes towards their educational experiences.
Other more technical aspects of school quality, such as teacher quality and quan-
titative academic performance, may be provided by the reputation a school
develops over time, as well as by the statistical performance measures collected by
public agencies. Some important school characteristics will not be available unless
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standardized measures of school performance, such as achievement scores, stu-
dent retention rates, the proportion of the student body going on the higher
education and the like, are maintained and available to the public. Such areas as
teacher accreditation, adherence to building and other safety codes, and the use of
appropriate instructional techniques can be subject to more or less detailed speci-
fication. The more stringent the requirements are for a school to be accredited as
a public tuition recipient, the more perfectly will parents know school quality.
The opposite side of this argument, of course, is that the more stringent are the
requirements, the less real choice will be involved, the higher will be the adminis-
trative overhead costs, and the greater will be the latitude for political
malfeasance and influence-seeking in the setting of the requirements.

Third, competition is effective only if consumers are the best judge of their
needs and these needs are reflected in their preferences and choices. Since educa-
tion is a very technical process, how can we expect parents not to be misled by
self-interested and unscrupulous promoters with little interest in meeting students’
needs? Many educators doubt that parents possess the required expertise, and are
unhappy at the prospect of schools being run by profit-making institutions, of
educational entrepreneurs plying an uncritical and indifferent public with ‘get
educated quick’ schemes, and offering modish blandishments incompatible with
educational excellence. Many also argue that poor and uneducated families are
especially unprepared for making informed choices, so a system of school choice
would exacerbate educational inequality.

School choice supporters, by contrast, tend to minimize the problem of unin-
formed parents, arguing that mistrust of the consumer reveals a paternalistic
attitude towards parents that is unwarranted in the light of the widely recognized
ability of people to choose intelligently in other areas of their lives. They argue,
moreover, that the idea that there will be an ‘underclass’ of parents who habitu-
ally support inferior schools is unlikely, since it is difficult to point to other areas
where people so consistently make poor choices concerning their own welfare
that the right to choose would best be placed in other hands. Finally, proponents
of school choice point out that we would expect even the ‘poor and uneducated’
to follow the lead of prominent community groups—political, cultural and
religious—in making choices for their children. If this is generally the case,
instances of parental incompetence or malfeasance are not likely to be systemati-
cally related to the demographic or social characteristics of families.

I think the evidence supports the latter position. Here, an analogy with a
universal health care system may be useful. Health care is certainly more complex
and difficult to assess for the layperson than education. Yet, there are highly suc-
cessful health-care systems in which patients have the right to choose their own
health-care providers, subject to ‘accreditation by public agencies’. Similarly, in
education, a system of accreditation, truth in advertising and objective perform-
ance ratings would be likely to afford parents a wide range of choice, while
limiting malfeasance and poor parental choice to manageable levels.

Indeed, economic theory shows that appropriate regulation of complex
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goods and services increases the effectiveness of consumer choice by lowering the
cost of acquiring the information needed to make informed choices. Financial
institutions, for instance, are regulated in virtually all economies, because individ-
ual investors cannot be expected to make exhaustive investigations of each
insurance company, mutual fund, pension plan or bank with which they do busi-
ness. Similarly, the deregulation of the airlines in the United States did not leave
air safety to the marketplace, depending on the public’s ability to use air safety
records as a guide to the choice of carriers. Rather, safety standards are federally
mandated.

We would expect similar considerations to apply to education. Moreover,
where parents are deemed legally incapable of making considered choices for
their children, guardians may be empowered to exercise the school-choice deci-
sion. Unscrupulous schools that are found to mislead gullible parents may be
pursued legally, as is currently the case in the delivery of financial and insurance
services. The extent to which parents have the right to exercise highly idiosyncratic
choices is a hotly contested issue, but it is probably not difficult or costly to
limit parental choice in whatever manner is decided through the political and
judicial process, by the appropriate accreditation of teachers, teaching methods,
curriculum content and educational practices. Finally, schools can be prohibited
from pandering to the selfish interests of parents (e.g. by prohibiting kickbacks to
parents).

Moreover, we would expect a system of school choice to lead to improved
parental knowledge over time, as the experience of making meaningful educational
choices has its effect on the development of parental capacities. Under current con-
ditions, only wealthy families have this capacity, since they can choose private
education for their children. Under school choice, many families are likely to gain
opportunities now limited only to the wealthy, and hence the assumption that par-
ents are the agents best able to make educational decisions on the part of their
children would have greater impact on social outcomes. Thus, they must be more
solidly founded, than in the case of the current education system.

Fourth, a competitive system is socially efficient only if the good or service
involved is a ‘private good,” the positive and negative effects of which fall exclu-
sively on the consumers. If there are positive external effects of consuming a
good, private markets will systematically undersupply the good, and if there are
negative external effects, private markets will systematically oversupply the good.
In the case of education, there are several plausible external effects of a student’s
consumption of educational services. For one, schooling affects the social behav-
iour of the student both in youth and adulthood, and hence there is an impact on
society by influencing the extent to which the student contributes to a common
social purpose. In addition, students influence fellow students by affecting their
pace of learning, their physical safety, their enjoyment of the educational experi-
ence, and their tolerance of cultural, racial and other forms of social diversity.
Educational services thus may have significant external effects.

Suppose, for example, that the social good involves teaching students to sac-
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rifice their own needs to that of society under some conditions, while the private
good is to have your children taught how to make optimal use of the self-sacrific-
ing predilections of others. Teaching self-sacrifice is then a ‘positive externality’,
the benefits of which are not limited to the students so taught, but to all members
of society who may deal with these students in the future. A system of school
choice will not automatically lead to the teaching of social norms of this type,
unless they happen to be in the best (private) interest of the students themselves.
Similarly, social interaction in a diverse society may be better served when stu-
dents learn in schools that are heterogeneous in terms of race, ethnicity and social
class. These social benefits may, however, be purchased at the cost of lower edu-
cational achievement or fewer educational amenities for some or all of the
heterogeneous groups involved. A system of school choice might then result in a
socially undesirable lack of cultural diversity.

In addition, the presence of one student in a school may have an ‘external
effect’ on other students, either positive or negative. Students with high achieve-
ment levels, with well developed social skills, with a commitment to co-operative
behaviour, and with parents who are willing to contribute time, effort and money
to the school, will benefit other students and their families. Such students and
their families will then prefer to associate with one another rather than with
others who have less to offer them in return.

We can ameliorate such external effects by proper State regulation. Schools
can be accredited to receive public funds only if their curriculum reflects ‘appro-
priate’ social values. There could be a set of national guidelines specifying specific
educational practices prohibited and mandated in accredited schools. Similarly, if
ethnic and racial diversity is a social goal, schools can be offered bonuses or sub-
sidies for having a diverse student body, or can be taxed or otherwise penalized
for having an excessively homogeneous student body.

Can the government properly regulate a system
of school choice?

Many proponents of school choice base their argument for privatization on the
general inefficiency of the government sector. If they were correct, we could not
expect government to regulate a system of school choice in a manner conducive
to serving the public interest. I have not argued this position. Rather I have based
the superiority of school choice on its capacity to foster competition, compared to
the State-run system’s position as a monopoly. Indeed, it is possible that even a
State-run system could be efficient and innovative if it allowed real competition
among public schools.*

The idea that the economic regulation is inefficient and pernicious is belied
by the historical evidence. There is, in fact, no example of an advanced economic
system without a strong regulatory State sector. Experience indicates that demo-
cratically accountable governments can effectively regulate the competitive
delivery of goods and services where necessary. Of course, the political dynamic
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leading to effective regulation is often volatile, imprecise and slow to converge to
a stable set of policies. Moreover, a system of regulation, once stabilized, is costly
to maintain, is subject to continual pressure by groups who stand to gain from
regulatory changes (rent seeking), is systematically sub-optimal due to the politi-
cal influence of groups that stand to lose from the implementation of more
efficient policies, and is slow to accommodate technical innovation, changes in
consumer preferences and new social priorities. But the benefits of regulation
often outweigh the costs by a considerable margin.

In sum, the inability of the public sector to produce efficiently is not due to
the inherent deficiencies of government intervention. Rather, public sector control
of an industry is generally ineffective because State-run firms are not subject to
the forces of competition. No degree of democratic accountability of government
can induce State-run monopolies to produce efficiently, for the following impor-
tant reason: only the competitive interaction of firms generates the information
necessary to judge firm performance. Hence competition is necessary to render
firms accountable to agents outside the firm.’

School choice and social inequality

Will school choice exacerbate or ameliorate social inequality? We must distin-
guish between the financing and the delivery of educational services. A
competitive private delivery system can be financed in an egalitarian manner. In
our model, an equal distribution of services can be achieved by ensuring that chil-
dren receive tuition vouchers, of equal value for all similarly situated students,
redeemable at an accredited school of their parents’ choice. Students with special
needs that require costly treatment (e.g. handicapped or learning-impaired stu-
dents) can be accorded increased tuition vouchers in this system.

Of course, if schools were allowed to supplement public tuition with private
fees, political pressures would likely lead to a lowering of the size of the public
tuition contribution to the point where severe resource inequality re-emerged,
with middle class parents supplementing public tuition vouchers and poor fami-
lies using schools that get by on public tuition alone. To avoid this inegalitarian
dynamic, schools receiving public tuition vouchers must be categorically denied
the right to charge additional tuition fees, except for certain purposes (e.g. for
special recreational events) and in a strictly limited amount. Similar provisions are
common in health-care finance, where insurers not only do not pay, but also do
not allow patients to pay, more than a prescribed amount for a particular service.
An alternative (and less egalitarian) plan would allow accredited schools to levy
additional fees, but only on a means-tested basis, and would prohibit a school
from rejecting a student who cannot pay such fees.

Yet, it is possible that school choice exacerbates existing inequalities of
social class and race, despite egalitarian funding.® It has been argued, for instance,
that if schools have elective admissions policies, there will be a tendency for
schools to become stratified according to ability, with the higher achievers having
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the advantage of a superior learning environment, as well as more able and com-
mitted teachers.

However, it is plausible that allowing elective admissions policies would
help all ability levels, since each school could then tailor instruction to the partic-
ular needs of its clientele. This apparently occurs in American post-secondary
education, where elective admissions is rarely accused of being unfair or ineffi-
cient. It might be thought that such a stratified system would exacerbate
inequality by inducing lower aspirations in less successful students. This is not a
plausible argument. It is certainly reasonable to think that schools dedicated to
serving students of a given range of ability levels could instil self-confidence and
high aspirations in these students.’

Could not ethnic and racial segregation be exacerbated through elective
admissions? Racial and ethnic discrimination is already illegal in the United
States, and in most other countries, so explicit discrimination is probably a prob-
lem that could be routinely and effectively handled by the judicial system. De
facto discrimination on the basis of academic performance will doubtless occur,
but it is unlikely to be more extensive than de facto segregation on the basis of
residential community, as is the case in current education systems. Moreover, a
school choice system would offer disadvantaged and minority communities the
resources to form schools catering directly to the needs of their particular con-
stituencies. Such local initiative could be a potent force for improving the
educational opportunities of disadvantaged and minority communities.

Not surprisingly, spokespersons for minority groups in the United States
have often recognized the potential benefits of school choice. For example, see
Chavis (1994) and Williams (1994).

Finally, as we have seen, if student body diversity is deemed a sufficiently
important social value, accreditation could require schools to meet specific diver-
sity requirements, or schools could receive bonuses for meeting diversity goals. As
in other cases of government intervention in the private economy, however, regu-
lations favouring diversity are vulnerable to attack for violating the principle of
equal treatment.

The fate of cultural communality
under school choice

Would not a pervasive system of school choice undermine the common cultural
heritage of a nation? Markets support diversity by tolerating the disparate prefer-
ences of consumers. Subject to minimum start-up costs for firms, and subject to
the consumer’s ability to pay, a market can satisfy whatever pattern of wants—
common and arcane, base and refined, solemn and frivolous—that the consuming
public happens to exhibit. Indeed, this capacity to support diversity is considered
to be among the more attractive features of market allocation: rather than fight-
ing over what we are to consume in common, markets allow us all to get our own
way.
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Is it then not possible that an unregulated system of school choice could lead
to progressive breakdown in a shared cultural heritage, as groups of parents form
educational environments conducive to promoting their distinct beliefs, practices
and conceptions of the good? Of course, our current education system allows
parents to act in this manner, but does not facilitate this practice by subsidizing it,
thus ensuring that it has a relatively limited impact on social life. School choice
could lead to an explosion of alternative school cultures.

Multiculturalists will likely applaud such a situation, and might be expected
to be among the strongest supporters of school choice. Others will demur, how-
ever, on the basis of one of at least two grounds. First, many continue to believe
that a harmonious and cohesive community must be based on shared values, and
that extreme cultural heterogeneity would degrade community life. Second, there
is no assurance that aggregating individual choices through the marketplace pro-
duces a result as socially desirable as the collective choices people make through
the political process.

This problem can be handled by requiring accredited educational institutions
to share a common core of basic curricular material, to adhere to a code of ethics
in treating students and to foster values consistent with a pluralist democracy.
National guidelines could also prohibit accredited schools from engaging in such
divisive practices as inculcating racial intolerance, teaching ‘creationist’ biology
and espousing intolerant religious beliefs.

Indeed, there is nothing in the concept of competitive educational delivery
systems that prevents the government from specifying exactly which books are
used for which courses, and which pedagogical techniques are used under which
conditions. I would not endorse such extensive government intervention, of
course; my point is merely that such measures are compatible with competitive
delivery.

Implementing school choice

There is a danger that the political compromises that are required to achieve a
system of school choice in a democratic polity might substantially undermine its
egalitarian functioning. One example of a ‘fatal compromise’ would be partial—
as opposed to total—public funding, essentially turning school choice into a
system for subsidizing the education of the children of the rich and the middle
classes, to the detriment of the less well-off in society.

On the other hand, this fear may be a self-fulfilling prophecy. If educators
refuse to develop and diffuse a reasonable model of school choice on grounds that
the actual implementation will be inadequate, then, if and when school choice is
implemented it very likely will be inadequate. It is incumbent upon educators to
make clear that there are prerequisites to an efficient and egalitarian choice sys-
tem, and to specify exactly what these prerequisites are. Where agreement among
educators is impossible, the public should know whether disagreements are politi-
cal, ethical or scientific, and if the latter, the source of the disagreement and the
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empirical evidence upon which the disagreement could be resolved, or at least
upon which the range of disagreement could be significantly narrowed.

Another cost is the loss that school choice would impose on public school-
teachers. It is well known that teachers’ unions are virtually unanimous in
opposing school choice. How might a private educational delivery system injure
teachers? Teachers’ unions are likely to be harmed, since the per-member costs of
union organization decline as the size of the bargaining unit increases. Under
school choice, the average size of private educational providers may well be
smaller than currently. Thus, unless labour legislation is initiated, for instance
obliging accredited schools to form regional associations for the purposes of bar-
gaining with teachers, the current union structure would likely decline.

Furthermore, in a competitive system, teachers may be obliged to work
longer hours, and their job security would certainly be compromised. It is unclear
whether wages would rise or fall. Many consider a move towards school choice
that excessively weakens the status of teachers to be unfair. To prevent this, a set
of ‘teachers’ rights’ could be implemented as part of a comprehensive school
choice system capable of adjudicating between the needs of teachers and the con-
sumers of education.®

Also, in moving to school choice, serious legal issues arise concerning civil
rights and the separation of church and State. These issues include the saying of
prayers in schools, placing students in classes according to ability, dress codes,
single-gender classrooms, choice of textbooks and the like. Doubtless the courts
will face these problems when the time comes, but help from policy analysts who
deal with legal issues surrounding education would be useful.

Conclusion

I would like to close with a plea for more research on the effects of competition
and choice on the functioning of the education system. Despite the large propor-
tion of national budgets devoted to education, the issue is only very rarely
addressed. One important exception to this rule is Hoxby (1994). This paper uses
instrumental variable econometric techniques to determine the independent effect
of the existence of choice among public schools on per-pupil expenditure, edu-
cational productivity, average student performance, student educational
attainment and post-graduation wages.

Hoxby found strong evidence that increased parental choice availability led
to improvement on each of these measures of educational performance. Hoxby
also found that the existence of choice among public schools leads to more mix-
ing of students by social class, race and ethnicity. This mixing, she found, did not
hurt the scholastic performance of any group, but improved the performance of
several groups, including white non-Hispanic males, and students of parents with
at least a high school degree.
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Notes

1. For a broader defence of competition among goods and service providers as the
source of consumer power, see Gintis (1989).

2. For a historical analysis of school choice, see Coulson (1996) and the references
therein. This paper has an excellent bibliography, from which I have greatly ben-
efited.

3. For statements of this view, see Carnegie Foundation (1992), Payne (1993), Kozol
{(1992) and Wells & Crain (1992). On the other hand, studies indicate that even

parents with little education choose schools wisely. See, for instance, Fossey (1994),
Martinez & Kemerer (1995) and United States Department of Education (1995).

4. There may, in fact, be powerful political forces operative within the public sector act-
ing to de-activate competition within the public sector, since potential losers in a
competitive struggle, by their proximity to public sector decision-makers, may have
the means to lessen competitive pressures.

5. For a non-technical defence of this statement, see Gintis (1991 and 1992). More
generally, see Holmstrom (1979), Holmstrom & Tirole (1988), Bowles & Gintis
(1993a) and Bowles & Gintis (1993b).

6.  For arguments to this effect, see Cookson (1994) and Kozol (1992).

7. Lieberman (1991) shows, for instance, that the largest category of for-profit schools
actually serve disabled, rather than easy-to-educate children. Blum (1985) suggests
that numerous private schools are dedicated to teaching children with disciplinary
problems in the inner cities, and perform relatively well at the task.

8. Note that, in a system of school choice, teachers can set up schools themselves,
organized as worker-owned firms. I believe the potential success of such firms, given
some initial government support in the form of access to credit, is quite high. For
some arguments along this line, see Bonin & Putterman (1987), Putterman (1984),
Bowles & Gintis (1993¢ and 19935).
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INTRODUCTION

TO THE OPEN FILE

Luis Albala-Bertrand

In the world today, two major universalizing trends are at work: the generaliza-
tion of the free market economy and political transitions towards the
establishment of democratic regimes. These mutations are provoking profound
and unprecedented changes at the cultural level that have an effect in various
ways on individual and collective behaviours. In almost every situation, cultural
changes are lagging behind institutional evolution, with the consequence that
there is a deficit in social norms which could be at the origin of tensions, disorder
and conflict. Within such a context, and faced with the sometimes dramatic social
costs, there is a need to reinforce social control. This cannot, however, be equated,
for reasons of either effectiveness or cost, with a simple strengthening of public
enforcing mechanisms, but rather with the building of an enhanced sense and a
renewed practice of citizenship.

Most educators believe that social adaptation ought to be carried out
through education and, in particular, through formal education. This would
assume that the teaching process does have an influence on students’ civic and
political socialization, and that the role of the school in shaping one’s political
personality may be of practical importance. Unfortunately, looking at the effec-
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tiveness of citizenship education today, things do not seem to be so apparent.
Empirical assessment of school impact on the political socialization of pre-adults
shows that, while official curricula do have a significant influence on the transmis-
sion of instrumental knowledge and skills, its role in the political orientation of
students seems less evident. On the one hand, the influence of school factors is
faced with what is taking place in society and culture, which are rarely taken into
account by the official curriculum. On the other hand, various educational agents,
such as the family and the media, seem to have a determining socializing influ-
ence, sometimes greater than that of the school.

It appears then as a central issue for educational policy formulation to
devise strategies that may ensure a real impact for education, and particularly
for formal education, which is, among other socializing agents, the most inten-
tional and well-structured mechanism for moulding the civic and political
character of young people. The efficient pursuit of this broad aim implies achiev-
ing a difficult balance between two main criteria, which may seem upon a first
analysis to involve contradictory perspectives. The first is to devise appropriate
approaches contributing to the learning of citizenship. Or, in other terms, to
define what learning processes and educational messages may favour the emer-
gence, or consolidate the existence, on the one hand, of convergent social
representations of citizenship necessary for the stability and political efficiency of
democratic regimes; while, on the other hand, it leads to the building and
expression of autonomous personalities, which will be a source of enrichment
and creativity, and, in the final analysis, the most efficient guarantee of freedom.
The second condition involves putting into practice what common sense would
suggest, i.e. that the conceptions, institutions and orientations at the basis of
democratic citizenship are not the same everywhere. Therefore, educational prac-
tice should adapt to changing national contexts, and even to changing conditions
within the same society, taking care, however, to build up a citizenship open to
the world, a concept that corresponds to the evolving nature of life in the world
today.

Fulfilling these conditions assumes that an attempt has been made to under-
stand the actual structural roots of citizenship in each society and each
community, so as to understand learning as a socio-genetic process. This repre-
sents quite a challenge, since most educational practices remain firmly attached to
general standardized curricula, where the only source of variation is the necess-
ary, but insufficient, psycho-genetic development.

Within the framework of the above context, this ‘open file’ is divided into
two parts.

The first part intends to reveal some major structural or contextual problems
which are evident in different settings, and which, furthermore, cannot be
neglected by any relevant and efficient educational constructionist attempt to
build up democratic citizenship today.
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What is the meaning of the antipathy for politics which characterizes democ-
ratic practice in most industrialized countries? Is this just a problem of a
profound mistrust in the authorities as a result of the present mix of circum-
stances, which may be overcome through reinforcing education on political
functioning? Or does it corresponds to deeper phenomena implying a major cul-
tural shift, which education has not even begun to think about. Basing himself on
the most recent analysis of the World Values Survey (1993), Ronald Inglehart
confirms his thesis of a progressive cultural shift in industrial societies from mate-
rialistic, security-centred orientations, toward post-materialistic, rather affective
and expressive orientations towards others. In his article, he points out a crucial
aspect of this shift for democratic citizenship: the decline in respect for authority,
which suggests another way of practicing democratic politics and, hence, raises a
new civic and political challenge for education.

What civic and political knowledge is important in the new cultural context?
Is there some basic foundation upon which knowledge necessary for a new image
of citizenship may be built? On the basis of a recent survey (1988), Richard
Niemi and Jane Junn show what kind of civic and political knowledge is now
familiar and less familiar to secondary students in the United States of America
and, utilizing longitudinal data, they show what changes have affected civic per-
ception and awareness over the last thirty years. They stress three major future
guidelines for a citizenship education more instrumental and liable to generate
interest in politics: to overcome the aseptical view of politics mostly given by
schools, so allowing students to understand it as a real-life process involving the
defence of interests, conflicts and their resolution; locating their own political
action in the field of possibilities, so as to understand and appraise the values and
principles underlying their own institutions; finally, to learn how to read informa-
tion, in particular iconic and quantitative data about civic life. These orientations,
associated with an education based on aspects of government of direct interest to
the students, could contribute to instil a greater commitment to civic and political
life.

What kind of society is being constructed in former socialists countries?
What is, in this context, the profound sense of citizenship or, in other terms, what
functions may education play in order to avoid a simple reproduction of the for-
mer totalitarian thinking in a new political context? Basing himself on his lengthy
experience as researcher in Romania, César Birzea draws an overall panorama of
the main present—and future—transitional problems characterizing former
socialists countries, which will be evolving, he affirms, between post-communism
and post-modernism. Believing that education may play a major role in this tran-
sitional context, Birzea proposes some guidelines, at different levels, in order to
develop a renewed and better-adapted education to tackle citizenship anomie.

How can developing countries build citizenship that goes beyond the images
of a society ruled by the neo-liberal fracturing values of profit and competitive-
ness? In other words, a society bringing together the attitudes of social solidarity
and cosmopolitan openness. In this connection, Manuel Antonio Garretén dis-
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cusses the notion of modernism, alleging that modernization, the route followed
by the original industrial societies, is just one model and concludes that there is
no single path to modernity that should be followed by all countries. As a mould
for recasting the meaning of modernity, he draws attention to the change that has
been going on during the last decade in the concept of education, due to a
renewed educational ideology grounded in major international events, such as the
Jomtien Conference on Education for All, the Jacques Delors’ report, and other
major political reflection originating in Latin America. On this basis, he puts for-
ward the idea that social cohesion needs a renewed image of citizenship which is
not based simply on economic considerations and on a narrow conception of the
nation-State, but embodies the meaning and spirit of socio-economic equity and
cosmopolitan solidarity.

If worldwide trends towards a culture of peace and democracy are, in the
ultimate analysis, the result of a shared universal ethic inspired by human rights,
how can we overcome the ethnocentric views which still prevail on these mat-
ters, in spite of a plethora of educational undertakings? Utilizing the data from
various recent research reports, conducted by himself and other social psycholo-
gists, Willem Doise analyses the structure of human rights
representations—which seems very stable throughout societies—and shows the
major inter-individual and inter-group variations of perceptions which are the
result of group filtering and anchoring. He also shows that there is an ethnocen-
tric view of human rights: violations in one’s own country are played down and
those committed in other countries, particularly those considered remote from
the cultural pattern of the observer’s country, are systematically exaggerated.
This situation, says Doise, introduces an important psycho-social nuance to the
normative belief in the universality of human rights, which only a constructivist
education may handle.

What kind of teaching/learning approaches and practices—what
education?—may seem to be efficient in dealing with the various and changing
citizenship images existing today across countries and even among groups and
categories within the same societies? How may education provide an answer to
the need to help construct a deeply-rooted and shared meaning of citizenship
within individuals and groups, but, nevertheless, preserve the autonomy of indi-
viduals and group identities? Considering that problems of civic and political
socialization may not be reduced to a simple spontaneous acquisition through
social interaction, but that education may have a role to play in developing the
citizen’s character, the writer proposes some elements for a constructivist socio-
genetic didactics of citizenship. Based upon preliminary results of the
transcultural survey ‘What education for what citizenship’ conducted by
UNESCO:IBE in thirty-four countries, we try to identify the social representa-
tions that direct civic-political cognition and interactions, and the major
socio-cultural values and institutions which model individual and group political
positioning and behaviour. In this connection, a general constructivist approach
is proposed which citizenship education may follow to handle the complex issue
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of participating in the formation of the civic and political personalities of young
people.

The second part of this file presents some concrete and innovative attempts to
deal with citizenship education in various regions and socio-cultural settings.
These experiences involve as much the intentional formal curriculum as other
kinds of school and out-of-school activities having a formative impact on demo-
cratic participatory citizenship.

In this context, the former Minister of Education of Czechoslovakia, Petr
Pitha, makes an alert analysis of the difficulties of cultural transition from totali-
tarianism in his country and proposes an original model—that has already been
applied—for developing a renewed civic education. A most interesting method-
ological aspect stressed by this model is that, while civic education is viewed as a
theme to be integrated into almost all conventional school subject-matter, the
synthesis of the various elements of the civic education puzzle should not be
simply left for spontaneous integration by students, but should also be articulated
by a bridging discipline, such as civic education. Both approaches—cross-subject
and single subject—are strategic and fulfil complementary functions.

What precautions are needed in the construction of democratic citizenship in
a society recently coming out of a civil war? This is the main purpose of the article
by Terencio Garcia. Analyzing the experiences of his country, Nicaragua, he
stresses the importance of a multi-level and multi-sectoral negotiation of the new
educational curriculum as the only way to overcome historical mistrust. In this
connection, he also warns the authorities about the need for coherence and accessi-
bility, both at the lower levels—school administrators and teachers—and up to
the level of national decision-making. He shows the efforts already accomplished
in building up a new citizenship programme and feels optimistic about the chang-
ing trends in civic values and attitudes.

Citizenship is not just a political practice, but should also be associated with
civil life and particularly—as Marshall proposed—with economic life. In this con-
nection, two crucial orientations for citizenship education in developing countries
are pointed out in the article by Abel Koulaninga. Analyzing curricula in voca-
tional and professional schools in the Central African Republic, he shows, first,
how training related to agricultural management may be associated with the prac-
tice of social solidarity; and second, that democratic decision-making may also be
employed in management. Both of these practices contribute to involving students
in active and responsible participation in civic life.

Finally, practical experience of situations in which the youngsters have to
evaluate means to solve problems, decide about the best options and influence
others to adopt their course of action may be of a highly formative value in any
field of learning and an effective complement to the formal intentional curricu-
lum. Learning by doing in interactive situations—the essence of the open
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civic/political debates presented by Ruud Veldhuis, which have been organized in
various nothern European countries by the Dutch Centre for Civic Education—
seems to be particularly efficient as a didactic and pedagogical approach in
complex situations, such as those represented by citizenship building.

Thus, stimulating thinking and producing empirical knowledge on the meanings
given to citizenship throughout cultures, and on various possible educational
answers to citizenship building, is what this open file, entitled Citizenship and
education: towards meaningful practice, has attempted to do. What seemed
important here is to apprehend the very fact that there is not a unique answer to
the issue of citizenship; this is not so much because political wills are different but
is due rather to differences in the various social and cultural contexts explaining
what is happening with citizenship and the meaning given to this issue by the
individuals concerned.

It would be naive to believe that possessing empirical evidence or rational
explanations on any situation or understanding the motives that cause individuals
to behave in such or such a way constitute a sufficient basis for decision-making.
Political or subjective logic takes precedence most of the time, and most of the
time also for legitimate reasons. However, it is important to keep in mind that
whenever efforts are aimed at increasing efficacy and relevance in educational
practice, it would be useful that decision-making bases itself on solid reflection
and evidence about reality.

Reactions and comments on this open file may be addressed to:
L. Albala-Bertrand—IBE
Email: unesco_1@gatekeeper.unicc.org
Fax: +41.22-791.01.54

A FORUM ON CITIZENSHIP AND EDUCATION
Aimed at sharing knowledge and experience
among scholars and practitioners concerned by citizenship.
Apply for a subscription to: citied-ibe@unesco.org
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GENERATIONAL SHIFTS

IN CITIZENSHIP BEHAVIOURS:

THE ROLE OF EDUCATION

AND ECONOMIC SECURITY IN

THE DECLINING RESPECT

FOR AUTHORITY

IN INDUSTRIAL SOCIETY

Ronald Inglebart

The publics of rich, stable and democratic advanced industrial societies do not
show higher levels of satisfaction with their political systems than do the publics
of relatively poor, authoritarian countries. Instead, astonishing as it may seem,
they show significantly less confidence in their leaders and political institutions
than do their counterparts in developing countries.

This phenomenon seems to be a long-term consequence of economic devel-
opment. Because industrialization requires an increasingly well-educated work
force, it gives rise to increasingly critical publics who evaluate their leaders by
relatively demanding standards. And in so far it as produces relatively high levels
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of security, economic development weakens the tendency for mass publics to defer
to authority. The reverse of this phenomenon is well known: severe insecurity
encourages mass publics to seek strong, authoritarian leaders. High levels of edu-
cation and economic security have the opposite effect, making mass publics less
deferential to both political and economic authority.

It is well known that industrialization brings with it rising educational levels:
a technologically advanced economy requires an increasingly specialized and
highly educated work force. It is virtually impossible to attain high levels of eco-
nomic development without a highly educated population.

Though it is less obvious, economic development also brings gradual inter-
generational changes in basic values. When most people can take physical
survival for granted, significant numbers of post-materialists begin to emerge
(Inglehart, 1977, 1990).

The economic miracles and the welfare States that emerged after the Second
World War led to a shift in basic value priorities. The post-war birth cohorts in
these societies grew up under conditions fundamentally different from those that
shaped previous generations of human beings in two respects. First, the post-war
economic miracles produced unprecedented levels of prosperity. Real per capita
income in most industrial societies rose to levels several times as high as had ever
been experienced before the war, and in some cases (such as Japan) to levels thirty
times higher than ever before. The economic pie became much bigger, encourag-
ing a greater sense of economic security.

This interacted with a second factor: the emergence of the modern welfare
State. The pie was not only much bigger than ever before, but it was distributed
more evenly and more reliably than before. For the first time in history, a majority
of the public grew up with the feeling that survival could be taken for granted.

This set in motion an intergenerational value change that is gradually trans-
forming the politics and cultural norms of advanced industrial societies. The best
documented aspect of this process is the shift from giving top priority to economic
and physical security to giving it to self-expression and the quality of life. This
shift from materialist to post-materialist priorities has been measured annually
since 1970 in surveys carried out in a number of Western societies.! A massive
body of evidence is now available demonstrating that an intergenerational shift
has been taking place in the predicted direction.

Post-materialists evaluate politics by more demanding standards than those
people with other values. Though they live in the same political systems as materi-
alists, and are more able to make these systems respond to their preferences (since
they are more active and articulate), post-materialists do not register higher levels
of satisfaction with politics. Quite the reverse; they are much more likely to par-
ticipate in protest movements, with goals ranging from environmental protection
to equal opportunities for women.

The rise of post-materialist values is one symptom of a broader post-modern
shift that is transforming the standards by which the publics of advanced indus-
trial societies evaluate governmental performance. It brings new, more demanding
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standards to the evaluation of political life; and confronts political leaders with
more active, articulate citizens. The position of elites has become more difficult in
advanced industrial society. Mass publics are becoming increasingly critical of
their political leaders, and increasingly likely to engage in elite-challenging activi-
ties.

A declining emphasis on authority

One of the most significant changes linked with rising educational levels and the
attainment of a sense of economic security is a declining deference to political,
economic and even scientific authority. This article examines this shift, utilizing
empirical measures of culture from the 1981-83 and 1990-93 World Values
Surveys, which were carried out in more than forty societies around the world
containing 70% of the world’s population.?

In each of these surveys, representative national samples of the publics were
asked: ‘Here is a list of various changes in our way of life that might take place in
the near future. Please tell me, for each one, if you think it would be a good thing,
a bad thing, or don’t you mind?’ Among the possible changes listed was the
option, ‘Greater respect for authority’. Across these more than forty societies,
58% of those interviewed said they thought that this would be a good thing. But
the desirability of this goal varied tremendously across the societies included in
these surveys, as Table 1 demonstrates.

Greater respect for authority was endorsed most strongly in Nigeria and
South Africa, where 91% and 88% of the respective publics said that it would be
a good thing. At the other end of the spectrum, in the Republic of Korea and
Japan, only 14% and 6% of the respective publics said that a change toward
greater respect for authority would be a good thing. This pattern shows consider-
able geographic coherence. There were only two African societies included in this
survey and they received the two highest-rankings on this variable; and all three
of the Confucian-influenced East Asian societies ranked at the opposite pole. The
latter finding runs counter to the stereotype that, traditionally, Confucian soci-
eties place a heavy emphasis on respect for authority. Traditionally, this may have
been true—but today, the Chinese, Korean and Japanese publics seem to have
moved away from this position (possibly because of a feeling that respect for
authority received far too much emphasis in the past).

Another clear finding is the fact that the publics of rich countries are much
less likely to endorse the goal of ‘more respect for authority’ than are the publics
of poorer societies. There are some deviant cases. On one hand, the United States
of America is a rich society that ranks relatively high on this variable; and China
deviates in the opposite direction—it is a low-income society that gives very little
empbhasis to ‘more respect for authority.” But overall, there is a strong correlation
between a society’s GNP/capita and its emphasis on this goal: r=.56, significant at
the .0000 level.

All of the societies in which less than half of the public emphasizes ‘more
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TABLE 1: Cross-national differences in respect for authority presented in hierarchical order
(percentage of sample saying ‘greater respect for authority would be a good thing’)’

Nigeria 91  Hungary 61
South Africa 88  France 59
Ireland 83  German Democratic Republic 57
Northern Ireland 82 India 54
Brazil 81 Lithuania 53
Chile 80  Netherlands 51
Bulgaria 78  Belgium 50
United States of America 78  Iraly 49
Portugal 74  Austria 47
Poland 73 Switzerland 46
United Kingdom 72 Iceland 42
Belarus 71  Denmark 35
Argentina 69 Norway 32
Spain 69  Federal Republic of Germany 30
Russian Federation 68  Finland 26
Slovenia 66  China 24
Turkey 65 Sweden 22
Czechoslovakia 65  Republic of Korea 14
Mexico 65 Japan 6
Canada 64

Source: 1990 World Values Survey.
1. It should be noted that several countries appearing in this survey have changed their
name since 1990.

respect for authority’ are either high-income societies (with per capita GNP over
US$15,000) or traditionally Confucian societies, or both—with Japan, the sole
high-income Confucian-influenced society having distinctly the least emphasis on
this goal.

The correlation between economic development level and emphasis on
respect for authority is not coincidental. It reflects the fact that when a country
reaches a high level of economic development, it begins to experience a gradual
intergenerational shift that de-emphasizes respect for authority.

Cross-sectional analysis of the data supports this interpretation, which
implies that we should find less emphasis on respect for authority among the
younger age groups in advanced industrial societies—but not in low-income soci-
eties.

This is precisely what we find in an analysis of the World Values Surveys, as
Table 2 demonstrates. Our sample includes three societies that the World Bank
classifies as ‘low-income’ societies: India, China and Nigeria, which have per capita
incomes of less than US$400 annually. Among the publics of these three societies,
there is very little tendency for the young to place less emphasis on authority than
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TABLE 2: Age-related differences in respect for authority (percentage of sample saying
‘greater respect for authority would be a good thing’)

Low-income societies Advanced industrial
Age (India, China and Nigeria) societies!
50+ 58% 60
30-49 57 44
16-29 55 39

Source: 1990 World Values Survey.

1.  Includes Austria, Belgium, Canada, Denmark, Finland, France, German Democratic
Republic, Federal Republic of Germany, Iceland, Italy, Netherlands, Norway, Spain,
Sweden, Switzerland, the United Kingdom and the United States of America. See note
1 to Table 1.

do the old, with only a three-point percentage difference between the 16 to 29
year old group and those aged 55 and over. But in the seventeen advanced indus-
trial societies included in this survey (countries with per capita incomes over
US$14,500 per year), we consistently find large age-related differences in emphasis
on respect for authority. These differences range from highs of thirty-one points
in Western Germany and Spain, to a low of eleven points in the United States
(Japan shows virtually no difference between young and old, but this simply
reflects the fact the no one places much emphasis on this goal in that country).
Across the seventeen advanced industrial societies, 60% of those aged 55 and
over say that ‘more respect for authority” would be a good thing; among those
under 30 years of age, only 39% take this view.

TABLE 3: Education and respect for authority (percentage of sample saying ‘greater respect
for authority would be a good thing’)

Educational Low-income societies Advanced industrial
level (India, China and Nigeria) societies!

Lower 54% 57

Middle 58 45

Higher 57 37

Source: 1990 World Values Survey.
1.  Includes Austria, Belgium, Canada, Denmark, Finland, France, German Democratic
Republic, Federal Republic of Germany, Iceland, Italy, Netherlands, Norway, Spain,

Sweden, Switzerland, the United Kingdom and the United States of America. See note
1 to Table 1.
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We also find large differences in endorsement of ‘more respect for authority’
according to educational level in advanced industrial societies-but not in low-
income societies, as Table 3 demonstrates. In India, China and Nigeria, the more
educated are only a trifle less likely to emphasize authority than are the less edu-
cated; but we find substantial differences in virtually all advanced industrial
societies, ranging from highs of twenty-eight and thirty points in France and
Spain, respectively, to a low of eight points in the United States of America (Japan
shows no difference across educational levels, since only 6% of the public endorses
this goal in the country as a whole, leaving virtually no room for variation).
Across seventeen advanced industrial societies, 57% of the more educated respon-
dents say that more respect for authority would be a good thing; while only 37%
of those with tertiary level education take this position.

TABLE 4: Materialist/post-materialist values and respect for authority (percentage of sample
saying ‘greater respect for authority would be a good thing’)

Value Low-income societies Advanced industrial
type (India, China and Nigeria) societies’
Materialist 59 63

Mixed 57 52
Post-materialist 51 32

Source: 1990 World Values Survey.

1.  Includes Austria, Belgium, Canada, Denmark, Finland, France, German Democratic
Republic, Federal Republic of Germany, Iceland, Italy, Netherlands, Norway, Spain,
Sweden, Switzerland, the United Kingdom and the United States of America. See note
1 to Table 1.

We have argued that these differences in outlook reflect the degree to which
a given people feel a sense of existential security, as well as the level of education
they have reached. If so, then we would expect to find that those with post-materi-
alist values would be significantly less likely to favour more respect for authority
than would those with materialist or mixed value priorities: in theory, the post-
materialists have their distinctive values precisely because they have experienced
relatively high levels of security during their formative years. As Table 4 demon-
strates, this expectation is confirmed. Post-materialists are very rare in the
low-income societies; constituting only about 5% of the public, if we assume that
there is no error in measurement. In the low-income societies, the post-material-
ists are less likely to endorse more respect for authority than are the materialists,
but the difference is modest (only eight percentage points). In advanced industrial
societies, the difference associated with value priorities is much larger, with 63%
of the materialists emphasizing more respect for authority, and only 32% of the
post-materialists doing so. Here again, the finding holds true across virtually all
advanced industrial societies: post-materialists place less emphasis on authority
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everywhere except in Japan (for the usual reason). The size of this difference
ranges from as little as twelve points in the United States of America to as high as
forty-three points in Spain and Germany, with a maximum spread of forty-eight
points in Austria.

Changing emphasis on authority:
the 1980s versus the 1990s

Now let us examine some actual changes that were predicted and observed in the
first two waves of the World Values Surveys. In the 1981-83 survey we found
that, throughout advanced industrial society, support for ‘more respect for
authority’ was closely linked with age, education and post-materialist values in
the ways we have just described. Consequently, we predicted a gradual shift
towards less emphasis on respect for authority (Inglehart, 1990).

Figure 1 tests this prediction. It shows that from the 1981-83 survey to the
1990-93 survey emphasis on greater respect for authority became less widespread
in seventeen of the twenty-one countries for which we have data from both sur-
veys. The absolute levels of support for authority, and the size of the changes
from 1981 to 1990, vary a good deal from country to country. But emphasis on
respect for authority declined in most countries. Argentina, South Africa, Ireland
and the Republic of Korea were the only exceptions to this trend. We suspect that
this pervasive decline in respect for authority has contributed to the erosion of
institutional authority. The tendency to idealize national leaders has been grow-
ing weaker, and their performance is being evaluated with a more critical eye.

Our prediction that this shift would occur is based on a simple population
replacement model: as the younger, more post-materialist birth cohorts replace
the older, more materialist cohorts in the adult population, we should see a shift
towards the post-modern orientation. Moreover, since the size of the respective
cohorts is known from demographic data, and since we have survey data on the
attitudes of the various birth cohorts, we can also estimate the size of the attitudi-
nal shift that population replacement should produce over a ten-year period. We
do this by simply removing the oldest ten-year cohort from our sample and
replacing it with a new ten-year cohort at the youngest end. In creating this new
cohort, we assume that it will have values similar to those of the youngest cohort
in the sample—a conservative assumption, since younger cohorts usually show
more post-modern values than older ones (for a more detailed discussion of how
to estimate the effects of population replacement on mass attitudes, see Abramson
& Inglehart, 1995).

When we perform this calculation it indicates that, for most of these coun-
tries, we would expect to find a decline of only four or five points in the
percentage favouring greater respect for authority. This is a small shift. If we
found it in only one case, it would be an unimpressive finding: a difference
between samples of this size is statistically significant at only about the .05 level.
But, if we observed several such consecutive shifts over thirty or forty years, the
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FIGURE 1: Predicted shifts and observed shifts in 1981 compared to 1990 in twenty-one
countries (percentage of the sample saying that ‘more respect for authority would be a
good thing’)!
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1. Some countries appearing in this figure have changed their name since 1990.
Source: 1981 and 1990 World Values Surveys.
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finding would be highly significant, both statistically and substantively: over that
time it could convert a 60:40 division of attitudes into a 40:60 split.

The same principle applies to a pattern of cross-cultural findings. Such a
finding from only one country would hardly be worth mentioning. But if we had
data from three or four countries and they all showed shifts of this size in the pre-
dicted direction, it would be highly significant. And if we found that the predicted
shifts in values or attitudes generally held true across a score of societies, the
probability of it being a random event would dwindle to the vanishing point.
Inglehart (1997) examines the shifts found with forty variables, across twenty-one
societies. Though the amount of change observed is usually small in any one case,
the overall pattern is compelling and statistically significant at an enormously
high level.

With attitudes toward authority, our theory predicts a shift of only four or
five percentage points per country during this nine-year period. This is modest. In
the short run, the impact of current economic or political events (or even sam-
pling error) could easily swamp it in a given society. Thus, it would be
astonishing if our predictions did hold up in every case. They do not: instead we
find that in some countries, attitudes concerning authority moved as predicted,
while in others they did not. Moreover, some countries show shifts in the predict-
ed direction which are too large to be due to population replacement alone: in
these cases, situation-specific factors are probably adding to the results of popu-
lation replacement, exaggerating the shift.

We can predict only one component of what is shaping mass attitudes,
whereas we know that a number of factors are relevant. Consequently, we can-
not predict precisely what will happen in every country. Nevertheless, because
we do have information about one component of the process, our predictive
power across many societies should be considerably better than random. And
since there is a good chance that, situation-specific factors or period effects will
cancel each other out, in the long run, over many countries, our predictions
should point in the right direction. When examined empirically, it turns out that
they actually do.

Prospects

Rising levels of education and economic security seem to be producing a gradual
intergenerational shift toward placing less emphasis on respect for authority. This
shift may make the task of governing increasingly difficult for the ruling elite—
but it may also tend to increase mass demands for responsive and democratic
institutions. In this context, citizenship education has also a new and more com-
plex role to play, i.e. accompanying the building of a more autonomous
personality for citizens who are also involved in and with political action.
Declining respect for authority may be considered a functional trend if it leads to
a critical involvement in public life. If, on the contrary, it means political apathy
and civic indifference, it may lead not only to a decline of practical individual
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freedoms, but also to an erosion of the ethical and normative grounds of the
regime.

Notes

1. These surveys measured materialist/post-materialist value priorities by asking the
respondents in a number of different societies a series of questions that began as fol-
lows: ‘There is a lot of talk these days about what the aims of this country should be
for the next ten years. On the card below are listed some of the goals to which differ-
ent people would give top priority. Would you please say which one of these you,
yourself, consider the most important? And which one would be the next most
important?’

Twelve goals were rated, but in order to reduce the task to manageable pro-
portions, they were presented in three groups of four items; each set of four goals
contained two items designed to tap materialist priorities, and two designed to tap
post-materialist priorities. These goals were:

A. Maintaining a high level of economic growth.

B. Making sure this country has strong defence forces.

C. Seeing that people have more to say about how things are done at their jobs and
in their communities.

D. Trying to make our cities and countryside more beautiful.

E. Maintaining order in the nation.

F. Giving people more say in important government decisions.

G. Fighting rising prices.

H. Protecting freedom of speech.

I. A stable economy.

J. Progress toward a less impersonal and more humane society.

K. Progress toward a society in which ideas count more than money.

L. The fight against crime.

Scores on the post-materialist values index range from 0 to 5, depending on how

many of items C, F, H, ] and K are chosen as either first or second priority in their

group.

2. This analysis draws on material from my forthcoming book, Modernization and
postmodernization: cultural, economic and political change in forty-three societies,
Princeton, Princeton University Press, 1997.
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CITIZENSHIP CONTEXTS AND OUTLOOK IN THE WORLD TODAY

WHAT KNOWLEDGE FOR

A REINFORCED CITIZENSHIP IN

THE UNITED STATES OF AMERICA?

Richard G. Niemi and Jane Junn

Works about American education in the past decade have largely emphasized the
low achievement levels of American students. No subject has been spared. In our
own area—civics—the latest national assessment put it rather blandly, but the
criticism was nonetheless evident: ‘It is disappointing that fewer than half of the
twelfth-grade students reached this level of competence [an understanding of spe-
cific governmental structures and functions]’ (Anderson et al., 1990, p. 38). In a
more recent study of the related field of history, the results were even more dis-
couraging—‘achievement levels indicate that more than half (57%) of twelfth
graders are performing below the basic level’ (Williams et al., 1995, p. 12).

In contrast, our recent study emphasizes what students do know as well as
what they do not know. We have found that there are topics about which stu-
dents appear quite well informed in addition to those about which they know
little. Besides simply identifying the topics about which students are knowledge-
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able, we have tried to discover their common characteristics so that we might
determine how best to extend those high degrees of learning to other domains.
Here we offer a brief overview of some of what we have found.

What students know and do not know

Let us begin by seeing what it is that students know well. To do so, we draw on
the 1988 National Assessment of Educational Progress (NAEP) in civics. NAEP is
a representative, nationwide study of 4th, 8th, and 12th graders. We limited our
study to the 12th graders (i.e. in their last year of high school) because at this age
(typically 17 or 18 years old) students can distinguish political from non-political
topics and most have by then followed a course in civics or American
government. The students were asked 150 multiple-choice questions about
(a) democratic principles and the purpose of government; (b) political institutions;
(c) political processes; and (d) rights, responsibilities and the law. In practice,
there was much greater emphasis on some topics than on others—e.g. a great deal
on governmental structures and on rights and responsibilities, but very little on
political parties. We grouped the items into nine different categories. Here we
report only the mean score for each category. In our forthcoming book,
Educating emerging citizens: the civics knowledge of American high school
seniors (Yale University Press), we provide results for each item individually.

The two categories about which American students know a good deal both
involve citizens’ rights. (All categories and the average percentage answering cor-
rectly are shown in Table 1.) The first focuses heavily on criminal and civil justice,
while the second inquires about general rights of citizens. In each case, more than
80% of the students, on average, answer the questions correctly. More than 90%
knew certain facts, for example that ‘the right to counsel’ means the right to be
represented by a lawyer, that Americans have the right to know what they are
accused of, that they have the right to a lawyer, that the first ten amendments of
the United States Constitution deal with individual rights, and so on. Even on
somewhat more detailed matters—such as invoking the Fifth Amendment means
avoiding self-incrimination, that Congress cannot establish
a national church, that there are some limits to free speech (yelling ‘fire’ in a
crowded auditorium is not permissible), and so on—three-quarters or more
answered correctly. Of course, some students may have learned these facts from
sources other than the school—especially from television programmes. But our
analysis shows that schools do have an impact on students’ knowledge. And in any
event, whatever the source, there is information that students learn relatively well.

A second area in which students received quite high marks is that of state
and local government. In a multi-level system, such as that of the United States,
citizens need to know what happens at each level. By age 18, students have devel-
oped a relatively good sense of which level is responsible for which activity. More
than 90% answered correctly when asked which level of government makes
treaties and which regulates automobile licensing; more than 80% answered cor-
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rectly when asked which branch prints money or which is the highest level of
local government in most states, and so on. The average in this category is low-
ered somewhat by a few items that many older adults would probably find
difficult for (e.g. whether local governments license lawyers, and the meaning of
referendum and recall, which apply to only some of the states). But on the basics,
students were quite knowledgeable.

In contrast to these areas of high knowledge, students know relatively little
about political theory (as best we can tell from the few questions asked about this
subject). For example, only about one-third could pick out a definition of bicam-
eralism, and barely a quarter could identify a statement as reflecting the theory of
a social contract. One might argue that these ideas are not taught in most high
school classes and that they are not the kind of information that one would
encounter in day-to-day life. But knowledge is also relatively low when it comes
to political parties. Students are relatively uninformed (about 40% correct) about
how the United States President is nominated or even that the procedure is estab-
lished by the parties, and many are not aware (45% correct) that only registered
voters with a party affiliation may vote in what is called a ‘closed’ primary elec-
tion. On a related matter, students are aware that lobbying is legal (which helps
raise the average score to more than 60% correct), but they appear not to be
well-informed about who lobbyists are and what they do. For example, only one-
third knew that political action committees (PACs), which have been a prominent
player in United States partisan politics for the past twenty years, are set up by
special interests to raise money for candidates.

Whether high school seniors have much appreciation of the history of
United States race relations or of the past or present history of women in politics
is hard to determine. Only a small number of relevant questions was asked,
although we can learn a little more by drawing on the 1988 NAEP history test.
Judging by what is available, it would appear that students’ knowledge is ‘spotty’
at best. For example, more than 80% of the students could identify two promi-
nent African-Americans: Rosa Parks (famous for a 1950s bus boycott in
Montgomery, Alabama) and Martin Luther King, Jr. (the most prominent civil
rights leader in the 1960s, assassinated in 1968). Similarly, 70-80% were able
to connect a number of women with the movements with which they were
associated—e.g. Harriet Tubman (nineteenth-century abolitionist) and Susan B.
Anthony (late nineteenth-century suffragette). Yet in other instances, students
were surprisingly ignorant. Only a fifth, for example, could identify
Reconstruction (the period after the Civil War), and less than two-thirds knew
that certain nineteenth-century laws were adopted to violate the civil rights of for-
mer slaves (thinking instead that they were intended to protect them). Likewise,
only two-thirds of the students could identify the first, and until recently only,
woman to serve on the United States Supreme Court (a 1981 appointee who still
serves), and many confused certain nineteenth-century women with leaders of the
women’s movement in the 1970s.

Some of the questions on the civics assessment went beyond asking students
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to recall specific facts. The students’ ability to answer these questions is quite
variable, higher than one might have expected given the limited emphasis on logi-
cal reasoning and quantitative analysis in high school, but certainly less than one
would hope. One question, for example, presented a dialogue between two peo-
ple, with one saying things like: ‘I think it’s important that governments maintain
order’; and the other saying: ‘I think it’s important that people let their opinions
be known.” The students had to identify the conflict in this dialogue as involving
the maintenance of order and freedom of speech. About three-quarters of the stu-
dents answered it correctly. Though there are only a few questions of each type, it
seems as if students are somewhat better equipped to deal with textual rather
than with tabular or pictorial material.

Finally, the residual category in Table 1 contains a large set of items asking
for details about the structure of the United States Government and the way in
which it operates. Some of these questions were answered well (e.g. over 80%
knew that the Secretary of Defense is appointed, not elected) and others very
poorly (e.g. little more than one-third knew that the Department of State deals
with foreign affairs). There is little room to differentiate among these items.

TaBLE 1: Knowledge of high school seniors (1718 years old) in the United States, by sub-
ject matter of question

Average
Subject matter percentage correct
Criminal and civil justice 82
General rights of citizens 80
State and local government 66
Theoretical perspectives 43
Political parties SS
Lobbying 63
Women and minorities 68
Inferences from text, tables, charts 71
Structure and functioning of United States government 59

Source: National Assessment of Educational Progress, 1988 Civics Study.

Sources of student knowledge

In the 1960s and 1970s there was a stream of works in political science concern-
ing the political knowledge and values of pre-adults. One of the strongest
conclusions derived from this was that ‘political socialization’ work is also one of
the most puzzling—namely, that civics courses in American high schools have vir-
tually no effect on high school students’ knowledge of government and politics.
The conclusion was based largely on an article by Langton and Jennings (1968), in
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which it was found that knowledge levels were almost identical for students who
had had no civics classes and for those who had had one or more such classes.

In our study, in contrast, we find that civics classes do have an effect on
student knowledge. When considered in a bivariate fashion—i.e. looking only at
course work and civics knowledge—we found that students with more recent
civics course work scored more highly on the knowledge test. But this result
alone could be explained in any number of ways; it might have been, for exam-
ple, that these students were simply more interested in this type of course work
and therefore studied harder. To test competing hypotheses, we controlled for a
variety of individual characteristics and home factors that could have served as
alternative explanations for varying levels of student knowledge. We also divid-
ed the sample into groups by gender and by race and ethnicity (whites,
African-Americans, Hispanics) and divided the items into several large categories
(much as above). In all of the analyses, school factors remained significant.
Combined with the large number of knowledge items in the test, our findings
seem very compelling.

Yet we can go a step further in supporting our conclusion. Breaking down
the questions by subject matter yielded insight into why the Langton and
Jennings’ study found that course work had no effect. We found that civics courses
had a greater effect on students’ knowledge for some types of items and less effect
for others. In particular, the greatest effect was observed for the ‘structures and
functions’ category noted above. The study in the 1960s was based on only a
small number of knowledge questions and, as it turned out, it included only two
items of this type. Thus, one might say that the earlier study was not looking in
the right place, having almost no questions of the sort that we found to be most
affected by schoolwork.

The effect that the size of the school has must be judged in comparison with
that of other characteristics of the individual and the home environment. From
this perspective, the impact seems to be meaningful even though course work, like
any other single factor, does not dramatically change students’ knowledge scores.
It is, therefore, time to revise the conclusion that high school civics course work
in the United States has no effect on students. Some kinds of students are more
affected than others, some kinds of knowledge are more effectively taught, and so
on, but the overall conclusion is inescapably that students do learn about govern-
ment and politics in such courses.

The potential for reform

Our citing of the positive effects of the civics curriculum as a primary message of
our work should not be taken to mean that improvements are impossible or
unnecessary. We cite two important lessons that can be drawn about how to
improve civics education. First, we suggest a number of content areas that deserve
greater emphasis in the classroom. Second, we suggest an overall approach that
might better engage student interest and understanding of civics lessons.
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COVERAGE

The first topic that deserves more emphasis relates to the long-standing concern
that students receive too little information about how government and politics
operate in practice, especially through political parties and interest groups. We
inferred, from the questions asked as well as from the percentage of correct
answers, that high school courses contain little about these subjects. The reason
for this gap is undoubtedly the desire of teachers and of authors of textbooks to
stay away from partisan politics because of their controversial nature.

The motivation is understandable, but the result is unfortunate. When we
say that students have a ‘textbook’ knowledge of how the government operates,
we mean a naive view that glosses over the fact that politics is all about disagree-
ments and the peaceful, orderly (hopefully satisfactory) settlement of them. We
believe that it is a disservice to students to allow them to think that government
ideally operates without conflict, as if it could enact and administer laws that ben-
efit everyone and harm no one, even in the short run. The cynicism that adults
develop about politics stems, in part, from the naive view of politics that is fos-
tered by the avoidance of most references to partisan and other differences of
opinion, and to the rough-and-tumble ways in which those differences are
resolved. If students understand that parties and interest groups form to promote
and protect legitimate differences in points of view—sometimes to the benefit of
large numbers of people, sometimes to the benefit of narrow interests—they will
be in a much better position to understand, appreciate and participate in the
political process.

A second area in which there should be more emphasis is in teaching theor-
etical perspectives (and perhaps some comparative perspectives). What we have
in mind here are topics and perspectives that will help students understand
politics—much as we suggested above that students should learn that politics
involves conflict and its resolution. Students should know about concepts such as
limited and unlimited government, civic versus private life, federalism, represen-
tative government, and so on. It would be helpful if they learned about
alternative ways of organizing governments, including presidential and parlia-
mentary systems, two-party and multiparty systems, coalition governments and
so on. Likewise, they should learn about the values and principles underlying
their own political system and the way in which these ideas have developed and
changed.

This is not to say that students should become experts on political theory or
comparative government. In any case, it would be impossible to accomplish this,
given the length of most civics courses and the interests of students and teachers.
Rather, a modicum of knowledge about the theoretical foundations of govern-
ment and about the multiple ways of organizing and managing them would give
students a far better understanding and appreciation of their own governmental
system. An awareness of the values and principles underlying one’s own system
might instill a greater commitment to them.
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A third area in which there could be improvement is in teaching certain
skills relevant to the understanding of politics—specifically, low-level quantitative
skills such as are involved in reading charts and tables. Even though the graphics
and questions were very simple, many students failed to pick out correct answers.
Still, we noted a degree of optimism here. It appeared to us that students’ abilities
were fairly good despite the severely limited attention in civics course work to
data presentation and interpretation. With only a small infusion of increased
attention, considerable advancement could take place.

APPROACH

Concerning an improved approach to many civics lessons, we begin by pointing
out that students seemed to have learned aspects of civics that were familiar to
them or that were meaningful in some immediate sense. Thus, almost all students
learned which level of government issues drivers’ licenses (which, for most stu-
dents, become available at age 16) but far fewer learned which branch regulates
marriages (which often does not occur until several years after high school).
Nearly all students knew about their individual rights, whereas far fewer under-
stood how the President is nominated. A high proportion knew that the
government does not guarantee everyone a job; considerably fewer knew that the
government helps people buy homes.

To some extent, of course, this point is obvious. We all learn things when
we have to, and we learn those things much more easily. Still, this elementary fact
suggests ways in which civics instruction might be improved. It suggests, for
example, that students would learn most effectively if instruction focused heavily,
or at least initially, on those aspects of government that are of direct relevance to
them. Local government, and issues such as street repair, building and zoning
rules, trash disposal and capital construction (for schools, among other things)
are less grandiose and exciting than national government and issues such as care
for the elderly (social security and medical care), not to mention defense spending
and confrontations with foreign powers. But students can relate to local issues in
ways that they cannot relate to national and international affairs (except perhaps
during wartime, when students just out of high school are among those who do
the fighting).

Perhaps the greater ease of associating with local government is especially
true if one thinks about government in a broad sense rather than concentrating
exclusively on the chief executive. At the national level, the President is highly vis-
ible, and students can readily learn who he is and what he does on a day-to-day
basis. But Congress, as an institution, is more abstract and, in any event, less cov-
ered by the media. The federal court system, especially beyond the Supreme
Court, receives little attention. The bureaucracy is hard to visualize, let alone
understand in detail. At the local level, some of the same factors apply. It is easier,
for example, to learn about a mayor or other local executive than about a city
council or zoning board. Yet the findings we have reviewed suggest that students
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learn more readily about things they can deal with directly, and local institutions,
even bureaucracies, can be seen and heard directly.

When talking about their own towns and cities, for example, students can be
shown the actual plot of land that the zoning board is studying. They can talk
directly to individuals who regulate trash removal. They often have direct access
to local officials, some of whom will turn out to be parents of students in their
school. And they can certainly observe legislative bodies, including the boards
that run local schools in the United States. While perhaps obvious when posed in
this fashion, the point that seems to be confirmed by the NAEP results is that stu-
dents can learn about and understand local government much more easily than
they can learn about the federal government. Indeed, it is likely that students
could generalize from local-level experiences to the state and national levels much
more easily than the other way around.

Most civics courses, nonetheless, stress the federal level. The centerpiece of
most courses is the United States Constitution, which presents a fair amount of
detail about the structure and responsibilities of the national government and
then says, as an afterthought in the Tenth Amendment, that everything else is left
to the states or to ‘the people’. State and local governments, when treated, are
often dealt with as a package, even though local governments typically deal with
much smaller geographic areas and, in many instances, with quite manageable
numbers of individuals.

Not that the Constitution can or should be ignored. But understanding the
Constitution, and government in general, might better be done if the students
were first to learn about it by dealing with problems that are ‘real’ in their own
minds. Knowing why it can be so difficult to re-pave one street or re-zone one
piece of land, and understanding all of the individuals and interests affected,
might make it much easier for students to understand how politics works at all
levels and why there is a need for executive (including bureaucratic), legislative
and judicial components, and even why and how organized groups operate.

Dealing with ‘real’, smaller-scale problems might also teach students some of
the skills that appeared to be lacking in the NAEP assessment. Having to study
local maps, to read local laws and to examine local budgets might leave students
with a knowledge of how to find and interpret government documents that is dif-
ficult to achieve when one begins at the national level. Not that learning about
local systems will allow one to go immediately to other levels, as anyone who has
seen the multi-volume United States Budget (weighing several kilogrammes) can
attest to. Nonetheless, working with original documents and meaningful records
and data on a more manageable level might impart skills that are too often lack-
ing.

When Easton and Dennis (1969) studied young children in the 1960s, they
identified a ‘head and tail’ effect, with young people viewing the President and the
policeman as the most visible symbols of government. Yet while the policeman
was connected in their minds with authority and government, young children had
almost no sense of local government (p. 213-14). They quickly learned that the
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policeman does not make the laws (p. 216~17), but they did not replace that dis-
appearing bit of ‘knowledge’ with any real understanding of what local
government is like and who is most involved. Indeed, ‘for younger children all
government seems to be national in character’ (p. 214). Against this backdrop,
the emphasis in high school on the Constitution and the national government can
only reinforce the notion that government in general is distant and not closely
connected with their day-to-day lives. Children do not ‘automatically’ learn about
local government, either because it is thought to be highly visible (in fact, it is
not) or because it is close at hand. A conscious effort by civics teachers to relate
government and politics to individuals and institutions that are smaller, closer
and more approachable than the national government might well be a way to
make civics teaching seem less obsessed with stray facts, and thereby convey to
students a greater theoretical understanding of why governments exist, how and
why they are organized in particular ways, and how they might be influenced. It
is likely that such an approach, by providing a firmer foundation about govern-
ment in general, could ultimately enhance students’ knowledge of government at
all levels.

We recognize that there are difficulties in what we are proposing. For one
thing, textbooks do not exist about local governments—not even generic local
governments, much less each one specifically. Even teachers who have majored in
political science in college are unlikely to have encountered courses in which local
governments were the centre of interest. So teachers must be more creative and
enterprising if they are going to stress the local level. In addition, students in a
given school district sometimes live in multiple cities or towns, making the job
much more difficult (but also potentially more interesting).

Teaching about local government can also be much more difficult precisely
because it is close at hand. The possibility exists, for example, of bringing in local
officials to explain what is currently happening in the government. Likewise, the
opportunity exists for students to get genuinely involved in local decisions. But
these opportunities can introduce complications and controversy. Inviting one
council representative can lead parents to ask why another one was not invited.
Having students raise questions about local decisions can make it appear as if
teachers and principals are taking sides or are straying into the realm of partisan
attitudes. Students can raise embarrassing questions of parents. The same things
can happen, of course, when dealing with the state and national levels. But higher-
level politicians are less often brought into the schools. And issues at the national
level—because they are less immediate—may actually be less likely to evoke the
kind of strong emotions that come from personal involvement (even though they
are in some sense ‘bigger’ issues). And because parents and local governments do
not make decisions on most national issues—local governments do not vote on
sending arms shipments, for example—they can be talked about in a more
abstract way, without ever having to come to a decision and without having one
side clearly win something and another clearly lose something.

Despite these difficulties, the gains in making government and politics tangi-
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ble to students may make the effort worthwhile. It is not simply, or even primarily,
that students will learn about the personalities, issues and structures of their local
governments. Those are likely to change, and even if they do not, seniors are soon
likely to move to different localities. Rather, what may happen is that students
understand all governments better and have a greater appreciation of the role of
government if they are introduced to the subject in a way that they can under-
stand. Instead of seeing government as distant and as defined by a collection of
hard-to-remember rules, they may learn why governments exist and have a
greater appreciation of the way in which they go about their business. Ultimately,
having a deeper understanding may even make them less cynical about govern-
ment and more willing and knowledgeable about how to influence it at all levels.
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the process taking place in central and eastern Europe might be more aptly
termed—we must first ask ourselves about the current historical context. It is only
by examining the various possible answers to that question that we can lay the
foundations for cultural renewal and hence give the proper direction to edu-
cational policy.

Which transitions?

The subject of post-communism is as complex as it is varied. It can be examined
from three perspectives. The first concerns the so-called moral and political vic-
tory of the West. According to Nemo (1993, p. 53), the 1989 revolutions were a
result of the moral triumph of the West. The political transformations in eastern
Europe led inevitably to the appropriation of western values, which in turn has
erased ideological and political differences. We have thus entered a post-ideologi-
cal era in which everyone adheres to the same system of values, a state of affairs
which is tantamount to the end of history.
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Even though we do not know what will happen in the long term, it is clear
that the seven years of post-communist transition already belie such overly opti-
mistic evaluations. In fact, the transformations in central and eastern Europe have
turned out to be much more complicated than a simple moral or ideological vic-
tory. In general, analyses of this kind have focused exclusively on institutional
transitions, that is, on setting up the three pillars of the new social order: political
pluralism, the rule of law and a market economy. These transformations, while
significant, cannot stand alone. Cultural transition—the changing of mentalities,
attitudes, values and social relations—is a more delicate matter. The institutional
transition may last five to six years, whereas the cultural transition could take at
least a generation.

As everyone knows, we are dealing here with a long-term process, the out-
come of which depends not just on the transfer of political models or the more or
less successful ‘grafting’ of institutions. Cultural transition implies a long and sus-
tained educational effort.

A second question of interest—one raised since Durkheim and Parsons—
involves establishing accurately the relation between social stability and a shared
value system. According to a well-known hypothesis, a society’s degree of stability
is proportional to its ability to achieve consensus on certain common values. By
that criterion, communist society ought to have been more stable and homogen-
eous than any previous form of society. Communism was certainly characterized
by a high degree of consensus with regard to Marxist-Leninist values: the class
struggle, dialectical materialism, the supremacy of the Party, secularism, the supe-
riority of manual labour, socialist internationalism and polytechnic education.

By contrast, as the theory has it, the societies ‘in transition’ are deeply divided
over basic values through the very fact of attempting to replace one social order
with another. But this correlation between stability and common values calls for
closer scrutiny. Frequently, the fagade of consensus constructed out of official lan-
guage masked a profound moral disaffection among individuals and social groups
and in the collective unconscious. It is not unusual for societies to adopt the new
values unthinkingly, as though they were political slogans or buzz words, without
actually embracing them through a process of genuine consensus. Romania is one
example. Yet, paradoxically, in the medium term and especially since 1992,
Romania has witnessed a political stability that is unprecedented among the post-
communist transition countries.

The third matter of interest is the relationship between post-communism and
western post-modernism. Many of the dilemmas facing analysts after the revol-
utions of 1989 have arisen from the difficulty of using traditional categories to
describe conditions in central and eastern Europe. In the past, the situation was
or seemed to be clear: the ‘Second World’ could be distinguished from the ‘First
World’ by ideological criteria, the same ones, in fact, which distinguished it from
the “Third World’. However, when geopolitical and ideological divisions became
meaningless, a multitude of other considerations rushed in to fill the gap.
Historical and cultural references, for example, came to the fore, but failed to

Prospects, vol. XXVI, no. 4, December 1996



Education in a world in transition 675

provide any more useful or legitimate explanations. Leading analysts attempted
to understand the post-communist transition from the perspective of modernity
and, specifically, of western post-modernity. Some maintained that communism
had been nothing more than an attempt to bypass the western route to moderni-
ty. With its three major campaigns for rapid modernization (electrification,
collectivization and literacy), the alternative modernist choice offered by the
Soviets was designed to close the gap between central and eastern Europe and the
West as swiftly as possible. Some analysts view that strategy as largely successful
(Augustinos, 1991). The majority, however, see the collapse of the system as
proof of the strategy’s failure, the result being that the eastern European countries
now have to rethink the botched modernism of the Soviet revolution. According
to Sztompka (1993, p. 137), communist modernity existed only in a latent form
because its actual expression was inhibited by the totalitarian State. That ambigu-
ous situation was characterized by the following elements: a single-track
modernity which concentrated exclusively on certain aspects of life in society, in
particular the economic sector; the persistence of forms that may be considered
pre-modern or almost feudal; and the endorsement of superficial symbolic forms
emulating western modernity.

Several analysts have therefore wondered whether post-communism is a
belated form of modernism, a particular manifestation of the post-modern revol-
ution, or a distinct cultural reality with its own system of values (De Soto &
Anderson, 1993; Van den Broeck & De Moor, 1994). In Von Kopp’s view (1993)
the situation is relatively simple: communism achieved partial modernity in cer-
tain sectors and areas of activity. The task of the post-communist transition is
therefore twofold: to modernize the backward sectors and to put the most
advanced sectors on a par with the West.

We must bear in mind, too, that western Europe is itself in the process of
transition. That, at least, is the view of Inglehart (1990) who believes that western
societies have been going through a process of post-modern transition since the
1970s. While the post-communist societies, which entered the transition phase in
the 1990s, are still grappling with their ‘return to the European fold’ as a way of
catching up with history and resuming the process of modernization cut short by
the advent of the totalitarian regimes, western societies have already embarked on
a post-industrial phase of their history. If this analysis is correct, the post-commu-
nist transition should—in the same way, in fact, as the post-modern
transition—give rise to its own culture and system of values.

The post-modern transition typical of western societies has been marked by
significant changes in values: on the one hand, individualist values (freedom, per-
sonal expression) outweigh collectivist values (co-operation, membership of a
group participation) and, on the other hand, material values have been super-
seded by the values of belonging, esteem and intellectual satisfaction. According
to Inglehart, well-being has given rise to a post-materialistic culture and mindset.
The classic values of modernity (efficiency, development, economic rationality)
have lost their relevance: what really matters to the individual is less profit for its
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own sake than the possibility of expressing oneself and doing meaningful work.
The “scarcity values’ that marked the modern stage of history have declined in rel-
ative importance. With the increased sense of security in post-modern societies,
respect for authority, the cult of money, faith in the welfare State, social homo-
geneity and trust in knowledge and social progress have gradually given way to
the ‘post-materialist values’ of leisure, independence, interculturalism, tolerance
and confidence.

It is argued that this cultural evolution will have significant political conse-
quences. As they gain ground, individualistic and post-materialistic values should
help consolidate democracy, in line with Lipset’s well-known theory that democ-
racy is more probable in prosperous countries than in poor ones. Inglehart
predicts that these shifts will converge at the beginning of the twenty-first century,
as post-communist transitions turn into post-modern transitions.

An interregnum culture

This model fails to describe, or describes only very partially, the situation in the
countries undergoing a post-communist transition, where collectivist and individu-
alistic values overlap. Materialistic values prevail, for obvious reasons, over
post-materialistic values. Must we conclude, then, that these countries have failed
to progress beyond the phase of modernity and a civilization of scarcity? These
considerations alone will clearly not be sufficient to provide a definitive answer to
this question, especially since Inglehart’s criterion for distinguishing between so-
cieties of scarcity and societies of relative security is the absence of starvation.
However dramatic material conditions in the countries in transition may be,
people there are not dying of hunger.

The post-communist transition is too complex to be slotted automatically
into a modern/post-modern classification. It may be more aptly defined as an
‘interregnum culture’ in which institutions, values, attitudes and skills coexist, as
do old and new structures, often in conflicting forms. The values associated with
the post-communist transitions present a somewhat complex picture, the main
features of which are described below.

Several elements come into play. Certain values disappeared with the break-
up of the political system that sustained them (revolutionary militancy, patriotic
labour, personal sacrifice, submission to an all-powerful State). Yet, such values
may at times resurface as the rallying-cry of those who hanker after a ‘paradise
lost’, or as an example of what psychoanalysts term ‘vestigial behaviour’, that is,
the sudden re-emergence of residual communism as manifested, for instance, by
collectivist or egalitarian reactions, the need for a common enemy or uncon-
ditional submission to established authority. At the same time, new values,
unacceptable under the old regime, have emerged: freedom, public accountability,
multiple identity, personal initiative, political pluralism, autonomy, a critical spirit,
social dialogue, tolerance. In addition, there has been a revival of interest in cer-
tain traditional values that were prohibited or discouraged under communism:
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nationalism, élitism, monarchy, religion, property, community feeling, respect for
the environment, private life. Lastly, some values associated with the old system
have persisted in the new context, but have been modified either by changes in
their content (especially values relating to equality, work, materialism, well-being,
solidarity, citizenship, the State, a sense of belonging) or by shifts in their relative
importance (loyalty, community, social order, discipline, altruism).

In addition to these general trends, particular aspects of the new ‘interreg-
num’ culture are also of some significance.

The gap between official values
and actual practice

To take but one example, 90% of those responding to a public opinion poll car-
ried out in 1993 by the newspaper Moscow news ranked the family first in a scale
of values that also included money, work, love, religion, art and national pride.
As pointed out by Nikandrov (1995), from whose work this example is drawn,
the family’s high standing in the poll contrasts with the dramatic deterioration of
family life in practice as demonstrated by the high divorce rate (two divorces for
every three marriages in Moscow and Saint Petersburg), the generation gap and
the decline in population growth.

Overlapping of individualist and collectivist
values

In a 1995 survey of 400 students from Cluj and Timisoara, Gibor and Balog
found that their subjects endorsed the following basic values: social order, polite-
ness, national security, peace, respect for tradition, faith in God and harmony
with nature. The survey also demonstrated, surprisingly, that collectivist values
were predominant (sense of belonging, participation, social mobilization, co-oper-
ation) and that they actually stood in the way of individualist values {freedom,
independence, critical spirit). According to the authors, this ambivalence can be
explained by individuals’ lack of awareness of their own importance and of their
increased responsibility as the centre of gravity of the new social order.

Pragmatic appropriation of values

After all those years of frustration, is it surprising that young people in central
and eastern Europe should be so strongly attracted to the consumer society and
the values attaching to it? This is what Kenkmann and Saarnitt (1994, p. 180)
have termed ‘the pragmatization of values’. These two authors have been able to
make some interesting comparisons based on their longitudinal study (1983,
1984, 1987, 1990 and 1992) of a single generation of young Estonians. They
have observed a trend towards an emphasis on the materialistic values typical of
consumer societies, in reaction to political changes—perestroika, the breakdown
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of the Soviet Union, the independence of Estonia and its evolving capitalism.
Cermakova and Holda (1992) found a similar trend in the Czech Republic.
Surveys conducted in the 1970s and 1980s show clearly that young people
accorded high priority to values associated with personal life (family, friendship,
intimacy, privacy), which was, in a way, tantamount to a disavowal of collective
socialization. By contrast, these authors have found that since 1989 the trend,
here again, has been to embrace pragmatic values: what has become important is
money, material goods, travel, the mirage of well-paid jobs and leisure time.

Anomie

For individuals, the transition phase has been experienced as a state of insecurity,
marked by a loss of certainty and the disappearance of existential guideposts.
Without the protector-State and its paternalistic guarantees individuals feel
exposed and even threatened. By and large, people have not been taught to take
initiatives or genuinely assume responsibility in an environment of competition
and social risk. As a result, they dream of living in a capitalist world—but with
socialist working conditions. While longing for reform, they are excessively con-
cerned about job security. They demand economic and political rights, but do not
know what to do with their new-found freedom. They welcome free elections, but
usually vote indiscriminately. Durkheim used the term ‘anomie’ to describe this
state of uncertainty, apathy and moral disorientation. A research team at the
Centre for the Study of Romanian Youth Issues applied the Leo Strole scale to a
sample of over 1,000 young people from 15 to 29 years of age (cf. “The condition
of Romanian youth’, 1994). The survey findings showed that 88% of the subjects
were in a state of anomie. Young Romanians are, by and large, in favour of a
market economy (70.4%), even associated with inflation (54%); however, they
are unwilling to accept speculation and corruption (95.4%), delinquency (94%),
poverty (76.2%), inequality of opportunity (69.2%) or unemployment (65.9%).
There is a general distrust of power and public institutions (71.3%) and they are
far more concerned about the here and now than about the future (53%).

The fragility of democracy

The building of democracy itself is not free of danger or doubt. Hermet (1993)
raises a disturbing question in this connection: can we be sure that the post-totali-
tarian transitions are irreversible? The fact is that, at this point, no one is in a
position to give a clear and definitive answer. And yet this question is especially
urgent because, in eastern as well as western Europe, the threats to democracy are
growing. In this context, Sturzbecher’s data (1994, p. 197) concerning the former
German Democratic Republic are particularly alarming. In Land Brandenburg for
example, although foreigners accounted for only 1% of the population (a rate
which has no real consequences for the labour market), more than 40% of the
young people questioned said that foreigners were responsible for unemployment
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in Germany. According to the same survey, 42% of respondents thought that
foreigners should be repatriated because ‘Germany should be for Germans’. One
hardly needs to recall that such attitudes have at times been borne out by events.
Against this background, the growing concern of the educational community is
only too understandable.

What education for citizenship?

At this point in our analysis, it is legitimate to ask what kinds of knowledge and

values are needed to equip the ‘socionauts’ of central and eastern Europe on their

voyage of transition; what educational approaches should be adopted in order to
help shape a new form of citizenship?

Although there are many possible answers, a number of common trends can
be singled out. As a starting-point, it may be useful to look at the findings of a
survey (Taylor, 1994) on the dominant values in post-communist countries. The
eight countries that participated in the survey ranked their priorities in the follow-
ing order: citizenship (75%), democracy (63%), national consciousness (50%),
international understanding (50%), environmental awareness (38%), peace and
tolerance (38%), human rights (25%), intercultural education (25%) and anti-
racism (25%).

Other authors (Horvith, 1990; Halasz, 1991; Rust, Knost & Wichmann,
1994; Lewowicki, 1994; Nikandrov, 1995) have added different items or changed
the order of priorities. By cross-checking the data and analysing them in terms of
this author’s own observations (Birzea, 1994), six major orientations can be
defined:
®  Democracy and democratization: in the field of educational policy, democracy

and democratization are reflected in such measures as decentralization, liberal-

ization of access, diversification of structures, increased freedom for teachers,
encouragement of local initiatives and development of private schools.

o Strengthening of citizenship: citizenship can be strengthened through educational
policy measures and approaches, such as training in the skills required for social
participation, learning about shared responsibility, encouragement of political
socialization at school, and the promotion of civic rights and duties.

o Strengthening of humanist values: such values can be reinforced by a revival
of classical studies, the individualization and personalization of teaching
methods, the promotion of universal human values and the development of
confidence in human progress.

®  Strengthening values associated with nationhood: national pride can be
developed by the affirmation of a national identity, learning of the national
language, history and culture, and the rediscovery of traditions and
enhancement of their status.

®  Rediscovery of religion: this can be fostered through the study of the basic
religious texts and the promotion of religious tolerance.

*  Reconstruction of the European ideal: this can be achieved by providing
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knowledge about European culture and institutions, the integration of a
European dimension into school curricula, the teaching of foreign languages
and the promotion of intercultural education.
These orientations have already had an impact, most clearly to be seen in the vari-
ous educational curricula of the countries concerned. There is, however, a distinct
overall trend, several aspects of which may be noted.

In most cases, 2 new academic subject concerning citizenship education has
been introduced. This new subject, which goes by different names according to
the priorities, traditions and possibilities at hand (social awareness, social studies,
civic education, civic culture), is being taught as a separate subject, usually in sec-
ondary schools, but in some countries even as part of the primary-school
curriculum.

In certain countries (Bulgaria, Croatia, Czech Republic, Estonia, Hungary,
Lithuania, Ukraine), in addition to its being offered as a separate subject, a cross—
curiculum approach to citizenship education has been introduced. This
usually involves incorporating thematic units into courses on history, philosophy,
psychology, ethics, religion, social sciences, geography and economics.
Citizenship education is thus enriched by the contribution of teachers from vari-
ous disciplines working within a holistic and interdisciplinary framework.

The new subject is usually taught by social science teachers, most of whom
were trained before 1989. There are very few teachers who were initially trained
in civic instruction. The absence of initial training and, especially, of widespread
retraining in subjects related to the new citizenship is a serious defect which must
be addressed as a matter of priority when educational policies are formulated.
Unlike the other western countries where democratic citizenship is so much a part
of everyday life that it has become automatic, the post-communist transition
countries have little in the way of democratic images or informal pointers to
democracy. The first step towards guiding democracy along its way is to know it
well. The contribution that education can make to a swifter and more successful
cultural transition depends on it.
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Consensus and educational ideology

Developing countries appear recently to have adopted a new attitude towards and
a paradigm for education, which, despite some significant internal differences,
may be said to amount to a new world consensus on education.! Such attitudes
no doubt point to an advance in the knowledge of education, which will have a
positive effect on current educational policies. There is, nevertheless, the risk that
they may become an ideology, which will then conceal the new problems and
contradictions surfacing precisely as a result of these new attitudes and policies.
All ideologies consist of three basic components: a criticism of the past and
of models which are assumed to be superseded; the announcement of ‘good
news’; and the concealment or unconscious denial of inherent contradictions.
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In the case of the new educational paradigms, criticism of the past is directed:
at the leading role of the State in educational policies; at the prevailing notion of
large-scale access and the lack of quality and diversity as regards educational sup-
ply; and at the lack of connections between the education system and the needs of
economic and industrial development.

The ‘good news’ consists in proclaiming knowledge as the new source of the
wealth of nations, whence the need to give priority to education in investment
policies and public budgets as a fundamental instrument of economic growth,
social justice and personal fulfilment. Education looks after the so-called ‘cultural
codes of modernity’, civic training and preparation for the labour market. This
amounts to an instrumental view of education which, in the case of developing
countries, is justified by the argument that successful economic models are those
which have invested in education and in human capital.

The ideological aspect of this outlook resides, on the one hand, in the mono-
lithic, simple definition of its components, whereby: modernity is equated to
modernization; education is equated to modernity which is equated to moderniz-
ation; education is equated to the school system and preparation for the labour
market; development is equated to economic growth, training to the acquisition
of knowledge, and justice to socio-economic equality and socio-cultural plural-
ism. On the other hand, there is the assumption of a positive relationship, or
virtuous circle, by which all these elements reinforce each other. Empirical obser-
vation and historical facts are thus replaced by a normative approach, which
disregards the tensions and, at times, the contradictions which arise between all
the dimensions referred to above, and which often circumvents them through an
inorganic enumeration of conditions and pious wishes.

It has to be recognized that not all fashionable opinions and models comply
unreservedly with this new consensus. Some show a leaning for the technocratic
or economic dimension, while others take up a more humanistic and cultural
position, with a third category remaining more ambiguously divided between
these two extremes. There is also no doubt that, in order to analyse ideological
risks, we are emphasizing some elements of the approach which are usually much
more compactly presented. Lastly, as we mentioned above, we should not over-
look the significant impact that this new approach, which is more or less
universal and subject to considerable internal variations, has meant in terms of
the progress of educational policies.

Underlying any view of educational policy, there is also a view and a diag-
nosis of the period and society in which we live. Until recently, the dominant
assumption as regards society was associated with a republican model of univer-
sal education. The notion was that of a homogeneous society, where culture,
economics, politics and social organization were interrelated, a situation which
was reflected in the relationship between schooling, socialization, juvenile culture
and preparation for social and economic activity. Recently, an alternative attitude
has tended to take over, introducing the idea of a global society where the
transnational market model replaces the national political community, and
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extending into the area of educational policy, whose function henceforth is to
train for competition.

There is no doubt that the classic notion of society and the educational
models related to it no longer carry the same weight, although many of their ele-
ments have been preserved in the new approach. This does not mean to say,
however, that we really are facing a globalized society, where there is nothing left
but to insert education in the productive system as the basis of economic growth.
Both dimensions are present, but within the framework of a greater whole in
which they are redefined and integrated.

In what follows, we shall be raising queries regarding the ambiguity of the
context and we shall be insisting on the multidimensional aspect of the situation,
which entails assuming and learning to live with contradictions, rather than
attempting to resolve them in the views we express. What we shall try to show is
that the various dimensions which appear integrated and harmonized in the views
of the new educational consensus are, in fact, disintegrated; that they have their
own consistencies and dynamics; that they are mutually contradictory; and that
they cannot be reduced to an instrumental view of education based on one of
them alone, however important it may be, such as economic and industrial
growth.

Changes in the contemporary personality
and society

Education has always revolved around two simple basic ideas and the interaction
between them: on the one hand, certain assumptions regarding childhood and
youth; and, on the other hand, a certain view of the society to which the children
and young people belong.

With regard to the definition of childhood and youth as basic features of the
subject of educational activity, there have been two main changes. The first is the
discrepancy in the rates of development of the different dimensions of the youth-
ful personality. One example of this is the discrepancy in the timing of the
life-cycle, with on one side an earlier involvement of young people in the activities
and problems of society, and on the other side a prolongation of the period of
adolescence. The second change has been the greater autonomy of a more univer-
sal type of youth culture, compared with national cultures or individual societies.
What we would like to point out is that this idea of childhood and adolescence,
with bio-psychic features related to a juvenile culture, where the preparation for
the admission of young people into society takes place within the school environ-
ment, and which education used as a working assumption in this century, is now
being brought into question.

Doubt is also being cast on the idea of society as the place of reference for
social action, which has been frequently pointed out in the light of two processes
occurring simultaneously: the ‘top down’ process, in so far as the trend towards
globalization is destroying the notion of frontiers and creating an endogenous
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decision centre; and the ‘bottom upwards’ process, in so far as identities and
attachments are becoming independent of this decision centre and are setting
themselves up as their own basic reference for social action.

The idea of society is thus being replaced by the image of a market or a sum
of individuals, or even by the notion of a constant flow of situations and strat-
egies, or ultimately by the coexistence of communities of identity into which
culture and society are merged. The notion of society equated with that of the
polis is falling apart.

The main question, then, is whether or not there is any area of meaning and
reference for social action which can mediate between individuals and tribes on
the one hand and the globalized world of motorways and different kinds of mar-
kets on the other. If there is, then it must be the national polis-society or other
broader areas built up on the latter. If there is none, then the very concept of so-
ciety disappears, since neither the global world nor the world of identities
constitutes what we traditionally understand by a polis. The repeated reference to
the ‘global village’ does nothing to resolve this issue, and merely highlights it with
a bad metaphor.

The notion of society and polis assumed a certain relationship among a cul-
tural model, an economic system, a social structure and a form of political
organization. Nowadays, we are witnessing two basic tendencies in this respect.
In the first place, there is no longer any relationship among these dimensions
within any given territory. Cultural models, political systems, modes of pro-
duction and forms of social organization of very different kinds coexist in the
same environment and no longer refer to each other either as requisites or as
effects. Secondly, none of these dimensions is fundamentally determined by any
other; each one has its own dynamic and any form of reciprocal determination
remains precarious, partial and transitory. Unlike the arguments put forward by
post-modernists, it is nevertheless possible to detect a structural regularity in the
relations among those dimensions and even determining factors acting in one
direction or the other, except that these are not univocal and do not follow any
natural law of history, but are instead a historical-social creation.

The conclusion is that politics and education are the only ones which can, if
not unify these dimensions into a single societal model, at least maintain them
under tension related to each other, on the understanding that neither of them is
circumscribed within the territorial area of any one society. The polis-society is
the background for the meeting, tensions and interrelationships among these
dimensions, which do not appear independent of each other. Education cannot be
anything else than a way of training subjects to internalize these connections on a
personal basis and to socialize them on a collective basis.

The specificity of Latin America

For Latin America, this theoretical-practical question is crucial. The notion of a
society conceived as a unity in which the actors assemble around their historic
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memory and around the plans and counterplans concerning that society and its
future, is intrinsic to socio-political thought and practice.

The idea of a socio-political matrix or a matrix consisting of (or originating)
social actors, conceived as a relationship between the State, as the system of politi-
cal representation, and the socio-economic and cultural base of actors, organized
by the political system, precisely tries to describe the dissociation and the interac-
tion between the economic, political, social and cultural dimensions. The basic
hypothesis is that we are shifting from a matrix where these components are
merged, the so-called popular-national or central-political matrix, to a situation
which offers possibilities of an arrangement and a restoration of the old matrix or
of growing autonomy and increasing synergy between its components.

This transformation of the socio-political matrix, which is profoundly alter-
ing the functions and contents of education, is occurring in the midst of four
processes which are shedding new light on Latin American problems and are
independent of each other, namely: the formulation of an actual model of mod-
ernity; the construction of political democracies; democratization or social
integration; and integration within the world economy. These processes are the
operational aspect of the cultural, political, social and economic dimensions to
which we were referring earlier. The basic question is what sort of education
would be suitable to train individuals and to form actors able to deal with the
four problem areas referred to, which are at the same time independent of each
other and complementary.

The model of modernity

In its consideration of historical problems, the predominant outlook in Latin
America until recently assumed that there was a fundamental type of ‘modern’
society, with variations of degrees and internal structures, but based on one and
the same conceptual matrix and a univocal concept of ‘modernization’, even
though admitting various types and styles. Modernity and modernization were
interrelated as structure and process, as goal and path, respectively.

We are at present witnessing a dramatic change in this definition, which
might lead one mistakenly to think that, beyond these questions, we are already
experiencing the problems of post-modern societies or that we are in the process
of moving towards them. Let us state quite clearly that, sociologically speaking,
there is no such thing as a post-modern societal type and that this concept is
nothing more than a bad metaphor.

There is less ingenuity nowadays regarding any single form of modernity.
Sociologically speaking, it is the societal form in which ‘subjects’ are constituted,
not only from the rational point of view, but also through the expansion of sub-
jectivity and of collective identities and memories. In this way, tradition, relieved
of its metasocial atavisms, can also become a dimension able to constitute sub-
jects, that is to say, ‘modern’. Schematically speaking, the rational aspect includes
both an emancipating rational dimension and a purely instrumental dimension.
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The subjective aspect has an expressive-affective dimension and an identity-re-
lated dimension. Historic memory has a component based on the way in which a
certain collectivity has succeeded in combining the different dimensions, as well
as a component related to the construction of collective history. Modernization,
on the other hand, may appear as a form of secularization, but also as a radical
expansion of the other dimension. This is why there is no single concept of
modernity defined outside the subjects or as a state or goal which has to be
attained, but rather as a combination of all the dimensions referred to above
within a particular framework which allows for various models and experiences
of modernity. Thus, there is no way of ‘achieving’ modernity, since the latter is
constantly being endogenously produced and reproduced. In other words, there is
no single societal type which is identified with modernity, such as, for instance, in
their time industrial society or capitalist society, nor may real societies be defined
in terms of their remoteness from or proximity to this type of society. There are
different historic models of modernity.

Nowadays, there is not only a change in the universal perception of what a
modern society consists of, but there is also a change in the development and
modernization model. This model is no longer related to a univocal view based
on the driving force of national States, around which the industrial actors are
organized, mainly the social classes, in the struggle for a leading role in the
process, for the possession of resources and for the distribution of profits. The
central idea is becoming the transnational forces of global markets, so that the
crucial problem is now reconstituting society’s ability to act on itself, that is, how
to rebuild and to strengthen local actors and the political system.

In Latin America, as we come to the end of the period of popular national-
ism, this signifies the eclipse of its main actors and the disappearance of the main
analytical development paradigms. In their place, we are seeing pragmatic policies
of adaptation and correction in relation to structural adjustments, or else precari-
ous and disenchanted rearrangements of social and political actors. On a
theoretical plane, the new approach takes the form of the socio-historical level
being invaded by views which identify society with a market, the individual with a
producer and modernity with modernization, through neo-liberal policies, in their
right-wing or left-wing versions, or else the exaltation of the subject’s identity,
almost invariably of a religious kind.

The two main problem areas of Latin American society now have neither
any sure theoretical model nor any historical model to refer to. On the one hand,
there is a redefinition of modernity in terms of new dimensions, which open the
way to various specific models and experiences of modernity, generating historic
perspectives which are different from those familiar so far. On the other hand,
there is the transformation of the modernization or development model which has
prevailed for the last two centuries. In this vacuum of certainty, the market, the
mass media and the identity refuge have temporarily invaded the area previously
occupied by the polis-society, while technocracy has replaced the confrontation
between historic plans and counterplans.
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The construction of democratic political systems

The socio-economic, cultural and political changes which have occurred in recent
decades and the need for Latin America to be reintegrated within the new world
context raise the issue once again of democracy in the region.

At this stage, it is not only a question of a change of political system that
will avoid a regression to military authoritarianism, or revolutionary upheavals
which lead to more kinds of political authoritarianism. For the time being, there
are no alternatives to the democratic system that could be imposed either by force
or with internal or external support.

Nevertheless, any erosion of democratic legitimacy due to its weak quality
could cause such alternatives to re-emerge or could create a vacuum of legitimacy
in any type of system, which would amount more to a form of de-legitimization
than to democracy or actual politics. In various situations, instead of authoritari-
anism, it is war, corruption or constant trivialization and decomposition which
are liable to fill this vacuum of legitimacy.

Thus the issue of democracy does not appear to arise in the cycle of authori-
tarianism and democracy typical of a large part of this century in Latin America,
but rather as part of a change of era, where the very idea of the State-society is
brought into question and where the main problem is precisely its reconstitution.

On the other hand, we no longer expect of democracy what it cannot give as
a system and which should come from other spheres of society; that is to say,
democracy is accepted for what it is, namely a specific dimension of society and
not as a comprehensive system or overall type of social organization, although
rather more is expected of it as a political system. It should be remembered that in
our countries politics was always a form of mobilization in the first place and
hardly representative. Nowadays, democracies are expected to fulfil their rep-
resentative function, although at present this idea is being brought into question
as a result of the considerable changes in attitude as to what should be represent-
ed in the political sphere.

All this would appear to indicate that setting up or reproducing traditional
institutions, though it may be strictly indispensable, is not sufficient, because the
two major problems which will constitute a threat to democracies in the future
will be the irrelevance of institutions in the face of established national and
transnational powers, and the inability to deal with the agenda of social needs
owing to the exclusion of vast sectors of society. Looking at it in another way, the
creativity of institutions should be applied as much to resolving the problems of
who governs society and how, as especially to dealing with the shortcomings of
the democratic tradition, particularly in our countries; in other words, the content
(the what) of ‘good government’, which implies but also goes beyond the concept
of accountability.

By duly insisting on a concept of democracy limited to its nature as a politi-
cal system, that is, a system of institutional mediation between the State and
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society aimed at resolving only problems of government, citizenship and the chan-
nelling of conflicts and social demands, one avoids expecting of a political system
what no system can resolve. At the same time, it is worth bearing in mind that a
political system is not only a collection of institutional mechanisms, even though
it cannot dispense with these, but is also founded on deep societal agreements,
themselves based on specific ethical principles. It has been said that in many
democracies this agreement was based on the principle of liberty and that the
ethos of Latin American democracy would be more egalitarian than libertarian,
whence the historic institutional, representative (or liberal) shortcomings of Latin
American political systems, with respect to popular or non-institutional move-
ments. There is no doubt that the experience of authoritarianism has strengthened
the libertarian ethos, and that the structural transformations related to a particu-
lar view or model of modernity have eroded the integrative or unified, egalitarian
ethos of Latin American democracies. But there is equally no doubt that there will
be no viable democracies unless those two ethical principles are combined and
unless they are enshrined in representative and effective institutions.

In the end, the democratic challenge of the times ahead, to which education
systems must respond in their own ways, is, in addition to completing and consoli-
dating the democratic systems which inevitably succeed the different
authoritarian systems, to ensure the relevance and quality of these democracies

Citizenship, exclusion and representation

Citizenship is the claim by a subject to rights and responsibilities with respect
to a particular power. A variety of modern trends, which are interrelated, are
currently redefining the scope and limits of participation and citizenship as
they have been experienced until now by modern societies.

In the first place, as we said above, society has become multidimensional,
with growing diversity in the fields of economics, culture, politics and social
organization. This implies that the constitution of subjects is approached in
different ways in each field. Demands and aspirations have become more com-
plex and are aimed not only at access to but also at the quality of what is
aspired to. Politics is losing its central function, shifting from an ideological to
a more instrumental type of policy; there is a split between the content of
what is ‘political’ and ‘politics’, which then becomes a specialized activity,
losing its convocational character and becoming instrumental and managerial
(occupational).

In the second place, there has been an expansion of citizens’ aspirations,
in contrast to the absence of institutions to give these aspirations effect. The
claims to rights and responsibilities are no longer directed only at the political
power or at the central or decentralized State institutions, but also at estab-
lished powers in the economic field, in gender relations, in communications,
the environment, local and regional affairs, in terms of a global citizenship
outside the territorial or national level, as suggested in the most advanced ver-
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sions of human rights. In each of these fields, the specific problem arises of
how to be a citizen.

Thirdly, in the case of Latin America, and more generally speaking of a
great part of humankind, these phenomena are affected and redefined by the
central fact of the exclusion of large social sectors, which can amount to as
much as two-thirds of each society. There are very different forms of exclusion,
which find expression both in the traditional areas of citizenship and in the new
ones referred to above, on which the models of modernity are based. There are
some characteristics, however, which recur in all contemporary forms of ex-
clusion and which co-exist with the traditional forms. On the one hand, they
are defined not so much in terms of conflict and domination as in terms of mar-
ginality and increasing remoteness, so that those who are excluded are not so
much admitted to society as subordinate or oppressed sectors, but are simply
not admitted at all or are considered redundant. This means that the duality is
not a simple one, but more complex, since the demands of the excluded are not
expressed only in terms of access to the minimum levels of what is denied them,
but also in terms of quality. In this sense, there is a cultural dimension to
modernity which is present in all those who are expelled from it.

Fourthly, as a consequence of the three earlier points, we are seeing doubts
regarding traditional forms of political and corporate representation and the
traditional institutions through which it used to find expression. The increase in
subjectivity (which includes, but should not be confused with—since it goes
beyond—individualism), the wider areas of citizenship, the redefinition of poli-
tics and its relations with society, and the phenomena of exclusion are giving
rise to new demands and aspirations, and to new forms of struggle and conflict.
Thus, on the one hand the struggles for liberty and equality are becoming more
complex, technical and independent, and on the other, they are being comp-
lemented by demands for happiness and self-fulfilment, many of which are not
‘representable’.

Lastly, a new pattern of double conflict (where the term conflict itself is
ambiguous, since the adversaries are not clearly defined and because it cannot
be detached from communication and concentration) is emerging in all areas
and is affecting all institutions and organizations, once again raising the issues
of participation: on the one hand, the confrontation between the excluded and
the included, and, on the other, the conflict which occurs within each area
among those who form part of models of modernity and which is concerned
with domination of the instruments serving to define those models.

When we talk about education for citizenship, then, we should understand
that we are referring to a phenomenon which is no longer limited in scope once
and for all and to which it is merely a question of having access, but to an area
which is in the process of being constituted, with institutionalized aspects which
need to be developed and with aspects whose institutionalization we need to
invent.
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The model of development and
international integration

As we have said, what is changing is not only the nature of modern society, but
also the predominant mode of modernization and development.

The traditional model of development in Latin America in this century,
based on State intervention, has been relatively successful in terms of economic
development and the social integration of certain sectors at different times, but it
failed to resolve problems of overall national development or to overcome struc-
tural inequalities, and its effect was ambivalent with respect to political
democracy. It is most unlikely that, in itself, the so-called new model of trans-
national development, introducing market mechanisms and increased
competitiveness, will necessarily lead to a deepening of political democracy. And
there may even be said to be a negative effect of this model in terms of socio-eco-
nomic equality and on the training and strengthening of social actors. Thus,
contrary to an ideology which is widespread in Latin America, economic liberal-
ism, democracy and development are processes which do not follow a linear,
cumulative relation, but one full of tensions and contradictions.

The total shift from a generic model of development and modernization
occurring through national States to one based on transnational, global market
forces has found its visible expression in so-called ‘structural adjustments’.
Clearly, these adjustments, independently of the political conditions in which they
occurred, did partially resolve a short-term economic problem and also con-
tributed to a longer-term problem, such as the strong subordination of economics
to politics. Generally speaking, however, adjustments have tended to be confused
with a more far-reaching development model and, practically without exception,
have entailed an increase in poverty, especially in social inequalities. In actual
fact, the adjustments represent more a point of rupture than a coherent model of
social organization for the future. The all-embracing claim of neo-liberalism to re-
identify modernity with a type of modernization based on adjustments was never,
theoretically speaking, a serious proposition and it was very short lived.

The emerging model of development, in which transnational market forces
play a central role, has destroyed the material, political and organizational bases of
the social actors and has tended to induce their constant debilitation. The crucial
question nowadays appears to be that of reconstructing a political system which
allows a simultaneous strengthening, both of the State and of the independent ability
of actors collectively to define the type of modernity they desire. If this does not hap-
pen, there will not only follow economic stagnation in the medium term, but a
growing disintegration of society.

The illusion that we are in the presence of a new irreversible model, appli-
cable to all countries through a single formula, leads one to the conclusion that the
Latin American economies, especially some countries, have resolved the model of
State-led and closed development which has prevailed for most of this century. In
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this respect, the function of education would then be to adapt individuals and so-
cieties to the new conditions of the world economy and of the growth model.

On the other hand, what is most likely is that, once the break point with the
growth and development model has been passed, there will be a need to reconnect
society, politics and economics, while recognizing the independence of each. This
means that some elements of the national development model will have to be com-
bined with elements of the transnational model, but that neither can substitute for
the other. Education in this respect will not be able to follow either one of them,
whether in its function, its structure or its content, which contradicts what the cur-
rent economic and technocratic educational ideologies are suggesting.

Conclusions

What we are presented with as a new educational consensus for developing
countries is based on the statement that education is the main instrument of
growth and justice. This rests on the assumption that the world has unified its
growth model and that education is the main source for all growth. Desirable as
this may be, it is still a fact that natural resources, the power of some societies
compared to others, the nature of the distribution of wealth and power, financial
capacity, or military power, to mention only a few elements, may be more influ-
ential than the quality or justice of education. On the other hand, growth cannot
be identified so simply with development, in so far as the production dimension
may enter into conflict with the environmental dimension, with civic integration,
with social equality and with cultural identity, quite apart from the conflicts
which may arise between any of these. The message we would like to convey is
that we are faced with processes entailing contradictory options and that we have
not yet defined a type of society in which these can be resolved. We are rather in a
situation of rupture with the former model, leading to a redefinition of the politi-
cal and educational models, which are areas where these tensions and
contradictions commonly find expression.

At the same time, education itself is facing profound tensions which have
accompanied its break with the traditional system. We are witnessing a dis-
sociation between youth culture and the processes of school and family socializa-
tion, between the bio-psychic features of childhood and youth and integration in
society, between the requirements of personal training and integration in an
increasingly complex and interdependent working world, between the transmis-
sion of a cultural heritage and the way of producing and reproducing knowledge
and skills. Schooling at its different levels cannot at present, as it could in the tra-
ditional education system, ensure unity between these elements.

And it is not a question either of returning to the failed ideology of de-
schooling which prevailed in the 1960s, since in a certain sense schooling will
always be fundamentally indispensable for developing countries. Nor is it possible
to maintain that these contradictions may be resolved by the mere expression of
wishes or by economic theories which establish unilateral measures for education.
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This means that for the future we will need to think in terms of a form of
schooling where different education systems co-exist. These will include educa-
tion for the individual, education for citizenship, education for democracy,
education for development, education for the global and media-oriented world, to
mention only some of these subsystems to which we referred earlier, all of which
will give rise to their own, different institutions, one of which will be the school
system (pre-school, primary, secondary and higher), which cannot be replaced but
cannot be the only educational institution either. The co-ordination and combina-
tion within the same national context of different education systems—and here
we do not mean levels but actual systems—will be the major task of educational
policy in the future.

Note

1. Although they are very different from each other, the following documents may be
considered to be part of the great educational debate of our time: Final report: World
Conference on Education for All (Jomtien, Thailand, 1990); Education: the treasure
within (report by the International Commission on Education for the Twenty-first
Century, Paris, UNESCO, 1996); Priorities and strategies for education: a World
Bank study (Washington, DC, World Bank, 1996); Educacién y conocimiento: eje de
la transformacién productiva con equidad [Education and knowledge: the core of a
productive change with equity] (Santiago, ECLAC, 1992).
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CITIZENSHIP CONTEXTS AND OUTLOOK IN THE WORLD TODAY

WHAT UNIVERSALITY

FOR HUMAN RIGHTS?

Willem Doise

One need only read the newspapers and magazines published in Western countries
on the occasion of visits by statesmen from non-Western countries or of political
summit meetings to realize that the universality of human rights is a problematic
issue. What strikes one above all are denunciations of the non-observance of
human rights in foreign countries and calls for our relations with them to be
dependent on respect for those rights.

These denunciations are no doubt politically motivated. But, as a social psy-
chologist, I suggest that they often reflect an ethnocentric attitude, and thus
aggravate the problem of the universality of human rights rather than clarifying it.
This universality must rest on a conception of human relations that is based on
interdependence.

Forms of interdependence

Much of social psychology consists in describing, classifying and analysing forms
of interdependence among individuals. This is true of the work of Sherif (1966),
for example, which analyses interdependence among the members of a group
carrying out a joint project, and positive or negative interdependence among the
projects of different groups.
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Different forms of interdependence involving the concept of justice are simi-
larly described by Deutsch (1985), for example, who devises a typology of
situations using dichotomous classification criteria, such as emphasis on relation-
ships or on production, egalitarian or hierarchical internal relations, formal or
informal approaches, emphasis on co-operation or competition. This typology
defines, within our own culture, sixteen prototypical situations in which the con-
cept of justice takes different forms. A situation in which a mother is
breast-feeding her baby will involve a different conception of rights from a situ-
ation in which two businessmen are in competition. But, in both these situations,
there are basic rights that must be respected.

Many forms of interdependence are involved in a country’s internal and
cross-border relations. The spread of disease, trade and the dissemination of ideas
are so many links among population groups which make them effectively interde-
pendent and affect their living conditions without giving them a direct
understanding of their interdependence. On the contrary, all kinds of institutional
mechanisms concentrate attention on a multiplicity of frontiers and barriers with-
out making any mention of their permeability to ideas, economic relations and
many other forms of interdependence.

The spread of viral diseases has led to effective genocide when different
peoples have come into contact with them for the first time, and the current AIDS
pandemic knows no frontiers. Both the spread of a contagious disease and efforts
to combat it should create relations based on interdependence at world level. The
same is true of many other sectors, in particular that of organized crime, the en-
vironment and the monocultural systems imposed by asymmetrical economic
relations.

Human rights and contracts based
on interdependence

It is on the basis of such considerations that the idea of contracts based on inter-
dependence must be examined. The fact that genes, viruses, economic trends and
ideas are continually bringing us into contact with each other and creating struc-
tures within which we are all interdependent in a variety of ways means that
notions such as apartheid, ‘splendid isolation’ and non-interventionism can be
ruled out once and for all, if they ever did have any currency.

Interdependence exists, for better or for worse, and there is now a tendency
to ‘organize’ it. For historical reasons, involving economic, political, military and
religious motivations, Western societies have tried to ‘standardize’ relations not
only inside national cultural groupings but also among members of society
belonging to different groups.

Human rights are among those standard-setting principles which, in terms of
their intentions at least, should form the basis for the organization of a host of
interactions. Their aims are universally acknowledged, if only in terms of their
formulation. In our interactions with others, regardless of their origin, we must,
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according to the Universal Declaration of Human Rights, respect their physical
integrity, allow them access to resources enabling them to live in dignity, and
guarantee their integration in a social order that protects them from the arbitrary
use of power.

This opens up an immense field of research for the social psychologist. One
of the first problems is that of the universality of ‘official’ definitions of human
rights. But another equally important question concerns the nature of the varia-
tions in the way these rights are perceived by different individuals and in different
contexts.

Universality in representations of human rights

Two research works address this problem as it arises in different countries. In the
first (Clémence et al., 1995), we asked 13- to 20-year-old students living in four
different countries (Costa Rica, France, Italy and Switzerland) to give their opinion
as to whether there had been a violation of human rights in twenty-one situations
involving the restriction of certain rights. They were given a choice of four
responses: (1) definitely; (2) maybe; (3) not really; (4) certainly not. The results
are very similar; there is no doubt that in the four countries, students structure
their responses in the same kind of way, using criteria set out more or less
explicitly in official texts, such as that of the Universal Declaration of Human
Rights. In a second work, still in progress (see Doise et al., 1994, for a description
of the method and the results of a pilot study), we reproduced the text of the dec-
laration for students in approximately thirty countries on the five continents.
They were asked to assess on a scale of intensity the importance attributed to
each article, their personal commitment to the observance of the article and the
effectiveness with which they felt the government and political parties were
enforcing its observance. The results have now been analysed for about twenty
countries and we (Doise, Clémence, Spini, 1996) have found that the replies fol-
low more or less the same pattern in these countries, with rights being placed in
categories similar to those used by the drafters of the declaration (individual
rights, social rights, socio-economic rights, and the right to an ordered society).

In addition to the findings of these two studies, results relating to smaller
population groups—the inhabitants of Geneva—are also available. Unlike the
previous studies, this survey by Doise and Herrera (1994) began with open ques-
tions inviting the respondents to list and describe human rights. Practically all the
rights listed could be linked to those set out in the declaration. In a further sur-
vey, whose results have not yet been published, my co-researchers and I studied
the concept of human rights held by several hundreds of pupils of different ages
attending various types of secondary education in Geneva. Their replies, especially
those of older pupils, are also strongly influenced by official definitions.

In our study on perceptions of the text of the Universal Declaration of
Human Rights, we noted that the positions adopted by any individual on all thirty
articles were very much the same. Their belief in and commitment to all rights
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were closely linked: the level of their support for one group of articles would be
reproduced in their attitude towards the others.These surveys cannot provide
definitive conclusions with regard to the issue of the universality of human rights.
The population groups considered are in no way representative of humanity in its
entirety. The studies are at the most exploratory. But, as Inglehart reports (1995),
research on values carried out on more representative samples in forty-three
countries (comprising 70% of the world’s population) indicates that our
approach could be universally applicable. It seems to us that the first conclusion
that could be drawn is that one of the procedures to be followed in order to arbi-
trate in the debate on universality is to question people belonging to different
cultures, providing them with the appropriate versions of official documents
(which have often been signed by representatives of their governments).

Variations in individual positions

In several research undertakings, in particular in research on violations conducted
in four countries (Clémence et al., 1995), we were able to identify patterns for the
formation of individual viewpoints. The first two factors relate to opinions on
violations that come most clearly within the official field of human rights. The
first factor concerns mainly the violation of personal freedoms and equality of
rights as regards settlement, political expression, information or religion. It is
interesting to note that one question (compulsory worship or attendance at mass
for children), which was given a low average rating as a violation, comes under
this head. The second factor concerns the violation of the rights of individuals
(the right to subsistence, to legal defence, to health care) and that of children’s
right to protection; these violations are contrasted with the prohibition of smok-
ing, which is excluded from the list of human rights. Factors three to five relate
more specifically to relations among individuals. Factor three refers mainly to the
violation of equality among married couples and to a lesser extent to the violation
of children’s rights by parents. The points most heavily stressed for the fourth
factor are questions of the exercise of power involving sanctions against deviants
or minorities (gypsies, burglars, foreigners suspected of murder and, to a lesser
extent, people on low wages, prisoners who fight and . . . smokers). The last factor
concerns socio-economic phenomena (forced hospitalization and wage inequality)
which are considered to be extraneous to the field of human rights and which
were contrasted with recognized human rights violations, such as violence against
children or the imprisonment of political opponents.

The existence of a single common reference for human rights does not
mean that all individuals assess the various rights in the same way, at it comes
clearly from a survey of the nature of the variations in the viewpoints of younger
Swiss pupils attending various types of education courses in Geneva. The analy-
ses in question concern the answers of 912 pupils to thirteen questions in which
they were required to assess the extent to which the various rights listed were
good examples of human rights. The first factor identified concerned highly pro-
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totypical specific rights of a socio-economic nature (the right to employment, the
right to live with one’s family, the right to receive medical attention). The key
elements of the second factor were all connected with rights that are considered
to be the least prototypical and which are generally more controversial: the right
to refuse to go to school, the right to smoke, the right to refuse to do national
service, the right to strike and the right to live in the country of one’s choice.
Lastly, the third factor mainly involves rights of a political and legal nature that
are considered to be moderately or very prototypical: the right to elect the gov-
ernment, the right to belong to a trade union, the right to be defended in court
by a lawyer and the right to be protected by the police against violence.

What do these various lists show but that opinions of different individuals,
even if they belong to the same culture and live in the same region or city, differ in
several respects in their appraisal of the different rights. Of course, in most of these
studies, the researchers had made a deliberate effort to present highly heterogeneous
rights and it is not surprising that they should find that heterogeneity reflected in the
configuration of the replies of the groups surveyed. We can now return to the more
general issue of human rights: it is certainly true that approaches to human rights
differ among the cultures—on the basis of this study of individual variations, one
first conclusion which must be drawn is that the viewpoints of individuals regarding
official definitions of human rights differ within “Western’ countries as well.

Contextualization of human rights

A range of viewpoints undoubtedly exists within the same culture, and our
research has already shown (see, for example, Doise et al., 1994) that individual
viewpoints are often based on different scales of values, different representations
of the social environment, and different assessments of the power of institutions.
We consider that it is as important to study these systematic variations within our
own cultures as in different cultures. It is possible, however, that intracultural
variations might be a response to intercultural variations and that, for example,
the link with scales of values within one culture might also occur in comparisons
among cultures, with certain values being considered more important than others.
We hope to be able to find examples of such analogies in our subsequent work.
Another factor involved in forming individual viewpoints relates to the inter-
group context: do individuals think the same human rights’ observance principles
apply to their own countries as to other countries? Moghaddam and Vuksanovic
(1990) suggested a procedure we could use to address this question. In their first
survey, they asked groups of students in Montreal to indicate the intensity of their
support for various human rights measures in Canada, the former Soviet Union
and the Third World. Their support was stronger in the last two contexts than in
the first. Similarly, in a second survey, situations were presented as occurring in
Montreal, Moscow and New Delhi. Three could be considered to involve possible
human rights violations: dismissal of a television presenter who refused to change
her hair style and the way she dressed; ‘inhuman treatment’ of a terrorist; and
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shoplifting by a mother to feed her children. Replies given on a scale of intensity
made it possible to calculate an index for attitudes towards human rights.
Attitudes were much more favourable when the situations occurred in Moscow or
New Delhi. Furthermore, it was ascertained in a third survey that students in
Montreal commit themselves more readily to specific action when the survey con-
cerns human rights violations in the Third World than when similar violations
occur in Canada.

It thus looks as if human rights could easily be applied in an ethnocentric way.
In two similar, as yet unpublished, experimental works, however, my colleagues did
not find the context had such an influence in comments by students from
Switzerland on human rights problems in Switzerland, France and Belgium. The
general appraisal of the country in question was, however, linked significantly to
respect for human rights in these countries. For countries considered to be relatively
close to the country of origin, no distinction was drawn, even though general
stereotypes always come into play. This may be compared with the findings of
another experiment in which pupils from Geneva (aged 14 to 15 on average) were
presented with various situations in which one person violates the rights of another
whose position with regard to the law is not absolutely clear. Their assessment of
the character of the ‘victim® significantly affected their views of the violation. A
much more surprising finding was that explicit reference to human rights in what
was presented as a relatively trivial event, in several cases quite markedly softened
their judgement. It must be pointed out that several situations were set explicitly in
Switzerland. It is therefore possible that the good opinion respondents generally
have of their own country and of others similar to it prevents them from believing
that serious violations of human rights could occur there.

We should like to draw particular attention to another result of this last sur-
vey which presented several scenarios involving persons who are violating certain
rights and the victims of those violations. When the respondents were asked to
state their position in principle, their level of support for the rights concerned (pro-
hibition of torture, the right to asylum, the right to education, the right to found a
family, the right to privacy, the right to life) was practically unconditional.
The extent to which they disagreed with specific violations of these rights,
however, was much less clear-cut. General support for the principle of human
rights may very well go hand in hand with restrictions of those rights and with
tolerance of their violation in specific, often complex, situations. When rights are
put to the test in specific contexts and are no longer presented in abstract terms,
many variations occur. In our view this accounts for the fact that, while the view-
points of the various respondents on the different articles of the Universal
Declaration of Human Rights are very much the same, there are systematic vari-
ations between those viewpoints when the same rights are presented in a more
specific context. To be more precise, as soon as the victim of a human rights viol-
ation is regarded as ‘deviant’ or ‘marginal’ (for example, an old person or the
child of illegal immigrants), basic rights (such as the right to found a family or to
attend school) risk being called into question.
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It is not only lay persons who are prepared to restrict rights in specific situa-
tions. Human rights defence institutions can also limit the scope of those rights
considerably. In particular, they consider respect for certain basic rights to be
subordinate to the interests of the State, the protection of law and order and the
survival of democracy. Very few rights are thus afforded absolute protection
under the European Convention for the Protection of Human Rights. For confir-
mation, we turned to a legal expert to find out which rights could not be
suspended, even temporarily or exceptionally, in any circumstances. ‘In the final
analysis, only the prohibition of torture and inhuman or degrading punishment or
treatment (Article 3), collective expulsion (Article 4 of the Fourth Protocol) and
the imposition of punishments or criminal proceedings twice for the same offence
(Article 4 of the Seventh Protocol) involve rights that must be afforded absolute
protection’ (Delmas-Marty, 1989, p. 12). To this list should no doubt be added
Article 15, paragraph 2, which prohibits slavery, although hard labour may be
tolerated under certain conditions. Under the European Convention, the list of
rights to be protected in all circumstances is therefore very short. Thus, the right
to life is not absolute, exceptions being provided for in Article 2 of the European
Convention (in the event of defence against unlawful violence, to prevent the escape
of a person lawfully detained, to quell an insurrection), and countries that have
abolished the death penalty may reintroduce it in war-time. Torture, however,
is never justified. Life is not an absolute right, but the right to a life free of torture
or slavery is.

Human rights seen as a contract

Communication always involves a contract with the person with whom one is
communicating (Habermas, 1979). Similarly, joint action involves a contract based
on interdependence. In the final analysis, all our actions affect others more or less
directly, just as we are continuously affected by the actions of other people,
whether or not they are personally known to us. We have no way of representing
these multiple links of interdependence although they are the object of normative
definitions. Human rights> declarations must be considered to be contracts to be
adapted to the circumstances of each action that affects another person.

This implies acceptance of the existence of standards applying to social re-
lations, but does not in any way imply that all our actual and potential partners in
any interaction share our viewpoints or even agree explicitly to accept these rights.
It is not necessarily their problem—it is above all ours. In all logic, to remain cred-
ible as citizens, as ‘“Westerners’, we should only engage in relations with other
people who respect these principles. Many problems arise, such as the problem of
economic conditions imposed on Third World countries, and the problem of
unemployment and access to health care in our own countries. Their acknowledg-
ement is essential both for intercultural dialogue on human rights and for the
effective conclusion of contracts that organize the many relations of interdepen-
dence that link human beings.
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Towards a socio-constructive human rights
pedagogy

One preambular subparagraph of the declaration states that ‘disregard and con-
tempt for human rights have resulted in barbarous acts which have outraged the
conscience of mankind, and the advent of a world in which human beings shall
enjoy freedom of speech and belief and freedom from fear and want has been
proclaimed as the highest aspiration of the common people.’

Idealized representations of relations among human beings were thus defined
in a very comprehensive way in reaction to a particularly extensive and pitiless
conflict. Historically, the link between the most universally accepted human rights
declaration and a war is indisputable. That declaration is also practically univer-
sal.

A clash between views centring more on the individual, upheld by the United
States, and views centring more on the community, upheld by the former Soviet
Union, marked the emergence of the idea of the indivisibility of the individual,
political and socio-economic rights underlying the Universal Declaration of
Human Rights.

Different kinds of conflict have thus played an important role in the defi-
nition of human rights. In the teaching of human rights, that is to say, in their
reconstitution at the level of individuals, neither conflict nor confrontation can be
passed over. One hypothesis in social psychology, which ascribes an important
role to conflict in forging new ideas, is that of socio-cognitive conflict. This type
of conflict arises when different approaches to the same problem are acted out in
society and clash openly in social interaction.

Oser (1986, p. 922) sums up all the conditions required for discussion in an
educational setting to lead to genuine reflection on moral issues. These conditions
are as follows:

(a) full presentation of subjective truths as they are perceived by the participants
in a conflictual situation;

(b) absence of an authority who would present an outsider’s or observer’s point
of view, corresponding to the ‘right’ response;

(¢) creation of imbalance through the presentation of different arguments and
opinions to stimulate the development of moral reasoning on ever more
complex bases;

(d) co-ordination of interaction among participants in the discussion so that
each reacts openly and fairly to the others’ points of view; and

(e) linkage of the principles underlying the arguments to principles of justice.

All these conditions must be respected in human rights education: comparison

and co-ordination of points of view, avoidance of connivance, encouragement of

new ideas in the search for solutions and, above all, a sustained effort to link
these solutions to the general principles of the declaration which is the framework
of reference.
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Once it has been recognized that no authority, whatever its origins, can now
impose ‘truth’ or moral consensus, we must take the obvious step of joining
together to create shared truths and ethical approaches. This process will need to
be based on landmarks and principles that can guide joint decisions. For our
times, the principles enshrined in the Universal Declaration of Human Rights con-
tinue to be the most relevant—for the good reason that there are no others.
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The central idea of socio-genetic constructivist approaches, namely that knowl-
edge is not simply a process of internalizing the objects of the world, but rather of
apprehending reality in accordance with highly complex mental references which
shape it and give it a meaning within a society or culture, already has a long his-
tory (Dilthey, 1911). And yet the subsequent application of this idea by various
psychological and educational currents of thought—which hold that children are
not empty minds to be moulded by education, and that teaching has to take
account of the mental content of the student as a means of improving the rele-
vance and effectiveness of the act of teaching—largely ignored the philosophical
roots which underlay the concept. The constructivist approach to teaching then
developed almost unopposed for over half a century within the context of a
genetic cognitive psychology originating with or inspired by Piaget, which is
essentially oriented towards the individual.!

We shall try to show in this article that, while the socio-genetic construc-
tivist approach to learning provides a unique opportunity to make education
more respectful of personal potential, pedagogically more effective and socially
more relevant, it should, if it is to achieve its own full potential, abandon some
individualistic trends and concentrate more on its original meaning .

The roots of socio-genetic constructivism

The idea that there is a common framework of understanding where symbolic or
factual interactions take on meaning is already clearly expressed in Dilthey’s

Original language: French
A biographical note about the author appears on page 645.
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hermeneutics (1911). It is true that the latter, an exegete of modernism, still con-
siders that the observer’s role is to let the true meaning of reality appear through
an open approach, free of any bias. His conception is derived in fact from the
romantic assumption that the influence of the observer-actor (for instance, an
educator) may be controlled through method. It was only the advent of existen-
tialist thought which overthrew the belief of traditional hermeneutics in that there
may be a hidden meaning to reality which needs to be uncovered. Gadamer
(1975), inspired by Heidegger and Wittgenstein, considers understanding as a
confrontation of our preconceptions with reality. The understanding of reality—
at least common understanding’—then emerges not from placing the
observer-actor and his/her bias, or of the surrounding world in brackets (as pos-
tulated by phenomenology), but from a remodeling of reality by the actor’s
conceptual instruments. This reversal of approach is extremely significant, since
from it is derived the notion of an understanding of the world linked to a histori-
cal awareness. Understanding does not entail denying or rejecting individual
concepts and their historical meta-frameworks, but merging them with reality,
giving the latter a new meaning, a constructed meaning.

This hermeneutic interpretation of reality is inherent in the understanding of
any phenomenon so that it also concerns the natural sciences. The interpretation
of social reality, however, appears doubly complex; according to Giddens (1976),
the interpretation of social objects by an observer—for instance, a psychologist or
an educator—implies a double hermeneutics. The observer must, in the first place,
interpret a world, which has already been pre-interpreted by the actor (for
instance, a student), in accordance with his concepts based on a historic meta-
consciousness of reality; the observer must also undertake this interpretation
using his/her own meanings and his/her own conceptual instruments.

It is the recognition of the double hermeneutics of social reality which pro-
vides the basis for a socio-genetic approach to knowledge and from which the
essence of the psychosociology of social representations and modern construc-
tivist pedagogy are also derived.’ The aims of each are obviously different, just as
their levels of analysis are, but both try to identify the collective-cores-of-
meaning—the ‘common meaning models’—which characterize the interpretations
of reality by the actors, since even if they may appear illusory or wrong in rela-
tion to the scientific or expert observer’s criteria, it is in fact the spontaneous
knowledge which constitutes the basis of social communication, as well as of the
production and reproduction of social behaviours. In fact, as Vygostky saw full
well (1981, p. 182), there is no knowledge of the world outside a reality which is
of inter-subjective origin; individual knowledge is the result of internalizing the
experiences of social interaction.

If, following the hermeneutic tradition and Bourdieu’s reflections on habitus
(1987), we accept that natural knowledge is a merger between, on the one hand,
the schemata internalized by the individual, his/her mental representations,
enabling him/her to model the perceptions, ideas and actions belonging to a par-
ticular culture, and, on the other hand, the object’s referents, then the
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constructivist heuristics in fact coincides with a comprehensive scientific approach
(Weber, 1949). From this point of view, we could say that constructivism is not
simply a didactic methodology, but a heuristic approach to truth.*

The socio-genetic constructivist bearing

In the last thirty years, many studies have led to advances in the theories of learn-
ing, and the Piagetian genetic epistemology has been reformulated and completed
with various psycho-social models (Festinger, 1957, Heider, 1958, Moscovici,
1961). As Doise (1992) has clearly shown, these theories, which do not claim to
offer a single, all-embracing answer to the functions of culture and to social inter-
action in the genesis of knowledge, demonstrate considerable explanatory
coherence. Among these models, the theory of social representations (Moscovici,
1961; Doise, 1992) would seem to constitute the natural basis for a new
approach to pedagogical constructivism.

Nowadays, the study of social representations is no longer a confidential
activity restricted to the laboratories of pioneers. Since the foundation work of
Vygostky (1934) and Moscovici (1961), the analysis of representations has been
taken much further, and both the related theory and methodology are constantly
evolving.’ Besides the work of Bourdieu on ‘habitus’ and the fields theory
(1970), which is more specific in scope, the study of social representations has
been mainly the work of social psychology, conducted within a functional
approach by Willem Doise at the University of Geneva, and according to a more
structural perspective by Jean-Claude Abric and C. Flament at the University of
Provence, as well as by Michel Rouquette at the University Paul-Valéry of
Montpellier.

At present, social representations are understood to refer to those mental
systems made up of spontaneous knowledge, beliefs and shared values, which
individuals use to understand, guide themselves, communicate and act upon the
world, in relation to a given social object (Moscovici, 1984) (see Table 1).

According to the Geneva school, the study of social representations includes
at least three main steps. The first consists in identifying social objects (ideas,
beliefs, etc.) which are capable of engendering social representations. The various
objects of social life are not all organized into social representations. Otherwise,
our mind would be an infinite collection of representations of all kinds, which, in
fact, would deprive the very notion of representation of any heuristic value.

Moliner (1996, p. 33-35), proposes that the emergence of the social repre-
sentation of a social object is subject to certain socio-cultural and technical
conditions. The author identifies five criteria or conditions which permit qualify-
ing the existence of a social representation. Firstly, the actual existence of a social
object: there can be no representation without an object. Even so, the object of a
representation is not just any object; it is complex, difficult to identify and prob-
lematic (Moliner, ibid., p. 37). A second condition is the existence of a group. If,
by definition, social representations are collective products (Moscovici, 1961),
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TABLE 1. Common characteristics of social representations (SR)

SR structure

¢ The social representations of social objects organize:
~— the functional systems: ideas, concepts;

— the intentional systems: feelings, desires, attitudes, goals;
— the normative systems: values, norms, social status

behaving as regulators;

in relation to the object of representation;

e The internal structure of social representations comprises central
elements or organizing principles of representations (very stable)
and peripheral aspects (more flexible), which are related to the
social positioning of individuals or groups.

SR functions

¢ Intelligibility of reality (functional relation with reality);
¢ Orienting, marking, filtering (positioning in interactions).’

Conditions of SR
emergence

¢ Existence of a cornplex social objective, which constitutes a stake
for a given group within the framework of a social dynamic.?

SR activators

e States of bio-psycho-sociological unbalance (needs);

¢ Resolution of states of cognitive dissonance;’

* Preservation of collective identity and of prestige and power
classifications.

SR stability

® Great stability of cardinal organizing principles (known as
‘civilizational themata’), such as the social perception of time and
space, or paradigms related to the understanding of the universe
{(Copernican), evolution (Darwinian), psychism (Freudian);

* Moderate stability of central cores, related to particular social uni-
verse structures (political system, state of law, market system, etc.);

e Great mobility of peripheral aspects of representations related to
the subject experiences (functional schemata).

Intentional
modification of SR

¢ Intentional interventions in relation to the cardinal principles are
possible only by early cultural emigration;

® Teaching intervention on central and peripheral aspects are
possible in situations implying socio-cognitive conflict,® through
the use of techniques for reducing cognitive dissonance, taking into
account, amongst other things, the didactic potential of the
‘normative’ hypothesis, the hypothesis of the ‘reversibility of
representations*® and the norm of ‘internality”.

Notes

1. The representations of reality retain (codify) only part of the properties of percep-
tions, in accordance with the levels of intelligibility (operational level, other
knowledge), but also in accordance with intentional individual operations (Wermus,
in Giordan & Girault, 1996, p. 2-85) or the social positioning of individuals (Doise,
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1993, p. 128-29). Depending on the intentional or normative properties activated in
the context of a social representation, the same piece of information will be distort-
ed, added or deduced differently according to the individuals concerned, leading to
reactions which also differ (Jodelet, 1989, p. 53).

2. Moliner, 1996.

3. The resolution of dissonance does not necessarily imply, as Piaget postulated, the
assimilation and accommodation of knowledge within the framework of pre-existing
representations, but also the possibility of a more general deconstruction/reconstruc-
tion of the structure of representations (Giordan, in Giordan & Girault, 1996,
p- 23), according to the central or peripheral aspects of the representation afflicted by
dissonance (Abric, in Guimelli, 1994, p. 73-83).

4.  Doise, 1993, p. 131; Giordan, 1995, p. 123-24.

5. The ‘normative’ hypothesis (Moscovici, 1994, p. 99) supposes that, after a collective
debate, the positions of individuals will tend to become more consensual than initial-
ly, provided that the group is not fractured with respect to the fundamental
classifications of power in society (Lipset, 1960, p. 11).

6.  The hypothesis of ‘reversibility’ (Flament, in Abric, 1994) assumes that individuals
will be more prepared to integrate contradictory information within their representa-
tions if they believe that the situation is reversible, that is, one which can return to its
previous state. The importance of this hypothesis from a didactic point of view in sit-
uations characterized by antagonisms between rigid positions is obvious.

7.  The ‘internality norm’ (Dubois, 1987) postulates that individuals will tend to explain
the acts of members of the in-group in accordance with properties internal to the
individual or the group (for example, probity) and the acts of subjects of the out-
group according to exogenous causes (for instance, chance).

then the social group constitutes the basis of their existence. Yet, here too it is not
just any social group, but a group with common interests whose object of repre-
sentation constitutes, at most, a condition of their existence (such as the human
body for physicians) or, at least, a temporary aspect of their history (such as sport
for students at school); in other words, the object of representation must consti-
tute an interaction stake for the group. If there is no communication between
individuals around the object, then no social representation can emerge. As we
have already mentioned, another precondition to the emergence of a representa-
tion is the existence of a stake, that is, ‘something for which it is worth fighting’,
related to a given social object, which supplies the motivational basis required for
interaction between individuals. Yet, once again, it cannot be just any social
stake, but stakes which are related to the group’s identity and cohesion. The rep-
resentations mould the relations of individuals with their social environment: this
is why the definition of their own identity in terms of the group’s representation
can only help to strengthen its cohesion (we may think that this is the case in a
political party or a religious sect). The existence of a social dynamic also consti-
tutes an essential condition for the representational construction of a social
object. In fact, an object cannot constitute a stake unless its conceptual or instru-
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mental control constitute an asset for a group and an ‘object of envy’ for other
groups (for example, political power). It is in this context that identity functions
favouring social integration and differentiation take on their full significance. One
last aspect considered by Moliner is the non-existence of a system of control and
regulation relating to a given social object, which would be accepted by the group
(for example, the notion of sickness for physicians, of social classes for a commu-
nist party or of the universe for astrophysicists). In such a context, there would be
no emergence of representation related to the object, but instead the construction
of a meta-system of ideological, scientific or technical explanations.

It is worth identifying the conditions which are conducive to the emergence
of social representations, since it provides a way of establishing the bounds within
which the representations model and hence the models of constructivist didactics
can reasonably be applied. Nevertheless, despite the apparent simplicity of the cri-
teria listed above, it has to be admitted that applying them requires profound
knowledge of the social field under study, as well as of the social sciences theory;
which should exclude any form of mechanical analysis of social representations.

The second problem is defining the field of the representation.® This consists
in determining, through analytical methods and techniques, the latent structure of
social representations, their core meaning.” These core meanings—made up of
cognitive, axiological, normative and attitudinal elements—are important because
they constitute the most stable aspects of representations (for example, the social
representation of human rights, in most societies, comprises among its central ele-
ments a perception of individual rights). It follows as a corollary that, when these
central elements are modified, the whole of the representation will also change
(Abric, in Guimelli, 1994, p. 83-84). Around these core meanings, there are the
so-called peripheral elements, more flexible, and hence less stable, which are more
a reflection of the results of interactions between individuals and which introduce
specific variations in the representation (Abric, 1994). As will be shown below, it
is in relation to this inner structuring of representations that social positioning
will take place. The third question, which has been studied in particular by the
Geneva functional school of representations, consists in identifying the organizing
principles and the social anchoring of the representation. The latter—made up
chiefly of norms and values—determines the positioning of individuals and
groups in relation to the object of representation and gives rise to variations
between individuals and between groups regarding the same social representation.
For instance, as we shall see further on, students with more salient cosmopolitan
value orientations have a tendency to stress the ethical or legal components of a
political system rather than its instrumental functioning norms.

PSYCHO-SOCIOLOGY AND CONSTRUCTIVIST DIDACTICS
Despite the interest taken by education in constructivist approaches, the rela-

tions between educationists and the psychology of social representations has
remained marginal, not to say accidental.® Of course, these relations have to be
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understood in terms of service. Education being, in principle, in a position of
demand, for over half a century now its attention has been almost exclusively
drawn to Piagetian genetic epistemology or to its theory of moral regulation.
The Piagetian models, apart from their undeniable heuristic value, quickly
became very popular, since they contributed useful criteria for the selection and
sequencing of the content of school teaching, and especially because they
appeared to be very convenient, at least in their simplified versions, since they
could be adapted by simple isomorphism to the step-by-step advance of formal
education. Furthermore, with their claim to universality, they provided a way of
avoiding the complications of a constructivism open to social considerations,
and requiring an approach to educational messages not only based on unvarying
operational genetics, but also related to socio-cultural attributes which appeared
more difficult to identify and the consideration of which, in any case, required
more specialized skills.

There are still two major obstacles to the advance of constructivist educa-
tional approaches. The first concerns the theory of social representations itself.
At the expense of possibly depriving prevalent practices of much of their heuris-
tic and instrumental sense, the theory of social representations should be able to
answer certain basic questions: do all social representations have the same
heuristic value? do they all offer the same potential for explaining the social
processes in which they arise? if not, which social representations matter in a
given area of reality, and why? I feel convinced that the study of social represen-
tations has reached a point in its development where—after giving rise to many
studies on a great variety of problems’—some sort of theoretical synthesis has to
be worked out, failing which the model will remain a basically methodological
and highly technical approach, but with a limited explanatory power. I am not
referring here to the already advanced theoretical and methodological develop-
ments which consider the notion of social representation as a theoretical-analytic
tool of the interface between the individual and society, but to an empirical theo-
ry of social representations. The cumulative knowledge of social representations
and hence the constructivist educational approach will not be able to evolve
without substantive theories having coherent heuristic prospects and universaliz-
ing predictive potential. It is a question of laying the bases for an intentional,
axiomatic cumulation of knowledge.” Fifty years on, Merton’s proposals (1949)
to sociology to devote itself to the development of intermediate-range theories,"
rather than to the search for all-embracing explanations, still remain valid in the
field of social representations. This is a complex matter, not only because of the
difficulty inherent in constructing any empirical theory, but also because, owing
to the very nature of social representations, verification requires a transdiscipli-
nary and cross-cultural approach.

The other obstacle relates to prevailing educational practice. It is a ques-
tion of overcoming the very dispersed research still associated with opening up
education to a renewed constructivist approach, in which learning processes are
studied through their social and representational as well as their epistemologi-
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cal-genetic properties. In fact, this problem highlights the absence of a didactic
model, which might integrate individual psychogenetic aspects with the socio-
genetic factors of learning; without an appropriate didactic model, there is no
possibility of implementing a true constructivist pedagogy.

Referring to the evidence contributed by the functional school of social
representations (Doise), the proposals of the Laboratoire d’epistemologie et de
didactique des sciences of the University of Geneva (Giordan), and to the first
relevant results of cross-cultural research on education and citizenship con-
ducted by UNESCO-IBE, we shall attempt first of all to draw up the structure
of a possible comprehensive teaching model, and then try to outline elements
for a theoretical summing up of representational knowledge concerning civic
and political life.

AN INTEGRATING DIDACTIC MODEL

In order to understand the development of learning processes at the individual
level, we have to be acquainted with the pre-existing cognitive and axiological
representational restructuring, which, in the form of values, norms and scenar-
ios, signpost the reasoning and knowledge of reality and help to define
individual and collective identities (Jodelet, 1989). Understanding the world—
which in the last resort is the crux of the hermeneutic problem—and eventually
changing it—which corresponds to the ‘raison d’étre’ of educational con-
structivism, consists not in splitting reality down into its constituent
informational elements, but in seizing its meaning within the framework of a
society and a culture, or even through cultures.

From this point of view, it would seem difficult to imagine an effective
education which would ignore the social regulations of the learning process. In
his account of the socio-cognitive dynamic, Doise proposes what is termed a
cumulative spiral causality approach with a clear heuristic potential: ‘At every
stage of his development, the individual may, thanks to specific skills, partici-
pate in relatively complex social interactions, which can give rise to new
individual skills, which can be improved again while participating in social
interactions’ (Doise, 1993).

Various interactions simply activate some very basic socio-cognitive regu-
lating mechanisms (in the form of categories, scripts, etc.). However, in
complex interactions, social representations or other higher-level modeling
structures—such as values and social norms—are mobilized. In such cases,
lower-level regulating mechanisms appear subordinate to a more complex net-
work of normative and functional meanings structuring the whole individual
reasoning. From this point of view, it may be said that, just as psycho-genetic
operational development is essential to reasoning, in a similar way social regu-
lations, and social representation in particular, are necessary in order to
organize that reasoning.
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The functional spiral causality approach to knowledge finds a structural
complement in the so-called ‘allosteric’ didactic model proposed by Giordan
(1987). This model follows the classic stimulus-mediations-responses plan and,
although it is incomplete, does provide a useful starting point to show the main
shortcomings of the current constructivist teaching models. In what follows, we
shall try to highlight the problems raised by the allosteric model, and to develop
a structure and a few trails which might allow the model to evolve further.

FIGURE 1. Mobilization of conceptions according to Giordan
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This model clearly identifies several cognitive components of representations—
semantic networks, referential cognitions, operational invariants, symbolic
objectivations—as well as factors which activate them and trigger intellectual
activity (see Figure 1). Some authors (Schaefer, in Giordan & Girault, 1996) have
criticized it for giving preference to semantic or logical cognitive elements, to the
detriment of associative cognitive elements, which surround representations with-
out apparent logic, and which are the result of the contemporaneity in the
subject’s experience of different kinds of phenomena, rather than the consequence
of the establishment of logical links between perceptions. The associative frame-
work provides the most individualized basis of a representation, in the sense that
it may be assumed that the conditions surrounding the perceptions of reality will
not plausibly be uniform for all individuals (Abric, in Guimelli, 1994, p. 75).
Revealing the associative framework of representations provides a basis for possi-
ble intervention in the perspective of clinical pedagogy.”

Another aspect which does not appear to be very explicit in the allosteric
model is the motivational dimension of representations. With a little goodwill,
one might assume that it underlies the notion of problem, which, according to
this model, covers ‘all more or less explicit questions which induce or bring
about the implementation of a conception [representation]’ (Giordan, 1987).
Even though problems appear to be considered by the model as external stimuli
to intellectual activity, given that perceptions of reality are not purely objective
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operations, it may be supposed that the perception of a situation as being prob-
lematic sets off intricate combinations, which involve environmental stimuli as
well as tendencies and attitudes which pre-exist in the individual.

The allosteric model, however, requires a more transparent approach to
intentional aspects associated with individual experiences in specific contexts. It
would seem essential to study intentional aspects—such as objectives, desires or
attitudes—organized within social representations in order to develop effective
individualized educational strategies, since the perception of the world’s signals
is influenced by the intentionality of action.”

Yet, the main shortcoming of the allosteric model, which in its defense it
may be said to share with all didactic models structured around individual psy-
chology, is its complete disregard for socio-cultural factors, which are
collectively shared aspects and the most stable of representations. The intelligi-
bility of social communication and, by definition, the successful achievement of
individual interaction strategies in social life, that is to say, their functional or
affective instrumentality, depend on them corresponding to the expectations of
others. And on this correspondence will in turn depend the sharing of cognitive
and axiological frameworks, which engender a culture’s characteristic thoughts,
perceptions and behaviours. This is the essence of the notion of habitus pro-
posed by Bourdieu (1965, p. 21-24) or that of a core or metasystem used in the
theory of social representations (see Guimelli, 1994, p. 17). Social action acti-
vates not only specific individual representations, but also socially based and
culturally marked sequences of generic representations.

Most of the current teaching models—including the allosteric model—refer
to the problems of the learning of scientific concepts according to an analytical
approach centred on individual properties (Giordan, 1987, Giordan & Girault,
1996). The fact that social representations are not even evoked by the models
explains why examinating the socio-cultural dimensions of learning remains a
matter of personal preference and competence.” These considerations raise the
need for a formalized model which could serve as a guide to constructivist edu-
cational practice. The following formulation (see Figure 2) follows closely the
one given by Giordan, while trying to fill in some of the gaps.

In the first place, the situations which are referred to in the allosteric model
as problems—the intellectual activators—are considered at the same time in our
revised proposal in more heuristic and more specific terms as situations of bio-
logical, psychological or sociological origin, perceived by the individual as states
of unease or anxiety, which activate representations and lead to interaction.

This revised model makes up for the most significant shortcoming of the
allosteric model, namely its neglect of the socio-cultural anchoring of representa-
tions. These determine social positioning, and the modeling of individual and
group actions, and—as we shall see further on in the study of representations
about civic and political life—their identification may be of essential heuristic and
didactic value, since some social anchors do seem to be universal in their scope. In
addition, it seems useful to highlight a further aspect whose understanding is
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FIGURE 2: The cognitive dynamic
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crucial in any constructivist didactic approach, namely the proposition in the
allosteric model for a framework of analysis, a kind of decoder of proximate real-
ity, which individuals weave on the basis of their experience at the time they
activate their representations (Giordan, 1995, p. 119).

In postulating this framework of analysis—which, if it is to act as a decoder
of reality, would have to consist of interaction schemes and socio-cultural mean-
ings—the original model assumes, in fact, that socio-cultural factors are
independent of representations. They are supposed to be activated by the latter.
And yet, the theory of social representations has clearly shown that the socio-cul-
tural principles which organize interaction (particularly norms and values) are not
external to but coextensive with representations (Flament, in Jodelet, 1989).

This exogenic conception of the cultural world is significant to the extent
that it implies important consequences for a constructivist didactic approach and
hence for any related educational practice. As Giordan points out, the contribu-
tions of the allosteric model are first and foremost pedagogical: the model shows
that only learners can learn and that they can do so only through their own men-
tal structures. Learning, however, may be facilitated by the provision of an
interactive set of parameters constituting a didactic environment, which can be
made available to learners (Giordan, 1995, p. 123). Probably as a result of its ori-
gin in the teaching of natural sciences, the didactic environment proposed by the
allosteric model says nothing, however, regarding the treatment of the socio-cul-
tural foundations of knowledge, especially social representations as well as norms
and values, as if they had no influence on the burgeoning of the scientific mind or
in the acquisition of scientific knowledge.

CONSTRUCTIVIST DIDACTICS OF SCIENCES AND GENERAL DIDACTICS

The shortcomings we have referred to are not the result of any oversight in the
construction of the model. They are rather related to more general problems. In
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fact, the underlying question is whether it may be assumed that scientific knowl-
edge is so specific that it would justify a special didactic approach. It is worth
looking into this question in a little more detail in order to try to identify the still
significant differences between psychological theories of knowledge and socio-
genetic theories. According to the former, there is a specific difference between
spontaneous knowledge, acquired in the course of regular social interaction, and
knowledge obtained through scientific research or conveyed by formal teaching.
Some authors even consider that these differences amount to complete opposi-
tion: they hold that common knowledge is implicit, incoherent. ambiguous and
emotion-laden, while scholastic knowledge is explicit, clearly defined, predictive,
intellectualized, etc. (Roqueplo, 1974; Claxton, 1991). To these differences, other
authors add the out-of-context and externalized nature of the cognitive contents
of formal education which, as a result of the didactic reconstruction which they
undergo, are only remotely related to the real contexts in which scientific commu-
nities have produced knowledge.” In the light of these arguments, they point out
that one has to bear in mind the specific nature of these forms of knowledge, if
one is to have a chance of understanding the difficulties that students can
encounter in the course of their school learning.

In social practice, however, spontaneous knowledge does not appear to be
quite so opposed to scientific knowledge. The former naturally produces instru-
mental relations between the phenomena of experience, which, even though they
cannot claim the same degree of universality or predictive power as scientific reg-
ularities, they constitute functional schemes as a guide to interaction. On the
other hand, internalized scientific knowledge is not as precise, universal and
intellectual as could be believed beforehand, but rather culturally filtered, sign-
posted, modulated and culturally anchored. Furthermore, a subject’s knowledge
in a practical situation will tend to integrate different elements of information
independently of the nature of the links (semantic or affective) which exist
between them. These links tend to be organized, or reorganized, within the
framework of the overall instrumental structure for a given subject, where the
reconstruction of knowledge might just as well seek affective satisfaction as
functional coherence. It would appear, therefore, that from the point of view of
the subject, this so-called difference between spontaneous knowledge and scien-
tific knowledge is not so much a matter of nature or form, but more simply of
origin.

In order to understand the meaning of this proposition, we have to look
more carefully at the notion of social representation, or more specifically at the
conditions in which social representations emerge, which we have referred to
above. A better understanding of the criteria underlying social representations can
shed light on the notions of scientific (or ‘expert’) knowledge and natural knowl-
edge, and on any differences between them, after which we would be in a better
position to tackle the actual didactic problems which arise.

It may be assumed that both the expert knowledge produced by the scientific
community and its didactic transposition (formal education), in which it appears
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detached from the locus and the ethos of discovery, can coexist with natural
knowledge, being integrated into the conceptual networks of learners in a differ-
ent way (Marti, 1996, p. 150). This hypothesis should, however, be specified in
two senses. In the first place, it is likely that well-trained experts may be able,
using scientific methods and to a certain extent, to isolate scientific knowledge
from other influences, including axiological and intentional elements in particu-
lar, especially if they can refer to a model regulating the meaning of the objects
examined (e.g. a formal scientific theory). In addition, it may plausibly be
assumed that such independence would be possible provided that the objects con-
sidered do not give rise to social representations, since the criteria for the
emergence of the latter would not be fulfilled; many scientific objects, outside
their specialized communities, would fall into this category.’® The didactic treat-
ment of these concepts could be simplified. Since they appear less socially
anchored, the concepts and images proposed by expert knowledge would proba-
bly not trigger, in general, any very deep cognitive reconstruction. For such
objects, as we shall see in more detail further on when we look at the analysis of
the social representations of civic and political life, provided that they arise in a
common ‘civilizational’ framework, where the main principles organizing percep-
tion are shared (such as, for instance, time and space), then simple external
regulations of knowledge (see Schaefer, in Giordan & Girault, 1996) would be
sufficient to trigger the desired learning.

On the other hand, in the case of the many scientific objects which give rise
to social representations, the approach would be somewhat different."” In this
case, expert knowledge would be structured within the framework of social repre-
sentations, and may even be reconstructed through the interplay of effects of
social positioning, axiological and intentional filtering and sign-posting, which
characterize social representations. If so, then it would hardly differ, at least as
far as common interactions are concerned, from spontaneous knowledge." The
treatment of representational scientific knowledge may thus need more complex
didactic approaches, such as those dealt with in this study and which are required
for the treatment of representational knowledge.

PEDAGOGICAL REGULATIONS AND SOCIAL REPRESENTATIONS

For a normal subject, any knowledge, whether spontaneous or scientific in origin,
provided that it carries dissonant meanings in relation to pre-existing cognitive
structures, will activate well-known mechanisms of functional reduction of the
cognitive dissonance (Festinguer, 1957; Doise, 1993, p. 99-118), leading to a
more or less stable cognitive restructuring. In this case, from a didactic point of
view, rather than paying too much attention to analytical differences between
knowledge of various origins, it would seem worth finding out more about how
individuals go about structuring knowledge in their interactions with society, for
the purpose of regulating the meanings which give a sense to these interactions.

In the typology of cognitive regulation mechanisms, to which we refer here
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freely, Linda Allal (1992) identifies four levels which operate according to
increasing degrees of depth. Firstly, at the level of the most explicit externaliza-
tion, there are the symbolic-instrumental armatures, such as written language,
iconography, diagrams, etc.; on a more subjective level, there are conscious lin-
guistic functions; deeper down, there are regulations which may be made explicit
(‘objectivated’) only on external solicitation, for instance, mental images; and
lastly, at the deepest level, there are the latent regulatory functions, which are not
accessible to the subject’s consciousness.

In current constructivist practice in formal education, regulations are nor-
mally confined to the first two levels. The traditional educational function is then
exercised through the formal structuring of scientific contents (Schaefer, in
Giordan, 1996, p. 38-51) or through linguistic regulations (reinforcing or inhibit-
ing information). Sometimes, the mental representations of students (level three)
are touched on and, generally speaking, are handled in the form of individual
images. More infrequently still, it is possible to have access to representations of
latent structures of meaning (the central themata, metasystems or cores of social
representations), which constitute the socio-psychological principles by which
knowledge is organized. Identifying the latter requires the use of methods
employed in analyzing latent structures, which are generally not accessible to con-
ventional school-teaching techniques. A knowledge of this latter level—which we
shall be considering further on in relation to the representations of citizenship—is
indispensable, however, from the point of view of constructivist pedagogy. It pro-
vides a way of understanding the common structures of knowledge which
constitute the basis of social consensus and of understanding the socio-cultural
anchors which model and epitomize social interactions, explaining the differences
of behaviour between individuals and between social groups.

We shall see that characterizing the latent structures of knowledge is a way of
identifying deeper social influences, beyond any simple analysis of school interactions.

Civic and political representations:
common structure and variations

What are the latent structures of civic and political knowledge? What is the socio-
genetics of the social representations of democratic political systems? The
empirical evidence used in attempting to answer these questions comes from
many experimental studies conducted by social psychology and, more particular-
ly, from a preliminary analysis of the data gathered for the cross-cultural study
What education for what citizenship?® This study, conducted by UNESCO:IBE, is
intended, amongst other things, as a means of exploring, in countries with differ-
ent socio-cultural and economic situations—which are essentially considered as
ruled by democratic regimes or moving towards democratic forms of government,
in accordance with certain criteria—the degree of coherence between the civic and
political socialization of school actors (students and teachers) and the operations
of a democratic regime founded on a rule of law based on the ideology of human
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rights. On that basis, it should be possible, from the point of view of a construc-
tivist pedagogy, to devise more relevant and effective educational actions.

If it appears acceptable to consider that democracy is not the result of an evolu-
tionary need of mankind, but a socio-historical construction related to a certain
ideology of political relationships, it should also be acceptable that the democrat-
ic system should not be constructed—by definition—on the basis of any practice
or any social aim. It is worth noting in this respect that similar functions may be
fulfilled by different socio-cultural elements (forms of knowledge, values, institu-
tions) and therefore that some elements of the democratic ethos can vary in
different societies. But, whatever the actual institutions and values typical of a
given situation, there are certain functioning conditions which pertain specifically
to democracy as a political regime and which should be fulfilled. According to
this understanding of democracy, as a functional system—in principle indepen-
dent of contextual specificities—the existence, and then the subsistence of the
system ‘presupposes the establishment of a constitutional framework, which
defines, on the one hand, the rights of citizens—human rights and liberties—and,
on the other hand, the accepted forms which political competition can assume in
accessing control of public authority. However, while it is clear that an appropri-
ate juridical framework provides the foundations of the democratic system, it is
contingent politics, daily political discussions and debates, which afford a historic
sense to laws and enable democracy to evolve and become consolidated’ (Albala-
Bertrand, 1992, p. 145). It is from this point of view that the study has tried to
highlight the twin objects (functional and legal) of the social representations of a
democratic system, as well as some widespread organizing principles and socio-
cultural anchors, which can explain differential inter-individual and inter-groups
positioning in relation to democracy.?

Apart from the question of identifying the object of representation, another
problem of the analysis consists in identifying the structure of the representational
field considered (i.e. the meaning of perceptions, beliefs and norms shared by
populations with respect to civic and political life).? It is in relation to this gener-
al structure that, at a second stage, the inter-individual or inter-group variations,
resulting from the socio-cultural rooting of representations, may be appreciated.
According to the Doise school, the latent structure of the field of representations,
the components of what is shared and their organization, may be revealed using
quantitative data-analysis techniques (Doise, 1992).

Within this perspective, we have carried out a principal components analy-
sis and a hierarchic cluster analysis, applied to a set of thirty-nine indicators
(questions), twenty-one of which concerned functioning norms of the democratic
system and eighteen others ethical-juridical norms, involving a great variety of
pragmatic situations concerning human rights (such as, ‘being imprisoned with-
out being able to defend oneself’ or ‘in a family, it is enough for the man to
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vote’). A first point of interest, which emerges from the hierarchic analysis
applied to the whole set of indicators, is the way the civic-political images of
respondents are structured, establishing a clear distinction between the political
and juridical normative orders referred to above. This distinction is important,
since (as we shall see when we analyze variations between individuals) it may
constitute a turning point between two different types of civic-political per-
sonality.

With regard to the first order, the representational structure of the political
regime, both the principal components analysis and the hierarchic cluster analysis
revealed four dimensions (accounting for about 50% of the dispersion). The first,
with high internal coherence (o = .71), refers to political functioning norms of the
system, those which define the actual nature of the system (universal political par-
ticipation, open and periodic political competition, universal access to power,
open organization of political interests, political control of the exercise of power,
submission of the political power to the law); the second dimension, also display-
ing a good internal coherence (o = .62), refers to the system’s technical
functioning norms, those which allow its preservation (non-violent settlement of
political conflict, political pluralism and equal rights for all citizens); the third
dimension (o = .44) refers to the protection of the rule of law by the political
power (compulsory compliance to the law, threat of constraint and punishment in
the event of a violation of the law); lastly, a fourth dimension relates to the use of
legitimate force to preserve the system (e.g. use of the State police). For all the cat-
egories of persons studied, aspects related to the system’s political and technical
functioning norms are considered more important than aspects relating to its pro-
tection; moreover, for all dimensions, the teachers took up clearer positions than
the students, perhaps due to the effect of the civic political role played by that
professional group in history, which has plausibly become one of the anchors of
their general civic political representations.

It is also worth noting the great degree of homogeneity by region in the field
of the representation of the political system (see Table 2). The three regions cov-
ered here (Africa, Latin America and Asia) show very close representational fields,
made up almost of the same dimensions; the first two (political norms and techni-
cal norms) are present in all regions with the same ranking of attitudinal intensity.
There is one interesting difference, however. The Latin American region is the only
one which does not recognize the use of legitimate force as a dimension of the field
of representation of the democratic political regime. It should be pointed out that
the countries included in the analyzed regional sample have rid themselves only
fairly recently of the oppression of dictatorial systems, or have not long ended a
long period of social violence. Thus, the field of representation seems to lag behind
the shift in political institutions. This persistence of old values rejecting the use of
public force,” which may be considered as an adapted orientation of civil society
faced with a system devoid of political legitimacy, would appear to be functionally
unsuited in a democratic context, where refusing to recognize legitimacy to law
enforcing could in theory lead the system to a political impasse.
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TABLE 2: Functioning norms of the political system

Region Number of dimensions of ~ Organizing principles of Explained variance
the field of representation  the field of representation by the factors
(factors/clusters) (decreasing ranking of (%)

attitudinal intensity)

1. Political functioning

norms
2. Technical

Africa 3 functioning norms 250

3. Protection of the

regime by legitimate

force
1. Political functioning

norms
2. Technical
Latin America 3 functioning norms 246
3. Protection of human
rights
1. Political functioning
norms
2. Technical
Asia 4 functioning norms 2353
3. Protection of human
rights

4. Protection of the
regime by legitimate
force

In relation to the ethical-juridical foundations of the system, which have
been appreciated through the perception of situations implying violations of
human rights,?* the same type of analysis as before identifies four organizing prin-
ciples for the representation of human rights (representing 48% of the variance):
individual rights, based on security (right to life, to safety, to defense, to the pro-
tection of childhood); social rights, based on equality (national, ethnic, racial,
gender equality); political rights, based on freedom of expression (political
expression and organization); lastly, the right to work. All of these clusters show
a high internal coherence (.50 < o < .88). Just as Doise was able to observe in his
own study (Guimelli, 1994), the pragmatic situations proposed in the
UNESCO:IBE project are clearly perceived by the populations studied (students
and teachers) as situations involving human rights. In this case, two structural
tendencies should also be noted: firstly, for all categories, individual and social
rights are considered to be more important than economic rights; secondly, the
levels of recognition that teachers associate with all of the above dimensions out-
class those of students, particularly for the dimension related to political rights. If
it seems acceptable to consider that the levels of information of teachers regarding
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human rights are, on average, higher than those of students, this trend corre-
sponds well with a statement of the theory of social representations which
declares that information is positively related to the complexity of the ‘space of
meaning’ covered by a representation (Moscovici, 1961).

The regional breakdown of the above analysis also shows a certain homo-
geneity of the representational field of ethical/juridical norms related to the
political system, although the interregional variation is more marked here than in
the case of the system’s functioning norms (see Table 3). The central core com-
mon to all regions, which in fact attracts the highest attitudinal intensity, relates
to individual rights. The right to life and to physical safety seems to be considered
everywhere by the studied population as the fundamental ethical or juridical stan-
dard to which all political systems should adhere. With different valuations, the
dimensions of political rights and economic rights are present in three of the four
regions considered, while social rights constitute a central dimension of the repre-
sentational field in only two regions (Africa and Asia). Generally speaking, it is
worth noting that both the dimensions and their positions in the representational
field tend to reflect the socio-cultural pattern and the political history of the
region concerned. In Africa and in Latin America, regions which have both
undergone political upheavals in the last decade, political rights appear to consti-
tute an indispensable ethical dimension of the democratic regime. In Asia and in
Africa, regions which are culturally and ethnically very mixed and are aware of
this fact, social rights, linked to equity, appear to be very important in the percep-
tion of the political system. Economic rights, on the other hand, are naturally
stressed in regions which have been recently involved in an economic dynamic
(Asia, Latin America and, to a lesser extent, the Arab States).

It is important to note that, in the latter category, it does not seem to be a
situation of objective economic deprivation which would explain the emergence
of the dimension of economic rights within the ethical/juridical representational
field. In fact, as we can see, not all the studied populations coming from regions
undergoing difficult economic conditions attach importance to economic rights.
The recognition of such rights at the level of ethical/juridical representations of
the political regime appear to be more associated with the existence of a signifi-
cant socio-economic dynamic, whereby economic rights become a stake for social
criticism (Moliner, 1996). This trend is to be seen in the light of the well-known
generalization of political sociology, which asserts that social criticism does not
arise principally from excluded or deprived social sectors, but rather from those
who feel that they are part of a social dynamic (Heunks, in Jennings et al., 1990).
Social criticism which implies adopting a position in relation to a social object,
such as economic rights and, a fortiori, endogenous socio-political change, would
therefore not be conceivable in the absence of social representations.**

Prospects, vol. XX VI, no. 4, December 1996




For a sociogenetic constructivist didactics of citizenship 723

TABLE 3: Ethical-juridical norms of the political system

Region Number of dimensions of ~ Organizing principles of Explained variance
the field of representation  the field of representation by the factors
(factors/clusters) (decreasing ranking of (%)

attitudinal intensity)

. Individual rights
. Social rights > 47
. Political rights

Africa 3

. Individual rights
Economic rights > 44
. Political rights

Arab States 3

. Individual rights
. Social rights 252
. Political rights

. Individual rights
. Economic rights 253
. Political rights

Asia 3

Latin America 3

WINPT W R W R W~

The last question to be considered in any analysis of social representations is
the identification of the socio-cultural anchors which regulate the condition under
which the representations are activated in specific social contexts. This aspect is
extremely important from a constructivist point of view, since it sheds light on
how certain social anchors® influence the positions of individuals or groups relat-
ed to certain representations, such as, for instance, the political system and the
rule of law. This should contribute to producing more effective didactic strategies.

ARE THERE INVARIANT SOCIOCULTURAL ANCHORS
OF CIVIC AND POLITICAL LIFE?

While it seems reasonable to accept that some values or paradigms are wide-
spread (Inglehart, 1990), it seems less easy to maintain that there are global
systems of cultural invariants, which would be equivalent to the operational
invariants of knowledge. It is, however, possible to identify functional anchors
which reappear regularly in a number of societies, and whose related normative
systems significantly affect the symbolic and factual behaviours of individuals and
groups.

Two sets of socio-cultural references appear to be widespread and should be
systematically explored in any study on civic and political representations, since
they appear to be the source of significant inter-individual and inter-group varia-
tions. Let us, first, consider the cardinal organizing principles, the themata? of
representational theory, which regulate the intelligibility of reality. These organiz-
ing principles mould the mental spaces of individuals in the same way as the
space-coordinates mould physical reality (Moscovici & Doise, 1994, p. 90). They
structure the perceptual field, such as social time, space and categorization. The
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second set contains anchors regulating social interactions and defining positioning
between individuals or social groups within the framework of specific societies,
such as relations with the environment, with others, with power and with the
social situation (see Table 4). The above-mentioned organizing principles and
anchors appear—according to the findings of the UNESCO:IBE study—to be
most influential in moulding the individual’s civic and political orientations.

TABLE 4. Socio-cultural organizing principles of representations in civic and political life'

* Cardinal principles (themata): social time, space and categorizations;
Nature ¢ Interactional anchors: relations with the environment, with others,with power
and with the social situation.

* The cardinal principles cover several societies over long periods, such as
Scope feudal, agro-pastoral or urban industrial societies;
* Interactional anchors concern specific societies and or groups.

* Great stability of cardinal principles, linked to the dynamic of change (slow
Stability progress and rapid breaks) of paradigms of interpreting reality; little
over time sensitivity to intentional changes (education);
* Lower stability of interactional anchors, sensitive to intentional institutional
and cultural changes (education, political restructuring).

* Cardinal principles: operate as reference frameworks for decoding reality
which influence all social behaviours of a given civilization; great potential for
predicting social positionings;

Functions » Interactional anchors operate as cultural earmarks and filters, influencing
differences between individuals and between groups; strong potential for
predicting individual and collective positionings, but in limited social spaces.

* Diagnosis important for understanding individual and collective orientations,
Didactical positionings and behaviours in civic and political life;
interest » Development of more effective educational strategies, taking account of socio-
cultural anchors.

Notes:

1. Infact, it may plausibly be assumed that the influence of these organizing principles is not
restricted to civic and political life, but that they influence other learning processes where
social representations appear.

2. Khun, 1970.

CARDINAL ORGANIZING PRINCIPLES
The social representation of time

The representation of time is a general orientation which has a key influence on
the structuring of the personality and hence on the understanding of reality and
the organization of social action.”® A culture has its own particular conception of
time; pre-modern cultures had (or have) a cyclical, concrete conception, which
appears affectively connected to the characteristics of the social and natural envi-
ronment. Time was either good or bad, favourable or fatal. There was a time for
religion, a time for rejoicing, a time for work. In its conception of time, the
mythological conscience appears related, on the one hand, to natural forces and
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cycles, and on the other, through its rituals, to the mythical past which has to be
reproduced. Time appears as a link between human generations, which follow
each other recurrently, like the seasons (Gurevich, 1976). This awareness of time,
without the notion of irreversibility, does not provide a clear distinction between
past, present and future, nor any long-term forecasts. The detachment of the con-
cept of time from its circumstantial roots and its nature as an abstract (‘pure
duration’), sequential, divisible and irreversible notion is a product of modernity.
It is this representation of time which lies at the basis of rational thought (and,
more specifically, scientific thought), and which allows general causality links to
be established between phenomena, and then the forecasting of future events.
This representation also leads to the time of teleological 1ogic (related to the pro-
jected transforming of reality), which allows for the planning of political will and
the use of different socio-economic resources in the pursuit of non-existent states.
This may only be imagined if one possesses a notion of the future and that of a
‘compressed’ present, seen as a point continually sliding towards the future. The
perception of sequential time implies an opening towards the uncertain, which
relates well to the acceptance of change, that is, to strategic change of the status
quo. The value attached to social change—which is imaginable in the context of a
consciousness of a sequential and open time—appears as a central functioning
condition of democratic systems, where social change is institutionalized through
political competition.

The UNESCO:IBE study shows that there are significant links between, on
the one hand, the value attached to strategic social change and the will to inno-
vate, and, on the other, an awareness of the functioning norms of the democratic
system (.11).%

Of course, both the representation of time and openness to change are very
complex phenomena, which are not directly accessible or modifiable. This makes
it all the more necessary to identify them, in order to help in assessing the socio-
cultural obstacles which may be hampering civic and political modernity.

The representation of civic and political space

The UNESCO:IBE cross-cultural study has explored this question through the
notion of cosmopolitanism, as a value which defines the extent of socio-political
space intelligible for individuals. Cosmopolitanism has been assessed using a cos-
mopolitan openness index, ranging among the poles of cosmopolitanism and
‘localism’, and which is constructed on the basis of thirteen items concerning vari-
ous aspects of the political domain, all showing a high internal coherence rating
(o= .82).

Preliminary results show that the cosmopolitan value is significantly related
to conceptions of civil and political life which are different from those associated
with a more ‘localist’ view of the social environment. The most striking aspects
are the individual’s type of integration in civic and political life. In this connec-
tion, it appears that the more intensive is the cosmopolitan orientation, the more
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acute seems to be the perception of ethical and normative aspects which underlie
civic and political life, especially the perception of individual rights (.10) and
social rights (.12), and the greater the opening towards cultural differences (.12).
On the other hand, orientations to local problems are more likely to be associated
with the perception of the main functioning aspects of the democratic political
regime, particularly the system’s political norms (.27) and technical norms (.28).
The latter also show a better perception of equity as a redistributive social norm
(.12) and a more marked tendency towards the representation of economic prac-
tice, more centred on social service than on profit.

Apart from the cosmopolitan or ‘localist’ positionings which define different
perceptions of the civic and political domain, referred to above, it appears that
subjects with a cosmopolitan orientation are more prepared to engage in civic
life—for instance, in social movements in favour of the rights of minorities or the
protection of the environment (.19)—and that those who have a ‘localist’ outlook
are more inclined to a political commitment, for instance as militants in political
parties (.14).

The cosmopolitan orientation seems to evolve with aspects of civic and
political life which no doubt appear important for the building of citizenship,
although it is conceivable that orientations which are too exclusively based on
civic morals, underestimating political interest and commitment, would hardly
constitute a solid, nor indeed effective, foundation for a practice of democratic
citizenship, ensuring long-lasting preservation of the regime.

Identifying value orientations that lead to different perceptions of the civic
and political space among young people is undeniably valuable as a way of
understanding their behaviour. Further analyses in the framework of the
UNESCO:IBE study should shed more light on this question and should highlight
the structural and educational factors which appear to be more associated with
the origin of these different approaches to civic and political life.

Categorization of the social space

The theory of anticipatory socialization (Merton, 1949, chapter VIII) has shown
that the subjective identification of an individual in the framework of a given
stratification structure—more than the individual’s objective position—is one of
the most influential factors in modeling a person’s aspirations and expectations.
The representation of one’s own social position fulfils a basic function in terms of
perceiving the social space; by classifying oneself, one classifies others. Bourdieu
preferred to put it the other way around, but what we need to note at this point is
that classification (whether of oneself or of others), which at an early age tends to
reproduce family referents, is a good predictor of future civic and political orien-
tations, opinions and behaviours. The representation of individual places in the
framework of a stratification system may be exercised through feelings of proxim-
ity towards social and socio-professional groups which are differently positioned
in relation to power.
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Social classification generally introduces sharper resemblances within groups
and differences between groups. But classifications are arrived at on the basis of
multiple criteria, and individuals are rarely classified uniformly according to all
these criteria. In practice, classifications are crossed, so that the same individuals
will belong to different categories according to some criteria and to the same cate-
gory according to others. This means that under certain conditions the
cross-combinations between categories tend to offset differential effects (Doise,
1993).

Identifying the classifications which are present in the social representations
of individuals may thus be useful when implementing constructivist educational
strategies aimed at the civic and political socialization of young people. Some
conventional constructivist analyses concerning multicultural problems, following
the well-known Piagetian approach (Piaget, 1948, p. 404-11),” have concluded
that it is worth integrating students (of different ethnic or cultural origins) in joint
activities, thus providing an organic basis for co-operation. It is excepted that this
will help to reduce antagonistic perceptions between groups through better mutu-
al acquaintance and by highlighting functional interdependence (Guruvadoo, in
Gagliardi, 1996). In fact, such an approach would not necessarily appear to be
effective. The UNESCO:IBE study is suggestive in this respect, showing that there
1s a very strong negative association between the multi-ethnic composition of a
school’s population and attitudes of civic tolerance displayed by the students
(.63); the multi-ethnic characteristic also appears to be associated with low partic-
ipation by students in group activities in school, such as participation in student
councils, in the preparation of certain aspects of curricula, in school charity activ-
ities or joint activities between the school and the community, or implying
interaction with external actors, etc. (.19). It would seem that representations of
ethnic rivalry, which pre-existed the school, tend to prevent attitudes of respect
and tolerance emerging among students, and hamper the implementation of joint
activities within the universal framework of the school. On the other hand, the
same students become involved in civic life outside school (.22). It is likely that
these are activities originating in their own ethnic communities.

The ‘doing-together’ educational approach would, in fact, only be effective if
certain didactic conditions were met. The first would be a suitable diagnosis of
cross-classifications made by the ethnic or cultural groups involved, serving to
highlight common nodes and breaking points in their representations related to
power. Political science studies have clearly shown that stable societies, with a
basis of political and cultural tolerance, are those where the categorization of
individuals in relation to power is far removed from underlying social divisions
(economic, linguistic, ethnic, religious, etc.) (Lipset, 1960, chapter 1). So long as
the educational solutions considered have not taken this basic fact into account,
they are likely to have little impact, since it seems unlikely that one would ever
learn to tolerate or accept differences in another, in the long term and without
any strong coercion, if our own hardship and our own oppression depend on
those differences.
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According to several recent studies, the basic reasons for modern conflicts
are not so much economic or political as cultural. By isomorphism, it is consid-
ered that such conflicts should be treated with cultural remedies, so that there has
been a plethora of educational programmes tackling these problems according to
naive negative-homology, opposing, for instance, tolerance values to xenophobia
or racism, mutual understanding values to aggressive or violent behaviours, or
charitable orientations to poverty. While, generally speaking, it would not seem
wrong to say that conflicts have cultural origins (in fact, any social interaction is
cultural), it appears less certain that they should be appraised and handled
according to their semblance. None of the major conflicts occurring at the end of
this century appear to be independent of the power struggle, despite the apparent
classifications invoked.”

The other conditions, of a methodological nature, assume that the chosen
educational activities generate socio-cognitive conflicts among the students, which
will not be swiftly regulated (squashed) by teachers motivated by intuitive
approaches favouring relational understanding.” The constructivist approach
may thus effectively complement conventional educational strategies, enabling
them to reach their desired objectives with more plausibility.

Another very important field of social interaction, where a knowledge of
classifications may favour the development of more effective educational strate-
gies for the civic and political socialization of youngsters, is the attribution of
personal responsibilities. Since the work of Heider (1958) on attribution, many
studies have shown the existence of a social norm known as the ‘internality norm’
in the attribution of responsibilities (Dubois, 1987).

In very simplified terms, this means that the desirable behaviours of members
of a group (e.g. respect for the law, politeness, etc.) are attributed to endogernous
(motivational) causes, while undesirable behaviours (e.g. unlawful behaviour,
racism, aggression, etc.) are attributed to causes exogenous to the group, i.e. to
factors over which the individuals have no control. Generally speaking, the inter-
nality norm encourages individuals to attribute desirable behaviours to
endogenous causes when the actor is a member of their in-group and to exogenous
causes when the actor involved belongs to an out-group. These attributions are
reversed in the case of undesirable behaviours (Taylor & Jaggi, 1974). Moreover,
independently of any material rationale, the social representations which regulate
attributions tend to give higher recognition to endogenous explanations, which
highlight the ‘good nature’ of individuals.” In conclusion, by attributing the ‘good
behaviour’ by members of the in-group to their ‘good will’, and good behaviour by
members of the out-group to, let us say, ‘chance’, the internality norm implies a
minus-classification concerning the values of other groups, which may give rise to
feelings which can range from the pride of belonging to a group (e.g. national
pride) to racism. Generally speaking, the categories considered as inferior would
not be recognized as being able to manage themselves or to manage their own
destiny. It is well known that this type of argument has been, and still is, fre-
quently invoked to justify the most revolting forms of social disdain and
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xenophobia. A study conducted by Doise (1996) would seem to confirm the func-
tioning of the internality norm in the perception of human rights. The violations of
such rights tend to be played down (treated as simple trivial events) if they are
committed by a member of the in-group (e.g. in one’s own country) and to be
empbhasized in other cases. The perception of human rights would therefore be eth-
nocentric. ‘

If the attribution of responsibilities did not vary with the locus, that is, if the
positive effects of behaviour were invariably attributed to the in-group, any
change induced in the attribution process could only result from a change in the
whole system of classifications which differentiate social groups. In such a case,
there would be little point in looking any further for didactic purposes because
change would lie outside the scope of the school. The attributive process, howev-
er, appears to be very sensitive to positions (classifications) of relative power
between categories within a given society.** In this connection, the internality
norm appears to comply with the following rule: ‘the more distant the power
positions appear between two groups or categories, the more there is a tendency
in the dominant group to attribute success in the dominated categories to external
causes’.” This hypthesis indicates a way to increase the efficacy of constructivist
educational interventions in relation to power perceptions.

The UNESCO:IBE study shows that the classification of oneself as being ‘on
the side of power’* appears systematically (in all the societies studied) to be asso-
ciated with more significant feelings about one’s own political efficacy (or of one’s
own significance as a citizen) (.20), of a more assertive political independence
(.10)—which provides the best guarantee against autocratic temptation among
the rulers—and, lastly, to frequent civic commitments (.11).

Establishing a diagnosis of social representations of classifications in relation
to power and prestige made by national, cultural, ethnic or political groups, espe-
cially in multicultural societies, can help in the development of educational
strategies specifically contributing to reduce the effect of asymmetrical classifica-
tions in school. Any educational effort to build the civic and political character of
young people should pay particular attention to classificatory representations as a
means of strengthening the desired social goals.

ANCHORS RELATED TO SOCIAL INTERACTIONS?*’
The functional relation with the environment: the rationality complex

We had occasion earlier to note the importance of attributive orientations, which
define categorizations such as ingroup, outgroup, rich, poor, powerful, weak, etc.,
in the way the individual’s or group’s social landscape is built up. Together with
their attributive orientations, individuals define their relationship with the social
and physical environment according to the possibility of using the latter for vari-
ous purposes; this is a form of instrumental orientation.*® One of the most
elaborate forms this orientation can take is the ‘rational thinking’ which provides
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the basis for scientific and technical thinking, as well as the teleological ideologies
of economic and political development related to modernity.

What should be stressed here is the fact that the rationalist normative com-
ponent of social representations offers specific modes of decoding interaction
signals which are fairly coherent with the cultural ethos of the ‘open’ forms of
social organization. There is no need to subscribe to the evolutionist approach of
Habermas (1979) in order to consider that rational thinking seems to be the only
kind leading one to universalizing statements based on arguments accessible to
reason. The traditional forms of thinking, which organize social activity around
inviolable codes and principles which are not accessible to reasoning, can only
reproduce specific or ‘culturocentric’ perceptions of the world.

We would not like, however, to give the false impression that political prac-
tice in a democracy could be equated with scientific behaviour, where the line of
thinking is soundly established and open to assessment by all. Notwithstanding, it
is also true that democratic consensus is not established on the basis of sacred
principles or on power alone. Even majority political decisions tend in general to
be rationally argued, highlighting their instrumental potential for solving this or
that problem. And this is not just a trick to legitimize those who hold power, but
a condition of social control. The ideological support of democracy (in the sense
of a conception of political organization for which it is worth sacrificing oneself)
constitutes an important aspect in its continuity, but it is not the only one. It
would be difficult to obtain broad civic support for measures which often entail
sacrifices if they did not appear in some degree convincing, especially in cases
where societies appear culturally (ethnically, religiously and linguistically) frac-
tured.

These considerations are particularly important from the point of view of a
constructivist education for citizenship, since rationality is just as necessary for
developing a political line of argument as for understanding it, starting with the
argument that it itself underpins democracy.

We shall see, on the basis of the results of the aforementioned UNESCO:IBE
study, how the rationalist orientation is related to the complex of the civic and
political life in democratic systems. Rationalist orientations* predominate among
school actors, even though, as might be expected, they are more marked among
teachers (73%) who have received more advanced instrumental training than stu-
dents (64%). These positions coincide among the latter with a better perception of
the political functioning norms of the democratic system (.12), and with a more
precise awareness of human rights (.16), in their individual (.11), political (.12)
and social (.14) dimensions. Intentional aspects favourable to pluralist democratic
life also appear to be related to rationalist orientations, especially attitudes favour-
ing political participation open to all (.13) and an opening to cultural diversity
(.10). Lastly, there is a link with the orientations underlying the spirit of enterprise,
including openness to technical change and to the exploration of new situations
(.9). Among teachers, the civic and political concomitants of rationality are even
more marked than among students. Among the more striking aspects, we might
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mention a feeling of transnational solidarity (.19), a better perception of functional
aspects (.14), institutional aspects (.23) and the normative aspects (human rights)
of political democracy (.17). As far as the teacher’s working role is concerned, the
rationalists see it more as a professional activity (.16), than a type of civil service.

Relations with others: the complex of social solidarity

Several socio-political ideologies, ranging from Marxism to the Rawlesian
approach to justice, assume that the State, apart from its role of ensuring equality
before the law for all citizens, should also guarantee equality of opportunities for
all. The State should therefore not only be the warrant of a formal juridical
democracy, but should institutionalize social solidarity by redistributing collective
wealth. While it is true that in most democratic societies social solidarity is essen-
tially a public problem, States by no means all accept such a responsibility or
prefer, as is currently the tendency, to transfer their traditional function as an
economic regulator to civil society. In this sort of situation, solidarity is no longer
merely a governmental problem, but also a civic problem, and there would
appear to be a need for a civic ethos which can integrate new self-regulating stan-
dards supporting equitable interactions in economic and political practice.

The UNESCO:IBE study has attempted to measure social solidarity as a
value by means of an index which assesses reactions to different situations of
social distress regarding access to education, to health and to work.* Among stu-
dents, this value varies alongside a feeling of political efficacy (.21), which seems
fairly coherent, since it seems conceivable that every individual would like his
expression of solidarity to be useful. Social solidarity also extends to a feeling of
cosmopolitan solidarity, that is, associating oneself with situations of distress in
other countries (.18), and with an attitude to civic tolerance (.17) and cultural tol-
erance (.12), as well as a will to be actively involved in civic (.12) and school (.13)
life. The stronger the expression of social solidarity is among students, the
stronger is their awareness of the conditions of the political and technical func-
tioning of the democratic system (.26) and human rights (.24). Solidarity is
expressed not only in the civic and political field, but also appears associated with
a better perception of the social purposes of economic activity, e.g. trade as a
function of public service (.22) and the protection of human and natural
resources, required by sustainable development (.13). Lastly, it is interesting to
note that the most marked expression of solidarity appears associated with a pref-
erence for interaction, in the civic field, with peer-age groups (.13). The context
for teachers is roughly the same, although in general the associations between the
phenomena studied appear even more marked.

The diagnosis of social representations regulating this aspect of social inter-
action appears to play an important role in defining the civic and political
character of young people and should therefore be looked at very carefully in the
preparation of educational strategies for citizenship building.
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Relationship with the situation: the materialism/post-materialism complex

Inglehart’s work has shown that some cultural traits (for instance, religiosity and
large families or rationalism and secularity, amongst others) tend to evolve
together (Inglehart, 1995). He has also shown that the basic criterion of aggluti-
nation and differentiation of cultural traits was a complex representation of
reality, which, in its polar manifestations, he called materialism/post-materialism.
In Inglehart’s approach, the terms of this representation reflect ‘the tip of the ice-
berg’ of a cultural transition from the modernist decoding paradigm of
reality—roughly speaking, the one based on an instrumental and voluntaristic
logic—and a rising paradigm, especially in evolved industrial societies, namely
post-modernism, revolving around expressive values and giving rise to a new
form of ‘sensitive reasoning’ (Maffesoli, 1996), suited to a society where econom-
ic, cultural, political and occupational links (those of Durkheimian organic
solidarity) no longer function as a factor of lasting unity.

There is no need at this juncture to discuss the evolutionary sense which may
sometimes be attached to these conceptions. It is enough to take account of the
fact that the orientation of materialism/post-materialism is a very good predictor
of a series of cultural traits, and that those situated at either extreme behave dif-
ferently in their economic, civic and political interactions.

The cultural anchors of materialist orientations to social reality are located
around the values of economic and physical security. Several studies show that
these values tend to be associated with situations of shortage, economic decline or
instability (Inglehart, in Jennings et al., 1990), which generally characterize insuf-
ficiently developed societies. For their part, the axiological anchors of
post-materialism favour sociability, community sense, environmental quality and
a down-valuing of work as a productive activity (Flament, in Abric, 1996). Post-
materialist orientations are expected to arise in situations characterized by long
periods of prosperity, such as those experienced since the Second World War in
industrialized countries.

It should not, however, be understood that there is a direct, mechanical link
between economic level and the development of materialistic or post-materialistic
values. What is at stake is not so much the objective situation as the perception of
the situation by individuals, which will depend very much on the socializing expe-
rience of each. However, on the other hand, in spite of this apparent
particularism, it may be expected—for reasons of functional coherence—that, on
average, perceptions of the situation will tend to agree with their objective reality,
and therefore that, on average, the dominant orientations in a given society—
whether materialistic or post-materialistic—will tend to correspond to its
development dynamics.*

Some studies conducted in particular in Western countries have shown that
a cultural shift has been occurring among generations in favour of post-material-
istic values, accompanied by a more active and more informed political
participation among individuals sharing these values (Inglehart, 1981; Baker et
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al., 1981). This is obviously a fundamental issue for any constructivist pedagogi-
cal approach to citizenship.

The UNESCO:IBE study confirmed these conclusions in the selected sample
of students and teachers, contributing with some significant new elements. In the
first place, it may be noted that the post-materialistic orientation predominates in
the school environment. The proportion of students displaying this orientation
(53%) is significantly greater than that found among teachers (47%). Both of
these groups, however, show much higher post-materialistic orientations than stu-
dents’ parents (29%). This fact, which has already been mentioned in other
studies (Inglehart, in Jennings et al., 1990, p. 71), partly reflects the specific char-
acter of the actors involved in secondary schooling (students and teachers), in the
sense that they represent a relatively prosperous and economically stable section
of the overall population. The difference between students and teachers, in the
absence of continuous data, may at first sight be attributed to the normal circum-
stances of life, in so far as young people are less concerned with questions of
material or physical security than their elders.

The students who display the most marked post-materialistic orientations
are also those who adopt the most tolerant attitudes towards cultural differences
(.10) and who seem to be the best informed about human rights, especially eco-
nomic rights (.11). They are also the ones who trust political authorities the least
(.15). Since, at least partly, the development of the civic and political character
of young people is the result of a confrontation between the representations of
learners and teachers in the course of the educational interaction, it would also
seem to be important to identify the civic and political orientations which, among
the latter, coexist with their post-materialistic positions. Among teachers, this ori-
entation is associated with an attitude of civic tolerance (.13*), political
commitment (.15*), and a distinct perception of the political functioning norms
of democratic regimes (.14*), specifically the need to control the government (.22)
and even the use of various legal means of protest (.18).

Representations are slowly woven during adolescence and the early years of
adulthood (Jennings & Niemi, 1981, p. 48-76); in so far as they might vary later
on, it will not be with the same flexibility. From an educational point of view, it is
therefore important to identify the educational processes which can best con-
tribute to the development of post-materialistic values in young learners. The
construction of a materialistic or post-materialistic orientation is not the result of
an intentional plan, but of social experience. It is not so surprising, then, that
exposure to a curriculum with civic connotations does not appear to be associat-
ed with the emergence of any particular orientation in the sense studied. On the
other hand, some aspects of educational processes, concerning both teaching
methods and the structure of relations within the school, which favour or
strengthen broader social interactions, coexist systematically with post-materialis-
tic orientations: examples are the use of active teaching methods (.35%*) or the
openness of teachers to student participation in all activities of educational life
(.12%).

Prospects, vol. XX VI, no. 4, December 1996



734 Luis Albala-Bertrand

Relationship with power: the complex of political autonomy

All societies define relations between individuals and civil society on the one hand
and political power on the other. The nature of these relations determines the
nature of the political regime, which can be more or less open or authoritarian.
The democratic regime is characterized by a set of operating norms which are spe-
cific to that system and which define the nature of relations between citizens and
authorities. The universal participation of individual and collective actors, univer-
sal access to power, open organization of political interests, open and periodic
political competition, political, judicial and civic regulation concerning the exer-
cise of power, and the peaceful settlement of political conflicts are all operating
requirements of democratic systems, independently of the institutional and techni-
cal forms they may assume in any given society. Certain values are also associated
with these norms and are part of the social representations of the regime, includ-
ing, for instance, those which favour transactional solutions or autonomy in
relation to power.

Piaget (1948) and Kolberg (1972) consider personal psychological autono-
my as a necessary outcome of an individual’s psycho-genetic development. They
believe, roughly, that an individual can only progress from an originally egocen-
tric disposition to one of social openness and commitment by acquiring a degree
of autonomy with regard to external authority, represented in this case by the
personalities controlling power in the child’s perceptual landscape, such as par-
ents and teachers. The significance of political autonomy is essentially the same,
although in this case there is no doubt that the terms beteronomy or autonomy
do not belong to any sort of genetic dynamic.

The control of oneself or of another person, or the control over a political
entity require a psychological, normative or institutional distancing in relation to
the object of that control. In democracy, political control is exercised through a
series of positive norms and institutions (through elections, parliamentary
debates, judicial proceedings or periodic reports), which regulate the exercise of
power. However, as may be seen in the social and political history of everyday
events, the existence of institutional autonomy is not sufficient in itself to guaran-
tee effective control over power. Formal political control and, a fortiori, a less
well-established civic control will not be so effective if, while in contact with these
institutions, people do not have autonomous orientations in relation to power; an
orientation of dependence towards political power—as we have seen clearly in
this century—can annul the effect of formally perfect constitutional charters.

The UNESCO:IBE survey attempted to detect the autonomist orientation
using a Guttmann-type scale (‘scalability’ coefficient = .75), concerning different
types of political and civic means which individuals are prepared to use in order
to control power (the scale takes account of voting, demonstrations, use of the
press, strikes, etc.). The autonomist orientation (as might be expected) predomi-
nates in the very selective environment of secondary schooling, both among
teachers (69%) and students (55%). It is interesting to note, however, that among
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parents, who are closer to the remainder of the population, those with an inde-
pendent orientation are a minority (49%). This specific school tendency is, in this
case, of undeniable interest, since in a majority of countries the political class and
the civil service are still recruited from the ranks of secondary schools.

From the constructivist point of view, with which we are concerned, it is
worth noting the variations that appear in the social representations of civic and
political life in association with the autonomist orientation, since they might pro-
vide a way of forecasting those representations. Among students, the value of
autonomy in relation to power is associated with a clearer perception of the polit-
ical functioning norms of the democratic system (.16), and of political rights (.13).
In the context of civic and political attitudes, autonomy goes together with cos-
mopolitan openness (.10), the perception of equity as a redistributive norm (.9 ),
and greater openness in relation to cultural differences (.13 ).

The political autonomist orientation in teachers is clearly associated with a
feeling of personal political efficacy (.16*) and, as in the case of students, with a
perception of the political functioning norms of the democratic regime (.14) and
cosmopolitan political openness (.10). The autonomist orientation also appears
among teachers related to a post-materialistic outlook (.18), which in turn coin-
cides with high levels of political commitment (.12%).

Some factors involved in the development of an autonomist value among
students, appear to be the existence of a school climate which favours equitable
relations between the different school actors (.9), and especially the existence of
marked political involvement among parents (.17). In the case of both students
(.9) and teachers (.12*), it appears that more intensive exposure to the civic and
political programmes disseminated by the media is associated with higher levels
of political autonomy. It is also worth noting that students’ autonomy is clearly
associated with a preference for civic and political interactions with persons of
the same generation, their peers (.16), rather than parents or teachers. This would
tend to confirm the hypothesis that autonomy as a value is expressed coherently
in a wide range of situations implying asymmetrical relationships.

Outlook for the near future

As we have just seen, it seems clear that the study of the organizing principles and
interactional anchors associated with the social representations of civic and politi-
cal life makes a useful contribution to a constructivist didactic approach to
citizenship education. In this connection, it may be worth noting that a rationalized
citizenship education strategy may deal with a wide range of the representational,
axiological, attitudinal and behavioural outcomes expected, concentrating on the
above few elements, with a consequent gain in coherence and profundity.

With a broader scope, it would equally be useful to study to what extent the
above elements can also play a significant role in the didactics of science. Several
cultural principles, which operate as general organizing principles, including in
particular the social perception of time and space and the complexes of rationali-
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ty and materialism/post-materialism, appear to have an influence on very different
processes of knowledge, and should provide a basis for a general constructivist
didactics of the representational knowledge.

More specifically, there are three tasks which need further development. The
first consists in developing and formalizing the broader constructivist didactic
model, resulting from the integration of the notion of social representation, for
which we have only outlined the main problems. The second consists in testing
the differentiating and predictive power of the socio-cultural anchors proposed in
areas of social reality outside civic and political life. These tasks would require
interdisciplinary co-operation between social psychology, sociology, didactics and
other disciplines dealing with learning and knowledge. Research would need to be
co-ordinated between different laboratories, which is no easy task in itself.?

The third task consists in developing a real constructivist approach to educa-
tion, that is to say, in integrating constructivist didactics in a teaching/learning
educational approach which coherently incorporates the different aspects of edu-
cational practice: the development of curricula taking account of the analysis of
social representations; the training of teachers in teaching methods allowing for
the appropriate use of representations; and especially the training of educational
researchers to prepare the raw materials of the constructivist approach, namely
the tools required to diagnose, analyze and interpret the profiles of personal rep-
resentations and maps of social representations.* The constructivist approach
does not consist only in using summarily identified representations to motivate a
class, but rather as a basis for an understanding of the deeper tendencies which
shape the cognitive processes and social interactions of learners. Of course, this
activity cannot be carried out approximatively (see Table §). This is true as
regards the methodological design of diagnosis tools, but even more so for the
analysis of results. As Gardner has stated, with reason (quoted by Doise, 1987,
p. 14) with regard to social categorization, which applies also to social represen-
tations, ‘it is impossible to study social classifications without a theory of
categorization, without a profound knowledge of the field categorized, or without
an understanding of the philosophical problems raised by the construction of a
category’. From this point of view, the teachers need to be offered special train-
ing, not in order to take over from researchers, which they cannot do, but in
order to learn to interact with the scientific community and to use the consider-
able resources which science has to offer.

The functions of a socio-genetic
constructivist pedagogy

We would like to conclude this article by highlighting some latent functions (not
immediately apparent) of the constructivist educational approach, since there is a
possibility that it might not suit all socio-political contexts.

In the first place, the constructivist approach gives the teacher a new role. By
allowing the teacher access to a knowledge of the ‘profiles’ of the social represen-
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TABLE 5: Constructivist practice in education

Characteristics

Prevailing practice

Emerging practice

Didactic objective

o Identification of
spontaneous images
within groups of students
associated with selected
teaching/learning
concepts and topics.

* Identification of personal
profiles and mapping
of collective structures
of meaning which model
learning and behaviour in
a particular field of social life.

Educational objective

Motivating class dynamics
by obtaining students’
images of specific
concepts; and the
utilization of images as
tools for identifying some
gaps and distortions in
learning,

Improving the relevance
and effectiveness of
pedagogical practice

in order to encourage

the development of

an autonomist

personality in the learner.
Motivational and teaching/
learning guiding functions.

Instrumental preconditions

Basic knowledge of
techniques for identifying
students’ images.

Availability of human
resources with theoretical
and methodological skills for
analyzing social
representations and the field
under study

Interpretation value

Empirical and
circumstantial
interpretation of mental
contents, on the basis of
clinical interviews or
surveys of small groups,
without formal validation
of the information or
control of the risk of error
in conclusions.

Localist outlook at the
institutional and

Interpretation oriented
by the theory of social
representations, making
use of scientific research
methods.

Outlook oriented towards
the production of

universalizing knowledge;
frequent comparative and

geographical level. cross-cultural studies.
* Precarious and easily * Scientific methodology
transferable implying the use of
Transferability methodology. regular procedures, which are
reproducible and open to the
evaluation of all; more
difficult to apply.
¢ Adaptable to any ¢ Cannot prosper fully
Adaptability socio-political context. outside open and rational

communication.
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tations of every student, it allows him/her to act better as a facilitator in the
development of personal aptitudes and sensitivities. The teacher can attenuate the
uniformizing pressures of the education system, which, owing to its regulatory
ideology, does not really consider processes of individualization. On the other
hand, since the scientific basis of constructivist educational practice requires an
ethos and a normative framework, which are quite different from those associat-
ed with political and administrative logic, it strengthens a professional conception
of the teacher’s role. In a constructivist context, this means that the teacher aban-
dons histher traditional role as the medium of knowledge and values related to
social reproduction to become a facilitator in the construction of autonomous
persons.

Constructivism also offers possibilities to learners. By becoming acquainted
with their own choices and deep-rooted expectations (the profile of their repre-
sentations), learners can better identify their position in the social world and, in
particular, in relation to their peers. Just like the appreciation of instrumental per-
formances, which in some circumstances serves to regulate interactions (Doise,
1993, p. 148-51), comparing the profiles of individual representations can (from
a certain age) lead to axiological restructurings independently of any external
authority. In general, these practices should facilitate the emergence of a consen-
sus (for the application of the normative hypothesis, see Moscovici, 1994, p. 99).
The constructivist educational approach may thus offer many opportunities for
anticipated socialization which are compatible with the requirements of participa-
tory citizenship.

The virtual functions of the constructivist approach are not limited to inter-
teacher/learner relations. They are also effective on a systemic level. While the
knowledge of individual social representation profiles provides the raw material of a
renewed constructivist educational practice, the ‘mapping’, made up of individual
profiles and their anchors in systems of values and social institutions, constitutes
essential references for the formulation of educational policies, and in particular for
the planning of transition strategies towards desired social objectives.

Lastly, from a global point of view, the constructivist approach offers a basis
of scientific evidence which can be used to identify cross-cultural and transnation-
al communities-of-meaning, which can lead to the construction of
communicational and functional links between societies which are not founded
only on a matching of governmental political wills, but also on the concrete shar-
ing of civic and political significations.

Constructivism therefore appears to serve the whole educational strategy in
several ways: by facilitating educational approaches which are more effective and
more respectful of learners’ conceptions; by triggering social self-regulation mech-
anisms in individuals; by providing an opportunity for reasoning and
rationalizing educational policies; and, lastly, by facilitating an awareness of com-
munities-of-meaning among societies. As an approach switching between
personal interest and the general interest, between national interest and an overall
vision, constructivism, by its own internal logic, no longer appears as an instru-
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ment of social reproduction, of indoctrination and of ideological regulation
(Bourdieu & Passeron, 1970; Berstein, 1975). Thereby, renewed pedagogical con-
structivism emerges as having the potential of enlivening the emancipating role of
education, and thus of inserting educational practice in the ethical framework of
modernity.

Notes

> =

Ausubel, 1968; Chomsky, 1975; Gagné, 1965; Piaget, 1948, 1965, 1976.

In fact, according to Weber (1949) scientific knowledge of social phenomena is not
to be reduced to the comprehension of its subjective meaning, but implies also the
possibility—and necessity—of a positive explanation; with a similar perspective,
Habermas (1987) considers that rational communication trascends historical deter-
mination and then enables scientific knowledge to overcome historical relativism.
This already indicates the path of the constructivist didactical approach. It does not
consist only of identifying the conceptions of the learner, but also those of the
teacher. From the constructivist point of view, the act of teaching is not simply a
transfer of functional or normative knowledge, but a confrontation of representa-
tions between the actors in the educational process.

In the sense that Habermas (1987) gave to it, namely the search for a ‘rational con-
sensus’ based on arguments which admit consideration of all relevant logical
evidence, in circumstances such that the evidence and the arguments may be evaluat-
ed by all participants.

A bibliographical survey carried out by Denise Jodelet (1989) turned up references to
over 150 books and more than 300 articles on the subject. Less than seven years
later, J.C. Abric, Director of the Laboratory of Social Psychology at the University of
Aix-en-Provence, was able to compile over 2,400 publications on the subject (Third
Conference on Social Representations, Aix-en-Provence, France, 1996).

Moscovici considers that a central aspect in the study of social representations relates
to identifying its symbolic ‘objectivation’. If this may usefully lead to a categorization
of individuals or groups sharing the same images, it could be misleading consider-
ing—as will be shown later in relation to the concept of social anchoring—that the
identification of a symbolic objectivation throws considerable light on the representa-
tion’s meaning. Although it requires a more complex procedure, the definition of the
field of the representation would enable us to qualify the nature of the information
utilized by a given group, as well as the inner structure of the representation, that is,
its actual meaning.

The description of the structure of representations follows the structural views on the
matter proposed by the Aix-en-Provence school.

A sign of this lack of interaction is the rare occurrence of cross-references in the main
publications of the supporters of constructivist education and the psychology of rep-
resentations. I have looked through more than fifty and have found only one
quotation from the work of an educationist in a constructivist psychology publica-
tion, and vice versa.

These include a study of representations of groups or social categories, such as peas-
ants, nurses, wage-earners, the disabled, teachers, psychologists, dominated social
classes, children, women; of social institutions, such as science, justice, divorce, social
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services, primary school, human rights, business; of social situations, such as risk,
work, genetic engineering, computing, radioactivity, AIDS, culture, bosses, intelli-
gence, time, electrical circuits, violence, mental illnesses, reproduction, digestion, etc.
In the sense given to this term by H. Zetterberg (1965).

A theory working with concepts (i) sufficiently specific to allow for verification, (ii)
but also sufficiently general to give account of a significant aspect of social reality,
(1if) including concepts which are logically interrelated, in such a way as to allow pre-
dictions transcending simple extrapolations, (iv) predictions which have to be
verifiable, and therefore precise, internally coherent and representative, (v) in order
to formulate universalizing regularities (Merton, 1949).

The term is used here in the sense referred to by H. Wallon (1925) or Langevin and
Wallon (1946) to describe educational practices intended for learners who do not fit
into normal standards.

It is not hard to see that the same information—for instance, the proposition that ‘a
change of government is expected’—will activate different reactions in an individual
who is in power and in another individual who is waiting for office.

In practice, studies leading to the development of educational strategies according to
a constructivist approach are generally conducted by teachers who, at best, have
received a few rudiments of genetic psychology, but who are unaware of the theory
and relevant methods of sociology and social psychology.

In actual fact, scientific knowledge, as presented in school, is usually rid of the uncer-
tainties and reservations which invariably (in all the sciences) accompany scientific
statements; as a result, knowledge is presented as a rational, formalized dogma
(Perret-Clermont, 1982).

Some plausible examples would include the concepts of ‘quanta’, ‘electromagnetism’,
‘DNA’, etc.

Some prototypical objects of the ‘representational’ expert-knowledge kind would
include notions such as reproduction, ecology, evolution, glaciation, democracy,
market, development, human rights, peace, etc.

We are referring here, in particular, to the phenomena of assimilation, adaptation
and defalcation, which are the effect of the social anchoring of social representations.
This preliminary analysis is based on representative samples of students in the last
years of secondary schooling, taken from twelve countries out of the thirty-five
countries covered by the study. They come from the five regions recognized by
UNESCO, namely Africa (Central African Republic, Kenya and Senegal), Latin
America and the Caribbean (Chile, Colombia and Nicaragua), Asia and the Pacific
(India and Philippines), Arab States (Lebanon and Tunisia) and western, central and
eastern Europe (Spain and Slovakia). In order to follow the general approach adopt-
ed in this review, the analysis presented has been moderated in three areas. In the
first place, the subjects and interpretations have mostly privileged psycho-sociological
considerations, at the heart of the socio-genetic constructivist didactical approaches.
Secondly, the quantitative analysis has been kept generally unsophisticated; while the
study of latent structures and commonalities is carried out using the techniques of
factorial and hierarchical analysis, the explanatory analyses, almost exclusively based
on descriptive or bivariate statistics, have been given a more conventional and
exploratory character. Multivariate explanatory and predictive statements, as well as
modeling are currently being analyzed in more detail. Lastly, this analysis mainly
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concerns one of the three categories of the study, namely students, while interactions
with teachers and parents are not systematically presented.

For this purpose, data collection instruments were pre-tested in thirty-one countries
in different regions of the world in order to take better account of possible socio-cul-
tural, semantic and terminological variations.

One point which deserves to be discussed in more detail is the difficulty, in cross-cul-
tural studies, of comparing knowledge, despite adaptations, which often refer to very
different social environments and institutional frameworks. In order as far as possi-
ble to maintain the cross-cultural relevance, the UNESCO:IBE study does not deal
with representations or knowledge related to local social institutions (such as the
parliament, the president, the constitution, universal suffrage, etc.), but looks at nor-
mative functions (such as universal participation, political competition, control of the
exercise of power, peaceful settlement of conflicts, etc.), which can be fulfilled by a
great variety of institutions in different societies.

As Manuel Antonio Garretén (in Albala-Bertrand, 1992, p. 28) clearly stated, in
most cases, political transitions tend to be incomplete and allow some institutional
nodes inherited from the preceding regime to remain active in the emerging regime.
These questions are derived from a questionnaire prepared by Alain Clemence and
Willem Doise (Guimelli, 1994).

This hypothesis will be verified in more detail in the subsequent analysis of the
UNESCO:IBE study.

The above analysis provides a strategic orientation for a constructivist approach to
citizenship education, which is entrusted with the normative principle of the indivisi-
bility of human rights. Rather than multiplying undifferentiated educational
messages which may simply be redundant or have no effect on gaps, it would seems
important (i) to identify the human rights dimensions which are missing in the field
of the ethical-juridical representations of the regime and (ii) to devise ways for allow-
ing learners to be involved in social dynamics linked to the object of the missing
dimensions.

Although most of the social anchoring of representations are values, the notion of
anchoring also covers elements related to paradigms which play an essential role in
understanding reality, an example is the representation of time and space.

A set of primary conceptions, of dominant ideas, of deeply rooted archetypes shared
by a whole culture (Guimelli, 1994).

As has been stressed by Giddens (1990), the separation of the notions of time and
space and the resulting disconnection of social relationships from specific local con-
texts have led to the development of a typical structure of Western modernity, i.e. the
prevision of future outcomes involving persons situated in different spaces, and who
may even be absent today. This system of thought, which nowadays appears so com-
mon in the West and allows us to organize the smallest gestures of our daily lives
(such as holidays, but also schooling for children and preventive medicine) is far
from being taken for granted in all cultures. Several psycho-sociological studies have
shown, for instance, how difficult it is to convey the notions of development or
growth, corresponding to the Western perception of linear, sequential and abstract
time, in cultures which have a circular perception of time, related to local events.

The study has utilized two indicators: one refers to a pragmatic situation where a
choice has to be made between strategic change and the maintenance of the status
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quo, while the other reflects the actor’s will to intervene on reality in order to bring
about a long-term change. The figures between brackets correspond to bivariate cor-
relation coefficients between the variables under consideration; one asterisks besides
the figure indicates that the correlation is significant with an error margin of 5% (*),
no asterisk means that the correlation is significant with an error level of 1%.

Piaget maintains that the cognitive development of a child can be speeded up through
co-operative interactions. He did not, unfortunately, study the social conditioners
which shape cognitive processes much further.

In fact, the cultural response stays rather underneath the symbolic appearances of the
conflict of interests, by helping to build up social representations favourable to a plu-
ralist democracy and to economic solidarity. It should always be remembered that,
while expressive and symbolic conditions favourable to democracy do constitute one
of the conditions of its survival, they will be insufficient without concrete conditions
of political, economic and cultural equity.

Not all social interactions lead to cognitive development. As has been shown by
many experiments in social psychology, only social interactions giving rise to socio-
cognitive conflicts—the simultaneous confrontation of different approaches—will
lead to significant cognitive reorganization and development. However, as Doise
(1993, p. 131) has shown, the socio-cognitive conflict will only assume its restructur-
ing role if the social interaction is fully played out. Interactions which are limited to
relational outcomes—in terms of individual agreement or disagreement—without
clarifiying the reasons for agreement or disagreement, do not fulfil a function of cog-
nitive development. In other words, from the point of view of a group dynamic
(including students in a class), it would not be very effective to prevent conflicting
arguments from arising, or to settle them too quickly.

Some authors (Sampson, 1987) consider that this particular approach to the attribu-
tion of responsibilities is characteristic of Western culture. In fact, what appears to
be involved is the perception of the causality and change inherent in modernity, of
which Western societies are nowadays typical, but not unique. The enhancement of
endogenous factors is in fact related to a central feature of the ethos of modernity:
the possibility of the intentional control of the world.

A study reported by Doise (1993), comparing success among men and women, clear-
ly showed that the explanations for success in the case of men were attributed to skill
(internal cause) and for women to chance {external cause).

For the time being, this is only a hypothesis, the universality of which still needs
checking on a cross-cultural plane.

Measured using an index of ‘trust in the political authorities in office’.

These are very close to what Doise referred to as ‘organizing principles in the field of
representation’ (Clémence et al., in Guimelli, 1994, p. 1230-31).

In a general way, as an orientation for decoding reality, rational thinking corre-
sponds to an explanation of reality by establishing functional links between ends and
means. According to this instrumental meaning of rational thinking, there is no over-
all and unique definition of the rationality of an action, because it depends upon
actual situations and the role of the actors involved: sometimes they are trying to
achieve the least possible disadvantages, sometimes they are attempting to achieve
the greatest possible benefits. In the final analysis, instrumental thinking is defined as
a way to achieve objectives through social interaction.
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39. The rationalist orientation has been measured by an index indicating a preference for
deferring rewards related to an action for the purpose of maximizing them in the
future.

40. The questions selected constitute a single cluster belonging to a single factor which
represents 47% of dispersion; the Cronbach o is 0.67.

41. We will try to verify this hyphotesis in subsequent analysis.

42. Ronald Inglehart (1996) develops this point in detail and reaches the conclusion that
there is a generation shift in the sense of a ‘loss of respect for authority’.

43. At the third International Conference on Social Representation (Aix-en-Provence,
France, 1996), on a proposal by the Laboratory of Social Psychology of the
University of Geneva, directed by Willem Doise, and by the IBE, a co-ordinated
research programme on these subjects was considered by some twenty laboratories
working on the psychology of social representations and constructivist didactics in
thirteen countries. This research, which is to be conducted in the framework of the
regular programmes of the laboratories taking part, is co-ordinated by the
Laboratory of Social Psychology of the University of Geneva. The IBE is making a
significant contribution to this initiative by making available its network of experi-
mental projects in education and citizenship established in fifteen countries and its
unique expertise in the subject.

44, The UNESCO:IBE study has developed procedures for the diagnosis of civic and
political representations which have been validated in thirty-four countries. These
methods will be applied during 1997 in experimental educational projects conducted
in fifteen countries.
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CITIZENSHIP EDUCATION IN PRACTICE

BUILDING UP A NEW CITIZEN IN

A POST-TOTALITARIAN SOCIETY:

AN EDUCATIONAL APPROACH

IN THE CZECH REPUBLIC'

Petr Pitha

Although such concepts as peace, human rights, democracy, etc., might be con-
sidered as fixed and widely understood, it has been repeatedly shown that all of
them are continually influenced by the context in which they are used. In order to
understand the problem of introducing a type of education covering these themes
in a country just beginning its convalescence after several decades of a totalitarian
regime, it first seems necessary to point out at least the main features of the socio-
psychological context in which a renewed civic education is to be built.

Soon after the fall of the communist regime, its harmful influences became
apparent at two levels. On the surface level, the brutal crimes connected with the
Stalinist period of the 1940s and 1950s became the focus of attention. The stories
from prisons and camps will linger forever as shocking facts. This period and the
situations it created, like the brutality of Nazism, are not accidental but represent
a permanent latent threat. At any time, similar horrors may appear again under
different banners—in fact, they have already appeared—and therefore citizens
should remain alert.

Original language: English

Petr Pitha (Czech Republic)

Doctoral degree in history and linguistics from Charles University, Prague. Formerly
Minister of Education and now head of the civic education department of the teacher
training faculty at Charles University. Author of the new programme for primary and sec-
ondary schools, based on a new approach to education and its curriculum, which was used
in the Czech Republic from 1992 to 1994. He has worked as a visiting researcher at the
Netherlands Institute for advanced studies in the Humanities. Author of three books and
more than 200 articles.
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What seems, however, to be more important is the deeper level of influence
of the totalitarian ideology, which shaped mentalities, value ordering and the
behaviour of huge numbers of people. In fact, the two or three generations of com-
munist regime resulted in the creation of a particular lifestyle and mentality.2

What appears striking is the dreadful heritage of damage to human behav-
iour, which is much more insidious than the weakened or collapsing economy. In
contrast with other dimensions of social life, such as legislation or economy,
which have a rather technical nature and may be changed quite rapidly through
more or less revolutionary changes, the mentality of people survives inside them
with a strong resilience. Although the institutional structure of a society may have
a striking influence on social life, changes in culture take place at a much slower
pace. In fact, the full recovery from totalitarian influences on individual behav-
iour will probably require two or more generations.

Meanwhile, the change in mentalities could evolve through very strange
mutations where past qualities are not really modified but only adjusted to a new
situation. Many of the attitudes which are now the subject of criticism corre-
spond to old orientations, vital in the past for conducting the totalitarian regime,
and which have now been given every chance to disappear. The ‘mafias’ are a
good example: their existence involves patterns typical of prison-like communi-
ties, where undercover operations, specific codes of behaviour, chains of friends
helping each other to survive or to pursue interests, etc., seem stronger than ever
amidst the turmoil of transition.

This is the context which should be considered when devising new values and
attitudes for forming a new citizenry. Among a wide variety of prevailing counter-
values, the following seem particularly relevant: the negative attitude of citizens
toward the State which leads to selfish and careless attitudes towards public prop-
erty; an overwhelming distrust among people; the lingering hesitation to speak
one’s mind and to act freely; the need to stress the smallest of differences as a basis
for self-identification after having suffered long-term uniformity; the low quality of
the work force resulting from uniformity of average pay; and, last but not least, the
loss of many sociogenic prerequisites resulting from a life framed in a lie and an
ideological fiction, where the very human and positive qualities of trust and hon-
esty and truthfulness had lost not only their prestige but even their very meaning.

A quick survey of these phenomena indicates that it will not be easy to find a
proper solution to civic education problems simply by introducing well-tried pro-
grammes from Western European or other traditionally democratic States. A
half-century of developmental differences are at work. This has unfortunately
been confirmed by many unsuccessful attempts by Western experts in the field of
civic education. Their brilliant talks in seminars have often remained unintelli-
gible because of their inapplicability to the local situation. In a first analysis, it
could be thought that the problem resulted from the evident priority given to the
technical part of democracy, to its functioning and to the skills necessary for par-
ticipating in it. Later, what appeared as more important was the distant (often
subconscious) position towards the development of an abstract programme
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directed from the top with such democratic notions as structure, functioning or

simply the State. Motivation towards this rather indoctrinal approach had been a

bitter experience under communism where the goal was to form individuals who

would become easily manageable parts of the social-State machinery.

It became clear that to deal with the social specificity of the transitional situ-
ation it was necessary introduce a completely new approach to civic education. In
a first approximation, the following basic principles appeared meaningful to build
the new programme:

*  Civic education is an education for individuals aimed at building up a civil
and political society. From this it follows that civic education should be
oriented towards human values. However, the importance of instrumental
democratic education should not be neglected because it gives value-oriented
education the possibility of countering a new kind of indoctrination.

*  Civic education should deal with elementary principles of human existence
and co-existence; for this reason it should not be treated simply as a com-
plex separate subject, but should also be a dimension integrated into other
school subjects.

*  Civic education subjects should serve as an integrating curriculum bridge
helping to create a tissue of knowledge from scattered and fragmentary
information arising from within specific subjects in the humanities and nat-
ural sciences.

*  The locus of a given school in a given community and region should be
stressed in order to proceed from the local social roots of its structures and
institutions and move from there to its highest point.

With these principles in mind, the civic education programme for the secondary
education schools (ages 11 to 15) in the Czech Republic was modeled as follows.
Material from various disciplines contributing to the education of a self-confident
and responsible citizen was to be organized as a whole in two structural planes
evolving around two axes (see Figure 1). The horizontal axis—representing local
tradition and culture—connects a starting point (at the level of the family and the
home) with a target point (at the level of the country and the State) passing through
intermediary notions such as the municipality, the region, the European Union and
the world. This axis becomes a plane by being framed between two embracing
loops: economy on one side and law on the other. Both of them are closely related
to local historical and cultural patterns. The vertical axis starts with the notion of
self and growth, and ends up at the notions of community and society. This axis
exemplifies the way towards the individual’s self-determination as accomplished by
him/her finding a unique and proper role in society. This axis is made a plane also
by two embracing parameters which represent the environment in which personal
development takes place. The environment is presented, on one side, by the ecologi-
cal dimension, which corresponds to the interfaces between nature and society; on
the other side we find the society, which is described in terms of political and socio-
logical dimensions. The upward thrust of the central axis shows the growth of
responsibility and solidarity from an initial status of egocentrism.

Prospects, vol. XXVI, no. 4, December 1996



752 Petr Pitha

FIGURE 1: Content model of civic education
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One might wonder where ethics is in this model? It fact it is embedded in all
dimensions; the nucleus of the model is a core of ethics irradiating outward
towards the whole model. In fact, it seems that abstract moralizing has little
effect, while explanations of real-life situations and evident phenomena may lead
to desired goals. From a developmental viewpoint it seems very difficult to deal
explicitly with ethics in a period of emotional turbulence. Moral principles in
rather black-and-white terms have to be clearly stated, but a more in-depth analy-
sis and learning seems to correspond to a later stage when rational reflection is
possible.

The above model defines the orientations to be followed by the teacher, as
well as what is desirable as a final achievement by the student. The didactic order-
ing of elements is, of course, variable. According to the student’s age and his/her
capability, which undergoes profound changes between the eleventh and fifteenth
year of age, simpler parts of all disciplines involved are presented in the first grade
of the secondary school and are gradually elaborated in the following grades. In
the organization of content, one follows the old rule of didactics formulated by
Comenius, that is to proceed from elementary and familiar elements towards
complicated, abstract and unknown ones. Thus, the learning process starts with
the notion of home and family, considered from different viewpoints representing
the entire axis of the model: so, for instance, we may speak about simple house-
hold economics, mentioning legal aspects related to family life, but also
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addressing the environmental setting of the home and the child’s role in the so-
ciety. At the beginning of the process, more conceptual material comes from the
horizontal plane of the model and later on from the vertical plane.

Generally speaking, the didactic sequencing treatment of the conceptual
materials involved in the model appears in Figure 2. The strategy is simple: during
the first two years the child’s home horizon is broadened; at the age of 13, in
accordance with puberty-related changes of interest, individuality is given pri-
ority. From the discovery of the ‘me-myself’, education leads towards the notion
of society and the individual’s role in it. At the end of the programme, however,
all parts are brought together into a final integrated whole (activity represented
by the dotted lines in Figure 2).

FIGURE 2: Curriculum strategy for secondary schools

Fuli social role acceptance
(age 14/15)

,"i‘\
Known .. Broader
certainly = horizons
(age 10/11) " (age 1112)
.

Ego-centrism
(age 12/13)

Once the conceptual programme was prepared and ready for experimental
implementation, several further considerations appeared necessary to establish
coherent democratic education. Firstly, it was evident that the programme for sec-
ondary schools required some preparation to have already taken place in the
elementary schools; in fact, as it appeared later, what was needed was a rebuild-
ing of the whole elementary school curriculum. Secondly, as a consequence of the
scattered structure of secondary education, it appeared necessary to envisage an
integrative discipline—civic education—as one school subject, ensuring bridges on
this matter for all matters in the programme and curriculum of the secondary
school. A third demand consisted of prolonging civic education into the higher
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secondary-school level, university and as a lifelong process. The first three
demands were answered.’ The fourth, because of the variety of school types at the
higher secondary level, is not yet completed.

The basic idea of civic education in the elementary school is not to make it
separate as a special subject but to prepare the necessary prerequisites for the sec-
ondary school programme. We believe that knowledge and understanding are not
based on abstract concepts but rather on bodily-anchored experiences; thus,
teaching in elementary school points out the notions everybody knows. Without
knowing what bunger, bread, pain, tears, smile, belp and so on are, it is almost
impossible to learn later about solidarity, international bhumanitarian assistance
and other rather abstract notions of this nature. The elementary school pro-
gramme is, in fact, devoted to building basic frames of reference based on
cross-cultural symbols and archetypes which should enable teachers, at higher
levels of education, to communicate meaningfully about human values, attitudes
and interactions.

The main idea of civic education on the third and higher levels of education
is that it cannot be maintained as an undivided integrated school subject, but
must be given a form of social sciences propedeutics.

Some problems encountered during the implementation of the new pro-
gramme are worthy of mention. The major one, by far, is that there are only a
few teachers able to deal with such a programme. This shortcoming lies not only
in the obvious fact that present-day teachers have not been trained for this kind
of teaching, but also because they have not mastered a modern ‘dialogical’
approach to their students. Their problem is much more profound, because their
personalities have for a long time been moulded to live in a certain type of world
which has suddenly disappeared and now, just like any other members of our
society, they must try to find new ways of living. To put it in other words, the
whole society—children, adults, old people, students together with teachers and
those who are retired—need to learn new ways. This socio-cultural endeavour
will take a long time, such a long time, in fact, that the transition period will
become for many people a significant part of their life story. All this means that
during the transition there will be a period (a generation?) dominated by a certain
kind of mentality which is definitely far from what we could consider as a stan-
dard or ideal style of living. We must anticipate this.

Another problem concerns parents. After previous experiences with civic
education, which in totalitarian regimes always served as an efficient tool for
indoctrination, there is a permanent subconscious feeling of rejection towards any
such type of subject in the school system. Of course, in such a context, any mis-
take in policy implementation may cause deep setbacks in any progress.

Another problem might be that vigorous interest groups or movements may
attack the balanced core programme because it is not paying enough attention to
this or that particular minority or interest. An unsettled social context is difficult
terrain for implementing a calm, rational programme.

There are, however, a great deal of opportunities. Starting—in a sense—at
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the beginning, we have a chance to concentrate on the important things, basic
issues and elementary concepts. We may avoid some pseudo-problems on which
Western Europe is wasting time and energy. We may also avoid some of the prob-
lems associated with an affluent society. We may be at least partially successful in
the struggle against a consumer approach to life, vandalism and drug dependency,
because we have the chance to base education on positive and creative values
from earliest childhood. Fighting against wrong behaviour is mostly ineffective
because of its restrictive and negative style. Instead, if everyday, ordinary life is
revealed as having sense, this may create admirable, joyful, broadly satisfying
human aspirations.

We want to resuscitate democratic life and we intend to provide people with
the human qualities which will enable them to build it.

Notes

1. This is not the place to describe how all these changes took place and to describe in
detail the striking differences in life expectations, attitudes and desires resulting from
the different experiences of people born in earlier times and who remember pre-war
democracy, the Stalin period of the 1950s, the episodes of self-identification, e.g.
1968 in Czechoslovakia, and so on. The duration of the ideological pressure and
early-age imprinting seem to be decisive in bringing about differences between gener-
ations.

2. The biblical exodus from Egyptian tyranny and the forty years of pilgrimage to the
promised land of freedom is an archetypal example of the transition from a slave
mentality into a mentality of fully self-determining and free people.

3.  The programme for elementary schools described in P. Pitha and Z. Helus, Navrk
Pojeti, Prague, Obecne skoly, 1993, is already broadly used. The programme for sec-
ondary schools described in P. Pitha and Z. Helus, Navrh Pojeti, Prague, Obcanske
Skoly, 1994, is in the phase of experimental implementation. First results seem very
promising. For the real evaluation of these programmes and their further elaboration
it is, however, necessary to wait until at least two cohorts have undergone the com-
plete programme and the influence on the next stage of education is known.
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EDUCATION FOR CITIZENSHIP AND

RECONCILIATION IN NICARAGUA

Terencio Garcia

Nicaraguan history has been plagued by wars, both national and international,
which have prevented the country from ever experiencing long periods of com-
plete peace. It is worth drawing attention to this central fact in our national
history, since it lies at the root of a series of values and behaviours which consti-
tute the main challenge to the establishment of a democratic system, rooted not
only in political institutions, but also in the mentalities of the citizens.

The focus of education for citizenship thus rests on the eradication of per-
sonal, civic and political attitudes, which for a long time have guided public and
private behaviour. Although nowadays these attitudes appear to be clearly reced-
ing, they are still latent in many social sectors. They include individual and
institutionalized corruption, political apathy, ill-treatment of human beings, lack
of punctuality, fraud, machismo, family irresponsibility, improvization and short-
term approaches, contempt for the law and for authority, the lack of a sense of
community, the non-fulfilment of commitments, family preference and nepotism,
intolerance and a lack dedication to public service, paternalism and submission to
authority, inconstancy and lack of perseverance.

It is important to bear these attitudes in mind, since they directly affect our
behaviour by establishing approaches, goals and objectives. This is the reason
why society in general and education in particular are trying to develop new
values, which will spare future generations from following the same historical,
war-ridden course as we have so far.

In this context and in view of these attitudes, education for citizenship is
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hoping to propose other guiding models through school and out-of-school prac-
tices, such as racial tolerance, justice, respect and forgiveness, which form the
basis of any reconciliation with yesterday’s foes.

The functions of education for citizenship

In Nicaragua, the education system’s concern for citizenship is only very recent. It
started in 1992, when the present administration saw the need to reactivate civic
and social training—which had not been taught since 1974—as a means of
strengthening the democratic process begun in 1990. The efforts which are being
made in this respect are still fragmentary and lacking in the sort of co-ordination
which might lead to comprehensive approaches and solutions to the country’s
educational problems. The system is currently being redesigned with a view to
achieving a greater degree of coherence, which has not prevented significant pol-
icies from being developed in some of its constituent bodies. Thus, the subsystem
of public education is initiating changes in the syllabuses of all primary school
subjects. It has also begun to tackle secondary education with the task of concep-
tually and methodologically redesigning the civic training syllabus, in which the
concepts and aims of education for citizenship and active and participatory
methods have now been introduced.

As we said above, education in favour of values supporting the principles of
human dignity, liberty and justice constitutes a common thread running through
the whole of national education. Values such as those contained in civic and
social training underlie all the subjects taught to Nicaraguan students. With
regard to the conceptual aspects, these are structured around an understanding of
democracy as a legal political system, as a civil society which takes shape through
the participation by individuals in self-government and in the political and eco-
nomic processes of society. In addition, democracy is understood as a form of
living and co-existing, which affects all the rules and areas of social life.
Education for citizenship is looked upon as an education for liberty and for
peace, in which students learn the virtues of dialogue and mutual respect.

It was therefore thought desirable to create a place in the educational cur-
riculum where issues responding to these educational policies can be dealt with. It
is interesting to note that, as the starting point of a reform of the curriculum
based on a search for national reconciliation, representatives of all the various
ideological tendencies of the country prepared what was to be a framework docu-
ment, defining the philosophy and scope of education for citizenship. The official
introduction of the subject of civic and social training in the country’s secondary
school curriculum marks the beginning of the teaching of the principles of edu-
cation for citizenship in our country’s schools.

Initially, the programme was not as well received as had been hoped. In the
light of still recent history, many teachers were led to believe that the so-called
‘democratic message” was merely another attempt by some covert political party to
indoctrinate Nicaraguan students. This negative reaction has deeper roots, however,
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which need to be understood. It is the outcome of a culture of mistrust which is pre-
sent in all the social, political and economic strata of society. Nicaraguans, in
general, look upon novelty with scepticism. In the political field, the citizen who has
so often been deceived shows even greater mistrust. In the face of this initial
response, there-was a need to demonstrate the desired principles in practice.

The framework for the curriculum was prepared by a group of personalities
drawn from Nicaraguan society, representing all political and ideological sections
of the country (left, centre and right). It was first submitted to the civic training
teachers in Nicaragua’s secondary schools for their comments, which were sub-
sequently incorporated in the final document. Thus, the new curriculum is the
outcome of a contribution made both by political personalities and by those who
will be using it as a guide in their teaching practice. The teacher trainers at the
Centre of Education for Democracy prepared a first draft of the civic and social
training curriculum for secondary education, which was used as a working docu-
ment with civic training teachers meeting at several seminars. Once the points of
view of the teachers had been incorporated, the final document—which is cur-
rently in use—was circulated to the final recipients, i.e. the actual course teachers.

In the same way, the documents for the student councils of Nicaragua’s sec-
ondary schools were first prepared in draft form for extensive consultation. The
Programme of Student Councils is a new project introduced by the Ministry of
Education through the Centre of Education for Democracy, which is intended to
provide secondary school students with an opportunity to experience different
aspects of the democratic process from an early age, as one way of preparing
them for integration in Nicaraguan society. The project consists in setting up a
council in every secondary school which would be a replica of the government of
the republic. Once the council has been set up, the students practice the prin-
ciples of democratic life (i.e. student representation and participation,
competition for authority, decision-making, negotiated settlement of conflicts of
interest, etc.), through their activities carried out in the school and in the
surrounding community.

The changing cultural atmosphere
within the school

The extended consultation approach has gradually produced a change of attitudes
among civic training teachers with regard to the message of democracy and rec-
onciliation. Teachers are constantly putting in requests, during forums, debates,
ad hoc activities, seminars, workshops, conferences, etc., for programmes that
will give them a more effective opportunity to set about building a democratic
culture. This change in attitudes, which has been reflected in a sectoral survey,’
has spread to other groups within the school, especially school principals and
students in general.

The change which has taken place in teachers’ mentalities has assumed the
form of a greater willingness to engage in dialogue with students, to test new
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methods, to submit new study plans to the school authorities, to discuss new cur-
ricular and methodological approaches with their colleagues, etc. This more open
attitude is probably the outcome of a greater awareness that education can only
be strengthened through a common effort. The interaction between teachers
working in the same establishment, which appears to be a decisive factor in any
successful outcome, is also beginning to be observed in the relations between
civics teachers and the school principals. The civics teachers are sharing their new
knowledge with the principals. And while at first these principals reacted with
mistrust to the ideas put forward by the teachers, this attitude is now also chang-
ing. Nevertheless, the principals have been able to observe the effect of the
democratic methods on students, resulting in greater participation. Meanwhile,
the Centre of Education for Democracy has worked directly with the principals,
keeping them informed and supporting the curricular and methodological
changes implied by education for citizenship.

What is more striking, however, is that the greatest change has occurred
among secondary school students. In Nicaragua, students have been accustomed
to the traditional didactic method, whereby a student was merely a depository of
the teacher’s ‘instruction’. Any criticism, creativity or self-management on the
part of the students were attitudes and abilities which could not be recognized, or
were simply rejected, since students, and therefore future citizens, were expected
to be passive subjects. Education for citizenship is aimed at—and has succeeded
to a certain extent—training a type of student with a different attitude. Three
years after the introduction of the new programme, it may be said that these aims
can be achieved, although it should be remembered that developing a democratic
culture has to be a medium- to long-term project, which implies in fact develop-
ing a new generation of citizens, a process which does not depend only on
schooling. Educating for citizenship implies a change of values and of the way
society is perceived, a commitment to democratic practice as a form of political
life, but also as a form of personal life in family and social relations. This is a
social transformation which, alongside the school system, has to involve institu-
tional practices, communication and information, as well as economic activities,
which it would not be realistic to expect to happen within a short period of time.

Nevertheless, after three years, it is possible to see some significant signs of
the change occurring in secondary school students who have been taught education
for citizenship. Perhaps the most striking sign is the opinion expressed by students
regarding the importance of democracy, tolerance, community work, etc. Generally
speaking, students appear to have understood the message of democracy, even
though it is still too early to be sure whether it has been truly integrated mentally
as a new way of life. The Centre of Education for Democracy is constantly assess-
ing these changes, from the point of view of their acceptance and depth.

The changes produced by the development of civic and social training pro-
grammes may also be observed in the schools themselves. Obviously, if a change
has been noted in each of the players in the school system, it may logically be
assumed that changes will also be noticeable in the actual establishments. It is
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worth pointing out, however, that changes in each of the players individually will
not necessarily be translated into a change of the same magnitude at the insti-
tutional level. The main reason for this is that changes at the institutional level (in
the school establishment) are the product not only of the players of the school
system (intrinsic factors), but also of the community, the authorities, the socio-
economic situation, etc. (extraneous factors).

Despite the presence of extraneous factors, such as the more open attitudes
of local authorities, any changes in the educational institutions are still essentially
intrinsic in character. Furthermore, it may be observed that schools are not only
experiencing internal changes, but are playing an important role in reactivating
community life. Civic training teachers often play a role as the promoters of joint
civic projects undertaken by the schools and the community. The result of this
activity is that they are perceived as agents of change within their social group.

The development of a democratic social climate:
a prospective challenge

It would be very difficult to educate for citizenship or democracy within an edu-
cation system in which democracy was not applied at the highest levels of the
administration. In order to educate for democracy in any authentic or genuine
manner, the education system itself has to respond to a series of challenges which
can be met to the extent that those in charge are really determined to achieve it.
The top authorities responsible for education have to maintain consistency
between what they say and what they do.

The democratic convictions of the authorities are reflected and may be
measured through certain features that are inherent to any democratic culture.
One very important indicator is the extent to which authority remains accessible
to the different players of the education subsystem. This accessibility demon-
strates the authority’s intention to introduce policies with the support of those
who will be affected by those policies. Another aspect is the form of treatment
prevailing among the players of the education subsystem, which should be perme-
ated by a spirit of egalitarianism. Above all, teachers must be treated with the
respect they deserve as the educators of society as a whole. Even though the prob-
lem of low salaries is common to teachers in all countries, it is important that at
least they should be treated with esteem.

In order to achieve genuine education for citizenship, it is important not
only that democratic attitudes should be adopted by the schoolteacher and the
higher authorities, but these same principles should also be followed by the
middle-level management of the education subsystems. They should not act
authoritatively with regard to teachers. Any initiative in terms of democratic edu-
cation in the formal sector has to take account of what is commonly referred to
as the ‘cascade’ technique, that is to say, the process whereby programmes are
invariably initiated by the highest authorities, who tell the intermediate auth-
orities what to do, who finally go about instructing the schoolteachers.
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The risk in this ‘cascade’ of information and authority is that it can take a
long time to reach the operational levels of the education system, in other words,
the class teachers and students. It therefore appears preferable in any society
which is trying—and needs—to consolidate democracy to take action simul-
taneously at the grassroots level of the system. If this process is to be effective, it
requires a special effort of co-ordination, which has been given a deliberate place
in our society. It is essential that the work of teachers should be shared with other
players in the education system. A considerable amount of work needs to be
done, therefore, with regional delegations, with intermediate authorities of the
education subsystem, with school principals, etc., in order to ensure that they all
understand and accept what the teachers are trying to do with the students. If
not, the teachers’ work may be frustrated owing to a lack of support in the higher
reaches of the education subsystem.

Lastly, the Education for Citizenship Programme should be seen as a long-
term project, a project aiming at improvement of the human condition and the
full development of a nation. This means that educating for citizenship in
Nicaragua has to be envisaged as a political project marshalling all the country’s
social forces. The school system alone cannot succeed in this task, and its specific
contribution will be diminished, or completely negated, if there is not a more
committed participation by all the active sectors of regional and national life.
Thus, apart from the education system, it is essential to involve the private busi-
ness sector, trade union organizations, intellectuals, politicians, members of the
judiciary, parliament and the international community based in Nicaragua in the
process of building democracy. At a time of rapid and widespread communi-
cation, it is also essential that the communication and information media should
support the cultural democratization programmes in order to ensure that the
message is disseminated to all sectors.

While there is no doubt that the economic strength of a country can be
measured in terms of a favourable balance of payments and reduced external debt
and public sector deficits, unless there is a real creative and operational commit-
ment on the part of all social sectors to the task of building the nation, such as
can be engendered by a sound, coherent education system, it would seem difficult
to obtain the civic qualities of honesty, solidarity and constructive criticism, or
the instrumental abilities required to ensure lasting human development. A
national pact for democracy undoubtedly constitutes the most important condi-
tion required for the persistence, consolidation and effectiveness of the process as
a whole. Thanks to its acquired experience, the education subsystem can play an
essential role in this field.

Note

1.  These results are quantifiable, as may be observed from the comments of persons
connected in one way or another with the ‘Roger Rizo’ Autonomous National
Institute.
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CITIZENSHIP AND

PRODUCTIVE EDUCATION IN

THE CENTRAL AFRICAN REPUBLIC

Abel Koulaninga

As a general rule, citizenship education is best offered within the framework of
the humanities, as part of general education. But is this any reason for offering a
lower standard of education for civic and political life in vocational training insti-
tutions? In the Central African Republic, the answer to this question tends to be
‘no’. There are two reasons for this, and they are complementary. Firstly, from
the ethical point of view, all young people should be given the same opportunity
to play an effective part in the life of society, in the form of an education in the
values of democracy and human rights. Secondly, from the functional viewpoint,
those who undertake vocational training will often—particularly in the case of
productive training, e.g. agriculture or stock breeding—have a decisive influence
on the lives of their fellow citizens. It is therefore vital that their working prac-
tices should be guided not just by personal interest but by underlying values based
on the ideas of co-operation and service.

The following study was conducted in two technical schools involved in the
programme designed to bring vocational training curricula closer to real life. The
schools selected were the Rural Development Technical College in Grimari, where
the curriculum covers rural engineering and forestry and thus offers a range of
practical courses for agricultural specialists; and the Stock-Breeding Technical
College, which trains specialists in this area of activity.
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Citizens as entrepreneurs

The training provided by both of these centres aims to give future producers the abil-
ity to look at a situation and to identify the problems facing a farm or animal
breeding centre. It also aims at enabling them to devise solutions, to plan and organ-
ize their implementation and to evaluate the results. The vocational training
curriculum combines basic general education (mathematics, physics, chemistry,
biology, history, geography and economics) with production and management
techniques. As we shall see below, however, in all the practical aspects of the dif-
ferent occupations and during instruction on using the tools associated with them,
the school focuses on training citizens as independent producers, enabled by their
training to manage any business undertaking in the service of the community.

In the first year, priority is given to practical work, observation and the
gathering of information. This information makes it possible to analyse the inter-
actions which occur during combined activities involving work on the farm, in
the workshop, in work camps and during the practical working experience organ-
ized during the summer holidays.

These activities continue throughout the course and gradually assume their
final form through the analysis of the data. In handling the information, the
students not only become proficient in processing it and analysing the factors of
production but also, and most importantly, learn the ways and means of taking
action in that particular environment.

The effect of the students’ action on the environment is studied from two angles:
1. From the conventional, technical point of view, students have to concern

themselves with action which will enable them to identify the economic and

social factors conducive to progress. Future producers must have the knowl-
edge and skills needed to analyse a variety of production situations and find
suitable solutions to the problems facing them.

2. Less formally, the students are also able to organize extra-curricular educational
activities by forming small student groups or, for example, by organizing infor-
mation campaigns in different communities to combat AIDS and proposing
preventive measures. The students also undertake community development
activities, such as providing wells or tapping springs so that the people are pro-
vided with a supply of drinking water. Environmental protection is another
aspect of this educational action—students encourage the local people to halt
the encroachment of the desert, particularly by avoiding bush fires and the
uncontrolled depletion of flora and fauna. As a production centre, the school
helps destitute children, especially orphans, giving them agricultural produce,
fish and animal products. The school thus opens out into the community to
assist the local people. Students are thus systematically involved in civic work.
Basic principles of civic life, such as self-reliance, concern for others and effi-
ciency are developed in this way.

As we have seen, the vocational training programme teaches basic democratic
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principles through civic action in the community, but students also receive lessons
in traditional citizenship. The moral education given in both of the schools studied
thus makes an effective contribution to inculcating the qualities required by
responsible people who have moral attitudes making it possible to live in harmony
with their environment (e.g. intellectual integrity, honesty, good human relations,
acknowledgement of others as entities having a human value—in a word, respect
for human dignity). In addition, other subjects like civic education, philosophy,
economics, history and geography provide students with knowledge of their
rights and duties. They also teach them about the workings of economic develop-
ment, with its beneficial and its undesirable side-effects, from the functioning of
local micro-economic entities up to macro-economic structures and the world
market, where the question of the domination of the weakest by the strongest
makes its appearance.

Thus, far from being considered a matter of simple learning, the curricula
are designed to pass on democratic values providing a solid foundation for the
specialists’ vocational training, the aim being to train all-round citizens with a
commitment to the fundamental values of free and responsible citizenship. The
students are introduced to freedom of speech and opinion, to a spirit of dialogue
and tolerance, to power-sharing, to co-operation, to concern for others, to mutual
respect, to a concern for justice, to a critical and innovative approach, to integrity
and the management of community property. The whole training process helps to
increase students’ self-reliance and inculcates values that ensure the development
of citizenship. The various subjects, organized around common topics, help to
promote democratic values, and more especially concern for others, co-operation,
peace and human rights, together with civic responsibility, starting with the
students’ day-to-day relationships within their families and going on to their com-
munity, local businesses, their region and country, leading finally to relations with
other countries.

These values enable the students to take creative decisions in the jobs they
have to do, communicating their ideas and opinions on the various aspects of the
management of any activity, individual or collective.

Methods used to provide citizenship
education in a working situation

If, as we have seen, it is vital to include education for democratic citizenship and
the teaching of values and behaviour patterns as part of vocational training for
students who, as a general rule, are interested above all in practical work situ-
ations, then the question of teaching methods is crucial. The methods used will
make it possible to convey and inculcate ideas by recreating practical situations
such as those the students will encounter as citizens and entrepreneurs once their
training is over.

The work experience method supports citizenship training exactly on these
lines. Vocational training in production units provides future specialists with an
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opportunity to build up their experience and skills, and to exercise their critical fac-
ulties and their creative powers in meetings and discussions where ideas and
proposals are put forward. Situations are analysed, attempts are made to solve
specific problems, and different cases are considered in small groups, which then
compare their conclusions.

A particularly important aspect of these exercises is assessment of the impact of
various decisions on the environment, and first and foremost on the local people,
especially from the point of view of the benefits or problems that could result from
the action being considered. Field surveys are carried out, followed by reports and
exchanges of information. A decision is arrived at on joint action to be undertaken,
either in the form of a new direction to be given to the production unit or as action to
help the community. A critical approach, with all sides showing due consideration for
others, is the basis for any action and any idea that is discussed and put into practice.

To give an example, managing the production units set up by both the Rural
Development Technical College and by the Stock-Breeding Technical College calls
not only for the skills specific to each special field (cattle-raising, fish-farming, agricul-
ture and forestry), but also for the ability to organize the different parts of the
production process in a way that takes into account the ideas and knowledge associ-
ated with the values with which we are concerned, in a manner that is compatible
with a rational, problem-oriented approach likely to improve yields and productivity
and foster sound administration.

The future entrepreneurs must be constantly on the look-out for up-to-date
information and then apply it. This means that survey techniques, guidelines for
workshop organization and for conducting meetings, and ways of reducing tensions
and ensuring good management must be inculcated quite early on in the training
process. This is particularly important in those vocational centres training future pro-
ducers who will contribute to the economy. These producers, acting as free and
informed citizens, will have to assume these responsibilities in any management
undertaking, using the vital instruments of knowledge and democratic values with
which they have been equipped.

Another approach is based on partnership, which brings all those active in the
community into contact with vocational training centres, governmental and non-gov-
ernmental bodies, associations, foundations and organizations working at the local
level and having an influence on the development of society. Contributions made in
this way establish a synergy and provide an ideal context for the exercise and practice
of the values of citizenship.

It should be recognized that the practice of citizenship calls for educational
inputs other than the inculcation of values and knowledge. Students receiving vo-
cational training are all individuals with their own biological and emotional make-up,
their own motivations, skills and ambitions. The natural tendency towards looking
after one’s own interests is not conducive to communal living, particularly when there
are marked differences of character among the students. In order to encourage
communal living and, at the same time, to bring out the skills and aptitudes of each
individual, other educational approaches are needed.
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Simulations and role play, in many different forms, assist teaching consider-
ably, and are often used in citizenship education courses provided in the vocational
training schools involved in the educational renewal programme. Their central
premise is the observation that, in group dynamics, taking turns to play different
roles leads to adopting different attitudes. For example, one can assume the roles
involved in facilitating and co-ordinating a group’s efforts in order to define its
objectives and the ways of attaining them. In the role play, various situations and
functions from real life are reproduced and magnified or singled out. There will be
the person who is full of ideas, the co-ordinator, the sceptic, the one who supplies
information, the researcher and the secretary. There are also roles relating to the
running of community life, e.g. people whose chief concern is for social and
emotional well-being and who maintain group morale, those who reduce conflict
between different occupational groups, encourage people to express themselves
and make everyone feel more secure. The games can also be problem-oriented, for
example, countering approaches that are detrimental to productivity and the
communal spirit. This method makes it possible to improve self-management and
joint management by accumulating knowledge and experience of the different
roles, and by gaining insights into the various types of responsibility involved in
any business undertaking. Simulation games give participants the opportunity to
understand, analyse and propose practical compromises which provide ‘experi-
ence’ of values and human rights. They give students the chance to look at the
situation in their own country from both a practical angle and from the point of
view of human rights. Dialogue and analysis, which are the instruments of ‘simulat-
ed interaction’, lead students to make an effective commitment to the progress of
society through respect for human rights and the practical application of values.

In conclusion, vocational training centres have a role to play as catalysts in
democratic life. They should provide opportunities for dialogue and help to
encourage a willingness to support the consolidation of values and a commitment
of respect for others, solidarity and tolerance, thus giving students a more solid
preparation for their work in the socio-economic undertakings in their chosen
occupation.
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CITIZENSHIP EDUCATION IN PRACTICE

INTERACTIVE CITIZENSHIP PROJECTS

FOR SCHOOL-AGE YOUNG PEOPLE

IN NORTHERN EUROPE

Ruud Veldhuis'

Background

Practical experience of situations in which youngsters have to evaluate means to
solve problems, decide about the best options and influence others to adopt their
course of action may be of a high formative value in any field of learning and an
effective complement to the formal intentional curriculum. Learning-by-doing
seems to be particularly efficient as a didactic and pedagogical approach in com-
plex situations, such as those represented by the construction of citizenship.

The Dutch Centre for Civic Education has long experience with so-called
interactive projects, where the accent lies not so much on the transfer of knowl-
edge as on learning-by-doing. On the following pages, the centre analyses an
experience on the utilization of teaching/learning methods based on open inter-
school debate among secondary-level students as a means to moulding their
democratic orientations and skills.?

The rationale of this kind of interactive projects is many fold:

First, it is important for students to experience the character of the political de-
cision-making process where choices have to be made and where conflicting

Original language: English

Ruud Veldhuis (Netherlands)

Graduated as a political scientist, specialized in international relations, sociology, history
and mass psychology. He worked as a teacher of history and social studies in secondary
schools. From 1981 until 1994 he worked as lecturer and deputy-director at the
Stichting Burgerschapskunde (The Citizenship Foundation). Since 1994, he has managed
the European projects of the Instituut voor Publiek en Politiek, the Dutch Centre for
Civic Education. At present, his activities concentrate on civic and political education pro-
jects which support institutions in countries evolving towards democracy. E-mail:
international@publiek-politiek.nl

Prospects, vol. XXVI, no. 4, December 1996



770 Ruud Veldhuis

interests are inherent; in the interactive projects students participate in
processes where pros and cons have to be weighed against each other.
Second, interactive projects enable students to learn to formulate political
demands and to think in terms of the public interest.
Third, the interactive approach favours student motivation because what they
will learn will correspond to their experience and will allow them to better
understand their interests and their own personal situation.

The basic project ‘Find your way
in local politics’

STRUCTURING AND FUNCTIONING

This project has been carried out in the Netherlands and has recently been modi-
fied with the aim of adapting it to the educational needs of teachers and students
in Estonia, Germany and Lithuania.

The project is carried out by the Youth Department of the Dutch Centre for
Civic Education. Every year in the Netherlands about 4,000 students, organized
in groups of around sixty persons, coming from fifty to sixty different municipali-
ties participate in this activity. The students targeted are between 10 and 20 years
old. The aims of the project are to enable students to learn about local politics, as
well as to implement a political action in their direct environment and to increase
their political participation. The principle is learning-by-doing for and by youth.

The method employed starts by allocating to each group of students a
budget (about US$1,300) offered by the local council. They have to decide how
this budget shall be spent within the framework of a certain theme: for instance,
youth policy, sustainable development, safety, minorities and development aid.
Examples of issues are an anti-racism poster, facilities for handicapped people, an
annual barbecue bringing together youngsters with politicians, sensors in school
corridors that activate lights, an experiment with organic fuel in busses, building
a roof over the playground. The groups meet each other at the action day in the
town hall, were they debate all day among themselves and with local politicians.

PROJECT PREPARATION

The Dutch Centre for Civic Education produces a magazine for students and
guidelines for teachers. Two or three lessons of fifty minutes are provided in
school to the participating students; the project corresponds best to citizenship
education, i.e. social studies. The contents of the lessons are an introduction to
the meaning of local politics, an introduction to the theme of the action envis-
aged, and practical preparation of the students for the action day.

SUPPORT AND FACILITIES

During the action day each group of students is supported by a volunteer from a politi-
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cally motivated youth organization. These volunteers receive special training organized
by the Dutch Centre for Civic Education. They are an important factor in the success
of the project, since they are able to motivate the students to take an interest in local
politics in a creative and inspired way. During the day spent at the town hall it is essen-
tial that there are seven rooms available for group work, with telephone and fax for all
groups, computers or typewriters for the ‘press’, a photocopier, the mayor as chairman
for the evening session and the participation of local or regional press. The cost of the
action days held in the Netherlands is around US$3,000.

THE PROGRAMME OF THE ACTION DAY AT THE TOWN HALL

The schematic programme is as follows:
. Arrival at the town hall;

. Group work in ‘ice-breaking’ games, brainstorming on the theme and formulating
questions for politicians;

. Plenary meeting with members of the local authority;

o Group work with the aim of drawing up a project description and budget, and
formulating questions for the second plenary session;

. Plenary meeting with civil employees and pressure groups;

. Group work devoted to drawing up the final project description and preparation

of the evening meeting; and

. Plenary meeting of the “Youth Council’ in the council chamber with the mayor as
chairman. Discussion of and selection of the projects presented by the students
groups in the plenary session. Those present in the public galleries of the town
hall may also select the best projects by voting.

EVALUATION

After several years of experience with these action days in town halls, the Dutch
Centre for Civic Education has felt the need for a thorough evaluation. With the sup-
port of the University of Leiden, research has started where the question to be
answered, amongst others, is whether these activities have an influence on knowledge
of and attitudes towards political decision-making. A questionnaire has been con-
structed and tested, and a representative group of schoolchildren has been selected. In
order to measure whether a change in knowledge and attitudes has occurred, follow-
up research some months after the action day will be carried out. The results of this
scientific research will be available in late-1996 and will subsequently be published.
An announcement may be expected in the Newsletter: political education towards a
European democracy (available from the Dutch Centre for Civic Education).

Strengthening democracy in the local
environment: a pilot project extended to Estonia,
Germany and Lithuania

With the support of a grant from the Phare/Tacis Democracy Programme, a pilot
project to promote the political participation of youth—‘Find your way in local
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politics’—was carried out in Estonia, Germany and Lithuania after some adap-
tation and testing. The project was completed in July 1996.

The objective of the project was to develop the skills of young people (14 to
16 years of age) so as to facilitate their active participation in democratic de-
cision-making and to contribute to the preservation and improvement of the local
environment. The expected end-product was a teaching model for use in sec-
ondary schools; this model is intended to be the basis for dissemination to other
Baltic countries and in Central and Eastern Europe.

This project identified selected pilot schools where teachers employed demo-
cratic teaching methods, including 320 students and 17 teachers from Estonia,
Germany, Lithuania and the Netherlands. The managerial framework was pro-
vided by the Dutch Centre for Civic Education and the staff of the Human Rights
Centre in Vilnius.

FUNCTIONAL PLANNING OF THE PROJECT

The preparation of the introductory lessons was performed by the Dutch Centre
for Civic Education, which also undertook the training of volunteers in Lithuania,
Estonia and Germany. The lessons were given by the local teachers and eight
action days were organized in local municipalities from the three countries.
Lessons and action days in other schools are to be organized in the aftermath of
this pilot project.

THE PEDAGOGICAL ENVIRONMENT OF THE PROJECT
The role of the teachers

The teachers’ role in particular is to prepare the students for the action day. This
means that they will give the preparatory lessons and explain to the students what
the action day is about. During the action day the role of the teachers is limited.

They take note of the absentees and, keeping a low profile, may be present during

the action day. The teachers are expressly not supposed to interfere in the group

work or direct the students towards a particular project proposal. The teachers
may help the students in the press group, for instance, with layout, with taking
photos, etc.

The following are the guidelines provided to teachers involved in the project
and in charge of the monitoring the introductory lessons:

Lesson 1 gives an introduction to local politics. It is recommendable to add
examples from the local situation (e.g. articles, photographs, information
about local political parties). Information about Estonia, Lithuania and
Germany may add an international dimension to the material.

Lesson 2 aims at introducing the students to the field of sustainable development.
It is very important that the students are able to give a clear definition of sus-
tainable development. It is also recommendable in this lesson that examples
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should be found from the local environment. In addition to the lesson mater-
ial, teachers could invite an environmental specialist to give first-hand
information about problems and solutions in the local area.

Lesson 3 prepares the students to participate in the action day. It is most impor-
tant that the programme of the action day is clear to the students. In this
lesson, they should also be told in which group they will participate during
the action day. When schools or classes are numerous, students should work
in mixed groups.

The role of the volunteers

During the action day, the volunteers are supposed to guide the students, which
means that they should see to it that a good project proposal will be ready at the
end of the afternoon and that the students are kept motivated throughout the
action day. It is also important that the tasks are structured in such a way that all
group members have something to do. The volunteers are expressly not supposed
to organize meetings with the students prior to the action day. Such meetings will
undermine the effect of the action day. However, during the action day, it is
important that the volunteers share the ideas originating in the various groups
with regard to the project proposals, for it must be avoided that two groups come
up with similar project proposals.

An attitudinal baseline

Figure 1 corresponds to an excerpt from the first activity with students during
lesson one on local politics; it may also be utilized as a baseline for final evalua-
tion of the effects of the action day.

EXAMPLES OF PROJECT PROPOSALS

What is sustainable development and how can concrete project proposals in this
field be developed in the local environment? The following is a selection of past
proposals that were developed in previous projects. These are not project pro-
posals from which just the students involved can profit. An essential point is that
the benefits of the projects may extend to the entire school and possibly to the
neighbourhood of the school.

*  The formation of a youth centre at school for activities and information in
the field of ecology. The centre gives information about environmental issues
in the local environment and develops proposals for concrete projects.

*  The construction of a green barrier between the road and the school to
improve the students’ safety and health by protecting them from noise and
exhaust fumes.

¢  Creating a prize for the most environmentally friendly shop in the town or
village. Criteria are: energy consumption, separation of waste, packing ma-
terial of a product, etc.
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INTRODUCTION

In this lesson we will introduce you to the world of local politics. First of all, we would
like to know if you have the makings of a real politician. That is why we have prepared
a test for you. This test is followed by a text on ‘influence’. Furthermore, we will
‘arrange’ a meeting with your mayor and, last but not least, you will be crossing the
border to find out more about (local) politics in Estonia, Germany and Lithuania.
Boring? We hope not.

Show your true colours.
Do you have political talent? Answer the following questions and find out!

1. Do you have your own opinion every now and then?
a)  Only when I have thought it through carefully.

b} The world sucks, huh huh.

¢)  Only when I haven’t thought about it at all.

d) Ihave a multiple-choice opinion.

e) Certainly, which one do you want to hear?

2. 1find politics interesting when it’s about:
a) myself.

b) seals.

c) issues that are obviously good or bad.
d) chopping down trees.

3. Politics is for:

a) people who live in ivory towers.

b) people who are always against something.

c)  people who want more power.

d) people who don’t know what they want, but want what they know.
e) everybody, so it’s also something for me.

4. Who are or what is left-wing (socialist) and right-wing (liberal) in politics?
a)  Softies and cigar-smoking big guns.

b) Progressive and conservative, or the other way around.

c)  The truth is somewhere in the middle.

d) Direction indicators that get you going.

S.  How do you change someone’s mind?

(a) By using appropriate force.

(b) By showing him or her the facts (my facts).
(c) Why should I?

(d) By means of well-reasoned arguments.

6.  Politics is lacking:

(a) asense of humour.

{b) thinkers.

{c) contact with people.

{d) a Ministry of Creativity and Solutions.
(e) me!N
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7.  What is more important than school?
) My girlfriend/boyfriend.

) Everything.

) The environment.

) My career, of course.

e) Politics.

8.  When do you change your opinion?

a) When someone convinces me.

b) When I find out my grandma has the same opinion.

c) WhenI find myself blushing when asked for my opinion.
d) Assoon as I try to put it into words.

e) Every time I change my lifestyle.

9.  When do you come into action?

a) When I am committed to a cause.

b) I’m a member of Greenpeace, does that count?

¢) Never and ever.

) When at last I get pocket money from the government.

e) When it serves my interests and when it shows satisfactory results.

e Placing funny, attractive litter bins in the street to make people really enjoy
throwing away their litter.

THE INTERACTIONAL ENVIRONMENT OF THE PROJECT
Chairing the rounds of talks

The rounds of talks with councillors, local government officers and interest
groups will be chaired by one of the volunteers. His/her task is to keep the dis-
cussion animated for the public. The contributions of the panel members have to
be brief and to the point; the chairperson may intervene when the panel members
use complex language. At the beginning of the meeting the panel members may
introduce themselves briefly, after which the groups, one by one, can ask ques-
tions. In order to prevent the last group from having no questions left (because
they have already been asked by the other groups), the chairperson may begin by
allowing each group to ask two questions at most. It is not recommended to call
upon every panel member to answer every question, since this will take too long.
It should not be forgotten to thank the panel members at the end of the meeting.

Voting procedure at the last meeting held in the evening

After the project proposals have been presented, they will be summarized by the
chairman. Then the public gallery is asked to vote. The group presenting the pro-
ject proposal that is adopted by a majority of votes will win two seats in the
youth council and the group with the second highest score will gain one seat. At
the second ballot only the members of the youth council are allowed to vote. This
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will be by a show of hands. The students are allowed to vote for their own group;
they can only cast their votes once; and they are not allowed to abstain from vot-
ing. Usually there is no majority of votes for one particular project proposal, in
which case the meeting is adjourned for negotiations. All proposals are still in the
running, so no one should be dropped. It is possible, though, that a group with-
draws its project proposal if asked to do so or reaches a compromise with
another group.

Lobbying

In the first voting round, most groups vote for their own project. In order to
reach a majority the groups should therefore lobby with each other. To get a
good compromise, it is very important that the groups should think about co-
operation with other groups before the committee meeting starts. Students should
be aware of the fact that politics is not only about having the power (‘winning’),
but that the content of a project also has value.

Implementing the winning project proposal

The local authorities are supposed to earmark a sum of money to have the win-
ning project proposal implemented. The intention is that the students will also be
involved in the implementation of the project proposal adopted for they are co-
responsible for its successful implementation. Participation in the democratic
system means that citizens in general and, in this case, young people in particular
help put the principles of democracy into practice. Two weeks after the meeting
at which the best project proposal was chosen, the youngsters who developed the
project proposal will be invited to visit the town hall to discuss the implementa-
tion of their project. A schedule will be drawn up so that the youngsters can
check for themselves if and how far the implementation of their project proposal
has progressed. If the students themselves can contribute to its implementation,
they should be given the opportunity to do so. It is important for all parties
involved that this phase is brought to the attention of the public. This will high-
light the project once again and will show citizens that something is actually done
with the people’s ideas and proposals. Other students in the participating schools
will also see that this project really works.

Evaluation of the three countries’ pilot projects

An evaluation of the pilot project was made at the final meeting of the project
participants. The results were very promising. All participants from the Baltic
countries were very enthusiastic. They felt that the project had taught them and
the students new educational methods. The students, school leaders and teaching
staff reacted positively to the project. There was an eager willingness of local
politicians and those responsible in the town hall to participate. The enthusiasm
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to continue with this method of learning about local democracy is also consider-
able. The co-ordinator in Vilnius is expecting to participate in more action days.

The draft materials for teachers and students are ready for use in different
languages. Teachers and volunteers have been trained. The co-ordination in the
Baltic region by the Lithuanian Centre for Human Rights is running according to
plan. The programme has been carried out in several schools. More schools than
anticipated are keen to participate in the project. Politicians, teachers and stu-
dents are enthusiastic about the model. Municipalities are willing to participate
and have granted money to implement the students’ plans. They have offered the
hospitality of their town halls. Mayors report that this model can be a very
important way of involving young people in local politics.

Suggestions for use elsewhere

Without too many changes, the project has been successfully executed for a num-
ber of years in the Netherlands and has now been used in Estonia, Germany and
Lithuania. A first aspect to be considered in the perspective of replicating the pro-
ject in other countries is to assess if the social and political context and the
education system are suitable for this kind of experience.

The project requires that the teachers have the skills to work with children
in different contexts, to train them in discussion techniques, to encourage them to
work independently and to show them how to write and produce a newspaper
reporting the action day. It assumes that school heads can deviate from the ‘nor-
mal’ school procedure and take the children to the town hall in order to employ
different teaching methods.

An important role is played by the volunteers. In countries where political
youth parties do not exist, volunteers from other non-governmental organizations
may be hired. What is important is their capacity to accompany the schoolchil-
dren without giving too many directives. It is important that the children
learn-by-doing how the local political decision-making process works.

Notes

1. The author expresses his gratitude to his colleagues in the Dutch Centre for Civic
Studies for their contributions.

2. The origin of these projects lies in the experience of the ‘Close-Up Foundation® from
the United States. The work of Close-Up began in 1970 with a government studies
programme in Washington, DC, for high-school students and teachers. Since then,
the foundation’s citizenship education outreach activities have expanded to provide
civic learning opportunities for an ever-widening circle of citizens of all ages and
backgrounds.
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