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. ' ABSTRACT

As citizens, our actions are fundamental go the
survival of our democratic éociety. A principal .role of
sociai studies, the school subject devoted to the goal of
e?fgctive citizénship,”is to encourage enlightened
partigipation in ensuring the maintenance —of:our

- ‘ N \ .
democrhtic values. Yet, the~democratic commitment of
soc;et has been ¢louded by the ideology of technique
which has helpgd to limit the activities of citizens to
that off 'coping' instead of 'acting.' 'Cpping“ is ’
f??f%@lly unreflect;ve énd.inacyive; citizénship‘that is

\

caring and participatory 1is not generated from societal

'ﬁoping.' The dissertation focuses on how social studies
, :
teachers; in a technological world, can teach for activé
vinstead of paésive citizenship.
s J

It is argued -that citizénship stems from the
ancient understanding of community and a more recent
understanding_of sovereign péwer. In Greek times, being
a citizen meant having a share. in the community--a sense
of belonging. Codbined with Rousseau's descriptién of
the, citizen as sovereign, citizenship. means active
belonging; thét is, citizenship involves being attentive

to public and political questions and accepting the

essence of freedom from sharing in the unifying force of

-

iv
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overeign power.. i o |
L]
! |

Although the overriding purpose of sociil
studies is seen to be citizenship education, -what 1t [
: AR
means to be a good citizen has certainly varied. i |
; \ a

: ) . :
Generally, students have bcen taught certain knowledge f

+
|
v {

skills and a cqmmitment to democratic values;
participation in societal affairs qas also been
encouraged. Sovereignty is expressed through the 1

decisions that we make as citizens; Social belonging is

2
1

1

the product of active participation. ‘ i
‘It can bé argued, however,‘that decision-making
in citizenship educafion has:béengpeduced to an empirical
way of knowing; active participation has beeﬁ numbed by
thq ideolqu of technique. Teachers encourage students

to store up bits of informationj; to conform, to fit in.

\

v
)

-There is no proCess—of“;eflection or reconteptualizatibn.

Students are led to accept 'what is' without

understanding 'what ought to be.' A more critical social

»

studies is proposed.
5

The meaning of citizenship is inextricably tied

»

to a'conception of the human image characterized bf
freedom and dignity. Teé@nology, in which survival wins
over dignitytrhnd.fefficiency' and 'best' are passwords,
is notlalways tied to.that image. It is argued that

students need to gain 'civic literacy' in addressing our



world. Characterized by moral reflection, civic savvy,

critical thinking, and active belonging, civic literacy
. ” . i H
is the result of a critical citizenship education. Moral
. . .
reflection is an ability to judge what is appropriate

(especially in_?iew of the challenges of technology and

»

our awesBme power?); civic savvy is the quality of knowing

as a citizen (in particular, the wider knowledge of

’

\
ideological, power and cultural §tructures which control,

A R Y ’&’ 3 .
. R RO ) . — . , .
influence an%@gﬁgé yﬁt our lives); critical thinking 1is
v

y A2 I ‘
the ability to“d;begmdne the aut4 and value of

o
P

knowledge claims; active belongigéﬁgnbofves the
restoration of a sense of community and the importance of
collective action in an image qf what it means to be
human. |

By cémbining these qdalities, it is pdssible to
teac;ffof a more critical social studies. In the, context
of being human and in the(conteXt of community, students
are able to act approbriately and with a sense of
belonging. This is a pqthway toﬂéfwider experience and a

richer life characterized by freedom, dignity, and

action,

vi
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" CHAPTER 1 , - :

N /
/

TEACHING FOR ACTIVE CITIZENSHI®
IN A TECHNOLOGICAL WORLD
, ~ /

. £
Qur actions, as citizens, ar§/fundamenta1 to

!
&

the survival of our democrqtic.sqgiegy. Democracy, by
= / o
the very nature of its liberal tradition, hinges on
s {

enlightened participatidn of citiééns who wish to improve
our world. Social studies, thesschool subject devoted to
the goal of effective citizenship, is critical in

ensuring the preservation of democratic values. Tt is

vital that we, as social studies teachers, assist in the

development of citizens,/willing to act to maintain and
/‘ .

improve the ideals of/%ur democratic way of life,
/ B .

/ ‘ ‘
QUES?IONS‘EVOLVE '"OVER LUNCH'
- //// . .
v y -
My interest in active citizenship has developed
7 ; ’ .
over - a period/bf years, but it was brought to life most

/

vividly as tﬁé regplt of a school accidént that could
have been véry serious. While I was enroute to my nodn‘
houf drama rehéérsal, a student tossed his.orange péel'op
to the hallway floor and walked away. I called the
stude;t, but he képt_on.walking. In my haste to catch up

to the litterbug and acquaint him with my 'someone might,

slip on your orange peel and injure oneself' lecture, I

7



, . B
slipped on the rééiduum of his tuna fish sandwich (which
\\also adorned the gé??;égé)'and slid down the hallway like
N : . R
g\curling skip's last rock seeking the button. My slide
stépped abruptly'whén I wés poleaxed B;'a door poét. To
say fhe least, I. treated the lad to a solid\rendition of
my 'litter lecture.' From his cozy position.(squeezed
between my framévand theblockers),zhe agreed that lit;er
belongs in the ggfbage:can, ﬁe said that he would act
accordingly inﬂtﬁé fut§re}  My‘slide into the post could
have been‘mudﬁf@a;;fsefidus; I concluded, but at least I
had been ébié £§3£é£on\ohe student's>b¢haviouf‘and

attitﬁde} :HTéfpﬁ£lobk épd his way of proceeding wqdiiﬁbe

T had,ﬁdﬁe some -good that day!

very-différé ‘H

'vaiﬁéQ:@ayéiiatéf I observed the séme'stﬁdént
déposit his ﬁnwéﬁ£ed-lﬁnch on the floor of the- same
Hallway. %This_timé,l introduced.the student to the
principal who had §Q@e select words for the chap, but the

incident causedfme-gé ask some fundamental questioné
about the:studént'é actié@éi Even thoﬁgh the student
knew that his behaviour was impropef, he still Sounced
his lunch across the hall. I thought I had pefsuadedvhim
to act in atbore caring manner but the student.chose-not
to take,résponsibility fqr his actions.

s

I reflected on the apparentaﬁersuasiye_power of

my social studies classes. My students concluded that



popn&ation gréwth is a serious problemé'they reeognized
that there is a limit to the nuﬁber of people our earth
< can support. What deciéions will they make in planning
their own fémily? Students agreed (and quite
emotionally, too) that nuclear holéqauét is not a viable
choice of futures. What will they do to work toward
N

their overwhelming choice? - Fundamental human rights were
acknoﬁledged by students, but to what extenf would these
students accept the responéibilities that go along with
‘these rights? To what extent, if at all, would they be
prepa;ed to kight to retain these democratic rights?

I'jodrneyed to}the staff room. Somé teachers
were complaining about t#e Alberta Teachers' Association.
"What does it do for mé?" one teacher asked. '"We pay our

Association fees for nothing,"

another teacher noted.
Yet, neither of my colleagues héd ever ﬁeen active in theh
Association's affairs. Neither had offered to serve on
AL ’ :

anyﬁbf the committees or in any of the Local's executive
positions, They were armchair critics--complaining about
apparent préblems yet ignoring opportunities fof éction.
This situation brought to mind the relationship of
commitmeht énd,action:= I began to question my own
teaching of &ocial studies. Now that students developed
their own v§lues syspems, were‘they working toward their

@

. goals? Were they being active citizens?

L



1 suddeﬁly ;ealized that students were much
. ‘ ‘ "™

more passive than active in my classroom. They were
willing to receive but not to transmit; they Qere
concérned about the world around them but not necessarily
éommitted‘to it; "They were most interested in the kinds
of things I thought were true. But more important,Othere
seemed to be a gap.between what students said in class
and what they did outside of the classroém. Was this a
failing of my social sﬁudiesvinstruétiAn? Was this al
flaw in the nature of social studies? My questiéns
increased as time yéht on. Since social studies €Xists -
as thé schoolbsgbjéct that helﬁs to create good citizens,
what did my questions ﬁa%e to say about society itself?

This dissertation expresses the author's
interest in reforming social studies fo make citizéns
actiQe instead of inactive. If social studies is the

v .

'school subject in which we become knowledggable, caring N
citizens, then what role does this imply for teachers?
‘For students? For society? These are crucial questions
in need of answers.,
THE NEED FOR QUALITATIVE
CITIZENSHIP EDUCATION RESEARCH -
Active citizenship is, by its ‘very nature, a

qualitative issue., There can be no test tubes or Bunsen



. , RN Lo
burners; no questionnaires, correiatlons, or statistical

measures. Quantltatlve c1t1ze%sh}p—research may be

unable to judge good citizenship; there may be no ‘
~distinction between actlve citizenship whlch promotes

tyranny or democracy on the quantitative research map.

o
&

Thomas and Parsons (1984) are very helpful in focusing on
the qualitative nature of certain research issues which
are difficult to treat statistically.

Teaching for active citizenship is a complex

—

ssignment--it is difficult for active citizenship to be
broken down, studied, and treated. The tasks and
respohsibi%ities associated with being a citizen have
become increasingly complicated. . With the growth of
government, the interdependence among hations}land the "
" increase of knowledge that citizens mé& possess, it
appears that the role of the citizen ‘and the
opportupltles for active c1tlzensh1p have changed over
the course of time. Technology has had a considerable

. - 5
impact jon society; technology has alsé’aitered.wham it

Tes ;a."a’_

3

means to be a citizen. .These are all complex issuesihest

addregdsed qualitatively.
The nature of these profound changes and what
vthey mean in terms of civic competence has a tremendous

message for social studies educators, By and large,

tecdhnology-related changes can cloud the democratic



commitment of our society by limiting the activities of
citizens to that of 'cobing'-instead of 'acting.'
'Coping' is typically unreflective and inactive.
Citizenship that is caring and participatory is not
generated from societal 'coping.' We are rfumbed by
technology which takes situations out of‘their human
context. Machines--and not peopleQ-become more
important., We begin to accept technology as a neutral
elixir--a cure-all to our problemé that leaves no
aftertaste. Wé fail to remember that the>same tecHnology
that engineered induStria% expansion, the Candu reactor,
and Saran wr;; also brought us pollution, nuclear
warheads,'and PCBS._ It is éasy to succumb to an ideolOgy
§f technique Wh;chrdominée;s our mind set and our world
view,

What threatens our goal of participatofy
citizenship? - It seems apparent'that one of the most
important considerations for social studies educators is
the impact of te;hnology on our world. In a time when
information is generated through greater technological
expeffise and accepted by those Withqut gxpertise in an
unquest{oning; unreflecﬁive way, we stand to lose the "
opportunity to act. The universalbadvertisement that
technology can do more and more of our work for us is

more than an invitation to comfort; it is also a push



to@ards passivity. We still make decisioﬁs, but they are
not the crucial ones. \Increasingly, ethical decisions
are replaced by fechnologital ones (é.g., gene splicing,
Baby Fae, SDI research). We ask ourselves whether or not
we can do something instead of whether o}vnot we ought
to. We conélude that gene splicihg will allow science to
improve on Nature's biological accomplishments but we
féii go reflect on thé potential of the<indiscrim;nate
application of techniques which could be biologic 11y
hazardous. We recognize that human life may be prolonged
by technological intervention but we do not reflect on
the quality of.tﬁat artificially extended life. We

believe that the wbrld will be a safer place when.Ndrth

' N | —
America can be defended in outer space from a, nuclear

O

o . '}.‘)2

'attéckibut we do not reflect on the probébilities“%ﬁguwwww
moving on the offensive when é strong défense is
technolqgically assured. We are numbed by ﬁﬁe
technological vista. We welcome the prospect of
technology which ﬁacitly expands our opportunities; yet

we forget that techﬁology also qhalitatiyely reduces our
experiences. The importance aﬁd'significanCe of ou?

human e#periénces)is lessened; the act of citizensh{p'is
fundamentally altered.

The problem is clear. How can sccial studies

teachers make citizenship education active instead of



passive in an increasingly technological society? In
linking citizenship education and technology, it is
necessary to develop a dominant’iﬁquiry'mode that
comgines interpretive science aﬁd critiéal science. (van
Manen, 1975, p..S) This means that quantitative work is
inappropriéte to this study; one cannot support a best
way to proceed, nor one key technique, ﬁor specific
knowledge; nor one right answer, Addressing the issue is
an invitation to come to knowledge through an agreement
on meanings, a holistic experienée that improves the
learner and alters attitudes and relationships. In such

a discourse, the meaning of citizenship becomes active,

not passive, and citizens decide to 'act' and not just
"cope '
3. The time has come for social studies teachers
to interpret and to act themselves. As Ciroux (1983)
notes, | .

Too much of the literature in the citizenship
field borders on despair; not only does it lack
any vision, but it seems "frozen" by its own
inability to .dream, imagine, or think about a
better world. The endless studies on the sad
state of citizenship educafion and the existing
political consciousness of students are paraded
before us as if there was [sic] nothing that
could be done. These should be treated as
starting points and not as terminal
commentaries on the nation's health.

The vitality of any field is measured, in
part, by the intensity of the debate that it
wages about its most basic assumptions and
goals, Citizenship education is in dire need



9

of such a debate. The prize to be gained goes
far beyond the merits of intellectual dialogue
and insight. What appears to be at stake at
the present moment in history is the ability of
future generations ... to think and act in ways
that speak to age-old precepts of freédom and
democracyy - The task of developing a mode of
citizensh§g edication that addresses this issue
appears awesome.? But when one looks at the
consequeng;s of not addressing it, there
appears the- possibility of a barbarlsm s0
dreadful #hat we can do nothing less than act
quickly ‘k{thoughtfully, in the spirit of what
is just, wﬁl essary, and possible, to meet the
“‘%(pp. 203-204)

uncover a way of proceedlng and to provoke a vital

dialogue.

TEACHING FOR ACTIVE CITIZENSHIP:
IDENTIFYING THE QUESTIONS

The central question posed in this dissertation
must be clear. In our increasingly technological world,
how can we, as social studies teachers, teach for active
instead of passive citizenship? What rekbrms can social
studies teachers make to existing practic; to help create

!
caring citizens who are prepared to act, %ith visioﬁ and
'in a human image, to help make their worl& a better place
to be? It may well be that'the key to unﬁers{andiﬁg this

challenge hinges on the development of a b&oader

perspective that asks different kinds of q¥estions about

{
|
{
\
|

|
\

|
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how we proceed as social studies teachers, [f this is
true, it may be 'possible to reconcéptualizv’thc nature of
social studies curricula t‘ o tter achieve a truer form
of citizenship. This view would also recast such social
studies staples as knowledge, inquiry, valuing, and

decision-making.
ORGANIZATION OF THE DISSERTATION

The dissertation includes six chapters. As
noted earlierc the dissertation is an 'ideas work' and is
qualitative in form. As is standard, fhis chapter serves
to introduce the work by revealing how the questions
first arose and came to be of significance; to provide
focus to-the questions béing studied; and to detail:
delimitations, assumptions, and possible implications of
the work., “

x The second chapter explores the meaniﬁg of
citizenship. From the Greek understanding of
citizenship, ﬁhe dissertation attempts to provide some
illumination of the historical nofion of being a citizen,
This conception is also applied to the Canadian situatieon
to help come to a fuller understanding of the challenges
of citizenship in a Canadian context. ﬁ

Chapter three addresses the nature of

citizenship education. To what extent has the social



studies been able to teach for the meaning of
citizenship? Ditferent approaches to citizenship
educatgon are examined and clarified and a broader
definition of social studies education is presented.,

The fourth chapter calls into quéstion the
success of citizenship education in its present form.
The impact of technology is described and it is argued
that the technological framework numbs the Esscntial
qualities of the historical notion of citizenship.
Utopian, dystopian and socialisﬁ views of technology are
described and applied to the social studies.

In view of these challenges to what it means to
be a citizen, the fifth cﬁapter outlines a broader
perspective of technology which helps usnbring into
clearer focus our developing 6otion of what it means to
be human. A way to proceed--a framework--is suggested
for wse in reforming social studies in order to create
active citizens in the image of the historic notion of
citizenship.. The final chapter outlines possibie reforms
to the social studies toward the deve pment of active,
caring citizenship -in the attainment of 'what. ought to

be' in our world.
DELIMITATIONS OF THE DISSERTATION

A key delimitation is that the study 1is

a



restricted o social studies education (although there
may be general nppliéability to other .arcas). The
dissertation seeks to ascertain curricular direction; 1t
is not embedded in pure philosophy. In this way,
: A
philosophers, movements, and certain beliefs will be
interpreted insofar as ‘they shed light upon citizensh%p
education. The audience is intended to be socia1~studies
educators, not technologists or antitechnologists;] in a
similar sense, it is written for social studies
educators, not philosophers, existential
phenomenologists, or critical theorists. This does not
mean that the dissertation does not apply to others; it
does mean this dissertation i® a social studies piece for
social studies people. Consequently, it is written in a
way that Qill attempt to encourage social studies people
to use the ideas contained herein.

Because the dissertation uses a variety of
sources to address questions emefging from the impact of
technology on social studies education, there is some
fear that the work will be characterized as an 'academié
mongrel'--i.e., it crosses diverse étrains of ;esearch to
devéiop an improved direction for social-studies
curriculum and practice. It is the direction t%at should
be emphasized. Further, the research is appropriate to

AN ]

the questions posed.



ASSUMPTIONS OF THE DISSERTATION

The most basic underlying assumption is that
the nature of 'democratic' citizenship implies active
participation. If this is the case, then being active is
generally better th&bbeing inactive., Therefore,
curricula that engenders action is preferable to
curricula that engende(s inaction. Milbrath (1965) is
very helpful in exploring the active-inactive dimension,
(pp. 9-16) He 7uggests‘that activity 1is generally graded
by quantity; some individuals engage in an activity with
greater regularity and frequency than others. Indeed,
some people are inactive; others are submissive; a few
are involved or even committed. Milbrath's definition is
an instrumental view of activity and there may be more
merit in understanding action on the basis of meaning and
intent rather than a specific number of acts.

Depending on the situation, civic action may be
public or essentially private. It may involve a letter
to another individual or a‘private discussion. It may
also involve a letter to the editor or a public
discussion. Personal actioh may be in response to a
request to become involved; it may be the result of én
irresistible urge‘to participate; or, it may be the

result of a sense of duty. Civic action may be to .
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‘\\‘ ‘ . ‘ .
.

provide input or as a response fo‘outppt; it may be to

v . . { L
.express one's view or to alter a course of action.
=) ’

The assumption addresses the kind of activity
hecesséry to maintain a democratic society. Figure 1
helps to explain'this,assumptién. It may be the case

that: citizens take aétiq@ when their level of

.

consciousness is raised to a certain level. Some

citizens may be content. to be inactive untd4l an issue is

important to them. In a similar sense,ﬁ&he passive

individual may be content to nod one's head until a

Situatibn emerges that is individuallynsignificant.' When

~a level of consciousness is raised to a certain point,
: o

these individuals become very active on a particular

matter or matters. A good citizen is not necessarily

B

5

active '‘at ‘all times. ‘Depending on interests and

resources, a good citizen may be more interested in some

issues and less interested in others.
It is also assumed that technology has an

impact on curriculum choices including what to teach and

-hoﬁfto teach it. Technology is seen as'non—neutrél; the

1

dissertation assumes a need for an increased awéreness of
thé negative aspects of‘ﬁechnology. ’This view calls into
qué%tlon the fundamental rellance in science 1nherent in

thi perspectlve of many individuals. |

‘As well, citizenship education is viewed as the

14
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core of the sociallétudieé.‘ There is, therefore, ah
impdrtént link between civicvaction and social studies
classrooms. Through social 'studies i; ;eeh one way to
promote actiQe,kcaring citizenship. |

| Social studies is seen to have é
reconstructionist meséagé or component—-there is assumgd
to be a notion that sociél studdés can, in some ways,
chaqge the world by helping to create caring individuals

who work toward 'what ought to be.'
IMPLICATIONS OF THE DISSERTATION

The dissertation may have coﬁsiderable\impact

on.the teaching strategies, approaches, and techniques of

!
social studies teachers (in a technological sense); but,

more important,kthekstudy méy also point toward é more
holistic way bf approéching the social studies. In this
respect?'it may serve as a basis of a new direction in
lcurriﬁulumvmaking. It may have impact on how.socialr
studiés teaéhers plan and teach lessons--and even the
topic and curriculum structure. The work will be pointed
toward changingAourvwérld'to.cast iﬁiinkterms of 'what

' to make our world a better place.

ought to be;
The sense of belonging, of active
pafticipation,‘that develops in social studies will also

affect other aspects of a student's life. An

16
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understanding of a truer meaning of citizenship may have

implications for school experiences and personal
relationships. In this sense, the dissertation ha’s

implications for other aspects of 1life in a school.

ih

Another implication bf_this work is its

» 3

potential contribution to the reinstatement of a more
classical democratic theory--a theory George Wood
describes as "participatory" rather than "protectionist."
(1985,. p. 40) This means that citizens recognize their
role as equal decision-makers in "a lived process of
participation, a process in which cditizens do not merely
choose between elites but actually transforp themselves

through debate and"contestation over public issues." (p.

43) It means the support of
. - o
a vision of democracy which continues to be
relevant as it humanizes shared social spheres,
"empowers, democratic *citizens, and leads to a
more effective and efficient decision-making.
. Ongoing debate into how such participation is
to be facilitated in our evolving society is
necessary. (p. 43) ’

In such a way social studies is transformed. A renewed

i, "
Vo . » -
formulate a citizenship education that pierces the layer

ﬁ?nscibuéness‘and dedicated social action help to

of passivity to find a critical path committed to human

dignity and action.

17



CHAPTER 2
WHAT IT MEANS TO BE A CITIZEN

The term, 'citizen,' has a long history. It is
a notion that many of us take for granted; We are born
'citizens' of our country; we are seldom in a position to
reflect on what citizéhsﬁip really means. For baBy—boom
Canada, being a citizen means'hgving a country to call
home. For my parents' generétion, democratic citizenship
involves defending one's homeland from enemies of
vfreedom. For my grandparents' generation, citiéehship
aeans acceptance in a new homeland. For soc&al studies
teachers, the notion of citizenship is vital--our efforts.
are dedicated to the development of democratiﬁ citizens
by £radition and philosophyl In order to understand what
it means to be a citizen, it is necessary to review
history tolcomparerand contrast the different conceptions
of citizenship. This chapter chfonicies the nature of
citizenship from ancient Greece to modern day Canada. Tt
seeks to make clearer the original meaning of citizenship
and to apply £hat understan&ing of citizenship to the

Canadian experience.

18
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ANCIENT NOTIONS OF CLTIZENSHIP

' THE ORIGINS OF CITIZENSHIP AND POLITICAL COMMUNITY

R. Freeman Butts believes that the idea of

-«

citizenship can be traced to the rise of the Sumerian
city-states in the period from 3000 to 2500 B.C., but the,
fragmentary historic record and limited.influence“on the
Western tradition'éerve to relegate this birth of
citizenship to a historical footnoté. (Butts, 1980, p.
24) Butts notes these points about the origin of the
idea of citizenship:

1) citizenship was based on membership in a
political community regulated by man-made laws
rather than upon membership in a family, clan,
or tribe based upon kinship, religion, ethnic
background, or inherited status; and 2) the
predominant view of citizenship in
‘fifth-century Athens was that citizenship meant
that the laws were made, administered, and
judged by free citizens who were both rulers
and ruled, not merely subjects of a king or
priest who made or revealed the laws. In the
first case, citizenship entailed rights and
responsibilities conferred by law (achieved

~status) in contrast to roles and obligations
conferred by inherited class, kinship, or sex
(ascribed status). In the second case the free
citizens were members of a democratic or
republican political community in which the
citizen class participated actively in the
affairs of the state. (p. 25)

The potential of the uniting‘power of the

’,‘o

political community has not always been apparent.
Historically, such factors as kinship and religion have

Y
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had more sway in the.ﬁaintenance of social order and the
administration oijustice in a traditional society. The
move to a cbmmon Sond of state is a fundamgntél‘shift in
the'organization of community 1ife. Up to the ﬁiddle of
the eighth century B.C., Athens had a monarchical form of
government drawn from tribes or clans. From village
community it became a city—state, or polis, as a result
of increaéed trade, the establishmeﬁt of a growing
marketplace, and the need for common defense (at an
elevated, fortified site--the acropolis). With increased
wealtH, a small number of individuals captured economic
power and challenged the political authority of the king.
This council of nobles gained more and more power and
eVentually eliminated the kingshgp.x The sweeping changes
of economic expansion brought political problems for the
oligarchy and provided opportunities for tyrants to claim
power on the basis of lower class discontent and promises
of relief from problems of the day. Gradually, there was
dissapisfacfion with tyranny which'did not bring
political oppression to an end. The increased economic
étrength of the city paralleled with a political
consciousness of common citizens coﬁpributed to the
establiéhment of democracy. .(See Wéllbank;”Taylor_and
Bailkey, 1971, pp. 42-46; Burns, et. al., 1982, pp.

171-177) * In the course of this expansion, the political
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community changed from a sense of tribal authority to a
sense of community rooted in a growing number of common

conceriis. There came to be a single, monolithic
o)

il
i

structure of pdwer which united all members of the

city-state in the attainment of community goals.
1

i ‘
Membership in the political community overtook the

significance of kinship, religion, ethnicity, and status.

(Nisbet, 1982, pp. 15-16)

——

THE ATHENIAN IDEA OF CITIZENSHIP

The oppressive Athenian tyranny was overthrown
in 508 B.C. when Cleisthenes promised reforms in return
for support from the masses. Cleisthenes provided for
the participation of all of the free men living in Athens
on the basis of equality. A public assémbly of all
citi;ens was the law-making body, and maintained:supreme
control of executive and administrative functions.
Executive duties wereﬁhandléd'by fhe Council of Five
Hundred, a new political organization. Fifty members
were selected by lot from each of ten new divisions,
eliminating the old units which represented ﬁfad;tional
tribal or class groups. The new adminiétrati@e
organization cut across divisive %attors (especially
class, genealogy, and geography) and helped to achieve a

feeling<of community by foc#sing each division's
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interests on common goals, Thiﬁuyas a very significant
reform in the development of theLAthenian political
community. Jgdicial functions we}e handled by people's
juries selected by lot from a pool of 6,000 members.
Executive official; were also chosen by lot and only the
Board of Ten Generals was elected, and then for only .
one-year terms to ensure maximum accountability. A later
reform instituted the use.of ostracism, whereby anyone
deemed by a majority vote of the Assembly to be a threat
to the state was sent into exile for a ten-year period.
In every way, Cleisthenes's reforms were devoted to the
attainment of common, community objectives and the
maintenance of a responsible and confident male
citizenry.

There weré other developments which assisted in
the esta@lishment of common goals. War with Persia,
which recommenced in 480 B.C., was successfully countered
by a competent Athenian navy which was constructed with
public funds voted by the Assembly three years before.
The navy was the foresight of Themistocles and it saved
the city-state from foreign domination. The sailors,
selected from the poorer parts of the population, found a
kind of solidarity in thgir vocation and the
establishment of a state fleet meant that the sailors'

efforts were devoted to the achievement of state goals,
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'
including the defeat of Persia. Bowra sees t is as an
important ﬁhase in the development of citizenghip-~the
fleet was used in the community interest to sejcure the
defeat of the Persians and was -a national insplration
which only reinforced the Athenian politiéal stiructure,

(1971, pp. 19-22) As Herodotus explains,

So the Athenians increased in strength. It is
obvious not from their example only, but from

many others, that freedom is a good thing; \for
even the Athenians, as long as they were unider
a tyrant's yoke, were not one bit braver than

any of their neighbors, but as soon as they
shook off their yoke they became by far the
first. While living under oppression they llet
themselves be beaten, because they were working
for their master; but when they won their
freedom each man wanted to do the best he
could, because he knew that he would enjoy thle
fruits of his effort. (Herodotus, V, 78)

It was during the time of Pericles that Athens

attained its most complete_democracy. Pericles was
elected Strategos (general) each year for about thinty
years; he was without question the leader, and democracy
flourished during his time. Thucydides reports
Pericles's speech at the burial of soldiers who died
during the first year of the Peloponnesian Waré—Periclgs

\
is at his bombastic best in describing the ideals of |

' \

Athenian democracy when he addresses the people of his \
city-state: o : \
For we enjoy a form of government which does \

not copy the laws of our neighbours; but we are ' \
ourselves rather a pattern to others than \
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imitators of them. In name, from its not being
administered for the benefit of the few, but of
the many, it is called » democracy; but with
regard to its laws, all enjoy equality, as
concerns their private differences; while with
regard to public rank, according as’ each man
has reputation for any thing, he is preferred
for public honours, not so much from
consideration of party, as of merit; nor,
again, on the ground of poverty, while he is
able to do the state any good service, is he
prevented by the obscurity of his position...
The same men can attend at the time to domestic
as well as to public affairs;-and others, who
are engaged with business, can still form a
sufficient political judgment on political

- questions., For we are the only people that

’ consider the man who takes no part in these
things, not as unofficious, but as useless...
To sum it all up, I claim that our city is an
education to all Greece, and that every man
among us is an example of independence of mind,
versatility of accomplishment, and richly
developed personality. (Thucydides, II, 35-41)

Pericles concluded that the eff?rté of the fal}en
soldiers had been devoted to the larger aims of the

;:¢ state, and that it was in the collective inte?est of all
citizens to sacrifice personal concerns for the greater
welfare of the city:

You must prove how precious such a spirit of
devotion is, not by listening to the praise of
heroes, but by daily appreciating the city's
greatness, by falling in love with her as you
see her, by realizing that her greatness 1is due
to men of courage who know their duty and
discipline themselves in its performance.
Judging freedom to be happiness, and. courage to
be the creator of freedom, it remains for you
not to fear any risks, but to rival what these
men have done. (Thucydides, II, 42-43) -

In every sense, the supreme importance of the

-
-
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community was stressed by Pericles. An individual who
did not participate did not really belong--one's
citizenship would, in a real sense, be reduced. In fact,
the individual would not be properly human. This sense
of belonging can be seen in the kind of democracy
apparent in Athens at the heigﬁt of Pericles's
leadership.

The administration of Athens was the
responsibiliﬁy of its citizens, but this was not a
majority of the population. A citizen was a man over
eighteen years of age who was born of Athenian parents,
This excluded metics (res;dent aliens), women and
children, and slaves. Agérd speculates that
approximately one-tenth of the total population had
political rights. (1942, pp. 69-70) The electorate,
'however, was thoroughly democratic, and every citizen was
a member of the Assembly which established every foreign
and domestic policy. The Council of Five Hundred was the
chief executive body 6f the polis and fifty members held
office each month. The Council was elected annually by
lot from a roster of citizens éver thirty years of age.
Popular courts tried all legal cases and the juries
consisted of between twenty-one and 1,001 citizens chosen
from a panel of 6,000 citizens drawn annually by lot.

Even the administrative officers were selected by lot



with the exception of the Board of Generals, which was
elected because of the highly technical job of
constructing military and naval sératpgies. The extent
of this public service is very significant:

In practical terms this meant that every
citizen 6f Athens during the course of his life
had been engaged in public service. He had
»military training during the ages of eighteen
to twenty; he listened in assembly to the
debates, perhaps spoke himself, and shared in
the decisions regarding governmental policy; he
would probably have served on juries, which '
decided matter's of civil law with no judges to
instruct them; and he would likely have been on
various commissions and a mgmber of the Council
of Five Hundred; perhaps on 'one day he was
actually chairman of the Council (for that
of ficé, too, was passed around in a democratic
way), so was virtually president of the
Athenian Commonwealth. It is obvious,
therefore, that the ordinary citizen in Athens
had an extraordinary opportunity for
participating in political life; freedom to him
meant, not so much the lack of restraint as the
privilege of sharing in community enterprises.
In fact it has been estimated that on any given
day one citizen out of every four or five was
engaged in some form of public service. As a
result there was an extremely well informed and
experienced citizenry. (Agard, 1942, pp.
71-72) :

It was the shift from the priority of community
to an individualism“thaﬁ sﬁelled’the end of the Athenian
democracy; .Athens was not communal in dealings with her
allies.who supportedbé‘fund for mutual -defense. There
was considerable growth in.Athenién imperialism to the
point that allied funds destined for defense were

diverted to public works projects in the city-state. The

A
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allies had been transformed into a naval empire tor the

advancement, of Athenian interests, and when an ally tried

to rebel, Athens crushed the revolt by force and dealt

with the city as if it had been conquered. Allies were

seen to be inferior states and were not treated in the

democratic way Athenian domestic affairs were handled. A

revolutionary spirit grew in Athens, ras noted by

Thucydides:

The cause of all these evils was greed,
ambition, and the love of power, and the party
spirit which they created. Leaders of one
faction would pretend to uphold the equality of
the many, the other the superior wisdom of an
aristocracy, whereas in reality both considered
only what profit they could make for themselves
at the expense of the people. So revolution

produced every kind of evil in Greece. -In
their feeling of insecurity men looked only to
their own safety and trusted no one. While

conditions of life were in complete disorder,
people gave way to uncontrolled passions and
disregarded those common laws of humanity in
which every person normally trusts for his
protection. (Thucydides, II1I, 82-85)

Conditions were right for the erosion of the sense of

political community, and archrival Sparta defeated Athens

by 404 B.C., imposing drastic measures including

submission to Sparta as a subject state. Oligarchy

replaced democracy; opposition was not to be tolerated.

Indeed, the glory of the Athenian democracy had come to
an end.

*

The years of Athenian democracy,’eépeciall&)the
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time of Pericles, 'are repréSented by at least one author
as the truest form of democracy recorded in history. ' As
noted by Glover,

In Athens more than in any other place I have

read of, or so far have visited, there is what

we may call an equation between city and

citizen., The citizen is the city; L'etat,

c'est moi, each one of them can say. He does

not break the laws; because he makes the laws;

they are the expression of his own will; they g
_suit him admirably...  The spirit of Democracy
‘then, as we find it in Athens, is belief in

‘men. (Glover, 1927, pp. 62-63)

What did it mean, then, -to be a citizen during

this .period? It is true that there were certain legal

.requirements and obl@gations of citizenship. ' After the

passage of Pericles's citizenship laws (451-450 B.C.),

males 0ver‘eighteen years of age were forced to prove the

‘Athenian birth of their father and ‘mother's father in

order to be considered as citizens., Athenian citizens

werg,required‘to,complete a period of_milifary service
and'baf taiés on thelbgsis of financial ability.
Citizens held”gfficé.as drawn by lot; and were paid for
their public sefvice and ‘received a crown at the
completion of:their term if'their;audit was passed.-
Tﬁege‘are.all iég@l notions of citiienshib, but the
Greeks used thelsame)ybrd fq descfibewgﬁe.citizen body
and the_constitutioﬁ. Tﬂis-is a crucial point, because

to the Greeks, being a citizen involved something more

7
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than citizenship:

~

The abstract word politeia reflected the unity
of the citizens, not only the sum of the
individuals but the living body composed of '
rulers and ruled, and the political life that
was the very life and nature of the citizens.
The use of the same word for individual
participation in the state and for its general
"structure shows that the participation was in
the main not a purely legal act between
individual-and state; it reflected the vital

adherence of the indi;@yal to the citiZen
body, as also to the er communities inside

the state,, and therewi was bound to them...

" (Ehrenberg, 1969, pp. 38—39)
Notwithstanding the legal righfs and responsibilities of
éiéizenshiﬁ, to be a éitizen conveyed a-sense of
community belonging. Patterson argues that‘fhé
citizeﬁship‘law éf 45;4450 B.C. "stands at‘thé beginning
“of the development of a [sic] abstract and divisible |
notion of citizenship.”" (1981, p. 135) SﬁbSEQUent‘
decisions of thelAthenian community created~cértain
vclasses of 1egél statug——aliens could hold laﬁd, certain
individuais‘could speak at tﬁe Assembly,qothers could not
vote. ‘The key to citizenship was "not so much a
collection of rights (and dﬁfies) as simple belonging,
having a share 'in the city and everythfng it’stoodﬂfor."
(p..135; pp. 129-139) |
Perhaps one ofthe best examples of this

'belonéing' is dé%bnstrated in the Athenian oafh taken by

military, cadets after their first year oﬁ training:

729



I will never bring reproach on my hallowed
arms, nor will I desert the comrade at whose
side I stand, but I will defend our altars and
our hearths, single-handed or supported by
many, My native land I will not leave a
diminished heritage, but greater and better
than when I received it., I will obey whoever
is in authority and submit to the established
laws and all others which the people shall
harmoniously enact’. If anyone tries to
overthrow the constitution or disobeys it, I
will not permit him, but will come to its
defense single-handed or with the support of
all. 'I will honor the religion of my fathers.
Let the gods be my w1tnesses,_Agraulus, :
Enyalius, Ares, Zeus, Thallo, Auxo, Hegemone.
(Bonner, 1933, pp. 89-90)

When fully developed in Greek times, the

meaning of the political community was very indicative of

society at large. The 'sense of belonging' was more
important than kinship, religion, ethnicity, or social

statdﬁ. Citiienship meant not only legal rights and

responsibilities but described a predominant bond between

the individual and larger collective aims rooted in a

. common sénse of community. The moral life of the

community took precedence; the citizen was a free

individual only in community.
)  PLATO'S VIEW OF CITIZENSHIP

< " Plato wrote during the decline of the Athenian

democracy, the’erosion of Greek morals, and the

dismemberment of the Greek artistic and cultural

achievements. Plato believed that the ideal community

30
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must be constructed éhd that this could be done'with‘the
fuller development of a sense of community to outweigh
the conflicts of an imperfect world; Byvthe end of’the
fifth century B.C., Plato concluded that political.uﬁity‘
was impossible in Greece because of growing
individuaiism, immorality, and cultural and sociai
faqtionalism. His political theofyL—and his view of
citizenéhipé—would help to counter this divisiveneés.
Plato believed that unity and stabil;ty-were-cfitical in
thé attainmenp.of indiQiduél freedom and justice.

Harmony is a theme of Platp's work. His viewﬁ
of a political community is that first and foremost there
must be 6nenéss{

'Can we mention any greater evil to a city

tha at which rends it asunder and makes it
.no city but many? or any greater good than
tha¥%g@hich binds it together and makes it one?'

'We cannot.' _

'"Then does not communion in pleasure and pain
bind the city together, when, as far as may be,
all the citizens rejoice and grieve alike over
the same births and the same deaths?' :

"Certainly,' he said. :

'On the other hand, is not individuality in
these feelings a dissolving force, when one
part of the citizens are smitten with grief and.
the other transported with joy over the same
experiences of the city or its inhabitants?'

"'Surely.' o .

'And does not this state of things result
when such words as- "mine" and "not mine,"
"another's" and "not another's," are not

~pronounced in the city in concert?'

'Yes, indeed.' . : :

'"Then that city is best governed, whichever
it may be, in which the largest number of men

£

31

ke
RIS
et



32

agree in applying these words, "mine" or "

mine," to the same thing?'
" 'Very much so.'

'"And is it not this that is nearest the
condition of a single individual? For
consider, when any one of us hurts his finger,
the whole fellowship of body and soul which is
bound into a single organization, namely, that
of the ruling power within it, feels the hurt,
and is all in pain at once, whole and hurt part
together. And so we say that the man has a
pain in his finger. And in regard to any part
of the human body whatever, may not the same
account be given of the pain felt when a part
is hurt, and of the pleasure felt when it is at
ease?' ' S

'Yes,' he said. 'And to return to your
question, the life of the best governed city
comes very near to this condition.'

"Then I fancy that when an individual citizen
has any experience, whether good or bad, such a
city #ill most certainly declare that
experience its own, and the whole city will
share his joy or his sorrow.' (Plato, 462)

not

' The uﬁity of the city is an‘imporfant theme of Plato's
work.

Plato ;ejeCtgﬁ a crucial point of Athénién
democracy--that citizens were able to alterﬁatiVely make
laws, work in the community, and defend the ;ity in -
wartime. ‘Plato'believed that the city should be
organized so that citizens undertooﬁ*tasks they were most
fit to do:

... No two of us are by nature altogether

‘alike. - Our capacities differ. Some are fit
for one work, some for another. Do you agree?'
'I do.'

'Well, then, would better work be done on the
principle of one man many trades, or of one man
one trade?'

t

'"One man one trade is better,' he said.
B 7
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T
'Yes, for I fancy that it is also evident
that, in work, opportunities which we pass by
are lost.' ’
'"That. is evident.'
'I fancy that things to be done will not wait
‘the good time of the doer. Rather the doer
must wait on the opportunity for action, and
not leave the doing of it for his idle

A moments. '
'He must.
'"And so more tasks of each klnd are
accomplished, and the work is better and is \

done more easily when each man works at the one
craft for which nature fits him, that being
free from all other occupations he may.wait on
its opportunities.' -

" 'That is certainly the case.' (Plato, 370)

The city would be ruled, Plato argued,»by“a
wise, highly educated group of philosophers--guardians of
the state who would always proceed in the best inﬁerests
of the state. As well, there would be a class of workers
who Qould do;what'they do best--work--and a military
class which would defend the_city. As the Republic
records,

'... the other.citizens as well as -the

guardians must be set each to the task for
which nature has fitted him, one man one task,
that so each citizen doing his own particular
work may become one man and not many, and thus.
the whole city may grow to be not many cities,
but one.' (Plato, 423)

There is an important irony here. Plato's oneness is to
be drawn from-a diversity of natprally suited tasks.
There is one state, but at least three classes; there is
one state but many di?erse tasks.

To Plato, there seemg to be more than one



conception of citizenship. On the one hand, each member
of society performs the task most natﬁrally suited to
hip. Contributing‘to the unity of society in this way
may be seen to be good citizenship. Indeed, the
contribution of the soldiers, the workers, and the
guardians iéqust that--contributing a service in tﬁe

el

community interest., There seems, however, to be a

special responsibility in the case of the guardian class.

Plato seems to be telling us that the guidingmand
governing of the guardian class is citizenship in his
highest form,

| Nisbe£ suggests that there are four key
qualities of Plato's guardian class. (1982, pp. 14-16)
First, there is a quality of asceticism because rulers‘
must not be pleasure-seeking énd must be prepared to
forego the material advantages for greater state aims.
Sgcond, there must be communism in that the neezs of the
state must suﬁercede the npedé of the individual, and
this is more probéble when such ties as family, social
attacﬁmeﬁts, or other fellowships are absent from the
coﬁmunity. Third, the political community must be \
monolithic to ensure that the community is powerfullyb
unifiéd at ali times. Finally, theré is also a quality
of mysticism--a éoming together of faith and reason--to

permit the individual to become fully free in a social

34
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cohesion of belonging. Plato's unity of community is

' . i ‘ ’ , .
dominant and it contributes to an understanding of

Jjustice: - . R

'What of the people in our city? What do
they call the rulers besides citizens?'

'Saviours and helpers,' he said.

"And what do these call the people?'’

'Wage payers and supporters.'

'"But what do the rulers in other cities call
the people?’ '

'Slaves,' he said. .

"And what do the rulers call each other?'’

'Fellow-rulers,' he said. '

"And in our city?'

'Fellow-guardians. -

'Then can we say of a ruler in other cities
that he may address one of his fellow-rulers as
a kinsman and another as a stranger?'

'Yes, many might.'

'"Then does he not think and speak of the
kinsman as belonging to him, and of the
stranger as not belonging?'

'"Yes.'

'"But what of your guardians? Could any of
them think of or address one of his
fellow-guardians as a stranger?'

"Certainly not,' he said, 'for in every one
he meets he will think he has a brother or
sister, or father or mother, or son or

- daughter, or grandchild or grandparent.'

"Excellent,' I said. 'But answer me this
also. * Will your law prescribe for them only
names of kinship, or must all their actions be
in accordance with these names? ~ In their
behaviour towards their fathers must they not
observe all that the law prescribeg for this
relation-~-reverence, filial care, §%d the
proper obedience to parents--or else suffer at
the hands of God and man? For he who acts
otherwise profanes heaven and wrongs man. Will
not those sayings be sung by all the citizens,
and sound in their ears from their earliest
childhood with reference to those who are
pointed out to them as fathers and other
relatives?'

'"They will,' he said., 'It would be
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ridiculous if with their lips alone they
uttered the names whilst they neglected the
acts of friendship.'

'Then in this city above all others, when any
one meets with good fortune or with bad they
will join in utterin§ the words of - which I have
just spoken, saying "It is well with mine" or
"It is i1l with mine.'"

'Very true,' he said. (Plato, 463)

Plato comes to define justice as applied both
to the state and to the human being. Justice is each
part of society performing the task to which it is
naturally suited. For the state, justice is the way in
which rulers rule, workers work, and soldiers defend.
For ‘the individual, justice is how reason dominates one's
actions. (See White, 1979, pp. 13-30) The result is
what Nisbet calls "a blend of rigorous social nihilism
and political affirmation." (1982, p. 8) The state is
cleansed from anything divisive so that the individual
can be placed in the most liberating context of the
political community, The citizen is liberated in the

context of his naturally.determined abilities and always

in the interests of the state.
ARISTOTLE'S VIEW OF CITIZENSHIP

Aristotle's Politics (trans. Jowett and '
Butcher, 1964) provides valuable information about his

notion of citizenship, which cContrasts considerably with

the view of Plato.l While Plato sees the strength of a
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community in its unity and stability, Aristotle believes
that the community (and the state) 1is, by its very
nature, a pluralistic soc;ety. Th¢ implfcations of this
view are certainly enlightening--on one extreme one could
say that Plato's approach to good citizenship is the
fulfilling of appropriate tasks; k}istotle's view could
be likened to the civic duty of‘belonging.

Aristotle begins his discussion éf citizenship
by asking ﬁhe question "Who is the citizen, and what is
the meaning of the term." (Aristotle, I1I.1, p. 79) He
proceeds to limit thé definition by describing what a
citizen is not. Résidence in a plaée is not a
characteristic of citizenship because aliens are also
residents. Citizens cannot be defined by their
possessionbof legal rights because non-cigizens have
civil rights and may be the benefactors of certainvtreaty
provisions. Aristotle says that a citizen's "speciél
characteristic is that he’shares in the administration of
3ustice, and in offices." (III.1, p. 80)

Aristotle further explains that there are two
kinds of office, "discontinuous" and "indefinite

'" "pigscontinuous" office refers to specific

office.
administrative and judicial duties for the state;
M'indefinite office'" refers to the ongoing opportunity

to share in the assembly and the courts. It is the

37
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latter definition--citizenship as the holding of
"'indefinite office'"--that rings true to Aristotle. It
seems apparent that participation (or the opportunity to
participate) in deliberating and adjudicating constitutes
citizenship. He proceedg, however, to explain tﬁat his
new definition is itself inadequate. Some forms of
government exist, Aristotle observes, that are not
democratic since "in some states the people are not
acknowledged, nor have they any regular assembly..."
(III.1, p. 819 Aristotle revises his definition of
citizenship once again to take into consideration states
which are not democratic. A citizen, then, "is the
holder of a definite, not of an indefinite office, Who
legislates and judges, and to some or all such holders of
definite of fices is reserved the right of deliberating or
judging about some things or about all things." (III.1,
p. 81) Aristotle's definition of a citizen now seems
firm:

He who has the power to take part in the

deliberative or judicial administration of any

state is said by us to be a citizen of that

state; and, speaking generalha, a state is a

body of citizens sufficing for the purposes of

life. (III.1, p. 81)

For Aristotle, citizenship is reduced td a kind of

-

: IR
"civic' belonging. R
Aristotle is sharply criticdl of Plato's view

»
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of the united wtate. He believes that a state should be
a plurality because it brings together so many different
individuals who share and utilize their fundamental
differences:

I am speaking of the premise from which the

argument of Socrates proceeds, 'tltat the

greater the unity of the state the better.' It

is not obvious that a state may at length

attain such a degree of unity as to be no

longer a state? since the nature of a state is

to be a plurality, and in tending to greater

unity, from being a state, it becomes.a family,

and from being a family, an individual; for the

family may be said to be more than the state,

and the individual than the family. So that we

ought not to attain this greatest unity even if

we could, for it would be the destruction of

the state. Again, a state is not made up only 4

of so many men, but of different kinds of men;

for similars do not constitute a state. (I1I.2,

p. 36)
There is, Aristotle reminds us, a basic equality of
freemen. There is diversity in custom and tradition, and
this should not be subverted., There is, in any city, a
celebration of family, friendships, and community. These
help to preserve '"the greatest good of cities.”" (II.2,
p. 37) Aristotle suggests that the loss of kinship ties
can lead to the elimination of a key social restraint
generated by love and community with others.
Responsibilities may become so shared that they become no
one's responsibilities. Everyone will be together, but -~

no one will belong. Aristotle's vision of citizenship

presupposes a kind of pluralism which furthers an
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essential social belonging which tends to be an important

theme in the ancient notion of citizenship. Yet,

Aristorie's '"firm' definition of citizenship tends to

omit the social belonging. It is rooted in civic powers
and duties instead of community membership and
participation. ‘

Plato and Aristotle agree on two important
points. Both see the pglitical community as a way of
attaining justice; both see education as a publig
function rather than a privaté responsibility of the
family og, religion. (See Butts, 1980, p. 29) There is,
however, a crucial difference between Platoc and
Aristotle:

Plato had believed so deeply in the political
community that he had desired to see it become
all in all; not a community of communities, but
instead a community of individuals emancipated
from a1l other communal or associational
ties--An short, a monolithic, unitary, absolute
community. Aristotle, recognizing the
importance, even desirability, of the political
community, saw it as destined ¢inevitably to
totalitarianism unless its power over human
beings was checked and balanced by the powers
of other communities within the political
order, such as kinship, religion, locality, and
others of social or cultural type. And in this
~difference between Plato and Aristotle we have
the essence of the difference, which has
survived throughout Western thought down to the
present moment, between. political monism and
political pluralism. (Nisbet, 1982, p. 22)

0



THE ROMAN IDRA OF CITIZENSHIP

There are many parallels between the
development of citizenship in Rome and the development of
citizenship in Greece. The key aspect is the creation of
a political community which has more significance than
the social cohesion of family, kinship, and relfgion.~ 

This evolved more slowly in Rome because of the

tremendous social significance of the family, o

The father of the family was very powerfuljé:g
his power (patria potestas) even included the righg.of
life and_death over his kinship group. The family, not
the individual, was the organizing social unit in Roman
society. Consequently, education was aﬂrespoqsibility of
the family; property ownership was determined by the

father; civil and criminal offences were handled by'thev

family. The family's dominance in daily life, and the év.('

powerful sway of the father, began to digilish in the
third and second centuries B.C. Butts notes that foreign

and civil wars led to the establishment of army

A
s
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commanders as authorities, taking away some of the power
of the kinship group and giving it to the state. (1980,
pp. 32-34)

Gradually, the power of law was exercised by

the stat: instead of the family under the leadership of



the father. In fact, with the establishment of the
eﬁpire, Roman 1aw_oas interpreted and oodified. At the
. Y ~
‘same time, Rome expanded throughout the known world, and
confer;ed Romao’citizenship io a variety of forms on her
oossessions. The important point about Roman expansion
Was that ﬁhe granfing of citizenship more involved the
legal pro&ioiono of citizens’' rights. The key to
" understanding the granting of Roman citizenship is to
apply the notion of ’belonging." Our vision of
oitizenship today 13 one rooted in a legal attachment to
state; thébacquioition of Roman citizenship was the
N
! ,adm1581on to partnership in an empire--it was the
opportunity to 'belong' in some .way to the community of
Qictors. The differént categories of citizenship granted
'took intO'consioeration such things as the'loyaltf of‘phe
1nhab1tants or the dangor to the empire. & ., (See |
Sherwin_White, 1973, pp. 397-424; Kagdn, 1966, pp. 67-81)
. : . . —
The right to vote or theﬂsubjeotioh to Roman laws without
Votiﬁé_gr%yileges——thése Were'oategories of citizeoship
. :
but more gignificant ?§9Y'were'categories_of "belonging.'
As the empiréjcrumbled, kinship and family tieo 
regaioedbtheir influoncelas a social restraint, Sociai
Jurlsdlctlon wasgglalmed by rellglon iocalities, and

profess1ons§ Feudallsm was - a completely dlfferent k1nd

of.politioal community. 'The'stateﬁno lonﬁer really



existed--the political structure was localized and the

consent of the people was proclaimed by higher‘authority.-

THE IMPORTANCE OF THE ANCIENT NOTION OF CIT1ZENSHIP

As noted at the Qu@set of this chapter, we,ﬂend
to view citizenship as a legaliy determined status
resulﬁing frém birthright or term df fesidence. The
aAcient'notion of citizenship is véry different, and it
is only with Pericles's citizenship law (451-450 'B.C.)
that citizenship begins to be categorized. The4ancient

'notion bf being a citizen is bas;d‘on a social
sbelonging--membership in a political community. To kéep
from being 'uéeless' (to use Pericles's %&rﬁ),_'to' |
.bélong’ means to attend to public affairs and to.form
judgments on political questions.A This rééponsible view
of civic duty insists fhat citiéens be both the rulers
and thé ruled, bésed on individual éqUality and ffeedom.

‘It is also firmly rooted in community values and rights.
- THE ‘DEVELOPMENT OF CITIZENSHIP IN THE MIDDLE AGES

As alreédy noted, the‘medieval period, was
devoted to politiéal fragmentation and féudal‘gévernment
which\plgged mofe émphasis on social fesfrainﬁs than on
communit;. The;period served as a transition to the

modern notion of citizenship, Political power was

43



~exercised by#individuals rather than by the agents of a

centralized state. Walter Ullmann reviews the standing

of the individual citizen within medieval society. He

b4

offers. three important conclusions. (1966, pp.‘145—151)

First, Ullmann posits that ‘the Middle Ages

contrlbuted the idea of the supremacy of law--the rule of

v

law. This appllcatlon meant that the 1dea of Justlce

became precise. A sense of community could be galned by
following the law:

The sempiternity of the idea of law as the one
and only regulating force'within a body
corporate-—translating the abstract idea of
justice into concrete terms of the law--raised-
the law to a basic principle which impressed
~itself.upon the Middle Ages and far beyond,,
The respect for, if not the sanctity of, t
law was the presupposition for orderly puj
government and social life. It was theyd
that was held to have infused permanen
stability, and sempiternity to. the bod
-~ politic; it was the law which’ breathed 1i
Y intwo a:@ public body. (p. 147)

+ Second, Ullmann writes that:the estaﬁlishment
of the supremacy of the law led to an undergtahdingon
iﬁdividuaI rights of citizens. There was a link between
qatufal iéw and natural rights--and human reason:

Man's right reason became the key with. which

< the secrets of orderly, civilized, peaceful .
social life could be unlocked. The natural
rights of man, discoverable by right reason,
emerged in the political field as the
fundamental rights of the citizen. (p. 149)

S N, . D
One detects aimore legal sense of citizenship with a

T
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declinihg social sense,

Third, gllmann'describes the generation of
common law practices. Freedom occurs in a society where®
iaws are not changed without the consent of the people.
Feudally inspired common law granted a.numher of
individual rights--on.the basis of natural riéhts. One
could argue that this basis--the idénﬁification of rights
and the primacyvof_law——éétablished a fertile minefield

for the revolutionary times ahead.

MODERN NOTLONS OF CITIZENSHIP
o

NATION-STATES AN MOCRATIC REVOLUTION

»

The modern notion of citizenship developed-with

v,

the rise of Européan-natidn—states, which alﬁefed the
‘feudal society of medieval times. The Crusades widened
-thefscope of Europeané,vended pf?g; iéolation, and helped
to stimulate trade and commercé;vespecially in the
Mediterranean area. The expahsion of the ecbndmy helped
the reemergehce of éitiés.and.the reduction of feudal
authority. A new society'emé;ged in which kings
challenggd the power of tﬁe nobiliRnynd'the Church bf
assum;ng"mo:e-and‘mOrg of the military,'judicial and
administrative agencieé of the modernisstate. FA new’

" political cbmmunity——the_nation—staté@—was emerging. ~

i
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As time progressgd, a dehocfatic revolution
took place'across much of the western world and this also
expanded and clarified the evoivﬁng conception of
citizenship. Palmer argues, tha"the period qf ‘the
democratic revolution (especially 1760-1800) waé

characterized by a revolutionary movement which grew

separately and distinctly in difﬁerent parts of the

. and privileged.. (Seé Palmer, 1959)

~

western world. In each case, there was a challenge

against the established order which was seen as closed
™ : e

Y

-*3

with an increased emphasis on political community instead
of the medieval array of social attachments. Two key
philosophers . can be credited with the development of

modern citizenship ideas--Thomas Hobbes and Jean Jacques

Rousseadu.

NS

L

HOBBES'é VIEW OF CITIZENSHIP

Written in 1651, Hobses's Leviathan'is a
2 © ;

landmark descripti;n ‘of the absolute political community.
Hobbes was ruthless in dealing-with conflict of any kind
‘which could dgtract.f;om the singular unity of the state.
To achieve fh;s aim, Hobbes advocated a political
éommunity without limit on the prerogatives of the
sqyereign; ‘Hobbesfs notion is.absolute sovereignty.

v

The modern notion of citizenship, then, emerges

46



Hobbes expresses concerns about the natural

-

character of an individual--before politics,
socialization, and acculturation. This individual,
Hobbes suggests, is inherently sad, fearful, and

insecure. (1642, 1.2) 1In the social state, one finds

-

security and order, and Nisbet interprets Hobbes to mean
that

in time the individual's egoistic desire for
his own greatest advantage--that is, his
instinct for self-preservation--managed somehow
to unite with the reason which is native to man
and through which even in the presocial state
he could presumably foresee the advantages in
sovereignty and absolute political association;
and that the momentous result was a '"social
contract," out of which came, once and for all,
the absolute political community--Leviathan!
(1982, p. 28)

Withoupvabsolute state power overvmén and adhe?ence to
complete sovereign contrbl, man would return to his
natural state and be fearful and insecure. (1651, I.14,
P 85; 1I.18, pp. 112-113) Man is either helpless or he '
is a'cipizen of this absoluté state.

.All authority is.centralized; it is
indivisible. Property rights are granted by the
sovereigh. The family 1is respected,Abut its’principal
role is procreation. rThe.church; which Hobbes clearly
feared, is totally subofdinate to the sovereign——indeed,

governed by the head of\state. All of these conditiéns

would ensure that the individual would attain his nQtural
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ends.
His rejection of cultural, geographic, and
religious factprs was supportive of a political community

which would engender a different kind of citizenship. A

1
' s

citizen would enter into the Hobbesean 'sqcial cbnffact'
and gain security and a sense of belonging in a community
without limits on sovereign power. This structure would,
at the same.time, enable the individual to fulfill his
natural proclivities: |

What Plato did form&he ancient city-state
Hobbes did for the modern nation-state: gave
it an ideal expression that made it triumphant
over all competing 'types of social structure. ..
Hobbes....'locate(“ébsolute power, not in
monarchy, not even in government as such, but
in the legal framework of the state. In sum,
the state became for Hobbes the legal-political
community that is Leviathan: a community which
does not permit within itself any lesser form
of community that could conceivably challenge
its unity, its indivisibility, and its absolute
authority. (Nisbet, 1982, p. 35) '

Inherent in Hobbes's view are many assumptions about the

sovereign.

ROUSSEAU'S VIEW OF CITIZENSHIP

One of the most significant contributors to the
discussion of citizenship and political community was

Jean Jacques Rousseau whose work The Social Contract

(1762) remains a vital statement even today. Written in

ighteenth century France, Rousseau was a part o%ithe
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Enlightenment and he spoke against tradition and
especially the social and political powers of the
Christién church. The political community, for Rousseau,
was an escape from the corruption of French society. The
political community was absélute and cﬁhld protect
citizens from the restrictions of sociéty. ‘Rousseau
believed that the individual shduld be freé from social
inequality éndkdecay——the politicai community could
provide a meégs‘to liberate the individual. This
fundamental"liberty was from society, but not ffom‘the
state. The state would ‘always be united and absolute;
society was a battleground for divisi&e'forces—~the
confiicting institutions of family, reiigion, locality,
economy, school anq‘bureaucracy. Natural equality is the
result of‘thié liberation, and it is only throuéh the
state that the restrictions of society can be brushed
off. In.order for thé state to be able to liberate
citizens, there is an obligafion to fender,tq the state
whgt the state demands—-this is the basis of freedom;v
Here 1is whére we come to underStgnd Rousseau's vision of
citizenship:\
If then we discard from the social compact
what is not of its essence, we shall find that
it reduces itself to the following terms:
'"Each of us puts his person and all his power
in common under the supreme direction of the

g;@i al yill, and, in our corporate capacity,
weN§ cceive each member as an indivisible part



of the whole.
At once, in place of the individual
personality of each contracting party, this act
of association creates a moral and collective
body, composed of as many members as the
assembly contains voters, and receiving from
this.agt its unity, its common identity, its
life, and its will, This public person, so
formed by the union of all gther persons,
formerly took the name of city, and now takes
that of Republic or body politic; it is called
by its members State when passive, Sovereign
when active, and Power when compared with
others like itself. Those who are associated .
in it take collectively the name of people, and
severally are called citizens, as sharing in
the sovereign power, and subjects, as being
under the laws of the State. (I.6, p. 13)

These idegs provide a key understanding of the notion of
citizenship. Ropsseau sees citizens as sovereign actors
who,Ttogether, influence the general Qill and also heed
it, Citizenship is a combinatioﬁ of participation,
leadership, and obedience:

In order then that the social compact may not
be an empty formula, it tacitly includes the
undertaking, which alone can give force to the
rest, that whoever refuses to obey the general
will shall be compelled to do so by the whole
body. This means nothing less than that he
will be forced to be free; for this is the
conditioen which, by giving each citizen to his
country, secures him against all ‘personal
dependence. In this lies the key to the
workings of the political machine; this alone
legitimizes civil undertakings, which, without
it, would be absurd, tyrannical and liable to.-
‘the most frightful abuses. (1.7, p. 15)

N\

When one compares the Social Contract with the prevailing

.

political philosophies of the day, one can see the

tremendous impact Rousseau's thinking had. It also helps



to advance the meaning of citizenship from a 'social
belonging' or from a set of legal rights to a series of

obligations devoted to ﬁolitical sovereign?y.
THE EVOLVING CONCEPTION OF CITIZENSHIP

A number of views of citizenship have been

advanced in this chapter. Citizenship is a set of legal
rights that forms a national state of attachment. Yet,
&

citizenship is also more abstract. It represents a kind
of community status and a 'belonging' to a unified state.
There is an affinity for fundamental equality and unity.
There is also discussion of pluralism, absolute
sovereignty, and general will. Are these not diverse and
maybe even discursive? How can Plato's city—unity‘evolve
from three classes of individuals devoted to diverse, but
naturally suited tasks? -How can Aristotle's idea of
o

belonging find consonance with his'VieQ‘of citizenship
and definite office? What assumptions about sovereignty
does Hobbes make in transforming the individual frome
hélplessness to a citizen of an absolute state? What
sense can be made of the meaning of citizenship?

‘The,meaning of citizenship can be best
generated from its Greek experience and from Rousseau's
modern-day application. The first aspeét of citizenship

comes from the development of political community itself.



Butts never really sees the origin - of citizenship; but,
rather, he refers to "membership in a political community

' and being "both rulers and

regulated by man-made laws'
ruled.”" (1980, p. 25) He fails to address social
belonging. It is social belonging, not the assortment of
day-to-day political opportunities of voting, |
administering, or judging, that is the key point. A
person who attended to public affai;s and made ian;mal
judgments on political gquestions fulfilled tﬁe’ggkial
(and state) expectations. As a result, he belongéd to
the political community. This q?longing is even clearer
when, at a later time, the Greeks granted forhs'of
citizenship that ihcluded the opportunity to vote, hold
property, or speak at the Aséembly, but withheld any
uniting sense of belonging. This is a critical aspect of
the meaning of citizenship. Second, Rousseau's work
addresses active citizens as sovereign. These ciﬁizens
share in.sovereign power and, therefore, accept the
obligations of belohging to the state direéted‘by a
general will. Citizenship means active bélonging; that
is, citizenship involveé being attentive to pubiic and

political questions and accepting the essence of freedom

from sharing in the unifying force of sovereign power.



THE CANADIAN NOTION OF CITIZENSHIP
AN ELUSIVE IDENTITY

Only recently have Canadians come to terms with
what it means to be a Canadian citizen. Primarily this
has been the development .of a ngciénal consciousness
through an ongoing refinement of an-elusive Canadian
identity, gé?

Why has there been such difficulty in the
development of a patfiotic spirit and national culture ih
Canada? Toronto political scientist George Heiman has
isolated five reasons for the difficulty in such
~developments. (1966, pp. 323-340) He suggests that the
presenc; of two nationalities in one country is
responsib 2T contrasting views and comments, and this
results 1i. ne lack of a culture definition. One might

% T
add that the presence of a;%g third group in Canada
of immigrants (and the very H%TM{e of being a 'third
group '~-an anglicized component that bows to ﬁhe ma jority
Fnglish-speaking culture group) is an additional argument
for the inability to fix a definition of Canadian
culture. Religious denomination has also made a oneness
difficult. The federal sysfem of government, the vastj

size of the country in geographic terms as well as the

extent of the frontier, and the proximity of the United

A
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States have all made the development of an independent
patriotic spirit and national culture a difficult task to

complete.
LIMITED IDENTITIES

I%Jattempting to upcover a Canadian identity,

Ramsay Cook suggests that » g
Perhaps instead of constantly deploring our
lack of identity, we should attempt to
understand and explain the regional, ethnic and
class identities that we do have. It might
JUSt be that it is in these limited identities
that "Canadianism" is found, and that except
for our over-heated nationalist intellectuals,
Canadians find this situation quite
satisfactory. (1967, p. 663)

This concept -of limited identities describes the Canadian
experience well, ‘It is partly the result of new social
forces and political demands; it alters the nature of our
Canadianacnnfederation. A regionalism has dénaioped, or
rather Hés continued to‘'develop from the outset. (Dubuc,
1967, pn: 1121l32%§ This:regionalism haé considerable

2,
Ty, 9;‘1

ayw c1€@zﬁns.

¢ . '~g, Lo )
Canadiam.”}One mus‘
I S

by :

for Confederation '
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north was a no-man's land; British Columbia was in
western isolation, These factors gave added drive to the
Confederation movement.. The Imperial attitude was
significant as well, as Britain viewed colonies as really
unnecessary, and so welcomed the consolidation ot
responsible government. One can conclude that
Confederation was more the result of external factors
than internal, although the dreams of Sir John A.
Macdonald and Sir George-Etienne Cartier cannot be
dismissed as insignificant.

EFminent Canadian historian, Professor J.M.S.
Careless notes that we measure nation-building according
to its goal of a strong and united nation, compared
always with the United States. (1969, pp. 1-2) Maybe,
Careless suggests, we are viewing this goal from the
wrong angle. Regional history has playéd a dominant

theme in the Canadian experience The early twentieth

&

century allowed the West to emerg*"fg a region; the
twenfaes were the years of industrial expansion,
modernization, and social stratification; the depression
years brought disruption to the Canadian political scene
(class and ethnic styain); the forties were years of
national sentiment in external crisis; the decade of the
fifties promoted regional expansion, enhancing the
regional orientation; and the sixties brought regional

a5
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division. .(p. 2) Why, thén, is thié'expefience of
régionaliéﬁ so prominent and,distinctiveﬁin Cané ian
Hiétory?‘ Why do we not 'belong?'

Oﬁé réasdﬁqis our geographic segmentation. The‘
north to south orientation éf‘regional ecdnomié patterns
providesndifficﬁlty f;r:the predominant (and mén—made)
east ﬁo‘west réiatibnsﬁips in Canada, and in féctwéan.
hinder tﬁe'm%intenance'of agst to west lines.  Tﬁ;
Anglb—Ffénch‘duaiity-séparates th diStinctivé cultural.
groups;'reéulting in dn/inwafd—looking approach to

hational affairs. Urbanization has resulted in

&

reinforcement of regional identity through-
metropolitanism. In Canada there .are a number of key
cities which eqchléontrol a éignificant‘tradihg area.
(e.g., Toronto, Montreal, Winnipeg, Vancouver, Halifax).
Urbanization, @ombined with metropolitanism, have helped
" to confirm regional identity. = (ppi..-3-4) o
| R o
One must wonder whether or not we, as

Canadians, can picture ourselyes as Canadians. That is

to say, what /is the'stereotyped Canadian image? Althoughv

'Americans or Auétraiians might have a ready picture of a
Cahédian, we do not. Yet, if is not difficult to readily
.pigture a Newfoundlander, a Saskatchewan féfmer, or a
Quebec.habitantu One must ask, as Careless doés,.if the

truth of Canadxii\zi%ntieth century history would better

o

@
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be expressed in negion—building instead of

lwilding. Regions attempt to gain m?ximum

% and maximum'advantaées from the federal,
provincial, or'municipal governments. Yet, there is a
sa;fifice go méinlain general union ab;vebregiondj views
and aspirafioné. (pp. 9-10) ‘This regional
interpretation of Canada's hisgtory is well-considered and

‘states the form of Canada's past. ,Indeed, our very

presence since discovery in European times has been one

~ based upon regionality. A number of monopoly holders’

‘attempted colonies in isolated,éanadian regions; Quebec

mentality differed from Montreal, Upper from Lower

Canada; and, Canadians were different from west coast

residents in the Coqﬁederation era, Clearly, Canada's

/
/

“history has been very much predicated by a‘stringenﬁ

strand of regionality and diversity. But, our process of

"becoming' is also indebted to external .influences.
. \u N (?} . .
Within the development of a national _

cofisciousness; the anti-American.movement is not really .
- N . .

s
ok

new. In the l790s,'tﬁe influencé of American teachers
and texts was hotly coqtested in Canada. The ygaf i834
saw 1egislatibn forcing Canadian ciggzenéhip for

'certificafion of teachers in Ontario, and in~I847 it was

e

rggealed that about half of the textbooks used in the

;‘?schbols were’ published in the Uﬁitgd,ﬁtates. This report
. : ‘ C P

L
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i‘had'prbfo&pd impact upon education, and very quickly

Lo : ' A . .
Irish"readers—-and later Ryerson editions--were 1n use 10

Canadian classrooms. In 1833, British visitor to Canada,

i~

Dr. Thomas Rorph.noted

Tt is really melancholy to traverse the
province and go into many of the common
schools; you find a herd of children instructed
by ,come anti-British adventurer, instilling
into the young ... mind sentiments hogtile to

- the parent state; false accounts of the,late

¢ war ... geographic setting forth [American '

cities] as the largest and finest in the,world;
historical reading books describing the ® .

American population as the most free.and . -3,
'gnlightened'under heaven and Ametican spelling
books, dictionaries, and grammar teaching them
an anti-British dialect and idiom. (Hodgins,
1896, III, p. -3) - » ' : .

i

[It is interesting to,obsefve:that aimost identical
comments have bgen mad? in’;ecent‘years by Céﬁadiaq
publiéhers;and educators.] During Rolphfé era’in C&néda;
one.would ndte that Americans were seen by Canadiéns as

power/ﬁungfy‘ﬁCOntrol gaiﬂihg seekersf They were "looked
u@@@ as a th;eét,£§'Cbnfedgration. Tﬁe question'of
Cdnadian;sﬂfViyal wa%\iﬁdeed considered by‘soﬁeyCénadians
who saw thé giant ﬁo the'soﬁth as é growing menace,
ThZ.BritiéhﬂNorth America Actbélassified,,ﬂ

education in the provincial domain, and therefore is also

i . . i . ' &
/subject to a strong regional influence. Identity was

’regionaliy oriented in Canadian textbooks and until

-2 ) .. .‘ ( . . » > il
recently qontlmued in such a fashion. The provincial

1
1
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“to present a national history of Canada. A vardiety of:"”

perspective remained dominant, and a commeon heritage was

"generally absent. Modern historians, however, have .

departed from this regionalist trend and have attempted

i

L

. attempts have been made in this regard and a review oﬂ

such prOJects suggested that the finest Canadlan hlstory*

_texts mix the theme of unity w1th the reality of regional:

diversity. (Roy, 1976, pp. 180-188)

ENCOURACING 'BECOMING' AND 'BELONGING'

It is crucial ‘that Canadians continue to
address natlonal understanding and unity (a sense of

’belonglng ) and our natlonal 1dent1ty (our sense of

"becoming' ).- ‘Since the m1d 1960s, this has been an

increasing concern for Canadians. Canadian textbooks

received criticism from A,B. Hodgetts in his report, What

Culture7 What Her1tage7 released in 1968, Hodgettst

noted that the teachlng %f soc1al studies in Canada was

exceptionally poor. Ehe author ] document was publlshed

>

.dt a very,signif}cant tlme, for 1t followed the fever,

x
¢

pitch of Canada's centennlal year, wh1ch brought with it

£

an,awareneSS of Canada and her heritage. Certalnly the

excitement of the world's presence at Expo '67, the

1lighting of the Centennial flame, the arrival andvtouring

of world heads of state--these images-one recalls as

w

2

e
g.‘

2



~being p;rticularly significant in OUfiCenténniéi
experience., Pride and’aWaréness of Canada's heritage was
lclearlyxﬁhé résult.. Sd, in'1968,.when_A;B. Hodgettsv
éompletédihiS'study of civic education in Canada, a.
bombshell was dropped on'Canada's.educatibnal circles;

Coming as it did, while the one hundred candles of the

centennial cake were still smoking, the ballooning pride,'

of Canadians was deflated by the findings. Canadians
were not aware of- Canada, Hodgetts repbrted. A1l history
'was to many students could be summed up as one teeﬁagérf

said——"nice, neat little Acts of Parliament " (p. 20)‘

Hlstory for young Canadians had become a. record of a dead
past. The Canadlan youth were bench- bound listeners,
yawning in a classroom ornamented only by chalkdust.

Hodgetté said there was a ratio between the awareness of

1

identity and the depth and'dhderstanding of common

-

- problems. Hodgetts emgﬁésized the importance.of giving
«1

Canadians a renewed interest in the Canadlan destiny

thfougk striving for national understa%hing. To
Hodgetts, national understanding was much ﬁore achievable
than national unity. (pé. 10-11; 119-122) The first
step in such'é project would be the foundation of a
Caﬁédian Studies Consortium, and the creation of well g

designed and ‘instructed Canadian studies units at all-

levels of Canada's educational system. One can

4
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. ] . ) . . ' . B
understand the significance of such a report at a time

when Canadians were discovering their 'Cangdianness.' We
' . ' ‘ R
were becoming. ‘ L ‘ N
. N TR

X : . " Y
Thomas H.B. Symons was commissighedwﬁo survey
. h-,' ,',‘ :

the situation pertaihing to Canadian studies,-and his

report; To Know Ourselves, was in part relagsed in 1975,

Symons suggests that the knowledge of one's identity is
self-knowledge, and it is this self—knowledge,that
Canadians must seek. Symons further notes that

If one considers identity in terms of those
qualities, ideals, experiences and institutions
that we have in common as Canadians and that-
distinguish us from non-Canadians, our ‘identity
will be made up of numberless components, about
any one of which may legitimately disagree,
However, any contribution to our knowledge of
these components, whether they be cultural,
sociological, or environmental, could be viewed
as part of the search for the diverse elements
that make up the total of Canadian identity.
(p. 12) . :

Symohs's comments provide a pinpointed focus for the
quest for Canadian identity. Certaidly one way of
striving for this idéntity is a better understanding of
‘ourselves (Symons's self-knowledge concept). Through
Canédian studies, Canadiahs are able to learn more about
their heritage, their preseht étate, and-pfojéctions for
the future of Canada ahd Can?dianst ' This inward-looking

~quest for understandig%éfnd rationalization of self must
Fea . ,

be regarded as key in the establishment of what appears,




v

to be an elusive Canadian identity. Symons states:
’ [

‘The most valid and compelling argument for
Canadian studies is the importance of’
self-knowledge, the need to know and to
understand ourselves: who we are; where we are !
in time and space; where we have been; where we
are going; what we possess; what our
responsibilities are to ourselves and to
others. (p. 12)

It could be argued that Symons leaves his rationale for
Canadian studies too openf and; although one can agree
that Canadians should know themselves for the sake of
knowing themselves, one wonders if ; viable rationale is
really inherent in such thought; Symons refusés to
pinpoint -+his ratlonale any closer, resultlng in the

«

incomplete ratlonallzatlon of Canadlan studles. (pp.

‘12415) Surely, the primary reason for studying ourselves

is to uncover. a Canadian identity--to help us to

'become.' Canadian studies promotes the search for
Self—knouledge. With the establlshment of such a key to

understanding, we galn a better understandlng of the

O
A -

‘con%ciousness of our nation. Our search for

self-¥Knowledge cannot become“tbovparochial, however; the

goal should be to disclose the widest interpretive
: 1 v

horizons for understanding our global situation as well.

Noted»Canadien author and editor, Geomge

Woodcock, has reflected cons1derab1y in analyzihg the

.

Cahadian identity. He notes that 1n 1570 ~identity meant

-2 S
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"the quality of being the.same, absolute or essential
sameness, oﬁeness;" but by 1683, the word was extended to
include "individual existence." Indeed, a fair turnabout
in linguistic progreséion had occurred. . This patterﬁ,
Woodcock notes, "reflects faithﬁuliy khe pattern of’bur
own changing meénings when we talk about Canadian
identity." (Wobdcock; 1972, pp. 67-74) He further
suggests that "at last Canadians see their identity.as
soﬁeghing that distinguishes them from rather:thgp
identifying them with others." (p. 70) h

The identity and the country's‘individuality'
are. definitely }elated, one could conclude. Identity is
something achieved through the consciousness Canadians
derive frém the real nature of Canadiép forms——throﬁgh
art (e.g., the Group of Seven and essential quality of
the Caﬁadiah landscape); poets (especially during the
interwar period when an inner sense of independence was
captured); architects (who are able to fit the Canadian.
land witthaﬁadian form and‘design——the work of Douglas
Cardinal is a fine example of such form and design); all
keeping in mind the Elimétic rigours of the north and the
politicai struggle§ and storms to the south. AsVCanada's
deaﬂ of historians,'w.L. Morton, has observed, Canadian
identity is irrevokably’tied to our northern character,

our- historical dependence, monarchial government, and

'



committed national desginy. (1971, pp. 88-89) Morton'is
certainly accurate, and he includes the northernM
character of Canada as an important component of overall
. vy
identity. It is in this context that we "belodyg.' !

.Hodge;ts, the Canadian centennial, an analysis
of the Canadian university scene, and the sudden and
shocking revelationsépf the Ryerson sale all developed a
Canadian awareness (or at least, an awareness of Canadian
natién, did not‘really possess before. Yet, Canadian
schools have not played é role in interpreting national
identity. |

Stamp (1977) has detected five reasons for this
iack of Canadian identity, as witnessed in the school
systems;' The political aims of public school reformers
of the nineteenth century help to describe this lack of
émphasis on identity. The goal of the educator in those
times was to inculcate loyalty to Britain and the British

institutions as a way of dousing'repubI;Can influences of

64

the United States. Emphasis was on a British throne, and -

LAY :
Al 3
nothing Canadian. (pp. 30-31) The nature of

Confederation was such, Stamp notes, that education
remained a provincial responsibility. Schooling was very
much a mai%?;'of local concern, and there was no vision,

of a nati&@&i'scale.contribution to Canadian growth.
N { g )
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Culture contentions were obscurred; and, therefore, no
federal pfesence wés available to increase the
development of a national identity. (pp. 31-32) [One
could probably érgue well that provincial jurisdiction 1is
a major reason for the heightening of regional
differences and, therefore, lack of a foc&ssed Canédiad
identity;] lThe political autonomy of Canada and the
British Empire was the predominant theme to 1914. During
this period imperial loyalty was stressed. Empire Day.

was created initially as a national patriotic movement,

<

but it soon begame an endorsement of the imperialist tie,
and from 1897 this Broad context was taken.\ (pp. 32-34)
Stamp should not study this with such dissention; during
those years_patrioﬁism was not patriotism to Canada, but
to Great Britain. In the 1920s 'and 1930s there was a
significant swing in Caﬁada’to United States periodicals,
American radio aAd cinema, and American heroes soon

. replaced Brit%sh He;oes without a thought to Canadian
heroes. Moreover, two themes 5ecame apparent in Canada,
and little substance was added‘to Canadian identity. |
English-Canadians saw the survival and establishment of
Canada as a political entity while French-Canadians
guarded the development and survival-of the |
French-Canadian society. (pp. 34-35) This. variety of

reasons explains to a large degree the failure of



Canadian schools to teach national identity. As former
Prime Minister Lester B. Pearson noted, our concern about
Canadianism is
not because we wish to live in isolation behind
a Canadian curtain of snow ... [but] because we
wish to live .this interdependent world
preserving those nationa@ values which have a
"special meaning for us and which will permit us
to serve not only ourselves, but the ‘
international community as well, (Stamp, 1977,
pp. 36-37)
Pearson expresses well a national desire of all
Canadians.

In this regard, Colonel C.P. Stacey has argued
that Canadians must "for the sake of our owaA mental
health ... abandon- our habit of trying to make like Great
‘Britain or the United States, or both at oncej; 'and admit
that after 'all we are relative small fry." (1967, p. 18)
Whether we are small fry or not, there are a number of
common bonds forming a framework for Canadian identity.
One could argue that the simple search for an identity
presents a common bond--and a willingness to work
together as a nation. Such a desire for an identity 1is
also a step toward nationhood in its every sense.

Certainly the geographic, economic and cultural

improbability of this nation is a part of Canadiana
' Pl

identity. The emphasis upon the survival of majbrﬁty and

minority culture against other cultures and the United

66
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States to the south has been a distingyishing feature of
Canada's heriﬁage. The very presence’of cultural
diversity is a part of our Canadian identity. Physical
geography is a very important component of national
identity; the vastness of the land and its climatic
harshness are readily identifiable. --The 'honest broker'
concspt'of Canada can be studied in historical
pérspettive as well, because Canadians have always
attgmpted to setfle differences peacefully, and there is
no real 'fifle—over—thé—door' era in Canadian history.
Indéed,vour very regionality is a Canadian first, because
although we feel secure on our regional axis, we come
together as a country. The British heritage we have ali
enjoyed, mixed with the\French éra of Canada's history
and the American influences, provides an identity base as
well, (Laxer, 1970, pp. 113—117)‘ These ére all aspects
of a‘true Canadian identity, an elusive concept which
receives ongoing definition and refinement according to
the Canadian scene. '

vNatipnal unity remains a political obsession
and Canad: ns must define a Qay'of bringing themselves
togegher in this divisive decade just as projecté and
policies have in the past. The Canadian Pacific Railway,
although divisive in const;uctioh, proved to be uniting -

in structure, as the geographic realities of Canada were
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shattprgd”by )‘bandsof st #3
policy was a man1feStabq§; of natmonalqgegtlment as it

“ & -a. L g

crystalling ‘an 1ntang1blewfeellng of dlfference between

Ed

£ h

Canadians and Americans as 5@31 %@Adeveloplﬁgﬁﬁtrong

markets and 1nd&str1es at ﬁome@; Such a policy used

o
i

economic mekans of unltlng Oanadldns largely because of

the difficulty in using common language, cultural

tradition, or religion. (Brown, 1966, p. 161)

Canadian immigration has strengthened Canada a

numericaliy and culturally, and the imﬁigranp factor kept
tﬂe West Canadian. National unity is best served by a
leader "who divides us the least." _(Underhill, 1944, pp.
114-119; 1950, pp. 133-140) Underhill sees a large part
of Mackenzie King's success as Prime Minister of Canada

in his ability to balance sectional interests and

N
@

5

determining what a majority would demand while

‘recognizing what a minority would tolerate. A qationgi

understanding is a route to national unity and natiohal?

'belonging.' Both of these goals presuppose an:
" *

understanding of Canadian identity and national , i;'

'becoming.

hal
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ACTIVE 'BELONGING' AND 'BECOMING'

As Northrop Frye has observed,

there has been too long and too unchecked a
domination of the longitudinal mentality in

Canada, and ... the tension between the region
and nation has finally snapped. (1971, pp. 8-9,
12) . ‘ .

As Canadians, we must restore a sensg of national

L2

understanding. Through the development of a
consciousness as Canadighs and Canadian identity, we can

achieve this goal. The nationalism inherent in this aim
‘ ’

is
not a narrow sense of relevance nor a parochial
kind of nationalism but rather an enlarged
awareness of ourselves as another imperfect but

nevertheless distinct segment of the human
race. (Symons, 1975, p. 15)

It is,‘then, between national unity and a sense of
%egionality'that we mus; focus our dé}inition of Canadian
identity. We must bring rea}ity in line with visién in a
nation-state without nationalizing forces--two languages,
pluralism in politics, and multipgiqity in ethnic origins
as well as geographié baseswﬁﬁﬁamust strive toward
fational understanding as a stepping stone to national
unity. We can do this by concentrating upon what unites
us, and not thevsocioeconomic, regional, and occupational
factors which divide us. Through Canadian idehtity, we
must promote cultural diversity and regional equality and

@
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.“means active

.

B

“we can fully,

of 'becoming.'
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"become' Canddian. Canadian citizenship
'belonging' (the achievement of national

-»understéndihg'énd maybe eVe£ unity) 4n an ongoing process
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CHAPTER 3
o e
THE NATURE OF CITIZENSHIP EDUCATION

*

CITL1ZENSHIP -EDUCATION AND THE SOCIAL STUDIES,

in a report on social studies priorities,

pragtices,'and needs, Superka-and Hawke (1982) observe
.0 @
that c1t12@hsh1p:’ddﬁatlon has been con51dered the °

e t

'central goaidﬁ% s id%gstudles fog at least the last

N &7 *
century.' Their review notes ‘that c1tlzgnsh1p has .been
. Cos ' _ oY i
referred to in literature through the years as the

o

"primary, overr1d1ng purpose, the "centering conceot,"

aﬁd,the 'ultimate justification' of soc1alhstud1es (p.

119) The revised curriculum guldellnes of the\Naplonal‘

CounCiixfor'the'SoEial Studies (NCSS)\Véstate a basio

»ratlogale foT soc1ab\stu¢nes edu@atlon' "The basic goal .

fiig
of soc1a1 studles education is to prepare young peopLﬁ

A

.be humane, rational, part1c1pat1ﬁg citizens in a world

-that 1is beooming incre351ng1y 1qterdependent. To be
. : . , .

e T \ P L ¢ . {
able to consider and resolve pocial issues, the _. | .

‘ . . ¢ : - | " . A
guidelines conclude, means that "knowledge, reason, -

f <.

cdmmitment to ‘human dignity, and action are to be.

‘regardédwaé\fomplement@ry{andﬁinSeparable." .(NCS§;WIQ79;¥
e . 3 } 3 . . Y : . " . L

SN . o . . . )

PN

Alberta sogxakystudles has not drifted far from
B ' “ L0 ‘

R e & N aw ~«. ) ‘. \7& S . ‘ . ’ ) .
K . 5 . o 3 G g . . '
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" essence, citizenship education

'clarify what citizenship education is really all about.

72

¥

the "primary, overriding purpose" of social education.
The opening section makes very clear the direction of

Alberta social studies:
»
Social Studies is the school subJect in which
studefits learn to explore and, where 'possible,
to resolve, social issues that are of public |
and personal concern oo .
 Effective citizenship is the ultimate goal of
- social studies. The value, knowledge, and
skill objectives of the Alberta Social Studies
Curriculum are designed to help students
develop intellectual independence, moral
maturity and more effective involvement in the
political, economic and social affairs of their
! communities. These characteristics, it is- ' o
" believed, will be required for effective IR
community, Canadian and world citizenship in
the coming decades. (Alberta Department of
. Education, 1981, p. 1)

w3 _ . ‘ . :
‘%lberta social studies is focused on the creation of

¢ : .
effective citizens through the process of social inquiry.

. o %
CLARIFYING APPROACHES TO CITIZENSHIP EDUCATION

If one accepts that zfcialstudies is,.in

then one proceeds to

o

i “

" On this topic, there is a bit of academic dissention in

the social studies ranks. Earr, Barth and Shermis Q1977)v.

refer to this -as "competing conceptions" of "the seamless

web of social studies." (b. 4) Itrseems that ‘attempts

to defineé -the soci}?‘studies always conclude with more .

digre531on than’ clarification ~In describing citizenship

e y
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L3

education,. Barr, Barth and Shermis'(1977)

suggest'that

3 4

R

varying emphasis is placed on a number of components
including'values and moral developmenﬁ, social sqience,
special interest areas, and decision-making. (pp. 4-12)
Newmann (in Shaver, 1977) identifiés eight
distinguishable approaches to civic education§ the
'aéademic.disciplinés of histofy and the sbcial scien;es,

v

law-related education, social prob%emé, critical
. - oo ‘ . ’

thinking, values clarification;’moral development,

: ~ community 4involvement, and institutional school reform.

(pp~ 4-9; Neﬁmg;n, 1975, pp. 3-6) :Figure 2 summafizes
o Lk ) , .

;hese appwoadhes.

> - - ,;The_écademig disciplines approéch supposeé‘that

aftentidn‘tb scholarship will‘help citizens tb deal with

civic problems. Newmann seems to combine two diverse:

. ® - . : '
approaches into ®ne; somehow he unifies teaching the
3 ! ' . '

-

v

facts (for the-sake of knoWleH%e) and teaching the
proéess of inquiry (for the sake of thé structures of the

disciplines).‘ Teaching the facts has its own intrinsic

. ¢ - T ‘ .
value; success comes from owing things (especially from
N : . r . . )

’, -

H

.i# history and the social sciences). More recently, there
has b;'e! interest in_"ceéching the inquiry skills used by

a prééfising scholar. The emphasis in such an approach -
/ : - is on soctal science and the methods of inqdiry. This
! FI o ' .

indicates that some critics See cftiZéﬁdﬁip as

.k




APPROACHES TO CIVIC EDUCATION

WHAT IT MEANS ‘ ‘
SPOKESMEN

Involvement

13

Institutional .
School
Reform

-

Citizens study and reflect

on civie needs and are. - -( = Ty
prepared fgr involvement.,

i e ) - Q/
and partmczpatlon k _ o :
Citizens habe the ability¢ Counts
‘to change the wbrld to Rugg ' s
make it a better place. Giroux LT
‘ = o . -

"FIGHRE 2

-
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APPROACH TO BE A CITIZEN
Academic Good citizens know a lot Wesley
Disciplines of facts and also Kfow how Bruner
’ ‘ to find more facts. Krug
Law Citizens are law abiding
‘Related individuals who want to
preserve and make more .
Just the rule of law in a o
democracy.
Soca@ - Citizens understand prob— Engle
-Problems lems of Signlflc%ﬁt Oliver
' _ " social concern. Shaver ,
Critical Citizens reach znformed Fair & Shaftel
« Thinking conclusions which can be » Hunt & Metcalf
Justify ansl explained “0liver & Shaver
and ar@<aware of such Giroux '
R things as assumptions,, o
o bias, selective percep-+ - K
! o , tion, and anomvlete‘x - ‘ ’ 1y
‘“3' s , %znformatton e AR IR - A
Ll S @ & . . !
Values iﬁzttzegi cZarﬂfd thetr Rathsj Harmin
Clarification‘ reeZy -hosen vaZups %“@1’ & Simon b
: prize their deczsmons, o f
and act on them .consis- ol :
. tently in day to;gay sze ,
. Moral. ' Citizens see certdin . Kohlherg - AN
Deuelopment" pr%nczpled formg- of"ﬁ’ . 'NJ .
\ reasoning or actio®s as '
universally better or >_
_ , preferable to other types. | |
Community )Newmann' i
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»

process-oriented and not so much-rooted in knowledge’

» . : ,
claims. Citizenship‘education addresses the ways that

social scientists f@iktion—-they develop a "way ef
knowing'" that wiil endure past the usefulness of some
acqﬁired kndwledge.? Social efience is‘viewed.as a means
to the end of nrodncing responsible and knowiedgeable
cinizens. In the case of teaching the faetsf a good /

citizﬁﬂvigf een.as an individual who knows things--who

rmation on cué. In thedcase of teaching
B : ' ‘ N . N SN
By of inquiry, a good citizen is an individual

where to go to find the answers and how to

. approech the subject as a,full?fledgeq scheiar.v S

an approach includes such subjects as human rights
justice, and law enfofcement. In some cases, pronCts

g mroduce ‘me.te'r,i,als‘\w which may be- u's‘e‘n more general
"'ﬁg‘socialu%tudies cburses.»fAs Ne@ménn notes, . ;
in contrast to the dlsc1p11nes approach, 'the
goal of law-related education would be
characterized not ag”the genexral search for
truth and understanding, but to preserve and

.. . make more just the rule of law 1n a democratlc R
society.. (1977 p. 5) :

—

-~
‘ In.this case, one could say that a good c1tlzen is a
{ . . . v
person who' knows how government works in case there is~

»

a Vad

need to get 1nvolved There is an emphgeis,dn how to
-~ ‘ | N } S v '

«%

~The law-related educétionvapproach emphasizes;

civics and the fundamentals of the 1egal process. Such ,

75
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~conform.to

Intellectoal skills are identified for ﬁggﬁfoctgon; these

\ | - | ‘_; 76

}democratic law, not . on. how to democratlcally

A
.

reform soc1ety or the 1ega$ system.-

The,social problems approach'emphasizeszcumrent'

. o g . ) . »
issues and the goal is to understand a soc1al concern., A

teuet of thls approach is that c1tlzens need g

p :
opportunltles to deaf with the spec1f1cs of'émmple social

‘!“ -
dllemmas. Often theSe courses surround 1ssues orlented L

titles and are._ devoted to ralsing the %@nsc1busness 1eve1

of the art1c1 anﬁs ' A ood cltlzen needs raCtlce 1n »Wf@*
}a T ) 4A ? . TR

fespondlng to social conce;n5' there ls an Oppértunlty th*

ﬁ;&ng a soc1al d11emma into focus and to act on “the

Q%sue. As well, the citizen comes to ‘understand
Q9 ° '

important’ social issues more widely.
Cgitical thinking is. not 'so much an approach as
-a fundamenﬁ%tomponept of civic competence. The .
justification of rational decisions and an ,awareness of &
assumptions and bias are components of : - J-
a thinking process that helps to distinguish
among difgfrent types of issuedgh ‘bp
method forgtesting and evaluating em
claims, logical inferences, definitiomal

statements [and] value judgments ...~ (&ewmann,
1977, p. 6) o SR

5,5"

n

R
»
L)

skills are seen to be inherent duafifiaﬂiﬁfabeing_ B
critical. = A%good citizen can think about situations,
Y : B . ’ .
b, .

to ’ A . g i . - . : DN N ° PR K ) 4. ) y . B
problems, .or ™formation witHout academic spoonfeeding; a
. . * Y v’ . : ) 27 .

i . . S
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a .
good citizen can test, evaluate, critique, and reflect on

these aspects of ci?icAlife.

Values clarification in social stugies means a
BYogsﬁwuwhichJencourages individualis to make values
decisigns by deliberate1y ¢hopsing1'prizing, and acting:

(See Raths, et al., 1966, pp. 37-38) ﬂSocial studies

tedchers help students to make choices, provide

opportunities for students to consider alternatives, and

encourage students to prize what they cherishyand act in
accordance with their choices. Instead of teaChiﬁ§w@wQ§wU
N . o T st s

sgbjgct»@gtﬁer&aswgucﬁ,»stgdenws gfgﬁﬁble‘%% search for
thejr central values. Often sdcial studies courses have
a values orientation.as a component of the prescribed

curriculum. In this apbroach\to social studies, a good

citizen is an individual who makes and defends choices. R
Tug quality of the choice 'is not as importént'as the fﬂﬁv g
: . - . A
. ""."“i‘ !
ability to choose and defend the cheice or that the . .%. ﬁ%%

 qhoice be freely thasn. , . ' A .
oty ' , 3

Thgﬁmdral development approach leads students
to forms of reasoning that ‘demonstrate a ’oncern‘fdr‘54§n
¢ LT o ) .-~ o
things as liberty, the principles of justice, and the

v

general will. This approach accepts certain kinds of

reasoning to be better and more preferable than others;

it attempts to help étudents to resolve conflicts in

their feasoning éﬁd §heir moralvd}&emmas. The higher
. R = : ,

4

%

“ o,
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forms of maral reasoning are correlated with more

advanced levels of cognition. A good citizen i's an

el

individual who makes judgments which are more universally
regarded preferable choices. In this sense, a good
citizen chooses to act in accordéna?“with generally

universal standards. . ' ‘ " ﬂb.
. ‘ . . «
"The community involvement approach, advocates
- - ' ‘ ' '

integration of students into their commupities: it is
: Sl

‘ ’ I}’ir‘ [ i l’. o ’
"learning by doing.wg Students are abf@@to”&pgerye’the’

&

social process while participating in f£orms of direct
g, .

&

citizen action: ' \

Tnvolvement and participation are emphasized
not as substitutes for study and reflection,
but as insurance that study” andgreflection will
be d&fected toward social realities and the

building of participation skills. (Newmann, . .

Y )

1977, p..7)

)

S R L L - vy
There are many forms of community. involvement--from ~ :

volunteer service to youth re@ellion——and all are devoted

to the gﬁhancement of student cohsciou§ness and increased

attention to the injustices of our society. A good

citizen is an individual who can apply the in-school

learnings about our world to the real world. Such an

3 e I - . T

.Endividual is in(glved not just with classroom but with
- : ‘

* social reality.

‘The general structure of the school itself may

have more to'do with ‘eitizen educationvghan‘the

* h)

Re!



compositiron of any particular course. If this is so,

civic education @man be improved through changes in the

1

'hidden curriculum, In such a case, there would be a

role for the responsible participation of students in

school. To change the 'hidden curriculum', however,
“would take considerablé effort. It may be -that this
revision can only come through imstitutional school

reform.#® In this case, a good citizen is an individual
i+ k

who recognizes limits to real action and works to change

the entire system. The gtructures of power, ideology,

.

and culture are of particular interest to these citizens,s:
S £ ) . . B

'

. .o . A
Hertzberg (1982) conclude$ that.the definition

of an appropriate education=df'c}tizens has begh -a~

central question in‘sociql studies history. . 'She believes

*

‘that any approach, can be pléted on a continuum which
A : , N ) ,

. o :~ LR . . ’
compares and centrasts versions o?’sqcial eftfciency. At

i static, hierarchical

one end of the‘continuum is "
I“i‘ Lo °

society in which everyone ... [has].a.preardained place."

- At th? other end of the continuum is "an open, changing
" society in which education ... [enables] evéryone to find

‘their yown places." Visions of citizen%ﬁgg\education have

”

. generaldy tended to\}ppfoach the latter pd}i. (pp. 6-7)

A ot - , :
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CITIZENSHIP EDUCATION AS A WIDE PROCESS:
DEVELOPING CITIZENSHIP COMPETENCIES

i)

As ouy world changes, new demands are made on

“citizenship education. The basic elements of citizenship

education for today's students must take into

' f
consideration a number of changing conditions. Remy
(1980) notes that citizenship education--as central to

social studies as it may be--is not limited to school.

+ - Citizenship educationg§s really a society-wide process

which emerges in community, religious, and voluntary

-

organizations as well as business, labour, and family.

.Related to this is the fact that citizenship education is

much more diversified than in the past and programs today

ics considerably removed from history and

inclu

geogrd e.g., values clarification, social issues

A P
T 9 -

approaches, global edug@tion,émorainéducation, community
‘action, etc.);uwggpaliwywﬂem%;&ﬁggestg:that citizenship
itself has become mug&‘more complex in terms ofvgheb§asksr
and responsibilities associated with the roie of being a

citizen. These factors include the growth “of global
~ . —
interdependence,\?hp expansion of government, a

.

ﬁé%ghtened concern forhequality, a:Miqcreése in

alienationafrom social imstitutions, and the impact of
. ‘ _ T~

techhnology and the knowledge’explosion. (pp. 1-2)

As open as Remy éppears to be to thesongoing.

80
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revision of c1tlzensh1p ‘education, his view of * .= .
‘ Y caF
citizenship competencies is very narrow. He argues that
. ' < : * vy c.
there are seven basic' citizenship competencies. (pp.

3-49) Further, these gompetencies are constrained by a

commitment to human rights and to participation in the

forming and sharing of vaﬁﬁps; T L
1. Acquiring and Using Information:
Competence in acquiring. -and processing
information about polLbkpal situations.

2. Assessing Involvement ,
Competence in assessing one's involvement and
- stake in political situations, issues,
* decisions and policies.
3. Making Decisions:
Competence in making thoughtful decisions .
regarding group governance and problems of
citizenship. :
4., Making Judgments:
Competence in developing and using- standardsﬂ.,w
such as justice, ethics, morality and o
practicality to make Judgmentﬁ about peOple
institutions, p011c1es, and - dec151ons.
5. Communicating: B .
Competence in communicating 1deas‘ 'Jother
. citizens, decision makers,; leaders and '
’ officials.
6. Cooperating:
Competence in cooperating and working with,
others in groups and organizations to achieve
mutual goals. ’ ' oo
7. Promoting Interests:
@@mpetence in working with bureaucratically
organized 1nst1tutlons in order to promote and
protect one's interests and values.

¥

Al

*

v -

Where in Remy's basic citizenship competenC1e9

‘p—-—soclal belonglng

and sharing in sovereign power? It may be ‘true that mamy
, _ : s DT

Jcnis of ‘skills~

»

can be - found the essence of citizen

-~ PR .

” i
e
‘o

of these basic.competencies reflegg the.
. R I TG s i ¥ .}(,.‘,v:"awpla%‘,; !

A

o,
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citizenship education is

necessary for good citigeﬁéhip, but'tﬁe,ffémgwort does
not support social beiongi;g andbéhafing iﬁ sovereign
péwer., Indeed! Remy'$ viey is bﬂat,"@itizemship concerns
the rights, re')sponsibilit{ and-"taé‘ks associated with

*.." (p. 3): His view of
i . AMT

»

governing ... various gt

rly technical:; he does not .
: . .

explicitly introduce pagipation éer se until the end
3 W
of the text and he caﬁﬂfgns‘thaﬁtmass participation is

¥

P e

not necessarily demo@?ﬁéy at work. Participation may -
also be following the leader, he noteés. (p. 65) These

claims about participation may be true; it is not the

-

notion of participation that is the problem, here. It is
the fact that pafticipation is not a basic competence.

To Remy, governance is the central aspect of citizenship
and, therefore, the cornerstone of gitizénship educagion.

(p. 62)1 Even the process of makigg decisions regards

‘

group governance. Remy is silent about the enactment of
any social belonging except from a governmental or

technical view. - o
§
r

.THE NATURE OF CITIZENSHIP EDUCATION

.

( Parker and Jarolimek (1984) express well the

underlying'role of the social studies when they observe

that "sustaining and fulfilling the democratic. way of

"-life is the goal.of social studies educdtion; citizenship
. SOy . . . . : , o .

v 0 A .
R AE e ’

T
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education.is its means." (p. 5) The success of a

democracy rests 0n1¢he willingness andscapability of its

citizehé)to meet the résponsibilitiés that spriﬁg from
;he rfgﬁfs of a free(sociéty. Equipping citizensvwith
the special skil%j/and abilities of citizenship is fhe
tésf‘of éitizenship education. Mé}er (1979) belie{es
that to attain this goal constderation must be{giveh to
four major aspects of citizenshi} education. Knowledge

provides an awareness of the basic principles of a

democratic society; skills involve inquiry and )

intellectual'abilities, they may also include leadershib

and participation ski‘; attitudes‘Ainvo'lve thé
development of gk identification Qith'fundamental
democratic beliefs; and experiences involves' the “{“ “ i
integration of knowledge, skills, and attiﬁudes in order

to reflect civic competence in action. (p. 12)

Morrissett and Haas (1982) identify a different

four-part division of titizenship éduiation.goals. They
view knowledge as it.Helpé prepare individuals for
participation in a democratic socieﬁy; skills as they
involve finding, brgaﬁizing,nor making use of knowledge;
yafues as they contribute tb good citizenship; and
participation as = duty‘of the good citizen. (pp.

In each casse, ;he’end product is the democratic citizeng

"an informed person, :##¥illed in the processes ol a free

»

83
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“

'\soc1ety, who is commltted to democratac values and is

:able, and feels obllged to part1c1géte in_ sOc1al
‘ N \

Y

‘politlcal and economlc processeso -(Parker and

\'\

Jarolimeh,‘198¢,¢p. 6) To Parker and Jarolimek's way of

thinking these'are the four fundamen,al taskS‘of
. . . \ . X . i

A\,

citizenship edpcatioﬁu thewdevelopmeﬁt of an informed : .

‘

citizen, the possession of civic skills, a commitment to .

democratic values, and capable participation’.

N ~

) N : '\‘) oo
. TEACHING FOR INFORMED CITIZENSHIP

-Since.demOCratic society hot only enoourages
but .also ekpeots.pe;ticipétion,of,lts meh@e;g, it 'is
necessary for citlzens.to haVe an adequate base of
informdtion in,order to make lntelligEnt decisions. This
means that c1tlzens need to be knowledgeable about’ the
world ar0und them. The National Counc1l for the Social
Studles advocates the 1nclus10n of subJect matter from.
Ahistory, geography, government, economlcs, 1aw,
anthroBology,.soeiology, psyohology, humanities, ano some
science. The 1971 Alberta socialfstudiesjcircled'arouhdv
history, geography, politital science, economiCs,
anthropology, soc1ology, psychology, and ghllosophy, the

el
1981 social studies centres on history, geography, and
the'social sciences. NOtwithstanding the selécted areas

of knowledge, Parker and Jarolimek~(l984) suggest that

84



soc1a1 studles top1cs "need to .be presented in terms of
thelr contrlbutlon to the educatlon of student citizens.'
(p. 7) fThls means that knowledge is used to think about

P

.and par%icipateﬂin political, economic, and social .
/ . . -
-matters; ‘The_fundamental question poses what it is that

student c1tlzens need to know to understand the needs and
1nterests of 1nd1viduals‘and groups 1;/a communlty, a
national, and world context. e : o .
' / ' H ’ o : | ~
’ *DEVELOPINGrSKILLFUL CITIZENSHIP

/
Information does not stay static 'in our
society{ In a similar sense, learning does not.cease

\upon graduation from school. Social studies, then, must

prepare students w1th appropr;ate skllls to allow them“

and encourage them to continue learnlng and part1c1pat1ng
in a democratlc society. Although PrOJect SPAN_

(Morrissett 1982 pp. 22-23) reports that thls is A",
largely the attalnment of the hlgher 1evels of Bloom s -

taxonomy, Palmer“and Jarolimek (1984) establish three

categories of skills: : ‘ \ I
Acqulrlng information: such as readlng td
'gain meaning; distinguishing between. fact and
opinionj using and evaluating various sourg¢es -
of information; using maps and graphics.
Organlzlng and using 1nformat10n" such as
identifying relevant factual material; placing
data in tabular form, noting cauzi and effect
. relationships; identifying key 1deas,
generating theories; prop031ng a plan of action

H
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based on information. ‘ o
Interpersonal relationships and soc1al

participation: "such as communicating bellefs,
feelings, and convictions; assisting in’

goal -setting for a group; keeping informed on

. issues that affect society; working '

individually or with others to decide on
appropriate action. (pp. 8- 9)

Theseﬂskills may be among the most enduring of
social studies learnings because they come into play
'throughout one's life! Inqulry skills, problem—solving.
skllls, and dec1s1on -making skills may come Ainto focus

. . Ve
through this coonnent of c1tazensh1p educatlon.

COMMITMENT TO DEMOCRATIC VALUES

Part of social studies is dedicated to the
shaplng of behav1our of students con31stent w1th socletal
values. There are certain beliefs that characterlze a
‘democratic society. 'For Shaver.and Strong (1982), these
»beliefskcehtre arouhd human dignity and a national creed.
tpb. 47-49) . This is achieved pr1mar11y through
sOCielization. Behav1our is influenced by knowledge,
”skills, and interest in participation. ~When bellefs

Tar

which drlve-these behaviours change, then the behav1our

: \
of C1tlzens changes as well.

R. Freeman Butts (1980) outllnes a decalogue of
vdemocratic civic values for schools: justice, freedom,
equality, diversity, authority, privacy, participatgon,

““v,AJ



due prdcess [or natural justice], personal obligatioa for
the public'good, and international haman rights. (pp.
128-163) The idea of juétice he sees as fairneas, "the
ﬁery*moral basis of a democratic eociéty." (p. 133) A
pub11c sense of justice, then,'means that soc1ety accepts
the .same principles of JUSFICG. -Butts sees freedom as .
the right, opportunity,‘and abilityvto live in dignity
and seturi;f (freedom of the person and of‘priéate
action), to exbrese oneseif without arbitrary coaatraint
‘(freedom of.the aind and of intellectual inquify),-and to
make uncoerced choices in shaplng 1nst1tut10ns and laws |
(freedom of the c1tlzen and of public actlon) (p. 135)
Closely'tied to‘justice and\freedom is equality.
Generally, equality meaps equalhehanee or opportunity
(and thefe may be some tension er.conflict between
equality and freed?mj. ﬁpp. 137-140) Diversity must
encourage underetanding, aeceptance, and cdnfidence‘in a
composite seciety. e(pp. 141-142) Butﬁs Sees‘autﬁerity
s-"legitimate powver, reeognized-as~3uch‘and saactioned
by cuétbm,:institueions, law, constitution or morality."
“(p. 143) Privacy ahd natural juatice are closely
" related; privacy concerns one's right to be left alone
and natural‘justice has to do with the rights ef
individuals accUsed of wrongful actiens. -(pp- 144—147)

The idea of-partﬁcibatien is a key democratic

87



value as is,the practice of participatory experiences.

(pp. 147- 148) Personal obligation for the publlc good
can be viewed as a comblnatio?\h of loyalty, patrlotiSm,

discipline and duty; citizens "officers of the

¢

public.ﬁ (pp. 156—153) ’Finally, international human
rights has to do with a grow1ng notion of world |
citizenship based on global 1nterdependence --it leads
to a globai state of mind which éxpresses_a strong

»
affinity for the p;anet as a whole. (pp. 153-163) 1In
tlrese ten ;alues, Butts sees the development of a common
core of democratic vélﬁes. - These values are fundémgntal
requirements of democratic citizenship.' (See Weissberg;
1974, pp. 174-190)» Howevér; Bﬁtﬁé fails tosrpcogniZe the
improbability of reaching'a consensué'on nétional,
.uniform values in a plufalistic society. The‘search for
greater ﬁeaning'is certainly-warranted; his ‘assumption

. ¥
that a consensus can be reached is inappropriate.

ENCOURAGING PARTICIPATION.

Participation involves the application of
knowledge, skills, and values to action. According to
Parker and Jarolimek,

it is difficult to imagine a more potent
feature of a comprehensive social studies
curriculum than actual citizenship
. participation. In participation experiences,
' students are prov1ded opportunltles to apply,
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extend, and examine the knowledge, skills, and
values they have developed. 'They are immersed
in a heterogeneous social milieu in which there ,
are tasks to be managed, conflicts to be
resolved, information to be gathered,’
alternatives to be weighed, decisions to be
made, 'and moral dilemmas to be thought through.
Participation experiences are by nature public
interactive, They can, expose students to a
rict\ variety of people, valwes, ethnic and
relijious identities, and problem-solving
approjches. Consequently, participation
experiknces demand communication and encourage

taking Ythers' perspectives. (1984, pp. 13-14)
"A parrow view of citizen participation is
enunciat y Lester MilbrathJ(1965) who develops a

hierarchy of political involvement in“democratiC-

practices. He sees three distinct participant roles for

citizens. There' is a group of "apathetics" who choose

not to participate. "Spectator activities" are
cumulative; they. involve exposing oneself to political

stimuli, voting, initiating political discussion,

attempting to influence another individual into voting a

.certain way, and maybe even affirming one's choice b
y y ; 4 y

wearing a button or putting a sticker on one's car.
However; the third group, "gladiators," are drawn into
the fray. .  They engage in "spectator activities” but they

may also attend meetings, campaign, become active in a

political party, solicit political funds, and run for and

hold public office. (pp. 16-29) Although Milbrath's

views on political participation are‘very enlightening,



they aré also Qery restrictivé. Citizenship is more than
a political aét; civic behaviour occurs on é much broader.
scale. Programs‘tO'address this broader view of
citizenship‘participation may be based on coﬁmuqity or
school resources or‘both;

A community-based progrém is described by
Conrad éﬂd Hedin (in Sﬁaver, 1977) to have five forms of
participation: social and political action, community
'projects, vblunteer service,,community“study, and
internships. (pp. 62-72) S;ciai and politﬁﬁa} action is
the result of programs and projects which:attempt to
influence publicldecision—making. Althoﬁgh this'may>
occur through'pérticipa:ion iﬁ a political campaign, it
is also possible to become active in a citizen
organlzatlon devoted to addre551ng a social issue. Such
a program attempfs‘to provide students with the skllls'

v

and confidence necessary to take action in publlc

¥,
affairs. Community projects are similar to the previous
form of part1c1pat10n but are devoted to a particular

»

need rather than a public policy and tend to be part of a

group effort'towara\tommgg\goals. In volunteer service,

.~ -

individuals are assigned where needs have been identified
and participants are really welcome and thus are assigned
significant tasks of some responsibiiity. Community

study may include surveying. community attitudes, étudying



community institutions, or conducting oral history and
community research activities; Internships pérmit
individuals to det inside' én‘organization to see how it
really works--how decisions come to be made.

A communi£y/school—based ;pproach is suggested
by Newmann (1975) and Newmann, Beftocci, and Landsness

-

(1977). The kg%ﬁ@%ﬁ&%&? broad conéeption of citizenéhip

. e - .
is the developmen}: 8Xija:ncompetence ~exert influence in
W L 8 A % i SR *
i
public affairs. This is a process ngif‘“ an individual

develops someigoals thréugh rational social reéearch and
moral deliberation, develops support by persuading others
ﬂof‘the value of the goals, and, if necessary, modifiesv
these goals to sgek a satisfactory ievel of support.
'Revised—goals could undergo additionaf7reyiew although
‘not usually to forsake one's underlying principlesl'
(1975, pp. 41-43; 1977, pp. 3-5) The English and social
studieé curriculum developed by Neﬁpdnn, Bertocci, and
'LandéneSS_(l977).is aimed‘at senibf students and includes
plaSSrOOm work, observation in the field, and
participation experiences{' The seven specific civic
competences devoted go-exerting‘influence are to:
1) commuﬁicate effectively in spoken and
written language; -
2) <collect and logically interpret
information on problems of public concern;
3) describe political-legal decision-making

processes;
4) netionally justify personal decisions on
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controversial public issues and strategies for
action with reference to principles of justice
and constitutional democracy;

5) work cooperatively with others;

6) discuss concrete personal experiences of
self and others in ways that contribute to
resolution of personal dilemmas encountered in
civic action and that relate these experiences
to more general hBman issues;

7) use selected technical skills 'as they are
required for the exercise of influence on '
specific issues. (pp. 6-9)

Starting from the school, this curriculum is an extension
of school activities to the community-at-large.

A school-based approach to participation
involves much less activity compared to the preceeding
approaches. It may include curriculum materials or
methods that focus on the skills of participation. As
Parker and Jarolimek (1984) note, these activities

use the classroom as a microcosm of the broader
society; consequently, while the activities
occur in the classroom, they incorporate in .
their design key elements of field-based
participation activities: experience-based
content, active learning, exposure to diverse
viewpoints and ways of thinking, opportunities
to grapple with the practical problems of group
participation, and valuing. (p. 20)
There.is little restructuring of the school day; yet, the
participation goals are very similar to other approaches.

Encouragement of civic participation is an

important goal for social studies educators. It is a

component of the social belonging basic to the nature of

‘citizenship itself.
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CITIZENSHIP EDUCATION SOURCES

Qutside the school there are some important
sou;ces of citizenship learning. Such factors as the
family and the corresponding home lifé, social sta?us,
and coﬁmunity standards tend to be downplayed compared to
* the school'sﬁimpact in citizenship education. Dawson,
Prewett,.and Dawson (1977) outline some of the school
sources of citizenship learning, including the
CUfriculum, class?oom ritual, and the role of the
teacher. (pp. 139—158) The curriculum is certainly a
major force; it helps to shape one's loyalty to the
nation and the qualities of good citizenship. Patriotism
is developed through classroom rituals as is its
collective nature. As well, the teacher's actions have
considerable impact on political values and

acculturation. The important thing is that qualities of

good citizenship have a number of school and community

_ sources.

THREE TRADITIONS OF SOCIAL STUDIES EDUCATION

When one looks more closely at the social
studies classroom, it is possible to identify various
generalizations about social studies education. - In a

landmark article, James L. Barth and S. Samuel Shermis



k. .
(1970) outline three fundamental traditions within the
social studies. These positions are described’ as 'social

studies asg citizenship transmission, 'social studies as

social science,' and 'social studies as reflective

inquiry.' | (See Barr, Barth and Shermis, 1977; 1978)

| 1)

Although tlere are other definitions of the traditions of
social st#dies, Barth and Shermis's work is identified in
much of tﬂe social studies literature.

| .

"Social studies as citizenship transmission'
infers tha& there is a content that is transmitted to the
studedt th}ough description and persuasion. Citizenship
is characterized by obedience to norms and a good citizen
is "one whé has internalized the 'right' values ..."
This means that the teacher is obliged to inculcate
obedience tq certain basic values by persuading students
of the ultimate rightness or wrongness of certain
positions. Citizenship transmission assumes that the
best way to proteed is for students to store up facts,
principles, beliefs'and theories which, although
irrelevant now, can be used at a latér date. These
factual essentials are determined on the basis of
tradition by a conglomerate of authoritieé. Thus, the
societal essentials are transmitted to the next

genefation. (Barth and Shermis, 1970, pp. 744-756; Barr,

Barth and Shermis, 1977, pp. 59-51; 1978, pp. 33-64)
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‘Teaching 'social studies as social science’
means imparting to students a simpl;fied version of the
body of knowledge created by social scieﬁtists. The
purpose of acquiriﬁg khowledge in the social_sciéhces is
simply to'acquire knowledge; it is a process of
self-justification. Since the purpose is to generate
knowledge, it can be assumed that an individual
possessing the knowledge and methoddlogy of a‘certain
social science will be a good citizen. Understanding
social science discipliﬁes contribute to an understanding
of our complex world, and social scientisté assume that
an individual can be more effective as a "junior
historian" or a "quasi-political scientist.” By learning
the skills and knowledge of the discipline, one is better

able to grasp hold of the world. (Barth and Shernmis,
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1970, pp. 746-748; Barr, Barth and Shermis, 1977, pp. P

61-64; 1978, pp. 65-95)

Quité distinctive from 'social studies as
citizenship'transmission' and 'social studies as social,
science' is the third tradition: 'social étud%es aéq
reflective inquiry.' This position describes citizenship
as a "process" instead of a "collection of values." The
process 1is decision—making——choosing what is perceived to
be better in dealing with a social problem. The teacher

identifies the problem and helps the students to clarify

. -
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”

the issue: "The end product of this process is one who

is practiced in the skill of identifying, social problems,

evaluating social data and making rational decisions,

LY" ¢
o,

This is how a good citizen is de‘fined." The data of
inquiry is the way of seeking the knowledge necessary iﬁﬁ
this tradition of social studies. The teacher may choose
the issﬁe, but the studenté choose the evidence.
Decision-making and valuing are crucial aspects of
'social studies as reflective inquiry.' (Barth and
Shermis, 1970, pp. 748-750; Barr, Barth and Shermis,
1977, pp. 65-71; 1978, pp. 96-138)

» The common bond of these three tradﬁ;ions of %
social studies i; their varied attempts to prévide
citizenship education. Each tradition defines v ;
c1t1zensh1p by the curricular action involved. . To what
extent do any of.hese descriptions of citizenship
education take into consideration the sharing of
sovereign power or”thewnature of social belonging? What

is the relationship of citizenship and citizenship

education?
CITIZENSHIP AND CITIZENSHIP EDUCATION

The most enduring conception of citizenship
education places much emphasis on decision-making,

~ Although this relationship reflects the thought of John



97,

) . B ) ' t ‘

Dewey, the semlnal work on dec151on maklng as '"'the heart
of, soc1a1 studles 1nstruct10n is by Engle (1960) who
~notes that "the mark of the good C1t1zen 1s the quallty
of deC151ons whlch he Teaches on pub11c and prlvate

matters of soclal concern. (p. 301) In other wOrds,

:vEngle is saylng that good citizenship 1s Judged by how
one chooses to exerc1se one's soverelgn power and how
well one~s participatlon achleves predetermlned goals orf

‘resolves basic. concerns.

F

Engle proposes to recast the nature of
_citizenship educetionAby emphasiziﬁg-déeision-makihg‘

iﬁsteed of remembering. Soclal studles teachers must

\abandongwhet'ﬁngie'calls‘"the ground coverlng technlque
in favour ofsgrasping general ideqs,about'human eyents:
"-"knowledge must lead to understandlng v (p. 302) Key to

-this understandlng is decision- maklng
which is reflectlve,.speculatlve, thought
provoklng,aand oriented to tlie process of
reaching conclusions.... Decision- making
should afford the structure ‘around which social

studies instruction should be organized. (p
303) L .

3

Increasedbquestlohlng, a velues"orientét;on,lthe use of -
multlple resources, ano the skllls of cr1t1ca1 thlnklng
‘.are seen a$ necessary d1rect10ns “for the‘%a:}al studles.
'(pp.1303—306) Cltlzenshlp educet1on as dec1s10n maklng

is central"fb'the work‘of other researchers, espec1ally

[
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.as reflectlve inquiry. - S '/.

‘nexXt chapter. S

s

Newmaﬁn‘(l975;v1977), Shaver (1977), Kurfman (1?77), and

‘;.Shermis and Barth (1982). Dec1S1on making 1s/elso Seen

o be one of the key skllls addressed in soc1al studles

“Yet, is any form of cltlzenshbﬁ educatlon a

/
true reflection of sharing 1n,sovere1&n power or. social
/ . (

belon81n87 To what extent do SOCialﬁstudies classrooms.

i
s
4

and soc1ety in general encourage dec151on mak1ng7 “To
what extent is there a sense of soc1a1 belonging and

part1c1pat10n in . the attalnment of soc1al goals? These‘

questidhs, and others, help to clarify the subject aof the .
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CHAPTER 4

\ i

L o R :
'\\T THE IMPACT OF TECHNOLOGY

ON CITIZENSHIP AND CITLZENSHIP EDUCATION

It has already been noted that the true naturé

of citizenship can be expressed in sovereign power and

social belonging. ' The essentiai ﬁeatnre of democratic

citizenship eddcation:is decisionfmakingf there is no

ascaping ‘the need to make dec131ons in a democratic

society. Sovereménty/ls expressed through the dec1s1ons
’ bl

‘we make as c1tlzens°,SOC1a1 belonging is the product of

active partlcmpat;on, carlng and sharlng in our world

This chapter euggﬁsts that dec151on maklng in c1tlzensh1p
'educatlon has been reduced to an empirical way of .
‘know1ng,'that~we~do not~tru1y fdec1de,'.we choose from
‘a limited number of alternatlves. (Weizen}aun, }976, PP.
258-280) Further, act1ve part1c1pation in society has
been numbed by the impact ofotechnology on our 11ves, the
ideology of techn1Que,‘the ﬁ@:hnologlcal attltudet These

factors demonstrate a need for a broader perspective in

order to reform citizenship education.

THE FALLURE OF CITIZENSHIP EDUCATION

NP

3 ¢

Cleo éherryholmes (1980) ‘interrelates

decision-making, values and preferences, knowledge and '

AW aY



prediction systems, and institutions and decisions in

a

forming a series- of theorems about the true nature of
citizenship .education. Cherryholmes develops this |
interrelationship on the basis of prevailing themes in

the literature since Engle's call for an emphasis on

100

decision—méking in citizenship education in‘1960. On the -

basis of the 1itera£ure, Cherryholmes observes that
citizenship education should increase the rationality of
‘sgudeng decision-making, help students develop an
awareness of their values and the values of others in
making a decision, p{bviae‘adequate knowledge and ékills
to accuraﬂely predict outcomes of inrividual and social
'dec131ons,lcreate an wwarenéss of m%dels of individual
'and social dec151on maklng, analyze and contributé to the
making of group dec1s1ons, and develop an 1nc11nat10n to
participate effectively in social and polltlcal
prbcesses. (pp. 116—123)

| But Cherryholmes (1980) does not stop af a
review of the literature and theorem formulation. He
identifies”?ﬁe\ynderlying‘aésumptions of citizensh;p
education as decision—méking and shows that rétionai
dQCisién—makihg and prdblem—solv;ng are promoted as
sciéntific activities Qﬁicﬁ!aim‘tOAPrqducé statements

that- are empirically testable. Values are separated from

facts; projections and preferences based on values
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assumptions are juat wishfui-thinking. .This position
also assumes that facts are never problematic; that once
we have the facts we can make the rlght dec131on.
Cherryholmes s cr1t1que of these assumptlons radically
alters the traditional wax of viewing citizenship .
education. B | ' : O
Cherryholmes (1980) argues that it is’ not
poss1b1e to separate facts and values: |

\

\.Informatlon and knowledge about soc1al
institutions 1mp11c1tly contain values, norms,

and meanings. ‘Facts and values cannot always
be clearly dlst1n§nlshed for such institutions.
(p. 126)

Further, observationa.are ﬂnot just given'--=social
phenomeﬁa reflect historical, cultufal and internal
elements. "Facts do not speak for themselves....
Because.they are created, they must be intetpreted as
well as explained.“ (p: 127) Cherryholmes concludes
thatvsociai information and knoWledge cannot be treated
as.. unproblematlc, in fact, "citizenship education as
deciaion—maklng, where values and attltudes are distinct
-from information and knowledge, is no longer plausible."”
(p. 127)

If Cherryholmes is correct, he is hinting at .
the failure of citizehship education as decision-making.
Is the orientation revieﬁed by Cherryholmes so strcng

that decision-making is solely an empirical way of
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knowing? What does this say about*Fitizenship as.
sovereign power? Further, what iﬁ§§&t does this critique
have on partiéipatory and.refléctiﬁe aspects of
citizénship education? If Cherr&holmeq's critique ‘is
éccﬁrate, sgcial studies'teaqhers have, by and large,
indoctrinated'their students in societal replicétién.‘
Could it be that social studies educators héve been
unable to teach for activé’citizénship? Is the{gvno

C ke
sense of social belonging? ‘Cherryholmes's critique

raises these (and other) important questions which must

be attended to. : \

>

CITIZENSHIP EDUCATION WITHOUT
CRITICAL DECLSION-MAKING AND SOVEREIGN POWER
Henry Giroux (1983) applies the categories of
Habermas (1971) to critique the'traditioné enﬁnciated by

Barth and Shermis. (1970,&1917,‘1978) He notes three

modes of rationality: the techntcal, the.hgnmgneufic,'

L T Ty
and the emancipator , and he appiies the d?d%ﬁizfné{:~43¢
. , S A i

principles of these modes to the social studiegﬁﬂﬂi\ ET
traditions. discussed in the preceding chapter.’

Citizenship transmission is, by iés &ery
nature,Ka part of/a tecﬁnical rationality. (Giroux,f
1983, pp. 178-181) The notion of transmission shows

this: it is thed view that knowledge is static in that



there are certain neutral, universal assumptions that
~cannot be quéstioned or criticized. It fails to
recognize that facts need to be interpreted and
legitimized. ‘There is affirmation, not explanation. As
Giroux notes, .

in the name of transmitting cherished beliefs

and values, this model of citizenship education

ends up supporting, through its- 'methodologies

and content, behaviour that is adaptive and-

conditioned, rather than active and critical.

(p. 179) : 3
Citizenship transmission looks at maintaining a body of
information,'not'§Cting'on it. Teachers transmit and
students receive; their roles are fixed. Until recently
fading in its North American application, one of the
impacts of the back-to-the-basics movement has been to
revive factual forcefeeding. In this way, citizens are
taught to accept and support a replication of the
dominant vision of the present.

Giroux also believes that the social science
model of citizenship education is a technical way of
knowing:

What is'paradoxical about the

citizenship-education-as-social-science model

is that on one level it attempts to rescue

students as active and critical thinkers; but

on a more significant level it falls prey to

certain presumptions about knowledge and

‘meaning that results in its mere recycling,

albeit in a more sophisticated package, the
very assumptions it tries to redress. (p. 181)
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Just like the citizenship transmission model,
[

»

the.social science model separates facts and values and,
in doing so, validates the knowledge that should be
critiquéd As well, the wrong questions are posed:
concepts are used along w1th 'inquiry skills'
that eventually elicit confirmation from
students on problems governed\by answers that
can barely be challenged. (p. 183)
Although there‘is the guise of problem-solving,
questioning is closed and critical thinking is absent.
We learn lots of skills, but the sphere in which these
skills are applied is self-contained. By a‘process of

controlled inquiry, we come to accept predetermined

knowledge claims.
. J \

The reflectlve 1nqu1ry approach fits rﬁt%
hermeﬂeutic rationality, Giroux argues. (pp. 184- 190) e
Since we are alwayé interpreting the events around us, we
give our world meaning. We are always in the process of
making,jﬁdgments about our world: |

Hermeneutic rationality is sensitive to the
notion*that through the use of language and
thought human beings constantly produce
meanings as well as interpret the world in
which they find themselves. Therefore, if we
are to understand their actions, we have to
link their behavior to the intentions that
provide the interpretative screen they usé to
megotiate with the world. (p. 184) ’

Social construction of knowledge is

particularly emphasized in reflective inquiry--students



make social problems relevant through the exploration'of
their own values. In this way, meaning and purpose'ére
given to the notion of citizenship, but the critique is
incomplete. Giroux notes that
" while it is stressed repeatedly in the ,
rationales of reflective inquiry advocates that

schools can and must educate students to

participate in the shaping and running of the

state, they say practically nothing about how

the state affects and reproduces the ideology

of dominant social and egonomic interests in

the schools.” (p. 187) .
Students may learn to exert influence on the state, but
reflective inquiry usually neglects to question the
constraints placed by the state on schools. The
questions move within a rationality which cannot be

>

expanded--there are many pressures to conform--and
'schools tend to reproduce the arrangements of the status
quo.

Giroux sees no example of citizenship education
which is emancipatory. Such a social studies program is
based on the principles‘of critique and action and is
"aimed at criticizing that which is restrictive and
oppressive while at the same time supporting action in
the service of individual freedom and well-being." (p.
190) The citizenship education he does see, however,

fails to contemplate the kind of democratic, sovereign

power that is at the centre of good citizenship.

3

105



CITIZENSHIP EDUCATION WITHOUT
CIVIC ACTION OR SOCIAL BELONGING

)
3

)
In an aﬁticle which won the 1983 Outstandlng

Research Award of,,he Natlonal Council for the Social

S

Studies, Shermis,. jd Barth (1982) suggest that social

studies has fall-;“;h creating active citizenship. Their
. ‘qntology, plstemolog; axiology,
Qil as the assumptions that teachers
make aboutﬁéociety.
Shermis and Barth describe teachers as
subscribers to a tradition of 'naive realism' in which
reality is viewed to be somewhere "out there" and that
"all reality is capable of being reduced or compressed-to
assertions that afé either true or false, correct or
iﬁcorrect, right or wrong." (b.AZO) Aslﬁell, teachers
carry out an epistemological reductionism which fails to
"disﬁipguish between various truth ciaims" in social
studies. (p. 21) This inability to make facts and
opinions distinct contributes to the teaching of "the
right set of values which are as indubitable as facts."
(p. 23) Shermis and Barﬁh gfgue\that students, by )
nature, do not originéte; they respond. Herein lies the
essence of passivity, théy_}éason, which the social

studies teacher fails to call to action. Shermis and
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Bgrth (1982) further chastise social studies teachers for
encouraging students to store «; cits of information
‘which may one day be useful instead of addressing the
skills of decision-making. (pp. 26-27)

Although Shermis and Barth (1982) tend to place
too much. blame on the individual social studies teacher
and may indeed misapply the modes of rationality, they do
recognize the importance of social forces. The impact of
technology has tremendous influence on the task of
education--especially citizenship education. The authors
note that "one need not be a Marxist to believe that
schools, as the product of society, were created to meet
the needs of that society." (p. 30) The technological
creed is to fit into the technological world. This
involves preparing sfudents for a proper role in an
industrial society--a passive role. It is preparation
for work, not citizenship:

One of the most ffequently repeated
objections~-other than the monotony,
repetitiveness, and dullness that go with many
jobs--centers around thé inability of :
individuals to assume a major role in making
those decisions which affect them. In many-
jobs, important decisions. are made elsewhere
.and even the most minute of job functions is
prescribed in advance. In such vocations, the
individual is no longer an individual in any
philosophical sense of the term; he or she is
an interchangeable part, a cog. The hallmark
of such work, then, is passivity in which the

person carries out the demands ... made:
elsewhere. '



What is appropriate, it seems to us, for work
as we have described it is promptness,
neatness, coMpliance,and conformity,
thoroughness, efficiency and the ability to
perform without becoming demoralized, depressed
or resentful., These, it would appear, are not
only characteristics of many vocations, they
are also good descriptions of some social
studies classrooms. Such classrooms, it need
scarcely be pointed out, have nothing to do
with creativity, joy, problem-solving, inséght,
or even understanding. (Shermis and Barthj
1982, p. 31) - L

If we accept the process of preparing students
for an adult world to be a goal of education, we are
preparing students for "an unstimulating, dull,

' Consider the impact of technology

repetitive society;'
on our world. Although it extends human capabilities, it
also reduées ékperiencas. In a similar se;se, we become
cogs in the technological machine as decision~méking and
control are reduced in the midst of a knowledge

o
explosion. We have more complete information than ever
to make decisions, but the decisions we now make are not
the fundamental, crucial ones. Even seeing the world in
terms of information is to order things according to a
technological imperative for use and manipulation;
informatipn‘is seen as neutral and the corresponding need
is to develop an }mproved ability to decide on the basis
of the "facts" when a part of deciding is an abilify to

decide about the information itself. David Suzuki (1985)

passionately argues that

{
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technology commands us all.... As a force in
the world, technology has become virtually
autonomous, infinitely more powerful than its
inventor. JIronically, we have become the
servant of that which was intended to serve us,
Dependence is insidious, but dependence is not
merely on the hardwarfe. The deeper dependence
is on the ideology of technique, the belief
that a technical world is a higher, better,
finer thing than tHe natural world which gave
it birth; the belief that -since the human
purpose is God's purpose, high technology is
consecrate.... Dependence meahs
vulnerability--but it also means servitude. 1In
the course of our domestication by technology,
we have to modify our behaviour to meet the
demands of the machine. We do what the
machines tell us to do. Environment influences
behaviour. The simple uni-dimensional
environment of the feedlot or the dairy barn is
conducive to simple behaviour in domestic
cattle. The modern urban environment is
uni-dimensional also; the only inforhation we
receive is human information mediated by
machines. We learn early--we are conditioned
early--to a life of servitude to technology: a
new generation of improved machines, loyal and
faithful servants, believers.

In such a way, sovereign power is fundamentally

reordered; social belonging is shattered.
MAKING THE CASE FOR ACTIVE CITIZENSHIP

Shermis and Barth (1982) conclude their
condemnation of passive citizenship by noting that:

When others define the problem for you, provide -
all the data for you and then dictate the

proper conclusions, you have become that which
is acted upon. The entire process makes the
curriculum creator active, the teacher a

neutral conduit of unexamined‘cultural flotsam
and jetsam, and students passive recipients.

(p. 32)
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The same can be said of ;he encroacﬁment of
technology. When technology identifies the p{oblem for
society, generates the data and provides the information
which dictates the propé} concluSibns, society has become
that which is acted upon. The entire procesé makes
technology unquestioningly active by transforming means
into ends. It makes the researcher--whose blinderé only
permit a vision of‘faith and a fundamental reliance in
science--an unreflectiye purveyor éf a grab bag of
assumptions, and it reduces citizens to passivity,

Citizens cannot be passive in our society.
Active citizens cannot just accept the 'givens' in each
situation; citizenship means participating fully, Aot
just nodding one's head. There is a'process of
reflection apparent; a précess that raises questi;ns and
seeks answers. But when one accepts a force féeding of

.
the issues, digests a mixture of unquestioned facts and .
values, and spits up an answer on cue, one could
seriously question whether or not the citizen h;s
participated. Has there been action? Choice? 6? has
the citizen .been numbed down a technological pathway?.;
Suzuki (1985) says that "we surﬂive because we accept,
because in somevglazed, insensate way, we tolerate."

We must consider more critical ways to view
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L =te¢hnology 'The first step is to recognize that )

;*technology is not neutral——lt has a tremendous 1mpact on
our llves as c1t1zens; When one understands the

- dlfferent ways of 1nterpret1ng technology, it may be

"TOSSIble to link c1t;zensh1p educat1on in an open,
ireflectlve relatlonship;?‘ln'such a Way,’ne may come to
understand ourselves 1n a fundamentally human 1mage.

This disclosure of meanlng may be ea51er 1ﬁ 11ght of the

-d1fferentlv1ews of technology.
.UNDERSTANDING DIFFERENT VIEWS OF TECHNOLOGY

The popular notion that technology is a
; sc1ent1f1c blessrng is not representatlve of the author s
v1ewpo1nt The work of authors 11ke Marshall McLuhan
(1964) speaks of technologlcal determlnlsm——technology
:Edetermlnlng our hlstory 7 We will exam1ne three views of
~technology and show their 1mp11cat10ns for soc1al studles,
and the need for an alternat1ve view of” technology
| erters about technology speak about thelrl
snbjectiin dlfferent ways. Watklns and Meador_(1977)
dlscuss advocates and cr1t1cs of technology, Florman
'(1976) fears antltechnologlsts over englneers, ?erkiss
(1969) contrasts cr1t1cs and prophets, and Davis (19815

refers to techn1c1ans and humanlsts & The clearest

[
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s

fihmay‘be found in Cendron (1977) who descrﬂbes three views
‘of techhology: utopian, dystopian, and socialist

_‘é,:iperspé;ctives | |

Anfhnderstanding of the‘differeht conceptions

of@technology is important. As‘a concept, technology.has
con51derab1e 1mportance in soc1al studles, The framewofk
establlshed by a teacher may be crucial in how students
yiew technology. Is tethnology always good? ls‘lt,to be
relied on by all of‘os to make a bettet world? Do we
‘need to be mlhdful of hegative aspects of technology?"
Further, technology can be.seen in. our way of viewing the
world in our way of Shiflng our approach to'ourselves.
What 1mp11cat10ns does this notion of technology as an .

st

1:att1tude‘have.for our society?
'THE UTOPILAN VIEW OF TECHNOLOGY

The utopian view of technology asserts that

B

- most of our social progress has octur}ed’because of-the‘

: grthh of technologyé "o, technologital,growth, if left
unimpeded by‘any major disastet, will in the long tun
bring about the demise of every‘major social evil."
(Gendron, 1977, p. 3) Dec1s1ons are best made by

’ technocrats who w111 eventually solve all of man's soc1al

problems by resolv1ng the central. econom1c problem of

‘scarc1ty.? Althbugh Gendron acknowledges that no utopian
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writer states the argument quite like this, he.claims
that the core of the ‘utopian. pos1t10n 1nvolves the
" elimination of scarc1ty——the prlmary economic evil. Our
ma jor soc1a1 problems are. consequences of our economic
problems, he argues.(Gendron, 1977, pp. 11—21), and thls
view is supported by such writers as Arthur C. Clarke and
Buckminster Fuller. Clarke, a futurist, projects the
invention of a "replicator,“ a,machfhe that.can make any
'thlng out of anything, thus guaranteelng abundance for
‘every member of soc1ety ; Although the repllcator \
prototype would cost trllllons of dollars (and take maybe

enturles) to complete, Clarke notes that its f1rst task
~wou1d be to»produce addltlonal repllcators. (Clarke,
1964, pp. 160;152) Even more optimlsticyabout the
world's future is Buckminster‘Fuller,-who brushes aside
gloom and doom by engaging his product1ve 1mag1nat1on in
env1s1on1ng cities that float ‘on water, underground
habitats that adapt to the earth's_available space,-and'
solar powered metropolls spheres that are suspended in
the atmosphere.v'(See Fuller, 1969) It is Fuller s
contention chat the post—moonwalk-generation believes
that humans can do'anything they need to do. This is
enc0uraging, he concludes, because the time is righti

... for commandlng and'executing the ...~

world-embracing design science revolution,
which will result in the conversion of all
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humanity into an integrated, omniharmonious,
‘economically successful, one-world family.
* (Fuller, 1981, xix)

People.tare about their future, Fuller argues,

- and the groﬁth of technology is now providing mankind o

‘of scarcity and the subseq

with limitless potential to continue a technical

evolution:

... humanity now--for the first time in.
history--has the realistic opportunity to help.’
evolution do what it is inexorably intent on
doing--converting all humanity into one
harmonious world family and making that family
sustainingly, economically successful.

(Fuller, 1981, xix)

Fui}er's ‘omniharmonious one—Qorla family' is the result
of mankind choosing a 'critical,path'——a decision-making
strategy d}fa~séries of decisions that‘ieads to the
development’of’artifaCts. "It is conscious, mindful

control of our future:
‘ . ¥ .

Human minds -have a unique cosmic function not
jdentifiable with any other phenomenon--the
capability to act as local Universe
information-harvesters and local Universe
prqblem—solvers in support of the integrity of
eternally regenerative Universe.

At the present cosmic moment, muscle cunning, N
g2y fear, and selfishness.are in powerful control
?ﬁﬁ of human affairs. We humans are here in

Universe to exercise the Universe-functioning
of mind. Only mind can apprehend, abide by,
and be led by truth. If human mind comes into
control of human affairs, the first thing it
will do is exercise our option to "make it."
(Fuller, 1981, xxxvi) :

Both Clarke and Fuller project the elimination

uent demise of social evil.



Ciarke; however, fails to‘adequately‘explain how society
addresses the ﬁfoblem of choiéé.or the 'horn of plenty.'
It'seem; apparent that the technoiogyﬁof replication
would bring along a whole new set of social evils and
incredible expectationé. Fuller himself recognizes that
it will be a close.raée to Utopia o? Oblivion‘but what
onevsuépects'Fuller Qould‘term“Qynifaith in
uni-mankind-functioning' wiii push humanity to Utopia.
an aéks if such_é critical pa;h——which involves human
values over technological values--is really p?ssible,
Neither Fuller nor Ciarke argues tonvincinglygthat fhe.
end of economic scarcity will mean the éliminatiqnhof.
'soc%al evils. This_cfucial link is simply missing."
Other utopian writeré conclude that the most
- profound impact of tecﬁgology on mankind affects our
collective consciousness. Technology changes
pérspebtives, values, conﬁexté, énd'relatiénships;
mankind'combats sbcial evils through_ngw,‘improved,
édapted, orvreconceptualiéed approac?es, téchniques, or
‘technoiogies. Thislis the basic pbsition of uﬁopién
writers such as Pierre Teilhard de Chérdin (1955, 1964),
Mérshall McLuhan (1964),.A1vin~T6ff1ef'(1980),'and Jacob
' B;onowski (1965). . :
BronOwski argues that civilization is

progressing toward even greater achievements in
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technology and humanity. We are always analyzing
science--a scientist has no final answers because new
discoveries can alter the findings of science.
Brownowski notes that scientists are human beings with
fears themselves and are not detached beings associated
with inhuman laboratories. Scientists have imaginations
.and an overwhelming interest to‘investigate,'and
Bronowski notes that '"what science has to teach us here
is not its techniques but its spirit: the irresistible
need to explore." (Bronowski; 1965, p. 72) Bronowski
believes that fundamental andAuniversal human values can
be formed by applying the 'methods' of science to all -
humanity. Science is to help us through imagination and
universal values:

Shame is theirs who appéal to other values than

‘the human imaginative values which science has

evolved. The shame is ours if we do not make

science part of our world,_intellectually as

well as physically, so that we may at last lold

these halves of the world together by the same -

values. For this is the lesson of science,

that the concept is more profound than its

laws, and the act of judging more critical than

the judgment, (Bronowski, 1965, p. 73)

Bronowski's place for collective scientific

values would be slightly altered, he notes in his preface
to the revised editidn (1965), by including "a discussion

of those values which are not generated by the practice

of science-~the values of tenderness, of kindliness, of
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human intimacy and love."” These values, however, do not

negate the scientific valueéiapparent in our world, and
Bronowski concludes that the exactness of science can
give context for our judgments. Yet, science's only real
value is the "need to explore.," After that, science is
concerned with what is and not with what ought to be.
Although his claims are sometimes fuizy, Bronowski's
thimism fér our destiny involves a collective
"understanding generated by scientificland human values
entwined; his utopian perépectiVe involves justice, good;
and level-headedness.
Alvin Toffler is another optimist who sees a
. : ' N .
utopian future. Although Toffler admits that planet
earth may be in for a rough time in the interim, the long
range future is very bright indeed. Technology has
provided humanity with incredible;poténtial——there is
cause for hope amidst concern. Toffler notes that
... in the very midst of destruction and decay,
we can now find striking evidences of birth and
1ife. [W]ith intelligencé and a modicum of
luck--the emergent civilization can be made
more sane, sensible, and sustainable, more
decent and more democratic than any we have
-ever known, (Toffler, 1980, p. 3)
Toffler's vision of the greatest new wave of

the future includes an increased emphasis on community in

diversity and democratic principles based on attention to

3

minority interests, semi-direct democracy (e.g., th
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establishment of an electronic referendum decision-making

system), an&Fthe reallocation of governmental
decision;%aking. In 5 world that is fragmented by our
diversity, decision—making bécomés a uniting factor of
societyﬁ;s long as interest groups.and minorities are
satlsfled w1th the d1plomacy of government. (Toffler,
1980 pp. 419-443) The de-massifying of society which
results from spec1aLizat10n and fragmentatlon of the
1ndustr1al age promotes a new cohesive d1rect10n thrgfgh
a democracy devoted to the post- 1ndustr1a1 1deals In
Toffler's future, we indi¥idually work together for a
.coilective good very different than the collective of the.
industrial age. Yet, the goals Toffler describes may be
totally incompatable and his,grasp of politics very
naive. There are competing interests in a capital§§t
soc1ety——econom1c, ﬁolitical and social--and Toffler
seems to dismiss these forces in what he calls the
'emergent civilization,

Whether con31dered a pop phllosopher or an
all-knowing guru of the communication arts, Marshall
McLuhan's work on the extension of man propbses'a
different way of understanding media.  McLuhan tells us
that we are about to reaéh the "final phase of the |
egtensibns of‘man—;the téchnof;gical simulation of

_consciousness." (MCL%han; 1964, p. 3) His belief is
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that media and technology have been influential in.
developing world history to the extent that a great new
age is unfolding around. us.

‘McLuhan argues that "the personal and social
consequences of any medium--~that is, of any extension of
ourselves—-result from the new scale that is introduced
into our affairs by each extension of ourselves, or by
any new technology." (McLuhan, 1964, p. 7). Technology,
then, determines the directions of history. To Mcluhan,
history can be eXplained in terms of E;cﬁﬁgiagical

' ‘ : /
change: '

What we are considering here ...k@re‘the ,
psychic and social consequences of>~the designs
or patterns as they amplify or accelerate
existing processes., For the "'message’' of any
"medium or technology is the change of scale or

_pace or pattern that it introduces into human
affairs. (McLuhan, 1964, p. 8) '

McLuhan concludes that "it is the medium that shapes and
controls the form of human association'and action."

(McLuhan, 1964, p. 9) When Mcluhan says that "the medium
is the message" ﬁe means that the "message" of the medium
is its impact on the form of society. Thevcontent of the

medium is not an issue to McLuhan. The medium itself is

the content. What one watches on television is not

~ e

crucial; it is the fact that the medium, television, is
there to watch. The medium itself imposes a tremendous

impact on society by reordering the communicative and
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technologicgl world around us.

When humans first began to speak, an oral
tradition was developed which completely modified
'primitive; society: '"the spoken word was the first
technology by which man was able to let go of his
environment.in order to grasp it in a new way."
(McLuhan, 1964, p. 57) It is interesting that McLuhan
Qould’see this extension of oneself——speech——és a |
technology. McLuhan's instrumental view of languaée has
one differeﬁce—~technology is noﬁ—neu;ral.‘ With the
devélopment'of symbols, codification became possible, and
the phoneﬁic alphabet became the means of creating
"civilized man." '(McLuhan,‘1964,.p. 84) The printing
press provided the opportunity for mass literacy,'énd a
different reordering of our civilization.

The.new'era of electronic media is‘a key step
forward in the technological simulation of human
consciousness. (McLuhan, 1964,'p. 90) We are now living
in é civilization of transition. Through‘electroniq‘
means, we can'leérn what 1is happehing anywhere on the
face of the earth. vThe prigted-word begins to lose its
‘significance, McLuhén argues, as we return to an aural
preaominance énd'intér—relatedness—;an electronic and
moderﬁiétic parallel to preliterate tribalism, This

means that we are living in an age of implosion, not



explosion: we are closer to others in society because of

our increased proximity through electrical involvement in

one another's lives. (McLuhan, 1964, p. 2&)

To McLuhan, citizenship means a kind of
belonging. Electfonics captures space and time; our’
separateness diminishes and techhology blooms as we
become more interdependent in a global'village which

Lihan sees as an optimistic future for all
civilization. (McLuhan, 1964, pp. 77-105) Yet, McLuhan
mi-understands or'dismisses a fundamental part of being
human: expression through a heritags and‘culture. While
ptojecting a- kind .of belonging, he is also projécting a
kind of domestication of humanity and s
uni-dimensionalism of culture;.

The predominance of a tollective'consciousness
is the end product of Pierre Teilhard de Chardin's
optimistic descriptions of our future. Teilhard de
Chardln comb1nes'theor1es and trends by prop051ng that
there is no distinction betWeen matter and sp1r1t that
salvation becomes collettive instead of individual, and-

evolutlon (which 1s cultural, ﬁot just biological) is the

‘route to redemptlon: "The consciousness of each of us is

- evolution looking at itself and reflecting upon itself."

(Teilhard de Chardin, 1955, p. 221) Teilhard is telling

us that this evolution involves social and cultural .}
ﬁa’
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qualities:

In our time Mankind seems to be approaching its
critical point of social organisation ... Man,
because he is capable of reflection and of
planning his own actions, does not blindly
respond to these laws [process of organic
determinism] like an animal: he assimilates
and transforms them, investing them with a ]
meaning and an intelligible moral value. Our
species, let us accept it, is entering its
phase of socialisation; we cannot continue to
exist without ,undergoing the transformation
which in one way or another will forge our
multiplicity into a whole. (Teilhard de
Chardin, 1964, p. 42)

For Teilhard, tgp union‘of an interacting, socialized
humanity is metaphysically reai. (See Ferkiss, 1969, p.
94) '

Tﬁe development of humanity has led to the
creation of a superorganism which Teilhard calls the
Noosphere, a collective béing that serves as a thinking
machine--"an added élanetafy layer,~an envelope of
thinking subs}ance." (Teilhard de Chardin, 1964, p. 163)

The consciousness of the Noosphere is-collective and is

-
14

positively oriented to survival:

at the height of its powers, individual
consciousness acquires the formidable property
something else comes into operation, a primary-
attribute of Reflection concerning which we
_have hitherto said nothing--the will to
survive. In reflecting upon itself the
individual consciousness acquires the
formidable property of foreseeing the future,
that is to say, death. And at the same time it
knows that it is psychologically impossible for
it to continue to work inm pursuance of the
purposes of Life unless something, the best of



the work, is preserved fr%m total destruction.
In this resides the whole problem of action....
Applied to the individual the idea of total
extinction may not at first sight appal us; but
extended to humanity as a whole it revolts and
sickens us. The fact fs that the more Humanity’
becomes aware of its duration, its number and
its potentialities~-and also of the enormous
burden it must bear in order to survive--the
more does it realise that if all this labour is
to end in nothing, then we have been cheated
and can only rebel. In a planetised Humanity
the insistence upon irreversibility becomes a
specific requisite of action; and it can only
grow and continue to grow as Life reveals
itself as being ever more rich, an ever heavier
load. So that, paradoxically, it is at that /
ultimate point of centration which renders it
cosmically unique, that is to say apparently
incapable of any further synthesis, that the
Noosphere will have become charged to\the
fullest extent with psychic energies to impel
it forward in yet another advance....

(Teilhard de Chardin, 1964, pp. 186-187)

Progress is the result of the continued striving for a
higher life, and even the developmént of the atom bomb is
praised by Teilhard as heralding "not the age of
déstruction but of Qnion in researcﬂ.... [The explosions]
proclaim the coming of the Spirit of the Earth."
(Teilhard de Chardin, 1964, p. 152)

We must believe in progress, Teilhard assures
us, or we will be "cast-offs" on this planet. We should
view the earth "as a machine for progress--or better, an
organism that is frogressing" so that "simply by
biological predominance, they will tomorrow constitute

the human race ... as agents and elements of

123



planetisation.”™ (Teilhard de Chardin, 194, p. 144)
Progress is achieved through collectivisatioen:

-

It takes the form of the all-encompassing
ascent of the masses; the constant tightening
of economic bonds; the spread of financial and
intellectual associations; the totalisation of
political regimes; the closer physical contact °
of individuals as well as of nations; the
increasing impossibility of being or acting or
thinking alone--in short, the rise, in every
form, of the Other around us. (Teilhard de
Chardin, 1964, p. 118)
To Teilhard, there is no future but forward progress;
there is only collectivity in consciousness; salvation
and collective redemption can be the only goals of
technological civilization.

With the exception of Toffler's short-term
problems, the utopian perspective of technology is
optimistic at every turn. Progress means expansion of
everything that is gopd and the reduction of everything
that is not; social evils are negated by technological
advances and a collective consciousness that ensure a
future world characterized by limitless potential. This
is not to say that the arguments of utopian writers are
without loopholes.

Bronowski assumes that the interrelationship of
scientific and human values is inherently good in
developing universal values. This means that human

.

values can only be formed‘and judged from a‘teéﬁhbTbgféal
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is predlcated on soothsaylng and myst1c1sm. Fur®her, ‘is

8

perspectlve or, frame of m1nd Jand thls may not be the way' ffﬂ@

to proceed One could ea31ly argue that Toffler's work

it really: p0531b1e to dlsmlss the upheavals he

acknowledges will contlnue before the long-range utopia

is achleved in the third wave of human hJ.story'7 One
E would want to ask howva 'de- ma531f1ed soc1ety would
‘develop cohes1ve direttion or if there’is a correlation

‘between clarity of prOJectlon and; the pollsh of Toffler s

] 3
. vo A
@ .
i

crystal ball.

5

Tellhard de Chardln s utoplan v131ons suffer
from an 1ncred1b1e paradox——a dlslnterest 1n personal

4 4

’affalrs (1one11ness, death, etc.) compared to the affairs

'u'

of state or.race‘and hlS interest in collectivefsalvation

,and redemptlon. One can detect totalltarlan tendenc1es

in his writing and an 1mpat1ence in one's ord1nary
day to ~-day 11fe. Toormuch empha51svls placed on

Tellhard s Noosphere (how can it be metaphy51cally real?)

_and the 1ntegrat10n of renglon, evolutlon, collectlve

consc1ousness and progress whlch serve to obscure his

utoplan perspectlve.
N 9 ‘ : ‘
Marshall McLuhan s work is certalnly optlmlstlc
about the future of humanlty and his work has been

pralsed by such cr1t1cs as Foshay who credlts McLuhan's

technologlcal determlnlsm for summarlzlng the entire
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Western 1ntellectua1 tradltlon - (Foshay, 1963; p. 35)

McLuhan has also been cr1t1c1zed for dlsmlsslng a role"
for content 1n communlcatlpn. Lleberman (1965) argues,
for example, that McLuhan"ignores the power of ideas, of

values, of emotlons, [or] of cumulat1Ve wisdom" ‘and ‘that

McLuhan's'beliefsfare‘"McLuhanacy" because "McLuhan is so
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full of jerry- bu11t theory, d’atic overgeneralizations,'

non-sequiturs, d1sorganlzed successions of parenthetlc

observations, and bew11der1ng swift and 1arge leaps among

‘high peaks of mis onceptlon that he makes little sense

at all. (p. 647-649) [The most entertaining review of

McLuhan is by Kitran; who observes that,thexzan heraldlng -

the electfonic age has written a book. Kitman sug%ests

that one should telephone McLuhan (hls number is

_prov1ded) because to h{i\izszook is to play 1nto the,
hands of his enemies and d discredit»hls thinking:

/
i

"To show you really understand the working of media, try

ol

‘calling‘collect."bt(Kitman, 1967, p..7)j' The'gap\ih.
Mchhah'sethinking concerns the human role in the global
v1llage he env1sages. 'He may be correct that the
technologlcal simulatlon of consc1ousness——the final *

" extension. of human belngs—ils possible 1h“v1ew of
technologlcal advaé%es, but is the global v111age.

possible ,in llght of human values? Because the

tethnological"capabilitjgexists to link the~world, does



this automatically mean that we can or will understand

‘,‘and,cooperate? The utopian perspective is optimistic and

eneouregfﬁg, but its argument does-have gaps.

THE UTOPIAN VIEW AND SOCIAL STUDIES

B .

e

‘It could be argued that by its very nature,
social studies has a'utopian.pﬁrspecti&e. A laudable
social goal, after all, is the attainment of a better

world for everyone. Consequently, social studies tends

.

- to be progre531ve and optlmlstlc. It follows thet‘the

_world w111 be better through human effort and that

technology can be an important element of an improvedu

worldé The force of the progressive view especially

" takes shape in Aiberta's,upper elementary grades, where

studehts look at how'Alberta and Canada should’use (and
share) thelr natural and human resources. The competing

values p01nt toward a better future: max1mlzat10n of

ypersonal freedom,,cultural understanding,'national unity,

and international harmony. The social issue often states

a va?ues questlon with which there cannot ‘be

,dlsagreement, we say, "Yes -we should do that. The

i

" but rather

wrong qoestlon is posed--lt is not "should we
"to‘what extent can we" proceed in a'eertain way. ?his
would reduce the»perspective'from arotopianhone to a
realistic one. There is''no question, however; that
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technology is seen to be the»builder of an ihprbved
world. As well, the WOrld-—and'humanity——is seen as an

object availablé for use.

THE DYSTOPIAN VIEW OF TECHNOLOGY

. The dystopian view of technology is quite the
opposite to the utbpiaA perspective. Instead of

promoting advancement and eliminating social evils,

dystopians believe that technology intensifieé social andl-

RN

4 : .
economic problems. Technology undermines freedom and

democracy; it encourages ?anigylation of the mésses; it
' m;kes work'Fedious, commoﬁpiéce andlggtached from
humanity. The soéial worth 6f‘technology earns mixed
fevie-ws. "foremost- ob,’ponent of technology is J‘acques
“”fﬁl}ul &1964, ﬁ980), and he is joined by other g;itics
f%kéluding Herbért‘Marcuse (1964), Theodore Roszak‘(1968,
1978);‘ngis Muqurd (1933, 1944,‘1956, 1967, 1970), and
Rene Dubos (1968, 1974,_1980), although their'critiques
havé different pufpoées and cénseqﬁences; |
Ellul insists that technique has taken o?er

human beings. His‘defiﬁitionvof fechniqUe is wide
rangihg?

The term technique ... does not mean machines,

technology, or this or that pracedure’ for:

attaining an end. In our technological

society, technique is the totality of methods
rationally arrived at and having absolute



129

efficiency (for a given stage of development)
in every field of human activity. (Ellul,
1964, xxv).

Technique transforms unreflective behaviour into
behaviour that is deliberate; it ‘is the search for the
‘one best way' of doinévthings; it turns meahs into ends
"and makes efficiency the central concern of technocrats
who have the know—hoﬁ to reducé quaiity to quantity.
Ellul observes many characteristics of'modern
technology It is 1nherent1y and absolutely
eff1c1ent——exemp11f1ed by systematlzatlon or d1v131on of
labour-~to the exclusion of spontanelty or creativity and
favours the reduction éf facts to logic. Technique is
also artificial and opposed‘to nature in thatgit
eliminates and subordinates our natﬁral world. Théré‘ﬁay\
eventually be no natﬁrai environmght: "[when].we succeed
in producing artifiéial aurorae boreales, night will
‘disappear and perpetual day will reign over the;plaﬁet."
(E11lul, 1964, p. 79) As Qell, the process oficpoosing
thg'oné best way becomes seif-directing——striving toward
maximum efficiency which steers away from personal choice
since the resul;s are ﬁeasured and become indisputable.
This aufomatism gi?es the,tethnitian considerable power.
Technblogy is élso self—augmentingnsince’humans have a )

faith and even reliance in science. We feel assured of

technology's superiority--a superiority oriented to
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technical progress which is irreversible, (Ellul, 1964,

‘pp. 85-94) Ellul points out that

technique ... pursues no end, professed or
unprofessed. It evolves in a purely causal,
way: the combination of preceding elements
furnishes the new technical elements. There 1is
no purpose or plan that is being progressively
realized. . There is not even a tendency toward
human ends. We are dealing with a phenomenon
blind to the future, in a domain of integral

causality. -~ (Ellul, 1964, p. 97)

It should be noted as well that technique has become
. f

universal--it is constantly‘gaining‘ground. Throughouf

history, technique belonged to a civilization;"today,

technique has taken over the whole of civilization.’

(El1lul, 1964, p. 128) Ellul concludes that technology

grows;indépendently of our human choices.

This does not mean that we cannot choose, Ellul

notes:

Man is still perfectly capable of choosing,
~deciding, altering, directing ... But always
‘within the technological framework. and toward
the progression of technology.... Man can /
choose, but in a system of dptions established
by the technological process.: He can.direct,
in terms of the technological given., He can
never get out of it at any time, and the
intellectual systems he constructs are
ultimately expressions or justifications of
technology.... (Ellul, 1980a, p. 325)

It is unlikely that the wave of technique can

be halted, Ellul tells us. His pessimistic}view‘shrouds

the future. ¢

Herbert Marcuse observes that technology has

-
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radically altered society by catering to our material
wants and reducing the potential fdr protest or change:
Within the vast hierarchy of executive and
managerial boards extending far beyond the
individual establishment into the scientific
laboratory and research institute, the national -
government and national purpose, the tangible
source of”exploitation disappears behind the
facade of objective rationality. ‘Hatred and
frustration are deprived of their specific
target, and the technological veil conceals the
reproduction of inequality and enslavement. '
With technical progress as its instrument,
unfreedom--in the sense of man's subjection to
his productive apparatus--is perpetuated and
intensified in the form of many liberties and
comforts. (Marcuse, 1964, p. 32) :
To Marcuse, technology is a way toward domination.
" Society can resist this domination, he concludes, but
probably not very successfully: "The totadalitarian
tendencies;of'the one-dimensional society render the
traditional ways and means of protest:
ineffective--perhaps even dangeroué becahse they epreserve
the illusion of popular sovereighty."vv(Marcuse, 1964, p.
256) For Marcuse, there is little hope'tﬁatvwe can
reversé.the direction of the oneedimensional society.

One of'tﬁe most‘interesting critics of
technology is Theodore Roszak, who fears that the final
goal of science is the substitution of machines for human
beings. (See Watkins and Meador, 1977, pp. 71-76)

Machines can provide objéctive’measurement; they do not

become emotional and carry no personal involvement or
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commitment. Roszak outlines a varlety of scientific
. : - f \ .

experiments’conductedvover the years. that demdhgtrate a
science controlled by technocrats and techﬁolog? that
imposes dehumanizing gedgetry and machinery on humanity.
(Roszak, 1968; pp. 269-289) Roszak;eallé en citizens to
alter the dominance of qcience and technology:

Beyond the tactics of resistance, but shaping
them at all times, there must be a stance of
life which seeks not simply to muster power
against the misdeeds of society, but to
transform the very sense men have of reality.
(Roszak, 1968, p. 267) )

In sqeh a way, nature, which holds the meaning of.life,
can be explored by civilization which seeks true meaning.
| Anoeher crieic has written extensively from a
human perspective. Biologiét Rene Dubos bel}eves that
our human nature, fofmed in the course of e§olution, is

not suited to life in a technological world. If we do

not choose a different direction, we will be doomed.

(Dubos, 1968, pp. 247-252) Another critic of technology, -

Lewis Mumford, has written proliferously of the history A
of technology. Sigace World War II, vMumer‘dq'has been
harshly negative of technology and espeeially of the
.scientific elite which has develoﬁed the decieion—making
power and the "denaturing" that technology causes through

organic emptiness, industrial specialization, and human

separation. (Mumford, 1967, pp. 212-233) Technology
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disenfranchises the masses of society and diverts them
frém the natural environment for which they were
‘intended.

A1l of these perspectives repfesent a dysteopian
view of technology. The degree of condemhation varies,
but 'the critics are consistently -opposed to the
Pollyannaish conclusions of the utopian advocates.
Although technology may solve some of’the problems
related to economic scarcity, dystopians cannot accept
the 1eaé to cure the blemishes of social evil. However,
the dystopian view that‘technolbgy is inherently bad is
clearly an overstatement.

Ellul offers no real solution and he tends to
see even some glamour in the past. He qverextends his
arguments by concluding that humanity is helpless; he
drives'home his point so for;efully'thét he makes the
reader numb. Marcuse-and.Roszak tend to give tecﬁnology
‘more powef,than it possesses; technology's advance is,
like the éath of a fire-breathing dragon--does one
ex;inguish ;he fire, slay thg dragon, or run éway?
Certainly these cri,ﬁics would agree that technology 1is ’
"not neutral. Yet, these critics‘éeem to believe that
technology has no redeeming quglities.““Instead of just

ponderlng the problems of. technology, ‘it may be more \\\“\\

worthwhile to enhance technologlcal extensions and
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eliminate as much as possible technological reduction of
,
human experiences. Majbe Q’better philosophical
perspective deals with human qualities amidst
technological advancement 8o that the‘technological good///‘./f

-

is separated from the technologicél évil.
' THE DYSTOPLAN VIEW AND SOCIAL STUDIES

The dystopian view of technoloéy is certainly
not prevalent in Alberta social studies. At the senior
high school 1eve1,fthefe is some concern about the impact
of téthnology on our world. This concern is expressed in
grades eleven and twelve. One unit focuses on declining
production and.increasing population and the possible
Eytures of our civilization; technology is éeen as both
good and evil. In grade twelve, students contemplate a
future of beaée when nuélear technology and the
tethnolog§ of war abound. There is,‘at least, a sense
that we need to proceed cautlously in charting a future
path. In this sense, technology is seen to be a problem
There is, however, always the assertion that’we will be

1

able to make the right choice.
THE SOCIALIST VIEW OF TECHNOLOGY

The third view of technology is the socialist

perspective. (Marx and Engelé, 1845, pp. 33-102) The
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key problem in presenting this perspectivé is the small
amount -of literature dealing with the social role of
technology and the complexity of the critique of
capitalist society. ‘

Utopians, dystopians, and socialists are in
agreement thét techndlogical change is a very important
factor in social change. It is not primary to
socialists, but it is strategic iﬂ the transformation of
society. Socialists acknowledge that technology has made

P

significant contributions to social progress and they
agree that the elimination of social problems requires
the continuéd encouragement of technology. Socialists do
not agréé; however, that the growth of technology by
itself can be progressive. The potential of teéhnology
can bqu be fulfilled when it is not c;ntrolled by
minorities whése use of technology would be detrimental
on the life conditions of others. In some wéys, then,
%goéialists agree with the utopian perspective. As
technology serves to eliminate séarcity, it helps to
liberate humanity. _ B

Socialists agree with dystopians, however, that
technology is creatlng more p;oblems théﬂ it 1s;

Yo

re501V1ng. The socialist scapegoat is ' no )
U

/technology

B \J"
~itself; it is the capitalist class which is responsible

for the bad effects of technology. Technology is not at
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fault, the people who control technolqu are. Socialists
believe that the capitalist owner (the ruling class)
éontrols éechnology and holds political power.- Utopians
and dystopians would probably agree that technicians are
in control--scientists make decisions on the basis of
technological reason in a modern technocracy. A
socialist would suggest that even the technicians are
'owned' by the capitalisté.

Socialists agree with utopians that the
elimination of scarcity will lead to the demise of social
problems, but socialists believe thaﬁ the use of
technalogy is not leading to the elimination of scarcity.
Yet, socialists cannot'defend their claim that sécialism
will make use of techoiogy in a humane and liberating
way. As Grant (1569) notes, "they [socialists] share,
wi£h those who appear to them as enemies, the deeper
~assumptions which have made the technological society."
(p. 31) There are restraints and restrictions imposed
on society by technology, and these are-not addressed by
socialists. As weil, soéialists have not addressed the
problem of limiting growth in the midst of technology.
Although there are weaknesses in these arguments; their
views are sophisticated‘énd complete. (See Cendron,

1977, pp. 1-7, 187-245 for an overview.)
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THE SOCIALIST VIEW AND SOCIAL STUDILES

jue to the political nature of such a
perspective, the social studies curriculum does not
generally contribute to a technological conception or
attitude related to the socialist view. Socialism is
studied és an alternative pﬁliticalﬁsystem, but the
inhefent values of the curriculum gend to be very

conservative and representative of the status quo.

DEVELOPING AN ALTERNATIVE PERSPECTIVE

e

Is there an alternate perspective worthy éf
consideration? Can one_develop a'diffefent philosophy of
technology? It is not a matter of sﬁpporting orv
rejecting technology, but these views of teChnolbgy do
" not mirror an essential human image. The Ltopian view of
technol&gy charts a machine-filled future where there
will Be plenty for all, social evils will be removed,
material desires will be replicated. The dystopian view
projects a bleak, grey future which leads down a varieﬁy
of(paths tg human oblivion. The socialist view, that
when cont#ol df technology is takén away from the
capitalgsfs it will be used in a liberating and humane

o ,

N .
way, 15 g formula for utopia.
. A, ’

Al - . .
The key is in finding a way to proceed and in a

o
i
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fuller understanding of what it means to be human. It is

{
not being for or against technology; it is being for or

against a conception of the human image and how we come
to understand ourselves within the context of that image.

The next chapter attempts to develop a broader view of

technology in such an image; the final chapter focuses on-

a way to proceed,.



CHAPTER 5

DEVELOPING A BROADER PERSPECTIVE
OF TECHNOLOGY AND OURSELVES
“The meahing oficitiaenship”is_inextricably tied

dto.a‘conception‘of‘the human”image. Our acts,”as
- c1tmzens,‘are fundamental in the process of know1ng
ﬁourselves.r Technology s impact on our 11ves is so great
‘that we must come to an understandlng of the
3technolog1cal £ramework of how we view the world.

As a response to literature authored by an

assortment of technologaqrs and antltechnologlsts,

!

3W0U1d ~-be phllosophers have explalned that technology w1lluﬂf”L

"+ save the human race, that technology will predlcate our

extlnctlon, and that soc1ety can work to control

b4

technology. Technology cannot do all three. " This

3'4..

By Sy
_'chapter examlnes how ve “can: come to understand ourselves G

. : 0 .
- in relatlon to. technology. Itsputs forward the notion.

- this be don

that technology 1s, at some p01nt, an 1nHerent human»

ot

‘:ch01ce andwthat the values perspectlve becomes cruc1al in.
"addre531ng the technologgcal questlon. A moral
barometer—;a values based deC131on mak1ng process of
1nqu1ry-;transforms the sc1ent1f1c 1mperatrve 'How should‘

b

’*lo ?&e cr1t1cal perspect1ve—l"Why7" or "Is

pr

'thls approprlateV" How, then, can teacher move from a

e

2
»
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technical to a critical pedagogy?
" HEIDEGGER'S UNDERSTANDING OF TECHNOLOGY

Martin Heidegger's "The Question Concerning
Teéhnology"“(herein cited as QT)'is an impé;ﬁant
beginning place in attainiég é'fullér understanding of
téchﬁoidgy} To Heidegger, fethnoldgy is both a human

~activity and a means to an end. He;links technology to
root words suéh‘as the Greek term, "pqiésis" (pbetic),
which he definés as "whatever pééseslbeyond the.

“nonpresent’ and goes forward into presencing ... [a] .

. b:inging—fbffh.". (QT, p. 293)  This "bringing-forth™

takes something concealed into unconcealment-=it is’a

i

» form of revealing:
What has the essence of technology to do with
revealing? The answer:: everything. For every

bringing-forth,is grounded 'in revealing ...
Within its domain belong end and means as well’
as instrumentality. Instrumentality is

. - considered to be the fundamental characteristic

' of technology. If we inquire step by step into

what technology, represented as means, actually.

is, then we shall arrive at revealing. The
possibility of all productive manufacturing
lies in revealing. Technology is therefore no
mere means. ‘Technology is a way of revealing.
If we give heed to this, thenvanother whole
realm for the essence of technology will open
itself up to us.: It is the realm of revealing,
i.e, of truth. (QT, p. 294) o s

Heidegger traces the word, "technology™ to

. o 3 -
other Greek roots, especially "techne" which he views as

140
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‘a being 1s dependent on his craft. The potter assumes

. : ‘ ' 141

"the name not ,only for the activities and sk1lls of the'
®

craftsman,’ but also for the arts of the mind and the f1ne
arts." (QT, p. 294) ‘As Alderman (1978) interprets,

it was a matter of techne to uncover belngs in
" a" work of art, or to uncover them for use--as
in the crafts. The essential and original
meaning of techne is then that of "'making
manifest' and not merely that of 'making' in
the sense of practical construction. (p. 44)

-Heidegger-clarifies techne -in terms of the four

Aristotelian causes, which he sees as "a doctrine of
responsibility for beings." A bowl, then, is the result

of the-responsibility of the craftsman: "its standing as

respon51b111ty for the earth by br1ng1ng forth a 4

(Alderman, 1978 PP- 4&—45; QT, pp. 294-297

also cons1ders the Greek word, "episteme" in

unearthlng &% the essence of technology, and he notes

thet the term means "knowing in the widest sense." In

view of these meanings, Heidegger‘emphasizes'that

technology in this form is aiway of revealing--a

fbringingeforth—fthat is responsive and contemplative.

(QT,'p.,295)

This positive perépective of technology does

' not; however,lapply to modern technology, whlch is

~

somethlnngncomparably d1fferent from all
Qﬁger technologies because 1t is based on
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Un

modern physics as an exact science ... The |,

revealing that holds sway throughout modern

technology does not unfold into a

bringing-forth in the sense of poiesis. The

revealing that rules in modern technology is a

challenging, which puts to nature the -

unreasonable demand that it supply energy which

can be extracted and stored as such. (QT, p- R
296) _ ' : R

This kind of -technology is domineering and éhailgnging;
Heidegger refers to i£ as a‘"sefting-Upon" that exbedites
the energies.of nature by unlocking and exposing. (QT,
PP . 296—297) vThis is&a diffe;eht kind of revealing,
which Heidegger vigws:in this way:

The revealing that rules though modern , :
technology has the ché;acterMQf‘a setting-upon,
"in the sense of a chﬁ‘ﬁnging—forth. Such '

challenging happens if##hat the energy
concealed in nature is unlocked, what is
unlocked is transformed, what is transformed .is
stored up, what is stored up is, in turn
distributed, and what is distributed is

~ switched about ever anew. Unlocking,

" transforming, storing, distributing, and_ '
switching about are ways ofﬁﬁévealing.- But the
‘revealing never simply comes. to-an end. (QT,

- pp. 297-298) o o

Whatever is ordered in this way has its own standing,

which Heidegger refers to as the "standing reserve." But

this standing reserve can be ourselves bound by

technological mastery just as it can be the coal that is

.

ready for use as a fuel--we are avadable in the

stockpile for technological purposes just like the

‘unearthed gifts of nature.

s

Heidegger‘describes the essence of modern
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technology as "Gestell" or "enframing"” in which man is

/
i

challenged forth into revealing:-

Enframing means the gathering together of that
setting upon man, i.e., challenges him forth,
to reveal the real, in the mode of ordering, as
standing—reservé; Enframing means that way of
revealing that holds sway in the essence of
modern technology ... (QT, p. 301)

Alderman (1978) senses an impor%aﬁt distinction
: \
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between science -and technblogy. He observes that science

can be scientifically desc

ribed (in terms of substance
™ . "

and historical p:ocesses) but in the case of téthnology

objectiv%ty vanishes because of an identification with

resources:

are resources. (Q@447)

Science moves beings into position as
mathematically theorized objects; whereas
technology further positions® these beings of
science in such a way that they become mere
resources relative to a predetermined end;
thus, their objectivity vanishes. For science,
bed’hgs are objects, but for technology beings

Thus, technoiogy is the will to power--it

unléashes mankind.as the de;érminer of being. The kéy

distinction-between early and modern technologies is that

in early technologies, we were beings within nature,

whereas in.modern technology we see‘ourselves as beings

over nature. (QT, pp. 307-309) An example of the

difference in technologies could be expressed in

different forms of boating. Sailboats use-currents and

wind direction in their form as a thing of the water.

{
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Motorboats overcome the water by}dominating their

énvironment——currents and wind are not as important.
Heidegger sees it important to develop a vaiues

position about techﬁolbgy’because of its.impac} and he

encourages us:to,rgcognize its dimensions: |

| Everywhere we remain unfree and»chained‘tO»

technology, whether we passionately affirm or
deny it. But we are delivered over to it inm

the worst possible way when we regard it as
something neutral; for this conception of it,
to which today we particularly like to do .
homage, makes us utterly blind to the essence
‘of}techmologya, (QT, pp. 287-288) :

As Heidegger reveals himself, technology has
changed throﬁgh time froﬁ a responsive, responsible form
'ff revealing to a domineering, insistent and aggressive
form of challenging. We cannot 'opt out' or 'opt for'
technology since ultimately the essence of technology is
a way of revealing the totality of beings. It is this
copbination»of cbmplete availability and maﬁipulative
ropportunify that is‘central to Heidegger*s notion of
Gestell (enframiné);

One may not gain a total uﬁderstandihg of the
es;ence of technology ffom Heidegger, but one cerﬁainly
1earnslthe‘importance of an awareness of technology's
-domi;eering spirit and our position in tﬁose

circumstances. One senses that Heidegger's views

represent a kind of free determinism--a perspective that



homans have‘a technological fate or destiny as they
continue to be emyeloped by the forces of technologicai
change. Heldegger also brings into focus the 1mportance
~of reflection, the :ealm of art, and the thoughtfulness
of questioning.

This is‘a Qiew_of technology which calls upon
humanity to develop a broader pe:spective in relating to
the world. Such a perspective involves a kindiof“ |
refiection that is very dﬂiferemt to the technological
view of the world--it is afkind of relationship with
‘Nature itselfvphat permi%%;e fullness of experience.
This persoﬁéi&%iew is a ;tetement of qualified optimism
(1f we choose our destlny) or re31gned pessimism (1f
technology advances without control or limit). ‘As our
civiliZation progresses toward Utopiavor‘Oblivion, Qe
must determlne our being in relation to nature. As our

fundamental freedom is to be open to the truth, we need

.12’;5

to develop a more complete relationship with Nature, with

the rest of mankind, and with ourselves. We need to
understend technology within the context of'oum human
image.

Some critics have addressed the place.of

rechnology in our world. Their views range from fears of

a -echnology out of control to satisfaction w1th what is

ceen as scientific progress. An assessment of‘these
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perspectives may be helpful in clarifying the importance
of Heidegger's vision of technology and in understanding

the meaning of a broader perspecnive.

- AFTER HEIDEGGER:,
CONTRASTING UNDERSTANDINGS OF TECHNOLOGY

va

- Langdon Winner (1977) puts forward the notion

TECHNOLOGY OUT OF CONTROL

[ ] : e . .
that technology may be out of human control--that

technology breeds technology in & way that rules all

forms of thought and activity. Central to his argument

is Winner's description of the nature of 'autonomous
technology': v"that far from being controlled by the

desired and rational ends of human beings,‘technology in

a real sense now governs its own course, speed, and

destination." (pp. 15-16) What Winner is saying is that

¥

technology caﬁseslmore technolpgy——it is a pait of the
techndlogical ﬁfaméwork to consider usé, effiéiéncy and
improvement aﬁd we accept, without questibn or
reflection, any technological 'advance.' Once.feli%ble
notions of technology aré now cast into widespread doubt,
including

--that men khow best what they themselves have

made;
——than&ghe things men make are under their firm

controN;
—-that technology is essentially neutral, a




means to an end; the benefit or harm it brings
depends on how men use it. (p. 25)

Yet, the above propositions have the appearance of being

really true. Conventional wisdom tends to suggest that

there is skill involved in the act of making, design is a

human egdeavdur which offers solutions, and technology is
simply a tool ready‘for 'use'——as‘a means to a desired
ends. This view of technology is an instrumenﬁal one,
Wlnner s closer examination of these prop051tlons raises
some 1mportant questions about_technology.

Winner asks three questlons.abouﬁ the extent to
which people know their owﬁ technology: '"How much does
.an individual understand about the total range of
technologies that affect his or her 1ife?" (pp. 27- 28)
One could extend Winner's thinking by asking whether or
not an ind1v1dual understands this range technlcally or
critically., Further, with specialization in so-many
different areas, we are unable to unaerStaﬁd everything
thet‘goes on around ue——wé seldom have the complete
picture. We are concerned épou; doing 'our part'.but we
do not stop to think'about 'the whole.' We are
specialized, but often isolated and fragmented

A second questlon addresses the extent to which

we control technology, to which Wlnner observes that "the

same technologies that have extended man's control over

147
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the world are themselves difficult to control." (pp.
28-29) We are reduced to making choices within the
sphere of the technology we put in place. We limit
ourselves to choose 'a' or 'b' when a true decision may
also include consideration of a 2omplete1y different
option or even a different question.
The third key question posed by Winner makes

problematic the neutrality of technology. It must be
recognized that technology fundamentally alters our
world. Winner observes that

although virtually limitless in their power,

our technologies are tools without handles.

Often they seem to resist guidance by

preconceived goals or standards ... Human

beings will still have a nominal presence in

the network, but they have lost their roles as

active, directing agents. They tend to obey v

uncritically the norms and requirements of the

systems which they sallegedly govern. (pp.

29-30) : ' .

We have lost, then, our mastery and our ability

to know, to evaluate or sense, and to control our
technological means. Winner continually refers to two

principal proc ses-—the technological imperative and
I\

!

reserve adaptation. e technological imperative is that

technology creates needs which can be satisfied only by
technology. One invention lea to another; technology
attempts to address the probleﬂg caused by technology in

the first place. The ; gica e

ative means that
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we are always seeking the best way, the efficient method,
or the scientifically satisfying [this is Ellul's

'technique'].

Related to this is rexerse a ation--that the
nature of technology transfdrms human béings by adapting
them to technology's requjrements. Our habits, our
beliefs, and our ways of organizing are viewed fnﬂlighﬁ
of technology in the mgdern society. Finally, these th
processes result in what Winner ra‘ers to as "technical
virtuosity." Societjf's concern for the subject of ob ject
of technology is r duced and preference is given to the
techniques in theg/attainment of mastery (of appearance of
mastery). Ip/this way, the means Pake priority without
feflection on the goals, directio&é, or aims of
technological interest.
Winner's thesis ig a stunning formulation that

has received mixed reviews. Based heavily in Ellul's
work (and Winner admits this--he callé it his 'starting .-
point'), Winner draws the full extent of our relationship .
with technology by noting that:

Man has invested his life in a mass of methods,

techniques, machines, rational-productive

organizations, and networks. They are his

vitality. He is theirs. In body, mind, will,

and activity they must now move in unison or

both will perish. (p. 42)

Manfred Stanley (1978) -accepts Winner's
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arguments., He sees technology not as a human projeét but
)
as an evil invader into our soeial world. For Stanley,

the key to understanding "technicism'.
consists in metaphorical misapplication of some
of the assumptions, imagery, and linguistic
habits of science and technology to areas of
discourse in which swiéh mistakes obscure the
free and responsible ‘fature of human action.
As such, technicism is a break in the evolution
of linguistic understanding and self-control, a
cul-de-sac of mystification. (xiii)
The technological society is not interested in moral
standards or integrity; survival wins over dignity;
'efficient', 'better', and 'best' are passwords. The
moral integrity of the individual, which is basic to

human beings, - paralyzed in the society fueled by

technique. . conception of what it is to be human is

lost in this technological da hese are fundamental

conclusions in Stanley's text.
TECHNOLOGY IN PROGRESSIVE BALANCE

A full range of views includes commentators who
see technology under human control. "Such authors
describe technology as a balance with nafure in the
betterment of our world.,  Some of these hold the'utopian
view of&technology; they believe that technology will
cure our ills and make ;uf‘world just; secure, and

perfect.

150
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Samuel Florman (1981y states that fear of

‘technology is unsupportive to the improvement of

humanity:

Perhaps,ye can find some simple facts that will
persuad& an open-minded peader that the
antitechnologists have been listening to the
beating of their own hearts instead of looking
at the world around them ... I believe it can
be shown that technology js still very much
under society's control, that it is in fact an

expression of our very human desires, fancies,
and fears. (p. 10)

Florman lists some of the technologies that
have not caught on, including the rotary engine,
hqlography,‘and instant movie film development. The
individuglvhuman,bging "chooses' the_technology——this
means thét humanS‘hé;e control of their destiny. And as

humans, we can discriminate, change, upgrade, and invent:

v

Whenever one really looks at technological

" development--among inventors, producers, ’ .

dlstrlbutors, or consumers-~-there 'is the human

spirit at: cenwEr stage, foollsh,,perhaps, as

often as clever, dull as oftengspradiant, but

] "eﬁgﬁ@élbly, v1ﬁﬁllf%h an.
%he botnle,

undeniably,
we canndt put? Bur: crkatl%n a@k in.
we caq ‘at’ Teas ?cogtﬁg ﬁ&d brlng t
them the; dlscrlmlndﬁﬁﬁg
Even sucCessfu :

human gontrbl

i oy

Florman noges tha

b L N
across thegnatxou*QOw

eet Qﬁéfaﬁatb students choose*

% _" ﬁv, .
live un1v%§ y c1as§es over pretaped ﬁelevised

lectures,?% Yers plck Small forelgn cars 1nstead of gas
%w qj % ) .

guzzling ‘4 qrhcan models ‘ Flo;man/tells us that we do
‘s jare S '
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have control of our technological destiny.

Yet,.all of Florman's ideas ﬁove within a
technological world view. This so-called choice of
technology is made in the context ofkihe most
efficient--the best way--of doing things. The
discrimination broﬁght to bear on technology is largely
economic. The human spirit Florman describes is not
human at all; it is technological. It is a part of a
£echnica1 drive fo£ mastery, efficiency, and control.

McGill professor Witold Rybczynski is not as

definite as Florman, but he certainly takes an optimistic

_stance. Like Heidegger, Rybczynski notes that we have

1ittle choice but to continue to live with the machine

world. The democratisation of the machine for the masses

has radically transformed the place of technology:

i}

It is the personal use of techy"‘ry@—its
universal availability--that ha'®™®tansformed
modgrn times by permitting incredible

'gp opportunities but alsg by placing new stress on

society, increasing pollution, etc. (1983,
viii) )

Rybczynski also notes some historical attempts to control

technology. These date back many years, and include the

banning of the crossbow by Pope Innocent II (it was too
cruel a weapon except against the Moors and other
infidels) and the refusal of Elizabeth I to. grant a

patent for a knitting machine which would increase
. 8

K

3 "
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unehployment. And Luddites had’ an“evenlhore definite
.response to all mach1ne§\ (p, 10) o

| These are Just examples of ‘the perspectlveS'
7that are fundamentalf& optimlstic about our” chances,.but
these authors—qas weli as the technologlcal cr1t1cs who

fear’that techhology’;s‘out of control——do have some

, ideas to heipikeep.technolpgyfunder the human thumb.,

-

THE CONTROL. OF TECHNOLOGY

’-Florman,’Rybczynskl, Wlnner Stanley,'andi'
»others have dlfferent contrlbutlons to make concernlhg
‘the questlon of technolog1cal control Ranglng from the
f;ole of the capltallst economy to the proposed expans1on

of mora1~education,'var10us authors_v1ew.the»role‘of

’technology in our. soc1ety in d1fferent ways.'” N R \\\gg
. Samuel Florman (1981) tends to attrlbute the _

) g o

*matter of technologlcal control to market 1nf1uences. '

) R g .

AThe reasop the rotary eng1ne d1d not whlr,'so'to speak'?
f‘w1th the/publlc was that the 011 crisis changed the way
consumers thoqght‘about:thelr‘carat ~Gas guzzlers were
but;»ﬁhel hfsers'were im,  Sin¢e the rotary“ehginehueedh
.hore gasoline‘thah eimilarly.oOWéred:engines,vRlormah
ﬁﬁbtesg;it did'hot enter the'kind'of market one Jould have
B S .

~expected. Florman does not recognlze that thls 1s all ks

iqstrumental; the ch01ce was purely technologlcal W1thout

JE— Lo ’ . . K
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ration of how the r@;ated\technology affectsfour

hes

“a

o S ‘AFlorman cslls for a traglc view in approachlng
teChnology. Tragedy 1nvolves a tussle w1th fate and the
potent1a1 to soar to new helghts of human potential Too
often, in Florman s explanatlon, humans.play one_off_of

'~vtne other-—antitechnology must be good and technology

"must be bad, but many of the concerns are the _same.
'Florman p01nts out the need to take actlon even . when the

. opponents propose nothing: o < , .
. . .
We are accountable for what ‘we do or, more
often, for what we neglect to do. . The ‘most .
shameful’ feature of the anti- technolog1ca1 -
creed is ‘that it so often fails to. con51der the
consequences of not taking action. The lives
lost or wasted/%hat might have been saved by -
exploiting our réesources are the responsibility
of those who co#nsel inaction. The tragic view
is consistent with good c1t1zensh1p. It
.advocates making the most of our opportunities;
it challenges us to do the work that needs
doing. (p. 191) '

It is not a good versus eV1l k1nd of argument FIOrmah
concludes, ‘because pest1c1des do help reduce starvatlon L

5

“but also cause problems in’ the food chaln. Plpellnes’

dellver,the 0il, oil.spllls’are oceanographic disasters;;,w
,. nuclear energy is good,,eliminating'the hazards is also

good.“(p} 191) ,But'Florman fails'to seedsone‘key

3 ., realities.. First, while Calliﬁé for human control of
g T . A : R
BN @echnology, he is actually advocating‘a kind of
o .4 i . L . v R I

PEN

[T o
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o %

.~autﬁgqmous technology. He is saying that technology must
alwaws respond to technology-—that to work to prevent 011

sp1lls helps to solve our . problems. We are to take,

“then, the challenges that arise from the problems of v

htechnology.' It is an ong01ng approach to freedom--as-

soon as-another technologlcal dilemma is resolved in a
o Lo : v

technoldgicaljway. To Florman, it'iS'the®ongoing’

achievemeht of a more satisfactory--and maybe more
. X . . i “ ‘ } ._
efficient--society. v AP

w4

L7
N . - . oo ) = .
. S : R S,
. B B

9 To- Rybczynski, the market factors are :just part
of the potehtial control of technology. Other than the

~actual design of thg device, which is always based on an

\

rattempt to reduce the’ unpredlctablllty of the artlfa%t

there 1s the pol1t1cal choice of utlllty. In other,

Jn..v
words, human beings choose whether or not or when ‘to use

an artlfact. There is never .any guarantee that a
: L~

-technologlcal deV1c§ w1ll have a de31ﬂed effect, 1n fact,
tﬁ%Se methods of controlllng technology often 1ead

%

- R

Rybczynski belleves, to drastlc decisions and

‘unpredlctabquresults, (1983, p. 195) The key'control

Ml

of technology is often overlooked, but it is obvious to_
. Rybczynski. It involves the interrelationship of
:techno{ogical ciVilization and humghitp as a whole,

‘Rybczynsk1 descrlbes how national C1v1llzat10ns adapt

Sh

technolpg1ca1 forces and dev1ces. Technologlcal

|



innovation does not flood the world; technology'is

.received examined, and, adapted by different coltures.

He uses such examples as the 1ntegrat10n of the button or

varlous praorltles for publlc tran31t Technology is - &'

. 4,
‘used'"in the 'right' way--values decisions are made K
about how to use technology: ) - N

We can, in the process, find that the machine ' v

©'is more controllable than we have been led to E

believe. We can have cars without e :
automatically becoming a car culture——nothing
.stops us from walklng, running or bicycling as

, well, or from rebulldlng the center of our

" cities to the scale of the pedestrian .,.

This is not.to suggest in any way that a , ¥
return to supposedly happier, pretechnological
times is possible, even if it were desirable.

"Rather, we are dlscoverlng that there are more
;ways of using machines than we had prev1ously
imagined, and that control of the machine
resides, finally, in ourselves. It is we who
‘have put machines on pedestals and . now we = ‘
complaln that they seem to rule. Perhaps it is
time to take them down. (p. 211)

What‘Rbypzynski is talking about- is the purely human
matter of makihé éholces‘about aetdal gse.',He;poihts.to
the fascination withnph}sfoal‘fltdess‘in‘the automobile
soc1ety, w1th vegetablesgardenlng in the metropolls.

These klnds of ad%ptatlen demonstrate values in actlon,

.o :

but in some wayg’thls argument stresses the ut111ty of
the technology dellvered for 1mplementat10n. Where 1s
¥

the deVelopment of various forms‘of technology

questioned? = Where, even in thisvwider”iiew_of

éteehhological developmehtwlisethe-fundameﬂtal

ot
%

5 ' : oL A : o
B y “ : e . . o .
+ . S : o . o7
Uﬁj 3‘@ . . N - o



criticismfethé 'why' of technologicéf development?

Rbyczynski does not reach this level--his vision falls

‘short of fundamental criticism. He accepts the

technological_devgcé and adapts it for use in eacﬁ ' ’
culturally distinctive_regibn. But accepting thgv
téchnological device ‘also means adapting to poliutién,
radiatioh‘léaks, and so on. The choice is the actual
degree of use,‘npt the preseﬁce OTr access of-teéhnoiogy.'
For all of thé poﬁential bf6Rybczynski's explanation, his

ultimate control of the technological tiger is a_

utilitarian and technical, instead of a Critibal, isgge.

Langdon Winner's perspective of technologicél;

control has a strong critical dimension. He calls for a

searchi for new technological forms:

_Recognlzlng the often wrong-headed, and
oppressive character of 'existing conflguratlons
of technology, we shquld find new kinds of
technics that av01$ “the human problems of the
present set. ThlS*Mould mean, presumably, the
birth of a new: sort of inventiveness and
innovation in the phy51cal arrangements of this
civilization. (1977 p. 326) N

Winner also calls for such developments to be preséhtéd

to the individuals affected, In this way, - -individuals
who will feel the full range of social conséqueﬁceé will
have an idea of their technological destiny. Winner.also

seeks to avbiq technological systems that "impose a
permanent, rigidg and irrgversibié imprint on the lives

o Y
,_"ﬂn

-
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(2] . %
of the populace" and advocates that technologies which

create a degree of dependency should be seen. to be
' ‘ 8T

inferior. (pp. 3267327) . ' v

+

. ) .“' A
Most important, however, is the.deemffor
' W ‘
greater attachment to the historical meaniﬁg df

‘technology, a ‘ S yl'

return to the original understanding of
technology as a means that, like all other
means available to us, must only be employed
with a fully informed sense of what is .
appropriate. Here, the ancients knew, was the
meeting point at which ethics, politics, and
technics came together.... This ability to
grasp the appropriateness of means has, I
believe, now been pretty thoroughly .lost. Lt
has been replaced by an understanding which
holds that if a given means can be shown to
have a narrow utility, then it ought to be
"adopted straight off, regardless of its broader
implications.... We would profit from
regaining our powers of selectivity and our
ability to say 'no' as well as 'yes' to a

, technological prospect. (pp. 326-327)

D

In this light, the Quéstion of how to broceed becomes
problematic becéuse "there is no liy;ngybody of ;
knbwledge, no method of inquiry applicabie to our present
sifqation;that tells us how to move'any_differently from
the Qay we aifeady do." {p. 328) As Winner notes, "one

must also take seriously the fact that one simply does

not yet know how to go ahead to find genuinely new means

3

9ppropriéte to the new 'consciousness.'" (p. 329)
Winner concludes: by cé%%?hg for a kind of

"epistemological Luddism'--seeking out the essence of

&

?9; ‘
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ciyilization by‘engaging in deliberate dismantlingfof
technics. Luddites asked 1mportant, meanimgful, aud
still relevant questlons—-lf the new device enhanced the
quality of the product or if the new device enhanced the

~quality of the work. Winner's 'epistemological Luddism'

1

would consider:

(1) the kinds of human dependency and

regularized behavior centering upon spec1f1c

varieties of apparatus,

(2) the patterns of social activity that

rationalized techniques 1mpr1nt upon human

relationships, and

(3) the shapes given everyday life by the’

large-scale organized networks of technology.
Far from any wild smashing, this would be a

meticulous process aimed at regtoring

significance to the question, What are we

. about? (p. 331)

Winner's argument is in need of extension. To what

extent he wishes to tear things down, roll back the_"

clock, and start over is“unclear. His position does rely

9.

on a. values perspective ou the crit}cel.technological
questions,  and this has been widely mi'ssed by other

writ!rs..
@

Jay Weinstein's critique (1981) ofAWinner's
book is based onh a progressive'view of technology.

Popular sentlment ig” for technologlcal .advancement, -he
. a

explalns, and th1s somehow reduces the validity .of

‘Winner's perspectlve:

e

e technocretlc counterparts ‘continue to
dellght the corpo,' 1nd1v1¢ual consumer
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with life prolonging, life-enhancing, and even
life-imitating innovations. Where
technology-out-of-control implies Luddite
tactics to win back our freedom, progressive
technology implies that technology has already

(or potentially) made us freer than people ever
have been. ' ) : :

People ..., find it hard o accept that ...
powerlessness comes from technology, when the
evidence of their senses tells them that
technology gives them power. (pp. 574-575)

Weinstein cannot.shake the blinders of his technological
view. One of the problems of technology is its apparent
ability to con;rol péople. ‘While Weinstein reminas us
ﬁhat checks aré built into technology té correct %ormerly
unanticipated oﬁtcomes; he is u;able to see'the‘quéstions
of ethics apparent in the very nature of technology
itself. Bring on the scientists, Weinstein tells us, and 
they will squeeze from their test tubes a better world.
Our eté{nity is better nurséd by the technical virtuoso
than by the countercultural iﬁtellectual who, while
choosing to be an outsider, feels helpless. And with a
few strokes of his pen (or with a few dots of his matrix
printer, as the case may be), critical moral,'ethicalj
énd‘refleétive questions are dismissea in the name of
efficienc&,:prog:ess, and a fundamental reliance on

science. The choice to technology is a non-neutral

choice to choose one value over another.
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DEVELOPING A SENSE OF MORAL REFLECTION

>

. R .
Some critics suggest that a suitable course ofﬁﬁ

action, in relating technology to ourselves, is through
what could be termed moral reflection., Joseph Weizenbaum
(1980) makes an important point about our values

. . 4
orientation in the introductory’section to the Daedalus

issue on science and technology Because technology

opens up different optlons, it takes a strong value
syétem to control the choice of options., Weizenbaum
states that "our cuiture has a weak value system and
little use of collective welfare, and £; therefore
disastrously vnlnerable to technology." ‘(p. 3)
Decision-making about technoloéy is madé;in thevmidst of
incoherent complex1ty in a soc1ety with an 1mpe;nanence
"of values. In such a case, "the technological fix
becomes [the] most attractive and isnat the same time the
most tenpting invitation to a Faustian baréain." (p. 4)
Manfred Stanley s call for moral discourse 1n

1S

_educatlon is crucial 1m&¥he achlevement of a critical
consciousness about technology. ~Stanley (1978) argues
that education must restore to individuals power over

their own 1anguage to reduce the movement to human

ObJeCtlflca%&%{ Unless thls can be done, man will no

S .
longer be @§§ubJect——an advocate for morality--but only

St X
v PR \
: :gn
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an object without a sense of literacy. The way around
this is to presé for moral discourse in schools and to
fefleét on the key critical questions. Stanley's call is
for a values-based education in a critical context--the
establishment of a dialogue that reflects on critical
issues. In such a way, there;méy be the development of
clearer values systems and some sense of collective
welfare. Stanley's conclusion may be philbsophiéally
sound, but thé,actual way to get to his conclusion is

v ¢y
more difficult. With social pressures, the plurglism of
values, and other pressures extrinsic to the education
system itself, Stanley is quiet about directions for
transforming his vision into action.

‘Nevertheless, what Scapley'suggests is véry
important. He begins to take Heidegger's perspective ‘and
apply it to the pedagogical world. “The task for
eﬂucators is to create an opén learning environment in
~'which opportunity ié provided to converse with students
about the fhndamental human values--those very qualities ,
that make us human beings. It means creating a classroom
sitﬁatidn rooted in critical questioning instead of
passiyg transmitting. Moral reflection suggests an
opportunity not jpstvto view choices but to question them

and propose alternatives for moral action. It means not

just influencing choices, but gpeling‘ffee to question
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apparent choices in light of broader Bossibilities. To
dream, imaginé, and direct; to conserve, value, and
protect: moral reflection falls somewhere in the ﬁidst
of these actions. <

This is challenging to .teachers because of pur
dominant technical ffamework; our reliance in sciencé to
seek out and find the best way and the most efficient
'technique. ~Cultivating a broader perspective requires
the.clarification of a mixture of scientific,
téchnological,-and‘human';aiues ;nd proﬁoting.%ritical
thought, inquiry, and;a collective consciousness rooted
in-social action. . In this way, we may proceed by
qUeétionihg, reflecting and aéting; not just-by
'Calculating and solving. Thé chalignge for teachers is
massive, but the challenge of raisiig a critical

consciousness is also vital to the gssertion of a broader

perspective for all of us.
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CHAPTER 6 -

¥

REFORMING THE SOCIAL STUDIES:
WHAT THIS MEANS FOR CURRICULUM AND PRACTICE

Technology, by its very nature, is fragmenting
our sense of community; We have come,;as Suzuki (1985)
says, tb depend on the ideology of technique, '"the belief

e '

thet a technical world is a higher, better, finer thing
than the natural world which gave us bifth." Our
collegial nature Has declined in view of humanless
téchnblogy; we render unto technology what it demands.
Just as religion, kinshiﬁ and a rising mercantilism and
‘cosmopolitanism fractured the ancient sense of co@ﬁunityf
the impact of technOlggy has ;eduéed such opportunities
and experiences. Active participation in society, a
presupposition in Athenian democracy, is no longer
common., We interact with technology‘as much as we
interact with people. When the Athenians became more
interested in themselves and less interested in their
collective welfare and sense“of community, gheir
democratic s-stem collapsed. éociai studies and social
'studies teachers must learn to ‘respond to the chalfenge
of a.technoloéicél society and a technological

determinism that springs from that society.

This chapter develops a way to proceed based on

164
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the broader perspecmlve o% Eeqbnolog. §Q%cussed in the
precedlng chapter. It calﬁs for a- sbcial studles which
\ . ": Q:, e s

critically questlons our world in g way that presérves ol

Y

34‘ e

our human image and our esSeﬁE@dlx bmanlty o .
° l"q ! ."w

DEVELOPING CIVIC“ LITERACY

4

Paulo Freire's praxis pedaéogy is a beginning
place for the development of an understanding of
literacy. Freire's work not only strives to intérp;et
but also to change our world by coﬁgrohtiﬁg ité N
objectiéication, the dichotomy of thought and action, and
tﬁe impact of a teéhnological consciousness on our
everyday lives. As Freire notes,

Acquiringvliteracy does not involve memorizing

sentences, words or syllables——llfeless ob jects
unconnected to an existential universe-—but . °

N

rather is an act of creation and recreation, a. - S

self transformation, producing a state of
intervention in one's context, (1973, p 43y

One comes to this by learning to see and analyze one's-

own way of being; one is then able to understand and to - )
, . - e, q
transform one's social context through such a pedagogy. T,
Henry Giroux (1983) draws from the notion of

in which one thinks and acts as if one lived in a real °

democracy." (p. 116) This is the idea that one acts‘ _f

despite the fact that the ideological deck may not be

civic courage which he describes as "a form of behaviour - ¥y .



" | 166

* -

-

stacked“& one's favour; yet, such action does carry with

it a kind of inherent bravery. To act, Giroux (based on

o

Freire's work) calls for "a notion of literacy grounded

in the grammar of self-determination and transforming
prakis," (p, 116) In this way, one is able to -work
toward improving the world to what it‘pught to be.
LA ’ e
" This is'an important ppint. One can build on
this idea to help redefine citizenship education. A
N\
critical view of citizenship education would not have
. 4
'effective citizenship' as its goal; it would have
something we could term 'civic literacy' as its goal.
Civic literacy calls for a broader perspective of
citizenship education. Literacy, in this sense, is an
ability "to read, to communicate, to compute, to make
judgments, and to take actions resulti;g“from them."
(Graham, 1981, p. 120) Giroux makes the crucial
application to citizenship education:
Literacy in this case not onlf provides the
tools for 'reading' oneself and the world
critically, it a¥so becomd@ the vehicle for
demonstrating that educai}qﬁ'ha; broader
» ~implications than creating an educated and
skilled labor force. In other words, this

concept of literacy radicalizes the notion of
citizenship education and creates new

- opportunities for positive action. (1983, p. -

117)

+

Giroux's definition of literacy is not a technological

definition; which would be higﬁly restrictive. Murchland

k]
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‘ .‘K1983)fsees the task of citiéenship educatidn as
e -\1 .
R equlpplng 1nd1v1duals with what it tékes to make good
' ¥

@ 'r’(ﬁv'{%technological ch01ces. He&notes that '3ust how-llberal
' -education can guarantee technologlcal 11teracy as an‘
”integraL outcome of the curriculum 1s perhaps the most

/,1mportant problem fac1ng educators.' (p. 24) But there“-
. 1s much more to civic 11teracy than choos1ng correct

: S e ;
optlons.1n a technological sense. Civ1c llteiecy ‘has to i

L ¢ ““ "do w1th phllosophlc 1nqu1ry 1n a broader perspectlve.
v S » o - .
CT e ‘,Maxlne Greene (1984) prov1des a sense of th& potentlaI of’
ER thls k1nd of 11teracy.
Educatlonal phllosophers cannot return to
prescrlptlve or direastive views in relation to:
schooling or education. ' Nor can they clalm any
pr1v11eged 1n31ghts into. the nature of s .
."reality" or rationality ‘or the meanlng of" S
»"x‘ life., They can, héwever, concern themselves
~directly, wlth concrete issues that have |
L L phllosophlcal d1mensY%ns to provide perspectlve
. ., .on them, to help clarify the language in which.
e “ . they: are dlscussed to identlfy relations
i betieen them an&\lmpliCatlons for the domains .
R ook soc1a1 11fe..3\\ What does it actually mean;
onE T to-~preparé' 'young’ pedple for life in- a high e
- ¥ NRCTRE, - chnology soé1ety7 What sért’s"of - R
A IR ﬁig- prof1c1enc1es are required for dealing ) o
RS knowledgeably W1th'technology7» What .-g, e
) : understandlngs afe.rgquired: to make approprlate o
.4 -decisions regarding, scientific research :and - o
T e ‘a technological advance? How ¢&n/the education ~ . .-
- " o, of the person be fostered in a context of
~conflicting external demarids? - How can °
-imagination be released at a time of’ focus on:
“cognitive skills? . What can be done to nurture
.ethical: sens1t1vity and’ respon31b111ty in a
S hlghly administered wor1d9 ‘What ig the : ;
. ~ 7. ... function of educatlon in maklng an 'articulate
'{7 ’ . v( . st publlc'? ‘ . } : o o :

' B
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S ++ 'If educational philosophy has an agenda, it
: ’ has to do with posing the significant ,
questions. It has to do with awakening .
"educators to reflective understanding of their .
’ - own-'lived situations, provok1ng them to atte&d
’ cr1t1ca11y to what is latking and to move .
responsibly to repair. ~And certalnly it, has to I
do with showing the meanings of 11teracy in its
. multiple phases. There are many modes of"
o intglligence still to release; there are

- - . different voice walting té be heard ~ (pp. .
357-558) )’j‘..i“ .. o
4 . 'gi"yn‘ ; ‘, } *Ta Do i _ "“~.
By f.tﬂe ‘s1gn1f1cant questlons ‘in a .

g broader perspectlve, it is p0831b1e to ga&n a clearer o
understandlng of c1v1c llteracy in ‘a cr1t1ca1 d1men51on.

g.\' P . .

For,me, c1v1c llteracy_has four«components:.;moral»
) 4 B “ . . " : - 3 ﬂ‘..' ’ . ' )
-reflection, civic savvy, critical .thinking’, “and active -

e belohging. Each of theseﬁcomponehtsi(described more‘
fully below) helps to contr1bute subJectlve meanlngs and

‘lu v - o ’

Q#giﬁJ ,'undenstandlngs abou‘~our9wor1d fh a broader perspect1ve.-

i%l ’ " : LT
v Each of these components addresses a. currlcular aspe@“ of LT

5 \

.i the soc1al stud1es 1n a dlalectlcal way.' Thls medns that Ty
VR R alternat1ve v1ewp01hts are expOSed and 1nvestlgated
- . . i . e N
' through dlSCUSSlon and - reasoﬁing by ong01ng dlabogue. In,

s

C | ; . ;

’means that each of these currlcular components becomes- R
. ) M .

cycl;calnln nature* vdr1ous p051t10ns become clearer w1th

. ," o .. . ’ '\‘> :

T discuss%pn ‘Cd changehwhew coqdltlons prompt revrsm%n.v-n-‘\f SR

}ml - - The comlng td%ether of these dliﬁectlcs contrlbutes to Lt

4

rﬂ‘ the establlshmenm of”g”gtltlcal c1tizensh1p educatlon SRR
LA SR o

Al whlch helpsgtowegn ‘ ‘r exp ences and understandlngs‘.

-3
L
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- that certain projects (e.g., geneticxénginéering) ma

_—
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v 1

bl

of our society in ways that promote human dignity and

‘action, . These relationships are represented in Figure 3.

s

MORAL REFLECTION

Moral reflection is a dialectic process of

veluing. The key force in th1s d1alect1c is the ability

to sense what il approprlate. In response to the

¥

challenges of technology, this force includes the notion
’ [ . '
i

t

.1napproprlate. It is‘possible that these projects do not

,represent a. true conceptlon of what 1t is to be human;

-

they may be faund,te:be, upon reflection, in contrast‘to

‘a true concept ¥gn of the hunan image. Rene Dubos (1968)

reminds us that "planning for better defined and.

: worthWhlle human goals has become urgent if we are to "

avoid the technologieélvtek‘—oyer.h (pp.l231:232) As

" Hans Jonas (1974) peints outin his exeellent’essay on ¥,

technology and responsibility, the relationship between

nature and humans has changed: ' A oo

Take, for instance, as the first major changeb
... the critical vulnerability of nature to - ‘ : '
man's technolog1cal 1ntervent1on——unsuspected R4 : .

_before it began to show itself in damage

already don "This dlscovefy, whose shock led %
to ‘the condﬂ?t and nascent science of ecology,

alters the very concept of~ oursegves as a » J‘( v oy
causal agency in the larger schehe of things. o

iﬁ?brlngs to light;, thréugh the effects, that L.
. _the nature of human action Has de facto ' s
'chagged .dnd that an_ object of an entirely new \\\\

P o s
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, order--no less than the whole biosphere of the
" planet--has been added to:what we must be

responsible for because of our power over it,
(p. 9) 4 »

As a human respons1b111ty, we make decisions ‘anid act on

our values. However, w1th techdologlcal advances, ‘we ar
) s . .

171

e

-«

forced to act without completevknowledge. Sc1ence chops'

up our world into %egment specialities; ﬁe fail to see

the whole piéture. Some of the technploéical queetiohs
‘Eﬁéern our.global condition, the future, our continued
_existence. We have no concep®on of .ethics for such a

task because it is a collective action that counts, not.

.

so‘much an individuygd's Jense of‘right and wrong. As |

oo & .
o J na3u(1974) notes, B s
, . . r* . o B . o ‘
o, dn the image he entertalns o f} hlmself——the 7 ﬂy N
egf e potethself formula which determanSuhls actual '

“being & %much as it reflects itZ-man now is

_ evermore the ﬂ%ker bf what hefh@svmade and the
doer of 'what he can do, afi most*of all the '
preparer Qf what he will be able to do.mext.
But not you or I: it-is the- aggregate,“not the
individual doer or: deed %hat matters here; and /
the indefinite - future, rather.than the ‘n A
contemporary context of the‘.lklon,\constl utes
.the\relevant horizon of r@%pon81b11 ty. T

‘ ‘requires imperatives of a new Sort./.If the
., realm of making has invaded the spate of

5 o

_ egsential actlon, ‘then mora11ty myst invade the
realm of maklng; from which it had formerly DA
"stayed aloof, and ust do so’in th . form of R
~public policy. ( I 12) e l M

What klnds of afflrmatlons 3§n be made to gulde thls
dlalectlc of moral reflect10n7 ﬁhere is a parallel here

~_ f‘ between such a series of affirmapibﬁS'and what.Jonas,

o &
‘. - ’ . 3%

AR
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‘action.". (1974

discussion, debete,

calls "an 1mperat1ve respondlng to the new. type of human

‘!?? These statements ¢ould 1nclude:

'Act so that the effects of your action-are not
destructive of. the future p0551b111ty of such
life'; or simply: 'Do not compromise the -
conditions for an indefinite continuation of
humanity on earth'; or most generally: 'In.

_ your present ch01ces, include ‘the future
wholeneSs of Mdan among the: obJects of your

f will,
¥

-aiues.

&

(p. 13)

are important statement5° they t1e 1n to

W e

-

eserve a'nd conserve our essential SN

Although there 1s much room for'

v
)

and dlalogue, there are some values
. SR ﬂ£§%

: , . ‘ ‘ . . v
which are for transmissidgn. A debate derves to reinforce

', the importance of fundamental values shared:by a

‘majority. Yet, it may not be possible to undertake"the

125) is to expect the 1mpi%51b1e. Butts greatly

: part of’ moral reflectron. Thls act1v1ty 1s, 1n‘part the

consensus,

Y oe

kind of natlonal conseysus Butts. (1980) discusses 1& his

-

-

ork. Canada 18,1after all, a plurallstlc soc1ety and a

»

strength has’ been ‘qur d1ver§’ﬂ& " To expect the k1nd of ,

-

consensus’ described by Butts (1980, p. 10 . 123, P. A;

underestlmates the

d1vergence in meanlngs and - ,\‘

Co-

Y
understandlhgs 1nherent~1q a plurallet society; he calls -

for. steamroller tactics to help-establish his cherished

H

[

Ihhfatt

X ~

/ -
T

Vcountersoc1a11zat10n }s an 1mportant

P
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thlnking fCountersociallzatlon keeps democracy in

. ’ ~

.

>,
balance and héﬁps students achleve the art of

critlcism——especially criticism of one's own iﬂlues. o

v
m‘ K3

Soc1al critic1sm 1s:¢;ﬁcially 1mp0rtant for democracy
" vt S L e : _
which is, by its’ vegy nature,‘fﬂtellectually demandlng v e

\' The ongoing process of-. questioniﬁg wﬁat we Jre*“ﬂ
N S

ﬁﬁut is the d1scourse necessary for moral reerction.
@hls is a carlng view; a view wh1ch conserves values and :
L . o
mg%allty b351c of the preservatlon of a democratlc , '

"

system. This’'is a pduralist v1ew;ﬂa_V1eW_wh1ch
3 . :

contemplat oth socialization .and countersocialization

* k)

‘to achieve a ma jority will braced by mingrit%ndissent. ‘

" The reflection is always based on'a‘collective conception

,v'

of the human 1mage and a dlscourqe in search of an

understandlng ﬁ ‘what is appropr:LatW w’m PECT

CIVIC SAVYY . -« 3. .
\, : | ?§?§ s -
: The term, savvy, Jis very he ul in-: . Yy
clarlfylng a, dlscourse on knowledge. ggi&itt (1983) says
that , . ) _5Q -@a e

we speak of savvy people as those persons who
—~act on the ‘basis of a shrewd understanding of
'tiﬁ deeper principles and structures that .-

. ’ o ' T
.D. . .

[
s W
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. govern complex 31tuations. A savvy person has
those skills and insights that would make for '
survival and -success in what would otherwise be .
bewilderlng and intimldating situations® (p. '

\ ; ‘\ r\ l ) ¥ v ) i

We could-say that C1vic savvy is a’ quallty of knowiwg as.

-

" a citizen. Since citizenship involves~sovereign power,

there is the need to act on the basis of knowing. Civic »
savvy not only refers to the knowledge citizens have to .
& o ‘ o : |

respond’ to any particular civic question_but to the wider , -

anowledge of 1deologlca1 powver, and cultural struptures n“ =

3{« FPEE & S

‘ whlqh co%&rql,.lnfluence, and: nssgrlct ounmglves‘ﬂ .Civic
P . B e

savvy produCes c1t1zen 1eg1t1m&ted knowledge represented

’

i
by meaningemend understand;ngs.,.What can we do,_as

social studies teachers, to halp sfudentqjgain a kind of
’ . . s ' ’ - / B

civic savvy?

First, we should remember (as detailed in o “‘& ;
Chapter 4) that facts are -interpreted and 1egitimated! 7“"%Qﬁy
just like values. \QE:e we come to understand that AR }'as;
N - - 3 -

knowledga may,have more?éo do with understanding the
, . e ,
‘essential qualities of things. As Polanyi notes,
o i . o . ; : -
knowledge is pgrSonal: _ ,
. ~, - 3 . . <
‘We have seen that when‘we«understand Qr mean
something, when we reorganize our understanding
or when we confront a statement with the facts
‘to which it refers, we exercise our tacit
~ powers in search of a bettér intellectual -
‘control of the matter in hand. We seek to
clarify,” verify or lend .prec¢ision to somethlng
4 said or experienced. We mov€ away from ‘a
x position that is felt to be somewhat.



b

- Giroux (1983) describes what is meant by this definition ﬂh,

175 ..

problematic to another position which we flnd
more satisfying. And this is how we eventually
come to hold a piece of knowledge to be true...
The ideal of a knowledge embodied in strictly
impersonal statements now appears ¢
self-contradictory, meaningless, a fit subject
for ridicule. We must learn to, aCCept Bs our

- ideal a knowledge that is maniilestly personal
(1959, pp. 25- 27) 4

P

of knowledge' ’ . v oo

Knowing must be seen as a cr1t1cal gngagement T
designed to dlﬁ.;ngulsh between eﬁéenqg and” |
appearance, truth and falslty. wledge must
not only be made problematic «strlpped of its

, obJective pretentions, it must lso be defined
through the social mediations a#fd}roles that
provide the context for its meaiing and o o
‘distribution. (p. 202) C s Y

Students ‘are encouraged to chalenge the 1earn1ng
'

process, Xhey can. questlon and cr1t1c1ze meanlngs and _‘fdewj

. ”(7/ - PR A . '. ;f",l; : -‘A‘, .‘l';‘g;ﬁ“ -
undeiitandlngs. Co R et SR
: 7 o N 7 SRR A
As well, students need 'an opportunity to speak -
themselves; to legitimate their own knowledge. Freire
. (1970) refers to this as "dialoguing" and he notes that
. , ‘ ' ' , ..
No pedagogy which is truly liberating can. o :
remain distant from the oppressed by treating g
- them as unfortunates and by presenting for
their ‘émplation models from among the
oppressors. The oppressed must be their own
‘example in the-struggle for their redemption. .
. . St S ’
When studexgs recognize the worth of their contributions, !

»then they w111 be better able to questlon their world.

R .
~They w111 be better aBle to act and make Judgments

» RN
acl .

@



because_they.will_recognize the legitimacy of their own
view,

Finaily, civic savvy neans an undenstanding of
those forces which influence and*restrict our lives.‘
Social studiee can helpﬂdevelop/én:awareness'of these
s;ructures and fofces and eesist in enhancing citi;en

»pargftipmbion. Fred Newmann (1975, 1977i has addressed
# . ' . ' .
this kiﬂd of civic action. The point, however, is that

civic savvy 1nvolves a. seqse of knowing how to proceed in

v1ew of societal obstacles.u C

o
RS

‘As Maxine Greene (19849 commentsw the
acquisition of knowledge "thndugh%ut antiquity'.‘.NWas
oriented 'not to the nndersﬁanding of experiencé but to

w TR

knowing the essential nature 6f things." (p. 547) ~Civic
™ ;

. savvy builds on Ekperiential knowing, §ubjectiwe¢-

L
Y.

interp:eteuIOn, a sense of thengnfoafing historical
context, an 1ntu1t1ve understandlng of how to proceed

and good! common sense. It is the ong01ng product of a
&

!

. knowledge dialectlc. . ‘ ¢

) \“. | ﬂ"s\\-l
o ‘ @ mwivgme ©

CRITICAL THINKING

Y According “o Beyer (1985), critical:thinking

¥ : .

. A
may Re'considered'to be . : )

the process of determining the authenticify,
accuracy and worth of information' or knowledge
claims. Itgronsists of a number of discrete 3

176
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. teaching for criti

- procedures--there.are steps we-tike; for examplg, to

: .
skills, which one can use and is inclined to
use, to determine such authenticity, accuracy .
and worth.ﬂ (p. 276)

-
sy

“Such a process leads to an agreement on meaning, a
judgment on validity, and an assessment of value and
truth: the process leads to understafding in a critical

\ : f
context. Some scholars believe that the current

) . . . 1 o
practices of social studies teachers do not contribute to

N

this understanding. P ‘

Henry Giroux (1979) refers to the current

difection'of critical thinking'inbsocial studies as "the

Ré&agogy of the 'immaculaﬁe percebtion.'" (p. 297) He
believes‘that chrrent teaching practices lead to the
replicgtd of objective knowi;dge presented by teachers
in an ] ectic way; Valges are presented as facts;
éﬁefe”is;nsrdistinctibﬁi@etweeg thgg¥y and fact;.one's

world is strucmuggg\andhﬁgxﬂsmggﬁfs perception of that
world. Schools complg&e the task of saocializing studepts
for the existing society.

Béyer (1985) provides some useful assistance in
- .

1 thinking.&wﬁor instructional
_at_critical?@h{nking skills °

consist of three attribut : procedures, criteria, and

pirxposes, he believes

rules. A skill becomes operational through a set of
' . . E - . N .

¥

determine if an argument is valid. These procedures

177



involve analysis annﬂevaleation of the data. fSppﬁr
275-276) The second attrlbute, criterla, ppints ta an T
ability to distinguish certain features or clues Wthhﬁ

.
can be -learned, e.g., qualities of bias 1n a wrltten
statement. . Such knowledgsmhelps to establlsh a standard O

which may be used to judge information 'or s1tuat10ns.

(p. 276) The third attrlbute involves rules for engaglng

'.:I'ﬁ', ) . N
critical thinking skills; these.rules. , i _ N
provide guidelines about what to do when I m‘:;\
certain clues cannot be found, about what to '

look for to identify revealing patterns of . .
evidence, and about what to look for in various e

combinations in clues.  (p. 276)

Although tngse are all helpful suggestiﬁns, Beyer sells S
‘Ae .
himself short. . Instead of, applylnf these attr1butes to

L]

the currlculum, he concludes that a consensus %
understanding of critical thlnklng W1ll&lead to more
veff1c1ent student learnlng, mor.e useful social studles ' a{
texts, more reliable standardized tests, and.critical |
skills portability fro;;room'tofroom and school to””

schoo® The activity associated with critique is left

undes¢ribed and critical thinking is seen>to attain

technical ends of efficiepey and reliability..
. N . F “ * ¥ l» . . . ‘
Fundamental to any notionf"-critical thinking ~

» *

are the skills of critiqne. Real crlthue 1nvolwes‘ _y,.,'

L PR .8

enal?mﬁﬁquretaqlgn oflg

learnlng to mowe‘fromla s‘ti.mple,7 lix
- Coagt T ; ’ é’ i !

. l(‘" ¥

'(
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b} ; "7-‘:-;,‘ %
sense of the world tqgthe dntercondéctiOHS‘df facts,

3
'

concepts, and generalizations. Thi% activity is, in

part, related: to the notion of hbuntersocializatlon.

;’1‘ LY

estion3¢ questions of

Students must learn to as

relevante, structure, ‘“ingr Crif&que is dlso

related to action (whiﬁ described below) . ﬁ
Another impé& Wﬂt part of this skills dialectic
is the ability to r fkw't on on:'s own experiences and
make them meanfngful.“Speaking with one;s own voice
means finding understanding in one's recollectioﬁs whicch

corresponds in some way to critique. These ure

fundamental components of approaching the world more

ccritically. A dialectic of criticallthinkidg helps to

ensure the c¢ontinuation of our democratic way of life and

to question and act on those things that can recast ‘the

A

world as it ought to be. P

;

ACTIVE BELONGING

>
W

: ’ ¥ ]
The dialectic of participation gan be described

as active belonging. This is a crucial part of a social
"y ~ Ed
Studles which responds to the challenges of a

technolog*cal world, 1In our society, technology is

¥

becoming more and more revered——lt is seen as ‘the

179 -

solution to our problems. In this sense, our allegiance -

%haé%shlfted ﬁfom ﬁnc1ent t1mes.p Wheregpoyer:ng%,%}@;the.
i ) ] Py k, )q ,;~ b _:‘41 N ‘ M.

.
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,pasty rpbpéd,in.community action, power is naw rooteé in

‘technoioﬁical solutions. In ancient times, beihg a

. . §

citizgpimeant accepting a share in the city an

everything it stood for. Is this eqhalled by tecthlogy?

Do we share in our better, finer,';échnological world and
5 b

everything it means? Are we tPFally suﬁserviéﬁt to an
ideology of technique? o 4

Historically, a citizen who did not pértaké in
community affairs was considered='use1es§'-(see Chapter
2). Citizens had an importanévbonq with the state agd

helped to agree on qqp‘in goals, There was an ‘active
kN ¥ R

sense of ‘belongipgg: the sense of community was almighty

and supreme to divisive factors like religion and kinship
_ - ¢ . - ‘ W
or the individual goals inherent in mercantilism. In

some ways, technology has becpme more important than that’

historic sense of community. Technology is seen to

N

enhance individual capabilities; it empowers individuals

‘ } -
-and frees them from dependence on others. Yet we become

s

slaves to the technology and we lose our understanding of

community. ‘ " 5

What is missing from social studies is a sense
of active belonging. 'We need to restore the historic ’,‘ N

notion of citiienship whth its fies to the community.

[y 4 : N -
'Belonging' is crucia{jgye are part of a global yillage.-
With the challenges to our collective existence, we needq”/

% i . . . .. -

?
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more than ever before, to .be united in how,ye approach
“our world. This in turn relates back to mosal
jiefiectgon: we are looking\for a sense of 'appropriate'
Al i - ’ N i\ ) .'\ ‘ ) ’ ~

‘\\belonging in a‘distinctly human‘image. Restoration of a

Asense of belonging w111 bring together an opportunity for

collective action and assist in’ establishlng an ethi¢ g}

i "

v

Jonas (1974) sées as crucial in the fulfrllment of our '
o B ) .~ . N '* w - : . . . o N N 3
human destiny. »Pearl\Oliner (1983) calls for social
studies devoted to prosoc1a11ty. Stndents would be.e

— ~

ﬂexposed to forms of altru1sm, caring, and coucern away .
. ) * . B )' N )
from\situations of personal advantage. (pn 73) A o .
feeling of community, a sense of belonging, would be

0

re- established

When the importance of \he coMmunity was;
lessened in Athenian times, their democracy began -to
o crumble;'VOur‘growing dependenee,.reliance, and'faith in
“technoloéogy may sound a 51m11ar warning for our democratic‘;
existence. The: d1alect1c of active belonging is )
imno;tant to the preservation and»rededication of our’ .
democracy. It calls to‘action our sense of'allegiahce;,

our semse of common interest.
CIVIC LITERACY AND DIALECTICAL INTERACTION -

The interaction of ‘moral: reflection, c1v1c

savvy, critical thinking, and active belonging is an'



L S . : I
S | o .': . /

1mportant characterlst1c of a cr1t1cal 'social studles.

+ There are three key aspects to the transformatlon of a

‘technical soc1al studies‘currlculum into a cr1t1ca1

spcial studieg: first, each of the qualities outlined
! £
/ . . ‘ ¥
aBoyerformshé dialeﬁtic; second, each dialectic {s

. AN .
engaged in interaction; :and third, the social studies is
cast in the context of a hroader perspective (especially"
in terms, of the 1mpact of technology on °$ﬁ w0rl& as

é

descrlbed 1n Chapter 5) In. transformlng the social

studles currlculum into a cr1t1ca1 mode, the technical“,,>

r

terms (knowledge, Skllls, values,vand part1c1pat1on) give

way to/the cycllcal processes already descrlbed The

‘ﬁour dlalectlcs are also 1nteract1ve and together they

/project.citizenship education through the understanding

of meanings and appropriate,action in the contexp of a

distinct human image.

N
s -

ﬁQuestions raised in each dialectic will have.

some relevance for pther d1a1ect1cs, thls is the process

a

of 1nteract10n which helps to clar1fy m anlngs By

[

/

following through an 1ssue, it may be 0551ble to see the -

4 s

d1fference between a technical and a critical social
. : " :

studies. Figure 4 summarizes the d‘@ferenﬁes in the
. ' S /
nature of the curricula. ‘ : /

//‘
If one were to examine 7he acid.rain problem

SN
from a techn1cal perspect1ve, a number of 1Mportant
. /

[
A

\
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COMPARING 'TECHNICAL' AND 'CRITICAL' SOCIAL STUDIES

‘

183

"TECHNICAL' SOCIAL STUDIES

Citixens knmow the facts and are able
to use their knowledge oapably,
industriously, and offioiently.

Knowledge is important,
Knowledge muet be made objective.

Kknowledge as fact is legitimated by

the teacher.

Facts are facts, ready for digestion.
N ,

Ferscnal cxperience is an obstacle to

fnowing the facts.

ITesues are broken down for study.
Social acceptance is important.
Yaluea are presented as fact.

Valura are accepted as fart,

Studentes accept nbjective under-
standings ~nf thinga. )

There is faith in the progress of

sctiance.

Technology te revered; geen as a

solution to our problems.
People are passive.
Students engage in socialization.

There i8 power in technological

snlutions to problems.

.

Social studies addresses citizens as

individuals.

I't ie important to know ‘what is.'

»

'CRITICAL' SOCIAL STUDIES

1
Citizens underatana =ecnings and act

apprepriately in a distinetly human

tmage.

@

Underatanding ia impartaﬁt{
Knowledge i8 aubjective.

Kﬁnb}cﬁg’ is legitimated by indiyvidual

selves. . .
\

Facts are interpreted and legitimated,’

ready fcr eritique.

Recollection and experiaence inform the

subject and make meaning.

Tsoues are considered in a holietic vay.

Soctial criticism i{g important.

Values have -personal meaning.

4 process of critique legitimates raluee

and facts.
Students develop meaninge through acts
of creation and recreation. ’

Frogress may not necessarily be good;
there isa comservation in human values

and morality.

Technology is seen as non-neutral; as a

part of the problem and solution.

People are active.

Students engage in aocialization and
g .

countarsocialiaation.

Thers L8 power in cemmunity action,

visicn, and belonging,

Social studies prieserves an understanding

of the iwportance of mocial belonging and

the community.

It is important te act toward the attain-

ment of 'what ought to hae.'

e

FIGURE 4




affirmations would be made. An underlying message would
be that technology will resolve the acid rain problem in

.time; we just need to wait for a solution. Students

184

learn the facts about acid rain, including the impact the

.drizzling concoction is projected to have on forests,

rivers, lakes, and human beings, too. Specific instances

of acid rain are stpdied‘and many values about the
subject are presentgd (and often éé information).
Iﬁdividuals consider action_they-may'be abie to take in
view of the situation, but emphasis is on knowing the
facts. |
A critical perspective is much differént. An

underlying message would be thatAteéhhology;s solution to
thé acid rain prob;em‘may well causé'additional
difficultigs %nd 'technqlogy as' saviour' would then be
inappropriate. An undefstanding would be sought on what
acid rain means. Facﬁs wéuld be cfitiqued; s;udents

wouldqaccept int%igiiiﬁﬁions of facts and vélués which

i

have personal’meéning. A broader context might include

the place of environmental issues; students would be

'~ _encouraged to use their own experiences to help clarify

© r >

the subject.. Importance would be given to the power of
social belonging and community action and how it may be
possible to attain 'what ought to be.'

The dialectics (moral reflection} civic savvy,

|
i
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¢tritical thinking, and active belonging) each inform one

another in sweritical social studies. The moral
reflection dialectic wouldkbring into focus questions
about the ;alue of our environmen and the need to avoiﬁ
decisions which reduce the futnre wholeness of humsnity.
This can Se related, of course, to the kinds of actibn'
which may be taken to‘ensufe that the acid rain problem
is addressed. It can also be related to gsecitic'common
sense knowledge and would certainly reflect decisions
made.with theuhelp»of critiquing. Through tivic savvy,
stude;ts become able to deal with the forces which
influence their day to day lives; these students have
expetiences, interpretations of their'experiences and .an
understanding of the historical context. General

knowledge of‘now to proceed can be drawn from such

matters as the context of a human image or an’

Aunderstandlng of appropriate actiony, - Through critical

thinking, students become able to lnterpret thelr own
experiences and make them meaningful and critique 'what

' with a view to 'what ought to be'; here we return to

is
appropriate action, Aetive belonging\attempts to restore
a sense of tommunity,'but this means appropriate
belsnging and, in this sense, tnefe.is some reliance on
mofal reflection. Action is based on common sense and

”

understanding.



a

In viéw of the dominant ideology of’technique,_
action be?omeskeven.more impqrtaut. But this action is
not just indi{idual (or base& on individyal priorities),
it must reflect a sense of cBmmuqity.- Yet, technology
encourageé techhological sélhﬁionsﬁ(which'are generally?

singular ¥nd not collective) ahd\er.social studies

continues 0 emphasize individual rights and frqédoms

¢ l

instead of c llectiveQwell—being. Technolpgy frees us

from our depenjdence on people. A critical social studies

must make clegdr human responsibilities; this may include

o

‘-threags to the image of huhan beings.. This'is crucial,

bétauseLwhen'we understaqd the potential threat tﬁ
humanity we éomeigo'a better understanding of whét we
cherish and we are ﬁfépared to act;fand‘aqt‘“
Eollpctivelyw—in the interests of humanity. The.thréat
(rather than the éromiée) help§¥to restore é séngé of
r_commun'i‘t:y, it’extends éufeéfiﬂéwéf belbnging, it

Ehallenges the ideology of technique, and it leads to an

' . . : st : . c o s
‘understanding which prompts collective action, This is a

crucial part of making our world a.-better ‘place.

y 1

APPLYINC CIVIC LLITERACY TO® ALBERTA.SOCEAL STUDIES

'

The 1981 Albérté social studies curriculum for

a topic in grade eieven is presented in Figurg 5. The

issue addresses problems relating to population and

\
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TOPIC B: GLOBAL PROBLEMS OF POPULATION

GRADE ELEVEN
GLOBAL ISSUES

AND RESOURCE DISTRIBUTION

4

In this topic, l|udcm| examine global problcmn of populsiion and
insdequate resource distribution. Inquities should focus on
popummn patterns and other factors atfecting technological

pmaent, like food st

i,

s and re

Y p

plies, natural resources, energy and the
environmant. While the issus should be examined from a globai
ooupocnvo, it will algo be beneficial to study contresting examples
use in countr
Germany, Japan, China, Indis, Eastern Europe, Latin Americe
{including Cub;md Mexico), and selected Arab states. This study

Com,

such as West

nationy) be changed?

should cuiminate in judgments as to how Canasdians should .
contribute to worldwide improvements i the distnbution snd’
utilizetian of scerce resources

ihg Values and Social issue

Global Waellare/National Prosperity
In the light of giobal imbalances, to what axtent shoutd the Jevels of
economic activity {in both more developed and less davoioped

2 '
3 -

A

P

VALUE OBJECTIVES e

KNOWLEDGE OBJECTIVES

SKILL OBJECTIVES

duveiop the lollowing

Students will ensnvne the sociel insue 1n order 1o

ding of the loil

S will gain und
b and Dts, 89 well 81 faciuel

. Sludents welirievelon compmencs «n the following o,

nquiry and Daricioanon skills Shills prining X sandara

2.

1.

1. Develap Attitudes

distribution of weaith within snd
between countnes. which values sppesr
to be in competition with gobal
weilore)
Defing global weifsre and nations! -
prosperity from the perspectives of
countries st vanous sieges of development.
How._ are the concepss of giobel weifsre
and nations! prosperity defined in
ditferent nations! contexts? is there s
réiationship between such definttions
and how people see the need for
technological development?

2. Develop Compatencies

In velue ansiysis, by comparing siternative
solutions “ta global disparities from the. __
perspectives of groups who wouid be the
most sdversely affected by sach
siternstive. .

— What groups wauid be most
sigruficantly affected by esch siternative
sokuson? Using the Roie Exchange Test,
o o -the ¢ tances
of the moast -amwy aifected group.
Comment on the consequences of the
“solution” for this group.
Which atiernative soluiions would you
be prepared to sccept or reject in ight
of the consequences (o the most
acdversely aftected, group?
n o ung, by g from a st
of pospible solutions the one that 1s most
sccepiabile in terms of “'the greatest good -
for the greatest number”. °
— For each solution, would the favourable
consequences outweigh the.

e « that
solution were adopted globaily? Which
solution has the best baiance of ..
favourssie over untavourabdle "’\\
consequences’?

-

Of empathy towards others, by
demonstraling & sympathetic
undersianding of different perspecuves on
global prob«ml

. Of unuuwly as a ruponlmu ciizen, by

rec
own boﬂlv-ouv and
of weaith,

simpie generaily applicable solutions sre
known at the presant time.

2. Cmowu
. Scarcity
2. Dtlumy in producuon and distribution
e ¥ Dcwloovmm
4. Culture of poverty
S. Fopuuuon comvol
6. Pvmpcnfy

3. Questions to Guide inquiry 9

A 1. What are the disparities in the distribution
and utitization of resources within snd
among countries?-

2. How do the following tactors affect ihe
Producuion and distnbution of weatth:
—‘food production?

populstion growth?

technology?

geography?

education?

tepdition?

»

3. What major etforts are currently undérway
10 redress global dispanties, and how
effective are they?

4. What sre‘the imglications, for future world

stabulity, of significant disparities in the

weaith of nations? What perspectives are
reflected in the writings of major
contemporary m«msn?

. What are the lnlonllllnonthlpl bo(w"n

cufture and devalopment?

8. What siternstive tatterns of resource use
by Canadians have been suggested?
< . . N

w

~

w

~

~

*

.ond 10w " J ‘.mm ;n mlovmnlm SOpropnate 1o I1he inquify questiony ha typR ate OMphn-th for thiy 10pec
* Nisstretrve only ) g are listed
= - -
1. Develep Understanding of Veives 1. Generalization 1. Daveiop inquiry Shitls
1. identify veiues which sre in conflict with YM wond is cheracterired by problems. of . 1. Focus on the issue by idenifyrng ways thet
the value of giobsl weifare. and inad 18s0UICe qlobol wellare and national prosperty can
— Given current disperities in the distribution. Although these disparities sre 8 be Fegarded a3 conficting vaives which.
contral issue in internationst politics, no underie problems ol populston and

InedeQuale resource disinbution

Establish rasearch procedures by

identitying indwrduaily the types of data

needed for. and the range of sources

pPropriste to, resesrch inld the socisl 1ssue

Gather and organize data by

.~ paraphrasing majar arguments from
currant source materials. ‘

— raading and interpreting suml"cs- from
tabies, maps. graphs and diagtams

— constructing tables. maps. graphs and
duquml [13 n'euurv to ilustrste

ical dats

lnd the uocul ssue

: Anslyze snd svsluste dats by

— explaning diu:uo.nc"u 1N viewpoiInts,
posinons, snd srgumehts in print
‘materisls.

o . B from’irrek
statistical dats. i

2 "

9 besic se8 for using
and mmumq mvovmmon (e.g.,
COMEIessing 0Or expanding intervals,
omissions of dats, biased samoling,
INAppropriate use al IVOIIQ.‘I $purious
precisiont,

. Synthesite dats by .

—~ stating i wnlmq the' relstionsip of

« chuses and effects to ‘e socisl 1ssue

— deducing loqmu conclqunl from the
statistical daly.

. Resotve the issus by campmnq alternative

solutions to giobal problems.

. Apply the decision by

~ prepanng & plan of sction wh«ch 1efiects
"the students’ soiution to he 1ssue, and
which addresses itself 10 desiratulity
and feasibility.
Evaluate ihe plan of action by judging the
worth of ihe predicted consequences of the
plan. using the Universal Conudmncu‘rn_l.

2. Develop Participation Skilts

AR

P
Commuriicate effectively by presenung a
Canadchian plan of action in class, and
responding 1o questions at the clodd of the
formal presentation.

Interprat idoes and leelings of seit ana
athers by sssessing the validity of orat
presentatons in terms of basic persussive
fechniques (bandwagon, testimonial,
Qlittering generaiity. appesis 10 lear. hute
and prejudice, plan foiks), togicatl faliscies,
hasty generatizanons, false anslogies.
ignoring or begging the question. misuse
af statisucs, distortion, seleclive armissions
and quoting out of context. (Note: See
English 20 Curniculum Guide — Listening
Skils}

. Participate in group work and

decision-making by, summannng the mamn
POINIS in an Oral presentation

. Contribute 10 & “sense of community” by

381801ING 10 & Group project 10 raise
awsreness of the relstionship of the human
condition 10 human dignity 10 specific
plobel situstions.

FIGURE 5
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production, The 1981 curriculum, which is largelr a
technical currigulum, exhibits many of the .
characteristics outldned in the 1eft half of Figure 4.
Although the orientation of the ?togram is technical it
is possible to alter some of the componhents of the

curriculum, and more 1mportaut, the way the teacher

a2 A -

'

approaches the currlculu:? to cast Alberta social studies
B o
S » .

-

Alberta social studies. The questions are not meant to
be exhaustive,‘nor could they be; subjective
interpretations and meanings would be a vital.part of the
dlalogue. As well, these questions should undergo the
dlalectlcg; process described in Flgure 3.

: An emphasis is placed on understanding rather
than knowing; on an image ,0f humanity racher'than
efficiency and‘iudustry; on subjectivg/neaning rather
than objective information.’ The questions may move the
‘'student within the dialectics; this is how the issue
comes to be understood subjectively. It is in the midst

‘of this process that social studies gains transforming

pewer and students attain civic literacy.

«

~

THE PRACTICE OF CIVIC LITERACY

It is important to recognize that this work



11B, A CRITICAL PERSPECTIVE

TOPIC:
WHAT OUGHT TO BE THE CASE IN VIEW OF
GLOBAL IMBALANCES IN POPULATION AND PRODUCTION?

189

MORAL REFLECTION

Io a humen {mags represented in «
world vithout limits to population

growth?

Ie a human image repressnted in a

vorld with population control?

I8 a human image represented in

unequal distribution of production?

Is a human image represented in

redistripution of resources?

Is a human image possible vhere
technology improves the situation for

d;ucloping world nations?

Ie a human®image possible if
technology is ngt used in the

developing world?

CRITICAL THINKING

If we have the powar to’ eliminate
starvation, why is there still

starvation?

If we have the pover to improve
production, why is production

not greatly improved?

Bow can the different viewpoints

of this issue be assessed’
’

Now do different speakers use

and abuse their information?

How plausible or reasonable

are various plans of aotion?

™

CIVIC SAVVY

Bow did this situation eome to be?

VAy (e it 1ike thie?

How would erperiences in the developing

vorld compare to my own day-to-day life?

What afforts have thare besn to resolve

the population and produation problems?
[ ]

What are the arguments? WNhat are

the alternatives?

In what way(s) can I be my own example?

*
Vhat would it be like to be in the

developing wvorld?

-

ACTIVE BELONGING

Hov does this iseue represent a
threat to the future wholeness

of our world?

How can we come together as a

global village?

Hou has technology lessened belong-
¢
ing through dependence, reliance

and faith in science?

What represents the common interest

and human dignity?

What are our individual! and
sollective resporsibilities in

dealing vith this isoue?

FIGURE 6
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is essentially utopian‘in‘nature. The extent to which a
critical social studies may be attained depends upon a
numbet of factors because many things work against such a
critical dimension.

¢

Theiconservative swing of the éducatioﬁal
pendulum (cha;hcterized as 'back to the b;sics') is an
example of one of these fact;rs. The Alberta government
is in the midst of making extensive changes to the

" curriculum in secondafy schools. Thesé»cﬂanges will not

push curriculum into—a critical context; in fact, they

will enhance the technical orientation of ‘existing
o

é:'.
curricular practice. "The government's intention is to

bring the secondary programs in line with the
expectations of business and industry; this means

. -

education for the workplace and not necessarily for 1life,

-
s

The kind of social studies that fits into such a program
is clearly technical.. A good citizen is defined as a
good worker, well prepared-for industrial society.

A social studies of this orienta;&on places
emphésis on the facts; indeed!‘citizeh passivity and
conformity may be welcome in the spirit of productivity
and efficiency. 1In a political environment that wants to
seé resuits, value for educational bucks, and a ’réturn’
to traditional morals, a critical social studies is more

difficult to achieve. What can the social studies
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teacher do to promote critical thinking, for exdmple,
when the teacher knows that at the end of the year
student (and maybe teacher) performance will be measured
on a cognitive test? How, in any way, can critical
. .- )
discourse be promoted when those kinds of skills and
interests, as important as they may be for life, are seen
to detract from the cognitive abilities more easily
measured on diploma examinations? When teacher
evaluation (and now practice review) often give priority
to such measures as student achievement and general
classroom decorum, why would any teacher 'take a risk' to
proceed critically? In today's political climate, thesF
’ \
are not unreasonable concerns which may call into
question the extent to which civic literacy may be
achieved.

There are other factors to consider. The
structure of schools and the accountability of teachers
to school boards may make the attainment of civic
literacy more difficult. As Newmann notes,

teachers' interaction with students is
organized in ways that stifle critical
discourse. Because they must teach students in
large groups, teachers can spend very little
time responding to individual work. For
managerial reasons, certain instructional
activities prevail (e.g., lectures, films,
silent seatwork, short-answer objective tests,
discussions requiring short verbal responses).

Activities more conducive to critical inquiry
present cumbersome logistical problems (e.g.,



discussions soliciting lengthy student
responges, one-to-one dialogues between teacher%
and student, small group projects). (1985, p,
10) ’

As well, being critical means refusing to take things for

granted, quesgioning things which may appear to be
acceptable and striving to make things better. It means
grappling with ambiguity, contradiction, abstraction and.
conflict. It is easier for individugl teachers to
"emphasize consensus over conflict, certainty over
ambiguity, and a hopeful, positive view of social life."
(Newmann, 1985, p. 11)

What Newmann is telling us is important. The
structure and the bureaucracy of schools naturally works
against the attainment of civic literacy, 'F&rthermbre,
teachers choése not to take risks; wé become a part of
the system. Mavericks are neither rewa}déd nor
encouraged..

Just as civic literacy encourages students to
become critical, so -must it encourage teache;s to bécome
crifical. The structures of schooling, the bureaucracy,
and the issues of pedagogy can be placed in‘a critical
context. These concerns can be critiqued, especially in
light of the broader perspective (detailed in Chapter S).
In such a way, it is possible to focus on a more critical

vision of education and, at the same time, come to

192
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understand the politics of the structures ot schooling,
the bureaucracy, and the issues of pedagogy. Commitments

’ L

«

¥ .
and action may result from this process, but there is
certainly no reduction¥in the extent of the challenge

created by the very nature of the schools and ,teachers,
TOWARD CIVIC LITERACY IN CITIZENSHIP EDUCATION

Civic literacy means that we incorporate moral
reflection, civic savvy, critical thinking, and active
belonging into a critical cenception of social studies"
education. It means that we restore the ancient fotion
of citizenship--a combination of 'belonging' to the
community and engaging in acts of sovereign ﬁower. ¥
means acting collectively with a more unified vision, but
always in a human image. Our first and most fundamental
questiog as citizens given such awesome
respons&ility——of ouf‘ planet and our future--is one of
appropriateness. Are our -actions consistent with what is
aﬁproériate in view of what it is to be human? Our
knowledge reflects a c&gﬁination of interpretation,
meaning, and practical wisdom about our world. We are
able to critically question our world; to ask questions
in light of our conceptiqﬁ of the essence of humanity,

And we are able to act, rooted in a sense of belonging.

We are a part of one world, we share a basic unity and a

193
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vision, we'act in'ouf collective best interests. As

Jonas (1974) suggests,

CIf the new 'nature: of our acting then calls for
a ney. .et#ics of long- range responsibility,
coextensive W1th the range of our power, it
.calls in the - name of that very respons1b111ty
‘also for a new-kind of humlrity——a humility nb
“like former humility, i.e., owing to the.
littleness, but owing to the excessive

¢ .

‘magnitude of our power, which is the excess of

our power to act over our power to foresee and
our power to evaluate and to judge. (p. 18)

:"Our hum111ty and our power call for a broader

b

194

-perspectlve.' As soc1a1 studles teachers, we need to make”'

decisions about our conceptlonslof citizenship. . Do

teach for c1v1c llteracy,'or do we teach for.technOCracy?

we

“As Graham (1981) argues, ‘Lf the whole world consisted of

elitetate, autonomous crltical constructlve people

capable of translatlng 1deas into actlon, 1nd1v1dually or

collectlvely——the world would change. (p. 133) What

b

could be the product of our dependence on technolog

Suzuk1 (1985) descrlbes thlS as_ "the u1t1mate slave

-

.wh1ch he sees as "a llfe of sufferlng, a 11fe on

swffrance, a grey and tegrlble ‘world dev01d of

£l

stlmulatlon, empty of relatlonshlps, sterlle,
meanLngless; Sy

, € A : ‘
This is a call,to"a more critical social

- studies; We must not be b11nded by the apparent

successes of technology, we must act.in accor@epce

. . . C .
4 L , b
" [ . ', e

y?

rY

with



our humaﬁ éppropriation. Together and ihdividually we

have tremendous transforming power through positige %

- action. As Ellul argues,. , . : v/
. . } : : ’ A

. it is,. in every case, a question of some forwy

of reduction of power: that man accept gggj%o

do all that he is capable of doing. The logic

of technique, on the other hand, demands pﬁat‘

whatever can be done mugt be done.... VA

Non-power does not mean giving something up,

but choosing not to do something, being/capable

of -doing something and deciding against it.... /

What is at stake is a vitdl principle/... of

setting limits: given that the almost

unlimited means at our disposal perﬁﬁt almost

unlimited action, we must choose, 4 priori, -

non-intervention each time there is uncertainty

about the global and long-term effects of

whatever actions are to be undertaken. This

ethics, this opting for non-power is

- fundamental, and it is possible ... because it"
is linked with meaning. Our experience with
the power of technique has led us to discover
‘the ‘absence of meaning. Uyéertainty as to .
whether life ‘means anything is the sickness of
modern man, and the rediséovery,of meaning is

"conditional upon the chqﬁce of non-power....

It is a matter of reaffirming ourselves as
subjects, and I believé that insofar as we

~speak we are still subjects. Neither this
reaffirmation nor th¢ raising of ethics as.an
issue 1is opposed'eitherwto man or society, but
is directed towardsg keeping both alive. That ,
is the task of ethics.... Time-honoured values
.... are, however/, irreplaceable, because there
are no substitutes for freedom and dignity....
(1980b, pp. 245-247) ’

Social studies .needs to reflect this view. As Suzuki
(1985) notes, "within each one of us there still lives
the anctent will to be part of a greater life enterprise,

a wider expefiénce, a richer reality, It is still

there." \
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