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Overview: What is a moral school?
The central message of this book may be summarized in these propositions:
A moral school

.

is a school in which participants subject the desires of both their bodies and minds to
principles that protect others as well as self-sometimes by the restraint of self
interests.

permits the individual to acknowledge the source(s) and to examine the nature of the
governing principles that protect others and self.
can be built on the strong positive heritage sustained by most individuals in most
American communities.

depends upon an expression of strong community support.
requires courageous leadership capable of establishing and sustaining local control of
the school.

expands school policies beyond the exclusive premise of the secularization hypothesis
and authorizes in place thereof an inclusive premise that acknowledges and legitimizes
the expression of a morality grounded in transcendent theism as well as naturalistic
secularism.

The "moral school" described herein differs from those schools that are based on a belief that

.

there is no such thing as morality

.

morality is a social and not an individual phenomenon; it is simply a matter of
conforming to social mores or norms that are necessarily independent of any
transcendent power or deity.

.

morality is solely the product of personal human reason expressed in a collective
setting independent of any transcendent power or deity

.

morality is simply a matter of confonning to the dialectic of history which is a natural
phenomenon.

2

Chapter by Chapter Synopsis

Preface: America's moral order and civic principles were initially shaped in the political forge by
flames from the combustion of faith and reason. Thomas Jefferson was a champion of
reason. He demonstrated that the American form of democracy could pass the test of reason.
John Adams lifted the ensign of faith. It was his contention that faith precedes reason in
moral matters. In the context of the Constitutional debate chaired by George Washington
the positioning of faith and reason was a primary concern. In Washington's mind these
powers were inextricably linked. In the end, the Constitutional debate seemed to be resolved
by accepting Adams' argument for a divinely endowed moral agency rooted in "self-evident
liberty" and Jefferson's plea favoring a divinely endowed capacity for conscience-the
fitiits of which were to be discerned by reason. Thus appeared an American axiom: Without
liberty there can be no true morality, and without morality liberty is doomed.
,
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Introduction: People are both disturbed and comforted by discussions of morality. Americans face
good news and "bad news" as they consider the moral order of their society. Respect
hope and morality are essential to a healthy human future. Where there is no respect there
can be no morality and without morality true spirituality is doomed. The Virginia
Declaration of Rights maintains that "frequent recurrance to fundamental principles is
essential to the security of individual rights and the perpetuity of free government. As a
compass needs a polar point to provide meaningful direction humanity needs a moral
foundation to secure purposeful sustaining activity.
"

"

,

,

,

"

,

,

Chapter 1: There must be a modicum of order or there can be no successful moral school-perhaps
no school at all. How to steer between the two poles of liberty and restraint. . . remains the
central problem in moral education. Virtue character formation and moral behavior
comprise the central intent in the traditions of western education. Western morality has been
based in religion because of the perception that without the fundamental directives of Divine
insight humankind cannot long distinguish between right and wrong. The secidarization
"

"

,

,

hypothesis has sought to discard the notion that humans were in any need of any power
beyond themselves. The academic intellect of Twentieth Century America has accepted this
secularization hypothesis and established it as the framework for curriculum and
administrative policy in contemporary schooling.

Chapter 2: Basic research related to human maturation offers helpful propositions for those
interested in moral education. The advent of conscience and puberty in a child are significant
processes that impact the growth, development, and lifestyle of each individual. Educational
theory is an outgrowth of judgments related to perceptions of growth and development.
Actions may not be synonymous with behavior. Caring loving, deciding, and choosing are
the foundations for effective discipline. Love them correct them and prepare a way for them

(

i
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,

,

is a positive pattern for people of the school to follow.
(
i

Chapter 3: Applied research can be linked to basic research. There seem to be four aspects or
manifestations of human response. Moral imperatives constitute a core element in developing
moral instruction. Personal integrity is essential; congruence and fidelity to principle are
imperative to the well-being of social order. Most young people in American society it
appears respond positively to moral principles and practices which are appropriately
provided. We believe traditional values regarding people, property, and relationships are
preferred by the majority of both students and parents in most communities.
,

,

Chapter 4: Courageous leadership is the key to establishing and maintaining a moral school. This
leadership is manifest through organization administration, and instructional policies.
Because morality means different things to different people an inclusive rather than an
exclusive premise regarding the source of morality is needed in the public sector of a
democracy. The American heritage was founded on an inclusive view. Honoring the home
and linking it to the school are essential as is the emphasis on non-budgetary line items in the
administrative agenda. Means should not be shifted to become ends in the education of our
children. It is important for the moral school to hire the type of personnel they want the
student to become. There is a clear pattern to follow in establishing and operating the moral
,

,

,

school.

Chapter 5: It is imperative that the people of the school seek to establish a legal, level playing field
from which to pursue their objectives. The playing field on which public education is pursued
in most states has become badly tilted during the 20th century. Significant efforts have been
made to disclose this inequity and noteable efforts to correct the condition have been initiated
in at least one state. Other states could follow this precedent and strengthen their position
by implementing seven principles of moral education in their schools. The fear that causes
teachers to act out a denial of important aspects of the national heritage must be reduced.
Chapter 6: The window of opportunity to establish moral schools in America is wide open. The
current modernist/post modernist debate in cultural philosophy invites courageous action.
The attack against the moral weakness of modernism has come from two directions: On the
right traditional religion holds that modernism shuts God out of human affairs by denying
,

Divine relevance or existence; on the left the humanities claim that modern science has
,

greedily grabbed the budget and muted the voice of the poets and orators. This book offers
another alternative playing to neither the ultra-conservative right nor the ultra-liberal left.
America has an established heritage: each individual is an agent endowed with inalienable
rights. Operationalizing this heritage in our public institutions will do much to preserve the
nation s integrity and moral well being. It may not be an easy task but it is an important one.
,

'

,
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Preface

Endings and beginnings have long commanded human attention. Each of our days is framed
by a sunrise and sunset-dawn brings the light, dusk the dark. The new year elicites resolutions; the
old year solicites review. Likewise with human life: a birth signals celebration a death invites
mourning. So seem the transitions between centuries-the archways through which humanity passes
from era to era-like the period in which we now stand. These passageways invite one to pause and
ponder as well as to move along. Whatever else the changing links of time might foster, they
consistently call forth conversations. Currently much is being said and written under the reflections
that accompany new numbers on our calendar. The twentieth century will soon end; a new century
will begin. It is a good time to converse.
,

1
.

,

The threshold of the 21st century is marked by many hopeful initiatives; the closing of the
20th century is peppered with numerous sober reflections. We believe this is an appropriate time to
check our spiritual bearings a place to pause and verify our moral equilibrium. More than a small
amount of evidence suggests we should carefully reconsider how to decide between right and wrong
We believe this conversation is vital to the individual family, community and nation. Apparently,
,

.

,

others do also.
"

A popular news journal states: America the wealthiest most powerful and best educated
country on earth poses a "grim visage." The writers characterize this nation as a land and people
who are seriously estranged and troubled. Violent crime broken families and deteriorating cities are
all too apparent. The social critics among us, and the consciences within us they say, "increasingly
,

,

,

"

,

"

"

,

wonder if we have lost our moral compass and forsaken our spiritual heritage. 1 Such
"

observations

are not uncommon-they are frequent and numerous-so much so that some people no longer want
to hear such blue news; it's depressing. Others feel that things just can't be that bad if they are this

1
i

good. We admit there is a ring of irony in all of this.
Nevertheless

if one single concern stands in the spotlight at the conclusion of this century
it is moral confusion. The TV, magazine covers at the grocery checkout newspaper headlines,
school board meetings city council controversies, courtroom discussions, chapel sermons, and
congressional debates all attest to this condition. How has this confusion developed? Has it always
been with us? Perhaps. But perhaps not!
,

,

,

,

America's moral order and civic principles were initially shaped in the political forge by flames
from the combustion offaith and reason. Thomas Jefierson for example was a champion of reason;
he demonstrated that the American form of democracy could pass the test of reason. He argued that
Christian morality was first of all a reasonable morality and because it was reasonable it was worthy
of a faithful observance. John Adams on the other hand lifted the ensign of faith; he proclaimed that
American democracy was absolutely dependent on a moral order rooted in Christian religious
,

,

,

,

i
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.

,

News and World Report, April 4 1994. p. 48
,

(
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commitment. It was his contention that faith precedes reason in moral matters. Though their
perspectives differed, both men acknowledged the centrality of a divinely bestowed conscietice in
sustaining the new Republic. They both assumed religious liberty.
Thomas Jefferson proclaimed that each "man was destined for society" and that his morality
was to be formed to this [social] object[ive]. He acknowledged that man "was endowed" by his
Creator "with a sense of right and wrong," and this sense was relative to the society in which he lived.
This [moral] sense said Jefferson "is as much a part of his nature as the sense of hearing seeing,
feeling; it is the true foundation of morality." The moral sense or conscience "is as much a part of
man as his leg or arm.
"

"

"

"

,

,

,

,

,

,

"

Although Jefferson viewed the moral sense as subject "in some degree to the guidance of
he recognized that other factors such as "what we call common sense" may be more
important. He was convinced that the Creator would have been a "pitiful bungler if he had made the
rules of our moral conduct a matter of science. 2 Consequently the power to discern right and wrong
must extend beyond facts into the light of reason. [How the light of reason relates to the light of
revelation in Jefferson s view however, does not seem as clear.] Ultimately, he believed, reason is
the rudder that guides one to morality; it is reason that provides for the preservation of morality.
Nevertheless, Jefferson acknowledged that it was the presence of conscience that moves morality
beyond social ethics. Ethics and morality to Jefferson were not necessarily synonymous.
,

reason,

"

,

"

,

'

,

,

,

John Adams promoted a different perspective. He was convinced that the whole American
experiment was founded on the religious commitment of a people offaith. He bluntly proclaimed:
Our Constitution was made only for a moral and religious people. It is wholly inadequate to the
government of any other. 3 For Adams the doctrine of a supreme intelligent, wise, almighty
sovereign of the universe was "the great essential principle of all morality and consequently of all
"

"

"

,

"

,

civilization."4

Adams agreed with Jefferson on the importance and role of conscience. But he believed that
neither matter nor simple spirit nor simple intelligence could generate morality. Morality demanded
both religion and religious liberty. "Morals are attributes of spirits only when those spirits are free
as well as intelligent agents, and have consciences or a moral sense a faculty of discrimination not
only between right and wrong but between good and evil, happiness and misery, pleasure and pain."
,

,

,

,

Furthermore

,

it was Adams' position that "this freedom of choice and action united with
conscience, necessarily implies a responsibility to a lawgiver and to a law and has a necessary relation
,

,

,

Norman Cousins In God we Trust: The Religious Beliefs and Ideas of the American Founding Fathers
New York, Harper and Brothers 1957. p. 127.
3Jolin R. Howe Jr. The Changing Political Thought of John Adams Princeton University Press, 1966. p.
,

,

,
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,

185.
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'

Norman Cousins/n God we Trust: The Religious Beliefs and Ideas of the American Founding Fathers
Harper and Brothers, 1957. p. 103.
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to right and wrong, happiness and misery."5 Like Jefferson Adams recognized that morality
,

transcended social ethics-it was deeply personal. In Adams' view morality was possible because
of Divinity.
,

In the context of the Constitutional debate

(

chaired by George Washington the positioning
of faith and reason was a primary concern. In Washington s mind these powers were inextricably
linked: "It is impossible to account for the creation of the universe without the aid of a Supreme
Being. It is impossible to reason without arriving at a Supreme Being. Religion is as necessary to
reason, as reason is to religion. The one cannot exist without the other. 6 Morality as Washington
viewed it was indeed more than ethics. It was making the right choice when one was free to choose.
,

,

'

"

,

,

In the end

the Constitutional debate seemed to be resolved by accepting both Adams'
argument for a divinely endowed moral agency rooted in self-evident. . . liberty and Jefferson's plea
favoring a divinely endowed capacity for conscience-the fruits of which were to be discerned by
reason. Though the founders collective recognition of civil and religious liberty was limited-slaves
were not included and females were marginalized-it recognized the requisite of freedom to both
faith and reason. Thus appears an American axiom: Without liberty there can be no tine morality,
and without morality liberty is doomed The outcome was a civil context-a description-intended
to protect "the Jew and the Gentile, the Christian and the Mohometan, the Hindoo and Infidel of
,

"

"

'

"7

every denomination.

This brief account reveals the tenuous infrastructure on which moral order in America relies.

Beneath phrases such as "We hold these truths to be self-evident" and "with liberty and justice for all"
is the foundation of the American dream. It seems evident from this perspective that to lose the
infrastructure is to jeopardize the moral order on which the nation was founded. Morality rooted in
religious liberty was certainly an early ideal. There is a growing uneasiness, however regarding how
this ideal has fared-particularly in the twentieth century-at home, at work, and at school.
,

Thus one might ask several pertinent questions: Can such a contagious often transient
enthusiasm as morality be brought to the bridle of a school? Can moraUty, this step beyond a selfish
norm be defined in a transportable way-and then be transported? Is it possible to transform this
heightened state of emotion and activity that we call moral commitment to the structure of thought
and the limitations of written language? Is morality nurtured by faith or by reason or by another
force principle, personality, trait, stage etc.? These are the kinds of questions and concerns that
undergird this book. We invite the reader to join us in considering this multi-faceted topic.
,

,

,

(
\

(

,

!

We are convinced that the uneasiness associated with discussions of morality does not center
around the question of significance. Morality is significant. Like love, once morality is experienced
its reality or relevance may be ignored but it is seldom denied. And like nature's music the kind one
might hear within the quiet of a wooded hillside or on a teeming wetland the song of the human soul
,

,

5Ibid p 105.
6Ibid pp. 72-73.
.

.

.

7Ibid

.

p. 120.
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is easier to experience than it is to create and nurture. We believe for example that morality has its
own spiritual ecosystem-a system that is both fragile and resilient. For us morality forms the
gateway to a civility-an order of virtue-that sustains the better life.
,

,

,

We recognize that a book about morality can be a bit mercurial because it is so personal. But
morality is also communal; it is a topic that deserves discussion; it begs not to be ignored. The
project of writing this book was an enlightening adventure. Our appreciation for life has been
enhanced and our sense of its mystery has been increased. We have been drawn closer to the human
spirit and to the phenomenon of personality through which that spirit is encountered.
,

We see this spirit manifest in every person; its fruits are universally evident, undeniable proof
that life is real-not imagined. Human life is more than a soap bubble; it is an expression of personal
energy that may be enhanced shaped, distorted, or destroyed, but it cannot be contained or
concealed. Life is an unavoidable given even as its origin and nature remain a mystery. Life
commands our respect because it is expressed, and this expression becomes the womb of morality.
People live, are aware make decisions and act out their choices.
,

,

,

,

The search to find the roots of morality leads directly into the dark shadows of this mysterious
domain. Out of the same shadows from which life flows emerge the inevitable realities related to
right and wrong: We each possess the capacity to recognize. We are capable of knowing. We can
choose. There are consequences. From the darkness come these rays of light. Right and wrong can
be discerned. We are convinced there is a moral order that frames the presence of life. To prove
otherwise seems to us impossible. Far more plausible and constructive is the invitation to discover
and make use of that moral order.

Notwithstanding its mercurial foundation morality inevitably solidifies in the form of character
whenever it touches personality. It is character developed from a response to the laws of being, that
shapes a self and provides the abundant life-and we suppose the less than abundant life. We believe
that character is higher than intellect. To be good and bright is commendable to be bright and bad
is not. Life is unmistakably different in the presence of those who are honest true, chaste,
benevolent, virtuous and who do good to all than is life among those who lie cheat, steal, prostitute
and do harm to others. At the root it is not so complicated. Character is where the crowning glory
,

,

,

,

,

,

,

of the individual can be observed or be conspicuously absent. We see the development of noble
character as the highest aim for true education. To be trusted is a greater compliment than to be
loved.

A compelling witness to the importance of morality and the value of positive character can
be found in the cycle of life. An irrefutable testimony is bom as a child emerges from the innocence
of birth, unfolds into maturity and eventually passes away before the advent of a succeeding
generation. Little by little, moment by moment, thought by thought, act by act, a trail is left as a life
,

I
,
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is lived. A map is created that others may see and follow. Generation after generation supplies
evidence that a human life is most enhanced and complete when it is voluntarily spent making others
better and happier. The law of the jungle is to preserve self at the sacrifice of all else; the law of the
garden-the moral life-is to master and sometimes deny self for the good of others. The search to
better understand this law of the garden and to find ways of sharing it with others is a central purpose
of this book.

The Law of the Garden

Today's educators like most of us, seem to want what works-now. We are often impatient
with the process of personal preparation, planting, cultivating, watering, pruning, etc. that precedes
the harvest. Those who do consulting in education or business know that "successful" presentations
largely depend on concise and predictable formulas that promise results. Practitioners and interested
public parties are most attracted to presentations that offer usable conclusions ready for immediate
,

"

"

application. We seem to like clear, simple, guarantees. We are all familiar with the marketing
strategies and the large industry associated with diets and weight loss programs. It can sound so

(
,

easy, but usually there is more to it. Moral education is no exception.
Teachers in the schools have many satisfactions, but they often face heavy pressures and a
number of enigmas-ongoing problems which, it seems, they just have to endure. Little wonder they
are attracted by simple how to" lists or steps that promise immediate success. No wonder readymixed ingredients-premeasured, packaged, and prescriptively presented-are in vogue. Boxed
mixes rather than cooking from scratch are a present-day norm in education as well as in the
kitchen. At the end of a bad day or week educators may indeed yearn for a quick fix-a guaranteed,
fail-safe recipe. Anyone who has been there knows!

'
(

"

"

"

>

It was not a surprise therefore, to receive a number of responses from readers of this
,

manuscript that suggested they preferred tickets to a cruise on an ethical love boat over a compass

1

to guide them on a personal moral journey. We understand the complaint; we do not have a remedy
that will please everyone. Our aim is to offer a compass and share our personal witness to the
efficacy of this compass. We see the journey itself as critical, not just the destination-somewhat like
Dorothy's experience in the Land of Oz. We believe that principles of moral longitude and latitude
can be identified, and substantial evidence considered in support of their validity. We are focused on
orientation, however, not on supplies or new and fancy educational equipment.

(

Topographical characteristics may be described. Journal entries from other travelers can be
shared. Serious discussions by any group of sincere seekers will generate many helpful ancecdotes.
These anecdotes will reflect simple and important truths. The essential components for developing
a constructive moral orientation are available and can be shared. There are fixed stars and predictable
winds

,

tides, and currents in this dimension of life. The moral life is not fashioned from spontaneous

and chaotic accidents but from faith and intelligence.

(

i

(
j

We are convinced however, that each
,

individual must be willing to venture forth and set his or her own sail. It is venture. Every person
(
.

9

has the innate capability to pursue and ultimately, must develop and implement his or her own moral
practice-create a unique set of maps and follow them. Each must discover and refine their own
,

particular food supply and formulate their own recipes. Each must individually be responsible for
what he or she does to and for others as well as self. And this responsibility includes divinity as well
as humanity and nature. We believe the capacity to fulfill this vocation is inherent in the human
personality and personal volition and that it is enhanced in a context of religious liberty.
Morality is in one important sense a product of personality but personality can be influenced
by society and divinity. The challenge for the moral educator is a "both and" not an "either or" issue
,

.

We hope our invitation to join in this exploration will result in the readers gaining an improved
appreciation for themselves for others and for the importance of the moral endeavor.
,

NJF and JDG '95
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Introduction: Can We Get There from Here?
(

Synopsis:

People are both disturbed and comforted by discussions of morality. Americans face "good
"

and "bad news" as they consider the moral order of their society. Respect hope, and
morality are essential to a healthy futurity. Where there is no respect there can be no
morality, and without morality true spirituality is doomed.
Frequent recurrance to
fundamental principles is essential to the security of individual rights and the perpetuity of
fi'ee government." As a compass needs a polar point to provide meaningful direction,
humanity needs a moral foundation to secure purposefid sustaining activity.
news

,

!
'
(

"

,

v

In preparation for this search after the moral school we will briefly address what for our
reviewers seemed to be a rather difficult question. Though the manuscript provided a very clear and
explicit statement regarding the target audience, the most frequent response we received was To
whom is this book written? Obviously our description did not suffice. We learned that the subject
of morality can be unsettling. We realized in a new and telling way that allegience has a veiy
powerfod impact on perception. Different people read the same material and responded in remarkably
different ways-depending on their prior vested interests. The following examples illustrate some
aspects of the personal that seems to be associated with almost any examination of morality.
,

v

"

"

i

As numerous readers responded to early versions of this manuscript it was evident they
wanted a very explicit, perhaps narrow, description of the audience to whom we were writing. We
are not sure why so many raised this question. We felt we had been very explicit. Our material
specified that the audience was the people of the school. We assumed that this central oft repeated
phrase people of the school was a fairly clear and simple expression. We declared that our audience
was to be broad and divergent; it would include students, parents, teachers, and administrators.
Nevertheless, the subject of morality seems to unveil special sensitivities and concerns. Each reader
wanted something personal-personally comforting. Perhaps this desire suggests the growing
influence of a new assumption: In moral matters disagreement may be more normative than
,

"

"

,

"

"

consensus.
i

Whatever motives these first readers may have felt we respect their feelings. The following
paraphrased quotes may offer clues to why so many readers asked for more clarification of who the
audience was. These responses clearly demonstrate the intense feelings associated with moral issues.
,

We recognize that (1) allegience affects perception and (2) confusion can create uncertainty. We
"

"

now wonder how the various meanings associated with the phrase people of the school became so
fragmented in people's minds and ask Has the school lost its sense of community? If so how might
it be reclaimed? Is it possible that the neighborhood school of yesteryear was never viewed as an
extension of the neighborhood? Frankly, we were very surprised by the communication barrier we
encountered. We revisited and pondered again the purpose of schools. Is the school to be an
extension of the family, reinforcing family values-in loco parentis? Or is the school society s
.

'

i

,

I

'

I
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instrument for releasing the child from the limitations of its parents? Our readers did not reflect a
compelling consensus.

Examples

When asked what the phrase "people of the school" meant one deeply involved professional
public school adherent quickly replied, The principal and the teachers."
,

"

A veteran well known

and widely experienced public school administrator said in effect
You have written a very insightful essay on an exfremely important subject but you are talking to
the wrong people. Public school personnel cannot correct the problems that originate in the family.
I know some people think they can but they can't. Schools are the reflecting pools of
society-sometimes the cesspool. You should redirect your message to the parents-to the
community. Ifyou can get the message to them, then perhaps teachers and school administrators
will be able to help make a difference. Is this the way America should view her schools?
,

,

,

"

,

,

"

A Junior High School teacher vividly expressed her timidity: "The idea of establishing and
sustaining policies consistent with community ideals not practices, concerns me. Wlio decides what
the community values are? One of your paragraphs seems to suggest that federal and state
regidations are not as important as the moral ideals identified by the school community. . . . I don t
want to be the guinea pig who mentions God or religious ideas in my class. 8 Are schools to serve
local or national interests? Which kind of school do you want your child to attend?
,

'

"

An experienced principal of a large public secondary school was very blunt: "Personally I
agree wholeheartedly with your premises and the plan you describe. It would be ideal for a private
school, but not in my school. I don t see any way to get either my faculty or the parents of our
students to agree on any approach to moral education. There are too many factions. I do well to
get agreement on basic academic subject matter. Can Americans settle for an educational enterprise
that is limited to pursuing only what everyone agrees with?
,

'

"

An older parent was critical but more optimistic. "You hm>e hit the nail squarely on the head.
You describe a similar approach to morals and values to that which was followed in the schools I
attendedforty years ago. I can t understand why teachers and principals have let things get so farout of hand. You should visit the school my kids attend. It borders on bedlam. Little wonder they
have trouble learning. I woidd certainly support using your compass if the teachers had the
gumption to follow it. We have a few good ones, but there are some who seem to be run by the
system rather than running the system. Best wishes." Do you feel like this person has a legitimate
complaint? Does he represent a majority feeling in your community?
'

8The fear factor

,

anxiety over being sued by the ACLU, and confusion regarding separation of church and

state loom large in the minds of many public school personnel. The fear is often so intense that it paralyzes
moral elfort.

i
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Another parent highly involved in her children's education reported: "/ liked much of what
/ read. It was interesting to see how things have evolved in our schools. I also enjoyed the positive
and hopeful tone in your writing. But I guess I am becoming a skeptic. Don t misunderstand some
of my children s teachers are great Tliey care about them and work very hardfor low wages to help
them learn and to be good citizens. But then there are those teachers who seem to be going through
the motions like pawns on a chessboard. They just wait to be pushed by the system. I'm not sure I
trust the schools to teach my children values anymore. There is so much going on at school that
isn't right. If the adults at school can't be good examples and create order among their students
how can I trust them to teach my childreiv proper values. We may be at the point where teachers
better stick to teaching the basic academic material. We will do the rest at home." Is this the
position that will serve America best? Can academic content be separated from moral values?
,

'

'

,

'

!

1

,

A college professor responded with this observation. "Your description is helpful and should
appeal to a large segment of our society. The problem I see with the overall proposal is the
dificulty of communicating its content to the large groups each of our schools now serve. When M>e
consolidated the smaller neighborhood schools of years past into larger schools, it affected the
communication between parents and teachers. Other forces have also been at work, but I believe
communication is the key. In order for your proposal to avoid dying in pretiial criticism, a school
board or principal M'ould ha\>e to find a way of uniting parents and teachers in small groups where
general agreements and trust levels coidd be established to provide protective support when
criticisms or difficulties occur. Tltese are sure to come. Do you believe it is possible to unite
American communities on school purposes? Would it be necessary to make the schools smaller in

(

i

(

"

order to achieve this unity?

Another teacher said: "Thank you for letting me review your book. There are many aspects
of this work that impressed me. First was the convincing presentation that there is room for
optimism in the area of moral education. It was enlightening to see that the majority of the school
population still holds to traditional values-contrary to what is generally implied by the media. I
was motivated to reevaluate my own position and integrity in relationship to moral values, especially
in the area of tolerance. I was forced to ask myself 'Am I contributing to the obstr-uction of
traditional values by adopting a position of tolerance which is conflicting with these values?'
Certainly there is a difference between the Christian value of patience and the secular value of
tolerance. Your presentation has motivated an interest in me to learn more about American history
in terms of the assumptions and motivations of the people who founded this nation. What I
appreciated most about the material is that it offered a broader perspective from which sense can
be made out of the confusing moral conflict that is currently taking place. It helps put a face on
secularism. I now understand better what assists us in establishing moral integrity. Will a greater
understanding of how America came to be like she is help create a more positive atmosphere for
discussing moral issues? Will such knowledge help people collaborate in creating positive solutions?

i
,

,

"

Another viewpoint shared by more than one reader for example was a strong antipathy
against anything negative: Why have you written such a disturbing message? We all know there
,

,

"

is a problem; you don't ha\>e to remind us. Give us positive solutions. Don't dwell on the negative

,

i
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its depressing. Iface it everyday. I want relief, not more responsibility." What is required in order
to remove the despair and depression that sometimes settles on individuals and groups who face
distressing problems?
And finally there were those who maintained this topic was not a high priority school
problem. Sure, there are challenges in our schools; there always have been. But things are getting
better, not worse. I go to lots of conferences, and I hear many people sharing great ideas, great
solutions. I think the schools are more effective today than they have ever been. We are just an easy
target for the complainers. I believe your manuscript is over-reacting. Besides, we serve a lot of
different people. They all have their rights and if we start rocking the boat nothing will get done. "
Should everyone join those who maintain there is no serious problem? Does this comment represent
the real solution? Or, is it like the proverbial Ostrich that sticks its head in the sand?
,

"

The range of these responses confirms what have been called the "culture wars" of our day.9
The Twentieth Century appears to be departing in a swirl of irony-so much seems so good in the
midst of so much that seems so bad.

The Good News

Never before have more people enjoyed more temporal advantages than Americans do today.
physical resources, and genuine opportunity in this nation is
unparalleled in human history. Nearly any cluster of fiscal indicators would thrust the United States
of America near the summit of the socio-economic rainbow. On the classic cycle of revered
civilizations, America s present conditions can only be plotted near (some would say slightly beyond)
the criterion of abundance (see figure 1). In the aggregate Americans are a blessed people
temporally.
The abundance of material comfort

,

'

,

In a familiar pattern past societies have emerged from a constraining bondage by exerting
,

sacrifice and labor to create freedom and abundance and then have fallen victim to the soft life of

complacency apathy, and decadence, weakening to the point they are taken again into bondage. At
twentieth century America seems to "have it all."
Temporal amenities abound. We have lived for several decades at the peak of the cycle that has
typically characterized the rise and fall of great civilizations.
,

this moment, in terms of tellurian resources

'

,

James Davison Hunter Culture Wars New York: Basic Books 1991. See also George Marsden The Soul
,

,

ofAmerican University: From Protestant Establishment to Established Nonbelief
University Press, 1994.

.

New York: Oxford
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figure 1
The Bad News

But there is a dark side. Our day in this favored land has been chronicled as the day of the
with more than adequate evidence to support the designation. Critics point to political, religious
and other public figures and their appointees who have repeatedly lived and loved the lie-to attain
position, money, power and fame. Consequently, as current studies reveal, America does not trust
her leaders or her heroes as she once did. Perhaps more chilling, there are strong indications that as
lie

,

,

a citizenry we do not trust ourselves.

10

\
'"

Examples of such evidence can be found in James Patterson and Peter Kim The Day America Told the

Truth, New York: Prentice Hall Press, 1991.
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Some observers apparently feel that consistent hi fidelity (integrity) in American society may
be limited to the hardware of music-it does seem sadly wanting in the institution of marriage and
in many other intimate serious, and significant relationships. Moral uncertainty is spawning a myriad
of behavioral absurdities. Seldom does a day go by that we do not hear, see, or read about another
bizarre event that from a moral point of view seems incredulous. Many parents and teachers struggle
with this question: How do you teach a child to be moral in a world that entices that child not to be
moral? Factionalism appears to be replacing consensus as this society stands at the threshold of the
twenty-first century.
,

We perceive a gaping hole in the moral ozone of the late twentieth century. Shadows seem
darkening homes, churches, and schools. Crime
is the national nemesis. The increase in births to unwed mothers is epidemic. More and more
neighborhoods are fearful and uneasy; residents in search of safety incarcerate themselves behind
doors with multiple locks. Fewer and fewer settings can be considered truly safe, peaceful places.
The romantic image of a moonlit walk in the city park is now an anachronism in most communities.
As moral instability expands physical jeopardy increases-jeopardy to life, liberty, and happiness in

to fall across the material abundance of our nation

,

,

"

more and more domains. The underworld

"
,

which once only stalked the backstreets of night

,

now

occupies many main streets during the day.
A plethora of alarming statistical, anecdotal and testimonial data describe what is happening
to families, neighborhoods institutions, and systems-both public and private. Unless we want to
bury our heads in the sand of denial, the citizenry need to admit that the moral fiber of America is not
as strong as it was in previous generations.
,

,

Respect. Hope, and Morality
The focus of this document

however, extends beyond the need for America to improve her
moral infrastructure and addresses issues related to conceptualizing and implementing a solution.
This entails looking at the past, present and future. We believe this book identifies the foundations
and explores the principles necessary to create and sustain respect. Like a beautiful butterfly mature
morality emerges from the chrysalis of respect. Initially it is respect for people and their agency-not
toleration-that must be nurtured and promoted in our educational enterprise.
,

,

,

Without respect there can be no continuation of hope from generation to generation. Both
personal and collective hope suffocates in the absence of respect. Respect for people, property, and
purpose is essential to the perpetuity of personal faith, a spirit of hope, and an atmosphere of human
charity. Where there is no respect there can be no morality, and without morality true spirituality
is doomed. Most of the destruction in human experience is rooted in a lack of respect. Unless the
hearts of the "fathers" turn to the "cliildren" and the hearts of the "cliildren" to the "fathers

,

of constructive love

,

kindness, and support suffer and may be extinguished.

"

all forms
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This book assumes that the family is the primary social unit. It is the essential source of moral
order. But it also presumes that beyond the family it is our schools both secular and religious that
have the greatest opportunity to teach and foster respect. The family is part of a larger social
community. Like so many vital sources, the family needs positive support if it is to sustain its
,

,

essential contribution.

The increase in the number as well as the darkening nature of moral problems in America
require little description or authentication. Documentation of both the problems and the confusion

is abundant. Titles like God and Mammon in America11 reflect the incongruence of the citizenry.
Today's society universally recognizes poverty selfishness, and the demise of the family while at the
same time it consciously feeds a dominant urge to seek money, possessions and an unlimited
materialistic lifestyle. America seems to be tightly entangled and in some ways immobilized by
conflicting desires, values and behaviors. This constant conflict does desensitize people. We must
not let it immobilize us. On the one hand, we cannot accept the paralysis of depression; on the other
we must not become blinded by Pollyanna denials. It is necessary to respond to the wake up call.
,

,

,

A primary challenge is to comprehend the nature and respective value of proposed solutions.
There are many voices saying "lo here and lo there." All proposals cannot be right when they are
contradictory. We all have the right to choose, but we must be honest enough to admit there are
consequences that follow our choices. Collaboration may be necessary but there are some
compromises that simply destroy the very notion of some possibilities. We contend that when they
are permitted it is common for the majority of a free people to choose what is right. Likewise it is
more common for a minority to desire that which is not right. Making choices in a democracy filled
with diversity is a challenge.

!

1

,

,

,

,

Certainly, it is difficult to teach a child to be moral in a world that encourages that child not
to be moral. Again let us state that we recognize the fundamental role of the family in providing for
personal growth and development. We acknowledge that it is solidarity in the family that sustains
other institutional efforts. The home is the primary source for moral instruction. We agree with the
observation that no other success will fiilly compensate for failure to teach morals in the home. In
this book, however, the focus is on the school-a staging place in our culture-where the next
generation gathers to receive a significant degree of orientation. Today, the American family needs
the helpful support of a healthy school that serves and influences for good the moral nature of
,

'
,

children.

In this book we intentionally avoid a strictly academic approach to moral education. We
know that hundreds of pages could be written describing alternative philosophical views regarding
moral education. The focus of such a discussion might address questions such as the following: Is
the source of morality God, group norms or individual conscience? Are moral principles factual
emotive, imperative evocative, or normative? Is there a connection between reason and ethics? Are
morals and ethics synonymous? Is morality essentially a process or is it a reflection of specific

(
i
,

,

,

,

"

Robert Wuthnow, The Free Press, 1994. A five year study on religious and economic beliefs and values
conducted by the Center for the Study of American Religion at Princeton University.

(
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content? Does morality preceed action or does action create morality? Does moral action flow from
,

moral intention?

Questions like these can be important. They certainly play a role in education, but they are
seldom utilized by practitioners-parents and teachers in the classroom. The people of the school
have already found their answers often unwittingly to these questions and they act them out. Our
current interest is directed toward an intervention in this practical vein. We intend to present our
view of moral education and allow the people of the school to respond-however they may choose.
We feel the current need is to invite the evaluation of viable perspectives and allow them to be
tempered in the forge of educational practice rather than the conservatory of philosophical discussion.
,

,

Since World War II, a number of theories such as Rath's Harmon's, and Simon's values
,

'

clarification and Durkheim s social action approach have been attempted in many public schools.
More traditional and less secular approaches have been squeezed out. The public is now asking
educators to revisit the American heritage and formulate an acceptable alternative. This book is our
reponse to that invitation.

Practical Questions

We believe what the people of the school desire are clear answers to very practical questions.
1

.

2

.

3

.

4

.

5

.

How are we to interpret the claim that morality is lacking or has been lost?
What aspects of morality are lacking or insufficient?
What do we need to discover or recover?

Why are proposed solutions to the problem satisfactory or unsatisfactory?

How can we establish an appropriate context in which to comprehend and
pursue productive purposes?

As they seek answers to these questions, we believe the people of the school will find a reliable
compass more useful than another warning, an abstract theory, or an anchorless recipe for
creating strategies and methods.

Ready answers to such questions are not easily apparent due to competing but often entangled
solutions based on different and often conflicting assumptions. People may want something different
and still be unwilling to change. Serious but subtle confusion often obscures paths that need to be
more clearly defined. If a response to a question is based on contradictory assumptions little wonder
there could be confusion. For example it is not uncommon for youth parents, teachers or
administrators to respond to the question Is this thing called morality based on a religions code
,

,

,

"

,

i
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cultural tradition

right reason, or authentic personal feelings?" with "Yes!" That response is
somewhat like saying Yes!" to the question "Is it warm cold, wet, or dry?" Little wonder such
responses cause people to become intellectually dizzy.
,

"

,

The various theories commonly used to promote so-called moral propositions are based on
contradictory suppositions. Nevertheless the modem compulsion for educators to focus on methods
rather than to examine assumptions leads us to overlook the theoretical foundations of these
contradictions and dismiss them as irrelevant. This creates problems for the school. In education
practitioner eclecticism frequently either causes or seeks to cover a multitude of inconsistencies in
the schools. People love simple, quick recipes-especially when they are teaching a class of 40
students. Educators seem particularly susceptible to picking and choosing, almost at random, and
then accepting "whatever seems to work" or "whatever is politically correct." Many consider that
if something works it is right-or close enough. We do not believe this approach is in the best
,

(

,

interest of ourselves or our children.

Purpose. Policy, and Practice in Moral Education

i
,

We desire to clarify some of the difficulties associated with purpose policy, and practice in
with the intent to provide a vision that will encourage integrity in the processes
for creating and enhancing moral schools. Our children deserve moral schools but moral schools
require intentional effort; they are not a product of convenience chance, or accident. The founders
of this nation, through the Virginia Declaration of Rights, expressed what we believe can be a worthy
guide to moral integrity in a single sentence: Frequent recurrence to fundamental principles is
essential to the security of individual rights and the perpetuity offree government.
,

the moral domain

i

,

,

,

!
(

"

"

{

Yes! There is a basis for optimism in our desire to create moral schools
and often immoral environment of contemporary society. But in order to sustain this desire people
must recur to fundamental principles such as those set forth by the founders of this nation. (These
principles are examined in detail in a later chapter.) The prescribed process requires both moral and
intellectual courage.
,

even in the amoral

Moral courage enables one to be true to cherished principles that protect others as well as
life to these principles. Intellectual courage goes a step beyond; it allows one
to affirm principles beliefs, and faith that may not harmonize with what one's professional colleagues
feel and believe. An individual with intellectual courage is willing to step beyond silent goodness and
stand as a witness to explain and justify important beliefs. Together moral and intellectual courage
nurture integrity. And integrity is never a trivial matter.

i

self-to conform one's
,

i

,

The general frustration of having a position and staying true to that position in an environment
that invites (sometimes demands) compromise rather than collaboration is real. The complexity that
frames this frustration can be felt in the spontaneous words of a teacher in the southwest who

,

after
i
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rearing her own family recently returned to the modern classroom (junior high level). Her shock is
,

evident.
"

The problem I have encountered in the classroom is that a large proportion of the
students seem to be lacking even a general standard of right and wrong-the base from
which to develop educational perspective. For these children school IS their developmental
experience in life. Theirpcn-ents, who can t teach them or don't want to be bothered require
that they be exposed to as much educational stimuli as possible. Since the kids recognize
little right or wrong, they are generally irresponsible and their lousy moral and ethical
judgments seem to be based solely on their reactions to one another and their learning
experiences in the school. This is not good.
'

,

Ifind myself very often at odds with as many as half of my students at any given time
during the day. As a teacher Ifeel I am responsible for teaching according to my moral and
ethical convictions, and I try to set an example for them to follow. My students are often
fiinctioning on the beha\>ioristic level of social expediency; I attempt to teach them to move
up to a higher, agency level of learning and behavior. Since my religion cannot be taught
as such in the public school, I tiy to be an example, teaching with kindness, patience, and
long suffering. I also tiy to instill in them more positive attitudes toward me as their teacher
and to use tough consequences-whatever is appropriate and in accord with their level of
understanding.

Sometimes it works, sometimes not. I've also been caught off guard a few times by
parents that I assumed were coming from the same place I was. But there was no common
gi-ound for communication; in some cases our premises are so different I have had to
discontinue contact. I've learned never to assume anything about parents especially
mothers, who can be as ferocious as lionesses when it concerns their little darlings. (I can
remember being that way myself when rearing my own children.)
,

It seems to me, as a "new" teacher

that I am caught in a system which guarantees
the student's right to a secidar education; a system that assumes the laws of nature and
science will provide all the answers to life s questions. And that! am to lea\>e well enough
alone and watch the children blossom into responsible adults. Well this may have worked
when the American home andfamily unit was intact, but many of my students don t have one
or both parents, or if they do have them too many seem to ha\>e no clue as to how to be
responsible parents. They screw up big time often dragging their kids into it with them. I
had one "respectable" dad get busted for dealing drugs not too unusual, but his lovely,
sweet little daughter found out about it at school from her friends who had a copy of the
local paper. This is neither good or right.
,

'

,

'

,

,

,

I am luckier than some teachers I brow, though. I ha\>e a great yet eclectic, group
of teachers to work with and a tremendously moral and supportive principal and
superintendent. The school board tries to reflect the face of the community but it is often in
,

(
{
(
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(

conflict with it. For me my peace of mind comes from understanding what and how Ifeel,
and recognizing that when push comes to shove, I m not passive.
,

'

"

The chapters which follow constitute a cognitive compass-a paradigm-that can guide one
in exploring our moral topography. Pathways can be identified that we believe provide safe passage
and lead to desired ends. Markers become visible that assist one in discerning safe and dangerous
sectors. These chapters are written to assist individuals who have a deep-felt desire to create a moral
school. They are written to help students understand that the older they become the more they should
contribute to the moral direction of their education. We desire to provide positive support and a
descriptive direction for those who yearn for a rallying point, a place to unite people-young and
old-who are presently willing to invest in a moral future that is based on the strengths of our moral
past. We believe there are many such people anxious to demonstrate and nurture the respect that
sustains a moral order. These are people who can help make this world a better place in which to
live.

\

(

(
(
\
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Chapter One: Choosing a Road to Travel

Synopsis:
Jliere must be a modicum of order or there can be no successful moral school-perhaps no
school at all. How to steer between the two poles of liberty and restraint. . . remains the
central problein in moral education. Virtue, character formation, and moral behavior
comprise the central intent in the traditions ofwestern education. Western morality has been
based in religion because of the perception that without the fundamental directives of Divine
insight humankind cannot long distinguish between right and wrong. The secularization
hypothesis sought to discard the notion that humans were in any need of any power beyond
themselves.
The academic intellect of Twentieth Centiay America accepted this
secularization hypothesis and established it as the fi-amework for curriculum and
administrative policy in contemporaiy schooling.
"

"

This chapter contains a brief review of the change in basic assumptions that occurred in
America at the turn of the Twentieth Century-the shift from a sacred to a secular worldview. When
we present the information summarized in this chapter to high school and college students we hear
numerous comments like:
"

Why hasn't someone told us this story before?"

"

Wliy isn't this information printed in our textbooks?"

"

I can't believe this happened in America. The people I know don't think this way."

"

This is exactly what my boyfriend says. We shoiddjust do what feels good. Right and wrong are
relative."

"

No wonder people get confused. I can see now why my Grandfather gets so upset M'ith what's going
on in this countiy.
"

"

What do you expect us to do about it-we're only students?

"

Its none of my business how other kids act. That 's their business."

"

This makes me mad. "

We empathize with these students. The cultural shift that occurred is seldom if ever
mentioned in contemporary school curriculum. When addressed it is generally treated as a mark of
progress-not a topic to be questioned. This approach, as well as the social transition itself, raises
a number of serious issues and deep frustration for many people. Let us consider why this may be
,

so.

(

I
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The quest for the moral school is not new. Morality has been a fundamental purpose in
education since the first schools were established in antiquity. A study of purposes that have
sustained schooling in western society and in its antecedent cultures clearly reveals that morality has
occupied a central role, that both personal and social moral order have been constant concerns in
education. It can be reasonably concluded that morality is basic to successful schooling.
Recognizing the intrinsic role of morality over time is requisite to making effective policy
decisions regarding its nature and place in the school today. Every generation is tied to its past. The
past and the present combine to create the future. In this linkage we can define truth as a knowledge
of things as they were, as they are and as they will be. To neglect the genealogy of the moral domain
in the learning/teaching process invites unnecessary problems and may eventually lead to a loss of
respect for people property, and purposes. We believe children are better served if both their parents
and teachers are more informed about the past. Knowing the past can help protect us from the
present and also assist us in preparing for the future.
,

,

1

It is increasingly evident that moral concerns are as essential to the success of the school as
items linked directly to dollar costs such as books buildings and teacher salaries. As with budgetary
line items neglect of moral issues results in confusion and disruption within the educational process.
Chaos makes no contribution to education. The award winning journalist Kenneth Woodward
succinctly expressed the challenge we face:
,

,

Despite the call for virtue we live in an age of moral relativism. According to the dominant
school of moral philosophy, the skepticism engendered by the Enlightenment has reduced all
ideas of right and wrong to matters of personal taste emotional preference, or cultural choice.
Since the truth cannot be known neither can the good. ... In the United States, this outlook
has produced a strong emphasis on rights over responsibilities, and it influences much of
,

,

i

,

(

12

contemporary political theory.

I

The current issue is not solely acquiring the right to choose but grasping a way to make right
choices. This requires moral education and moral education requires order. For the moral educator
this is reminiscent of the "chicken and the egg" enigma: Which comes first-order or education?
In our view there must be a modicum of moral order or there can be no successful
,

school-perhaps no school at all. Obedience to correct principle is the first law; without some degree
of obedience to principle there can be no order-only chaos. To generate and preserve this moral
order is more important in the work of the educator than assisting students to acquire knowledge and
skills to sell in the marketplace. To squarely face this responsibility is to become engaged in moral
education. As E. B. Castle observed long ago "How to steer between the two poles of liberty and
restraint. .. remains the central problem in moral education. 13 The people of the school-parents
teachers administrators, and students-know this is true. They do not always agree, however, on
the best way to navigate.
,

,

"

,

,

"

Kenneth L. Woodward "What is Virtue" Newsweeklxms 13, 1994. p. 38.
B. Castle Educating the Good Man, New York, Collier Books 1962. p. 363.
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A Glimpse at the Past
Understanding the intents of schooling in our collective heritage is a first step in recognizing
the proper place of morality in the educational process. The historian James Bowen observed:
Perhaps more than any other cultural process . . . schooling carries almost all its past with it
into the present. ... If we are to understand education in its fullest sense . . . then we must

study its history.

"14

G H. Bantock reinforces Bowen's observation:
.

Nothing is more serious in contemporary educational theorizing in its various guises . . . than
the neglect of the historical dimension. . . . How is it possible to discuss anything like
education which is concerned with the transmission of the known and given . . . without
attention to historical consideration?15

In examining this history we discover that schooling had its origins in the temples of antiquity.
According to the historian Hugh Nibley, the temple is "a scale model of the universe, ... a sort of
observatory where one gets one s bearings on the universe. The temple was "the original center of
learning. ... the home of the Muses each representing a branch of study and the scene of learned
discussion among the wise."16 Beginning with heavenly instructions this temple-centered schooling
developed a curriculum that branched out to explore many fields.
,

,

'

"

,

,

,

A review of schooling throughout western history reveals virtue, character formation, and
moral behavior to comprise the central intent. All the dominant images and models of the educated
or schooled individual have been that of a moral person or of a person who subverts the moral image
to become the antagonist or villain. The moral aim heads the list of goals for schooling; other points
of curricular focus have generally been perceived as supporting this primary interest. Letters
literature, citizenship rhetoric, philosophy and theology, numbers, professional training, and
,

,

vocational training round out the list of purposes manifest in schooling

17
.

The genealogy of schooling reveals one other critical finding: Western education has recently
passed through a sequence of changes that have shifted the focus from words to things to processes,
as humanists empirics, or modems have successfully modified educational theory and practice in the
,

,

14James

15G

.

Bowen A History of Western Education (3 vols ) New York: St. Martins Press 1972. p. xv.
H. Bantock Studies in the History ofEducational Theory (2vols.) London: George Allen and Unwin,
.

.

,

,

1980. p. 5.
'
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T. G. Madsen (ed.) The Temple in Antiquity: Ancient Records and Modem Perspectives Provo, Utah:
,

Brigham Young University 1984. pp. 22-23, 49.
,
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Lewis M. Bastian "The Intents of Schooling" (Unpublished Dissertation Brigham Young University,
,

College of Education) 1987. pp. 47-48.
,
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pursuit of a new world-view focused on materialistic goals.18

The

new way redefines or totally

(
!

discards the notion that humans are more than physical beings and are subject to a spiritually based
moral order. Consequently morality has been redefined and it is no longer the central theme for
educators. Morality has become an ancillary social concern one that most American teachers and
administrators find increasingly uncomfortable to manage. Why? (At this point we are reminded of
those who read this manuscript early on and said: "We are not interested in any history. We just
want solutions. To these readers we can only say: Skip the rest of this chapter. To others who
want to consider our brief description of how the world we are living in came to be like it is we say:
Read on.)
,

,

"

,

The "Old Way"
(

The answer to this why lies in the confusion that resulted when modern American educators
sought to embrace contradictory substitutes for the traditional approach to moral education. The old
way of promoting theistic based morality assumed that morality was a matter of cultivating good
habits by providing living models who exemplified habits of positive character and by defining
character in terms of right and wrong in light of revealed standards such as the Ten Commandments
and the Beattitudes. This habit-oriented model (acquisition of positive traits) was enhanced by
"

"

,

,

(
(

introducing the students to literature that portrayed historical models of correct character.19 This
general pattern has its roots in both Hebrew/Christian and Greco-Roman traditions-e.g. Moses,
Samson

,

and David on the one hand; Hercules Prometheus, and Achilles on the other.
,

Morality Rooted in Religion and Its Alternatives

in the traditional America approach, morality has been derived from religion. Morality
was based in religion through the perception that without the fundamental directives of Divine
insight humankind would be unable to distinguish between right and wrong. Rejection of this
Hence

,

premise, which has been the foundation of the moral order in early American education, led to

1

modem definitions of morality that are independent of theistic religion. Rather than rooting morality
in what God requires, modem educators may root right and wrong solely in what history the group
or even the individual feels is required. Allegience to the intellectual paradigms associated with these
20
alternatives have caused some to see them as non-theistic religions. A very brief account follows.
,

'

8See

James Turner Without God, Without Creed: The Origins of Unbelief in America

,

,

Baltimore: Johns

(

Hopkins University Press, 1985. This is just one example of a large library documenting the shift that has
occurred.
,

9See

for example, William J. Bennett The Book of Virtues (New York: Simon and Schuster 1993).
the previously cited works of: James Turner Without God Without Creed: The Origins of Unbelief in
America, Baltimore: Johns Hopkins University Press, 1985 and George Marsden The Soul ofAmerican
University: From Protestant Establishment to Established Nonbelief New York: Oxford University Press
20See

,

,

,

1994, for a detailed account of this transition.
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Most early American education was typified by moral learning with values that transcended

history, generally based on some form of religion-primarily Christian. Samuel Eliot Morison
reminds us that liberal education at Harvard was characterized by its religious spirit. "The Harvard
student s day began and ended with public prayer: daily he heard a chapter of Scripture expounded
by the President." Saturday was treated as a preparation day for the Sabbath which was devoted
entirely to worship and meditation. Morison notes:
"

"

'

,

The object of their literary and scientific studies was the greater knowledge of God; and that
the acquisition of knowledge for its own sake without 'laying Christ in the bottome as the
only foundation was futile and sinful. 'In Christi Gloriam' appeared on the college seal of
1650; and 'Veritas' on the original design of the college arms undoubtedly meant (as it did to
Dante) the divine truth.21
,

,

'

,

The spirit of religious heritage that was pervasive in early American education reinforced the
political structure that promoted it. The American constitution, said John Adams, was created "only

for a moral and religious people. It is wholly inadequate to the government of any other. "22
George Washington in his farewell address noted that "Of all the dispositions and habits
which lead to political prosperity Religion and morality are indispensable supports."23 Thomas
,

,

,

Jefferson in his second inaugural address proclaimed that he needed "the favor of that Being in whose
hands we are who led our fathers as Israel of old, from their native lands" and "covered our infancy
with His providence and our riper years with His wisdom and power. He asked the nation to join
in supplications to God that he might "enlighten the minds of your servants guide their councils, and
prosper their measures that whatsoever they do shall result in good, and shall secure . . . peace,
friendship and approbation of all nations."24 And Noah Webster perhaps the most influential
American educator of the nineteenth century concluded a life of moral and religious emphasis with
the observation: "I'm ready to go; my work is all done I know in whom I have believed. I am
entirely submissive to the will of heaven. 25
,

,

"

,

,

,

,

,

"

By the late 1800s however, a new position began to demand its own form of morality-one
,

devoid of any recognition of a spiritual domain or transcendent God. This shift in morality was soon
to rule the academic intellect and crowd its way into the modern classrooms trailing conflicting
theories resulting in widespread confusion among the people of the school. Nervous administrators
,

,

and fearful teachers have been persuaded to ignore traditional values and to focus on "politically
correct versions of curriculum content. A new era was emerging.
"

21 Samuel Eliot Morison Three Centuries of Hai-vard: 1636-1936 Cambridge Mass.: Harvard University
,

Press, 1946. pp. 24-25.
22John

R. Howe Jr., The Changing Political Thought ofJohn Adams Princeton University Press, 1966. p.
,

185.

23Farewell address

,

September 19, 1796.

"

Second Inaugural Address March 4,1805.
Rollins, Richard M. The Long Journey of Noah Webster Pennsylvania, University of Pensylvania, (1980)
,

"

,

p 143.
.
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The Secularization Hypothesis
What caused the change? The primary cause was the creation and advancement of the
secularization hypothesis: the idea that as people become more secular, religion must recede until
it disappears. During the early 1900s the rapid immigration of divergent ethnic and religious groups
together with the industrial revolution, resulted in a materialistic world view that propelled a new
perspective into power. A great ideological shift occurred, and the framework of American moral
education collapsed into disarray. The cacophony of this shift was typified by the Roaring
Twenties"; behavioral imagery characterized the moral rebellion. Many religionists lapsed into lip
service. The moral order never approached perfection but it was good enough to become worse.
,

'

,

"

What drove the new view? Primarily it was a shift in fundamental assumptions about what
constitutes reality. Past centuries had acknowledged two legitimate domains-the physical and the
spiritual. From this perspective activity in life could be explained either by physical matter interacting
with physical matter or by spirit interacting with physical matter. It was conventional to define
morality as including the spiritual realm: Spirit could act on spirit, spirit could act on matter matter
could act on spirit, and matter could act on matter. The modern view changed this way of thinking.
The new assumption maintained that all activity had to be explained in terms of physical matter acting
on physical matter. The new foundation did not support the old definition of morality. It popularized
a new way to define right and wrong called ethics. Ethics could ultimately be defined as matter acting
on matter. Ethics were relative, not absolute. A Supreme Being was no longer required to author
guidelines for behavior that was rooted in the physical.
,

(

(
(

<
(
.

(

The fuller history of this modern shift is well documented. The life of Lester Ward an
American social theorist often called the father of sociology in America provides a simple illustration.
In 1870 Ward formed a society, the National Liberal Reform League, for the purpose of
disseminating "liberal principles" and opposing "all forms of superstition." As declared by its
publication, the Iconoclast, the League considered reason and philosophy to be the "standards" of
evaluation in all matters; science was the Great Iconoclast the destroyer of religious tradition. The

(

published purpose of the League was fourfold:

!

,

,

"

"

"

"

,

-break the link between morality and religion
-prevent Bible reading in the Public schools
-establish Nature as the sole source of power
-promote science as the sole source of knowledge
.

1

.

(

.

.

In contrast to the traditional religious reliance on faith the Iconoclast proposed its own "Motto:
Until doubt began, progress was impossible." Faith in God was considered anachronistic.

(

,

This "Reform League" referred to Orthodox religion defined by them as Catholicism and
Evangelical Protestantism, as "an irreconcilable enemy of mankind." Furthermore they claimed, since
no scientific committees ever presided when a miracle was performed we are entitled to assume that
,

(

(

,

"

,

(
(

(
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no alleged case of special providence independent of natural law, is able to stand the test of scientific
,

investigation."26 This type of thinking exemplifies the nucleus of the modern position that was
recently explored in detail by James Turner in Without God, Without Creed wherein he pursues the
question: Why did it become possible not to believe in God?"27 The footings were laid for academe
not God to define morality. And morality was to become ethics.
,

"

,

,

Between 1880 and 1920 higher education moved away from a sacred toward a secular view
and by mid-century this view had successfully spread throughout the grade schools of the
United States. During the 1930s this movement was expressed in numerous conferences and in
documents such as the Humanist Manifesto I which asserted that "the nature of the universe depicted
by modern science makes unacceptable any supernatural or cosmic guarantees of human values."
of life

,

,

The pervasiveness of the modern shift in world view can be seen by comparing definitions
given to the words moral and "morality" in Webster's Dictionary in the early 1800s with those in
Webster's Dictionary today. In the early 1800s moral acts have "reference to the law of God as the
standard by which their character is to be determined. Morality is defined as "conformity of an act
to the divine law." Today's dictionary makes no such statement. Rather Webster's modern definition
of morality is simply confotming to a standard that is right and good. Such standards can be both
arbitrary and relative: e. g. right or "good" according to whom or what? The new definition is
"

"

"

,

"

"

"

"

consistent with what is now referred to as

"

"

situational ethics.

The shift from the sacred to the
'

secular is clearly manifest when one compares word definitions from Noah Webster s 1828 edition
to a modern Webster's 1988 edition.

26See Iconoclast March and April issues, 1870. Available at Brigham Young University Library Provo,
,

,

Utah and Brown University Library Providence, Rhode Island.
27Baltimore: Johns Hopkins University press pp. xii-xiii.
,

'

,
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Consider the following examples:

Webster 1828

Webster 1988

Ability

Moral power depending on the
will-a metaphysical and
theological sense.

Skill or power in sufficient
quantity, cleverness, talent.

Adulterer

An apostate from the true faith, or

A man who commits adultery; a

one who violates his covenant

woman who commits adultery.

,

engagements; a very wicked
person; one devoted to earthly
things.
Amiss

Author

In a faulty manner; contrary to
propriety, truth, law or morality.

Wrong not as one would wish it to

One who produces, creates or
brings into being; as God is the

The writer of a book

,

,

author of the Universe.

,

be.

,

article, etc.; a

person whose profession is writing;
a maker originator.
,

i

i

(
i

Child

One who is born again spiritually
A boy or girl at any age between
a
child
of
infancy and adolescence.
renewed and adopted; as
,

,

God.

Life

Eternal happiness in heaven;
restoration to life; the author and

The state of an organism
characterized by certain processes

giver of supreme felicity.

or abilities that include metabolism

,

growth, reproduction and
response.
Parent

A father or mother; he or she that

produces young. The duties of
parents to their children are to
maintain protect and educate
,

Someone who begets or gives birth
to offspring; an organism thing or
,

organization which is the source of
a new one.

them.

Teacher

One who instructs others in

religion; a preacher; a minister of
the gospel.

A person who teaches esp. for a
living.
,

29

Truth

Conformity to fact or reality; exact
accordance with that which is or
has been or shall be. The truth of
history constitutes its whole value,
We rely on the truth of the
scriptural prophecies; conformity
of words to thoughts which is

The state or quality of being true;
something which is true; accuracy;
sincerity integrity; agreement with
fact.

,

,

,

,

called moral truth; Jesus Christ is

called the truth.

At Columbia Teachers College in the 1930s morality was redefined for educators as
conforming to the social mores, adapting to one s period place, and people. In other words, "When
in Rome do as the Romans do." In a formal sense our institutions of higher education rejected the
notion of a supernatural domain and accepted only naturalistic premises in its place. As this
perspective filtered through most of the public sector as well as the legal system, confusion in moral
matters occurred. Right" and "wrong" were no longer viewed in terms of moral imperatives but
,

'

,

,

"

were commonly perceived as simply social or individual preferences.28
In 1970 Irving Werstein published a little book for young people entitled Shattered
Decade-1919-1929. On the dustcover was a list of conditions descriptive of the Roaring
Twenties-followed by the conclusion that "almost all the conditions facing the country in the 1970s
began to come into focus fifty years ago." In the forepart of his book the author describes the radical
changes occurring in American society during the 1920s noting the emergence of a new spirit
characterized by a popular song title of the day: How Ya Gonna Keep 'Em Down on the Farm
After They've Seen Paree?" His considered conclusion was that "obviously the old order had
changed.
,

"

,

"

Many influences combined to convert the intellectual community in America and subsequently

the school system to "the new education."29 The predominant view of the academic intellect shifted
from a perspective that emphasized the sacred to one that preferred the secular. This movement
away from a God-centered toward a Human-centered world impacted the schools and their curricula.
Old theories based on the idea that reality consisted of two building blocks spirit and matter, were
displaced by new theories founded on the notion that reality-all reality-is best explained simply in
tenns of matter acting on matter. This modernist type of physics tends to eliminate the rationale for
a morality rooted in the idea of God and the concept of a supernatural domain.
,

2SDaniel Kulp Educational Sociology (New York: Longmans Green and Co., 1932) pp. 20-30. A similar
shift occurred in the entertainment industry. Compare Charles S. Aaronson (ed.) The Production Code, 1930,
,

,

,

.

in International Motion Picture Alamanac

,

1966 with Rules and Regulations of the Classification and Rating

Administration, in International Motion Picture Almanac 1982.
,

"

See for example Herman H. Home "Again the New Education
,

91-98.

"
,

Educational Review

,

Febmary 1928. pp.

(

.

(
;
I
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One consequence of the new perception of the world was that education could no longer be
defined in terms of man's responsibility to God as well as to others. Articles about the new education
that filled the professional journals by mid-century presumed that all learning and teaching could best
be understood in terms of psychology. Psychology was explained in terms of biology; biology could
be reduced to chemistry; chemistry was dependent on physics; and physics relied on theoretical

i

(

mathematics. It became the foundation of General Education. This reductionist secular view of
,

education replaced the sacred view of learning and teaching. Religion was mocked in academic
settings, and considered by many as irrelevant in the face of modern science.
In his book .,4 Preface to Morals (1929) Walter Lippmann crisply stated the scenario:

(

,

The upshot of the discussion ... is that modernity destroys the disposition to believe that
behind the visible world of physical objects and human institutions there is a supernatural
kingdom from which ultimately all laws all judgments all rewards all punishments and all
compensations are derived. To those who believe that this kingdom exists the modern spirit
,

,

,

(

,

is nothing less than treason to God.30
The rejection of the "ancestral order" meant that a new foundation for defining and teaching
morality was needed. As Lippmann pointed out, the modern spirit" considered the old way "a
grandiose fiction projected by human needs and desires. In contrast the new way the humanistic
view, rested on "human psychology and an interpretation of human experience." As the Humanist
Manifestos I and II were to declare in the following decades (193 3 1973):
"

"

"

,

"

,

As non-theists

,

(
.

,

i

(

we begin with humans not God nature not deity. . . .we can discover no
,

divine purpose or providence for the human species. . . No deity will save us; we must save

1

ourselves. . . . Moral values derive their source from human experience.

i

autonomous and situational

,

Ethics is

needing no theological or ideological sanction.31

Public schools that decades before had been promoted by Horace Mann as religious centers
superseding Mann's stated ideal for
the tax-supported public school:
for all children were now to be viewed as secidar sanctuaries

,

i
1

The one place in all the land where children of all denominations would be brought together
for instruction; where the Bible was allowed to speak for itself-one place where the children
could kneel at a common alter and feel that they have a common father where religion tends
,

to create brothers and not Ishmaelites.32

(

30WalterLippmann A

Preface to Morals (New York: The MacMillan Co. 1929) pp. 143-144.
Kurtz (ed.) Humanist Manifestos I and II New York: Prometheus Books 1973. pp. 16-17.
32Theodore Crane (ed.) The Dimensions ofAmerican Education Reading, Mass.: Addison Wesley, (1974).
p 54. Note: We recognize there are those who make die case that Horace Mann was not a sincere proponant
of religion. Rather, he was using a politically correct argument for the time to convince legislators they should
support a tax-supported public school system which would then be used to pursue a politically oriented socioeconomic agenda.
31Paul

,

,

,

,

.

(

31

Hopes such as those expressed by Horace Mann however, were not destined to become lasting
realities. The displacement of the 200-year-old tradition of private sectarian educational programs
by a secular public educational system resulted in much more change and compromise than seems
to have been originally envisioned. The succeeding century and three quarters stands as a witness
to the steady secularization of the American school system. First the separator removed all that was
sectarian, then all that was spiritual and now some would claim it is drawing off all that is moral.
,

,

,

,

,

,

,

Educational Outcomes of the "New Way"

The early success of the "common school" (public tax supported schools) project in the
United States became the envy of the world. Never before had so many people from such diverse
socio-economic and ethnic backgrounds been taught so well. America became the epitome of
egalitarian education-and deservedly so. The success of this new school system as indicated
seemed to cany with it not only hope for the citizenry but unforeseen challenges as well. At the core
,

,

were the sometimes subtle but ultimately dramatic changes it effected in the moral structure of
education and subsequently in the moral structure of the nation itself. The new education required
a new morality rooted in man alone. This revision in moral perspective was skillfully created by
philosophers and social scientists.
John Dewey the most famous American philosopher of education, and many others in the
learned community viewed the change to a secularized school morality as the desirable inevitable,
and ultimate indicator of progress. Dewey s book A Common Faith (1934) proposed a new secular,
non-theistic religion. The new "faith" was to be "explicit and militant concluded Dewey and it
provided a new moral foundation.33 He maintained that men have never folly used the powers they
possess . . . because they have waited upon some power external to themselves, and that
dependence upon this external power is ... a sure method of retarding effort."
,

,

'

,

,

"

"

"

,

,

"

"

"

Dewey's view of morality in the school itself was radical when compared to America's past
practices. Said he, Apart from participation in social life the school has no moral end nor aim."34
For Dewey "ultimate moral motives and forces are nothing more or less than social intelligence."
Ethical principles are to be stated in psychological terms because morality is created by the individual
who gives it expression solely in the form of social actions. The power within man to transform ideas
into actions was what Dewey perceived to be "God although he did not "insist that the name must
be given."35 Nevertheless in the new view Man is God. Dewey was adamant that "moral principles
"

,

,

"

,

,

are not transcendental'."36
'

...

Daniel Kulp II of Columbia Teachers College articulated what became the popular
educational foundation for the new moral theory in his text Educational Sociology (1932). Kulp's
new morality conformed to Dewey s philosophical premise; his definition was simple and
,

,

'

33John Dewey A Common Faith New Haven: Yale University Press 1934. p. 87.
,

,

"

John Dewey Moral Principles in Education Cambridge MA: Houghton Mifflin Company, 1909. p. 11.
35John Dewey A Common Faith New Haven: Yale University Press 1934. pp. 48, 51.
36Ibid p.48 57-58.
,

,

.

,

,

(

(
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"

straightforward: Conformity to the mores is morality." The new definition fit well with the
humanistic culture emerging from the modern worldview:
Morality is relative to period place, and people. What is moral or approved by the same
people in the same place at one time is immoral or disapproved at another. During the same
historical period what is moral to people in one place is immoral to those in another. In the

i

,

same place and during the same period, what is moral to some people is not to others.37

(
(
(

The purpose of schooling was modified and the moral tone of Webster's Blueback Speller
and the McGuffy Readers was displaced. Following World War II the new structure for defining and
,

delivering "moral" education shaped both the curricula and the policies that governed the schools.

1

Court cases began to give the new view legitimacy under the law (see chapter 5). Intellectual
societies insisted that the old definition of morality be displaced, and the general public recessed into
confusion and at times into quiet intimidation. Teachers could no longer hang the Ten

(

Commandments on classroom walls. Prayer in school was gradually erased. Teachers and

1

administrators in the public school were afraid to even mention religion. On what, then, could they

(

base moral instruction?

(

(

(

Seeking a Foundation for the New Morality

(

As educators reached back to the enlightenment period to find curricular justification for the
rationalist?! appeared to be one solution. Most anthologies in high school English texts
already contained two inviting sections: The Age of Reason" and its counter movement "The
Romantic Period." Many felt The Age of Reason held the key: Morality could be based on pure
reason; with reason as the basis for belief and action. This fit well with the empirical science that had
been so well received, having been so successful in making America an affluent society and a political
world power.
new theories

,

i
(

"

,

Everyone however, did not agree with what moral philosophers now call the critical thinking
or rational analysis approach to morality. (Note: These philosophical terms may differ somewhat

<
(
(
i
_

,

from the way they are used by classroom teachers.) Subordinating feelings and intuition to logic and
the scientific method requires that value questions be resolved according to reason and science.
Opponents believed that pure reason ignores authentic feelings and that empirical science is cold and
incomplete. They turned to the arguments of the Romantic Period: People are unique and they are
intrinsically good; what feels right is right; virtue comes not from example or from reason but fi'om
self expression. Cultivating right reason is insufficient they argued. Schools must cultivate good
feelings and a positive self image-here they said, lies the wellspring of morality. Self-awareness,
self-esteem, and self- expression, they insisted are the doorways to understanding right from wrong.
,

,

,

37'

Daniel Kulp II Educational Sociology, New York: Longmans, Green and Co., 1932. p.26.
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Both the rational and the romantic approaches were comfortable with the idea that
Christianity and its commandments are unnecessary. Religious principles and precepts that had been
so important in the old morality were now considered as inconsequential or simply as tools of
indoctrination. The "new morality" theorists and the leading practitioners from both of these modern
competing schools of thought saw no evidence of or need for, a "supernatural" dimension or domain.
For them no deity existed; humankind must save themselves. Love of man-individually or
collectively-was viewed as the greatest love of all. The view became pervasive and surfaced in the
lyrics of popular songs and on the pages of numerous novels.
"

"

,

,

The contest over whether logic or feelings was to prevail upon students in the classroom has
waged for the last four decades. Moral development and rational analysis schemes have vied against
values clarification and action learning proposals for the teachers attention. Many teachers have
naively tried to embrace both. A few have covertly attempted to hang on to the older more traditional
moral education methods of habit formation. As a consequence schools are now filled with curious,
eclectic strategies that have little or no defensible rationale. A nervous uneasiness is apparent in many
schools. Confusion on moral matters is epidemic. Ignoring moral issues has become more popular.
,

Teachers have often become compartmentalists who must bracket at school the moralities
they might hold outside the workplace suspending many private values to conform to the prevailing
morality of their school or what they perceive to be the legal requirements of the system. Like their
counterparts in the modern corporation, school teachers are sorely tempted to succumb to a subtle.
,

cultural hypocrisy. As simply stated by the vice-president of one large firm:

What is right in the corporation is not what is right in a man's home or in his church. What
is right in the corporation is what the guy above you wants from you. That's what morality

is in the corporation."38
The same pressures and patterns appear to govern many of those in the public schools.
Increasingly the power of the secular system seems to prevail in many moral matters. The growth
of moral relativism combined with the obvious trend to secularize the curriculum is disconcerting to
a growing number of Americans. By the mid 1980s it was widely recognized that nearly all references
to traditional vertical religion had disappeared from the curriculum. Those who hold traditional
religious beliefs expressed shock over what had been removed from school textbooks. For example
when reporting the expedition of Columbus to the western hemisphere the D. C. Heath American
history text of 1891 quotes from his journal: "God made me the messenger of the new heaven and
the new earth ... and showed me the spot where to find it. Let the king and queen . . . render thanks
to our Lord and Savior Jesus Christ who has granted us so great a victory." The 1952 edition of this
same text reports that Columbus said that with God's help they'd keep sailing until they reached
,

,

,

,

,

"

land." In the 1966 edition

,

3SRobert

it simply states that "Columbus landed in the Bahamas in 1492."39

Jackall Moral Mazes: The World of Corporate Managers (New York: Oxford University Press

,

1988) p. 6.
39See also Paul C. Vitz Censorship: Evidence of Bias in Our Children's Textbooks (Servant Books: Ann
Arbor, Mich., 1986) for a comprehensive analysis of 90 contemporary public school textbooks. Looking at
History: A Review ofMajor U. S. History Textbooks (People for the American Way Textbook Review Series
,

,

i
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The Cry for Direction
As America faces the 21st Century quivering from what many would say is an evaporating
another set of voices calls out: "Enough is enough; since what has been tried
is not working it is time to reevaluate." In the face of much that is commendable in the public
schools often achieved under difficult circumstances, there is too much evidence to deny the moral
shrinkage. American schools may still be among the most admirable in various aspects of literacy and
academic achievement. But few would be so intractable as to argue that contemporary schools are
temples of character development.
,

moral infrastructure

,

,

(

,

As early as 1975 Benson and Engeman introduced their study Amoral America with a
somewhat shocking observation: in American schools the emphasis on social ethics (equality social
justice, humanitarian foreign policy and environmental quality) had been pursued to the near exclusion
of individual ethics (individual conscience, personal honesty truthfulness, responsibility, acceptance
of law and non-violent dispositions). These researchers and many others pointed out that what could
be called Dewey's experiment appeared to have run its course and failed.

(

,

,

,

Although there has been a reluctance among school professionals to support "direct methods"
of teaching moral values and principles of character in the public schools, the mood is changing. By
direct methods" we mean schools that clearly define right and wrong in matters of thought and
conduct establish policies to support these definitions and provide explicit treatment of them in the
curriculum. Many voices are expressing concern over the waning of moral character. The pendulum
swing away from the strong moral messages of the McGuffy Readers used by teachers a century
ago toward the 1960s notion that clear moral messages was wrong appears to be increasingly less
acceptable. Personal governance and self restraint, not ganglands and graffiti is the current public
plea. Many neighborhoods miss the peace they enjoyed in bygone days.

(

"

,

,

"

'
,

"

"

"

Once again, the age-old controversy over the nature and purpose of morality is passing in
review. Support for Thomas Hobbs argument that morality must be founded on rational self-interest
not religion or nobility of character is waning. David Hume's idea that people possess a moral sense
susceptible to cultivation for virtuous action is receiving renewed attention. More voices are claiming
that human nature is endowed with a moral sense that needs to be carefully consistently, and
intentionally developed. A. J. Reichley concluded his study with this observation:

1
i

'

,

,

,

'
i
/

The fundamental flaw of secular civil humanism as a basis for democratic values is that it fails

to meet the test of intellectual credibility. . . . The founding fathers after all were right:

(

republican government depends for its health on values that over the not-so-long run must
come from religion . . . human rights are rooted in the moral worth with which a loving

(

L. Davis, editor, 1986) corroborates the Vitz study. Neil J. Flinders "Public School Textbooks: Reflections
of a Shift in the Philosophical Foundations of American Education, Philosophy ofEducation Proceedings,
FWPES, 1986 cites additional studies related to this topic.
O

.

,

"
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Creator has endowed each human soul

,

and social authority is legitimized by making it

answerable to transcendent moral law.40

Others sense the problem and the ultimate desired solution but propose less realistic strategies.
Daniel A. Spiro in a Phi Delta Kappan article suggests that a type of "true religious neutrality in the
public schools could be the answer. Spiro gives a broader definition to religion by including
humanists and naturalists" as potential religious orders. Indeed these agnostic views could be
included for discussion but it is unlikely that inserting "philosophy" as an "additional subject" into
public school curricula will solve the moral problem. We have no evidence that philosophical
exercise, a fine intellectual endeavor actually develops moral character. Moral education demands
more than intellectual awareness. There is more to doing right than just knowing right.
,

,

"

"

,

,

Rather than pursuing the myth, of neutrality it seems more feasible to establish a legally
protectedfreedom of conscience-a statutory provision that insures the rights of both students and
teachers to appropriately express religious beliefs- as part of the regular school curriculum. (A
rationale and method for establishing an appropriate legal context appears in Chapter 5). Curriculum
is never neutral its very existence is an expression of bias; nor is it possible to make a "neutral"
presentation of curricular content to a student; personality itself prohibits such a claim. People may
try to be "fair" (which presupposes selected standards) but neutrality is an illusion. Equity or fairness
exists only in the context of various interests and in human affairs these personal interests are subject
to moral considerations-to principles that govern the interests. Otherwise each person is a law unto
themselves and the consequence is social chaos.
,

,

,

,

,

There is an approach that people of the school can use to implement what both history and
empirical evidence suggest is the better way (see Chapter 4). This approach does require an
expansion of what has become an exclusionary model for moral education in America s public
'

schools. The shift to the secular model of education described above excluded all references to and

legitimization of a theistic world view. We believe that students should be permitted to derive their
moral behefs and behaviors from theistically based commitments as well as social or individual
sanctions and to have these beliefs honored in their education. This approach requires an inclusionary
approach to moral education in the schools. Before reviewing that pattern we should briefly consider
a synopsis of empirical data that adds encouragement to this endeavor. Reviewing some of the data
significant to the moral educator is the purpose of Chapters 2 and 3. The evidence suggests a number
of pathways that lead to successful moral education.

40A J. Reichley Religion in American Public Life (Washington D. C.: The Brookings Institution 1985) p.
348. See also James Q. Wilson's "Is There a Moral Sense?" Address Delivered at Brigham Young University
Forum Assembly March 30, 1993.
.
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,
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Chapter 2: Pathways To Success (Part I)
Conclusions from Basic Research

Synopsis:
Basic research related to human maturation offers helpful propositions for those interested
in moral education. The advent of conscience and puberty in a child are significant
processes that impact the growth, development, and lifestyle of each individual. Educational
theory is an outgrowth ofjudgments related to perceptions of growth and development.
Actions may not be synonymous with behavior. Caring, loving, deciding, and choosing are
the foundations for effective discipline. Love them, correct them, and prepare a way for
them is a positive pattern for people of the school to follow.

In this chapter we will consider several research findings which we feel are positive indicators
for those seeking to create a moral school. A detailed catalogue of the many studies and reports
related to this topic would require volumes. Formal research of the modern scientific variety has
been going on since the 1930s, supplying a plethora of purported findings mostly unrelated by any
unifyifig theoiy. Practitioners must bring their own structure(s) to the research counter to make sense
of the available data. Perhaps our perspective will be of help to those who want to create a moral
school. Remember, we acknowledge revealed guidelines as well as research studies.
,

1
(

i

,

,

(
(

(

We are firmly convinced that scientific research alone does not provide consensus on the way

'

to create a moral school. Research studies can be very helpful, but they do not provide a finished

(

blueprint. We are reminded of Jerome Kagan's observation made years ago when he spoke of the

(

social science data in his field of interest, concluding that despite immense investment and effort
guidelines for child care must be approached with caution and we must rely on wise and responsible
guessing. 41 Valerie Yule put it slightly more technical but cryptic when she said:

1

,

"

"

The more rigorous and unexceptionable the experimental techniques the greater the risk of
trivial and irrelevant findings. The more important the issues that are tackled directly the
,

,

,

more vulnerable to criticism the methods are likely to be.42

'
i

Science is founded on guessing and on the careful testing of guesses. These guesses
hypotheses are more slippery when they involve humans than they are in the animal vegetable, and
mineral kingdoms-particularly in the area of values. What we share with the reader in this chapter

(

is evidence from basic research that we believe constitutes the best guesses and the strongest

'

validation in matters related to morality. It is always left to those who implement to transfonn
guesses into commitments that actually validate.

1

,

,

,

"

best

"

(

(

Research evidence from what some call basic research is very limited in the moral domain
In contrast, applied research is much more prevalent. Basic research verifies a general proposition
rom which one can deduce lesser propositions. Applied research is collected information intended
.

f

i

4IPsychology

Today, December 1970. p.

(

42T

Visible Language, vol. 28, no. 1 (1994) p. 30.
,

(
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to answer a specific, practical question or problem dealing with issues such as honesty rebellion, or
conformity. Applied research (discussed in Chapter 3) is more useful in exploring particular aspects
of moral action than it is in creating blueprints for moral education. Basic research helps
synthesize-bring things together; applied research helps analyze-take things apart. Combining the
two can be helpful.
,

,

Three Useful Generalizations Related to Basic Research

Among the conclusions offered by basic research three seem most persuasive in their

relevance to moral education. Two of these supply evidence that human beings pass through two
significant transitions during the fonnative years-the advent of conscience and the onset of puberty.
The third persuasive cluster of evidence demonstrates that moral action can result from both external
and internal influences upon the individual the nature vs. nurture arena. As explanations of how and
why vary significantly, basic research has little to offer the study of morality beyond these three
general and somewhat self-evident propositions:
,

A

.

In terms of moral capacities very young children (birth to age eight) are characteristically
different than older children (age eight and above). Humans are not only dependent on adults
for their physical preservation for an extended period they are also morally dependent for a
considerable period of time.
,

,

B

.

The moral capacities of people before puberty are characteristically different than those of
people after puberty. We see this expressed in the leniency of the culture toward children and
youth, by sayings like kids will be kids and also in the legal protection offered to minors.
"

"

,

C

.

Both external and internal factors are capable of influencing moral actions. Both punishments
and rewards can influence behavior but resistance to these external forces are also prevalent.
It is not uncommon to hear someone say: "Well he (or she) certainly has a mind of her own."
,

,

Maturation fosters these moral capacities. Such capacities are distinguishable and as they
develop they subsequently enhance the moral domain of human experience. This somewhat dynamic
moral core of the human personality is strengthened by complementing physiological intellectual, and
social changes that are also readily apparent in the individual. The capability of receiving influence
seems to represent a pervasive constant; internal and external happenings impact the individual at all
ages. Nature and nurture are interactive. Consider a further exploration of each of these three
propositions.
,

,

Conscience
A

.

In terms of moral capacities, very young children (birth to age eight) are characteristically
different than older children (age eight and above).

(
(
i
,
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The adolescent has different feelings about authority than do children in the pre- and
postconscience periods. The four-year-old sees authority as a personality, usually that of his parents.
The ten-year-old sees authority as the rule that even his parents have to obey. The eighteen-year-old
however is capable of perceiving principles and governing himself by those principles; the authority
of a parent or teacher now becomes a testimony to the authority of the principle. But what is the
principle? This is the quest.
,

(
(

(
(
.

,

f

Capable of moral maturity of voluntarily obeying principles young people innately desire to
know what these principles are. They yearn for the teacher who can unveil them who invites their
examination. Early on, parents were caretakers, later rules became the schoolmaster and now
youngsters recognize that power resides in principles. Without appropriate satisfaction of this
yearning adolescent energy, the individual may be driven into bizarre and possibly harmful
experimentation. Adolescent life devoid of moral curbing is not only dangerous it is inevitably
destructive. The more desireable alternative is to provide youth environments of safety bordered by
the wisdom of moral constraints. Moral borders appropriate to the respective periods of the child's
development are critical to a safe and sane society. The daily news testifies of this.
,

,

,

(

(

,

,

The differing attitudes of the maturing child toward authority can help us understand the most
successful methods to use as we work with people in each of these three developmental periods.
Four-year-old Melissa will accept direction and feel good about it if she clearly understands her
father's words, "I'm your father and I want you to." Ten-year-old John will feel better about obeying

{

(

,

authority when he sees the connection between a request and the rule that transcends the person
making the request. By the time John is seventeen
these reasons.

,

(

(
(

however, he is not fully satisfied with either of

When John is challenged for parking in the faculty parking area he will be searching for more
than a prohibition from the high school principal. The principal in fact faces three options. First he
can tell John: You cannot park in the faculty parking area because I said so"-which would have
been sufficient if John were ive years-old. If the principal told John "You cannot park in the faculty
parking area because that is a rule at our school, this would have been appropriate for a ten-yearold. But John is not five or ten. What he wants to hear and understand is an explanation of the
general principle that justifies the rule. This is how John learns at his new level of maturation. This
is how he will learn the correct principles so he can govern himself.
,

,

"

f

,

"

The tendency by post-puberty youth to question rules to find the principles is a good one If
adolescents find enough good principles behind human-made and nature-given rules they develop
faith in the world around them that transcends legalism and promotes love kindness, and acceptance.
This faith will guide them through the narrowness of the law into the spirit of a common brotherhood
.

,

,

.

/
/

If we understand the nature of human readiness to learn we will be careful not to restrict
,

moral growth by habitually using an inappropriate approach at any given period of a person's life
Pressuring small children to reason things out morally is both unrealistic and frustrating if what they

(

.

i

i
if

I
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"

really need is simply "Because Mommy wants you to. If adolescents on the other hand are
forbidden to reason and explore they may rebel. Or their moral development may be retarded if they
become dependent on authority figures to make and enforce their moral decisions. Hence the
motivation to engage themselves in a good cause of their own free will-making positive creative
use of the power that is in them-will be lost.
,

,

,

,

,

Sensing the Landmarks of Human Maturation

Parents and teachers are more likely to be helpful instructors if they are aware and sensitive
to the maturation process. None of us can fully understand another person but we can perceive
general landmarks that may improve our relationships, especially those landmarks that relate to the
development of conscience and puberty.
,

Making no claim for completeness figure 2 illustrates the type of landmarks that can guide
teachers in relating more effectively with those they teach. The more sensitive we are to these
factors the better prepared we will be to make wise decisions regarding others. Comparing the
descriptive material and examples in this chapter and the chapter that follows to figure 2 may be
helpful in organizing perceptions of the maturation process and understanding how such perceptions
relate to teaching. Children do grow and develop and as this occurs they change. New capacities
surface and these capacities affect the learning process. It is important the parents and teachers
recognize the nature of the changing child if optimum success is to occur.
,

,
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Directions of Development
A Sense of Direction-Some Landmarks

Physically

Birth-Age 8

Age 8-Puberty

Puberty-Adult

Depend on adults

Rapid growth of the
body and its

Body reaches

for care and

protection.

functions.

Increased sensitivity
to physical

maturation.

differences between

self and others.

Intellectually

Focus is on the self.

Capacity for logic

Ability to deal with

Curios and open.

emerges.

abstract ideas

Distinguishes

increases.

between self and

others. Sense of

Morally

Innocent and

ownership for own

(

ideas.

(

.

Conscience

Authority can be
susceptible.
develops. Authority viewed as principles
Dependent on moral perceived as rules as that govern both
order of others.
well as other people. rules and people.
Authority perceived
as other people.
(

Spiritually

Receptive and open.

Sense of sin
develops as
nurtured. Capable

Heightened sense of
spiritual awareness

of intentional

physical.

repentance and
conscious

forgiveness

figure 2

as distinct from the
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Growth. Development, and Lifestyle
When correctly balanced the physical intellectual, moral (social), and spiritual aspects of a
person s life blend into a constructive rather than a destructive lifestyle. Personal fulfillment comes
from an effective blend. To correctly understand the place of moral education one must recognize
the role it plays within this matrix of human capabilities.
,

,

'

A human life can be dominated by the physical the intellectual the moral or the spiritual
Any of these areas can dominate or govern and thereby form a lifestyle. Though seldom exclusively
restricted to just one of these areas people's lives are often characterized by one. Education, formal
and informal is the path that leads one to select a lifestyle-to form a character.
,

,

,

,

,

Physical Level. Living at the physical or animal level makes one a prisoner of his or her
physical appetites. In this lifestyle, thoughts and acts are subjected to selfish, carnal desires, or
impulses. Gratification is the ultimate goal. Bodily desires control the intellect causing the person
to ignore morality and become blind to the spiritual. The physical dimension is not evil, but it
requires appropriate control subject to reason and moral order. When an individual lacks such selfrestraint growth and development will diminish.
,

,

,

,

,

,

Intellectual Level. The adage "mind over matter" expresses the ability we have to govern our
physical being to serve the powers and interests of our intellect. Weight lifters, dancers, and other
athletes do this all the time. This intellectual governance leads to a higher and more versatile
existence than one following human passions but it may occur independent of the ability to recognize
right or wrong good or evil. Intellectuality is not a synonym for morality. The person who ignores
legitimate physical needs like food water, exercise, and rest for obsessive pursuit of some intellectual
objective makes a slave of the body. When this pattern dominates a person s life there is no
guarantee of happiness. To increase growth and development, we must subject both mind and body
to those moral principles that preserve and protect humankind.
,

,

,

'

,

Moral Level. Moral discipline demands greater strength than physical or intellectual control.
The moral life requires that both intellectual and physical capacities be subjected to principles that
protect the rights and welfare of all. Moral conduct requires us to identify and choose right over
wrong and good rather than evil in our actions. As we align both body and intellect with righteous
principles, we must sometimes sacrifice our physical or intellectual desires. This moral state is
requisite to what has often been called spirituality Without a moral foundation there can be no true
.

spiritual life.

Spiritual Level. Spirituality the highest and most refined level of life is the awareness of
victory over one s physical and intellectual selves; it is the sense of being in harmony with moral law
the feeling of communion with the infinite. Spirituality is the capstone of religion; it lifts one onto the
highest level of freedom. Most religions teach that spirituality cannot be attained without divine
assistance (see e. g. John 6:44). Although potentially available to all it is an uncommon domain. For
,

,

'

,

,
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good reason, spirituality is a private pursuit. And for this reason, the pursuit of spirituality is a
stewardship that belongs to the family and the church not to the state or its public schools. Schools
may appropriately promote morality and protect the appropriate expression of spirituality but they
should not presume to coerce or direct the individual in spiritual matters.
,

,

There are two important reasons why schools should limit their role to simply promoting
morality and protecting spirituality. First most public and private schools do not have the
ecclesiastical authority to exercise spiritual control or direction over people. Second schools that
seek to serve children from a variety of faiths cannot respond to spiritual diversity with equity.
Consequently, wise school people will expend their energies on the less ecclesiastical and more
universal aspect of morality creating a climate for spirituality but not assuming responsibility for
proselytizing or governance in spiritual (doctrinal) matters.
,

i

,

,

1

Developing Good Dispositions and Right Actions
C

.

Both external and internal factors are capable of influencing moral actions.

The question of nature or nurture as the focus of moral education has roots in antiquity. The
traditional definition of education in western culture can be expressed in the sentence Education is
the process of influencing growth and development. The moral premise for this view originated
in the premise that God had created humankind and declared the optimum direction in which human
beings should grow and develop. The parent and teacher, as God's representatives, were intervening
agents in promoting constructive growth and development. A child left to its own devices or to the
forces of the environment was considered likely to fall short of his or her potential. From this view
the rising generation needs and deserves help from the current adult generation-hence, the practice

i

(

,

of intervention.

A counter definition of education was championed by John Dewey Carl Rogers and others
earlier in this century as the new education. 43 This new definition set aside the intervening agent
and maintained that Education is growth and development. The parent and teacher were advised
to step back and let nature govern providing a supportive but largely nondirective, socially
stimulating environment in which a child could grow and fulfill his or her natural destiny. The new
education reexamined concepts of right and "good" in morality. With two views of the nature of
the child and the purpose of education the way people went about teaching underwent significant
changes.
,

"

,

"

(.

.

,

"

"

!

Some theorists make careful distinctions between rightness and goodness related to nature
and nurture. For example, consider this distinction: the word right is related to action and the word
good is associated with disposition. Some people conclude that individuals can be taught to do what
,

43See

'

Carl Rogers Freedom to Learn for the 80 s (Toronto: Charles E. Merrill Publishing Co. 1983) or A. S.
Neill's Summerhill: A Radical Approach to Child Rearing (New York: Hart Publishing Co. 1964) for recent
,

,

i

explications of this view.
i

I
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is "right" and that in so doing they will become "good." This position proceeds on the premise that
eliciting right actions creates "good" dispositions. The expression "if you can't think yourself into
a new way of acting, then act yourself into a new way of thinking reflects this position. The strategy
is to stimulate and control the person's actions and thereby influence the overall disposition.
"

"

"

For example the driver who begrudgingly maintains the established speed limit because a
police car is following him may be doing the right thing, but he may not be doing it for the right
reason (out of his own goodness). From the perspective of seeking morality by promoting right
actions, if the driver repeats the proper behavior often enough that it becomes a habit he will
eventually feelgood about operating his vehicle within the prescribed limits and this "goodness" will
insure his future behavior as a driver who desires to obey the speed limit.
,

,

,

An alternative approach is to assume that disposition determines action. Training or action
focuses on a person's disposition, assuming that when the individual deliberately seeks the "good
right actions will inevitably follow. This approach emphasizes intention. Some people believe that
thought is the most "real" thing in existence: What people think, they know more than they know
"

,

anything else within the realm of their experience. Therefore, what they intend is the primary source
of moral action.

Those who accept this premise feel that the best way to morally educate people is to educate
their desires or to let good natural desires be expressed rather than to attempt to influence people to
act in specified ways. For example, if I want my child to learn to read, I will not begin by compelling
the child to demonstrate competence in word mechanics even though I know that this is important.
Rather I will help the child feel a desire to read since seeking competence in word mechanics will
naturally follow. (Or if I follow the nature first approach I will patiently wait until the child expresses
a desire to read.)
,

,

,

,

Similarly if I want my child to be honest I will seek to help the child desire to be honest by
providing the necessary influences for honesty at the appropriate developmental periods: viz., (1)
experiencing honesty through me (my example and admonitions) during the early years (2) adding
to this personal example rules of honesty as the child's conscience develops and (3) later providing
an understanding of the principles that sustain honesty as a desirable trait in the person and value in
the society as the child moves beyond puberty.
,

,

,

,

,

The old saying "The road to hell is paved with good intentions" seems to contradict this
second position. At least it raises the issue of integrity which leads into a question of sincerity. An
ethical action may not be performed sincerely or meaningfully. The challenge to parents teachers,
and students is to encourage integrity; hypocrisy must be overcome. But regardless of the ethic the
question remains: Which of the two approaches is the better to follow in selecting educational tools
and strategies-nature or nurture direct or indirect?
,

,

,

(
_

(
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Integrating Three Propositions: A Practical Rule

From our point of view we strive to protect moral agency in education. Both of the
previously described approaches have merit in helping an individual move toward a moral lifestyle
initiated by personal volition and sustained by nurturing influences. Common observation of human
experience reveals a cycle: Right actions can lead to good thinking, and good thinking may sponsor

(
,

right actions, just as improper thoughts can produce undesirable acts and undesireable acts can
produce improper thoughts. The decision to apply one approach or the other should be based on the
circumstances of the individual being taught. Using the principle of maturation in making this choice
suggests a basic rule: Encouraging and emphasizing right actions among children (birth to puberty)
is likely to be the most productive, while encouraging and emphasizing good thoughts and
intentions is ususally the most appropriate and productive approach for adidts (puberty through

f

adulthood).

(

This rule is a guideline for balance it should not be interpreted as an either/or statement.
Although it may at times be appropriate to invert the rule we believe it is a vital and a useful principle
for moral educators who desire to initiate responsibility, enhance integrity, and reduce hypocrisy in
,

(

,

human affairs.

(

Reasons for the Rule
(

Maturational development suggests that the time to emphasize behavioral compliance is
before puberty, below ages twelve to fifteen. The moral and mental processes are not fiilly developed
during these early years. Action in response to rules and authority figures is more natural and

(
.

effective as processes of reasoning are not yet in full control. Children understand more through

1

action during these prepuberty years than through abstract thought although simple explanations are
helpful.

1
(

,

During and following adolescence an individual learns to access the full power of moral
awareness and spiritual sensitivity. As the capacity for reflective learning matures the educational
approach needs to shift focus. The appeal for appropriate performance is more effective with
emphasis on good thoughts, presuming that right actions will follow. At first this shift will be
difficult because it is a new realm of experience for the young person; parents and teachers may be
unskilled and impatient. Shifting to this plane of control, however marks the maturation of moral
,

,

,

,

character.

Letting one's actions condition one's thinking is preparatory. Emphasis on proper actions can
be a schoolmaster, a pattern of learning that is preparatory. Law enforcement in our society reflects

i
,

this distinction. Physically mature adults who somehow failed to develop their moral nature are still

!
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dealt with at the behavioral level. Our prisons are full of individuals who seem incapable of
responding to life unless specific restrictions are applied sometimes accompanied by sanctions that
are disagreeably harsh.
,

The second sequence of control allows one's thoughts to create and shape one's actions.
When we attempt to govern an individual's disposition by controlling or dictating behavior, the person
does not become fully self-reliant-he or she is not truly free, but is dependent on the will of others.
When good thoughts constantly fill the mind and right actions follow, humans approach our ideal
nature. We establish a moral foundation conducive to an optimum level of living. As stated in the
,

New Testament, we are able to "increas[e] in wisdom and stature, and in favor with God and man"

(Luke 2:52).
One Jr. High School teacher told us that promoting responsible choice is not always popular.
She wrote:

One thing we do in public schools that is wrong is that we don't give students choices. We
take the responsibility off of the student and we become the motivation. We should try to
give students more choices. I do it in my classes and I find I am fighting what other teachers
do in their classes. They control and I try to give students choices. They are not used to be
given choices.

What one may believe is best may not always be what is easy. Another student, however, observed
that it does happen.
Recently I attended an elementary school for two days. On the irst day one of the students
had lost three dollar coins which she had brought to pay for a field trip. They announced this
loss over the intercom. The next day they thanked the students for being so honest, because
her money was returned. I believe that part of the reason that this happened is because of the
atmosphere which they provide. They trust the children. Many of the students are in the
building before the teachers, there is no lock-out policy. Another reason is that they try to
f

,

teach the students responsibility. The second grade teacher sends a short homework
assignment home with her students every night. It is their responsibility to get it back. One
little girl left hers at home and instead of blaming it on anyone she just went and called her
mom and asked if she would bring it to school. She took the responsibility.

Actions vs. Behavior

While developing a perspective of moral education it is important to distinguish between
action and behavior as they apply to instruction related to morality. Action includes the idea of
intent. Behavior purposely ignores intent. Generally considered from a spectator's point of view
behavior is classified described, and otherwise viewed in terms of stimulus and response. Behavior
,

,
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is considered to be environmentally induced. To change behavior one changes the environment. One
then observes changes in behavior.
,

Action

on the other hand, is understood from the agent's point of view. Viewing others'
actions means that we must comprehend their intentions as well as their behavior-even little
children. We must put ourselves in another s shoes empathizing, using our capacity to participate
in another person's feelings and ideas. We understand people as they are rather than as they may
appear from their behavior to be. To do this we must seek and cultivate sensitivity and a degree of
,

'

,

,

trust.

How much would escape us were we to rely only on observations of our students' behavior
unable to empathize with the feelings and thoughts underneath. Behavioral conditioning theory which
emphasizes behavior and ignores intent consciously distorts the learning/teaching process. This
distinction may seem subtle but it is very significant. Action, as defined here, presumes that the young
child s feelings, intents, and motives will be recognized as emphasis is placed on desired performance.
,

,

'

The Role of Caring and Loving

The most productive way to respond to action is to care for and to love the individual who
acts. When people know you care, they will openly share their intents or find ways to reveal them.
If you are cold, indifferent, selfish, or unkind they will not reveal themselves. They may parrot the
responses you desire, but they will conceal the inner truth unless you unlock it with love. Whether
,

one is a student or a teacher love is crucial. The demands of love exceed those of duty; but so do the
rewards. Loving the student may be the greatest trait in successful teacher.
For the Learner. To distinguish between action and behavior and to recognize the influence
of caring and love are especially important. When we desire to be like other people to acquire their
skills, attributes, and abilities, we must obtain their point of view. To learn ways of living acting, and
feeling-not merely learning about them-we must practice those actions. To become a great
violinist requires the perspective of a great violinist. To acquire the necessary skills and abilities does
not seem to depend on a particular curriculum and there are probably a great variety of ways to
acquire another person s frame of reference. The essential factor is that we somehow assume the
admired person s point of view to make the desired way of life our own.
,

,

,

'

'

,

Actors and actresses know that it is impossible to convincingly portray a character without
assuming this point of view. But theatrics is only a temporary expression of this process! The
transition for educators may be more real and more pennanent. Students should choose carefully and
wisely what they want to become. The student who seeks and the teacher who models what the
student is seeking facilitate the most effective context for moral education. In the moral sense one
might say a learner should suffer no one to become his or her teacher unless that individual is the kind
of person they want to be.
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For the Teacher. Parents and teachers can also apply this principle for effective
communication. Caring and loving are the legitimate means for reaching out and into others lives.
In order to penetrate the barrier of behavior, we must envision the intent behind the act; we must put
ourselves in the other person s place. We must see things from another s perspective. This process
helps us to understand people as they are, improving our ability to communicate with them. The
following story exemplifies this idea.
'

'

'

A man was putting up a sign PUPPIES FOR SALE; and before he had driven the last nail,
there was a small boy standing at his side. That kind of sign seems to attract small boys. The
youngster wanted to know how much the puppies were going to cost. The man told him they
were very good dogs and that he did not expect to let any of them go for less than $35 or
$50. There was a look of disappointment, and then a question: "I've got $2.37. Could I look
,

at them?

The man whistled and called "Lady!"-and out of the kennel and down the runway came
Lady followed by four or five little balls of fiir with one lagging considerably behind. The
boy spotted the laggard and pointing, asked, "What's wrong with him?" The reply was that
the veterinarian had said there was no hip socket in the right hip and that the dog would
always be lame. The boy s immediate rejoinder was "That s the one I want to buy. I ll give
you $2.37 down and fifty cents a month till I get him paid for. The man smiled and shook
his head. "That's not the dog you want. That dog will never be able to am and jump and play
with you.
,

,

,

'

'

'

,

"

"

The boy very matter-of-factly pulled up his little trouser leg and revealed a brace running
down both sides of his badly twisted right leg and under the foot, with a leather cap over the
knee. "I don't run so well myself he said, "and he'll need somebody that understands him."44
"

,

The distinction between relating to a person's action and not just to their behavior is illustrated
by the differing views found among certain educators and theorists. One behaviorally oriented
educator observed,

"

What a person said might be valid data but what he meant was unknowable."45

Another modem theorist said "The
,

primary function of analysis is not to gain a greater understanding

4',

Cited in Neil J. Flinders, "Do You Give Your Students Vision" Instructor February 1962. p. 60.
45J L. Kueth, The Teaching Learning Process (Glenview, 111.: Scott, Foresman & Co., 1968), p. 12. Some
,

.

contemporary educators will argue that school practice has moved beyond behaviorism and now rests on
cognitive psychology and constmctivist learning theory. This begs the fundamental question because these
theories, like the various forms of behaviorism are also rooted in reductionist premises. Modem mind theories
are ultimately explained in terms of matter acting on matter and leave no room for choice as an expression of a
supernatural spirit-a separate center in the soul of each person. See for example Arthur L. Blumenthal, The
Process of Cognition (Englewood Cliffs N. J.: Prentice-Hall, 1977), p. 188 where he explains that "cognition"
the "central control process the "most basic of biological principles the means by which we encounter "the
flux of events" in life and transfonn them from senses to perceptions thought, and memory (a process he
equates to consciousness); admitting these processes are fundamentally temporal in nature." We are not
aware of any widely accepted modem theory that departs from this basic presupposition.
,

,

,

"

"

,

,

,

"
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of the child

,

but to more effectively cope with the behavioral problems at hand."46 On the other hand

,

there are those who counsel that we should never judge others until we know the intention of the
action which puts us in a better position to understand and to judge more accurately. We believe
educators can become discemers of the thoughts and intents of the heart. Although there are limits
it is possible for us to see beyond the overt behaviors of those we teach. We can strive to relate with
one another on the basis of intention as well as on the basis of behmnor.
,

,

(

Decisions and Choices

A difference in educational strategy occurs when we shift from emphasizing action to focusing
on disposition . To make this distinction clear we need specific definitions for two common
words-decisions and choices. Our particular definitions of these two words are important to
understanding a significant point: In this context one should think of a decision as the private
expression of intent. A choice can be considered the public expression of that private decision.
,

(

i

,

Moving the primary concern from the public expression of a choice to the private creation
of a decision changes emphasis a change vital to moral instruction. Others may observe the choices
we make because the outcomes are publicly visible, but only by discernment can we learn of others
decisions prior to their expression in the form of a choice. Understanding and being able to function
at the level of discernment going beyond the level of observing overt behaviors, are crucial to moral
,

'

/

,

education.

As a teacher I know there are reasons my students are present before me. Choices were
voluntarily or by compulsion, that brought each child to my room. Without seeking to know,
however I cannot discover the decisions that preceded each choice. We relate differently to a child
on the basis of his or her choices than on the basis of his or her decisions. If understood together
both choices and decisions may give me a better basis for establishing a proper relationship with the
made

(

,

,

,

child.
I

When children are young we can more easily relate with them on moral matters by focusing
which involve public expression. As they pass puberty and move into adolescence
we can begin direct discussions of the importance of their decisions and the processes that influence
these decisions. Adolescents are sufficiently developed for such discussions to be both meaningful
and desirable. This approach is based on the idea that influences which affect a person s decisions
eventually control his or her choices. (1) Young children needparents and teachers who understand
their inward decisions but relate to them on the basis of their visible choices. (2) Youth and adults
freedparents and teachers who challenge them to master their decisions and who are able to relate
to them on the basis of their decisions, not solely on the basis of their choices. This path to reliable
independence is a key to effective moral education.
,

on their choices

,

,

(
,

'

(
'

!

'
!

46R
12.

.

T. Utz and L. D. Leanard, A Competency Based Curriculum (Dubuque

,

Iowa: Kendall Hunt

,

1971) p.
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Example of this Principle in Application
For example when a nine year old fails to do her homework and decides to run off to play
with friends, a parent s response may appropriately be to reprimand the child on the basis of her
choice (behavior). She was not in the right place doing the right thing at the right time. A nine year
old can readily understand and recognize that she was not doing what she was supposed to be doing
when she was supposed to be doing it. She can understand that there are rules that should be obeyed
in order to avoid negative consequences.
,

'

When a sixteen-year-old fails to do her homework and decides to run off to visit friends
however a parent's most appropriate response may be to focus on the private decision and not the
choice or public expression of that decision. It is true that the sixteen-year-old was not in the right
place doing the right thing at the right time, but she will be much more receptive to having her
decision questioned than she will to having her action (choice) challenged. Like the nine-year-old
she understands that there are rules that should be followed to avoid negative consequences. But
unlike the nine-year-old she is much better equipped to challenge the rules. To challenge her action
will likely create a debate over issues that may not be related to the parent s primary concern. Her
attitude may be As long as I get my homework done what difference does it make when I do it?"
After all she continually watches other adults express their autonomy by modifying their schedules
for doing things.
,

,

,

,

'

"

,

,

It is the decision, not the choice or act

,

that the sixteen year-old needs to evaluate. Sixteen

year olds are newly aware of the way decision-making fits into their lives. With little experience, they
have less confidence in making personal independent decisions than in simply behaving according to
established rules or standards of others.

Choices or behaviors are

"

"

old hat ; decisions are "new

territory." Hence they are more willing and interested in discussing decisions than behaviors. And
the parent or teacher will be more successful challenging an adolescent's decision than challenging
a choice-what they actually do.
In summary, teenagers like adults are quick to defend their actions but less reactive
,

,

discussing a decision. As adolescents they are fully equipped to deal with learning at the decisionmaking level. Since younger children are not as prepared to engage in this type of learning they need
to understand and address their decisions as manifest in actions (choices). They like to consider their
intentions but they can better understand accountability for their behavior. A child's decisions are
still mysteriously locked up in awaited development. Following puberty individuals are more inclined
to learn in the realm of decision rather than on the field of action or behavior. It is here that they need
to learn in order to feel the sense of growth and development. It is here that educators can most
directly influence a person's disposition following puberty.
,

,

,

A Theory of Discipline
Love them, correct them

and prepare a way for them. In a single phrase this is our theory
of discipline for the home and school. Some things are so self-evident that it is not surprising they
,
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are confirmed by research investigation. People want and need love correction and help. Parents
and educators exist to provide these human necessities.
,

First, love them. Parents must first love their children

,

teachers must first love their students;

and by this they make it possible for their children or their students to love them. The simple fact that
we love someone does not ensure that they will love us in return but it opens the way and makes it
more likely. This principle is an ancient biblical observation. John the apostle said that God s love
for people is what makes it possible for people to love God. "We love him because he first loved
us (I John 4:19).

s

,

'

,

(

"

Second, correct them. Mutually accepted standards must exist in a healthy relationship that
communicates knowledge and wisdom. A principle useful in parent-child and teacher-student
communication is to recognize that we live in world of law. Legitimate success in any endeavor
natural or human, is predicated upon obedience to the laws that govern in those affairs. Without
understanding and obeying the natural and social order there can be no lasting achievement or
security. Everything becomes arbitrary and relative, impulsive and chaotic. Confusion and disorder
rather than success and satisfaction prevails.
,

Third, provide a way. Children and students need help. That is why parents and teachers are
needed-to provide a way, to provide the help. They are to assist the child the student by helping
them discover or provide the right thing for them to do. How this is accomplished may vary from
person to person, depending on the talents and readiness of respective personalities. It need not be
perfect, but it should be personal. It may not be totally adequate, but it should be appropriate.
Parents and teachers may not always perfectly prepare the way for their children and students but
this principle can guide their instruction.
,

,

i
.

,

Elizabeth Barrett Browning in a well-known sonnet gives us a useful clue to implement the
principle of loving, correcting, and providing a way for our children and students. She asked, How
do I love thee?" and then said, "Let me count the ways." In a direct response to the challenge this
approach can help parents and teachers both because every persona is unique and no two people
love correct, or prepare help in exactly the same way. Furthermore, because each of us is unique,
no two children (or students) can be loved corrected, and helped in exactly the same way. Our
talents, gifts, resources, dispositions, and personalities are different. But we must do what we do
with integrity to what we are if we expect to be consistently successful. My muscular masculine
athletic coach did not express love make corrections or prepare the way the same as my diminutive
quiet-spoken, feminine but very influential literature teacher did. Yet both were effective teachers.
,

,

i

"

,

,

,

(

,

,

,

,

t

,

This approach to discipline urges children and students to follow voluntarily the truths they
experience. They become disciples, not of the parent or teacher but of the principles espoused. This
type of discipline can apply to a group but ultimately it reduces itself to the individual. Discipline
is a matter of one on one. I must ask myself the question: How can I express my love to John (as
a parent or as a teacher) so he will know that I love him? Then I must enumerate the possible ways

(

,

,

,

trying each one until John responds. The same holds true for correction. The list must be made

,

(
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explored and tried until the solution is found; and likewise to find the best ways for Mary or John
to succeed in what I am helping them accomplish. The way for one may not be the way for another.
Caring parents or teachers are sensitive to this and adjust their approaches accordingly. The real
answers are not in a book; they are in the hearts of the people themselves.
,

Perhaps the foregoing discussion and illustrations related to basic research findings will be
of help to those who desire to create a useful structure for the moral school. Additional insight can
be derived from the findings of applied research related to moral education. Some of these findings
are reviewed in the following chapter.

i
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Chapter 3: Pathways To Success (Part H):

(

Conclusions from Applied Research

Synopsis:
Applied research can be linked to basic research. There seems to be four aspects or
manifestations of human response. Moral imperatives constitute a core element in
developing moral instruction. Personal integrity is essential; congruence and fidelity to
principle are imperative to the well-being of social order. Most young people in American
society, it appears, respond positively to moral principles and practices when they are
appropriately provided. We believe traditional values regarding people property, and
relationships are preferred by the majority of both students and parents in most

(

,

communities.

i

The distinction between the basic research discussed in the preceding chapter and the applied
research reviewed in this chapter is not always clear cut because the object of both investigations is
personal human action, although the intent of the research may differ. For example, trying to
understand what influences create personal honesty in human beings (a basic research focus) can
overlap study of the behavior of a specific group of teenagers in a particular school setting in matters
related to honesty (an applied research focus). The information being gathered is on the same topic
with the same subjects, but the focus and application of the research can be distinct. Sometimes it
is difficult to separate motives that sponsor behavior from incidents that characterize behavior.

f
(

!

We feel that motives and incidents are linked in a paradigm that helps relate thinking, feeling,
and acting. Recognizing the integrated role of these human functions may help us in moving from
the general subject matter of Chapter 2 to the specific content in this chapter. Understanding how
thinking, feeling and acting interrelate provides a vantage point from which we can view the findings
of applied research-reports on specific behaviors related to moral action.

Linkage of Thoughts. Feelings, and Actions

Psychologists and professional educators may use more technical terms when referring to
these three human functions. What the layman calls thinking is often referred to as one's intellectual
capacity or the cognitive process. Feelings may be referred to as emotions or the affective process
and actions are usually considered as a behavioral process. These dimensions become components
of a variety of personal views or theories on how a person learns and can best be taught.
,

,

,

There is no consensus on the precise relationship of cognition affect, and behavior or among
the general theories that attempt to explain them. Research findings seem to be even less distinct
when morality is introduced. Part of this uncertainty may be linked to the fact that the most serious
research is conducted to discover clinical explanations of thinking feeling, and doing on the
abnormal, rather than explanations related directly to classroom instruction of the "normal." This
,

,

"

"

(

(
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distinction has long been the cause of a gap between regular teachers and clinical research specialists.
Clinical explanations focus toward manipulating the processes they explain. This is one
reason for their appeal. People want to know how we tick" so they can control the ticking-not
necessarily of themselves but of others. Consequently, processes that cannot be manipulated for the
purposes of prediction and control attract little or no attention from the clinicians. Instructional
application, in contrast may focus on simply helping or even on permitting the individual to think,
feel or act without explanation or outside direction. The demands on instructional applications tend
to be less severe than on clinical applications. There can be a place for both of these interests, but
concerns are justified if one view dictates to the exclusion of the other.
"

,

,

A Context for Linking Basic Research to Applied Research
The complexity of the word desire helps focus attention on the difficulty of understanding
moral education. Human desire is an integral part of thinking feeling and acting. Probably the core
component in human valuing desire plays a primary role in formulating and directing the choices
people make. Understanding and educating desire is a key to positive moral education. The many
alternatives to educating desire-intimidation, compulsion, incarceration, or various laissez faire
strategies-can all be viewed essentially as forms of remediation or as schemes for one person to
control direct, or ignore another person's desires.
,

,

,

Desire as used here

refers to the basic directional drive in the human being. It is the
willingness of a person to invest energy, in the forms of attention and interest, in a particular
situation. Desire is the most fundamental expression of personal intent it forms and fuels individual
action. Desire can be considered a force which sponsors human behavior, the meaningful
manifestation of life. Desire expresses a person s will; it constitutes the driving disposition of a
personality. Without desire human action can fade into passivity and abject melancholy. Damaged
desire is the root of depression and despair.
,

,

,

'

Desire is symbolized in Hebraic literature as the heart in contrast to the mind might and
strength of a person. It goes beyond the behavior, beyond the cognitive beyond the affective, and
extends to the orectic or the will of the personality-a manifestation of one s being. From this view
people are or ultimately become what they desire. Desire may constitute what some philosophers and
psychologists have called the conative faculty.
,

,

,

'

,

Important as the intellectual affective, and behavioral dimensions of humankind are, they
,

remain servants to the will or the heart. It is this conative or orectic force-the will-that we believe

is most central to both the formal and informal learning and teaching processes. The tuning of this
motor constitutes moral education. This personal capacity directs the multiple facets of what were
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anciently called gifts or "genius" and what is currently termed human "talents" or "multiple

intelligences."47 The following chart depicts some comparative differences.
Basic Components of Human Action

Human Dimension

Description

Related Terms Used to Define

Behavior

What others observe

strength performance, conduct,
deportment

Cognition

What one thinks

mind

thoughts, knowing, intellect,
perception, apperception,

Affect

What one feels

feelings emotions, attitude, to sense,

,

,

,

intuition

Conation

What one desires

heart, orectic volition, action, intention, to
,

will

Through desire humans seek wisdom. Desire is an expression of the will essential to the
moral agency of humankind. We can all recognize that each individual is free to act according to
desire and to strive to gain what is desired-good or bad, right or wrong. Desire is the fountainhead
of action and may be the most primary motivational guide. In a broad sense, desire is simply an
expression offaith or hope that links life to learning. It is the deepest personal manifestation of pure
intent within the context of human agency.
,

All people possess an agency within which to express their desires a realm in which to choose
and act. Within that agency, people are free to exercise their desires, to choose for themselves and
consequently to determine the ultimate outcome of their own existence. Education that focuses only
or even primarily, on behavior, intellect, or feelings may be faulty because it fails to recognize the
importance of educating a person's desires. Behavior intellect, and feelings are important; they can
be critically important, but they are means rather than ends for true moral education as we see it.
,

,

,

,

,

The foregoing detail may be useful for understanding the importance of the conclusions
reported in this chapter. Application research tends to focus on specific elements that are believed
to contribute to character. In this sense, such research deals with aspects rather than with the M'hole
of moral education. Knowledge of morality available from a questionnaire statistical table or
,

,

see John F. Gardner The Experience ofKnowledge (New York: Waldorf Press, Publishers 1975) p. 103
and accompanying chapter; Calvin Taylor Developing Effectively Functioning People: The Accountable Goal
of Multiple Talent Teaching Education, Vol. 94, November/December 1973, Number 2. pp. 99-110; the
current discussion occurring under the title of multiple intelligences education. Although frequently
classified under seven or eight categories since L. L. Thurstone s early work, claims are made that in excess of
"

,

"

"

"

"

'

100 talents or intelligences can be identified and measured.
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observation of an event may be very useful but what it reflects is more symptomatic than causal; its
findings are more suggestive than definitive. At times however, this type of information can
contribute important scaffolding for structuring the moral school. Looking carefully at such data may
reveal relationships that involve significant components of moral education.
,

,

Measures of Youthful Behaviors Related to Values and Attitudes and the Case for Moral Imperatives.
Children come to school with previous experiences that have contributed to their moral or
character education. The most problematic child has some moral values some imperatives that guide
and direct choices. People of the school do not serve students who are blank slates. Each individual
reflects some established values that contribute to thoughts and actions that are displayed in the
school experience.
,

A major problem in moral education is that children are not taught correct moral concepts
with consistency. Proper moral principles need to be reinforced and encouraged throughout the
social systems in which the children spend their lives. Life is contructed line upon line precept upon
precept, here a little and there a little, experience after experience. It is important to keep this fact
in mind as we explore moral values and attitudes of youth. The true repository for moral values is
the individual, but institutions play a very important support role in stocking, sustaining and
confirming personal values.
"

,

"

The research findings presented in this chapter are typical of evidence supporting the premise
that positive values and behaviors tend to accompany moral imperatives. This information contrasts
with the fashionable modern view that considers all values to be relative-often called
ethics.

"

"

situational

This contemporary view interprets morality as spontaneous rather than intentional impulsive
,

more than lawful.

When standards and principles external to the personality-moral imperatives-are permitted
to help form the character of the individual constancy within the dynamic of human choice is
possible. Denial of such standards eliminates both the potential for constancy and the possibility of
hypocrisy. Without constancy there can be no hypocrisy. If everything is arbitrary and relative and
nothing is constant or absolute inconsistency is impossible. Most people recognize there are
constants and life is not purely arbitrary. But it has become popular in recent decades for many
people to deny the need for stable standards. It is not uncommon to find individuals who simply
rationalize in order to justify their own behavior Replacing the idea of hypocrisy with neutral
alternative choice
concepts like compartmentalize "bracket
personal preference or
freethinking" is a popular modern strategy This attack on moral imperatives has been tenacious
during this century. Its consequences are self-evident.
,

,

.

"

"

"

,

"

"

,

"

"

,

"

.

A spokesman for the penultimate form of the modern view stated that morality "represents
developmental retardation." And "moral judgments are motivated by shame and guilt"; they are "a
force antagonistic to life and to love" that causes illness psychosis, and death-homicide and
,

(

(

(
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suicide.48

This secular perspective anchors the modern view and influences the non-traditional

variations of

"

"

morality that are increasingly apparent in our communities. There is ample evidence
however to question the assumptions and many of the practices associated with this view. This
chapter offers some empirical examples of this evidence.
,

(
(

.

,

(
(

Changing Values of Emerging Generations

(
i

Alexander Astin and his colleagues of the Higher Education Research Institute at UCLA
conducted a study which demonstrates the shifting values prevalent among young people today.
Beginning in 1960, the researchers queried more than 200,000 college freshman in more than 500
two- and four-year colleges annually over a 25-year period regarding their "life" goals. Astin and
Green report that a prominent trend in this research is that youth have become less focused on

!

developing a philosophy of life and more "concerned with money, power, and status."49
(;

The research of pollster Daniel Yankelovich corroborates this cultural movement away from
traditional values toward what might be termed "me-centeredness." He compares the values of the
1950s with those of the 1980s as follows:
1950s

1980s

Production

Consumption

Future

Immediate

Sacrifice

Greed

Public Interest

Self-interest

Quality

Quantity

Long-term

Short-term50

William J. Bennett, former U. S. Secretary of Education has assembled national statistical
data affirming the consequences of changing values, published as The Index of Leading Cultural
Indicators (1993). This index, which consists of 19 social indicators began with 1960 and portrayed
in 5-year increments to the present empirical assessments of American social behavior as reflected
in comparative outcomes of crime poverty, natality, family, education, drugs, and television.
,

,

,

The report shows dramatic decay in fundamental traditional values upon which America has
relied for her vitality. For example over the 30 year period (1960 -1990) the following was
,

,

observed:

48

Taines Gilligan "Beyond Morality" in Thomas Lickona (ed.) Moral Development and Behavior New York:
Holt, Rinehart, and Winston, 1976. p 145.
49Josephson Institute of Ethics The Ethics ofAmerican Youth: A Warning and a Call to Action (Marina del
Rey, CA: Josephson Institute of Ethics, 1990) p. 16.
50Ibid p. 17
.
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There has been a 560 percent increase in violent crime; more than 400 percent increase in
illegitimate births; a quadrupling in divorce rates; a tripling of the percentage of children living
in single-parent homes; more than 200 percent increase in teenage suicide rate; and a drop of
almost 80 points in the S. A. T. scores.
"

And these problems all "seem impervious to government spending on their alleviation even very large
amounts of spending. 51 Solutions to the challenges do not appear to be solely or even primarily
economic. Money may represent a means to assist those in need but it has not proven to be an end.
At times its side effects are patently obstructive.
,

"

,

,

The impact of these changing conditions is starkly portrayed by comparing the top problems

reported by public school teachers in the 1940s with those reported in the 1990s:
1940

1990

Talking out of turn
Chewing Gum
Making Noise
Running in the halls
Cutting in line
Dress Code infractions
Littering

Drug abuse
Alcohol abuse
Pregnancy
Suicide
Rape
Robbery
Assault
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It is now common for security oficers to patrol the halls in schools and for administrators to be held
accountable for the safety of their faculty moving to and from school parking lots.

Regarding the foregoing data one of our readers replied: "So what!" This caused us to
realize that it is possible for some people to experience what is happening in our society and not see
or feel these conditions that we consider moral concerns as particularly important. We have struggled
somewhat with how to deal with this phenomenon of denial regarding moral issues in education.
There are those whose allegiance to the status quo is so strong that anything that might challenge the
current system is simply ignored or summarily dismissed. We have had to accept the reality that these
individuals are not a potential audience for our message. It has no meaning for them.
,

Resisting the Current and Surviving the Flood

It is painfully apparent to us however, that the moral infrastructure of our society is under
duress and that the personal casualty rate is extremely high. Evidence of pain decay, and destruction
is abundant. But what of the survivors? Everyone is not a victim Some people seem to be
protected. How is this happening? Is there evidence of hope? We believe the answer to the last
question is a solid and emphatic Yes! We strongly agree with a variation on an old aphorism: Ttiere
,

,

.

51 William

J. Bennett The Index ofLeading Cultural Indicators (Washington D. C.: The Heritage
,

Foundation

,

52Ibid

.

p. ii.

1993). p. i.

(
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is so much good in the worst of us, and so much bad in the best of us that it behooves all of us to
be both patient and positive. Everything may not be as good as it might be but there is ample

{>

evidence to show that currently we have a very positive foundation upon which to build. All is not

(

,

,

(

lost; there remains much that is good.
i

We are tempted at this point to deluge the reader with tedious empirical evidence. Resisting
that temptation, we have cut to a few pages the following summary of illustrative findings. These
findings symbolize the disposition of American children who will be the adults of tomorrow. They
corroborate what both tradition and common sense teach. We are heartened by what these research
findings represent. They provide cultural hope as well as support for the message in this book. In
the words of a recent best-seller, the foundation on which survivors stand is "principle-centered" and
"

character based.

'
(
(

!
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This same message has been with us since antiquity. Personal integrity is essential;
congruence and fidelity to principle are imperative: a house divided against itself shall not
stand. 54 We should recognize and seize this foundation and build upon it. With the father of this
nation we say that whatever influence refined education may have on the minds of the citizens
reason and experience both forbid us to expect that National morality can prevail in the exclusion
of religious principle. 55
"

"

,
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Looking at Behaviors and Beliefs of School Children
In order to create a moral school or to improve the morals values, or character traits of the
students in the school, two important aspects should be assessed: (a) where the students are in their
,

current beliefs and actions, and (b) where the present program is directing these students in moral
matters. It is not our purpose in this document to directly address specific program assessment. We
do recognize, however, that some educational programs emphasize processes that lead young people
away from traditional moral values rather than toward them. Despite indications that our moral
foundations are eroding, we feel there is compelling evidence that most young people still possess
very high moral standards. There is a positive base upon which to build moral education and a
viable pattern for building upon that base.
What are the existing moral values of students in schools like yours? As a coach of an athletic
team might look for strengths on which to build, people of the school should seek to ascertain the
moral baseline among those whom they serve. Once this baseline is determined for the students it
will be easier to decide what might be done to strengthen them. An effective character education
program should not be created for the sole purpose of helping the most problematic students;
although it should seek to aid those highest in need, it must also raise and not erode the moral level
of all studetrts. In order to do this successfully strengths need to be determined as well as
,

(

(
(

(
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Stephen R. Covey Seven Habits of Successful People (New York: Simon and Schuster 1989) p. 42.
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,
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Matthew 12:25.

"

George Washington, Farewell Address

!
,

March 4 1797.
,
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weaknesses identified. The results of such an assessment may be pleasantly surprising for those who
favor traditional values.

Both academic and media generated pessimism can distort local reality. Don't be misled.
Remember, the media and the modern academy are paidfor drawing attention to deviations. This
can be helpful when it leads to new vision and positive solutions but it can also be harmful when it
fixates on the negative-contributing cynicism despair, and self-inflicted error.
,

,

The person who becomes preoccupied with a pimple can easily lose appreciation for an
otherwise healthy body. Even a broken leg is no reason to stop listening looking, tasting and
smelling. A person who focuses only on a single aspect of a complex situation is a victim of
distortion. Anorexia bolemia, suicide, and many other disturbing behaviors can be traced to negative
tunnel vision. We often draw so close to a single problem that we lose sight of all our blessings. This
is a common plight of moral educators. We must remind ourselves that the glass is more than half
full and that much of what is gone can be replenished. We must not become paralyzed with the fact
the glass is less than full and has a serious leak.
,

,

The findings which follow were selected from three studies conducted in three separate
regions of the country: research that involved more than 2 000 school children in Tennessee Oregon,
,

,

and Utah.56

The results of these studies punctuate the fact that although there may be locations in our
society where moral depravity has sunk to a level that not fifty" or even "ten" wholesome youth can
be found this is not the norm. We must not succumb to that subtle, negative message from the media
and the academic community. Those who are for traditional values are greater than those who are
"

,

against them, and their behaviors substantiate the importance of those values.
For example seventh grade students in Ogden Utah57 report the following regarding their
,

,

beliefs and behaviors:

1)

Education. The data set shows a very high commitment to education in that 9 out of 10
students reported never skipping classes during the past four weeks and 81% were planning
on attending college. Also 9 out of 10 believed positive future results from studying hard
(92%) and getting good grades (90%).
,

S6The

Tennessee data set consists of 473 adolescents in grades five eight, and ten. The Oregon data set
255 adolescents mostly ages 12 to 15. The Utah data set queried 329 students who were seventh
graders in Ogden, Utah. The research was conducted by professionals at the request of school districts seeking
to obtain information needed for curricular and administrative decisions and programs.
Demographics of the Ogden, Utah data set: This report comes from a group of seventh grade students
experiencing a district sponsored character education program. The data shows that 49 percent were males
and 51 percent were females most were age 13 (67%) 88 percent were white, 68 percent were living with
both parents 12 percent in step-families, and 18 percent in single parent families. Almost two-thirds (64%) of
these students said religion was quite or very important and more than two-thirds (71%) attended church once a
involved 1

,

,

"

,

,

,

week or more. No socio-economic information was available on this data set.
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.

2)

Religiosity. (In this instance referring to what the respondents felt about the importance of
religion and religious participation) The majority (64%) of these students reported that
religion is very important and an even higher number (71%) said they attended a religious
,

service at least once each week.

3)

Substance abuse. Looking at their own futures most of these students (84%) predicted
negative results if they indulged in alcohol drugs, and tobacco.
,

4)

Integrity, honesty. Eight out of 10 of these students (81%) reported that cheating and
stealing were against their personal standards. Seven out 10 predicted positive future results
from adhering to measures of integrity such as "not cheating on tests" (70%) and "not telling
lies" (76%).

5)

Work ethic. Measures showed that 87% of the students reported that it is "important to
always do one s best and only 18% said that it was "OK to do just enough to get by

!

,

"

'

"

,

6)

(

,

.

Obeying rules. General measures of conforming to rules showed that 7 out of 10 (72%) said
that it was "important to do what is right." A similar percentage (73%) disagreed with the
statement that it is OK to break rules if you don't get caught." Fewer than 2 out of 10 (18%)
reported trying to see how far limits can be pushed. Statements regarding values or
attitudes showed that three-fourths of the students or more were against breaking rules
related to alcohol use stealing (81%), and cheating (81%).
"

"

"

,

!

7)

Peer pressure. The prevalent stereotype of adolescents is that among them peer pressure is
very strong-an almost irresistible force. The Utah data however, showed that two-thirds
,

(67%) agreed or strongly agreed that "even if other kids won't accept you, it is not worth

(

"

going against your own standards to fit in. One-third did agree that "sometimes other kids
talk me into doing things I know I shouldn't do but nearly half (46%) disagreed with this
"

,

statement.
(

8)

Respecting other students. Over half of these students (55%) agreed that they "try to be
friends with those who are usually left out of everything." More than half (55%) disagreed
with the statement that there are some kids at school that are just fun to pick on with only
"

(
,

"

,

1 out of 4 (24%) agreeing with it.
Overall

on these areas of moral value the positive foundation displayed by these students is
significant. This foundation provides the people of the Ogden Utah schools a solid foundation upon
which to build. No picture of despair is evident here; school people would be making a mistake to
address moral education in these public schools from a negative perspective. This is not to say these
students did not have problems that should be addressed. They did. This study revealed as most
,

,

1
(
.

{

,

studies do, some existing moral weaknesses.

(
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Among those weaknesses were the following:

1)

Cheating. Nearly half (48%) of the students reported that "most students cheat on homework
and tests but on the other hand nearly two-thirds (62%) disagreed that students "must cheat
to get a good grade."
"

,

2)

Keeping money. A wide disparity was found on the question of keeping or returning money
that is found. Approximately one-third of the students agreed that money should be returned
(34%)), more than one-third disagreed (36%), and nearly one-third (30%) felt "not sure" about
keeping money they had found.

3)

Hitting others. Less than one-third (30%) said they had never hit anyone during the past year.
Nearly one-half (41%) said they had hit intending to hurt once or twice during the past year
and 29% said they had done so three or more times during the past year.

,

4)

Vandalism. Although two-thirds (69%) of the students had not damaged school property
during the past year, nearly one-fourth (23%) admitted to doing so once or twice. Only 9%
had done so three or more times during the past year.

5)

Telling lies. Although students mostly agreed that there are future negative effects from
telling lies, most admitted telling lies in order to avoid trouble. Only 13% claim to have never
told lies during the past year which is probably a strong indication of their honesty in
responding to the questionnaire. But nearly half (48%) admitted telling lies to avoid trouble
during the past year including 16% who claimed doing so 10 or more times.
,

,

These responses clearly demonstrate a role for the school in the moral domain. Although
these young people have strong moral inclinations they are in great need of continuous help in
strengthening their positive foundations. The apparent moral weaknesses displayed in this research
needs a proactive approach. Ignoring negative behaviors or redefining them as acceptable in order
to avoid problems is a poor response. Inevitably such tactics lead to larger and more serious
,

,

difficulties.

The students in Utah are typical of students in the other two localities reported. Information

from the Tennessee data set58 also supports the idea that today's adolescents do have strong moral
convictions in spite of some weaknesses that need attention. For example nearly two-thirds (62%)
of these students believed that faking an excuse from home or copying other students' work (63%)
,

demographies of the Tennessee data set: This data set includes 473 students from the Tennessee
Adolescents in Families Project (TAIFS) a school-based survey study of pre- early-, and middle-adolescent
students from the Knox County Tennessee school system. The data were collected in the spring of 1990 when
extensive surveys were administered to participating students in classroom or larger groups To maximize
homogeneity of the sample, a subsample of white and middle-income families (students receiving no lunch
,

,

,

.

subsidy) was selected. This sample consisted of 45 percent males and 55 percent females. There were 123
fifth graders, 188 eighth graders and 162 tenth graders. Most of the students reported living with both parents
(69%) and had fathers (88%) and mothers (56%) who worked full-time.
,

(

(
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was wrong or very wrong. Three-fourths (73%) felt it was wrong or very wrong to drive a car
without a license, and about the same number (72%) reported that it was true or mostly true that they
felt guilty about breaking the rules. Only one-third (33%) reported that it was true or mostly true that
they sometimes ignored the rules. Contrary to popular stereotypes these youth are fundamentally
obedient and are not inherently rebellious. Eighty-seven percent of these youth reported that it was
true or mostly true that they did what they were told.

(
(

,

Reports on negative behaviors by these students tend to support this positive view regarding
adherence to propriety. Very few of these young people reported highly antisocial behavior. Only
4% had been in trouble with the police 6% had been suspended from school 4% had stolen a vehicle
and only one out of 473 had been put in jail. Nearly two-thirds (63%) never damaged property and
only 9% had damaged property two or more times. Three-fourths (77%) had never stolen any
money. Only 3% had ever attacked someone, and only 6% had been involved in a gang fight.
Approximately half of the students had used alcohol at least once but only 3% had ever used hard
drugs.
,

,

,

,

(

(
1

(

,
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(

Certainly there is too much alcohol consumption among the young-national studies indicate
that nearly half of our youth are drinking on occasion by the time they reach their senior year in high
school. The results of this teenage drinking are tragic. But there are more youth who do not imbibe
and the younger they are the less likely they are to drink alcoholic beverages. (This conclusion is also
exemplified by a simple nonscientific self-report from 93,000 students, ages 12-18, in 1994.59 Less
than one-fourth (22%) of these students identified themselves as drinkers.)
,

It is true that negative behaviors seem to be increasing and even a few "bad apples" can be
a contaminating influence. The few can have undue influence on the many. Students in the
Tennessee study, for example, reported more antisocial behavior among their friends than they
admitted in their own behavior. More than one-third (38%)) reported few to many friends who
damaged property; nearly one-fifth (18%)) had a few or many friends who had stolen a vehicle and
approximately one-fourth had friends who had stolen more than $50 {22%) or had run away from
,

,

home (25%). One-sixth (17%) reported friends who attacked someone and a similar number (16%)
who had been involved in a gang fight or had used hard drugs (13%).

(

In the Oregon study60 the results proved very similar. About two thirds of these junior high
school age students had never smoked (67%), and only 8 percent smoked at the time of the study.
More than two-thirds (71%) had never been drunk, and only 8 percent had been drunk during the past
four weeks. These students, like their counterparts in Utah and Tennessee were highly committed
,

'
(

"

USA Weekend, August 12-14, 1994. p. 4.
Demographics of the Oregon data set: This data set comes from Portland, Oregon and includes 1 255
students who participated in the FACTS program (sex education). Data comes from the pretest given to
students enrolled in the program. Demographics show that 49 percent are male 52 percent are female, 86
percenta are white, and 89 percent are ages 12 to 15 years. Seventy-one percent of these students live in intact
families, 16 percent live in stepfamilies, and 9 percent live in single-parent families. Socioeconomic data
showed that 45 percent of the fathers and 38 percent of the mothers were college graduates. Data also showed
that 85 percent of the fathers and 37 percent of the mothers were employed full-time.
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to education, mostly willing to resist negative peer influences and very receptive to parental rules.
,

Specifically the data show that although 12 percent of the Oregon students had failed a class
and 14 percent had been suspended or expelled from school in the previous two years, there was still
a positive base among these young people. Of this group of students 85 percent had never skipped
a whole day of school and even more of them (89%) had not skipped classes during the day in the
previous four weeks. Eighty-eight percent planned on attending college and slightly more (92 %) felt
it was quite or very important to get a good education. More than half (51 %) of these youth agreed
that if their friends tried to get them to do something they were not supposed to do, they would
refuse and slightly more (55%) agreed that even if other kids would not accept them it was not worth
going against their own standards. Only one-fourth (26%) of the students felt their parents dating
rules were not fair while three-fourths (74%) said the rules were quite or very fair. Nearly two-thirds
of these students (63%) had never gone against their parents rules for dating.
,

,

,

'

,

'

We should not give up on our youth; the vast majority have not given up on us.

Religiosity: A Significant Contributor to Morality
In a society which publicaly endorses the secular view it is both easy and common to
denigrate the importance of religion in the formation and maintenance of moral values. Despite this
tendency, research continues to demonstrate both the viability and the validity of religion as a primary
motivator of moral action. The current academic perspective has certainly drifted far from that of
Gouvemeur Morris the primary scribe and major wordsmith who formulated the U. S. Constitution.
,

,

Morris and his colleagues held that "Religion is the only solid basis of good morals; therefore
education shoidd teach the precepts of religion and the duties of man toward God. "61 Yet
ironically the majority of Americans still side with the founders of this nation when it comes to
appreciating the importance of religion to moral order.
,

,

,

Tradition demonstrates persuasively that safe and enduring education must have its roots in
moral principles. Modem studies provide equally compelling evidence that the most enduring form
of morality has a religious base. And most experience suggests that individuals and nations that
disregard the relationship between morality and religion soon begin to show evidence of moral
instability.
Mircea Eliade made a valid point when he emphasized that "the spiritual history of humanity"
demonstrates "the fundamental unity of religious phenomena." Beneath the manifest differences in
religions there is a foundation; it is this spiritual foundation that sustains moral order. Eliade decries
the crises brought on by the masters of reductionism [i. e. everything must be explained by matter
acting on matter]-from Marx and Nietzsche to Freud. He refers to modernism as "the ultimate
,

"

"

"

John Eidsmoe Christianity and the Constitution: The Faith of Our Founding Fathers (Grand Rapids
Michigan: Baker Book House, 1987.) p. 188.

(
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stage of desacralization and indicates the result is "the complete camouflage of the 'sacred'-more
precisely, its identification with the profane. 62 Herein lies one of the most pervasive deceptions
regarding moral education. When the people of the school ignore or alienate religion they disengage
one of their most powerful resources.
'"

'

For example when children are grouped according to their beliefs in the importance of
religion or religious participation (church attendance) statistically significant differences appear in
many measures of ideals and behaviors important to the moral school. In the Utah data set the highly
religious and less religious students had significantly different scores on substance abuse (particularly
alcohol), work ethic and achievement orientation, honesty and integrity stealing and telling lies,
rebelliousness, locus of control and vulnerability and susceptibility and resistance to peer pressure.
On all of these measures the highly religious students exhibited the most desirable responses.
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For instance

in the Utah study 80 percent of the highly religious group was opposed to
adolescent use of alcohol. Regarding a work ethic 88 percent of the highly religious reported always
or usually trying to do their best, while only about two-thirds (68%) of the less religious students so
reported. Both groups of students were strongly against lying and stealing, but the differences were
significant in favor of the more religious. On behavioral measures, however, neither group lived up
to their beliefs. Most students admitted to lying (83%), and only about half (45%) indicated they
would be willing to return money they found.
,

,

Regarding rebelliousness the statement "It's okay to break the rules if you don't get caught"
was agreed to by only six percent of the highly religious students, but was endorsed by 24 percent
of the less religious. For the statement I like to push the limits 13 percent of the highly religious
and 30 percent of the less religious students agreed. Less religious students seem to feel they have
less control over their lives: 19 percent reported that "I can't change what happens to me in the
future," while only five percent of the highly religious students so reported. Concerning peer
pressure, 80 percent of the more religious students agreed that it is important to do the right things
even if you lose friends, while only 53 percent of the less religious students agreed. These data
aflfirm the conclusion reached many years ago by the philosopher Will James, when he published The
Varieties of Religious Experiences: Religion is vitally important because religion makes a
,
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difference.

The Tennessee study also confirmed that religiosity as determined by both a self-evaluation
and a measure of church attendance, was significantly related to several important values. Examining
results between two groups-the highly religious and less religious-revealed a number of
distinctions. For example, the more religious students were more likely to say it is wrong to fake an
excuse from home or to drive a car without a license, but there was no difference in the response to
copying other students work. More religious students were more likely to rely on their parents for
advice, feel guilty when they broke rules, and do what they were told, and they were less likely to
,

i
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.
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62Mircea Eliade A
xv-xvi.

History ofReligious Ideas vol. 1 (Chicago: The University of Chicago Press 1978. pp.
,
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ignore the rules or run away from home. But religiosity had no reported correlation with academic
achievement substance abuse stealing, or fighting for this group.
,

,

The presence of the religious impulse was also evident in the Oregon students. When asked
How important is religion to you?" over half (54%) said it was "quite" or "very" important. Only
one-fifth (20%) said it was not important and one-fourth (26%) said it was "somewhat important."
Over half of these students claimed that religion is important in their lives and three-fifths (59%) of
"

"

"

,

,

them attended church once a week or more.

Adolescent Sexuality

Another dimension of the positive base upon which moral education can be built is in the area
of adolescent sexuality. Contrary to the impression given by both professional journals and the
popular press, the majority of students value abstinence-waiting until marriage before having sex.
Although for some groups of students (blacks, inner-city youth, emotionally deprived etc.) the
picture is dismal, the majority of young people evidence a strong base of values upon which to build.
This is particularly true for those who come from intact families. Family structure it appears is
strongly related to sexual values of adolescents.
,

,

,

Students living with both parents report higher standards of sexual behavior and lower
intention to engage in sex before marriage.

This relationship holds in their reported attitudes

,

intentions and actual behavior.
,

Considering the responses of 9 500 high school and middle school students throughout the
,

United States we see that the values and attitudes of most adolescents favor abstinence.63 Due to
,

the well-meaning zeal of those who want to "do something" about a serious problem along with
misleading definitions of sexually active research reports frequently distort otherwise positive
conditions. For example, over half (53%) of the students in this survey reported agreement with the
statement Premarital sex is against my values and another 21 percent said they were "not sure."
,

"

"

,

"

"

,

Even higher percentages agreed with more pragmatic statements of abstinence values such as
premarital sex creates problems (75%), "best wait until marriage" (75%), and "premarital sex makes
no sense (64%).
"

"

"

Student agreement with these statements of values related to sex are highly consistent with

their self-reports of sexual behaviors. For example 86 percent of the students who agreed and 94
,

"

percent of the students who strongly agreed with the statement Premarital sex is against my values"
were virgins and only two percent of those who agreed and only one percent of those who strongly
,

This

data comes from a combined data set of students from five data sets in various parts of the United

States. The students came from the midwest and northwestern parts of the United States as well as the states of
Oregon and Utah and students attending parochial schools in the eastern part of the United States. The data is
from pretests given before these students participated in various sex education programs. The total number of
students in this combined data set is 9 506.
,
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agreed with that statement were sexually active (defined as having had sex within the past four
weeks and having previously had sex five or more times).
It is our perception that most youth do understand feel good about and generally practice
,

(
i

,

what they believe regarding sexual conduct-including chastity before marriage. Intentional social

(

messages that promote sexual promiscuity often created by greed driven interests, and perhaps some
well-meaning adults, appear to be primary sources for eroding this residue of youthful resistance. We
believe it is reasonable to conclude that: sexual promiscuity among our youth is a practice that is
promoted by adult sponsored interests more than it is a natural expression of the youthful majority,
who ultimately suffer the personal consequences of a contaminated moral environment. The youth
are prepared to respond to positive moral sanctions if adults would promote and sustain such

'
(

,

(
(

standards.
(

The data support the premise that students who are highly religious (high in the felt
importance of religion and/or religious participation) are more supportive of abstinent values than less
religious students. These highly religious students also reported much lower sexual activity than their
religious peers. For example 85 percent reported virgin status and only 3 percent reported being
sexually active. In contrast, those students who indicated that religion was not important or "not
very important were lowest in percentage of virgins (55%) and highest in percentage of sexually
active behavior (16%).
,

,
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Family Influences and Adolescent Sexual Behavior
It is also apparent from these and other data that students tend to reflect family values in their
expression of personal values and behaviors. This general message is now beginning to filter into our
popular literature. The Reader s Digest for example, recently published an article reporting a study
conducted by the Digest in conjunction with Louis Harris and Associates (October 1994 issue pp. 4955). The findings described the relationship of family structure values and behavior on children's

(

'

,

i

,

academic achievement. The results were similar to the way family structure and function also

1

influences adolescent sexual behavior. Whether the child is being reared in an intact home or in some
other type of non-nuclear family is highly related to adolescent values.

(

Considering sexual behavior by family type in a data set consisting of 7 416
,

,

(

students from

throughout the United States,64 we found that 74 percent of the students reported virgin status

,

but

among those from intact families 79 percent were virgins. On the other hand the percentages among
students from other family types ranged from 54 to 65 percent with the lowest percentage among
students living with neither parent and the highest percentage among students living with mothers in
either single-parent or mother-stepfather families. Remarriage was not found to significantly increase
the likelihood of students being virgins.
,

,

,

This data set includes students from Utah

,

Oregon, Washington, Idaho, California, and several Midwestern

and Eastern states.

(

(

69

Considering those students who are most sexually active (having had frequent and recent sex)
the differences are even more dramatic. For the entire sample seven percent reported being sexually
active but of those from intact families only five percent so reported. Of students living with one
parent, ten percent reported they were sexually active, while 16 percent of those living with neither
parent so reported.
,

,

,

Thus

although the percentages of students reporting nonvirgin status (having at least once
had sex) as well as those who reported themselves sexually active (recent and frequent sex) have
risen in the past decades the sexual activity rates are not equally distributed across all segments of
society. Students who are religious are very likely to be virgins. Also, those whose parents value
abstinence are more likely to be virgins. And those who live in traditional nuclear families are more
likely to be virgins (79%). Various aspects of this information related to sexual behavior have been
,

,

,

published in professional journals, not all were included in our summary.65
The morality of the child in school is greatly influenced by the home from which he/she comes.
The studies we have sampled here indicate there is empirical support for the observation that the
following specific aspects of the home environment are related to the moral values and behaviors
reported by these children:
1

.

2

.

3

.

Family stnicture: whether the child lives in an intact home with parents who have remarried
in a single-parent family or with neither parent is related to patterns of sexual behavior when
large numbers of children are surveyed.
,

,

Family size: number of siblings and whether older or younger male
larger families (four or more siblings) are more likely to be virgins.
,

or female. Those from

Parent values: the student's perception of parental values concerning moral matters makes
a difference. When they perceive that parents strongly disapprove of teen sex 76 percent of
the males 81 percent of the females and 79 percent of all students report virgin status. On
the other hand when parents are perceived as strongly approving teen sex only 27 percent
,

,

,

,

,

of males

40 percent of females, and 30 percent of all students were virgins. These results
show that if parents approve of teen sex the percentages of youth reporting they were
nonvirgins was twice as large.
,

4

Pareiit rides: the nature and number of rules by which the parent tends to monitor the child's
or youth s behavior. Rules are related strongly to adolescent sexual behavior but the

.

'

,
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see for example: de Gaston J. F., Jensen L. and Weed, S. "Teaching Sexual Abstinence in Public Schools;
A Successful Program" National Forum of Teacher Education Jounial, Vol. 4 Number 1, 1994-1995. de
Gaston, J. F., Jensen, L., Weed S. E. and Tanas, R. "Teacher Philosophy and Program Implementation and the
Impact on Sex Education Outcomes" The Journal ofResearch and Development in Education Vol. 27
,

,

,

,

Number 4, Summer 1994.

de Gaston, J. F.

,

Jensen, L. and Weed, S. "Understanding Gender Differences in Adolescent Sexuality"

Adolescence Vol. .Number ,1995. de Gaston, J. F., Jensen L. and Weed, S. "Societal and Parental
,

Influences on Adolescent Sexual Behavior

"
,

Psychological Reports, 1994, 75, 1-2.
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relationship is curvilinear. Students who report no rules are least likely to be virgins
followed by those who report "one or two rules" and then those who report "many rules.
Most likely to be virgins are those who reported "several rules" about dating and sex.
Surprisingly about 35 percent of the students reported having "no rules" and another 35
percent reported one or two rules. Only 15 percent reported having "several rules" and the
other 15 percent said they had many rules.
,

C

c

,
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Maternal employment: nature of the employment of the caretaker parent and the frequency
of absence from the home due to this employment. Full-time employment of mothers is
related to higher likelihood of adolescents being involved in adolescent sex for all students
males and females. A higher percentage of teens whose mothers were employed full-time
reported recent and frequent sex. The highest percentage of virgins was found to be among
those students who reported their mothers worked part-time. For mothers with less
education not being employed was related to the least sexual activity among their children
but if the mothers had higher levels of education those with part-time employment related to
the least sexual activity for their adolescents.
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Family structure appears to impact several measures of moral attitudes and behaviors. The
data we reviewed indicates that students in intact families are more likely to make the honor roll and
less likely to receive failing grades. They are also less likely to enjoy seeing what they can get away
with, use alcohol, attack someone, or have friends who steal money. On the other hand, for some

1
I

measures of adolescent values and behaviors family structure showed no correlation.

I

On balance

however, one can safely assume that family influences are consistently reflected
as very important factors in studies related to children and youth. The nationwide survey of 5,000
young people in grades 4-12, commissioned by the Girl Scouts of the United States of America is one
other witness. The findings of this study conclude that those genuinely interested in children cannot
,

(

(

"

ignore the importance of the family." No other social institution, it asserts, is an adequate substitute.66
This study like those previously reported also reveals that children who frequently attended
religious ceremonies or stressed religion s importance were less likely to forsee instances in which
they would lie, cheat, steal, drink alcohol under age or make libertarian decisions about sexual
,

,

'

,

behavior.

Conclusion

We believe this brief review of evidence related to selected application research is symbolically
important. It carries a positive and hopeful tone. Together with other information and observations
that we feel are true and important, it strengthens our confidence in the possibility of creating a moral
school.
"

Education Week, vol. IX, No. 20, Feb. 7, 1990. p. 11.
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The foregoing evidence helps sustain our belief that:
1

.

There are significantly more students with strong moral foundations and a receptivity to moral
instruction than there are students with weak moral foundations and recalcitrant dispositions.
Consequently we do not need to redefine moral education as rehabilitation. We should not
abandon the interests of the majority in our efforts to assist a minority-even though those
minority needs are legitimate.
,

2

Strong families which introduce and sustain positive moral instruction are still a powerful
force in the general population and in most American neighborhoods. Curriculum and the
moral principles that sustain and flow from it need not be redefined or deconstructed to match
alternative life styles when this devalues those principles.

3

.

Traditional values regarding people property, and relationships are preferred by the majority
of both students and parents in most of our communities. Educators should seek to
perpetuate those values, rather than compromising or eliminating them.

4

.

.

,

Although there are pockets of serious difficulty most communities in America would support
a strong sensitive and equitable moral influence in their schools, based on traditional
American values. Discarding traditional moral aims as an integrated element of school
curriculum will seriously weaken and may destroy our educational system.
,

,

5

.

The primary missing component for moral education in America is positive courageous,
informed educational leadership. Such leadership must be capable of rising above five
minority but very real social factions: (a) the highly visible and very vocal popular
tolerationists (b) militant and violent conservatives, (c) passive professionals, (d) apathetic
parents, and (e) nonreceptive students.
,

,

We believe the overall circumstances in which we find ourselves constitute a positive
invitation to moral educators who desire to engage in the challenge of creating a moral school. The
social infrastructure to sustain such an endeavor in America may be damaged but it is still basically
intact. We believe the majority of citizens those who favor the security that is provided by
perpetuating traditional standards rooted in the national heritage, are there to be rallied. Courageous
individuals must be willing to step forward on the paths that lead in that direction.
,

,
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Chapter 4
Searching for Courage: Creating the Moral School

Synopsis:
Courageous leadership is the key to establishing and maintaining a moral school. This
leadership is manifest through organization, administration and instructional policies.
Because morality means different things to different people an inclusive rather than an
exclusive premise regarding the source of morality is needed in the public sector of a
democracy. The Americm heritage was founded on an inclusive view. Honoring the home
and linking it to the school is essential, as is the emphasis on non-budgetary line items in the
administrative agenda. Means should not be shifted to become ends in the education of our
children. It is important for the moral school to hire the type ofpersonnel they want the
student to become. There is a clear pattern to follow in establishing and operating the moral
,

{

school.
(

Leadership courageous leadership, is necessary to establish and maintain a moral school in
modern society. Our communities are beset with conflicting values carried in the cultural crosscurrents of western thought. Without sensitive, accurate and deeply committed leadership it is
highly unlikely that suficient support for a moral school will spontaneously arise in our
neighborhoods. The elements of support are there; like iron filings from the earth they need to be
drawn together by the magnet of courageous leadership. Beyond this gathering function the
challenges facing leaders of a moral school are significant and demand people who know who they
are and what they are about. Those who are simply content to drift with the current on the raft of

I

,

,

,

,

,

(
i

secular toleration will not sufice.

A moral school is no place for those who are "thin skinned" or for those without a clear
commitment to this worthy cause. Morality is not a product of neutrality; nor is it a fruit of fear or
rigidity. Participants who hope to build the moral school must be people of substance. They must
possess the characteristics they desire to engender in others. They can be gentle, kind, considerate,
cooperative, empathic, and charitable, but they cannot sacrifice compartmentalize, or compromise
fundamental liberties and hope to succeed. These educators will not give away the store to appease
a disgruntled customer. They will collaborate in a fair and just manner but not seek to be all things
to all people.

(

,

,

I

This chapter discusses several significant challenges that demand high levels of personal
courage and offers specific suggestions for meeting those challenges. The focus is on fundamental
concepts of organization, administration and instructional policy.
,

The foregoing topics are treated under seven headings: (1) the need for a common
foundation-recognizing the conflict that creates the factions faced by a moral school. (2) the most
reliable foundation upon which to build consensus in America. (3) recognizing traps that need to be
avoided. (4) establishing administrative structure as a social network. (5) creating an administrative

I
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focus that discerns the difference between moral means and ends. (6) the necessity of positive
administrative modeling. (7) essential elements of instructional policy in the moral school.

A Common School Needs a Common Foundation.

In America today it is difficult to orchestrate the consensus necessary to establish and
maintain a common school that is also a moral school. Described many times by many authors the
dilemma is clear: Morality means different things to different people. The leadership of a moral
school is challenged to bring unity out of diversity. Though union has long been an American claim
making it a reality in moral education remains a worthy challenge.
,

,

,

Those who framed the Constitution of the United States foresaw the enduring benefit of
fundamental ideals. They recognized the need for recurring to fundamental principles in order to
secure individual rights and free government. Moral education depends on such a framework of
mutually accepted standards and traditional American ideals provide an adequate set of standards
upon which moral education programs can rest in a pluralistic society. But the context which
preserves these ideals must be retained in order for the standards to remain functional. The people
of the moral school must deal with considerable diversity. But a moral school cannot be all things
to all people. If critical standards are compromised the entire enterprise will be jeopardized.
,

A necessary first step is to recognize the different assumptions people use to define morality
and its application. Consider the following chart. It depicts four basic views that individuals adopt
to create and implement policies curricula, and activity in moral education.
,

Sources of Theory on Morality

BASIC

DEFINITION

Traditional

Marxist

(Theistic)

(Historical)

Sociological
(Scientific)

Morality is doing
what God requires

Morality is doing
what history

Morality is
Morality is doing
conforming to social what one thinks and

one to do.

requires one to do.

mores-what

Individualist

(Autonomous)

feels one ought to do.

society requires.
PRIMARY

God knows what is

Within history is a

ASSUMPTION

best for humans and

"law" of progress

has revealed or will

that will lead to

reveal this to them.

ultimate good.

Society knows what
is best and transfers
this to each
generation of

Individuals progress
by responding to their
natural (physical &
mental) capacities.

humankind.
MORAL

Acknowledge Deity

"Deify" History

"

Deify" Society

"Deify" the Individual

OUTCOME

A challenge to the people of the school is to decide what basis shall be used in their school
to define morality and to acknowledge its sources. In practical terms this choice reduces itself to the
,

r

j
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issue of exclusive versus inclusive responses to the foundation issue in defining morality. Namely
one must decide if reality includes both spirit and matter-two building blocks-or if it is restricted
solely to physical matter-one building block. It is largely on the formation of one of these selected
premises that all moral theory rests.
,

Exclusive definitions of morality create serious factions in our republic with its religious
ethnic and economic diversity. The American tradition presupposed a spiritual as well as a physical
dimension of reality. Today, some people choose to believe that all reality is comprised solely of
physical matter. They reject the reality of the spiritual domain. To them a spiritual reality is
inadmissible and if discussed must be discussed as inadmissible. It is incongrous from this premise
to recognize a moral order that is rooted in a dimension that does not exist.

(
i

(

,

,

Inclusive definitions of morality are based on a different premise. People who favor the
inclusionary premise believe that both humans and the universe in which they reside are composed
of a spiritual and a temporal dimension. These people favor the admission and discussion of morality
as both a spiritual and a temporal phenomenon. They may conclude that the spiritual takes
precedence over the temporal but their premise allows them to acknowledge, at least in principle, the
possibility of a morality founded solely in the temporal domain.

t
(

(

i

Clearly the nature and purpose of morality are defined differently by these two groups. Those
who desire the moral school should recognize that exclusionary school policies-policies that permit
morality to be defined only in the context of matter acting on matter-are limited in their
serviceability, if not acceptability. All behaviors are perceived to be extensions of physical appetites
drives, needs etc. From this exclusively physical perspective premarital sex for example may be
viewed as natural and appropriate-it only has to be safe sex. The rationale is similar for abortion.
For those who believe there is a spiritual dimension of the person that is impacted by sexual acts there
is more to be considered. To some degree strictly physical definitions of morality can and do work
for both groups; at some point however, the strictly physical approach will become less productive
and may destroy the possibility of common consent. When this occurs there can be no enduring
moral school-perhaps no school at all. This is why we feel the inclusive premise for defining
morality is the most viable.
,

,

,

"

,

"

(
i

,

Inclusive definitions are imperative in sustaining moral unity amidst diversity. People who
desire a moral school have to tolerate a modicum of inclusion; they cannot deny the believer the
option of believing in both spirit and matter. This type of school is unlikely to emerge in the public
sector of our modem world without courageous leadership. To create and operate the moral school
requires leadership capable of understanding delineating and communicating a reasonable balance
between exclusionary and inclusionary moral descriptors.
,

There is no ready-made fail-safe recipe to insure the success of efforts to establish a moral
school. We must be both honest and realistic. Personalities are involved. Social circumstances may
preclude sufficient unity or agreement on the way subject matter is administered in an atmosphere that
honors right and wrong. However, evidence affirms that the majority of Americans are very much

(.

i

,

(
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committed to cooperative support of traditional moral values values which represent an inclusionary
premise. Both colonial and public schools were initially established on this assumption. People of
the school have more going for them than against them. Ignorance is the great barrier; informed
leadership can overcome ignorance. People of good will are capable of collaboration. America has
experienced this type of unity ever since the Mayflower Compact united two factions separated by
the same conflicting premises we have identified. It is still possible.
,

The purpose of this chapter is to briefly describe specific insights processes, and principles
that will assist courageous leaders in creating the moral school.
,

The American Heritage: Then and Now

We believe that every nation possesses that degree of moral order which it is willing to honor.
What it does not honor it soon loses. This moral order is preserved in the ideals of the social
traditions in the society. We agree with Will James observation: "There must be some fusion ... of
some unhabitual ideal however special with some fidelity courage, and endurance" in order to create
a significant life.67 This fusion of the physical and that which transcends the physical (the spiritual)
is housed in the individuals who constitute the aggregate society. To exclude this dimension of the
human experience is to exclude the person who has experienced it.
,

,

,

The most easily accessed and likely consensual basis for morality in the school therefore,
,

resides in the heritage of the people the school is to serve. The people who constitute the society are
the repository of the existing moral order. These people may believe in their heritage more strongly
than they live it. Consequently, the people of the school must look to the ideals and not to the
practices of society in order to find the proper moral foundation upon which to build their school.
People tend to support (particularly for their children) what they believe to be right even though they
might not fully comply with those beliefs. For example we feel that a school principal should
establish dress codes and language requirements that reflect the desired ideals of the community and
not simply conform to the current fashions or speech patterns of the day. For some Mini skirts and
profanity may prevail at home or on the streets; this does not mean they should prevail in the school
if the community has higher aspirations.
,

,

In the process of creating a moral school dilemmas soon become apparent. A major dilemma
,

in America for instance is the current conflict between the theistic and nontheistic views of the
,

,

world. It is popular among academics in twentieth century America to promote
"

"

"

scientific and

"

foundations for personal conduct refusing to acknowledge "theistic" standards for
morality in public schools. As one writer adroitly noted it seems comfortable for nontheists to say:
we already had the Enlightenment and their side (the theists) lost."68 Now we have the power and
they don't. Ironically the traditions of our society are substantially rooted in the theistic view and
autonomous

,

,

"

,

,

"

Will James Talks to Teachers (Cambridge Mass.: Harvard University Press 1983) pp. 165-166.
Carter The Culture ofDisbelief: How American Law and Politics Trivialize Religious
Devotion, Basic Books, 1993. p. 182.
,
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a majority of the citizens always have been and are still theists. As theists we are not willing to
capitulate; we believe schools can be created that honor and respect religious liberties.

(

(

,

Eighty percent or more of the present population in the United States avow theistic premises.
Denying this perspective in policy or practice tends to destroy rather than create moral schools.
Currently, the believer is curricularly disenfranchised. No modern textbook is currently written on
theistic premises; all texts are written to conform to nontheistic assumptions. The moral school must

i

permit its patrons to acknowledge and honor a theistic tradition as well as a secularist perspective.

,

This means the theistic perspective needs to be acknowledged in the curriculum. To do otherwise
is to morally disenfranchise those patrons whose standards of right and wrong are based on theistic
beliefs. In the modem world establishing and maintaining inclusionary policy and practice requires
courageous leadership. The fear factor that has been induced in public school personnel regarding
theistic discussion is as astounding as it is obstmcting.
,

Many professional educators adhere rigorously to the secularization hypothesis: that the
more secular the society becomes, the less need for the sacred. This outlook has caused many
Americans to believe it is somehow illegal for a school to permit its patrons to acknowledge morality
as an extension of theistic beliefs. This is not true, nor should it be. But the intellectual confusion
"

causes many of the believers" to be at odds with each other as much or more than they are with the

policies and practices that circumscribe their beliefs. Believers in the theistic viewpoint often become
their own worst enemies, defending secular policies that contradict their own beliefs-usually in the
name of religious freedom. Skilled leadership is necessary to create the inclusionary blueprint on

I

(

which the moral school is built.
i

Those who desire to have a moral school that will accommodate a diversity of individual belief
patterns must establish a moral context that will allow common values to be sustained although moral
premises differ. For example, a person may choose to be honest because God says it is good to be
honest. Another person may choose to be honest because society says it is good to be honest. A
third person may choose to be honest because it is in his or her self-interest. Whatever the root of
the belief, honesty can be a common value, a part of the moral order in a moral school-if people are
permitted to tie that value to its true root. Excluding the theistic premise for morality reduces the
strength of the foundation on which the moral school depends for its continuation.
C

.

(

(

(

S. Lewis argued the case against exclusionary educational policy quite vividly in his essay

The Abolition ofMan. Lewis believed and so do we that moral education will fail if people exclude
,

,

the right to recognize the spiritual domain. The adoption of an exclusionary policy that prohibits the
believer from publicly acknowledging his or her belief in a spiritual domain or realm of existence
discriminates against the vast majority (85%) of citizens.

(
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Fatal Traps: The Danger of An Exclusive Denial
Problems arise when schools modify their curricula in ways that deny the moral foundations
personal choices. This has happened to American schools in recent decades. We
have drifted far from the liberty of expression that undergirded the moral moorings of Webster and
McGufly, or even from the mindset of earlier decades in this century, such as that portrayed in "The
Waltons" of past television fame. We do have a curriculum and in some ways a very superior
curriculum to that of yesteryear. But today s curriculum does not rest on the same principle based
foundation; it floats on a sea of relativism that is currently being driven more and more by tides of
political correctness.
'

of the individual s

'

True there is evidence of increased attention in the direction of moral education. Books like
,

William J. Bennett's The Book of Virtues (1993) suggests we look back a century or more for
guideance and Thomas Lickona s Educating for Character (1991) provides a contemporary
smorgasboard of application strategies-something for everyone. One can also consider the values
dimension of those seeking to energize and correlate school reform such as John Goodlad and
Theodore Sizer or even the efforts of the coalition promoting the right to teach about religion in the
public schools. But none of these laudable efforts really confront the issue at its roots or provide
direct encouragement and direction on creating a school with an inclusionary foundation. The task
seems to be overly intimidating.
'

Contemporary public school curricula and its supportive administrative structure
systematically fail to acknowledge the validity of non-secular liberties. Many teachers and
administrators cringe when students or others express a theistic position. We seem to be blanketed
by an unwarranted fear factor that is being perpetuated by a minority that have convinced the majority
that it is not in their best interests to be true to their personal spiritual commitments. The norm seems
to be that the public good can best be served if we set aside our spiritual roots when we engage in
public educational pursuits. We believe this is a fatal trap capable of eliminating meaningful moral
education.

The extent of this condition is revealed in many types of evidence. The written curricula
illustrate. To our knowledge not a single textbook presently used in the public schools is written to
acknowledge two domains of reality-spiritual and physical. Seemingly most if not all "acceptable"
contemporary educational literature is founded not on the traditional dualistic metaphysical view but
on a monistic metaphysical premise. In simple terms this means that all acceptable academic theory
,

,

,

,

must now be founded in the premise of matter acting on matter. The notion of spirit acting on
matter matter acting on spirit or spirit acting on spirit are unacceptable academic premises for
explaining human thought feeling, or action. At least, this appears to be the norm in serious public
or academic settings and publications. This modem mindset erodes the potential for creating a moral
school. It is a serious social barrier to overcome and requires courageous and skilled leadership .
Stepping into the conclusion that they represent a minority position is a second trap to be avoided by
those who desire to create a moral school. We might speak of this slippery spot in soft objective
language that is more or less free of emotion. For example one can be deferential and simply ask for
,

,

,

,
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equal consideration-resisting the temptation to criticize anyone or anything. Nevertheless the
intellectual danger remains and the error of believing you are a minority because you have been
excluded seems everpresent. This mental mistake sucks its victims into the intellectual quicksand of
secular neutrality; a move that is fatal to imperative moral provisions-standards-which will
inevitably suffocate in the soft center of relativism.
,

1

(
,

(

Allan Bloom's book The Closing of the American Mind became a bestseller because he clearly
disclosed and described this snare on the first two pages. He pointed out the danger in his opening
sentence "There is one thing a professor can be absolutely certain of: almost every student entering
the university believes, or says he believes, that truth is relative." Bloom then explains how these
students have been carefully schooled in the doctrines of equality toleration, relativism and openness
to the point that the only enemy is not error but absolute truth. "The true believer is the real danger."

i
,

,

,

This conclusion struck a resounding chord with Americans.
"

The old view

"

1
(
(

of what it means to be an American said Bloom

was that "by recognizing and
accepting man s natural [inalienable] rights, men found a fundamental basis of unity and sameness.
The new view promoted by "the recent education of openness has rejected all that. It pays no
attention to natural rights or the historical origins of our regime. The new view "is open to all kinds
of men all kinds of life-styles all ideologies. There is no enemy other than the man who is not open
,

,

'

"

"

,

,

!

to everything."69
Explaining the public impact of this argument Reader's Digest editor Ralph Kinney Bennett
characterized the message as elbowing its way into national consciousness because . . . [the] stinging
criticisms reached beyond the campus to all of American society. The outrage that made the book
an extended bestseller was rooted in America s fundamental allegiance not to the recent non.

"

"

'

"

judgmental openness" but to "the great moral truths upon which civilization rests. "70 Leaders of the

'

(

moral school must acknowledge and rally this traditional commitment to their cause.

Administrative Structure of the Moral School

Linking to the Home and to Other Social Agencies. Public school systems are an outgrowth
of the American heritage. Implemented during the nineteenth century the public school in America
was conceived as an employee hired by the home through a local school board. The local board in
turn was supported by local and state governments which were also perceived as service agencies
created and sustained by residents of the home. In loco parentis was the concept; school people
were to stand in the place of the parents. The idea and the structure was compelling and it nurtured
what became the greatest educational partnership on record-the envy of the world who watched it
,

,

,

,

,

prosper.

69 Allan

Bloom The Closing of the American Mind: How Higher Education has Failed Democracy and
Impoverished the Souls of Today's Students, (New York: Simon and Schuster, 1987). pp. 25-26.
70
Reader's Digest, October 1987. pp. 81-82.
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Wittingly or unwittingly this pattern was sustained by one of the most conclusive findings of
the social sciences: Socialization occurs most quickly and effectively M'hen there is close agreemerit
between the home philosophy and the philosophies of other socializing agencies, such as the school
and the church. The more conflict there is between these agencies, the slower and more uncertain

the process of socialization becomes.11 During the past few decades this traditional pattern has been
significantly altered in practice. The agreement of home school, and church on moral issues has
weakened dramatically. This network is a vital requisite to establishing and sustaining the moral
,

school.

In a number of ways the home appears to have abdicated many of its former responsibilities.
the public schools have been expected to do tilings that such schools were not designed to
do and perhaps are incapable of doing very well. This shift in responsibility has been met by
professional educators with self-protective organization and with demands for more money and other
benefits. The rapid growth in student enrollments and increased requirements associated with
professional training of educators have also had their impact. Many forms of selfishness in this
profession as in others have combined to weaken the allegiances so necessary to a strong and viable
In turn

,

administrative network.

Lay boards preoccupied with providing physical facilities and expanded services for the
growing student body, have relinquished many of their directing powers to formally trained,
,

credentialled employees. New policies and practices have been fostered. Public education has been
authority and responsibility have and are being rearranged. Decision-making
powers have fled upward and outward, along with the changing channels of finance. To weaken or
destroy the lay board is to weaken or destroy the necessary administrative network. Centralizing
control is neither an asset or facilitator for moral education. Poland Russia, and many other
countries are witnessing to this fallacy as the Iron Curtain has fallen. America should take note.
Social authority resides first in the family from whence it is delegated to other agencies.
Abandonment of this premise can disrupt the very values we seek to promote.

bureaucratized. Power

,

,

For example consider the consequences of shifting too much authority to agencies that lose
,

sight of the individual and family unit from which power was initially derived. Federal aid to
education increased from about 300 million in 1958 to approximately 13 billion in 1978 (a 4300
percent increase in 20 years) and is currently near 30 billion. This financial input has significantly
impacted educational policy at the local level not so much by the volume of dollars as by the controls
,

associated with the dollars.

Social legislation such as bussing requirements and various consolidation policies
,

,

have

seriously disrupted the idea of a neighborhood school facility. Regulations regarding the receipt of
federal and state moneys have modified curriculum programs and personnel hiring policies. Schools
are increasingly being perceived as distribution centers for government services to pre-schoolers as
well as aged adults. The role of the family has been altered-in some ways displaced. We realize
"

Bernard Berelson and George A. Steiner Human Behavior: An Inventory of Scientific Findings (New
1964) p. 71

York: Harcourt, Brace and World Inc.
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their are supportive arguments but there are also inevitable consequences. One of these is that the
foundations of the public school have been significantly altered

i

,

.

The changing foundations have in turn altered the schools In most areas of the United States
.

,

the traditional school pilings of neighborhood-centered, parent-directed, and professionallyassisted schools have been replaced with area-distributed, professionally-directed and parentassisted educational programs, (see figure below). The locus of control in public schooling has been
,

altered dramatically and the primary loss has been credibility in the fabric of the social network that
nurtured a moral infrastructure in the community Trust levels have dropped dramatically and
cynicism has risen precipitously. These conditions have to be reversed in order for morality to
flourish. A moral school requires a community with a modicum of harmony
.

.

Shifting Foundations
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As this process of weakening the community network has edged morality out of the
central position in America s educational systems the results have not been very positive.
Conflict, contention, and public dissatisfaction with public education have skyrocketed into
showers of reform movements. In response to the Federal publication Nation at Risk (1983)
hundreds of documents have emerged across the country representing concerns in every state.
The debate of the day is whether the public school system can be successfully reformed or
whether it is destined to eventually decay and self-destruct? At times considerable excitement
surrounds the issue and terms like empowerment, reconstruct, year-2,000, corporate centennial,
etc. are being linked to the word education.
'

,

,

,

,

Increased attention is being called to the need for schools to address moral issues. These
moral concerns are expanding and becoming more intense. Increasingly editorial space is given
to the topic of moral regeneration. As one publication expressed it, "There is a great yearning in
,

the country to provide our national life and institutions with a larger moral dimension."72
Education is more than an economic imperative it is a moral imperative. "The nation's hunger for
a public commitment to social and moral betterment is not a simple nostalgia beckoning a return
,

"

to the simplicity of bygone days, "it is a profound and anxious desire to arrest decay."73 There is a
growing awareness that anxiety can turn to fear that may lead to panic.

Teachers used to worry over chewing gum spit wads, and lunch-line conduct; now they
,

must focus on guns gangs and physical safety. Creators of school curriculum are preoccupied at
one end with politically correct multi-cultural issues and at the other end with national
achievement scores-lest America lag behind her competitors in the international community.
Education may or may not be undergoing reconstruction but it is in a state of reevaluation and
,

,

,

this itself raises some enigmatic questions. Has the movement of the control mechanism away
from the family toward other social agencies fostered aims in education that are inconsistent with
its potential? Have means been shifted to ends in order to pursue these social objectives? What is
a reasonable educational expectation?

What Impact Does Schooling Have?

Reviews of educational research seeking to measure program experiments conducted over
the middle decades of this century reached similar but less than comforting conclusions:
,

The impact of schooling on children is far less than we had thought it to be.
We are unable to measure the long-range outcomes of schooling on a child with the tools

1

.

2

.

available to us.

72

U

SNews and World Report August 8, 1994. p. 88.
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73Ibid.

,
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We are unable to measure the long-range outcomes of schooling on a child with the tools

2

.

available to us.

f

f
{

Schooling may be only as effective as the quality of the entrants.74

3

.

We are unaware of any conclusive research since that time that has significantly modified
these conclusions. Quite to the contrary, we hear frequent observations that further substantiate
these propositions. Such conclusions have caused more recent evaluation and assessment efforts
to shift from assessing general program claims toward examining the specifics of what is and is
not happening in education.75 The single primary constant in this formal examination of public
education appears to be the vital and necessary role of the family-an institution that in our

>
,

,

culture is under considerable duress.
For moral educators the essential lesson is that the social structure most conducive to the
,

moral school is the structure that retains a central and powerful role for both parents and local
boards of education. The validity of a conclusion expressed by Britain's E. B. Castle nearly half a
century ago seems to be increasingly apparent. In the epilogue of his monumental study
Educating the GoodMan (1958) he observed: "More important than the theories of
philosophers has been the almost unbroken emphasis over two thousand years on the home as
the centre of moral education; and more than this, on the home obedient to its God or gods." He
spoke plainly and simply about this fundamental truth.
[T]he fact, obvious to any intelligent observer, [is] that the school can never work alone or
succeed alone, that its success or failure in moral guidance is determined by the spiritual

/

i

K

values of the adult community in which the teacher works and the children live.76
The more removed local boards and parents become from the foundation and authority
roles of the school, the less likely there will be a voice of consensus on crucial matters that
support a moral school. This proposition argues for decentralization of power. It is antithetical
to the idea of a monopoly which centralizes control. This is hardly a new discussion in public

(

i

.

\
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Examples of studies that lead to these conclusions include: How Effective Is Schooling? A Critical Review

of Synthesis ofResearch Findings, R-965-PCSF (Santa Monica: Rand Corporation March 1972), reprinted as
Averch, Harvey et. al.. How Effective Is Schooling? A Critical Review ofResearch (Englewood Cliffs, N.J.:
Educational Technology Publications, 1974); Are America's High Schools Effective? Institute for Social
Research Newsletter, Autumn 1972 (Ann Arbor: University of Michigan); Christopher Jencks et al.
Inequality, A Reassessment of the Effect ofFamily and Schooling in America (New York: Basic Books
,
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1972.)
75For

example see United States Department of Education What Works: Research about Teaching and
,

Learning (Washington, D. C.: Government Printing Office, 1986); John Goodlad, A Place Called School

(New York: McGraw Hill Publishing Co., 1984). David S. Webster "Does Research Productivity Enhance
Teaching" Educational Record, Fall, 1985, exemplifies another aspect of the growing uneasiness; the canon of
the University-research-appears to contribute little if anything to teaching effectiveness.
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education.77 Highly

centralized state school systems seldom see any need or compelling purpose
for decentralization of power or for local boards of control. We feel this thwarts the moral
school. Despite national level efforts to downplay the significance of local boards of education
they are critical factors for the moral school.
,

Structurally the moral school must have the support of parents and local boards in order
,

to sustain sufficient consensus to remain effective. Schools that distance themselves from the

power and influence of the family unit will be unable to sustain a moral order rooted in personal
volition-inevitably they will find it increasingly necessary to use coercion to establish and
maintain order. In matters of morality force tends to be both ineffective in the long term and very
expensive.
,

Administrative Focus: Means versus Ends

Keep Non-budgelaiy Line Items on the Agenda. As American education has borrowed
heavily from corporate thinking and practice during this century the emphasis on quantitative
measures money, and balance sheets has increased. One questionable result of this adaptation of
business strategies to education was a de-emphasis on matters of morals and character. The quip
if it cannot be measured then it doesn't exist or isn't important" can be misleading. When leaders
are obsessed with tangible results and with quantifiable demonstration of those results little room
remains for promoting patience, honesty, virtue, long-suffering, kindness, gentleness, meehtess,
and love. Leaders of the moral school must not allow budgetary line items to take precedence
over moral principles. When the primary focus switches from nonquantifiable moral principles to
those quantifiable items directly connected to dollar costs the nature of the education changes.
,

,

,

"

,

,

Although modem administrative theory and practice did not begin with the idea of
separating moral purpose from instruction, it facilitated ignoring moral values and stressing
utilitarian practices. When Paul Hanus helped pioneer the adaptation of modern corporate
management theory to education just as Frederick W. Taylor helped popularize it in business, he
saw the innovation as a noble work. He intended that this application would further the spiritual
and material advancement of the student. But due to the influence of the secular hypothesis the
intended fusion of moral and material objectives did not develop.
,

"

"

,

Rather

a gradual separation occurred-first between the state and religion and second
between morality and subject matter. The new administrative pattern with its emphasis on
quantifiable line items, was fused with the secularization of the public schools. The moral ends of
,

,

traditional education were obscured then lost

by the administrative preoccupation with temporal
means. The business tool overshadowed the educational process. Under the often politicized flag
,

,

"

see e. g. Robert B. Everhart The Public School Monopoly: A Critical Analysis ofEducation and the State

in American Society (Cambridge Mass.: Ballinger Publishing Co., 1982); Joel Spring The American School
,
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(White Plains, New York: Longman Inc., 1986)
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of scientific eficiency, the moral order and the effectiveness of the neighborhood school were set
aside.78

One outcome of these administrative practices is that curricular means have become
program ends. Traditionally, the ends of education have been moral and spiritual. Often the
distinction between means and ends has been marked in the literature by the phrase in order that.
It has been conventional to phrase goals for Johnny and Mary as follows:
Means

Ends

To think for themselves

in order that

?????????

To acquire a love of learning

in order that

?????????

To learn to read

in order that

?????????

To write and do arithmetic

in order that

?????????

To attain high achievement scores

in order that

?77??????

To seek excellence

in order that

?????????

etc.

The ends statements were then supplied with expressions of moral purpose-the ends of
education-on which there was consensus. For example Johnny and Mary should learn to read and
write so they could read the Bible or in order that they could vote so patriotism would be cultivated
etc. As the consensus waned the tendency was to ignore the "old" ends of education and use the
former means as ends in themselves. The result has been that many of the former means of education
,

,

,

have become the ends.

It takes courage to retain the traditional ends. Children should learn to read is now an

operationally defined end in education. In most schools settings there is no in order that other than
to achieve acceptable scores as measured by various types of testing devices-or perhaps to graduate
or to get a job. Moral purposes for literacy are conspicuously absent. Most recently concerns have
arisen about the ends of school curriculum becoming a means to socialize political correctness. These
78See for

example chapter 10
,

,

"A

"

pretty Nasty Fight pp. 188-202 and the "Epilogue" pp. 203-212 in Thad

Sitton and Milam Rowold Ringing the Children In: Texas Country Schools (College Station: Texas A & M
University Press 1987) for an interesting account of the way nationally oriented educational and political
,

interests forced consolidation and methodological changes on country schools in Texas despite contrary
findings from their own empirical studies.
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conditions reflect the confusions that arise in the absence of standards in the local community that
focus schools on concensual moral purposes.
The modem shift in emphasis from ends to means results from the trend of complex formal,
budget-based administration to make the quantifiable and dollar cost identity of means to become the
ends. Terms such as cost-effective, performance standards, criterion referenced, bottom line and
our product have now replaced the moral language used by past educators. For example state
teaching certificates bestowed upon teachers by states no longer contain phrases such as "This
certifies that (
) is a person of good moral character ..." that were common during
the earlier part of this century. Non-budgetary items seldom appear on the meeting agendas of school
administrators. A subject not related to a dollar cost item is unlikely to get regular or serious
attention. Schools now tend to be governed by budgetary matters not moral matters.
,

,

"

"

,

,

Administrative Modeling
There are simple and powerful practices that courageous people of the school can follow to
establish and sustain moral impact in their schools. One of these is to model the moral aim
administratively.

Hire the Type ofPersonnel that Patr-ons want Students to Become. Students learn best when
they have experiences with living models with whom they can test the information they encounter.
Truth is manifest through personality. When students cannot interact with moral models they tend
to withhold full commitment to the principles they are being taught. Hypocrisy obstructs rather than
facilitates moral education. Teachers must be living witnesses of what they teach. The specific
number of positive models does not seem to be the critical factor; the child does not need to be
surrounded with good models at all times. But children recognize integrity. The greater the
consistency between what significant personalities say and what they do the more likely the students
are to be impacted-for good or ill. Leaders of the moral school will enjoy greater success if they
hire moral personnel. No other function or combination offunctions can compensate for failure in
,

,

this area. Consistency in the form of integrity is the hallmark of character

.

Establish and Sustain Policies Consistent with Community Ideals not Practices. The
definition of community here begins with the traditional national heritage and includes the local
community standards. When the local community's ideals sink below those espoused by our
American heritage the moral school is in serious jeopardy. But this should not lead to immediate
pessimism. The foundation for high ideals still resides in most of America s communities. The
problem is that these ideals are often ignored and contemporary practices substituted in their place.
The challenge facing the moral educator is to identify these ideals inculcate them into administrative
policies, and secure community support for them. Too often, vocal minorities (sometimes in the form
of federal and state regulations) succeed in pressuring school personnel into adopting community
practices or professional fads rather than community ideals as the standard by which they run the
schools. Don t let fleeting fads obscure moral maxims is a useful guideline.
,

,

'

,

'

,

86

The Constitution permits far more than it prohibits. The Constitution does not prohibit
Americans from being honest, virtuous, temperate patient, kind, unselfish, considerate, grateful,
helpful trustworthy, and responsible. When community ideals are consciously perpetuated in the
policies and practices of the school as an institution, the school will find itself less likely to promote
or succumb to passing social or educational fashions and practices that may be in contradiction to
,

,

such ideals.

!
(

Avoid Emphasizing Simulation and Promote Contextual Legitimacy in School Curriculum
and Practices. Simulated experience can be a major element in formal education. It may be the only
option in some classes-like geography. In moral education however, it has serious limitations, and
these should be recognized. Because a person's commitment (investment) in situations can be
tentative and not significant as it impacts on values simulation can be nearly useless in moral
education. The school is in one sense already a simulation experience. A curriculum that is also
mostly simulation just waters down the impact especially in the area of moral education. Much of
the so-called moral development values clarification and values analysis curricular material falls into
this category. Moral choice is more than a simulated excercise.
,

,

(

,

,

,

Administrative policy should invoke and sustain clearly defined moral ideals with which
students will come in contact as participants in the school program. Moral order must first exist in
order to be perpetuated.

Instructional Policy

Respond to Student Desires in Terms of Universal and Cultural Standards. Schools will be
most effective in moral education when they help students pursue (1) happiness (2) success, (3)
security through acknowledging a supreme power (4) a moral interpretation of their experience, (5)
an understanding of the purpose of life and (6) a continuation of existence in harmony with the
American heritage as envisioned by the Founding Fathers.
,

,

,

Use Curriculum Consistent with the National Heritage-not curriculum dictated by the
secularization hypothesis. Textbooks outlines, and philosophies that reject or supplant the moral
ideals of the past with propositions that propose a new foundation for morality should not be the only
materials used. Students deserve a balanced view as well as an acknowledgement of which views
various societies have preferred-legally as well as socially. However research shows that a
balanced approach is not found in contemporary school curriculum. This must be changed or the
likelihood of establishing a moral school is dim-very dim.
,

,

,

The public school system can presently be classified as teaching a secular view because it does
not pennit an open discussion of the sacred view. It is easy for students 80 to 90 percent of whom
come from a Judeo-Christian background to conclude the following from the current curriculum:
,

,

(
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(a) That "traditional theism, especially faith in the prayer-hearing God, assumed to love and
care for persons to hear and understand their prayers and be able to do something about
them is an unproved and outmoded faith";
,

,

(b) That "moral values derive their source from human experience", and that "ethics is
needing no theological or ideological sanction";

autonomous and situational

,

(c) That "the human species is an emergence from natural evolutionary forces";
(d) That "the total personality is a function of the biological organism transacting in a social
"

and cultural context ;

(e) That "no deity will save us; we must save ourselves"79
Contemporary school curriculum does little or nothing to suggest that any of these five ideas are not
true. It does many things to suggest they are true. This subtle kind of indoctrination is as serious an
encroachment on personal freedom as permitting a singular theology-Catholicism Judaism,
Mormonism Episcopalianism or any other sect-to shape and control the public school curriculum.
There is abundant evidence to show this is precisely what has happened to America's schools.
,

,

Previously cited studies of contemporary public school textbooks and curricula indicate that
nearly all references to traditional religion and morality rooted in transcendent values have been
removed. All statements that acknowledge the existence of and a role for deity in the lives of
individuals as well as the life of this nation, have been removed.
,

Ironically the U. S. Declaration of Independence explicitly acknowledges the supernatural
premise and so do all fifty state constitutions-the very documents that establish the public schools.
For example the preamble to the State Constitution of Indiana reads: "We, the people of the State
of Indiana, grateful to ALMIGHTY GOD for the free exercise of the right to choose our own
form of government, do ordain this Constitution." The California preamble is similar: "We, the
people of California, grateful to Almighty God for our freedom, in order to secure and
perpetuate its blessings, do establish this Constitution." Utah s constitution begins: Grateful
to Almighty God for life and liberty, we, the people of Utah, in order to secure and perpetuate
the principles of free government, do ordain and establish this Constitution."
,

,

'

"

In contrast to the focus on God reflected in these fundamental documents numerous writers
,

have described how America has moved away from her heritage. A sacred/secular faultline is
apparent in her recent history. James Turner in his book Without God Without Creed (1985) is one
of many who provide a meticulous documentation of America s intellectual community and its
movement away from a belief in God. George Marsden adds additional evidence in his work The
Soul of the American University (1994).
,

,

,

'

,

79Paul

Kurtz (ed.) Humanist Manifestos I and II (New York: Prometheus Books

,

1973.

(

(

(
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Daniel Yankeloviqh hints at the social faultline imagery when he summarizes research he and
his associates have conducted over several decades. Finding the shift away from belief in God
analogous to the plate tectonic theory associated with geologic formations he says, Increasingly in
recent years our studies of the public show the giant plates of American culture shifting relentlessly
beneath us. The shifts create huge dislocations in our lives."

(

Marvin Harris responded to the same phenomena with a title statement: Why America
Changed: Our Cultural Crises (1981). He used anthropological data to fuel his analysis. Also
recognizing the shifting foundations, Irving Kristol commented in 1972, Already an entire generation
exists which simply cannot believe that American school textbooks used to extol self-denial as a
virtue. It was his observation that "our world is being emptied of its ideal content, and the imposing
institutional facade sways in the wind." James Davison Hunter updates the continuing saga in his

(

(

.

"

,

I

(

"

'

'

(

"

Culture Wars(\991)«0

{

these ideological conflicts reflect contesting world views which struggle for
recognition in a context of mutually exclusive assumptions. If the non-theistic secular position
prevails, there is no logical place for those who believe in a traditional theistic religious perspective.
Consequently, the "battle" rages, as Hunter's title suggests. Evidence of the consequences is
widespread.
At the root

,

,

f

(

In his extensive study of 90 American public school textbooks Paul Vitz found that none of
the forty social studies texts had a single reference to a primary religious activity occurring in
contemporary American life. The researchers noted that the consistent message in these textbooks
is that religion is old fashioned and only for those who are not up to date." In fifth grade American
history textbooks "not one book noted the extreme liveliness and great importance of religion in
American life. This religious energy is never quoted." For example, correcting for the number of
pages of coverage for each century of references to religion in America in either text or image in all
of these books combined, the results are startling. In the few pages referring to the 1600s, slightly
over ifty percent made some reference to religion. During the 1700s this figure diminished to less
than ten percent. It was 3.4 percent for the 1800s and 1.2 percent during the 1900s.
,

f

"

The secular impact on deleting the American heritage is not limited to religion; it impacts what
children are being taught (or not taught) regarding family, work, sex roles, and patriotism. For
example, the words husband wife "housewife "homemaker marriage and "wedding never
occurred in the social studies texts that Vitz reviewed. Philosophical or political correctness
"

"

,

"

"

,

"

,

"

,

"

"

"

,

,

"

"

,

8aSee also Neil J. Flinders,

"

Public School Textbooks: Reflections of a Shift in the Philosophical Foundations
Philosophy ofEducation Proceedings, FWPES, 1986 for these and additional
summaries of evidence. See Paul C. Vitz Censorship: Evidence ofBias in Our Children s Textbooks
(Servant Books: Ann Arbor, Mich., 1986) for a comprehensive analysis of 90 contemporary public school
textbooks. Looking at History: A Review ofMajor U. S. History Textbooks (People for the American Way
Textbook Series, O. L. Davis, editor, 1986) corroborates the Vitz study.
of American Education,
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however

,

was certainly evident. Distortion and bias like this in our children's texts does not enhance

the potential for a moral school.81
We learned that some of our readers recoiled at reading this type. (At this point let us pause
to acknowledge a previously mentioned reader response. We mentioned those who said they were
not interested in problems they were interested in solutions. A few expressed the information felt like
overkill. Perhaps it was for them. But our experience dictates otherwise, and many of our readers
agreed; most people who really want a moral school are not sufficiently aware of either the context
or the evidence that blocks their desire to respond appropriately or effectively. This said, we shall
move on.)
Let the processes in the human learning mechanism remain under the student's confrol and
under the influence of his or her home and church. This means the school should teach the
legitimized (not the secularized) curriculum and let the student

(a)
(b)
(c)
(d)
(e)

Discern meaning
Determine personal responsibility
Commit personal investment
Express commitment in action
Evaluate performance consequences

The agency of the individual must be honored. In the final analysis, values are created by the
individual's free expression of his or her desires.
The school is of little value to the student when it creates a biased vacuum against what most

students are taught in their homes and churches. Personal moral agency is fundamental to developing
morally mature individuals who are capable of governing themselves. The everyday life of the
educational institution can promote this capacity or it can intentionally ignore and even subvert its
development.

Striving to establish moral order by appealing to personal volition does not mean the student
is free from control. Quite the opposite. The school can represent a legitimate model of the ideals
associated with the American heritage with definite standards realistic rewards and punishments and
consistency in insisting that students face this reality. To the extent that the student s home and
church espouse ideals consistent with the national heritage the socialization process will be enhanced
,

,

,

'

,

,

accelerated, and optimized. To the extent a student chooses to rebel against these standards he or
she must be permitted to experience the consequences. Individual rights can be preserved best by
preserving the rights of others consistent with the policy statements listed above and the personal
principles cited below.
slPaul
Mich.

,

C. Vitz Censorship: Evidence ofBias in Our Children s Textbooks (Servant Books: Ann Arbor
1986) for a comprehensive analysis of 90 contemporary public school textbooks. See also Paul Vitz,
'

,

"

Religion and Traditional Values in Public School Textbooks: An Empirical Study." (Part of Final Report:
NIE-G84-0012; Project No. 2-0012; Equity in Values Education 1986.
,

{
i
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Pursue objectives consonant with those the U. S. Constitution seeks to promote and preserve.
Seven specific examples of aims that moral educators could pursue that would be in harmony with

(

(
(

a constitutional context are these:
1

Freedom to Act. Affirming the feeling of moral agency by making moral choices.

2

.

Self-identity : Acquiring a positive confirmation of who we are and what we are capable of
doing and becoming.

3

.

4

.

.

5

.

6

.

Self-discipline: Exposure to personalities rules, and principles that elicit self-control and
individual governance.

i

,

Mutual respect: Promoting the disposition to treat others as we would like to be treated.

!

Self-development: Experiencing growth through acquiring and demonstrating proficiency in
knowledge and skills that contribute to personal and social satisfaction.
Personal responsibility: Preserving and protecting the rights properties, and privileges of
,

all individuals.
7

.

Self reliance: Exerting sufficient creativity, labor and frugality to sustain one's self along
with legitimate dependents.

(

,

(
.

As stated previously the learning theory espoused in this book is developed around the
expression of desire. Desire is the vital energy in a person-his or her breath of life. This life force
is the ability to invest energy, attention, and interest in a situation. The purpose of education is to
shape one s desires, primarily by exposure to knowledge-by faith in a higher order and by study of
the principles that govern everyday human relationships. Without knowledge desire cannot be
expressed and without faith desire is easily polluted and distorted.
,

'

In the presence of desire and knowledge choice is possible. As desire is expressed
humankind becomes subject to the consequences of the choices that are made-individually and
collectively. The choices one makes (wills) represent investments of time effort, energy, and other
resources; such investments create value. When a person commits his or her resources-invests
them-values are created. The extent to which a person protects these commitments and investments
is what constitutes responsibility. People are responsible to the extent that they protect their
,

,

,

commitments-their values their investments.
,

Consistently protecting or maintaining bad investments results in bad character Consistently
protecting or maintaining good investments results in good character.
.

What to invest in-what to value-is the substance of moral education. It is not in the
process of investing that people need the most assistance; it is in the direction of investment that
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they need the greatest help. How to invest is inherent in all people but where to invest for the best
return is the difficulty for which they need guidance. Providing this help is values and moral
education. And it is this very issue that has been confused by the cultural and legal practices of the
Twentieth Century. Chapter 5 provides background information necessary to understand the current
legal context and suggests how the people of the school might work within these conditions to
,

establish a moral school and enable it to function.

(
(
(

(
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(

Chapter 5

(

Establishing a Legal, Level Playing Field

;

Synopsis:
It is imperative that the people of the school seek to establish a legal level playing fieldfrom

s

,

which to pursue their objectives. The playingfield on which public education is pursued in
most states has become badly tilted during the 20th century. Significafjt efforts ha\>e been
made to disclose this inequity and noteable efforts to correct the condition have been
initiated in at least one state. Other states coiddfollow this precedent and strengthen their
position by implementing seven principles of moral education in their schools. The fear
factor among teachers that cause them to act out a denial of important aspects of the
national heritage must be reduced.

The Myth of Neutrality

There is a prevailing myth in American education that the public school is a place of neutrality.
As nice as this might sound, it is not true. Bias may be minimized made explicit and controlled but
it cannot be eliminated from human affairs. This chapter is written on the premise that rather than
pursuing the myth of neutrality, it is more feasible to establish a legally protected freedom of
conscience as part of the integrated curricular infrastructure. The moral school needs such a
foundation to support and protect it from the exclusivity that may be associated with both theistic and
nontheistic perspectives.
,

,

,

One state has already implemented a law that sustains the rights of school people to present
a balanced story-to fashion and use curriculum that acknowledges the rationales of both believers
and nonbelievers.82 This statutory provision passed both houses of the state legislature without a
dissenting vote and with the endorsement of both the ACLU and the Rutherford foundation. Other
states are pursuing similar legislation. We do not believe that the moral school can function
effectively in this nation unless the playing field is reasonably level. Historically circumstances in
some localities may have been tilted too much in favor of a particular sectarian religious bias. In
recent decades the problem has been reversed. The shift has been dramatic so much in favor of the
secular agnostic view that the traditional religious position has been unfairly excluded.
,

,

,

Some people have argued that the moral education can be fulfilled by having teachers and
students engage in various forms of intellectual gymnastics-such as values clarification or
philosophical analysis. These approaches have not proven to be effective. Simply inserting forms of
philosophy as an additional subject into public school curricula does not solve the problem. Reason
"

"

alone is an insufficient source of moral order.
S2The

core of this legislation is expressed in 53A-13-101.1 and 2 of the Utah Code (1993). An account of
"

how this legislation became a legal reality is provided in M. F. Hilton's "Recognizing Constitutional Freedoms
in the Public Schools: Reasserting State and Local Educational Policy and Practice through Non-Judicial Law"
Brigham Young University Education and Law Journal 1994.

(
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The American founders recognized this flaw and braced their work with more inclusive
assumptions. The mottoes of many states in this nation reflect this balance. Arizona: God
Enriches Colorado: "Nothing Without Providence
Connecticutt: He Who Transplanted Still
Sustains Florida: "In God We Trust," Ohio: "With God All Things Are Possible and South
Dakota: "Under God The People Rule." To espouse a purely secular perspective and an agnostic
approach to moral education is futile.
"

"

"

,

,

"

"

,

,

,

,

Circumstances today require a legally protected freedom of conscience provision to assist
those who desire the type of moral school described in this book. If moral order is to prevail the
integrity of its religious origins must be recognized and nurtured.
,

We cannot describe our heritage in values-neutered language and expect to develop an
enduring identity that will sustain moral integrity and personal freedom. Describing the Pilgrims who
were seekers after religious freedom in the deepest sense as people who take long trips, as did the
author of one public school text is not the way to sustain a moral school. There is a better way.
,

"

"

,

,

Understanding the Legal Context

In order to avoid unnecessary problems and at the same time preserve and make use of
existing freedom within the public school it is important to understand the legal context in which one
is operating. The evidence shows that the U.S. Supreme Court has followed the secularization of
academia and changed its worldview. Consequently between 1790 and 1943 the expressed judicial
assumptions of the Court moved away from vertical theistic assumptions (humankind is responsible
to a personal God) to horizontal, agnostic assumptions (there is no spiritual domain or Being to
whom humans must answer).
,

,

,

Fundamental constitutional concepts regarding the nature of man and Deity the relationship
of state and federal constitutions and governments as well as the nature and role of education in a
free society have changed. This major shift in premises has impacted both our legal and social
,

,

structures. The changes are well documented 83
,

and the main ideas can be summarized in three

"

Matthew M. F. Hilton "The Contextual Framework of Opinions of the United States Supreme Court (17901987) and its Relevance in the Evaluation of the Constitutionality of State Mandated Requirements for Moral
Education." Unpublished Dissertation (1988), Brigham Young University, Provo Utah. [A brief, yet
fundamental overview of the legal context which confronts contemporary Americans including participants in
the public school is outlined in the foregoing study of U. S. Supreme Court opinions (1790-1987). A
computor-facilitated key-word search identified more than 14 000 contextual references in court opinions of
words such as education, morality, Deity, and religion. These references were examined and reduced to a
relevant collection. Subsequent analysis indicated that the Court has changed tire presumptions it used in
reaching decisions regarding the nature of rights and judicial review. The evidence documents the Court s
twentieth-century shift from assumptions that sustained both a natural and a supernatural world view to an
exclusively naturalistic perspective. These changes are reflected in three distinct periods-1790-1868; 1868,

,

,

,

'

1943; 1943-present]

(

(
.

(
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periods of time: 1790 to 1868 (14th Amendment), from the 14th Amendment to World War II
(1940s), and from World War II to the present..

<
I

From 1790 to the 14th Amendment

(
(

Prior to the passing of the 14th Amendment to the U. S. Constitution (1868) the Supreme
Court's assumptions included such ideas as (1) humans have a personal relationship with a Divine
Creator, (2) this Creator is the source of people's inalienable rights, and (3) human beings possess a
divinely bestowed conscience that enables them to recognize the higher natural law to which societal
law and personal conduct are to be reconciled. During this early period Supreme Court jurists
expressed in their decisions a personal accountability to God to their individual consciences and to
the country. It was reasonable under these assumptions for the Court to give equal deference to
decisions of other governmental entities (the states) because they presupposed those agencies were
governed by that same theistically-based supernatural law and national allegiance recognized by
,

(

(

.

,

,

(

i

the Court.
Previous to the 14th Amendment

under the theory of states' rights the citizen was not in
direct contact with the national government. He owed allegiance to his state, and the state dealt with
the nation. That theory was set aside under the 14th Amendment. People were now considered to
,

,

have a direct relationship with both their state and the national government. In addition to specific
rights granted by the state, each citizen could now expect protection of certain fundamental rights by
the national government. This action authorized federal intervention in areas previously ignored at
the national level. Hence, the Supreme Court's modified assumptions about God, man, and nature
significantly impacted areas formerly governed by the states-particularly education.

i

/

i

From the 14th Amendment to World War 11
(

Between 1868 and 1943 the Supreme Court gradually abandoned its reliance on premises that
acknowledged influences of supernatural and higher natural law. These original premises were
replaced by legal thought anchored in (1) social consensus and (2) science acceptable to the Court.
This break with the past is illustrated in the Court's transformation in thought and act cited in two
cases heard during the decade of the 1940s. In 1940 the Court rendered a decision regarding
Minersville School District v. Gobites and in 1943 it dramatically reversed itself in West Virginia
Board of Education v. Barnette.
"

i

"

i
'

(
.

,

(

,

In the Gobites case (310 U.S. 586) the Court reviewed a challenge to compulsory flag salute
in a school district in Pennsylvania. The father of a family of the Jehovah's Witness denomination
maintained that requiring the pledge of allegiance violated their faith s interpretation of the
commandment in Exodus 20:12 to serve no graven images. He further claimed that he should be
reimbursed for tuition paid to send his child to a private school when the child was expelled from the
public school for violating its pledge of allegiance policy. A majority opinion expressed by seven
,

'

,

(
s

(
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members of the Court found that the school's

practice of pledging the flag was constitutional. They
explained that the student was free to continue attending a private school at the parent s expense if
he didn't want to participate in the public school's flag salute ceremony but that the school district
should not be required to pay for the student s private education.
'

'

Three years later in Barnette (319 U.S. 624) six members of the Court joined in a majority
opinion which found the identical practice unconstitutional. In this case a family of the same faith
were living in a school district that had adopted a State Board of Education policy established on the
basis of the Gobites decision. What permitted the Court to change its position? The Court based
the second decision on a different set of assumptions than those used in the first decision. The
situation was the same. But the new decision reflected a change in the Court s presuppositions.
,

'

The conflicting outcomes of the two cases demonstrate the significance of adopting a new
worldview. Changing the premises may lead to diametrically different conclusions. In each case the
decision is understandable in terms of the assumptions implicit in the Court. Again, the facts did not
change. The assumptions used to interpret the facts did change. The subtlety lies in the fact that
the Court does not explicitly acknowledge its rejection of the old premises and adoption of the
new. Little wonder the public is bewildered and confused.

From World War II to the Present

The consequences of Barnette are further amplified by the fact the Supreme Court under
auspices of the 14th and 1st amendments, was using constitutional law to determine educational
philosophy-an area in which it had no prior direct involvement.
,

Specific Aspects of the Court's Changing Assumptions. The Barnette decision reveals four
significant consequences of adopting a new worldview:

(l) The Court rejected the stare decisis relevance of prior precedent, which was grounded in
natural law and theistic assumptions (meaning the Court no longer considered its prior
decisions as binding upon its present decisions)
,

(2) The Court rejected the role of legislative judgment in areas that could affect an individual's
exercise of a right enumerated by the Bill of Rights (meaning the Court s view of an
individual's exercise of his rights was more fundamental than the laws passed by state
legislatures)
'

,

(3) The Court demonstrated that "scientific" proof would be required from the field of
education to establish the parameters of state action that would be considered constitutional;
thus a state

if challenged, was obligated to provide "scientific" proof acceptable to the Court
to demonstrate that its educational programs did not violate the individual's rights)
,

,

(
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(4)The Court changed its assumptions regarding the process by which an individual
internalizes societal values and eventual societal cohesion occurs: the Court assumed that

personal values are established as an individual receives situational information (stimulus),
rather than that personal values are based on free will and a divinely bestowed conscience and
that such values act on the situation as the individual makes a conscious choice. The premise
shifted from assuming that people are to act and not to be acted upon to the view that people
are simply acted upon by their environment.
,

What Major Changes Did This Introduce Into Legal Thought and Practice ?

A number of changes in legal thought emerged as a result of these changes in presuppositions
and legal practice, including (1) the source of individual rights and (2) the nature of judicial review.
The Source ofRights. The second period (1868-1943) was a period of conflict and confusion.
The Court gradually abandoned constitutional recognition of a Deity that bestowed upon man
inalienable rights as expressed in the Declaration of Independence. This change resulted as four
interrelated doctrines underwent significant change: first the concept that an individual has a
personal relationship with Deity was abandoned; second, the related concept that inalienable rights
are granted by God was gradually faded; third equality was redefined, moving from the idea that all
individuals are of equal value in the eyes of God to the idea that equality shall be defined in terms of
tangible possessions or government-granted privileges; fourth the Court began to remove from the
states and assign to itself the constitutionally-based duty of ensuring the protection of the citizen s
inalienable rights. In other words man's inalienable rights were perceived as based in government
not in God and hence subject to the Court's interpretive protection.
,

,

,
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The Nature ofJudicial Review. During the 1868-1943 period the Court adopted philosophies
consistent within its own rulings and began to change its position on when to review state action in
the moral area. Also, having abandoned the theistic assumptions implicit in the earlier interpretations
of rights and evidence, the Court s opinions reveal new and different standards. These new standards
were consistent with the Court s efforts to establish a nontheistic basis for legal continuity and

s

'

'

consensus.

!

I
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The foregoing occurred in two ways. First the Court modified the contextual framework in
which it applied standards called conscience natural law morality and "equality"-terms given
new and drastically different definitions. The new contextual framework conformed more closely
with the modem secular assumptions and the new definitions being used in its analysis. Second the
Court changed what it would accept as permissible evidence: It thus moved from accepting general
principles rooted in a supernatural (vertical) world-view toward accepting only that which can be
manifest in a naturalistic (horizontal) worldview. Reality was accepted only as it could be validated

.
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empirically. Appeals to moral conscience diminished and now seem to have disappeared.

(

t
(

(
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Specific Examples of the Legal Shift

This shift in assumptions and practice can be seen in three examples of changes in the Court's
actions:

(1) The role and definition of "conscience" as a connection of obligation between individuals
(including the Court) and Higher Law changed. Earlier (1844), the Court had determined
that innate "conscience" could even supersede stare decises-rational argument based on
prior precedent. In the third period (WW II-present), conscience is more frequently
considered simply the individual s reflection of social consensus. The Court no longer
maintains that it is subject to a divinely connected conscience that transcends reason and
social practice.
'

"

"

(2) In jury instruction, the phrase "moral certainty" was replaced by the phrase "reasonable
doubt." Jurists are now presumed to possess a rational capacity but not a moral capacity
that can be applied in the legal process.
(3) The idea that "eternal justice . . . comes from intelligence and truth" to guide the
conscience of the Court was abandoned during this period of time. Natural law" is no longer
defined as allegiance to a higher, theistically based set of principles or laws; natural law is now
considered compliance with social consent existing law, or custom.
"

,

The rejection of conscience moral capacity and eternal truth as legal suppositions which
George Washington and other founders had so strongly affirmed radically altered our legal practice.
As these fundamentals were replaced with human knowledge social practice and relative truth as
defined by the court the national value structure was set to be altered.
,

,

,

,

,

,

The implied warnings of leaders like Presidents Washington and Jefferson and Madison were
ignored. For example as Washington left office he declared: "Of all the dispositions and habits
which lead to political prosperity, Religion and morality are indispensable supports. . . Let it simply
be asked where is security for property for reputation for life if the sense of religious obligation
,

,

,

,

desert the oaths, which are the instruments of investigation in Courts of Justice."84 As Jefferson
assumed office he forthrightly proclaimed that beyond the support of a sympathetic public and the
collective wisdom of the Constitution, America was sustained by a higher power. That protection
he maintained emerged from being "enlightened by a benign religion, professed, indeed, practiced
in various forms, yet all of them inculcating honesty truth, temperance, gratitude, and the love of
man; acknowledging and adoring an overruling Providence which dispenses "happiness here and
,

,

,

"

happiness hereafter."85 And when Madison became president he said that his confidence in the
Constitution was placed next to "the guardianship and guidance of that Almighty Being whose power
regulates the destiny of nations . . . and to whom we are bound to address our devout gratitude for
Farewell Address
85First

Sept. 19, 1796.
Inaugural Address, March 4, 1801.
,
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the past, as well as our fervant supplications and best hopes for the future."86 This was the pervasive
public and legal posture of the nation.
It is clear that in the mid-twentieth century the mechanism used by the Court for defining right
and wrong shifted from what the individual should do because of a relationship to Deity and an
obligation to divinely established natural law to what legal institutions (i.e. the Court, legislature )
defined or required as necessary. A person's spoken word was no longer considered a bond (moral
obligation); rather people were held to their written and attested word (legal responsibihty). During
the second period the Court also established the concept of "legal science." This entailed more than
accepting evidence that could be defined as scientific ; the issue was what scientific evidence would
the Court accept as "established." Though the Court at this time did not obligate state legislatures
to follow its lead in establishing and conforming to the principle of legal science the process was
initiated and continued to develop. The requirements to supply physically demonstrable (acceptable
scientific) evidence eventually displaced the appeal to traditional or theistically endorsed norms and
principles. Evidence from expert witnesses became more significant in shaping decisions than
compliance or noncompliance to moral imperatives based on Higher Law.
,

,

,

"

"

f

,

What Do These Changes Mean to Moral Education?

As the U.S. Supreme Court abandoned its theistic frame of reference regarding the nature of
human beings government, and education, the confusion of legal decisions related to education
increased. Well known cases dealing with praying in school reading the Bible, posting the Ten
Commandments, providing secular teachers in parochial schools, and teaching evolution are only tips
of an emerging iceberg. By its action the Court thrust itself into the area of educational policy and
philosophy, giving itself a power previously invested in local and state agencies. The Court now
makes decisions that it is not at present authorized or empowered to implement.
,

,

This bold intervention disturbs the conventional United States definition of education as a

local responsibility, a state function, and simply a federal interest.%1 More important perhaps, is
,

the notion that this federal intervention is now operating upon assumptions that are not the same as
those held by many at state and local levels. Careful examination reveals that the Court now operates
in conflict with the underlying premises and explicit language of most state constitutions. Part of the
moral educator s freedom lies in understanding and perhaps working to protect his or her own state's
'

constitutional and statutory context.
(

An mentioned previously the texts of all fifty state constitutions during all of the three periods
in varying degrees have recognized Deity; 45 of the 50 preambles to the state constitutions refer to
Deity. Although the Supreme Court has changed the framework for its decisions from that used by
the founders of this nation, state constitutions still reflect the language and ideas of a supernatural
,

86First

(

Inaugural Address, March 4,1809.
J. KnezevichAdminisfratiofi of Public Education (New York: Harper and Brothers 1962. pp. 30-

87Stephen

,
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worldview. From this context emerges a divisive power struggle in public education that may
continue into the twenty-first century a conflict which could redefine the practice of education in the
public school system.
,

The Court's constitutional authority to make legal decisions need not be challenged but the
assumptions it uses in making those decisions certainly can and ought to be made explicit and
carefully examined by the citizenry-especially by moral educators. The inconsistency reflected in
recent decisions by the Court is caused by its inconsistent assumptions and its failure to make public
the assumptions it uses. It made a difference when the Court shifted its allegiance from the principle
that government derives its authority from divinely endowed individual citizens to the principle that
legislation may be legitimated solely on the basis of the Court's perception of majority action. Such
a pro-interventionist theory demands public attention if fundamental freedoms are to be preserved.
Otherwise they will be lost amidst a deceptive confusion the inevitable ensuing turmoil.
,

A Primary and Personal Implication of These Changes
When people understand both a correct principle and the error in the alternative to that
principle, they are prepared to exercise their agency in choosing between right and wrong. If people
understand only a single proposition their choice is limited-like voting in an election where only one
name appears on the ballot. If two propositions are understood but a damaging difference is not
apparent, the tendency is to accept both propositions even though they may be contradictory.
Accepting and living in accord with contradictory propositions leads to doublemindedness (hypocrisy)
and unstable character. These weaknesses are fundamental enemies of freedom; they can destroy our
liberty. It is this duplicity that undermines the moral school.
,

"

Our society is ripe with examples of doubleminded behavior. "Watergate and "Irangate
and various other gates are household terms. Wallstreet Congress, government agencies,
electronic evangelism professional and collegiate sports, and many other segments of society are
affected. Our communities are fractured by moral and legal scandals caused by individuals who
portray themselves as morally upright but behave without integrity. The same problem is apparent
throughout the world-in China Japan, Russia, England, and other countries. Human value
structures are undermined by doublemindedness-embracing contradicting standards is fatal to
successful self-government and it corrupts individual character.
,

"

"

,

"

,

,

,

,

Examples of Inconsistent Decisions by the Court

Consider the following examples of inconsistency in decisions reached by the Court. Notice
particularly that those who hold the vertical view are at a disadvantage when subjected to the Court's
horizontal perspective.

(
(
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When the Court considers claims that the "establishment of religion" clause is being
it assumes that anyone exposed to the idea or actions in question is being coerced. Those
who believe in Higher Law values must demonstrate by scientific evidence acceptable to the Court
that their ideas and actions are not coercing others. This is nearly impossible because they are placed
in a position of proving that something does not exist. Hence when people have included prayers
Bible reading and posting of the Ten Commandments in public schools these actions have been ruled
illegal despite uncontroverted affidavits that deny any coercion. Such afidavits are considered
insufficient evidence while no explicit evidence of coercion is required beyond establishing the
1

.

violated

,

,

,

f

,

,

,

,

.

,

1

presence of possible religious influences.
On the other hand

when a legal challenge concerns the "free exercise" clause (such as free
speech) the Court assumes there is no coercion of anyone exposed to the ideas or actions in question
unless coercion can be proved by scientifically acceptable evidence. The burden of proof is on those

(
.

who feel they are being coerced to their detriment. Hence the Court has protected the use of profane

(

and vulgar language in school textbooks and the presentation of agnostic or atheistic philosophies that
deny the existence of Deity, in spite of parental objection. The presence of a printed list of the Ten
Commandments is assumed to be infringement while the presence of a list of profane and vulgar
terms is not. This inconsistency in the Court's assumptions regarding coercion is biased against those
who believe in traditional higher law" values and religious premises. The religious believer is placed
in a disadvantaged position and the nonbeliever is given the legal advantage.

(

,

,

{

,

"

,

In 1968 the Court recognized that "religious schools pursue two goals religious
instruction and secular education" (Board of Education v. Allen 392 U. S. 236 245. 1968).
Notwithstanding this statement, the Court has subsequently ruled that private, religious schools
confer no secular benefit on their students (Grand Rapids School District v. Ball supra 473 U. S.
2

.

,

,

,

,

at 384-387). For the Court to deny that any secular purpose or benefit can come from a student
learning gymnastics, Spanish geography, or mathematics in a religious school seems strangely biased.
Because of this view, however the Court is able to deny the religious segment of society benefits that
are freely bestowed on the nonreligious sector. The Court does this despite the fact that the religious
school is providing services that under all other settings are considered nonreligious. The bias of the
assumptions of the Court against the believer and in favor of the nonbeliever is again manifest.

(

,

,

The bias apparent in the foregoing examples is further manifest in the Court's earlier
holding that "because our institutions presuppose the existence of a Supreme Being our national
and state traditions justify giving greater deferential treatment to practices or policies which favor
religion (Zorachv. Clauson supra, 343 U. S. at 313). The Court also states, "Our history is replete
with oficial references to the value and invocation of Divine guidance in the deliberations and
pronouncements of the Founding Fathers and contemporary leaders (Lynch v. Donnley 465 U. S.
668. 1984). Why then, is it unacceptable according to constitutional law to allow teachers in the
public schoolroom (1) to recognize the historic belief in Deity, or (2) to present scientific evidence
or belief of the possibility that there was a nonevolutionary creation of man or of the Universe? The
answer, of course, is that these contradictions are produced by the new horizontal assumptions of
3
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the Court

,

which assumptions now favor the unbeliever over the believer in vertical "Higher Law"

traditions.

The Court has ruled that schools can legally stand in the place of the parents {loco
parentis) in a First Amendment speech circumstance, but they cannot legally stand in the place of
parents in a First Amendment religion or a Fourth Amendment search and seizure situation. In other
words, school personnel can decide if material that might be considered pornographic is detrimental
to a student but they cannot decide if information regarding religion or Higher Law values is
detrimental to a student. Again the legal bias against the believer is apparent.
4

.

,

,

5

The Court has also determined that "mature" public education students have a
constitutional right to (1) express in a school setting their sentiments regarding matters related to
divisive national warfare (e.g. feelings about Viet Nam policies) and (2) decide, without assistance
of parents or government the religiously and morally "complex" issue of inducing an abortion. On
the other hand the Court assumes that the same student is not capable of deciding (1) when a
schoolroom discussion is promoting specific sectarian doctrine and (2) that "coercion" exists when
the discussion is presented as accepting Higher Law assumptions as a matter of law or history. From
the believer's point of view this inconsistency establishes as a matter of law a protection for the
student to do what may be wrong but makes it illegal for the student to hear a discussion of
something that may be right. These inconsistencies are sobering warnings to those who value
religious freedom.
.

,

,

,

,

,

,

A Summary of the Legal Confusion
Since World Warn

the U. S. Supreme Court has changed its perspective for judicial review
regarding matters of educational curriculum from favoring the supernatural vertical tradition to the
exclusively naturalist horizontal tradition. This change occurred independent of legal or
philosophical justification and without the Court publicly acknowledging to the people that the
change was being made. Reflective of the growing secularization of the academic mindset in western
culture this change has resulted in some conflicting and possibly unsettling decisions by the Court
including the following:
,

,

,

,

,

(a)

Parochial schools appear unable to qualify their secular purpose. Everything they do
is perceived as having only a religious purpose.

(b)

Public schools are authorized to teach the Declaration of Independence, but they are
not authorized to teach it as truth. (In fact the Declaration of Independence itself
because of its assumptions may be considered unconstitutional in public school
curricula.)
,

,

,

(c)

Mature minors are thought to have the capacity and the right to decide whether or not
to have an abortion; however they are not considered able to discern between a class
,

(

102
(

lecture giving historical or social information and a sectarian explanation of religious
doctrine.

(d)

/

The teaching of morality in public schools, if it is based on Higher Law values, may
be ruled unconstitutional-unless action is taken to insure statutory protection.

(
(
i

(e)

States are expected to educate their citizens but they may not be totally free to
educate them according to their own constitutions and statutory provisions.
,

In the face of this social and legal confusion created by a Court that has substituted modem
exclusionary! assumptions for traditional inclusionaiy principles parents and teachers need to
understand their options. One of these options is to tie educational curricula to the state constitution
with its Higher Law assumptions. At present informed parents teachers, and students are free to
act under state documents until they are legally disestablished. In this way individuals are seeking to
preserve the heritage of the Founders as the foundation for their schools. This strategy also pushes
changes into the light of public discussion. If school-related lawsuits challenge state constitutions as
well as local school districts, the public is much more likely to become informed and concerned. A
second option is to seek statutory protection through state legislative action. This has been successful
in one state and could be in most states if properly pursued. A third option is to do nothing: simply
capitulate to the trends of the times. Apathy seems to be an appealing alternative; but it may not be
a wise one to follow, despite the crowd.
,

i

,

,

,

The future freedom and morality in the public schools and in the society at large appear to

hinge on our response to this window of opportunity.

'
(
(

A Positive Approach

In spite of what seem to moral educators to be alarming circumstances there is room for
positive action. First, the teacher who believes in moral agency can apply all those principles and
practices that do not conflict with established legal restraints. Second, informed parents, teachers,
and students can act in accordance with state constitutions and legislative enactments until such
jurisdiction is specifically rescinded by the higher Court. Third, events outlined in this chapter can
be taught as part of the school curriculum; more people will then become aware. Fourth steps can
be taken to create state statutes such as the following:
,

,

f
(

1
<
(

(1) Any instructional activity, performance, or display which includes examination of or
presentation about religion, political or religious thought or expression, or the influence
thereof on music, art literature, law, politics, history, or any other element of the curriculum,
including the comparative study of religions which is designed to achieve secular educational
objectives included within the context of a course or activity and conducted in accordance
with applicable rules of the state and local boards of education may be undertaken in the
public schools.

!
!

,

,

,

(
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(2) No aspect of cultural heritage, political theory, moral theory, or societal value shall be
included within or excluded from public school curricula for the primary reason that it affirms
ignores or denies religious belief religious doctrine, a religious sect, or the existence of a
,

,

,

spiritual realm or supreme being.88
Moral educators in public schools do not have to be political or religious proponents or
opponents; they do have to be presenters of contextually appropriate issues. The foregoing statute
in Utah law provides legal protection for this presentation. It can be legal to tell both sides of the
story-not just one side. Truth will fight its own battles if the people have access to it. Modern
society has tended to restrict a presentation of the religious view and promote only the secular view
as studies of public school textbooks affirm. This inequity can be corrected if people desire to do so.
It is also true that principles of freedom can be vigorously applied in all settings that do not
fall under the present jurisdiction of the Supreme Court. The public schools may have suffered from
restrictions placed on them but moral educators can practice principles of freedom in all unrestricted
areas-if they are willing to do the necessary homework. Teachers can teach how people of the past
have viewed what they perceived as correct principles demonstrating the way they have calculated
the strengths of those principles compared them to counterfeits and discerned the weaknesses in the
counterfeits. This is simply good history and it is very much like good science. It is part of the
schools job to teach such history and science the foundation of good education and personal
,

,

,

,

,

'

,

character.

Seven Principles of Moral Education Acceptable in the Public Schools
As mentioned in the previous chapter the United States Constitution was fashioned to
maximize the opportunity to exercise individual freedom within the bounds of moral order. That is
why John Adams maintained "Our Constitution was made only for a moral and a religious people
,

"

,

and that

"

it is wholly inadequate for any other."89 Consider again the seven principles for moral

education listed at the conclusion of Chapter 4 but view them in the context of this legal discussion.
Regardless of changes that have occurred each person can still be encouraged to exercise the
following options:
,

,

(1)
(2)

Accept the freedom to act. Choose to respond to opportunities that exist.
Pursue self-identity. Discover who one is, where one came from, and what one's
destiny might be.
Exert self-discipline. Achieve mastery of one's appetites, passions, and desires.
Give and receive respect. Share in the atmosphere of honoring others and being
honored by others.

(3)
(4)

88 53A 13-101.1 and 2 of the Utah Code."
-

89John R.
185.

Howe Jr., The Changing Political Thought ofJohn Adams (Princeton University Press 1966.) p.
,
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(5)

Assume personal responsibility. Make a contribution, and by doing so become part

(6)

of human sociability.
Experience self-development.

Feel the rewards of personal growth and

achievement.

(7)

Exhibit self-reliance. Provide for oneself and one's dependents.

Each of these universal principles-which are in full harmony with the Abrahamic Covenant
the Decalogue and the American heritage-can be formulated into educational objectives that can
be pursued in the public school system. See Chart below for a comparative illustration of how these
,

,

principles correspond with values held in different cultural contexts and for examples of how they
might appear as educational objectives.
Elements and Principles that Foster a Moral Society
Universal

Covenant

Mosaic

Americanized

Political Tenent

Educational Expression

Elements

Version

Version

Expression

Governments Should:

Students Need To:

Action

Accept the

Acknowledge a

Freedom to

Provide mankind an

Affirm the feeling of agency

act

environment of freedom in

by experiencing the
opportunity to make choices

freedom to act divine

which to act

creation

Identity

Pursue self-

Honor one's

identity

parents

Self-identity

Allow mankind the

Acquire a positive

opportunity to pursue self-

conRrmation of who they
are, what they are capable of
doing and becoming

identity

Discipline

Exert self-

Do not kill

discipline

Respect

Responsibility

governance

equity
Mutual respect Encourage mankind to treat

Promote the disposition of

Be exposed to people, rules,
and principles that elicit
self-control and individual

Give and

Do not

receive self-

commit

others as they would like to

treating others like they want

respect

adultery

be treated

to be treated

Assume

Do not steal

Encourage mankind to
Responsibility' assume personal

Do not lie

Self-

Allow mankind the

development

opportunity to pursue selfdevelopment

Self-reliance

Allow mankind the

Create sufficient labor and

opportunity to experience

frugality to sustain one's self
and legitimate dependents

personal
responsibility
Development

Self-discipline Encourage mankind to
exercise self-discipline by
establishing just laws and
administering them in

Experience

Personal

responsibility

self-

development

Preserve and protect the
rights, properties, and
privileges of all individuals
Acquire and demonstrate
knowledge and skills that
contribute to personal and
social satisfaction

Reliance

Exhibit self-

Do not covet

reliance

self-reliance

i

Face Realistically the Primary Cause of School Failure
Amid all the attention given public education and its problems seldom do people admit or
discuss the primary cause of classroom failures-the "mood" in the classroom. American public
schools are funded, we understand to provide our children with a basic education. Many of us
experienced the public school curriculum of (1) language and the expressive arts (2) mathematics,
(3) science, and (4) social studies. Teachers and administrators in the schools strive to blend
appropriate and effective teaching methods with their knowledge of these subjects
,

,

,

.

(
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But such subject matter and methods and the money to provide them are not the fundamental
challenges in today s schools; they are just the safest to talk about. In spite of the emphasis which
recent national and state studies have placed on these elements of educational reform the teachers
and the students know they are not the true foundation of successful education-important as they
may be. Teachers and students know that teaching and learning ultimately depend on personal
freedom and moral order. If the mood in the classroom is not constructive, no amount of methods,
money, or mental brilliance will produce effective learning. Personal duress moral disorder fear,
rebellion, confusion, and chaos do not nurture optimum learning or teaching. Moral order and
personal freedom sustain the fundamental desire to learn and to teach.
,

,

'

,

,

,

When student peer groups establish a mood of apathy defiance, or disorder, effective
educational processes are destroyed. And when teachers and administrators create and nurture
moods of cynicism the learner/teacher relationship is suffocated. Public education is victimized today
by the destructive influence of negative moods as never before. We have drifted from the Golden
Age when American public education was admired worldwide. The magnetic influence of a positive
context for schooling has largely evaporated. The educational atmosphere of the past does not
prevail. As one school leader observed, We are continually hiring additional administrators to help
us cope with poor behavior on the part of students and teachers that flows from a lack of constructive
,

,

"

values and moral education."
After World War II

public schools across the nation, following the pattern set in higher
radically scaled down their involvement in character formation and in the teaching of our
nation s most important values. The power structure in our society led by the new philosophy of the
,

education

,

'

,

universities, moved Americans away from important aspects of their hallowed heritage.90 The
"

stabilizing influence, expressed in the statement Frequent recurrence to fundamental principles is
essential to the security of individual rights and perpetuity of free government was ignored. Parents
and teachers in America became confused regarding whose responsibility it was to educate the
children. Situational ethics were promoted at the expense of divinely given moral standards; social
ethics that emphasized group concerns like foreign policy and civil rights overshadowed individual
ethics that emphasized individual responsibility and accountabihty to God.
"

The view that individual rights must be determined by the Court was popularized; the notion
that these rights were given to man by God as expressed in the Declaration of Independence was
set aside. In our legal system, the notion of reasonable doubt took the place of "moral certainty."
References to religion and morahty based on religion disappeared from school textbooks History
texts were rewritten as if Sunday did not exist as a day of the week in American history.
,

"

,

"

.

"

Two examples of the many recent examination of this problem are: James Turner Without God Without
Creed: The Origins of Unbelief in America (Baltimore: The Johns Hopkins University Press 1985) and
Stephan L. Carter The Culture of Disbelief: How American Law and Politics Trivialize Religious Devotion
(New York: Basic Books, 1993).
,

,

!
(
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The context for making decisions in the U. S. Supreme Court and in State Departments of

Education have followed the trends in higher education.91 The language and the assumptions in our
state constitutions, which retained the decision-making framework of the Founding Fathers, were
ignored. We cannot create the moral school without addressing these more fundamental issues of
freedom. Successful public education flows from human hearts, not from legislative budgets. Money
cannot redeem humankind from their sins. Afluence cannot sustain increased levels of achievement;
only effort, humility, gratitude and a spirit of service will suffice.
k

(

i

91Gregg

Johnson Curriculum Objectives of States that Do and Do Not Mandate Moral Education"
"

Unpublished Doctoral Dissertation (1990), Brigham Young University, Provo, Utah.
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Chapter 6

If I Try. .Then What?

Synopsis:

The window of opportunity to establish moral schools in America is wide open. The current
modernist/post modernist debate in cultural philosophy invites courageous action. Tlie
attack against the moral weakness of modernism has come from two directions: On the
right, traditional religion holds that modernism shut God out of human affairs by denying
Divine relevance or existence. On the left, the humanities claim modern science greedily
grabbed the budget and muted the voice of the poets and orators. This book offers another
alternative. It champions neither the ultra-conservative right nor the ultra-liberal left.
America has an established heritage; each individual is an agent endowed with inalie?7able
rights. Operationalizing this heritage in our public institutions will do much to presen>e the
nations integrity and moral well being. It may not be an easy task but it is an important one.

At this point a reader might ask "What will happen if I (we) decide to create a moral
This is a fair but challenging question. We cannot promise such a choice will bring success
fame or even guaranteed satisfaction. A great deal depends on the creators and the consumers: what
they expect what they are willing to sacrifice and how they evaluate their investments in life. It has
a lot to do with how people view themselves how they view others (particularly the other people of
the school) and how they define their personal missions in mortality. We do not believe there is a
recipe response to this question. However we can promise a deep sense of satisfaction to those who
pursue the challenge with commitment and integrity. In this concluding chapter, we invite the reader
to consider some aspects of the personal and social context in which the search for a personal answer
to the query must take place. The gravity of the question deserves honest serious, reflective thought.
,

school?

"

,

,

,

,

,

,

,

,

How Do I View Myself and Other People?
People have held a variety of views regarding the nature of the individual The primary
assumption one uses to define human nature is crucial to formulating and implementing moral
education. Although descriptions vary among the theorists there are essentially three fundamental
views of human nature. People have been described as basically evil innocent, or good. Beyond
each of these premises explanations become rather complex. The development of various theories
reflects an emphasis on particular aspects of the person and the surrounding environments We have
asked ourselves this fundamental question and found that our answer separates us from the
conclusions others have reached, (see Figure 4)
.

,

,

,

.

Do I see the other person as:
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pure mind and evil body? (Plato Plotinus)
.a depraved predestined creature? (John Calvin, Jonathon Edwards)
.good; society as bad? (Jean J Rousseau, A. S. Neill)
.a blank slate? (John Locke Robert Owens)
.a competitor in social class? (Karl Marx V. I Lenin)
.an evolving animal? (Charles Darwin Herbert Spencer)
.unfolding potential? (Friedrich Froebel Maria Montessori)
.amoral will? (F Nietzsche, Ayn Rand)
a product of behavioral conditioning? (John Watson B. F. Skinner)
a product of the maturation process? (J. Piaget L. Kohlberg)
a product of social structure? (Emile Durkheim William Sumner)
a composite of instincts? (Sigmund Freud, Carl Jung)
a social activist? (John Dewey Harold Rugg)
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or

Do I view others:

as children of God

,

at birth innocent agents whose subsequent nature is established by personal choice? (Moses,

Jesus)

Figure 4

If one presumes that people are basically evil then moral education must overcome an evil
disposition in the person that resists morality from infancy onward. This view can be seen in the
writings of people like Jonathon Edwards and John Calvin. Calvin, for example, maintained:
We are in the sight of God defiled and polluted . . . from a putrefied root have sprung
putrid branches, which have transmitted their putrescence to remoter ramifications. For
the children were so vitiated in their parent, that they became contagious to their
descendants: there was in Adam such a spring of corruption, that it is transfused from

parents to children in a perpetual stream. . .

t
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If this is the view one holds of human nature then the challenge of moral education is different than
if one presumes that mankind is basically good or simply innocent.
In contrast to the "man is basically evil" view others see the individual as inherently good.
Carl Rogers, for example, states "that the basic nature of the human being when functioning freely
is constructive and trustworthy."93 Like Rousseau, A. S Neill and many others Rogers considers
human nature to be intrinsically good; there was no fall that resulted in a corrupted human nature
that made the natural man an enemy to the good or to God. And without a fall there could be no
need for an Atonement-for a Savior to redeem humankind from their fallen state and to provide
principles of instruction for proper conduct. No, humans are on their own, and they are
,

,

,

,

,

,

92 John

S3Carl

Calvin Compend of the Institutes of the Christian Religion, p. 43.
Rogers Freedom to Learn for the 80s (Toronto: Charles E. Merrill Publishing Co., 1983) p. 292.
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fundamentally good by nature; therefore whatever comes from this nature may be considered good
or at least natural and, therefore, appropriate.
,

Another view of humanity however, is to consider people innocent from birth-inherently
neither good nor evil-but capable of becoming either good or evil by virtue of the choices they make
or the responses they render to the stimulus of the environment. Those who hold this view may see
the individual either as a biological blank slate upon which society or the environment writes or they
may consider people moral agents, subject to the consequences of choices they make under the
influence of others or by their own volition. One view within this perspective perceives people as
children of God at birth innocent moral agents whose subsequent nature is established by personal
choice. It is from this vantage point that many Mormons, some Catholic personalists, certain
independent Protestants and perhaps a few Jewish existentially oriented traditionalists would
proceed.
,

,

"

"

,

,

If one engages with others in the quest for a moral school there must be suficient
understanding and cooperation to facilitate harmony despite differing views regarding the nature of
the individual. Moral schools can be established without compelling everyone to submit to a single
theological or philosophical premise. What is essential is that an inclusive, not an exclusive
administrative stance be established. Methodologies may need some negotiation and respect for
differences is necessary, but it is possible for people of good will to agree on many-perhaps not allmoral matters without sharing identical premises. As long as premises differ there will be a need for
continuing discussion and perhaps alternative efforts. The moral school is a dynamic process, not a
,

static state of affairs.

A Current Issue: The Modernist/Postmodernist Debate

In order to emphasize the philosophical validity of considering moral education as it has been
addressed in this book it seems appropriate to briefly change our writing style and vocabulary. This
manuscript was not written to a strictly academic audience but for a moment may we indulge the
reader s attention in a slightly more technical review of a modern debate; a debate that has serious
intellectual significance for the people of the school.
,

'

A controversy now waging in most disciplines demonstrates that the position taken in this
book can be defended philosophically as well as socially, politically, and educationally. Though
everyone may not agree with our point of view it can be respectably addressed at all levels. The
following synopsis is illustrative; it represents a voluminous and complex discussion across academic
disciplines.
The debate centers on the confusion over whether or not "objective" empirical science can
properly define reality and also provide sufficient answers to the unavoidable questions-including
moral questions-that emerge from the human condition. Positivism (the idea that all reality is
temporal and science ultimately will fully explain this reality) seems to have run its course and has

110

failed to provide solutions to some of humanity's most compelling concerns.94 In the words of a Wall

(

Street Journal writer, "The hard and discomfiting truth is that we seem to have stumbled into an age
when reason is routinely humbled by the irrational-or at least by events for which traditional

(

[scientific] sources of authority fail to offer any adequate explanation. "95 This is not only true for the

1

culture at large, it is true for education-particularly moral education.

(
i

(

A Synopsis

His report is emotionally

<

disturbing and spiritually depressing.96 Johnson lines up an illustrious collection of academic

Paul Johnson's study Intellectuals is one form of evidence.

(

heroes-venerated personalities who are heralded as the brightest stars-our disciplinary models.
Then he turns the spotlight on their moral characters and reveals a cesspool of hate, hypocrisy
selfishness, and personal dissolution. The record, if true, is a pathetic testimony in behalf of abused

.

,

parents, spouses, children, and friends. The reader is left with the quandary of the New Testament
question: Can a corrupt tree bring forth good fruit?" (Mt. 7:18).

i

"

James Turner's Without God, Without Creed is less distressing to the emotions but more

disturbing to the intellect.97 Turner's stated quest is to carefully document the history of ideas and
events that made it possible for Americans to cease to believe in God. The picture is clear, but
disquieting. How did humans Icnowmgly decide to denigrate themselves, to trade their heart and their
soul

,

as C. S. Lewis described it, in exchange for the illusion of "objectivity?"98 Little wonder that

there is a flurry of effort by individuals documenting the transaction in which we seem to have sold
our spiritual inheritance for a mess of pottage.

94A trilogy of books exemplify the changes in how science has been described. See Herbert Feigle and May
Brodbeck (eds.) Readings in the Philosophy of Science (New York: Appleton, Century and Crofts Inc., 1953;
Frederick Suppe (ed.) The Structure of Scientific Theories (University of Illinois Press, 1977); Richard Boyd,
Philip Gasper, and J. D. Trout The Philosophy of Science (Cambridge Mass.: The MIT Press, 1991) for
documents that chart the rise and demise of positivism. Examples of the ripple effect of the
modernist/postmodernist debate can be seen in most current literature for example see: Huston Smith, Beyond
the Post-Modem Mind (New York: The Crossroad Publishing Company 1982); Darwin L. Thomas and H.
Bruce Roghaar, "Postpositivist Theorizing: The Case of Religion and the Family," in Jetse Sprey ed.,
Fashioning Family Theoiy: New Approaches (Newbury Park CA: Sage Publications, 1990) chapter 6, pp.
136-170; N. L. Gage "The Paradigm Wars and their Aftermath: A 'Historical' Sketch of Research on Teaching
Since 1989" Educational Researcher, vol. 18, no. 7, October 1989. p. 4; Earnest R. House "Realism in
Research" Educational Researcher vol. 20 no. 6 August-September 1991; Neil J. Flinders "A Restorationist
Views the Modemist/Post-modemist Debate" Philosophy ofEducation Proceedings (FWPES) 1990, pp.
,
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123-133.

95The Wall Street Journal Weird in Waco
"

96Paul

.

Apnl 20, 1993. p. A18.

Johnson Intellectuals (New York: Harper and Rowe 1988)

57James

98C
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Turner Without God, Without Creed (Baltimore: Johns Hopkins Univ. Press 1985)
,

S. Lewis The Abolition ofMan (New York: MacMillan Publishing Co. 1947)
,

i

(

Ill

Parker J. Palmer's To Know As We Are Known: A Spirituality of Education illustrates this
"

spiritual decline.

Palmer, a Quaker, punctuates an account of his own early professional self-

deception by quoting the recent Carnegie Commission survey that reveals that the educational system
has convinced American undergraduates they can "win" while everyone around them is losing (pp.
4-5) Competition can be a ruthless regulator.
.

Or consider Page Smith's The Killing of the Spirit a book that argues that the abode of the
,

moral sense has been demolished.100 Smith is persuasive because his indictment is such an

embarrassing confirmation of our own personal experience. What thinking and honest academics
cannot replicate from their own observations and experiences the very conditions Smith describes?
Ostrich-like we may stick our heads in the sands of personal immediacy but that does not remove
the larger reality that surrounds us. There are formidable cracks in the foundation notwithstanding
,

,

the defense of the modern university offered by Harvard's Henry Rosovsky.101
Witnesses that Smith calls on to testify clearly indicate that the current disciplines of academia
do function more like echo chambers than birthing rooms. Isn't it chilling to face Smith's question:
Would most undergraduates who take their minds off making money or seeking certification candidly
admit that their education by and large, is simply a farcical experience? Is Smith right when he
suggests this condition exists because today s students are simply invited guests feasting on the
twitching remains of a carcass devoid of spirit? Is it true as he suggests, that modern man must
develop a new consciousness in order to survive? And there is James D. Hunter's Culture Wars
which asserts not only that a waging battle is in full swing but that it is likely to continue until we
learn how to deal with the mutually exclusive assumptions in our schools churches, and
,

'

,

,

,

communities.102
We need not detail more of the evidence

but conclude with a summary paragraph of one
liners. E. D. BGrsch suggests that our educational machinery is manufacturing cultural illiterates.103
Allan Bloom claims this is happening because our minds have been systematically closed.104 It is our
,

Ronald Nash counters, not our minds that the schools have slammed shut.105 Paul Vitz points
to a startling censorship in our children's public school textbooks.106 Bruce Wilshire announces the
moral collapse of the university.107 This has caused moral and spiritual crises in education David E.
hearts

,

,

"

Parker J. Palmer To Know As We Are Known: A Spirituality of Education (San Francisco: Harper and

Rowe

,

1983)

100Page
'"'

Smith Killing the Spirit (New York: Viking Penguin 1990)
Hemy Rosovsky The University (New York: W. W. Norton 1990)
,

,

102James Davison Hunter Culture Wars (New York: Basic Books 1991)
,

103E

D. Hirsch Cultural Illiteracy (Boston: Houghton Miflin 1987)
10,1 Allan Bloom The Closing of the American Mind (New York: Simon and Schuster 1987)
105Ronald Nash The Closing of the American Heart (Richardson Texas: Probe Books 1990)
10SPaul Vitz Censorship: Evidence of Bias in Our Children s Textbooks (Ann Arbor Michigan: Servant
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Books, 1986)
I07Bruce

1990)

Wilshire The Moral Collaps of the American University (Albany: State Univ. of New York Press
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(

Purpel says.108 In a shrill voice C. J. Sykes calls the culprit Profscam109 Richard Mitchell simply
pronounces a dirge over The Graves of Academe.110 And Stephen Crane proclaims that the final
suffocation is occurring quietly under a cultural blanket of Disbelief."111 No wonder we find it
,

,

"

difficult to remain optimistic and positive-but that is what we must do. We must have the courage
to learn the truth

,

for within that truth is the power to make us free to be our best selves.

(

(

'
(
(

The Roots of the Problem

The foregoing documents and a litany of others are pouring into the public domain. What has
ignited all this contemporary criticism? The answer seems to be that it is the impact of an intellectual
missile some call post modernism. It is a consequence of the contest between positivism and post
positivism-the idea that the empirical examination of physical matter is the sum of truth vs. the
notion that there is a subjectivity to life that objectivity misses. As Immanual Levinas would say the
one [individual person] is always in need of the "Other
[a transcendent power]. This conflict has
essentially neutralized contemporary philosophy as a practical discipline and made it seem to many
as irrelevant to the practice of education. For example the "social sciences" are currently locked in
a fierce and perhaps deadly controversy over whether or not knowledge produced by science is
independent of the power structure or social order that produces it. The current question in
intellectual circles is whether "objective" realism can be successfully defended in the post modern era?
It is obvious that this specter would cast shadows over American education at every level. At bottom
the disquieting fear is What will happen if the post modern argument exposes fatal flaws in our
educational system and offers nothing as an alternative?
,

"

"

"

,

(
(

1

(
(

,

The attack on modernism has come from two directions-the religious right and the
intellectual left. Traditional religion has been at odds with science and the social structure it spawned
because many of its most visibly adherents denied God revelation, miracles, and prophecy. Their
theories gave birth to the modem secular world which rejected the supernatural. The intellectual left
attacks the modem scientific world because Enlightenment science displaced the humanities grabbed
the better part of the budget, and muted the voice of its poets and orators. As a recent article in the

(
1

(
(

,

,

science and society section of U. S. News and World (Feb. 20, 1995) points out this attack by the
Academic Left" has "become a respected specialty in many humanities departments" of the nations
most prestigious universities. It has infiltrated philosophy literary studies, and particulary a new
discipline called "cultural studies." The criticism is serious as the writer points out: "Science is sexist
classist and racist to its core, adherents maintain, and at worst simply meaningless. The push for a
place in the school curriculum for cultural studies is manifest the current debate over recently released
national standards for history. So-called political correctness is alive and well in academic settings.
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E. Purpel Moral and Spiritual Crises (Granby, Mass: Bergin and Garvey 1988)
J. Sykes ProfScam: Professors and the Demise ofHigher Education (New York: St. Martin s
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Richard Mitchell The Graves ofAcademe (Boston: Little & Brown, 1981).
Stephen L. Crane The Culture ofDisbelief (New York: Basic Books, 1993).
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We recognize that not everyone accepts the terms modernism and post-modernism in the same
way. John Silber, President of Boston University, defends his conservative point of view by arguing
that modernism did not begin with Descartes, but with irrationalists such as Kierkegaard Marx,
Dostoyevsky and Nietzsche. Silber wants to keep the "objective" nature of reality intact. He refuses
to admit that "fact and argument" can be grounded in anything but objective logic. His defense of
moral imperatives and his shield against the forces of relativism is built on this posture.
"

"

,

,

Parenthetically it is significant to us that Silber joins other conservative intellectuals who
desire to use the concept of "God but who are quick to move themselves away from faith in divine
revelation to a second perimeter of defense-solitary reason. The premise of a personal living God
that speaks to man is set aside. For example Silber argues
,

"

,

,

In refuting Protagoras who held that man is the measure of all things Plato made no
appeal to God. ... In The Republic as in Gorgias Socrates outlines the way in which
objective knowledge can be obtained through dialogue rather than through divine
revelation. . . . Other great philosophers have pointed out the independence of the true and
the good from belief in the divine. Immanuel Kant was reared in Pietism but, departing
from the religion of his childhood he went on to develop the foundations of morality in
independence of divine authority. . . . Neither Plato nor Kant find it necessary even in the
,

,

,

,

,

,

absence of God, to abandon the search for truth or to accept a simplistic relativism.
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As is evident throughout this book let us say we do not agree with Silber. We find it unacceptable
even in the name of conservatism, to exclude God and revelation from the discussion of morality.
Those like Silber who want to build their case for moral order solely on reason in order to avoid the
embarrassment of including a dualistic metaphysics in their argument are really not helping the
cause of the moral school any more than the secular humanist who freely acknowledges the
exclusionary position-there is no place for the supernatural in modern thought.
,

,

"

"

Notwithstanding Dr. Silber and his argument in behalf of the conservatives there is evidence
of a postmodernist impact on the objectivism of modernism. This is evidenced by the interest of
the New York Academy of Sciences in the book by Paul R. Gross and Norman Levitt Higher
Superstition: The Academic Left and Its Quarrels with Science. The battle is more than a mirage;
it is philosophically significant. The axial thrust of the postmodernist movement is the way it has
scrambled the traditional pattern of the conventional philosophical categories of metaphysics
epistemology and axiology. Consider two examples.
,

"

"

,

,

The Postmodern Mind
Huston Smith

formerly of M. I. T. and now at Syracuse, is representative of American
philosophers of education who resisted what he has called the Modern Western Mind-set" that
,

"

i

12Johii Silber Free Speech and the Academy" The Intercollegiate Review vol. 26, No. 1 Fall 1990. p. 38.
"

,
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developed during the seventeenth-through-nineteenth centuries.113 Smith's experience at M. I. T.

,

he

said, clarified the modern position: Modernism is characterized as secular and scientific
or no room for traditional, religious, or humanistic concerns. The intent is to quantify anything and
everything in order to get power and control. In his view, the Modern Western Mind-set rejects
tradition which stressed quality and participation rather than quantity and control. The ultimate flaw
he wrote is "An epistemology that aims relentlessly at control and rules out the possibility of
transcendence in principle." Or, as Carl Sagan put it in The Dragons of Eden [The] fundamental
premise about the brain is that its workings-what we sometimes call mind - are a consequence of
,

with little

i
,

,

,

"

,

!

'

'

its anatomy and physiology and nothing more. "114
Smith sees modernism as reductionist and delimiting.

Education or sociology

,

as we

previously noted, must reduce to psychology, psychology to biology, biology to chemistry, chemistry

to physics and some would say physics to mathematics. He emphasizes the consequences of
modernism by expressing his disappointment in its offspring-the Postmodern Mind of the twentieth
century. Modernity has spawned a flat and shapeless view of reality. As a whole the Postmodern
"

Mind lacks form and definition."115 Further, it sponsors a divisive pluralism that is incapable of saying
anything serious about values and existential meanings. Some, like Heidegger and Nietzsche saw
the problem of modernism but offered no solution-only an expose of its flaws. People are left to
fend for themselves in these important areas Smith argues. The result is a paralyzing squabble that
destroys the consensus necessary to sustain a full and meaningful life. Hence Smith's appeal for us
,

.

to look up, reach out, and think Beyond the Postmodern Mind.
Smith scrambles the philosophic categories by arguing that being is ultimately defined by
motivations. Above all else, he maintains we are creatures that want. These wants give rise to
epistemologies, which in turn produce ontologies-or world views. And finally ontologies generate
anthropologies. Smith claims that to deny the reality of a supernatural world and adopt a naturalistic
world view produces a humanistic view of man, humanistic" applied as an adjective not for the
humanities but for a specific doctrine that makes embodied man the measure of man. In his words
we have ventured so far down the road to this Promethean epistemology naturalistic ontology and
humanistic anthropology that it is virtually impossible for us to see how arbitrary the entire outlook
is-how like a barren moonscape it would have appeared to our ancestors and continues to appear

(

,

,

"

,

,

"

,

(

,

(

to everyone but ourselves."116 We have created an illusion for ourselves that leaves us stranded in
what Morris Berman called a disenchanted" world.117
"

Smith is not alone in his critique of modernity. Emmanuel Levinas also strikes a blow against

the modern position.118 He rejects the basic format of traditional Western philosophy and does so
with a manner and method that rejects conventional atheistic secular perspectives. Born in Lithuania
,
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Huston Smith Beyond the Post Modern Mind (New York: The Crossroad Publishing Co. 1982).
p. 134,136.
1I5Ibid p. xii.
'"
Ibid. p. 103.
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Morris Berman The Re-enchantment of the World (Cornell University Press, 1981)
Emmanuel Levinas Infinity and Totality (Boston: M. Nijhoff, Publishers 1979)
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in 1906

Levinas grew up in the Russia of world war revolution and civil war. He emigrated to
France in 1923 and began his study of philosophy at the University of Strasbourg. He studied
phenomenology under Hering, Husserl, and Heidegger, and first became known for his eiforts to go
beyond Heideggerian philosophy and establish his own philosophy of transcendence. Ultimately his
work led to a radical reversal of traditional philosophical procedures.
,

,

Emmanuel Levinas separates ontology from what he terms "metaphysics" and removes from
ontology its privileged role as the determiner of metaphysics. Further he grounds metaphysics in
ethics, arguing that there is a transcendent Other that cannot be reduced to or controlled by the /.
Hence the way the / responds to or relates with others in the face of the Other is the proper
foundation of philosophical thought. And this responding or relating he maintains is ethics. Rather
than constructing an ethic upon preestablished metaphysical foundations Levinas claims that
metaphysics is the consequence of ethics. In his thinking infinity, not totality, is the birthplace of
reality.
,

,

,

,

,

,

The case might be stated in less abstract terms as follows: Rather than assuming that we value
things because of their nature, Levinas maintains that the value we place on things determine their
nature. He simply stands conventional Western thought on its head.
Because Levinas reconstructs metaphysics upon ethical foundations moral responsibility is
considered coexistent with Being; hence morality cannot be avoided. For Levinas, our personal
being is constituted by our relationship with others. Our primary interaction is with these "others
,

,

"

,

and this interaction occurs in the face of the transcendent Other which one can read to be God to
,

,

which we are inescapably accountable. The focus for Levinas however, is more humanistic than
theistic compared to Karl Barth for example. The acknowledgment of the pervasive but impersonal
,

,

Other is a constant, but the field of action is between the / and others not between the / and the
,

Other.

Summary of the Contemporary Scene
Now in a sentence or two what have we said? First

there is increasing evidence that many
in the West are rapidly losing confidence in the modern philosophical structure (some form of
positivism) that created and sustains our secular society. The traditional Greek pattern of thought
that has characterized Western society is being called into question. Second little if anything is being
offered to take its place. Critics are successfully attacking the consequences of modernism in our
social and educational institutions. They are reconstructing the philosophical foundations-akin to
the movement in contemporary physics which redefines science and seeks to find order in Chaos as
James Gleick's bestseller reports.119
,

,

,

,
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James Gleick Chaos ( New York: Viking Penguin 1987)
,
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But confusion is more apparent than viable alternatives divisiveness more dominant than
consensus. It is impacting the selected content of our children s textbooks and the messages they
deliver. Consequently turmoil characterizes contemporary education-even in the local school. It
,

'

.

,

is in the shadows of this intellectual debate that the people of the school struggle to carry out their
respective tasks.120 What may seem distressfiil, however we see as potentially very hopeful. The
current debate offers a veiy legitimate opportunity for those who desire to broaden the base of moral

!

,

education-to select the more mclusionaiy rather than the exclusionary assumptions. The point we
make is simply this: There are substantial philosophical as well as practical reasons for thinking about
moral education in ways that have not been popular during the greater part of the twentieth century.
The people of the school can go forth with confidence-if they have the courage to do so.

( .

(

If People of the School Choose. . . Then . . .

If the people of the school choose to apply the paradigm for moral education described in this
book they will probably notice several outcomes.

(
,

First both students and teachers will feel a new sense of freedom. This freedom will need
,

to be managed by those who administer the program so that it is not used to violate the individual
family or community. There is no need to violate the laws of the land in order to comply with
appropriate principles of moral education.
,

,

1

(

Second, individuals will discover that the U. S. Constitution and the constitutions of the

individual states do recognize those who may have differing beliefs regarding the origin of morality
and the methods for developing that morality. This does not mean any or every particular view can
be exercised without regard for other viewpoints. It does mean that there is and should be a
legitimate context in which to express and to examine the nature value, and propriety of these
,

different views.
Third

some individuals may become nervous about any type of moral discussion. Morality
is closely related to both human tradition and personal guilt. When either of these is encountered
directly individual anxiety can be heightened, and perceived as either threat or comfort. It is
important that communication lines remain open and that they be used. Preventing negative or
destructive human responses is far more desirable than correcting them. Patience kindness,
consideration courage, and cooperation etc.-the very moral practices this book encourages-will
be of great value to all concerned.
,

,

i

,

,

Fourth

participants will soon discover a serious dearth of curricular "software" to sustain the
approach to creating a moral school that we have described. Those who are currently creating these
educational resources have not been taught to think about moral education in this tradition. We have
,

120Darwin

L. Thomas and H. Bruce Roghaar Postpositivist Theorizing: The Case of Religion and the
Family" chapter 6 in Jetse Sprey (ed.) Fashioning Family Theory: New Approaches (Newbury Park CA:
Sage Publications, 1990). pp. 136-170.
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abundant raw materials but not finished products. Appropriate curricula texts, and support materials
are neither abundant or easily accessible in most neighborhoods. Initially the greatest resource will
be the people themselves and the primary documents that helped create and refine this nation.
Assistance may be necessary for creating support mechanisms to gather and organize useful materials
in the respective disciplines. For example one teacher fashioned the following exercise for his Jr. and
Sr. High American History classes. Note that the answer to each question is a direct quote from the
Declaration of Independence.
,

,

,

Q

Where does the Declaration of Independence say mankind receives their rights?
They are endowed by their Creator"
What rights do we receive from the Creator?
Certain unalienable Rights, that among these are Life, Liberty, and the
Pursuit of Happiness."
Why do we have governments?
To secure these rights, Governments are instituted among Men"
Where do governments derive their just powers?
From the consent of the governed"
From whence does mankind gain title to a "separate and equal station?"
"

A

Q

"

A

Q
A

"

.

Q
A

"

.

Q
A

"

Q
A

When the people alter or abolish their government to whom should they appeal?
The Supreme Judge of the World"

Q

What should be made clear?

A

"

"

Our intentions"

When should people rebel?
Whenever any Form of Government becomes destructive of these ends, it is
the Right of the People to alter or abolish it.
On whom should the people rely for protection when they change their form of
government?
With a firm reliance on the protection of divine Providence"

Q
A

The Laws of Nature and of Nature's God entitle them"

"

.

Q

"

A

Fifth assuming that truth is a knowledge of things as they were, as they are, and as they will
,

be, creates a broad opportunity to explore the strengths and weaknesses of various values and the
moral structures in which they may have been housed. Increasing our degrees of freedom within a
context of civility can be exhilarating.
Sixth, applying the moral paradigm we have tried to communicate results in less intimidation
and in a less exclusionary approach to moral education as secular assumptions are no longer the sole
source of values and morals. The fact that morality can be derived from religion will be recognized
and the educational playing field will become much more level than it now is.
,

,

Seventh, and finally it will be evident-sometimes painfully evident-that in this life there is
opposition in all things. Nevertheless we are not alone; the goal is noble attainable, and will
ultimately prevail among humankind.
,

,

,

