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The central issue of our times is the relationship between humans and their
knowledge.

Jerzy Wojciechowski

1t is ideas that determine the direction in which civilizations go. If you don't get
your ideas right, it doesn't matter what policies you try to put in place. The
policies will backfire, because the ideas that dominate will not be the right ideas.
You have to begin with the ideas -- then you can simply go ahead and put them

into effect.

John Ralston Saul

We envision a world where everyone has the opportunity to benefit from
education and learn the values, behaviour and lifestyles required for a
sustainable future and for positive societal transformation.

UNESCO: Decade of Education for Sustainable Development
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PREFACE

EDUCATING FOR GROSS NATIONAL
HAPPINESS IN BHUTAN

Background

The concept of Gross National Happiness (GNH) in Bhutan is based on the premise
that true development of human society takes place when material and spiritual
development occur side by side to complement and reinforce each other.
— Lyonpo Jigmi Y Thinley,
Prime Minister of Bhutan

Together, ‘Four Pillars’ constitute conditions for “Gross National Happiness™:

1. Cultural Promotion

2. Good Governance

3. Equitable Economic Development, and
4. Environmental Protection.

Bhutan today stands at a remarkable crossroads in its history, where decisions made
today may well influence the future of the country for generations to come. On the one
hand, the country’s guiding philosophy since 1972 has been the principle of ‘Gross
National Happiness’ (GNH), which seeks to integrate sustainable and equitable economic
development with environmental conservation, good governance, and preservation and
promotion of the country’s ancient culture and profound traditions. On the other hand,
rapid modernization and the lure of consumerism may accentuate materialist

tendencies that could undermine the environmental, social, and cultural pillars of GNH.

For GNH to survive and flourish as Bhutan’s guiding development philosophy in
generations to come, it is absolutely essential that its educational system be fully
transformed to embody and reflect GNH values and principles. Given the onslaught of
consumerist and materialist messages with which our children and youth are today
bombarded as never before, GNH values and principles must be rooted in their
consciousness if, as citizens and leaders of the future, today’s youth are to guide this
country wisely to balance economic development with environmental conservation,
cultural dynamism, and good governance.

The long-term goal, quite simply, is to ensure that Bhutanese youth grow up to care
deeply about nature and about others, to think and see reality clearly and rationally, and
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to act wisely, and that they can be a beacon and model of wellbeing, sanity, and balanced
development in a troubled world facing extraordinary environmental and social
challenges.

It is no exaggeration to say that the initiative on which Bhutan is embarking is
unprecedented. While individual schools in different parts of the world have attempted to
transform their curricula along holistic lines, and to incorporate deep critical thinking,
indigenous knowledge, local wisdom, contemplative education, sustainability education
and eco-literacy into their teaching, no country has ever attempted to do so on a national
scale.

If successful in Bhutan, this unique development philosophy, which seeks to join social,
economic, and environmental objectives, could become a powerful model for other
countries, particularly in the rest of South Asia and other parts of the developing world. It
could also have important lessons for industrialized countries that increasingly recognise
the necessity for economic advances to be more effectively integrated with environmental
conservation and social wellbeing.

In order to make GNH a living reality in Bhutan, the Prime Minister, Lyonchen Jigmi
Thinley, has identified two particular actions that he believes are essential in order to

guide and shape the country’s development far into the future. Both are far-reaching,

systemic, and designed to ensure that GNH becomes embedded in the structure of the
country’s institutions and the consciousness of its people.

* The first action is to bring GNH principles, approaches, and examples into the
country’s educational system and curricula at every level — from kindergarten
and first grade through high school graduation and into tertiary education.

* The second action is to create an inspiring living model of GNH in practice,
located in the country’s spiritual heartland of Bumthang in central Bhutan—a
centre where sustainability practices are demonstrated at every level and where
civil servants, teachers, students, and ordinary Bhutanese can come to take long
and short courses that renew their commitment to environmental protection,
cultural promotion, sustainable economic practices, and responsible and
accountable leadership.

A GNH Curriculum

This literature review, which provides background information on curriculum elements
that reflect GNH principles and values, focuses on the first of these two objectives—
which involves not only construction of dedicated GNH educational curricula at all
levels, but permeating all subjects (like math, science, language studies, and more) with a
GNH view and approach.
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What does this mean in practice? First, sustainability principles, values, factual
knowledge, and behaviour would not only be taught in dedicated courses on
environmental science, protection, and conservation, but they would also serve as
examples in mathematics exercises, grammar texts, science experiments and more. Noted
educators like David Orr have critiqued conventional science texts for neglecting and
underplaying human dependence on the natural world, and in some cases implicitly
promoting environmentally destructive behaviours by implying the potential dominance
of man and technology over nature. A GNH curriculum would correct that present
imbalance by focussing more on the interdependent nature of reality, including human
interaction with natural forces.

Just as there is growing recognition of the importance of sustainability education if
human behaviours are to become more environmentally responsible, a GNH curriculum
would also promote and teach respect for Indigenous human cultures, languages, and
knowledge. Already a few inspired Bhutanese educators are taking students into the
country’s old-growth forests to show and teach youth about the medicinal value and uses
of local herbs and plants—thus not only teaching respect for the land and its environment,
but also transmitting profound and valuable Indigenous knowledge passed on for
generations, and in danger of being lost if not incorporated into formal educational
curricula.

While the importance of these kinds of educational principles and approaches is
increasingly widely acknowledged, there is no sovereign nation in the world aside from
Bhutan that has officially adopted a holistic approach to development that integrates
economic, social, cultural, and environmental objectives as its core philosophy and the
foundation of its policy planning. Bhutan is therefore uniquely placed globally to
implement an educational curriculum based on these principles at a systemic level that
permeates every educational structure and curriculum in the country. In other countries,
there are particular teachers and some alternative schools that have adopted the
approaches described here. But Bhutan’s systemic implementation of these principles at
the national level could offer much needed hope to a world that has become increasingly
at odds with the natural world and that has seen the rapid loss of both cultural and
environmental diversity (to its own peril).

Bhutanese leaders and educators, including the country’s Education Minister himself,
have emphasized that genuine GNH curricula would go beyond mere conceptual and
intellectual learning but attempt more effectively to integrate heart, mind, spirit, and
behaviour (or action). In other words, such curricula would incorporate learning that
draws not only on reasoning alone but also on experiential, artistic and feeling faculties,
and that attempts to translate knowledge into action. For example, some Bhutanese
educators and policy makers suggested that GNH curricula might also include community
service and voluntary action that nurtures compassion and care for others.
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It must be emphasized that none of the intended educational reforms in Bhutan would
compromise academic rigour. On the contrary, reasoning and critical thinking would be
elevated as a top priority in genuine GNH curricula. To give just one example, a key
outcome of GNH curricula would be the training of students who could effectively
measure genuinely integrated progress statistically—an ability that requires a high degree
of mathematical, statistical, and scientific rigour and complex analysis.

One of the first steps in designing and implementing national GNH curricula is to identify
what is important to know in fields like ecological literacy, sustainability education,
contemplative education, Indigenous knowledge, holistic and experiential learning, and
integration of community service in school curricula. This literature review is intended to
inform such goals, and thus, to contribute to developing a new GNH curriculum in
Bhutan.

An educated populace

The literature review has been adapted from research previously undertaken by GPI
Atlantic to develop indicators of an educated populace in Canada. As such, although
much of the information provided relates specifically to Canada, much of the information
could also inform an educated populace assessment in Bhutan. Therefore, it is hoped that,
in addition to providing information on curricula, the literature review will also be of
interest to Bhutanese educators who might be interested in assessing educated populace
levels in Bhutan.

Education is one of the most challenging areas for which to develop measures of progress
and success, because of the inadequacy of most existing indicators, and because much
conceptual and definitional groundwork must first be laid before appropriate indicators
can be developed. One key goal of this literature review, therefore, is to go well beyond
conventional quantitative indicators (like graduates per capita or high-school drop out
rates), which tell us almost nothing about educational quality and very little about real
educational attainment, let alone whether Bhutan, as a society, is becoming wiser, more
knowledgeable, or more aligned with GNH principles and values.

With few exceptions, like literacy assessments, most conventional Western education
indicators provide very little information about outcomes, which must be a key concern
of any GNH-based educational system. This literature review therefore reports on
promising new research that explores the feasibility of developing a framework and
indicators that can potentially assess qualitative improvements in knowledge, educational
attainment, and the transmission of GNH-related values like care and respect for nature
and for others, as well as the actual measurability of improvements in societal knowledge
and in behaviour that is reflective of GNH principles.

In this literature review we are defining “literacy” very broadly to include the knowledge
and skills required to foster Gross National Happiness (GNH). Thus, in relation to the
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Bhutanese populace as well as society in general, we are asking: what do we need to learn
and to know in order to live healthy lives; have decent jobs; participate actively in our
communities, in cultural activities, and as citizens; and understand the world in which we
live? We are also concerned to explore whether learning outcomes of an educated
populace are effectively translated into desired social outcomes that reflect GNH values
and principles.

In order to answer practical questions like these, and for this lengthy literature review to
be a useful resource in the years ahead for creating a GNH-based educational system, we
clearly need to define what we mean by “GNH values and principles” in relation to
education. For the purposes of this literature review we have adopted the following broad
definition, while acknowledging that this is a working definition that will be refined in
consort with the Bhutanese in the future:

GNH values and principles, as reflected in a GNH-based educational system, are
understood to include:
* adeep and genuine understanding of and care and respect for nature, for others, and
for Bhutan's profound and ancient culture;
* the critical capacity to understand and see reality clearly and to see through
deception; and
* the ability to manifest these qualities in action and behaviour in order to benefit
Bhutan and the world, to develop the economy in a sustainable and socially
responsible way, and to be "good citizens" who can act effectively to improve
wellbeing.

This is not intended as a comprehensive or authoritative definition by any means. Nor is
it the function of the compilers of this literature review to pronounce on such an
important matter. For the purposes of this literature review, however, it is necessary to
have some approximate reference points like the definition above in order to identify
educational approaches that appear to be consonant with GNH values and principles, and
in order to consider potential indicators and measures of success for a GNH-based
educational system.

Fundamental to these GNH principles and values is the understanding that genuine
progress must be based on the sustainability and wellbeing of human society and the
natural environment. In this literature review we use a sustainability lens, which is a
cross-cutting theme of GNH, to guide our approach towards developing a new curriculum
designed to produce and assess an educated populace. Wellbeing in GNH is explicitly
defined to include the welfare of future generations of Bhutanese as well as that of the
present generation, and to be correlated with certain key conditions— physical and
mental health, decent living standards, a healthy physical environment, strong and safe
communities, vibrant culture, good government, and the ability to balance the often
competing demands of paid and unpaid work with ample free time. The inter-generational
dimension of wellbeing is intrinsically linked to current wellbeing in GNH values by the

XXiii



GPlAtlantic

recognition that present wellbeing is enhanced if Bhutanese have confidence in their
children’s future, and it is diminished if they feel anxious that their children’s health,
living standards, environment, culture, and communities are imperilled. From that
perspective, an educated populace is one that has the requisite knowledge to strengthen
these conditions of wellbeing, and thereby to enhance both its own opportunities for
wellbeing and those of its children.

From the perspective of GNH, education is seen as a vital contribution to, and investment
in, both the quality of life and wellbeing of the populace and the health of the entire
natural environment upon which that populace depends for its survival and prosperity.
Creating and nurturing healthy and sustainable societies—social, economic, cultural, and
physical environments that enhance wellbeing—requires knowledge and wisdom. The
fundamental goal of the GNH-based education, therefore, is to develop an educated
populace that is becoming wiser and more knowledgeable.

The material presented here explores educational issues that could potentially contribute
to societal improvements in educational attainment and societal knowledge in Bhutan.
Because education is arguably a key to societal transformation and change in many
conditions of wellbeing, an educated populace is crucial in linking all the pillars of the
GNH.

For comparison purposes, this literature review reviews aspects of education in the West,
with a focus on Canadian educational indicators, as an example of what is conventionally
practiced in the West. Although some of the examples of educational practices and
indicators may not be specifically relevant to Bhutan, they may provide examples of what
to avoid in the future. For example, the literature review demonstrates that current
Western indicators of educational attainment—which reflect Western values and
educational curricula—reflect societal priorities that do not necessarily or always further
wellbeing or GNH. In the past, conventional Western education indicators and policies
have been very narrowly defined and provide no real insight on how educated and
knowledgeable the Western, and specifically the Canadian, populace is or whether it is
becoming more so, nor whether its present knowledge matches current social needs (e.g.,
sustainability). Systems of educational evaluation increasingly emphasize accountability
for “returns on investment” to “stakeholders” rather than broader contributions of
knowledge and learning to society. Similarly, most of the rhetoric about education for the
“new economy” focuses rather narrowly on the need to enhance human economic
productivity, rather than on enhancing wellbeing or providing broader societal benefit.

In addition, formal education is increasingly seen as being necessary to prepare students
for the new workforce, with the idea that high grades in school, participation in
postsecondary education, and the attainment of a lucrative career will improve individual
wellbeing and strengthen and grow the economy. The ultimate goal of this conventional
paradigm is a materially comfortable lifestyle that presumably maximizes overall
wellbeing. However, critics have noted that when the emphasis is on material gain, the
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focus of education becomes narrowed and the central challenge of sustainability, which is
linked to wellbeing, is not addressed.

Thus, with few exceptions, the conventional Western education indicators currently in
use—whether focused on enrolment and graduation rates, or on standardized test results
in a few fields—do not tell us much about the quality of education and whether the
educational system is successful at creating an educated populace. For instance, they do
not tell us whether students have learned to think and analyze for themselves, whether
they have accumulated essential knowledge required to function in today’s world (such as
how to live sustainably and healthily), or whether their formal education has motivated
them to contribute positively to society. These conventional indicators are also mainly
confined to the formal education system and, for the most part, do not take into account
the education that takes place in informal and nonformal education systems such as the
home, workplace, and the media, where a great deal of learning takes place.

In the West, “educational attainment” is the main variable used most often in the social
sciences to correlate societal outcomes with learning outcomes. The statistics show that
high educational attainment, in contrast to low educational attainment, is positively
correlated with higher income, better health, greater civic responsibility, and higher living
standards. But high educational attainment learning outcomes are not positively
correlated with desirable social outcomes in areas such as equity, ecological integrity,
human impact on the environment, sensible time use, and reduced stress, to name a few
areas. For example, there is evidence that more highly educated and wealthy people and
societies consume more, and contribute more to ecological problems, than less educated
people. Therefore, based on that fact alone, education indicators that are broader than
those of “educational attainment” in the above sense are needed to reflect the important
social outcomes of learning.

Western indicators of formal schooling reflect only one determinant of an educated
populace. International organizations such as the United Nations' and the Organisation
for Economic Co-operation and Development (OECD),? as well as Canadian
organizations such as the new Canadian Council on Learning (CCL),’ recognize that
learning and education occur not only in formal schooling, but also through informal and
non-traditional learning that takes place in settings including the home, community, and

! United Nations Educational Scientific and Cultural Organization (UNESCO). U.N. Decade of Education
for Sustainable Development 2005-2014. International Implementation Scheme (Draft), Paris, UNESCO,
2005; accessed April 2005; available from

http://portal.unesco.org/education/admin/ev.php?URL _ID=36026&URL_DO=DO_TOPIC&URL_SECTIO

N=201&reload=1099410445.

? Organisation for Economic Co-operation and Development (OECD). Lifelong Learning for All, Paris:
OECD, 1996.

} Cartwright, Fernando, Jerry Mussio, and Chris Boughton. Developing the Composite Learning Index. A
Framework, Ottawa, Canadian Council on Learning (CCL), 2006; accessed February 2006; available from
http://www.ccl-cca.ca/NR/rdonlyres/EC1499F7-2767-4DSE-AB17-

B8DEC36C2FAD/0/CLI Framework.pdf.
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workplace, and through broadcast and print media and the Internet. As well, values and
attitudes held by the public both influence knowledge and learning and reflect learning
outcomes. Therefore, the suggestion is that GNH-based education consider that education
needs to go well beyond that of the formal schooling system alone, and include
consideration of informal learning and competencies in specific fields of knowledge that
are required to increase wellbeing.

Therefore, a GNH view of educational objectives and of the desired societal outcomes of
education that is broader than conventional, Western views of education is essential to
developing an educated Bhutanese populace. An educated Bhutanese populace might be
one in which both Bhutanese youth and adults are becoming more aware of contextual
situations and systems, social and economic interconnections, current world events, the
processes of the natural world, and the influence of current lifestyles on population health
and the choices and quality of life of future generations. For example, effective societal
education and learning outcomes should be reflected in desired social outcomes such as
economic prosperity, equity, environmental stewardship, cultural promotion and
preservation, good governance, and social tolerance. From this broad perspective, failure
in those realms might be seen as failures in education and in learning processes.

In the following chapters we explore—among other key literacies—knowledge of the
natural world, of science, and of ways of learning about, understanding, and living in the
natural world that rely on and also go beyond the rational, scientific approach. Because
GNH principles define wellbeing outcomes to include the wellbeing of future
generations, one core theme and question of the following chapters is: are Bhutanese
learning what they need to know in order to live sustainably and to ensure the wellbeing
of future generations? We also ask: what do Bhutanese need to know in order to live
healthy lives, to participate actively in their communities, and to be informed citizens,
and how effective are present learning systems in transmitting this knowledge?

In order to answer such questions, we need to be able to examine lifelong learning levels
of understanding and knowledge in the populace in areas such as ecology, Indigenous
knowledge, science, health, citizenship, multiculturalism, the media, statistics, and the
arts. In short, to determine how educated the Bhutanese (or any) populace actually is
requires a far more profound and wide-reaching analysis than is possible through
conventional education indicator assessments of school and university enrolment,
graduation rates, and standardized test results. Because of the lack of data needed to
assess educated populace levels in Canada, we have recommended that a new Canadian
Knowledge Survey be developed to collect these data, which might also be of interest to
Bhutanese leaders and educators.

Thus, the following review is especially concerned with measures of specific literacies
that could be included in such a knowledge survey and applied to an educated populace
assessment— which also could imply the types of curricula needed in schools. Most of the
information provided in the chapters below is from Western sources, and although some
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of it may not be specifically relevant to Bhutan, most of the information does have global
implications. It is hoped that the information may be of interest to Bhutanese educators
working to infuse GNH values and principles into the Bhutanese educational system.

Recently, important new international work is greatly expanding the definition,
understanding, and context of education and learning, which will dramatically shift the
way progress in education is viewed and the way educational policy is crafted. This
literature review outlines some of these promising new directions that have particular
significance for Bhutan.. For example, the United Nations Educational, Scientific and
Cultural Organization (UNESCO) has been working with nations in its Decade of
Education for Sustainable Development 2005-2014 program (DESD). This program
represents the education needed, and the social and economic systems necessary, for
sustainable development. This broader sociocultural approach represents the collective,
holistic knowledge that society holds and acts upon in order to enhance societal
wellbeing. Therefore, the DESD framework can be examined and used to inform the
broader education—or learning—that is under development in Bhutan.

This literature review of what might be considered to be genuine educational attainment
that is infused with GNH values and principles is certainly not a final product, and it does
not produce a definitive curriculum for an education system in Bhutan. However, it is a
step towards viewing wellbeing and sustainable development more comprehensively and
accurately than do conventional Western educational systems. It is a work in progress
designed to lay the groundwork for an economy and society that will genuinely reflect the
social, spiritual, environmental, and human values of Bhutanese society.
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INTRODUCTION

This literature review represents an initial phase of exploring potential curricula for and
indicators of a Bhutanese “educated populace.” Because education is key to societal
transformation and change in many areas, education is crucial in linking all of the pillars
of GNH and in bringing key issues onto the policy agenda. Considerable developmental
work is required to design new education curricula that reflects GNH values and
principles, as standard educational systems, for the most part, do not reflect these values
in meaningful ways.

This review of education and other literature that could inform new GNH-based
education curricula and an educated populace assessment covers a wide-range of
disciplines. The exploration has led us far from the standard education field. Because a
GNH-based education system aims to increase both current wellbeing and the
sustainability in Bhutan, we began with some broad questions:

*  What is an educated populace?

*  What do we need to know in the twenty-first century to create a sustainable world
for our children?

*  What do we need to know to ensure wellbeing and a sustainable and good quality
of life for all?

*  What measures might indicate whether society is becoming more knowledgeable,
educated, and wise?

* How do we assess the quality of education, and not just the quantity of graduates?

Thus, outcomes of an educated populace can be reflected in qualitative elements, such as
happiness, quality of life, and wellbeing—as well as the quality of education, the quality
of jobs, and the quality of environmental assets like forests, rivers, and lakes and the
quality or supply of timber and water available.

GNH values and principles incorporate the view that genuine progress must reflect
improvements in the health and wellbeing of human society and the natural environment.
A cross-cutting theme is the sustainability of the wellbeing of society and the planet, and,
in this literature review, a sustainability lens was used to guide the approach. Wellbeing
is defined to include the welfare of future generations of Bhutanese, as well as that of the
present generation, and to be correlated with certain key conditions—physical and mental
health, decent living standards, a healthy physical environment, strong and safe
communities, vibrant culture, good government, and the ability to balance the often
competing demands of paid and unpaid work with ample free time.

From that perspective, an educated Bhutanese populace is one that has the requisite
knowledge to strengthen these conditions of wellbeing, and thereby to enhance both its
own opportunities for wellbeing and those of its children. Creating and nurturing healthy
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and sustainable societies—based on healthy social, economic, cultural, and physical
environments—requires knowledge and the wisdom to use this knowledge for the benefit
of the common good. We have used this broad GNH lens to guide our research here.

The literature reviewed, as seen in Part I, Chapter 2, indicates that most Western
education initiatives today are driven by the assumption that improvements in economic
performance will lead to the enhanced wellbeing of society, and that a key role of
education is therefore to prepare students for their role and function in the economy. The
call from almost all sectors is to create a new “knowledge economy” or “information
society” by upgrading the technical skills and proficiencies of the workforce to meet the
new challenges of competition and technological innovations. Central to this is the need
for education to prepare students to fit into this new workforce, with the marks of success
being high grades in school, participation in postsecondary education, and the attainment
of a lucrative career. Societally, high success rates in these areas are assumed to
strengthen and grow the economy and enhance competitiveness. Individually, the goal is
a materially comfortable lifestyle that minimizes inconvenience and, presumably,
maximizes overall wellbeing.

These may be reasonable goals, but, with the emphasis on material gain, the focus of
education becomes narrowed, and the central challenge of sustainability is not addressed.
Preparing students for the job market and a secure livelihood is important, but it is only
one element of what is needed for quality of life and wellbeing. GNH values define
quality of life and wellbeing broadly to include physical and mental health, time balance,
vital communities, a healthy environment, and good governance. From the GNH
perspective, therefore, an effective education system is one that, as its outcome, enhances
wellbeing in all these domains.

In the literature review that follows, we have included information on the conventional,
Western formal education system, but—in order to broaden the scope to reflect the GNH
perspective—we have also gone beyond the conventional education system to include
nonformal and informal learning in the areas of lifelong and lifewide learning (e.g., at
home, at work, at play). According to Coombs and Ahmed, nonformal learning refers to
any organized, systematic, educational activity, which is carried on outside the formal
system, and which does not lead to a formal diploma or degree, such as classes taken to
enhance workplace skills.* Informal learning refers to the lifelong process by which every
person acquires and accumulates knowledge, skills, attitudes and insights from daily
experiences, such as from the example and the attitudes of family and friends; from
travel, reading newspapers and books; or by listening to the radio or viewing films.’

In order to inform the design of an educated populace assessment, we developed a
conceptual framework using a sustainability and systems framework, which is

* Coombs, Philip H., and Manzoor Ahmed. Attacking Rural Poverty: How Nonformal Education Can Help,

Baltimore: John Hopkins University Press, 1974.
5 .
Ibid.
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appropriate to GNH values and principles. Within that view, the education or learning
framework is seen to be inclusive, encompassing all aspects of lifelong learning from
early childhood education, through K—12 primary and secondary school, through higher
education, adult education, and learning for life. The framework also includes lifewide
learning, from the formal education system referenced above, to work-related and
personal-interest nonformal learning, to tacit and informal learning.

Various existing education curiculum frameworks, each with its own rationale, are
presented in this literature review. However, the literature review did not find these
existing frameworks to be broad enough, in and of themselves, for the far-reaching
purpose of GNH goals. We did, however, find parts of these frameworks, and
combinations of them, to be very useful in moving towards a more comprehensive
framework that may eventually be able to assess the degree to which Bhutanese are
becoming wiser and more knowledgeable in general.

The framework adopted for an educated populace in general, which reflects GNH values,
is discussed in Part [, Chapter 1 of the literature review, and is illustrated by two charts
presented in the chapter. Here we describe the basic framework and other frameworks
that have influenced our thinking. The basic framework is circular, and the separate
elements are nested within each other, rather than formed by vertical or horizontal
relationships. This indicates that the learning processes and outcomes have a multi-causal
and interdependent relationship, rather than a linear relationship based on cause and
effect, or input-output models.

Basically, the wisdom and values of the populace, which represent both an outcome and a
determinant of an educated populace, are centred within the larger, overarching context
of ecological integrity and sustainability. Within these two reference points are social
outcomes, learning outcomes, and contextual elements of education. The latter includes
elements such as the physical and mental environments within which learning takes
place, structural elements such as financial investment in learning and education, and
access to education and opportunities for learning. In conventional education
frameworks, these contextual elements are represented by input, learning process, and
output indicators.

The aim is to ultimately develop a holistic curriculum that will ensure society is teaching
and learning what it actually needs to know to enhance social wellbeing and to generate
and use knowledge for the public good. This effective creation and use of knowledge for
societal benefit requires both basic literacy and knowledge of multiple literacies in
relevant areas such as ecology, civics, and multiculturalism.

A holistic curriculum also involves the need to ensure that education and learning are
influenced by GNH values, which in turn is crucial to enhance sustainability. Definitions
and measures of wisdom and values are explored in Part II of this review. For example, if
knowledge is generated and transmitted in such a way as to promote short-term personal
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gain, comfort, and advantage at the expense of future generations and long-term societal
needs, then the educational system is undermining sustainability. Thus, an educated
populace framework requires a broad view of wisdom, a definition of what it means for a
society to be wise, and the ability to track changes in the values and wisdom of the
populace over time.

In Part I, Chapter 2 of this review, we examine the conventional Western education
indicator systems currently in use and indicate how the GNH approach will necessarily
differ from the conventional approach to education. In Chapter 3 we explore the question
of how we can define an “educated populace,” and describe the radical changes in
approach and method that are currently taking place within the field of education and
lifelong learning in the West. These changes involve three major shifts in thinking that
are driving new developments: a shift from a focus on education as schooling to a focus
on learning and lifelong learning; a shift from a reductionist view to a holistic view; and a
shift from basic literacy alone to new literacies emphasizing what we need to know to
live sustainably and to create a sustainable society.

Part II of this review examines the outcomes and measures of wisdom and values of an
educated populace. Part III discusses the first part of the context area—the learning
environments within which education takes place. In part, this section specifically looks
at the contexts of lifelong and lifewide learning including nonformal and informal
learning; the influences of commercialization on education in the West; participation in
cultural activities as a reflection of informal learning environments; the influence of
mental health on the learning environment; and the influence on learning of the mental
environment, which is defined as knowledge elements, such as those created by the mass
media that reflect knowledge in the public commons.

Part I'V of the review, which is located in Document 2, includes learning outcomes in
multiple literacies that represent what an educated populace needs to know to create
healthy and sustainable societies within a healthy ecosystem. The literature review does
briefly look at social outcomes and contextual elements, as noted. However, it focuses
mainly on learning outcomes, which are defined as a multiple literacies that encompass
what we need to know to increase societal wellbeing and GNH. These literacies include
knowledge in the following areas: basic adult literacy, ecology, Indigenous knowledge,
science, health, food and nutrition, civics, multiculturalism, media, statistics, and art.

Each of these areas has its own literature, concepts, views, practitioner agreements and
disagreements, frameworks, and evaluation and assessment methods. The literacies
clearly overlap, and information highlighted in one area may also be found throughout
this review in other areas as well. In addition, we discuss areas such as Western primary,
secondary, and higher education in several sections, and materials on the relationship
between education and the economy is distributed throughout this review.
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In Part V, we look at the second section of learning contexts, which influence the
outcome of an educated populace in the West. As noted, information the Western
educational system is included to provide a contrast to a system built on GNH values and
principles, and as a caveat to consider in the design of the new GNH system. The learning
contexts include structural elements within the formal education system, such as early
childhood education, student achievements and satisfaction, and access and barriers to
education. In addition, higher education, the role of the university, and research and
development within the university are discussed. Most discussion of curriculum elements
within the formal education system is included within the sections concerned with the
specific literacies. Finally, Part VI addresses selected social outcomes of learning, as
further examples of an educated populace.

The following is an overview of some of the general findings of this literature review.
More specific and detailed information can be found in the full review and in the
Appendices.

What is an educated populace?

To develop a curriculum based on GNH values and principles, which will advance social
progress in general and in learning and education in particular, it is necessary to continue
to identify and specifically define what the Bhutanese populace needs to know in order to
create a sustainable society that promotes the wellbeing of all. For example, questions to
ask might include: What is an educated populace? How can we recognize whether it is
becoming more educated over time? What is quality education? Are we becoming more
knowledgeable and wise as a society? Might such knowledge and wisdom be gauged, at
least in part, by the degree to which a society effectively cares for the world and for
communities, rather than simply reflected in increased technical capacity? And what are
indications of these different values and trends?

Many educators today are seriously rethinking the schooling process. They are calling for
different models of learning, which engage students in learning that is relevant to them
and which also engage them in the larger community. The concepts of “learning for life”
and lifelong learning have become prominent in most educational goal statements at
every level.

In 2005, Douglas Stewart, emeritus professor of education at the University of Regina,
compared the mission and goal statements of education departments in Canadian
provinces and territories to determine their views on the purposes of public schooling.
Stewart found that there are no or few references in these mission/ goal statements that
refer to “education,” “national identity,” or “the care and concern for the natural
environment.” His primary concern was that the goals stated by provincial education
departments are not prioritized or used to develop a coherent conception of education.
Nor is there any reference to the transformative capacity of education, which Stewart sees
as the heart of education:
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I am drawing upon a conception of “education” as transformative and
empowering. It is one that implies the development and enlargement of human
consciousness or awareness of the world, of “seeing” or looking at the world with
new and enriched perspectives that transcend the local and particular, and that
enable individuals to achieve a greater meaning and sense of who they are and
how they relate to the world.°

Becoming more conscious and aware, Stewart notes, involves training the mind, which
includes the cognitive aspects of social, emotional, and moral development.

Rethinking schooling involves asking very basic questions such as “what is an educated
person,” and “what is a learning society?”” In other words, what is needed both for
children to flourish and develop wellbeing in their own lives, and what is needed for
society to flourish, to foster wellbeing in its citizens, and to leave a healthy, sustainable
world for future generations?

A forum held by the Canadian Education Association in June 2004 initiated a dialogue
between federal government departments and non-governmental organizations (NGOs)
on the purposes and goals of education in Canada. The general consensus of the forum
participants was that the main characteristic of an educated person is higher cognitive
skills that result in “active citizenship, respect, social and environmental responsibility,
anti-racism, courage, creativity, and critical thinking.”7

One of the most inclusive statements concerning the goals of education comes from the
UN:

The goal of education is to make people wiser, more knowledgeable, better
informed, ethical, responsible, critical and capable of continuing to learn.
Education also serves society by providing a critical reflection on the world,
especially its failings and injustices, and by promoting greater consciousness and
awareness, exploring new visions and concepts, and inventing new techniques and
tools. Education is also the means for disseminating knowledge and developing
skills, for bringing about desired changes in behaviours, values and lifestyles, and
for promoting public support for the continuing and fundamental changes that will
be required if humanity is to alter its course, leaving the familiar path that is
leading towards growing difficulties, and starting the uphill climb towards

% Stewart, Douglas. "Purposes of Public Education: Philosophical Reflections." Education Canada,
Canadian Education Association, 2005, 4-7.

7 Canadian Education Association (CEA). Fostering the Minds of Young Canadians: Implications for
Governments and NGOs, Report of the Canadian Education Forum Held in Ottawa on June 3-4, 2004,
CEA, 2004; accessed January 2005; available from http://www.cea-ace.ca/dia.cfm?subsection=cef.
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sustainability. Education, in short, is humanity’s best hope and most effective
means to the quest to achieve sustainable development.®

The UN also has introduced the concept of quality education into its goals and targets and
defines what it considers the essential characteristics of a quality education to be.
According to the UN Ministerial Round Table on Quality Education:

Quality education:

* supports a rights-based approach to all educational endeavours. Education is a
human right, and therefore quality education supports all of the human rights;

* is based on the four pillars of Education for All—learning to know, learning to do,
learning to live together and with others, and learning to be;

* views the learner as an individual, a family member, community member, and a
global citizen and educates to create individual competency in all four roles;

* upholds and conveys the ideals of a sustainable world—a world that is just,
equitable, and peaceable, in which individuals care for the environment to
contribute to intergenerational equity;

* takes into consideration the social, economic, and environmental contexts of a
particular place and shapes the curriculum or programme to reflect these unique
conditions. Quality education is locally relevant and culturally appropriate;

* is informed by the past (e.g., Indigenous and traditional knowledge), is relevant to
the present, and prepares individuals for the future;

* builds knowledge, life skills, perspectives, attitudes and values;

* provides the tools to transform current societies to more sustainable societies;

* is measurable.’

The question educators and others are increasingly asking, therefore, is which knowledge,
skills, and attitudes are most important for students, and for the population in general, to
acquire. Although he doesn’t mention either sustainability or the environment, Jerry Gaff
of the Association of American Colleges and Universities (AAC&U) observes there is a
general consensus among a wide range of interest groups about what constitutes an
educated person or society: "

¥ United Nations Educational Scientific and Cultural Organization (UNESCO). Educating for a Sustainable
Future: A Transdisciplinary Vision for Concerted Action, International Conference in Thessaloniki,
December 9-12, 1997, 1998; accessed March 2005; available from
http://unesdoc.unesco.org/images/0011/001106/110686e0.pdf.

’ UN Ministerial Round Table on Quality Education cited in United Nations Educational Scientific and
Cultural Organization (UNESCO). Education for Sustainable Development: United Nations Decade (2005-
2014), 2005; accessed March 2005; available from http://portal.unesco.org/education/en/ev.php-
URL_ID=27542&URL_DO=DO_TOPIC&URL_SECTION=201.html.

10 Gaff, Jerry G. "What Is a Generally Educated Person?," Peer Review, no. Fall, 2004: 4-7; Association of
American Colleges and Universities.
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* breadth of knowledge, especially in the natural sciences, social sciences,
humanities, and arts

* capacity for lifelong learning

* ability to analyze, communicate, and integrate ideas

* collaborative problem-solving skills

e effectiveness in dealing with values

* intercultural knowledge relating to diverse individuals

e proactive sense of responsibility for individual, civic, and social choices''

Nicholas Maxwell of the University of London critiques standard education systems as

trying to solve problems of knowledge rather than problems of living.'* He boils down

what we need to know into two categories reflecting the two great problems of learning
confronting humanity:

1. We need to learn about the nature of the universe and about ourselves as part of
the universe.
2. We need to learn to live wisely."

Wisdom, for Maxwell, is the capacity to discriminate what is valuable for oneself,
society, and the ecosystem. It includes knowledge, understanding, and technological
know-how. This knowledge and wisdom can be held by institutions, societies and
cultures, as well as by individuals. Maxwell proposes that the basic aim of learning
should be to promote wisdom rather than just to acquire knowledge, since knowledge
without the wisdom to use it beneficially can be extremely dangerous, as seen in its use
for war and environmental damage."*

This is the kind of broad “outcome” approach that fits and is appropriate to the vision,
goals, and objectives of GNH, and it will therefore be explored here. It is an approach
that goes well beyond standard issues like educational system participation, graduation
rates, and spending on education, which may have limited relation to societal outcomes.

" Ibid.

12 Maxwell, Nicholas. Do We Need an Academic Revolution, London, University of London, n.d.; accessed
February 2005; available from http://www.the-rathouse.com/maxacadrev.html.

3 Maxwell, Nicholas. "Two Great Problems of Learning," Teaching in Higher Education, vol. 8, no. 1,
2003: 129-134.

" Maxwell. Do We Need an Academic Revolution, accessed.
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Values

According to Lourdes Quisumbing, President of the United Nations Educational,
Scientific and Cultural Organization-Asia-Pacific Network for International Education
and Values Education (UNESCO-APNIEVE), values are an integral component of basic
education and are needed for an individual “to survive, to live and work in dignity, and to
continue learning.”"> The Bhutanese government also plans to base its new educational
curriculum on broadly accepted GNH values such as fostering a healthy and well-
educated population, environmental quality, security, equity, and social inclusion. Any
measure of progress is based on the implicit question, “progress towards what?” and is
therefore normative by its very nature. The measure assesses progress towards defined
goals, and therefore inherently embodies a vision or ideal towards which society aspires.
In other words, it is literally not possible to measure progress without a clearly defined
sense of what it is that society wants to achieve, which in turn is based on basic values.

Values are moral or ethical convictions on which a population bases its sense of purpose,
goals, or directions to guide its actions.'® Values are “the basic learned motivators of
human behaviour.”'” Essentially, values can help discriminate between what is beneficial
and what is detrimental to society. Values are also referred to in the literature as attitudes,
beliefs, convictions, principles, or virtues.

Quisumbing suggests:

Even if not explicitly stated, or perhaps not even consciously intended, values and
attitudes underlie the criteria and indicators in assessing all the areas of
educational goals and objectives [...]. It is only when we have the power to value
that we will be able to distinguish the essential from the nonessential, and to
realize that the dignity of the human person and the excellence of the human spirit
are the ultimate criteria of quality.'®

Canadian educational fora have also stressed moral or value education in curriculum
goals. For example, The Atlantic Canada Framework for Essential Graduation Learnings
in Schools, which was produced following public consultations, describes skills and

' Quisumbing, Lourdes R. The Values /Attitudinal Dimension in Quality Education, Beijing, International
Forum on Quality Education, 2001; accessed March 2005; available from
http://unesco.edna.edu.au/documents/BEIJINGpaper.pdf.

' Heylighen, Francis. "What Is a World View?," in Principia Cybernetica Web, ed. Heylighen, F., C.
Joslyn and V. Turchin. Brussels: Principia Cybernetica, accessed January 2005, available from
http://pespmcl.vub.ac.be/ WORLVIEW.html, 2002.

7 Adams, Michael. Fire and Ice: The United States, Canada and the Myth of Converging Values, Toronto:
Penguin Canada, 2003.

'8 Quisumbing. The Values /Attitudinal Dimension in Quality Education, accessed.
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attitudes that all students are expected to demonstrate prior to graduation.'® Attitudes
related to values in this framework include the abilities:

* to understand sustainable development and its implications for the environment;

* to examine human rights issues and recognize forms of discrimination;

* to determine principles and actions of just, pluralistic and democratic societies;

* to reflect critically on ethical issues; and

* to understand their own and others’ cultural heritage, cultural identity and the
contribution of multiculturalism to society.

The framework specifies that student attitudes should be assessed indirectly within
classrooms by teachers using a variety of assessment strategies, including portfolios,
performances, essays, and projects.

The key question is whether current educational institutions and curricula fulfill these
stated goals. Unfortunately, few conventional indicators of educational attainment even
ask this question, or attempt to relate what they report to such fundamental statements of
educational purpose, shared values, and desired societal outcomes. For the most part
these conventional indicators simply focus on quantitative measures such as the number
of graduates and high school dropouts, rates of participation, and overall spending on
education. Qualitative measures, such as assessments of the capacity of educational
systems to reflect specified values, are usually absent.

Challenges to assessing trends in education

With few exceptions, the model used by the vast majority of large-scale education
indicator projects is the productivity model—which reflects the curriculum and
underlying values of the education system. Despite the popularity of the productivity
model, however, there have been numerous objections to its use, including the criticism
that it implies the application of an “industrial model” to the education system, where
students are viewed as “raw materials” to be processed in schools.*’

Another key criticism of most education indicator systems developed to date is that they
are mainly concerned with descriptive or comparative data on educational spending,
enrolment, and levels of school attainment and achievement, rather than with providing
an analytical tool as their primary function.”"** In Canada, for example, the Council of

1 Atlantic Provinces Education Foundation (APEF). The Atlantic Canada Framework for Essential
Graduation Learnings in Schools, APEF, 1998; accessed January 2005; available from http://camet-
camef.ca/default.asp?mn=1.7.

20 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health, Washington, D.C.: National Centre for Education Statistics, 1991. p. 9.

*! Crocker, Robert K. Learning Outcomes: A Critical Review of the State of the Field in Canada, Canadian
Education Statistics Council, 2002; accessed January 2005; available from
http://www.cmec.ca/stats/pcera/LearningOutcomes_StateoftheField RCrocker2002.pdf. p. 21.
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Ministers of Education has implemented the School Achievement Indicators Program
(SAIP), which is sometimes considered a comprehensive indicator program to assess
educational attainment. However, it concerns itself only with indicators of school
achievement. As it is currently configured, the SAIP assesses student performance in the
areas of mathematics, science, reading and writing.> There is no reference to the wider
social purposes of education referenced above.

It has also been argued that student assessment programs are “often a reactionary measure
to external calls for accountability” rather than an attempt to “appraise the student as an
entire educated human being.”** For example, throughout the 1980s and 1990s, publicly
funded institutions in the U.S., including colleges and universities, were compelled to
show reasons for continued investment of public money and were mandated by state
legislatures to assess and report their performance based on a set of indicators.

According to one critic, the economic pressure placed on the education system to supply
the skills required by the global market changes the role of school education from serving
“the betterment of society through a more educated citizenry” to “how best to control
education by making it do its economic work through greater explicit emphasis on
vocationalism, as well as by changing the ideology and the discourse of schooling.
Perhaps what is most problematic about defining education in a way that serves narrow
economic imperatives is that broader considerations such as the “the role of schooling in
social justice, the inculcation of democratic values and the transmission of cultural values
and forms of knowledge” become marginalized.*

9925

Robert Crocker echoes this view observing that “generic outcomes such as ability to
function in a democratic society, social responsibility, critical thinking, lifelong learning,
personal management, or teamwork are not adequately represented in the outcome
statements found in most curriculum documents.”’ Similarly, this literature review has
found that the corresponding conventional indicators as they currently exist are also too
limited, and that many key societal outcomes of education are not adequately represented.

** Schulz, Henry, Glenn Clark, and Robert Crocker. Learning Outcomes, Discussion paper prepared for the
Council of Ministers of Education, Canada in support of the Pan-Canadian Education Research Agenda,
1998; accessed May 2005; available from http://www.cmec.ca/stats/pcera/compaper/98-25en.pdf.p. 5.

* Council of Ministers of Education Canada (CMEC). The School Achievement Indicators Program
(SAIP), 2005; accessed May 4 2005; available from http://www.cmec.ca/saip/indexe.stm.

** Sims, Serbrenia J. Student Outcomes Assessment. A Historical Review and Guide to Program
Development, New York: Greenwood Press, 1992. p. 23, 110.

** Neal, John E. "Overview of Policy and Practice: Differences and Similarities in Developing Higher
Education Accountability," in Assessing Performance in an Age of Accountability: Case Studies, ed.
Gaither, Gerald H. San Francisco: Jossey-Bass, 1995. p. 6.

*® Smyth, John, and Alastair Dow. "What's Wrong with Outcomes? Spotter Planes, Action Plans, and
Steerage of the Educational Workplace," British Journal of Sociology of Education, vol. 19, no. 3, 1998:
291-303. p. 299.

" Crocker. Learning Outcomes: A Critical Review of the State of the Field in Canada, accessed. p. 24.
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With a few exceptions, the conventional indicators also do not tell us much about the
quality of education and whether it is successful in creating an educated populace. For
instance, these indicators do not tell us whether students have learned to think critically
and to make well-informed choices. The indicators are also generally confined to the
formal education system and do not take into account the education that takes place in
informal and nonformal systems such as the home, and from the media, where a great
deal of learning takes place.

It is clear from this literature review that current indicators of educational attainment tend
to reflect societal priorities that do not always or necessarily further wellbeing. For
example, indicators of educational evaluation increasingly are based on accountability for
“returns on investment” to “stakeholders” rather on broader contributions to society.
Most of the rhetoric about education for the “new economy” actually focuses on the need
to enhance human economic productivity rather than on the need for a sustainable
economic system that can enhance long-term wellbeing. Descriptions of the needs of the
new “knowledge economy” call for new knowledge-based skills such as those requiring
enhanced cognitive problem-solving abilities, the ability to decode large amounts of
complex information, the ability to adapt to constant change and insecurity, and the
ability to work in teams and to tap resources of creativity. While these skills can certainly
produce desirable societal outcomes, the anticipated outcomes that are specified are often
narrowly confined to market competitiveness and production, and tend to value self-
direction and individual initiative over the social goals traditionally valued by societies
such as Bhutan, which value compassion and cooperation over individual
competitiveness.

A GNH curriculum that produces an educated populace should certainly include
cognitive development. But a broad wellbeing perspective like that of GNH requires that
the curricula also reflect the importance of the creative and emotional health of learners
so that Bhutanese youth can become more aware of contextual situations and systems,
social and economic interconnections, current world events, the processes of the natural
world, and the influence of current lifestyles on the choices of future generations. For
example, effective education from a GNH perspective should be reflected in greater
social tolerance, cultural diversity, gender equality, corporate responsibility, and
environmental stewardship. In light of the earlier UNESCO statement that education is
the most effective means to achieve those outcomes, then, from the broad GNH
perspective proposed here, failure in those realms might be seen as failures in education.

Even from a narrower productivity perspective, proxy variables such as the number of
years of schooling or the highest educational credential, which are most often used in lieu
of direct observation of learning outcomes, skills, and competencies, do not give policy
makers or employers an accurate assessment of the capabilities of the potential
workforce. Individuals who have the same credentials do not all have the same
knowledge or skills, and learning does not stop with attainment of the credential.
Knowledge and skills acquired outside the formal learning network are rarely reflected in

12
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conventional measures of educational attainment, and it is often impossible to distinguish
specific learning activities from other activities that may produce significant learning as a
by-product of experience. In addition, the specific skill requirements of jobs change over
time and are difficult to determine and measure according to fixed or standard evaluation
and assessment tools. Indeed, the time lag between changes in assessment tools and the
advent of new job-related skill requirements can result in a mismatch between the skills
needed in the job market and the actual skills embedded in the population.

For all of these reasons, and based on the expert critiques that are summarized in this
literature review, the weight of evidence points to the necessity of going beyond the
conventional Western education curriculum, indicators and models in order to design a
Bhutanese curriculum that will reflect GHN values and principles and produce an
educated Bhutanese populace.

Shifting Trends

As previously noted, radical changes are happening within the fields of education and
lifelong learning, as reflected in recent statements from representatives of mainstream
education institutions like UNESCO, the Canadian Education Association, the
Association of American Colleges and Universities, and the Canadian Alliance of
Education and Training Organizations (CAETO). These involve three major shifts in
thinking and knowledge that are driving new developments: a shift from education as
purely schooling to learning and lifelong learning; a shift from a reductionist view to a
holistic view; and a shift from basic literacy to new literacies emphasizing what we need
to know to live sustainably and to create a sustainable society that enhances long-term
wellbeing.

1. Shift from education as schooling to learning and lifelong-lifewide learning

The concept of education is frequently and mistakenly associated with “schooling.”
Education, however, involves learning throughout the life course and does not stop when
formal schooling ends. Lifelong learning has become as important as schooling, and
involves more than adding value to previous formal education. It marks a new direction
in thinking about education. Tuijnman and Bostrom remark that this shift is significant,
since it means that the responsibility for learning is shifted from structures and
institutions to learners themselves, who need to be motivated and able to manage their
own learning.*® Essentially, learners need to know how to learn. The emphasis shifts from
being knowledge- and information-based to being skills- and values-based. In other
words, the person is no longer viewed as needing to be “filled up” with information, but
rather, is required to know how to find the necessary information and to be able to use it

*¥ Tuijnman, Albert, and Ann-Kristin Bostrom. "Changing Notions of Lifelong Education and Lifelong
Learning," International Review of Education, vol. 48, no. 1/2,2002: 93-110.
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to create knowledge.*” In this new way of looking at education, knowledge is not
something accumulated in the student’s mind. It is externalized, shared, and produced by
collaborative and collective effort.”

Gerhard Fischer of the University of Colorado suggests that this change of perspective
indicates a change of mindset that values the motivation, interest level, and participation
of learners. He sums up the change in perspectives:

A lifelong learning perspective requires that we change mindsets. This will
include, for example, that we see and understand breakdowns and symmetry of
ignorance as opportunities rather than as things to be avoided; that teachers
understand their roles not only as truth-tellers and oracles, but as coaches,
facilitators, and mentors; and that knowledge is not presented as a commodity to
be acquired or delivered, but as a human struggle to understand and as a source to
deal with personally meaningful problems.”'

Work on developing lifelong learning initiatives, policies, strategies, and research is
taking many directions in Canada, mainly in the areas of adult education and labour force
development. These new directions might inform the development of GNH curriculum
and educational processes.

2. Shift from the education and schooling domains to the community, workplace,
home, and environment:

Lifewide learning

Lifewide learning refers to the fact that learning takes place in many settings other than
schools and universities, in both nonformal and informal modes.** In environmental,
social, and economic domains, informal and nonformal learning are important
expressions of this shift from a focus on formal schooling to a broader understanding of
how learning actually happens.

Informal learning

The general public often thinks of lifelong learning as lifelong “schooling.” David
Livingstone, for example, found that when people were asked about their learning on

** Longworth, Norman. Lifelong Learning in Action: Transforming Education in the 21st Century, London,
U.K.: Kogan Page Ltd., 2003.

%% Fischer, Gerhard. Lifelong Learning: Changing Mindsets, Center for Lifelong Learning & Design (L3D),
Department of Computer Science and Institute of Cognitive Science, University of Colorado, 1999;
accessed March 2005; available from http://13d.cs.colorado.edu/~gerhard/papers/icce99.pdf.

! Ibid., accessed. p. 11.

3% Colardyn, Danielle, and Jens Bjornavold. "Validation of Formal, Non-Formal and Informal Learning:
Policy and Practices in E.U. Member States," European Journal of Education, vol. 39, no. 1, 2004: 69-89.

14



GPlAtlantic

questionnaires that didn’t explain the term, they would mark “not applicable” if they were
not enrolled in a course or program.”

Much of what we know, however, we have learned outside formal school settings:
cumulatively over an extended period of time; in concert with friends, colleagues, or
relatives; in a variety of contexts—such as the workplace, community, church, library,
and home; through a variety of activities, including leisure (such as reading books or
using the Internet) and physical activities; and by attending cultural events or civic /
community meetings. As one researcher recalls, if you ask any group of people whether
they learned the most important things in their lives in school or out of school, most
people say “out of school.”** Formal schooling is a finite part of one’s life, but informal
learning is continuous and never ends—it lasts a lifetime.

David Livingstone of the Centre for Study of Education and Work at the University of
Toronto, a major researcher in the fields of learning, work, and informal learning, calls
what we presently know about informal learning the “tip of the iceberg.””* Information on
learning that ignores this aspect of education, according to Livingstone, provides a very
limited view of knowledge and learning within society, and gives both policy makers and
employers a distorted view of what is needed in terms of education and skills for social
and economic progress. The study and understanding of informal learning, by contrast,
gives greater prominence to the needs of the learner than the common practice of trying
to fit the learner into particular structures that may or may not be relevant to the learner.

Research to date on informal learning includes information on the process of learning, the
areas and activities of learning, and the amount of time spent on these activities. Very
little research has focused on knowledge outcomes.* The Centre for the Study of
Education and Work (CSEW) at the Ontario Institute for Studies in Education (OISE) of
the University of Toronto is working on developing a coordinated national framework for
documenting adult formal and informal learning trends through national surveys.”’

3 Livingstone, David, cited in Myers, Douglas. Building Community Learning Capacity: Utilizing
Community Learning Assets, Halifax, Nova Scotia, The Prior Learning Assessment Centre, 2003; accessed
January 2005; available from http://www.placentre.ns.ca/corporate/res.php.

** 1bid., accessed.

** Livingstone, David. Mapping the Iceberg, Toronto, NALL Working Paper 54, The Research Network on
New Approaches to Lifelong Learning (NALL), Ontario Institute for Studies in Education (OISE),
University of Toronto, 2002; accessed April 2005; available from
http://www.oise.utoronto.ca/depts/sese/csew/nall/res/index.htm.

%% Livingstone, David W. Exploring the Icebergs of Adult Learning: Findings of the First Canadian Survey
of Informal Learning Practices, Toronto, The Research Network on New Approaches to Lifelong Learning
(NALL), Ontario Institute for Studies in Education (OISE), University of Toronto, 1999; accessed April
2005; available from http://www.oise.utoronto.ca/depts/sese/csew/nall/res/index.htm.

*7 Livingstone, David W. "Expanding the Field of Adult Education Research in Canada." Paper presented at
the Building the Future of Adult Learning in Canada: A Reflexive Dialogue, Halifax, Nova Scotia, April
24-26, 2005, Centre for the Study of Education and Work, Ontario Institute for Studies in Education of the
University of Toronto; accessed May 2005; available from
http://wall.oise.utoronto.ca/updates/updates_page.htm.
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Nonformal learning

Nonformal learning includes taught courses or lectures that do not constitute a continuous
ladder of education leading to a formal qualification in the educational system.™ It can
refer to courses taken for personal interest to enrich one’s life, such as watercolor
painting, computer use, carpentry, or kayaking, or to courses taken to upgrade skills or
otherwise contribute to employment-related initiatives. There is an overlap between adult
education and training and nonformal learning, although some adult education is formal,
leading to recognized credentials and qualifications. Nonformal education, however, is
actually broader in view and concept. Nonformal education can also take place in many
settings, including formal educational institutions, community centres, on-the-job
training, and distance education through the Internet. Nonformal education also can offer
educational opportunities to a diverse range of learners, from high school dropouts, to
rural women, the unemployed, and the retired.

The most comprehensive source of data on adult education and training in Canada is the
Adult Education and Training Survey (AETS), which is also the only national survey to
detail efforts by individuals and organizations to develop skills.”® Data from the AETS
are used to indicate participation in adult education in the Pan-Canadian Education
Indicators list. The AETS includes formal and nonformal learning in all locations,
including university and college, private and commercial institutions, onsite workplace
training, and distance education over the Internet.

3. Shift from a reductionist view to a holistic view

There is a shift in both scientific and educational thinking from reductionist ways of
studying phenomena to studying phenomena using more holistic perspectives. The
reductionist model, which divides reality and educational curricula into separate
disciplines or components, is concerned with reducing the whole to its parts in order to
study and analyze them more easily. Holistic or system-based ideas are based on viewing
the undivided whole and, as such, focus on interconnectedness, multidisciplines,
multicultures, diversity, and pattern thinking. This general societal shift towards systems
thinking has ramifications for education. For example, the need to integrate disciplines in
order to increase understanding of complex phenomena is now widely accepted in the
research and education communities.

*¥ Desjardins, Richard. "The Effects of Learning on Economic and Social Wellbeing: A Comparative
Analysis," Peabody Journal of Education, vol. 76, no. 3&4, 2001: 222-246.

%% Statistics Canada. Adult Education and Training Survey (AETS), Statistics Canada, 2004; accessed March
2005; available from http://www.statcan.ca/cgi-
bin/imdb/p2SV.pl?Function=getSurvey&SDDS=3879&lang=en&db=IMDB&dbg=f&adm=8&dis=2.
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4. Shift in focus from basic literacy alone to the importance of new literacies that
reflect what we need to know as social beings

Basic literacy is generally associated with the ability to read, write, speak, and count. The
term literacy has expanded recently to include other areas that reflect what the population
needs to know to function effectively in society. This includes knowledge needed to be
literate in the areas of health, civics, ecology, science, technology and computers, media
(the ability to critically interpret television and film media), and culture (knowing the
meanings of customs, metaphors, historical references, and literary allusions in common
use), among others.*’ These newly defined literacies are explored further in Part IV,
Document 2 of this review.

* Joint Centre of Excellence for Research on Immigration and Settlement (CERIS). Meanings of Literacy,
Toronto, CERIS, 2005; accessed February 2005; available from http://ceris.metropolis.net.
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1. Conceptual Framework

We did not weave the web of life. We are merely a strand in it. Whatever we do to

the web, we do to ourselves.
Chief Seattle*!

1.1 Role of education in population wellbeing

It is not education, but education of a certain kind, that will save us. And the
current model of Western, urban-centered, school-based education, which is so
often more focused on turning children into efficient corporate units rather than

curious and open-minded adults, will only lead us further down the wrong path.
David W. Orr*?

Because we value education we should measure it. But the unintended effect is
deceptive: We begin to value only what we can measure. Eventually our hopes for
what education can become are reduced to numbers, impressive in their apparent
precision but silent on the essential meaning of learning in a free society.
Special Study Panel on Education Indicators,
U.S. National Centre for Education Statistics®

It is now widely acknowledged that the conventional adherence to GDP-based measures
of progress, which effectively attribute an economic value of zero to non-market
activities, sends misleading and dangerous signals to policy-makers. Such measures
mistakenly count the depletion of natural wealth as economic gain, render unpaid
contributions to wellbeing (like volunteer work) invisible and therefore valueless, make
no distinction between economic activities that contribute to or undermine wellbeing, and
do not report on how income is shared and distributed. Core measures of progress, and
the policy signals they send, such as those which are GNH-based, include key
information about our wellbeing, will help to prioritise policy decisions, and will reflect
broader social values and interests.

From the perspective of GNH principles, money spent on education is seen as an
investment, because a more highly educated populace is an asset to society and to the

*! Chief Seattle cited in Capra, Fritjof. Ecoliteracy: The Challenge for Education in the Next Century,
Schumacher Lecture, Center for Ecoliteracy, 1999; accessed August 2004; available from
http://www.ecoliteracy.org/pages/publications.

2 Orr, David W. "Education for Globalization," The Ecologist, vol. 29, no. 3, 1999: 166-169.

2 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 5.
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economy. A decline in knowledge, training, and educational investment will likely result
in a decline in our stock of human capital, which includes the entire life experience of the
population—in short, the time, personal skills, capabilities, experiences, health, and
knowledge of individuals. Essentially, “human capital theory holds that the wellbeing of
modern society is dependent not only on traditional capital and labour but also on the
knowledge and ideas possessed and generated by individual workers. Education is the
primary source of this human capital.”**

Abundant evidence, some of which is summarized in previous reports by Genuine
Progress Index Atlantic (GPI), have indicated that education has a significant effect on
wellbeing and quality of life in terms of its impact on income, population health, and
environmental quality. However, it is not easy to relate educational processes to societal
outcomes. Education and knowledge in the broadest sense are basic conditions required
for behaviour to change. But possession of an educational credential does not necessarily
mean that knowledge will be used to benefit society or enhance societal wellbeing. For
example, highly educated people often consume more resources and have a greater
impact on the environment than those with less formal education. In this literature review,
we shall therefore address the gap between knowledge and action, and explore ways in
which a GNH education curriculum system can to relate education to social outcomes.
We address this question in part by attempting to define the broader goals and purposes
of education within society. Because education is arguably central to societal
transformation and change in many areas, it is also crucial in linking all the components
of the GNH pillars and in identifying key social policy issues.

This is the kind of broad outcome approach that is necessary to consider in developing
the new curricula. This literature review therefore identifies a broader spectrum of areas
that are considered relevant to the selection of curricula for an educated populace than is
common, and explores the major approaches and trends within each of those areas.

1.1.1 Principled ground of education

In a series of personal correspondences and conversations with the authors of this
literature review over a six-month period, John McMurtry of the University of Guelph
recommended that the essential and universal “principled ground” upon which this
analysis is based be explicitly defined. The definition of this principled ground could then
be used as the criterion needed to distinguish authentic education and knowledge from the
dominant trends “in the name of education and knowledge,” which, McMurtry argues, are
anti-educational in principle.*> McMurtry observes that a principled ground that is neither

* Crocker, Robert K. Learning Outcomes: A Critical Review of the State of the Field in Canada, Canadian
Education Statistics Council, 2002; accessed January 2005; available from
http://www.cmec.ca/stats/pcera/LearningOutcomes_StateoftheField RCrocker2002.pdf. p. 2.

* McMurtry, John, Professor of Philosophy, University of Guelph, personal communication with Karen
Hayward, Reviewer comments, email correspondence, July 27 and August 23, 2006.
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too broad nor too narrow can provide an effective criterion of measure and a coherent
logic or relationship between educational processes and structures on the one hand and
societal outcomes on the other. Using a clear, principled base that would distinguish what
education is from what it is not, he notes, is necessary not only to provide clear justifying
reasons for indicator choices made, but also “to establish a frame of analysis so that all
that is reported as pro and con, success and failure, positive and negative trends all hang
together in terms of this unifying frame.”

In a 1988 study on educating for critical thought, McMurtry provides a description of
what does and does not qualify as education:

[W]e need to be clear [...] as to what education is and what it is not. It is not
propaganda on behalf of the social status quo, however reassuring to conditioned
assumptions such a function may be. It is not public opinion or interest group
mollification any more than nuclear physics or language studies are. It is not
acquiescent to prescribed doctrine, but in Western thought above all, questions
received prejudices and seeks reasoned understanding of forms of life. Its final
authority lies not in political pressure groups, principals, or even ministers of
education, but in the subject matters and methods of inquiry themselves. The
education system, in short, is governed by its own disciplines of research and
expression, not by special interests and demands, or it is not education.*®

McMurtry formally defines this principled ground, which can be applied to formal,
nonformal, and informal educational processes, as follows:

The principled ground and criterion of education that has been proposed is: those
processes of the society that enable learning which is not instrumental to a non-
learning goal such as private profit, sectarian belief, or other ulterior purpose that
does not enable a more inclusively coherent understanding of human and natural
phenomena.*’

We have adopted this definition of the principled ground of education and learning, as
proposed by McMurtry, as the main criterion for defining indicators of an educated
populace throughout this review.

McMurtry distinguishes the difference between formal and informal (or nonformal)
education by the codified forms of understanding and communication that exist in
different educational processes and structures, and by the “recognized institutional forms

, , Professor of Philosophy, University of Guelph, personal communication with Linda Pannozzo,
Reviewer comments, email correspondence, September 25, 2006 and January 5, 2007. The following
discussion, except where noted, is taken from these correspondences.

* McMurtry, John "The History of Inquiry and Social Reproduction: Educating for Critical Thought,"
Interchange, vol. 19, no. 1, 1988: 31-45. p. 41.

*" McMurtry, Professor of Philosophy, University of Guelph, personal communication.
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of advance and dissemination,” found in formal education systems. However, he suggests
that “both are educational to the extent that they enable a more inclusively coherent
understanding of human and natural phenomena.” In particular, McMurtry rules out as
anti-educational any “inculcation of ideas, principles, or habits of mind that do not enable
a more inclusive and coherent understanding of natural and human phenomena, but block
such understanding.” Examples of the latter include “racist or sexist indoctrination, for-
profit selection of research objectives, ecologically destructive perspectives or training, or
unreasoning intolerance of other understanding.”**

In the informal domain, McMurtry notes that this criterion can include the learning
processes and work done in important institutions “that are not standardly recognized as
educational and ought to be.” Institutions of informal learning included by McMurtry are
“non-profit education broadcasting, learning associations not funded by partisan or
commercial interests, public science and art centres, and regular learning-discussion
institutions of various kinds whose object is better understanding.” Throughout the
literature review, we discuss various Western institutions of these types and their
contributions to learning. In applying his principled ground to informal learning,
McMurtry suggests that the learning or ignorance in matters of gender, race, cultural
tolerance, ecological awareness, corporate responsibility, and so on can all be evaluated
on the basis of this criterion:

All of these are forms of understanding express educational attainment, or lack of
it, insofar as they enable a more inclusively coherent understanding of human and
natural phenomena. The same principle holds across all spheres, and allows us to
include these very important forms of understanding as far as we are able in a
consistent manner. For example, sexism or racism score very badly on the
criterion of education, and [the principled ground] explains exactly why. Both are
incoherent in principle and non-inclusive in what they take into account as fact
and as value. The same is true of ecological or corporate irresponsibility.
Consistent and exact principled grounds enable us to identify attainments,
shortfalls, and trends across informal and formal education spheres as far as is
logistically feasible. In all cases, the prior state of the sphere in question can
provide a basic reference body from which to evaluate or measure an educated
populace.”

McMurtry notes that formal education in particular is genuine when it includes “the
learning of capabilities to think independently, literately, and constructively in evolved
codes of human understanding of which academic disciplines are the prime bearers.” As
an example, McMurtry observes that the distinction between “what counts and does not
in the educated populace domain” is determined by whether or not the learning process is
open to contrary facts or counterargument. Genuine education, unlike propaganda or
commercial media entertainment, enables “consistent comprehension of evidence by

** Ibid., personal communication.
* Ibid., personal communication.
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principles of reason rather than sales, and the criterion of principled ground enables such
a clear distinction.”’

McMurtry has long been critical of the lack of critical intelligence in formal education
systems and, in particular, of “schools' repression of critical inquiry and reflection.”' In
1988, he commented: “Human learning in the species sense develops in proportion to the
extent that this critical intelligence is able to flourish.”* In the same study, McMurtry
argues such learning is not currently the norm:

It is in this rigid conformity to the social given that the anti-educative function of
the schools is hidden [...]. In the schools, there is no right to or duty of academic
freedom of teachers or students; and no right of appeal to the authority of
evidence and argument to determine what may or may not be taught and learned.
The matter is decided by authorities external to the subject discipline itself, and
they normally caution against or rule out whatever might be perceived as a
challenge to prevailing opinion and power [...].

Where such suspension of scholarly standards on issues of the very deepest
importance to human understanding and development is practiced by the schools
as a matter of established routine, then we cannot in truth call this system
"educational." [...] Stated as a formula, x is educational if and only if x enables a
more inclusive range of thought, experience, or action. It follows, then, that a
school curriculum, hidden or overt, which prevents the broadening of these very
scopes of possibility by ruling out consideration of their most basic parameters of
determination is not educational but anti-educational to the extent that it so
prohibits [...].

The practice of ruling out inquiry into the social forms within which we live and
reproduce is not only contra-educative in principle (it prohibits the more inclusive
ranges of understanding, in particular critical understanding, that it is the aim of
education to develop), it is also, to compound the irony, in opposition to the very
traditional values it purports to serve.”

Bhutan is committed to including principled grounds of education into its education
system, such as recommended by McMurtry, in a way that will enable the Bhutanese
society to become an educated populace. The recommendations concerning the
development of a new education curriculum based on GNH values and principles and
designed to create an educated Bhutanese populace are therefore based on the principled
ground described above, which enables a more inclusively coherent understanding of
human and natural phenomena as a learning goal, divorced from goals such as those of

*% Ibid., personal communication.

> McMurtry. "The History of Inquiry and Social Reproduction: Educating for Critical Thought." p. 38.
32 Ibid. p. 33.

> Ibid. pp. 37-39.
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private profit and sectarian beliefs that do not have learning as their primary focus. In
addition, the recommendations are based on the assumption that this “inclusive
understanding of human and natural phenomena” must be translated into action and into
social outcomes that foster an inclusive, healthy, and sustainable Bhutanese society.

1.1.2 Current Western economic approaches to education

In this review, we first examine the conventional Western education systems currently in
use and indicate how the Bhutanese GNH approach will necessarily differ from the
conventional Western approach to education. As we will see in Chapter 2, the literature
reviewed found most Western education initiatives today take an economic approach to
education, and are driven by the assumption that economic growth and higher incomes
will lead to the wellbeing of society. The call from almost all sectors is to create a new
“knowledge economy” or “information society” by upgrading the technical skills and
proficiencies of the workforce to meet the new challenges of competition and
technological innovations.

Central to this is the stated need for education to prepare students to fit into the new
workforce. High grades in school, participation in postsecondary education, and
attainment of a lucrative career are assumed to increase personal benefit and also
strengthen and grow the economy. The goal is a materially comfortable lifestyle that
minimizes inconvenience and, presumably, maximizes overall wellbeing. These may be
reasonable goals but, with the emphasis mostly on material gain, the focus of education
becomes narrowed, and the central challenge of sustainability is not addressed. In
addition, focusing on preparing students for an unsustainable society might not be the
most beneficial outcome in the long run.

Preparing students for the job market is important but is only part of what is needed to
enhance quality of life and wellbeing. Jeremy Rifkin, looking at the possibility of civic
society, or the “Third Sector,” for creating new jobs, remarks that business leaders worry
there will not be enough jobs to go around in the knowledge society.”* He notes that the
manufacturing and service sectors of society are rapidly automating production and
reforming their infrastructures to use fewer workers. The manufacturing sectors have
automated or moved to more impoverished countries. Banking, insurance, the wholesale
and retail sectors, and companies in other sectors are automating their services and need
only small, highly-skilled professional teams that are technologically literate. Ritkin
argues that the new “knowledge sector” will be limited to an elite labour force consisting
of engineers, highly skilled technicians, computer programmers, scientists, and
professionals who will not be able to replace all of the displaced workers. As a
consequence, Rifkin therefore predicts that the knowledge economy will produce higher

>* Rifkin, Jeremy. "Rethinking the Mission of American Education," Education Week News, no. January 31,
1996.
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levels of unemployment, unless it completely rethinks its long-held assumptions about
the nature of education.”

Underlying the economic approach to education is the deep-seated worldview in Western
countries that progress is synonymous with material progress, or the accumulation of
more goods and services. This approach, which is based on the values of the populace,
relates to standard of living rather than quality of life, the latter of which includes total
wellbeing rather than only material wellbeing.

Richard Eckersley gives three reasons why this economic rationale is flawed:

1. it reflects too narrow a view of human well-being, and fails to explain why, after
50 years of rapid growth, so many people today appear to believe life is getting
WOTSE;

2. it overestimates the extent to which past improvements in material well-being are
attributable to growth; and

3. it underestimates the gulf between the magnitude of the environmental challenges
we face and the scale of our responses to them.”

Eckersley notes that the developed nations continue to define progress mainly in material
terms equating “more with better.” The question of progress, however, needs to include
social and environmental factors that contribute to sustainable development. These
factors include ecological sustainability, quality of life, equity, and wellbeing with its
physical, mental, social, and spiritual dimensions. Eckersley notes that the divisions
between material progress and sustainable development may not be clear-cut:

For example, improvement in material well-being need not require economic
growth; economic growth may improve quality of life in some circumstances but
not others; and sustainable development could involve economic growth, but of a
different sort from the growth we have today. Another key feature of progress,
technological innovation, drives economic growth, but will be as important to
sustainable development.”’

Eckersley emphasizes that the debate about progress is not necessarily growth versus no-
growth. We need, instead, to ask what is growing, what other effects this growth is
having, and what the alternatives are. He suggests that this is not to take a stance against
the economy, business, or technological innovation, but that “these activities need to be
driven by different values towards different ends.” He continues:

> Ibid.

%% Eckersley, Richard. "Perspectives on Progress: Economic Growth, Quality of Life and Ecological
Sustainability," in Measuring Progress: Is Life Getting Better?, ed. Eckersley, R., 3-34. Collingwood,
Victoria: CSIRO Publishing, 1998. p. 2.

7 Ibid. p. 3.
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Policy debate needs to be linked to a wider cultural debate—a discussion of
values, priorities and worldviews to provide a new framework within which the
more detailed policy issues can be decided. The policy shifts necessary to achieve
a high, equitable and sustainable quality of life will not occur in the absence of a
deep cultural change.”®

1.1.3 The Bhutanese GNH basic approach to education

The GNH approach to education is to ultimately develop a holistic education curriculum
that could include teaching and learning what McMurtry calls “a more inclusively
coherent understanding of human and natural phenomena.”” This includes what we
actually need to know to enhance social wellbeing, and whether knowledge is being
effectively generated and used for the public good. This effective creation and use of
knowledge for societal benefit requires both basic literacy and knowledge of multiple
literacies in relevant areas such as ecology, civics, and multiculturalism.

A holistic GNH curriculum is concerned with the degree to which values are influenced
by education and learning, which in turn is crucial to enhancing sustainability. For
example, it ensures that knowledge is not generated and transmitted in such a way as to
promote short-term personal gain, comfort, and advantage at the expense of future
generations and long-term societal needs, so that the educational system promotes
sustainability. GNH values require a broad view of wisdom and a suitable definition of
what it means for a society to be wise, and the education system should be able to track
changes in the values and wisdom of the populace over time.

Various existing education frameworks, each with its own rationale, are presented in this
literature review. However, none of these existing frameworks is broad enough, in and of
itself, to reflect the far-reaching GNH values and principles. Parts of these frameworks,
and combinations of them, however, may be useful in designing a more comprehensive
curriculum that will eventually be able to provide the Bhutanese with a system that will
lead to a wise and knowledgeable Bhutanese populace. We will look at some of these
frameworks in more detail below.

1.1.4 An educated populace

This report presents a review of the literature on potential education curricula in a wide
range of disciplines. The exploration leads far from the standard Western education
fields, which we discuss in the following sections: Part I, Chapter 2, and Part V. Because
GNH values and principles include both wellbeing and the sustainable lifestyle patterns,

58 1.
Ibid. p. 2.
> McMurtry, Professor of Philosophy, University of Guelph, personal communication.
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in Part I, Chapter 3 we began with some broad questions concerning the definition of an
educated populace, such as:

* What is an educated populace?

*  What do we need to know in the twenty-first century to create a sustainable world
for our children?

*  What do we need to know to ensure wellbeing and a sustainable and good quality
of life for all?

*  What measures might indicate whether our society is becoming more
knowledgeable, educated, and wise?

* How do we assess the quality of education, and not just the quantity of graduates?

Because of the importance of the values held by society to either increase or decrease
efforts towards sustainability, this literature review focuses on the issues of learning
wisdom and values in Part II. As well, we discuss corporate influences on education in
more detail in Part III, which is concerned with environments within which learning and
education take place. In Part III, which forms the first part of learning contexts, we also
discuss nonformal learning, informal learning, participation in cultural activities as
environments for informal learning, mental health influences on the learning
environment, and the influence of the media on the public commons. Part IV (Document
2), which forms a major part of the review, looks at views of knowledge needed for
wellbeing and an educated populace, and Part V discusses selected, structural elements of
the Western formal education system. Part VI of this review looks briefly at social
outcomes of learning, which are important in a GNH education system.
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1.2 Framework adopted for a potential educated populace assessment /
curriculum

In order to select and develop an appropriate set of recommended curriculum and
assessment elements for an educated Bhutanese populace, the research group developed a
conceptual framework based on a sustainability and systems lens that fits GNH values
and goals. In accord with the GNH view, the education or learning framework is seen to
be inclusive, encompassing all aspects of lifelong learning from early childhood
education, through K-12 primary and secondary school, through higher education, adult
education, and learning for life. The framework also includes “lifewide” learning, from
the formal education system to both work-related and personal-interest nonformal
learning, to tacit and informal learning, in all its settings.

1.2.1 Main framework chart

The framework that emerged from this literature review may be seen in Figures 1-3. The
main framework chart is circular with the individual components nested within each
other, rather than formed by a vertical or horizontal relationship. This indicates that the
learning processes and outcomes have a multi-causal and interdependent relationship,
rather than a linear relationship based on overly simplistic cause and effect, or input-
output models.

Basically, the wisdom and values of the populace, which represent both an outcome and a
determinant of an educated populace, are centred within the larger, overarching context
of ecological integrity and sustainability, which forms the outermost circle, and which
reflects the goals of the United Nations Decade of Education for Sustainable
Development. Between these two innermost and all-encompassing reference points are
circles representing social outcomes, learning outcomes, and contextual elements of
learning, which are further elaborated in a separate chart. In this framework, an “educated
populace” is the ultimate outcome of the dissemination and development of knowledge
and wisdom, which in turn is the most important goal and result of effective learning. The
approach sees all of the circles within the framework interacting to produce an educated
populace, which we define, describe, and discuss in some detail in Chapter 3.

Here we first present an outline of the recommended framework in graphic form and then
briefly describe each component of the framework.
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Figure 1. Framework for an educated Bhutanese populace
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Figure 2. Values and attitudes of an educated populace
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Figure 3. Context: Learning environments and structural elements
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1.2.2 Ecological integrity and sustainability circle

The outer, all-encompassing circle in the framework chart, “Ecological integrity and
sustainability,” represents the overarching framework of the literature review, and of the
GNH principles and values as a whole, through which all other components are
evaluated. The key criterion for determining relevance in this review is therefore the
concept of sustainability—the understanding that development must meet the needs of the
present without imperilling the ability of future generations to meet their own needs. This
is sometimes expressed as the need for human societies and economies to live off the
interest generated by nature’s capital without depleting or degrading the capital assets
themselves.

Therefore, information concerning education that supports ecological integrity and
sustainability is found throughout the review. Ideally, therefore, the learning processes
and educational system should include an understanding of the dependence of human
society on its encompassing ecosystem, and should teach behaviours that support
ecosystem health and sustainability. Specific information about ecological literacy is
reviewed in Part IV: Learning outcomes.

Basic sustainability lens

Scientists, policy makers, researchers, and the public at large are recognizing increasingly
that our greatest challenge in the twenty-first century is to create and nurture sustainable
societies—social, economic, cultural, and physical environments that can satisfy our
needs, and enhance quality of life and wellbeing—without undermining the health of the
planet and the wellbeing of future generations.®’

Richard Eckersley cites the Organisation for Economic Co-operation and Development
(OECD) High Level Advisory Group on the Environment, which predicts:

Over the coming decades, economic growth will not be sustainable without
serious attention to related environmental and social issues [...]. The very global
economic activities that degrade valuable ecosystems pose threats to human
beings and thereby threaten economies and markets. The group urges the OECD
not just to add ‘sustainable development’ to a list of important issues, but to make
it an O\é?rarching strategic issue and a way of ordering and assessing all other
issues.

% Capra. Ecoliteracy: The Challenge for Education in the Next Century, accessed.

%! High Level Advisory Group on the Environment, World Resources Institute. Guiding the Transition to
Sustainable Development: A Critical Role for the OECD, Organisation for Economic Co-operation and
Development (OECD), 1997. p. 17, cited in Eckersley. "Perspectives on Progress: Economic Growth,
Quality of Life and Ecological Sustainability." p. 3.
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That recommendation, which is reflected in GNH values and principles, is the perspective
adopted in this study, and explains why ecological integrity and sustainability are
presented in the recommended framework for the educated populace domain as the
outermost, encompassing circle in Figure 1.

Eckersley further notes:

The two key aspects of life—quality and sustainability—are indivisible in that
high quality of life obviously cannot remain high if it is not also sustainable. The
term ‘sustainable development’ acknowledges this dynamic relationship between
the goals of improving well-being and ensuring that improvements are compatible
with a healthy natural environment. Sustainable development, although dismissed
by some as an oxymoron, has become widely accepted in the past decade, in all
parts of the world and across many cultures. It represents the most significant
challenge to date to economic growth as the defining process of progress.®*

Fritjof Capra, author, physicist, and Chair of the Board of Directors of the Center for
Ecoliteracy, argues that the concept of sustainability has often been “distorted, co-opted,
and even trivialized by being used without the ecological context that gives it its proper
meaning.”® He suggests:

What is sustained in a sustainable community is not economic growth,
development, market share, or competitive advantage, but the entire web of life on
which our long-term survival depends. In other words, a sustainable community is
designed in such a way that its ways of life, businesses, economy, physical
structures, and technologies do not interfere with nature’s inherent ability to
sustain life.**

Fundamental to GNH values and principles, and in line with the analyses of Eckersley,
Capra, the OECD High Level Advisory Group, and others, is the understanding that
genuine progress must be based on the sustainability and wellbeing of both human
society and the natural environment. In this literature review we also use a sustainability
lens, which is a cross-cutting theme in the GNH pillars, to guide our approach to
developing a new Bhutanese curriculum for an educated populace.

The notion of sustainability generates key principles and values that link the various
elements of the framework. For example, learning that effectively teaches resource
conservation and waste minimization will more likely generate social outcomes that
support sustainability than the teaching and transmission of paradigms that ignore or
undermine these principles. Thus, economics textbooks that perpetuate the illusion that

62 Eckersley. "Perspectives on Progress: Economic Growth, Quality of Life and Ecological Sustainability."
p. 10.

% Capra. Ecoliteracy: The Challenge for Education in the Next Century, accessed.

%% Ibid., accessed.
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the economy is a closed box divorced from the resource flows that sustain it and
independent of the impacts of its own waste flows into the environment, cannot be
assessed as supporting sustainability in this framework. This architecture therefore
clarifies interconnections and interactions among the indicators and allows for analysis
across different geographical and temporal scales. It also integrates the interrelated areas
of the economy, the environment, and society into a comprehensive framework that
illuminates the interconnections influencing social outcomes.

A sustainability lens similar to that used by UNESCO to relate education to societal
wellbeing and sustainable development therefore guided our research in this literature
review. To this end, the UN is currently spearheading an initiative that focuses on societal
learning with a view to promoting education for sustainable development. In December
2002, the United Nations General Assembly, recognizing the importance of sustainability
to the future of humanity, adopted a resolution to declare the period from 2005 to 2014 as
the United Nations Decade of Education for Sustainable Development (DESD).%

The basic vision of the DESD is “a world where everyone has the opportunity to benefit
from education and learn the values, behaviour and lifestyles required for a sustainable
future and for positive societal transformation.”*® The UN recognizes that this type of
learning happens not only in formal educational systems, but also through the informal
and nonformal learning that takes place in all settings, including the home, community,
and workplace, and throughout the life course from early childhood through adult life.
Among other indicators of progress, UNESCO aims to evaluate the effective
dissemination and adoption of values that are in accord with the goals of the DESD, and
to assess changes in attitudes and behaviour reflecting those values.

Similar goals and objectives linking education and knowledge with sustainability have
been formulated and expressed by recent U.S. and Canadian governments, and by other
leading governmental and non-governmental agencies. For example, a U.S. government
task force during the Clinton administration found that public education and outreach
were needed to direct society towards a sustainable path. Indicators of change suggested
by the task force included: whether the public is developing the attitudes and values that
foster sustainable living, and whether the public understands the multidimensional
concepts involved in sustainable development.®’

% For the full text of United Nations General Assembly Resolution 57 / 254, please see
http://daccessdds.un.org/doc/UNDOC/GEN/N02/556/12/PDF/N0255612.pdf?OpenElement (Accessed 20
February, 2006).

% United Nations Educational Scientific and Cultural Organization (UNESCO). Education for Sustainable
Development: United Nations Decade (2005-2014), accessed.

%7 Public Linkage, Dialogue, and Education Task Force of the President's Council on Sustainable
Development. From Classroom to Community and Beyond: Educating for a Sustainable Future,
Washington, D.C., United States Government, 1997; accessed February 2004; available from

http://clinton2.nara.gov/PCSD/Publications?TF_Reports/linkage-top.html.
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The Government of Canada is also actively engaged, through an Environment Canada
initiative, in developing education for sustainability, which it calls “Environmental
Learning and Sustainability” (ELS). A recent Environment Canada report emphasized the
importance of Canadians knowing and understanding the issues regarding sustainability
and recommended that they learn to develop the skills, attitudes, and motivation to make
informed choices.”® ELS includes nonformal and informal education as well as education
in the formal system. We explore these issues in more detail throughout the literature
review.

These initiatives illustrate the vital linkages that are recognized to exist between
education and sustainability, and the reality that education can be a binding theme
relevant to all GNH pillars. These initiatives also show the importance of developing a
new, comprehensive education curriculum that has the capacity to increase progress in
these important initiatives. Because education is a vital, binding component of all aspects
of wellbeing and sustainability, and possibly the key tool to promote “positive societal
transformation,” as UNESCO notes, the curriculum developed for the educated
Bhutanese populace has the potential to contribute significantly to the coherence of the
GNH values and principles as a whole.

It is important to add a note here concerning the very explicit reference to values in the
discussion above, as, for example, in the statement that “UNESCO aims to evaluate the
effective dissemination and adoption of values that are in accord with the goals of the
DESD.” As noted before, all measures of progress are normative by definition, since they
must be based on values that allow assessment of progress towards a defined vision and
set of goals. In other words, it is not possible to measure progress unless we know and
can define “towards what” we want to see progress—namely a clear vision of what kind
of Bhutan and what kind of world we want to see 20 or 50 years from now. Values are
the societal leap that has been taken to define sustainability explicitly as a core GNH
value. In this discussion, we are attempting to understand fully the implications of that
choice and how it might inform the development of a new Bhutanese education
curriculum.

Holistic model

As noted above, in order to develop a new education curriculum for an educated
Bhutanese populace, we are recommending adoption of the general, basic framework
outlined in Figure 1 that begins with including learning systems and processes in teaching
and transmitting the GNH values and practices required to promote sustainability. That
fundamental goal in turn requires enhancing what has been termed “ecoliteracy,” which is
generally defined as proficiency in multiple literacies. In this literature review, we

% Environment Canada. A Framework for Environmental Learning and Sustainability in Canada,
Government of Canada, 2002; accessed July 2004; available from
http://www.ec.gc.ca/education/framework/framework overview_e.htm.
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examine work that is being developed in several of these literacies—including science
literacy, ecological literacy, health literacy, and civic literacy. We explain both our
general framework and this approach in more detail in the following section. Basically,
an ecoliteracy approach requires a holistic perspective, which forms the conceptual
foundation both for sustainability and wellbeing in the GNH pillars.”’

By contrast, Western education and mainstream science generally use a “reductionist”
model to organize learning. The reductionist model is concerned with reducing the whole
to its parts in order to study and teach them more easily. This is the approach that has
produced an intense focus on specialization in education and the professions, and that is
often held responsible for the current Western “silo” approach to policy and decision-
making.

Holistic and ecological education practitioners, however, take the view that the whole is
more than a collection of its parts. Therefore, a holistic approach considers the entire
spectrum of reality as a multidisciplinary and interconnected whole. A holistic
perspective naturally leads us to focus more on learning and social outcomes than on the
inputs, processes, and formal education outputs that may or may not influence these
learning and social outcomes. For example, in terms of indicators, inputs like education
financing and outputs like graduation rates tell us little about what youth know about
their health and the health of their communities and environment—the kind of learning
and social outcomes of interest from a holistic and GNH perspective. However, since the
input-process-output model is most commonly used to frame the conventional Western
education indicators in common use today, as we will see in Chapter 2, we do also look at
these formal education factors in the second section on learning contexts in Part V.

As Capra notes, holistic models are influenced by “systems thinking,” which emerged in
the 1920s through the disciplines of biology, psychology, ecology, and quantum physics,
among others.”’ These disciplines have further evolved in chaos and complexity theories.
Systems thinking is thinking in terms of connectedness, context, and relationships. It
basically looks at organisms as open living systems that are distinct, but that function as
interconnected parts of a larger whole living system. The qualities of the whole cannot be
seen in the sum of its parts, and, therefore, the system cannot be reduced to its parts and
still remain alive.”' The properties of the system are the properties of the dynamic whole.
The food chain is often used as an example. All of the organisms within this system are
interconnected by cyclical patterns of “energy flow” as the energy and matter move

% Capra. Ecoliteracy: The Challenge for Education in the Next Century, accessed.

7 Capra, Fritjof. From the Parts to the Whole: Systems Thinking in Ecology and Education, Center for
Ecoliteracy, 1994; accessed August 2004; available from

http://www.systemsthinkingpress.com/From the Parts to the Whole.pdf.

"'t is clear from this description that a systems model leans towards a “strong” definition of sustainability
that requires maintenance of the full range of natural capital on the assumption that its parts are not
substitutable. A reductionist approach, by contrast, more easily accepts that produced or intellectual capital
can frequently substitute for elements of natural capital that are depleted or degraded—which is sometimes
termed a “weak sustainability” approach.
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within the system through webs or networks. These patterns would not be seen if one
only studied one small part of this system.”*

In a recent Schumacher lecture, Capra discusses the connections between ecological and
human communities from a holistic, systems-thinking approach.” He argues that in order
to become ecoliterate we need first to understand the principles of ecology, which are the
patterns of life. He identifies these principles as: interdependence, diversity, partnership,
energy flow, flexibility, cycles, co-evolution, and sustainability. In order to understand
these principles, Capra points to specific examples of what we need to know in the
ecological dimension, the knowledge of which in turn affects learning in the social and
economic arenas. He identifies five key ecological principles that are important to know,
and that can be scientifically and empirically demonstrated:

* an ecosystem generates no waste, one species’ waste being another species’ food;

* matter cycles continually through the web of life;

* the energy driving these ecological cycles flows from the sun;

* diversity assures resilience;

* life, from its beginning more than three billion years ago, did not take over the
planet by combat but by cooperation, partnership, and networking.”*

Capra sees these principles of ecology to be essentially the same as the principles of
community, as well as the principles of education and of ancient wisdom, since all of
these areas are living systems. In order to understand these living systems, he posits that
we need to adopt a new way of thinking in order to create “meaningful knowledge” and
to embody this knowledge in human communities. This thinking shifts our focus from the
parts to the whole, from analysis of parts to context, from objects to relationships, from
hierarchies to networks, and from structure to process and outcomes. In order to shift our
thinking in this way, Capra suggests that an educated populace needs the skills

* to perceive patterns and connectedness;

* to put what one is observing into a larger context, rather than critically take it
apart;

* to see relationships as primary, and objects as patterns that are inseparable webs
of relationships;

* to shift perception of organizational structure from “top down” hierarchies to
organizations of networks; and

* to see the movements of change as ongoing processes of cyclic activity rather than
static structures.”

7> Capra. From the Parts to the Whole: Systems Thinking in Ecology and Education, accessed.
7 Capra. Ecoliteracy: The Challenge for Education in the Next Century, accessed.

" 1bid., accessed.

> Capra. From the Parts to the Whole: Systems Thinking in Ecology and Education, accessed.
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All of these skills apply to education and learning. In terms of the last skill in particular,
learning is not the goal; rather, learning is the process of change. Change happens not by
design and mandates, but by facilitating opportunities for changing processes to occur.
For example, providing opportunities for lifelong learning and nourishing relationships
by strengthening social networks and social cohesion can bring about positive learning
outcomes that are constantly evolving. According to Capra, common properties and
principles of organization are shared by all living systems. Therefore, these skills can be
applied to all aspects of learning meaningful knowledge—from early childhood learning,
to academic and artistic disciplines, to learning communities.

Capra’s paradigm is very significant for the process of curriculum development in this
field. For example, if general agreement can be obtained on the accuracy and significance
of the five ecological principles that Capra enunciates above and that he claims are
important for all people to know, then it will be possible as a next step to develop a
curriculum designed to increase understanding of these key principles. Similarly, it will
be possible to test for the five skills that Capra maintains an educated populace needs. A
score out of ten on these five principles and five skills would then be one way to assess
attainment and progress for the outermost sustainability and ecological integrity circle of
the recommended educated populace framework in Figure 1.

We are still some distance from developing such a curriculum, let alone evaluating results
for this aspect (the outermost circle) of the GNH educated populace curriculum. But it is
important to take a long-term view of the curriculum development, and to use this present
developmental work for the Bhutanese educated populace curriculum to recommend
directions that will be fruitful to build new, meaningful, and relevant curricula in this
area.

1.2.3 Populace circle: Wisdom and values

The innermost circle of the main framework in Figure 1, labelled “Populace: wisdom and
values,” represents the fundamental GNH wisdom and values of the populace, which are
both an outcome and a determinate of an educated Bhutanese populace. Wisdom,
generally, is considered as the “pinnacle of successful human development,”’® but it is
mor7e7than a utopian concept, and, as analysts have noted, can be achieved in everyday
life.

7% Ardelt, M. "Antecedents and Effects of Wisdom in Old Age: A Longitudinal Perspective on Aging
Well," Research on Aging, vol. 22, no. 4, 2000: 360-394. p. 360, cited in Bassett, Caroline. "Wisdom in
Three Acts: Using Transformative Learning to Teach for Wisdom." Paper presented at the Sixth
International Transformative Learning Conference, Michigan State University, Oct. 6-9, 2005; accessed
April 2006; available from http://www.wisdominst.org/WisdomInThreeActs.doc. p. 1.

"7 Baltes, Paul. Wisdom as Orchestration of Mind in Virtue, (Book in preparation), Max Planck Institute of
Human Development, 2004; accessed April 2006; available from http://www.mpib-
berlin.mpg.de/dok/full/baltes/orchestr/index.htm.
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Educators such as Nicholas Maxwell, of the University of London, suggest that the basic
aim of learning should be to cultivate wisdom in society rather than only to promote the

acquisition of knowledge, since knowledge without the wisdom to use it beneficially can
be extremely dangerous, as seen in its contributions to war and environmental damage.”

In his book, Why Smart People Can Be So Stupid, Robert Sternberg of Yale University
points to a general lack of association between education and wisdom.”” He notes that
some of the most highly educated people have been responsible for global catastrophes.
Many of the top-ranking Nazis, for example, had doctoral degrees; many highly paid and
highly educated business executives have exploited the public when they put profit above
the common good; many brilliant scientists have produced instruments of destruction;
and many international terrorists are also highly educated. Unfortunately, examples of
expert knowledge used in ways that are unaccompanied by wisdom are seen far too often
in their contribution to social upheavals and environmental degradation.

There is a general consensus among researchers that wisdom is a lifelong process
consisting of an amalgamation of knowledge and deep understanding. This understanding
has been identified as including particular characteristics that are associated with
wisdom—understanding that we are part of something larger than ourselves, compassion
and respect for all life forms, action taken particularly toward enhancing the common
good, and profound transformation, or increased integration, on both individual and
societal levels.*” In addition, the consensus among analysts of the subject is that although
wisdom is natural, it needs to be carefully and assiduously cultivated throughout all areas
of society.® Otherwise, as Bassett notes, “there is no fostering of wisdom—only the
haphazard achievement of it by certain lucky or gifted individuals.”™

If the cultivation and flourishing of wisdom is one bedrock of a GNH-educated populace,
then the cultivation and flourishing of particular GNH values is the other. Values are
further elaborated in Figure 2. Broadly accepted GNH values include equity, health,
respect for the natural environment, strong and nurturing communities, security,
multiculturalism, and compassion, among others. GNH prindiples also recognize that any
curriculum and its measure of progress is based on the implicit question—"‘progress
towards what?”—and is therefore normative by its very nature. The curriculum includes
progress towards defined goals, and therefore inherently embodies the GNH vision and
ideal towards which Bhutanese society aspires. In other words, it is necessary to base a
Bhutanese education curriculum on a clearly defined sense of what it is that society wants
to achieve, which in turn is based on basic GNH values.

"8 Maxwell. Do We Need an Academic Revolution, accessed.

7 Sternberg, Robert J., ed. Why Smart People Can Be So Stupid. New Haven, CT, Yale University Press,
2002.

% Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom."

81 Sternberg, Robert J., ed. Wisdom. Its Nature, Origins and Development. Cambridge, Cambridge
University Press, 1990.

%2 Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom." p. 3.
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Values are moral or ethical convictions on which a population bases its sense of purpose,
goals, or directions to guide its actions.® Michael Adams, in his recent book, Fire and
Ice: The United States, Canada and the Myth of Converging Values, notes that values are
“the basic learned motivators of human behaviour” (emphasis added).** Essentially,
values can help discriminate between what is beneficial and what is detrimental to
society. Values are also referred to in the literature as attitudes, beliefs, convictions,
principles, or virtues.

According to Lourdes Quisumbing, President of the United Nations Educational,
Scientific, and Cultural Organization—Asia-Pacific Network for International Education
and Values Education (UNESCO-APNIEVE), values are an integral component of basic
education and are needed for an individual “to survive, to live and work in dignity, and to
continue learning.”® She identifies the values needed for personal and social
transformation as peace, human rights, dignity, democracy, tolerance, justice, co-
operation, and sustainable development. Quisumbing suggests:

Even if not explicitly stated, or perhaps not even consciously intended, values and
attitudes underlie the criteria and indicators in assessing all the areas of
educational goals and objectives [...]. It is only when we have the power to value
that we will be able to distinguish the essential from the nonessential, and to
realize that the dignity of the human person and the excellence of the human spirit
are the ultimate criteria of quality.*®

Educator and author C.A. Bowers, suggests that the cultural habits currently taught in
Western education systems contradict the value of sustainability.®” He argues that there
are three main cultural images or root metaphors taught in Western schools that promote
destructive practices and are harmful to sustainability. These cultural images include:
individuality, or a view that sees the individual as the basic social unit without regard to
the interdependent nature of reality; an anthropocentric view of the world that sees
humans as “the focus of all knowledge, creativity, and intelligence, [which] negates the
importance of culture, tradition and ecology”; and a view that change is inherently
progressive and good, which “denies the importance of traditional ways of knowing,
including Indigenous knowledge and rituals.”® We will examine these three values and
others in more detail in Part IL

%3 Heylighen. "What Is a World View?"
¥ Adams. Fire and Ice: The United States, Canada and the Myth of Converging Values.
% Quisumbing. The Values /Attitudinal Dimension in Quality Education, accessed.
% Ibid., accessed.
¥ Bowers, C. A. The Culture of Denial, Albany, N.Y.: The State University of New York Press, 1997. cited
in Fain, Stephen M., Martha Barantovick, and Raquel Martin. "The Aims of Education in an Age of Stasis
and Change," in Encyclopedia of Social Sciences and Humanities: Education for Sustainability in
Encyclopedia of Life Support Systems (EOLSS), ed. Farrell, Robert V. and George Papagiannis. Oxford,
U.K.: Developed under the Auspices of the UNESCO, EOLSS Publishers, 2004, accessed June 2005;
g;/ailable from http://www.eolss.net/eolss_samplechapters C04.aspx. p. 9.

Ibid.

40



GPlAtlantic

Canadian governments and educators do stress moral or value education in curriculum
goals. For example, The Atlantic Canada Framework for Essential Graduation Learnings
in Schools, which was produced following public consultations, describes skills and
attitudes that all students are expected to demonstrate prior to graduation.” Attitudes
related to values in this framework include the abilities:

* to understand sustainable development and its implications for the environment;

* to examine human rights issues and recognize forms of discrimination;

* to determine principles and actions of just, pluralistic and democratic societies;

* to reflect critically on ethical issues; and

* to understand their own and others’ cultural heritage, cultural identity and the
contribution of multiculturalism to society.

The key question is whether these educational institutions and curricula fulfill these
stated goals. Unfortunately, few conventional indicators of educational attainment even
ask this question, or attempt to relate what they do report to such fundamental statements
of educational purpose, shared values, and desired societal outcomes. Qualitative
measures, such as assessments of the capacity and success of educational systems to
reflect specified values and achieved desired stated societal outcomes, are usually absent
from current, conventional education indicator systems.

1.2.4 Context 1: Learning environments circle

Moving from the inside out, the contextual elements of learning form the next circle in
the framework chart in Figure 1, and are further elaborated in Figure 3. These contextual
factors are divided into two parts. The first part, discussed in Part III of this literature
review, includes elements such as the physical and mental environments within which
learning takes place. In part, this section specifically looks at the contexts of lifelong and
lifewide learning, including nonformal and informal learning; the influences of
commercialization on education; participation in cultural activities as a reflection of
informal learning environments; and the influence of the mental environment (mass
media, advertising, etc.) on learning.

1.2.5 Context 2: Structural elements circle

The second part of the contextual circle is discussed in Part V of the literature review.
Basically this includes structural elements of the formal education system such as
financial investment in education, access to education, and opportunities for learning. In
conventional Western education indicator frameworks, these structural elements

% Atlantic Provinces Education Foundation (APEF). The Atlantic Canada Framework for Essential
Graduation Learnings in Schools, accessed.
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generally are represented by input, process, and output indicators such as financing
(input), class size (process), and graduation rates (output).

In Part V, therefore, we look at the second section of the context circle, which also
influences the outcome of an educated populace in significant ways. These contexts
include structural elements within the formal education system, such as early childhood
education, student achievement, and access and barriers to education. In addition, higher
education, the role of the university, and research and development within the university
are discussed. This section also includes curriculum elements in the areas of arts
education, and approaches to holistic and transformative learning. Other discussions of
curriculum elements within the formal education system are included within the sections
concerned with the specific literacies.

The impact of these factors on educated populace outcomes is obvious. If, for example,
access to higher education is denied to bright students for financial reasons; if the quality
of classroom instruction is poor; if curricula are irrelevant or outdated, then the populace
will likely not be as educated, knowledgeable, or wise as it could be if these structural
elements were more favourable.

1.2.6 Learning outcomes

The “learning outcomes” circle represents what an educated populace potentially needs to
know to create healthy and sustainable societies within a healthy ecosystem. This view of
successful learning outcomes, which is explored in Part IV of the review, vastly expands
the conventional use of the term “literacy” to encompass a much broader spectrum of
knowledge. In keeping with the sustainability lens described above, sustainability here
also forms the conceptual foundation for what is sometimes referred to as “ecoliteracy.”
Ecologist David Orr suggests that in order to meet the challenge of sustainability, society
needs to be ecoliterate.”® Ecoliteracy goes beyond environmental or ecological literacy
alone and includes a broad range of literacies or knowledge needed to foster wellbeing in
a sustainable world. It includes (of course) knowing how to read, write, and count, but it
also includes adequate knowledge of health, science, ecology, civics, and other aspects of
human interaction with the larger world.”"-**

From this perspective, knowledge and learning are first steps towards actions and social
outcomes that support and enhance wellbeing and sustainability. In Part IV of this
literature review, we explore the growing need to be ecoliterate in these and multiple
other literacy areas. Indeed, because of the importance of learning outcomes in these
multi-literacies, Part IV has become a central focus of the framework of this review, and

% Orr, David. W. Ecological Literacy. Education and the Transition to a Postmodern World, Albany: State
University of New York Press, 1992.

°! Ibid.

%2 Capra. Ecoliteracy: The Challenge for Education in the Next Century, accessed.
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it demonstrates clearly the need for a new Bhutanese education curriculum that includes
literacy in these various knowledge areas.

Taking a long-term view, and assuming that the development of the Bhutanese education
curriculum is a multi-year task aimed at providing the best possible education to the
Bhutanese populace, then the ultimate goal for this educated populace curriculum must be
the development of all the dimensions of the framework recommended in Figure 1.
However, in the short term, if we are to recommend one particular aspect of that
framework for immediate curriculum development, it would be the learning outcome
circle and its multiple literacies, which are crucial for students to learn in order to apply
GNH values and principles in their daily lives.

This literature review explores social outcomes and contextual elements, as noted.
However, for the reasons stated, the document focuses primarily on learning outcomes,
broadly defined as an expanded view of “literacy” that encompasses what we need to
know about societal wellbeing. These literacies include the following areas: basic adult
literacy, ecology, Indigenous knowledge, science, health, food, nutrition, civics,
multiculturalism, media, statistics, and art. The list is not exhaustive, but is
recommended here as an adequate and useful approach, which can at least begin to assess
what the Bhutanese and all people need to know to enhance wellbeing and sustainability.
The available evidence indicates that reasonable competence in the different literacies
listed here will at least provide Bhutanese with the tools they need to live well and to
leave a decent future for their children.

Each of the literacy domains listed in the previous paragraph has its own literature,
concepts, views, pratitioner agreements and disagreements, frameworks, evaluation and
assessment methods, and, in some cases, indicators. However, the domains clearly
overlap, and information highlighted in one area may also be found throughout the
review in other areas as well. In addition, we discuss the particular role of primary,
secondary, and higher education in fostering these literacies in several sections. As well,
materials on the particular relationship between education and the economy is distributed
throughout the literature review, as the economic dimension of knowledge is seen to be a
cross-cutting theme in several literacy domains.

1.2.7 Social outcomes circle

GNH wellbeing values include the welfare of future generations of Bhutanese as well as
that of the present generation, and recognize the importance of certain key conditions—
physical and mental health, decent living standards, a healthy physical environment,
strong and safe communities, vibrant culture, good government, and the ability to balance
the often competing demands of paid and unpaid work with ample free time. We briefly
look at these conditions in Part VI of this review in so far as they represent the desired
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social outcomes that can presumably be nurtured and enhanced by a truly educated
populace.

As noted, the inter-generational dimension is intrinsic to GNH values in the recognition
that present wellbeing is enhanced if Bhutanese have confidence in their children’s
future. This dimension would be diminished if the Bhutanese populace feels anxious that
their children’s health, living standards, environment, culture, and communities are
imperilled. From that perspective, an educated populace is one that has the requisite
knowledge to strengthen these various conditions of wellbeing in the long term, and
thereby enhance both its own opportunities for wellbeing and those of its children.
Creating and nurturing healthy and sustainable societies—based on healthy social,
economic, cultural, and physical environments—requires knowledge and the wisdom to
use this knowledge to act for the benefit of the common good.

Since this literature review is mainly concerned with curriculum development, it has not
emphasized social outcomes (the second outermost circle in Figure 1), which are
expected to result from the curriculum. However, to complete the framework we are
using, and for illustrative purposes (rather than as a comprehensive analysis), we have
included brief summaries of some of the key links between education and ecological
integrity, healthy populations, living standards (here focused on work), and community
vitality (here focused on crime). In addition, we have also included a brief section on the
educational attainment of the working age population, since this is the variable used most
often in studies that identify correlations between education and other social and
economic factors.
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1.3 Main frameworks that have influenced the GNH educated
populace framework

In the initial stages of developing a framework for the GNH education assessment and
curriculum for an educated Bhutanese populace, we drew on a number of sources
including UNESCO and the Centre for Ecoliteracy. Among the many potential
frameworks for education curricula presented and discussed in this literature review, four
are identified here as informing an appropriate basis for a GNH education framework for
an educated Bhutanese populace.

The four sources identified as main influences for the GNH educated populace
framework are:

1. Educational values for an ecologically sustainable future, as defined by C.A.
Bowers

2. The Delors report (UNESCO), which includes four aspects: learning to be,
learning to live together, learning to know, and learning to do

3. The Centre for Ecoliteracy framework that matches the four-part Delors
framework

4. The United Nations Decade of Education for Sustainable Development

1.3.1 Educational value-basis of an ecologically sustainable future

Education can promote or undermine wellbeing, depending on what is taught and how it
is taught. In fact, ecologically destructive forms of culture are being promoted through
educational systems on a worldwide basis. Like any other societal structure, educational
systems can be based on potentially misguided underlying assumptions or worldviews.
Thus, more education, or an increase in the number of graduates, does not necessarily
translate into an improvement in societal outcomes or wellbeing. To assess the latter, the
content of education and method of instruction must be analyzed.

C. A. Bowers, a leading scholar in this area, has written about the learned assumptions
that currently inform and reinforce environmentally destructive practices. He argues that
we need to understand the cultural characteristics of ecologically sustainable cultures and
the underlying “cultural assumptions that make a material form of progress—rather than
ecological sustainability—the primary goal.””?

Bowers writes that we need to consider the "knowledge systems at the root of the
ecological crisis, as well as the traditions of intergenerational knowledge that represent
alternatives to a consumer-dependent lifestyle."”* According to Bowers the current habit

% Bowers, C. A. Mindful Conservatism: Rethinking the Ideological and Educational Basis of an Ecological
Sustainable Future, New York: Rowman & Littlefield Publishers, Inc., 2003. p. 160
9% 1.

Ibid. p. 165
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of including environmental issues in courses or environmental courses in standard
curricula will “do little good if the underlying cultural, taken-for-granted interpretative
framework is not changed.”” He writes:

One way to ensure that the changes go beyond the superficial level of changing
the rhetoric—while continuing to reinforce the interpretive frameworks that
support the continuation of the colonizing and environmentally destructive
practices—is to begin the task of organizing knowledge in terms of a different set
of deep cultural assumptions.

As noted above, Bowers argues that there are three main assumptions or cultural practices
and patterns of thinking that are taught in schools that are unsustainable and are
responsible for ecological destruction. These cultural assumptions or values include:

* Individuality—or a view that sees the individual as the basic social unit without
regard to the interdependent nature of reality. According to Bowers, the view of
the importance of the “autonomous individual” undermines “cultural self-
sufficiency” and “networks of mutual support that represent alternatives to today's
growing reliance on the market.”’

* Anthropocentrism—an anthropocentric view of the world that sees humans as
“the focus of all knowledge, creativity, and intelligence, [which] negates the
importance of culture, tradition and ecology.” This current anthropocentric pattern
of thinking about the natural environment “casts the environment as an economic
resourcegcgr as a totally irrelevant factor when thinking about educational
reform.”

* Current view of progress—a view that sees change as inherently progressive and
good, which “denies the importance of traditional ways of knowing, including
indigenous knowledge and rituals.”” Bowers notes that “the keystone holding this
symbolic structure together is the assumption that constant cultural changes are
the expression of a linear form of progress. Indeed, this framework leads to
equating the rate of change with the rate of progress and thus the drive to increase
the rate of change through technological innovations.”'*

Bowers notes that we need a new way of thinking about wealth (to equate it with the
quality of relationships or one’s participation in community-centred activities that
reinforce reciprocal relationships, for instance). He writes: “[E]ducational reforms that

% Ibid. p. 165

% Ibid. p. 166

7 Ibid. p. 149

% Ibid. p. 156

* Tbid.

1% Bowers. Mindful Conservatism: Rethinking the Ideological and Educational Basis of an Ecological
Sustainable Future. p. 139
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focus on reducing the level of consumption require a radical shift in how we understand
the nature of wealth, which is now largely equated with the ownership and display of
material goods.”""!

The alternatives to these adverse views that currently permeate conventional educational
systems have helped inform the GNH framework for an educated populace curriculum.

1.3.2 UNESCO Delors Report: Learning: The Treasure Within. Report to UNESCO of
the International Commission on Education for the Twenty-First Century

Jacques Delors headed the UNESCO Task Force on Learning in the 1990s. The Task
Force was established to study the challenges facing education and to prepare
recommendations for the kind of education necessary:

In confronting the many challenges that the future holds in store, humankind sees
in education an indispensable asset in its attempt to attain the ideals of peace,
freedom and social justice. [... Education is] one of the principle means available
to foster a deeper and more harmonious form of human development and thereby
to reduce poverty, exclusion, ignorance, oppression and war.'**

The Delors Report recommends that education be organized around four pillars of
learning:

Learning to be: This refers to development of the whole person and tapping the talents

and abilities of individuals, including memory, reasoning power, imagination, physical
ability, aesthetic sense, the aptitude to communicate with others, and natural charisma.

Delors suggests that in the twenty-first century, “everyone will need to exercise greater
independence and judgement combined with a stronger sense of personal responsibility
for the attainment of common goals.”'"

Learning to live together: This pillar involves developing an appreciation and
understanding of other people and other cultures, and being respectful of differences and
welcoming diversity. “By developing an understanding of others and their history,
traditions and spiritual values and, on this basis, creating a new spirit which, guided by
recognition of our growing interdependence and a common analysis of the risks and
challenges of the future, would induce people to implement common projects or to
manage the inevitable conflicts in an intelligent and peaceful way.”'* Delors notes that
the UNESCO Task Force put greatest emphasis on this pillar.

1 Ibid. pp. 161-162

"2 Delors. Learning: The Treasure Within. Report to UNESCO of the International Commission on
Education for the Twenty-First Century. p. 13

' Ibid. p. 21

% bid. p. 20
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Learning to know: According to Delors, this pillar is more concerned with mastery of
learning tools than with acquisition of structured knowledge. The report notes that given
“the rapid changes brought about by scientific progress and the new forms of economic
and social activity, the emphasis has to be on combining sufficiently broad general
education with the possibility of in-depth work on a selected number of subjects.”'*

Learning to do: This pillar deals with the acquisition of skills and being able to put them
into practice in a variety of situations. This ability is more easily acquired if the
opportunity to work or develop skills and abilities is available while still in education.'®

These four pillars of learning have been incorporated into recommended basic GNH
education curriculum framework, mainly since the pillars are broad and also provide a
link to GND values and principles. For example, as seen in the framework chart (Figure
1), we have divided the “learning outcomes” section into the four Delors pillars, on the
assumption that multicultural literacy can properly be included in the “learning to live
together” pillar, civic literacy in the “learning to do” pillar, etc. While these distinctions
and categorizations seem reasonable, there is clearly overlap between the pillars. For
example, all of the literacies in the learning outcomes section could also be effectively
placed in the “learning to know” section.

Also, in many respects, it must be recognized that the Delors Report embodies many of
the adverse assumptions Bowers outlines above, including assumptions about
anthropocentrism and progress. These assumptions are evident in the way Delors writes
about the role of education in meeting the needs of a “rapidly changing world,” and the
“transition to a knowledge-driven society.”'"” In other words, there is an underlying
message in the Delors Report that economic growth and globalization are both inevitable
and desirable, and that education can help people adapt to, prepare for, and benefit from
these changes.

As Bowers notes, these underlying assumptions are questionable at best, and may well
lead to the unsustainable actions that are responsible for much of the ecological
destruction we witness today. For this reason, the Delors report by itself does not provide
a sufficient basis for our recommended GNH educated populace curriculum framework
and must be combined both with Bowers’ critique above, and with the four parallel
aspects of a holistic education from the Center for Ecoliteracy, described below. In other
words, how one uses Delors’ four pillars depends entirely on how one defines and
contextualizes Delors’ four pillars. In principle, the four pillars are sufficiently broad to
include the ecological view enunciated by Bowers and by other educators like David Orr,
as described in this literature review.

1% Ibid. p. 21
% Ibid. p. 21
"7 bid. p. 18, 20
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1.3.3 The Centre for Ecoliteracy

The Center for Ecoliteracy lists the competencies, skills, values, and visions that are
needed to put knowledge and wisdom into practice. This holistic framework is expressed
in terms of four metaphors, which coincide very well with Delors’ four pillars of
learning: spirit, heart, head, and hands.

Spirit (learning to be): a sense of wonder; a capacity for reverence; a deep appreciation
of place; a feeling of kinship with the natural world, and the ability to invoke that feeling
in others.'”®

Heart (learning to live together): a deeply felt, not just understood, concern for the
well-being of the Earth and of all living things; empathy and the ability to see from and
appreciate multiple perspectives; a commitment to equity, justice, inclusivity, and respect
for all people; skills in building, governing, and sustaining communities.

Head (learning to know): ecological knowledge; the ability to think systemically; the
ability to think critically, to solve problems creatively, and to apply environmental ethics
to new situations; the ability to assess the impact of human technologies and actions and
to envision the long-term consequences of decisions.

Hands (learning to do): the ability to apply ecological knowledge to the practice of
ecological design; practical skills to create and use tools, objects, and procedures required
by sustainable communities; the ability to assess and make adjustments to uses of energy
and resources; the capacity to convert convictions into practical and effective action.

Combining these four definitions and parallel aspects of a holistic education with Delors’
four pillars broadens and gives a deeper meaning to Delors’ interpretation of the four
pillars. Thus, they might form a potentially suitable basis for the GNH educated populace
curriculum in the future. In fact, if in the future we develop the full set of curricula
elements for the entire conceptual framework, rather than focusing at the present time on
learning outcomes, Delors may possibly be more applicable and we will apply it again at
that time. However, for the above reasons, it does not work well with the literacy
outcome focus.

1.3.4 United Nations Decade of Education for Sustainable Development (DESD)

The U.N. is currently leading an ambitious initiative that focuses on the broad process of
societal learning as education for sustainable development. In December 2002, the U.N.
General Assembly, recognizing the importance of sustainability to the future of humanity,
adopted a resolution to declare the period from 2005-2014 as the United Nations Decade

1% Center for Ecoliteracy. Competencies, Center for Ecoliteracy, 2005; accessed February 2005; available
from http://www.ecoliteracy.org/education/competencies.html.
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of Education for Sustainable Development (DESD). The basic vision of the DESD is “a
world where everyone has the opportunity to benefit from quality education and learn the
values, behaviour and lifestyles required for a sustainable future and for positive societal
transformation.”'%’

Furthermore:

[T]here can be no long-term economic or social development on a depleted planet.
Education to develop the widespread understanding of the interdependence and
fragility of planetary life support systems, and the natural resource base upon
which human well-being depends, lies at the core of education for sustainable
development.''*

Essentially, the DESD is about values and respecting others (present and future
generations), respecting cultural diversity, and respecting the planet. According to the
DESD, learning for a sustainable future is about learning to:

* Respect, value and preserve the achievements of the past;

* Appreciate the wonders of the peoples of the earth;

* Live in a world where all people have sufficient food for a healthy and productive
life;

* Assess, care for, and restore the state of our planet;

* Create and enjoy a better, safer, more just world;

* Be caring citizens who exercise their rights and responsibilities locally, nationally,
and globally. '

These six objectives can also contribute to a GNH curriculum framework for an educated
Bhutanese populace by defining and specifying the desired societal outcomes of effective
education. The first three suggest bases for a curriculum framework for the educated
populace and deal with learning processes and structures (Bowers, and Delors combined
with the Center for Ecoliteracy Framework). The fourth source for our recommended
framework (the DESD) defines and specifies the outcomes expected from the educational
processes and structures.

According to the DESD, the key themes in education for sustainable development
include:

* Overcoming poverty
* Gender equality

1% Fain, Barantovick, and Martin. "The Aims of Education in an Age of Stasis and Change."

"% Combes, Bernard P.Y. "The United Nations Decade of Education for Sustainable Development (2005-
2014): Learning to Live Together Sustainably," Applied Environmental Education and Communication,
vol. 4,2005: 215-219.

" Ibid.
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* Health promotion

* Environmental conservation and protection

* Rural transformation

*  Human rights

* Intercultural understanding and peace

* Sustainable production and consumption

* Cultural diversity

¢ Information and communication technologies

Many of these themes can be included as part of the desired broad societal outcomes in a
GNH-based educted populace curriculum / assessment framework.

The UN recognizes that the type of learning required to achieve these societal outcomes
is not restricted to formal education systems, but occurs in informal and nontraditional
learning that takes place in all settings, including the home, in social settings, in
community, and in the workplace, and throughout the course of ones life, from early
childhood through adult life.

Education for sustainable development (ESD) should not be confused with environmental
education, which is a discreet subject and well-established discipline. Instead, ESD
includes environmental education but sets it in the “broader context of socio-cultural
factog%and the socio-political issues of equity, poverty, democracy, and quality of

life.”

Interestingly, the DESD also draws on the Delors Report and the four “pillars” or
fundamental types of learning: learning to be, learning to live together, learning to know,
and learning to do. The addition of a fifth pillar has been suggested: learning to transform
oneself and society “so as to develop respect for the environment, for social solidarity,
and for a nondiscriminatory, gender-sensitive world. This reflects a synergy of cognitive,
practical, personal, and social skills to bring about sustainability.”' "

Essentially, the DESD asserts that all dimensions of society (environment, economy, and
culture) must be developed sustainably to ensure present and future wellbeing. The
sustainability lens—evident in the UNESCO initiative—as noted, has also guided our
research and the development of a GNH curriculum framework. We discuss the DESD in
more detail in Chapter 17: Ecological literacy.

"2 Fain, Barantovick, and Martin. "The Aims of Education in an Age of Stasis and Change."

'3 According to Combes, the addition of the fifth pillar was suggested by a number of Latin American
educators and by UNICEF during its own analytical process of reviewing the recommendations of the
Delors Report. Ibid, p. 216.
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1.4 Other frameworks that have influenced the GNH educated
populace assessment / curriculum framework

In addition to the main influences on the GNH educated populace assessment /
curriculum framework described above, we found other frameworks especially useful.
Six of these frameworks are described below.

1.4.1 System-based framework of the Balaton Group

Classifications that use a system-based framework incorporate ecological, social, and
economic components, and tend to organize the system according to these broad
domains. In fact, in the first draft of this literature review, we also organized the material
according to environmental, social, and economic domains. The focus of such structures
tends to be on the outcomes or impacts of systems rather than on the inputs and outputs,
such as graduation rates or numbers of patents, which are commonly used in conventional
Western educational and economic indicator systems. System-based frameworks also
tend to have a structure that is based on networks rather than hierarchies, and they are
generally defined by principles or values that link the various elements of the framework.

The systems architecture clarifies interconnections and interactions among the various
elements comprising the system and allows for analysis across different geographical and
temporal scales. For example, system-based frameworks are designed to demonstrate
linkages between factors like curriculum content, learning structures, and the knowledge
required to enhance social wellbeing. In an indicator system, the indicators can be
structure or stock indicators, or process or functional indicators. In a simple example of
population systems, structure indicators might include density, age, class, and sex ratios,
and process indicators might include reproduction, mortality, and immigration/
emigration rates.'*

The Balaton Group has developed a framework using a cross-disciplinary systems
thinking approach. Founded in 1981, this group is an international network of scholars
and activists who are working on sustainable development in their own countries. They
are especially interested in indications of sustainable development across scales in local,
national, and international contexts. The late Donella Meadows reported results from a
1996 Balaton Group workshop,which was interested in creating a holistic information
system to organize and contextualize the information.'"” They were also working on ideas

1% Seventh American Forest Congress Communities Committee. Forest Sustainability Indicator Tools for
Communities, Seventh American Forest Congress Communities Committee, 2003; accessed January 2005;
available from http://www.communitiescommittee.org/fsitool/AppendixB.pdf.

"> Meadows, Donella. Indicators and Information Systems for Sustainable Development. A Report to the
Balaton Group, Hartland Four Corners, VT, The Sustainability Institute, 1998; accessed July 2004;
available from http://www.nssd.net/pdf/Donella.pdf.
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for process, linkage, and worldview explications that could aid the development of
alternate indicators.

In their search for an encompassing framework the group considered, among others, the
“pressure-state-impact-response” model used by the UN Commission on Sustainable
Development, the “ecological footprint” developed by William Rees and Mathis
Wackernagel of the University of British Columbia, the idea of “genuine savings” from
the World Bank, and the “four capitals” approach (economic, natural, human, and social
capital). Although they found these systems useful, they did not find them to be
sufficiently comprehensive. In the end, the group decided to work with a simple
framework developed by Herman Daly now known as the “Daly triangle,” which uses the
four capitals in an integrated way. This is illustrated in Figure 4 below.
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Figure 4. The Daly triangl

Ultimate ¢nds wellbeing:

Happiness, harmony

identity, fulfillment,

self respect,

self-realization, community,
transcendence, enlightenment

Values
and ethics

Intermediate ends human capital and social capital:
/ health, wealth, leisure, mobility,

knowledge, communication, consumer
goods

political economy

Intermediate means built capital and human capital:
labour, tools, factories,

processed raw materials

science and technology

Ultimate means natural capital:
\ solar energy, the biosphere,

earth materials,
the biogeochemical cycles

Source: Meadows, Donella. Indicators and Information Systems for Sustainable Development. A Report to
the Balaton Group. The Sustainability Institute, 1998.

The “hierarchy” network of this model consists of four levels, which were originally
drawn as a triangle. However, the triangle shape, as the group stresses, is not important to
the logic. The base of the triangle represents natural capital, which Daly identifies as the
ultimate means out of which all life and all economic transactions are built and
sustained.

The next level, the intermediate means, represents built or economic capital, which is
the mechanical and processed infrastructure of tools, machines, factories, skilled labour,
and other inputs to the economy. It draws from nature and serves higher goals.

The next level, intermediate ends, includes public knowledge, health, wealth, leisure,
mobility, communication, and consumer goods. These are goals of most economies, and
most systems stop there.
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The Daly triangle, however, includes a fourth level, ultimate ends, which questions the
purpose of education, health, and wealth. This quality of life level is based on values and
includes, happiness, harmony, identity, fulfillment, self-respect, self-realization,
community, transcendence, and enlightenment. These are issues of quality and are
difficult to measure. Meadows notes that merely asking people is not always reliable
since most people would like to be seen as happy or satisfied.

As well, the layers need to be balanced and integrated. For example, Meadows explains:

The three most basic aggregate measures of sustainable development are the
sufficiency with which ultimate ends are realized for all people, the efficiency
with which ultimate means are translated into ultimate ends, and the sustainability
of use of ultimate means. It is conceivable that health, education, happiness, and
harmony could increase, even if the mobilization of energy, materials, capital, and
labor decreased. That would obviously be a step in the direction of sustainable
development. In fact, it would be a primary goal of a sustainable society to
produce the greatest possible ends with the least possible means.

If there is wisdom about ultimate ends but no technology for tapping ultimate
means, the wisdom will rest on a foundation of physical scarcity. If there is
technical proficiency supplying an abundance of intermediate means, but unjust
politics and distorted economics, there will be plentiful capital, labor, and energy
but poorly distributed health, education, and wealth. Powerful technologies and an
efficient, equitable economy may make a society rich in intermediate ends, but if
that society is spiritually barren, its abundance will not bring fulfillment. If
technologies are destructive of the ultimate means, the entire structure will
crumble at its foundation, regardless of the excellence of its upper levels.''®

Here, in order to help design a new education curriculum based on GNH values and
principles, we are looking for a stock of knowledge that can be accumulated, invested in
and enhanced to create the top level of the Daly triangle. This knowledge can also be
eroded and allowed to depreciate or be forgotten. But first, we must ask: what do we need
to know to create wellbeing and a sustainable world? And what is an educated populace?

1.4.2 Impacts of the knowledge society framework model

Currently, the Western economic sector is focusing and developing policy around the
“knowledge economy,” “knowledge society,” and “information society.”''” Each concept

116 :
Ibid., accessed.

" Godin, Benoit. The Knowledge-Based Economy: Conceptual Framework or Buzzword?, Montreal,
Project on the History and Sociology of S&T Statistics Working Paper No. 24, Canadian Science and
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has its unique focus—economy, society, or information and communications technology
(ICT), but, basically, they share a central concept. This is the idea that knowledge and
technology are driving economic development and moving the economy from one based
on industrial development toward one based on knowledge-intense services. As Peters
and Humes articulate it: “National policies for encouraging knowledge generation,
knowledge acquisition, knowledge diffusion, and the exploitation of knowledge have
become tl}eltgmost pressing priorities in the science, research and education policy
regimes.”

The economic sector rarely includes consideration of sustainability within its conceptual
frameworks or indicator sets. However, the emphasis on knowledge and learning in the
economic domain has produced elements that may be useful to include within a GNH
curriculum framework, especially in the realms of research and development (R & D),
science and technology, innovation, and in the links between higher education,
government, and corporate research. It is also important to include this information
within the context of lifelong/ lifewide learning and adult education and skill
development. In terms of knowledge, it would be useful to know what knowledge and
which innovations are being created, and how this knowledge is used. There are statistics
on the number of patents registered, for instance, but that tells us little of the value of the
knowledge being produced.

However, the frameworks used in the economic domain are mostly not useful to a GNH
curriculum framework, as the following overview of the conceptual basis will illustrate.
Benoit Godin of the Canadian Science and Innovation Indicators Consortium (CSIIC)
gives a brief history of the concept of the “knowledge economy.” The term first appeared
in the literature in 1962 and became part of the Organisation for Economic Co-operation
and Development (OECD) national systems of innovation (NSI) and was also taken up by
the World Bank.""” Essentially, the OECD revived the concept in 1995 and defined
knowledge-based economies as “economies which are directly based on the production,
distribution and use of knowledge and information.”'** They identified knowledge
institutions as those that have a high-level of investment in innovation, intensive use of
technology, and a highly educated workforce.

The premise of unlimited growth and progress on which the paradigm is based, however,
is not sustainable according to many researchers. John Peet of the University of
Canterbury in Australia argues that whether society is knowledge-based or industrial-
based, economic growth depends on use of natural resources—it has a material and

Innovation Indicators Consortium (CSIIC), 2003; accessed December 2005; available from
http://www.csiic.ca/PDF/Godin_24.pdf.

8 peters, Michael A., and Walter Humes. "Education in the Knowledge Economy," Policy Futures in
Education, vol. 1, no. 1, 2003: 1-19.

"9 Godin. The Knowledge-Based Economy: Conceptual Framework or Buzzword?, accessed.

120 Organisation for Economic Co-operation and Development (OECD). The Knowledge-Based Economy,
STI Outlook, 1996; accessed December 2005; available from

http://www.oecd.org/document/62/0,2340.en 2649 34269 1814439 1 1 1 1.00.html. p. 12.
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energy dimension. However, this dimension is largely ignored in the production/
. . 121
consumption model of economics.

Eckersley, among others, has pointed out that “equating more with better” and equating
“standard of life” with “quality of life” is becoming questioned in the research literature.
However, the issue remains largely unquestioned in mainstream political policy and
public debate.'** He gives three main reasons why the rationale for economic growth is
flawed. Although we have cited this earlier, it is worth repeating here:

1. [The rationale for economic growth] reflects too narrow a view of human
wellbeing, and fails to explain why, after 50 years of rapid growth, so many
people today appear to believe life is getting worse.

2. It overestimates the extent to which past improvements in material wellbeing
are attributable to growth.

3. It underestimates the gulf between the magnitude of the environmental
challenges we face and the scale of our responses to them.'*’

Eckersley continues:

The issue of contention in the debate about progress is not growth versus no-
growth. That growth is better than recession in generating jobs—the main
political justification for promoting growth—is insufficient reason for not looking
much more closely at what is growing, what other effects this growth is having,
and what alternatives might exist. We need to examine more critically the whole
basis on which progress is currently defined, measured and achieved. To suggest
this is not necessarily to be anti the economy, business or technological
innovation; it is to argue that these activities need to be driven by different values
towards different ends.'**

Canadians Godin and Dor¢ have developed a framework specifically concerned with
knowledge and the impacts of knowledge on society, which, for the most part, uses data
regularly collected in Canada and other countries.'*> They use the terms knowledge,
research, science, and scientific knowledge interchangeably. This model, of all the
models we reviewed in the economic area, is the most inclusive one we have seen.

Godin and Doré want to be clear that outputs such as numbers of research papers and

121 peet, John. Technology for Sustainability - Some Facts and Some Fallacies, Christchurch, AU,

Department of Chemical & Process Engineering, University of Canterbury, 2004; accessed April 2005;
available from http://www.nzsses.org.nz/Conference/Session3/John Peet Keynote Text.pdf.

122 Eckersley. "Perspectives on Progress: Economic Growth, Quality of Life and Ecological Sustainability."
2 bid. p. 2.

4 Ibid.

125 Godin, Benoit, and Christian Doré. Measuring the Impacts of Science: Beyond the Economic Dimension,
Montreal, Canadian Science and Innovation Indicators Consortium (CSIIC), 2003; accessed April 2005;
available from http://www.csiic.ca/PDF/Godin_Dore Impacts.pdf.
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patents are a direct result of research activity, while outcomes or impacts are the indirect
effects of this activity on society. They use the following example:

Take, for example, the case of poverty. Output, namely knowledge or guidelines
for public programs produced by social scientists can have an impact on society
when integrated into public policies, which in turn affect poverty. The direct
impact of scientific knowledge here is its effect on policies, while the indirect
effects on poverty are due to numerous factors, among them knowledge integrated
into policies.'*

The researchers are also concerned with specifically identifying transfer mechanisms by
which science impacts society. Transfer consists of four elements that must be measured:
knowledge diffusion, acquisition, introduction or integration, and use.

Godin and Doré¢ developed their model through their work with the Canadian Science and
Innovation Indicators Consortium (CSIIC), in consultation with researchers from 17
publicly funded research centres in the social sciences and humanities, natural sciences
and engineering, and health sciences fields, as well as with users of research results from
11 social and economic organizations. From these consultations, they developed a
typology with 11 categories of knowledge impact, each of which are further subdivided.
This typology is shown in Table 1 below.

126 3
Ibid., accessed.
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Table 1. Impact of science on society

Science
¢ Knowledge
e Research activities
* Training

Technology
* Products and processes
* Services
¢  Know-how

Economy
* Production
* Financing
¢ Investments
e Commercialization

* Budget
Culture

¢ Knowledge

e  Know-how

e Attitudes

e  Values
Society

e  Welfare

e Discourses and actions of

groups

Policy

* Policy-makers

e (Citizens

* Public programs

Organisation
* Planning
*  Work organisation
* Administration
* Human resources

Health
e Public health
* Health system

Environment
* Management of natural
resources and the environment
¢ Climate and meteorology

Symbolic
* Legitimacy / credibility /
visibility

* Notoriety

Training
* Curricula
* Pedagogical tools
¢ Qualifications
* QGraduates
* Insertion into the job market
* Fitness of training / work
* Career
* Use of acquired knowledge

* National security

Source: Godin, Benoit, and Christian Doré. Measuring the Impacts of Science: Beyond the Economic
Dimension. Canadian Science and Innovation Consortium (CSIIC), 2003

Godin and Dor¢ list possible indicators for each of the elements in Table 1. They note
that, although some indicators build on existing statistics, others need “proper and
systematic surveys,” for which they offer suggestions. These knowledge impact
indicators can be found in Appendix 10.
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1.4.3 Human capital model

While there is no single agreed upon definition of human capital, there is a general
consensus that it is an “intangible asset” and extremely difficult to measure.'?” There is
also the question as to whether it is appropriate to measure it at all.'*®

The conventional definition of human capital is “the capabilities or capacities, both innate
and derived or accumulated, embodied in the working-age population that allow it to
work productively with other forms of capital to sustain economic production.” This has
been coined the “labour analogue to produced capital.”'** *° In other words, it is the
“knowledge and skills that the working-age population (or, more narrowly, the labour
force) accumulates through formal educational attainment, training, and experience.”"”!
This is essentially the definition used by the Canadian Policy Research Networks, Inc.
(CPRN), and others, which recently released seven research papers on the subject of
human capital, and who define human capital as “skills and knowledge that can be drawn
upon (like any ‘asset’) by an individual to generate outputs of value.”'*

Saunders argues that while “one could imagine a broader definition of human capital that
goes well beyond skills and knowledge” the scope of the investigation conducted by
CPRN was in fact quite broad. He writes that health did not qualify as human capital in
the approach taken by CPRN, but that it is viewed in the context of affecting the
acquisition of human capital, and as an outcome of acquiring human capital. Saunders
also notes that “outputs of value” include non-market outputs such as civic
engagement.133

2" Leadbeater, Charles. "New Measures for the New Economy." Paper presented at the International
Symposium: Measuring and Reporting Intellectual Capital: Experience, Issues, and Prospects, Amsterdam,
1999, Centre for Business Performance of the Institute of Chartered Accountants in England and Wales;
accessed June 2005; available from http://www.oecd.org/dataoecd/16/24/1947910.pdf.

128 Centre for the Study of Living Standards. Proposed Framework on Human Capital Indicators,
Document prepared for the National Round Table on the Environment and the Economy Environment and
Sustainable Indicators Initiative (ESDI). Ottawa: Centre for the Study of Living Standards, 2001.

'2 Sharpe, Andrew. The Development of Indicators for Human Capital Sustainability, Ottawa: Centre for
the Study of Living Standards, 2001.

B0 yu, Weiqiu. 4 Survey of Existing Indicators for Human Capital. Background Paper for the Human
Capital Cluster Group, Ottawa: National Round Table on the Environment and the Economy, 2001.
"!'Sharpe. The Development of Indicators for Human Capital Sustainability.

12 Saunders, Ron. Skills and Knowledge for Canada's Future: Seven Perspectives toward an Integrated
Approach to Human Capital Development, Overview, Ottawa: Canadian Policy Research Networks Inc.,
2006. p. 1. The research program on human capital was managed by CPRN, the School of Policy Studies at
Queen’s University, and Statistics Canada. See also: Picot, G., R. Saunders, and A. Sweetman (eds.).
Fulfilling Potential, Creating Success: Perspectives on Human Capital Development, Kingston and
Montreal: McGill-Queen’s University Press, 2007.

B3 bid. p. 1.
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The National Round Table on the Environment and the Economy (NRTEE) defines
human capital as the “knowledge, skills, competencies and attributes embodied in
individuals that facilitate the creation of personal, social and economic well-being.
This definition of human capital extends beyond those capital assets linked directly to
productivity to encompass factors that reflect the broader values associated with a
healthy, well-educated population.

95134

Everything else being equal, an experienced and well-educated workforce will be more
productive than one with less human capital. It will be more innovative and will work
more efficiently. Similarly, a healthy workforce will be more productive than an
unhealthy one.

Like produced capital, human capital is susceptible to deterioration. This is partly
because workers retire and have to be replaced, but also because knowledge and
experience can become obsolete as new technology is introduced. Therefore, continual
investment in the factors that contribute to human capital is required if the economy is to
be sustainable.'*

Despite the effort to define human capital more broadly to include its contribution to
personal and social wellbeing, most attempts at measuring human capital, including that
of the NRTEE, only consider the knowledge and skills acquired through formal
education. As part of its Environment and Sustainable Development Indicators (ESDI)
initiative, the NRTEE selected an indicator for human capital sustainability: the
educational attainment of the working-age population.'** The NRTEE defines its
indicator of human capital as follows:

The Human Capital Indicator measures the percentage of the population between
the ages of 25 and 64 that has gained upper-secondary and tertiary-level
educational qualifications [...]. In other words, this indicator tracks the proportion
of people who have achieved at least a university bachelor's degree, or a diploma
or certificate from educational institutions beyond the secondary level.">” This
indicator also includes individuals who have earned certificates below the
bachelor level from a university.'*®

1** Organisation for Economic Co-operation and Development (OECD). The Well-Being of Nations: The
Role of Human and Social Capital, OECD, 2001. p. 18.

133 National Round Table on the Environment and the Economy. Environment and Sustainable
Development Indicators for Canada, Chapter 4.7, 2003; accessed December 2005; available from
http://www.nrtee-trnee.ca/Publications/PDF/Report Indicators_E.pdf.

136 Ibid., accessed.

37 These institutions include vocational schools, community colleges, and schools of nursing, as well as
any type of apprenticeship training.

13 National Round Table on the Environment and the Economy. Environment and Sustainable
Development Indicators for Canada, accessed.
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Beyond this rather limited perspective, however, human capital also has qualitative
aspects that reflect the quality of formal, informal, and non-formal education, rather than
simply the formal attainment of a degree, diploma, or certificate. Broader measures of
attainment would better capture the substantial contribution of human capital to
individual productivity outside the labour market in a wide range of non-market
activities.

Statistics Canada does not currently provide estimates of the value of human capital.
Despite the conceptual and data challenges that exist, there have been other attempts to
measure human capital besides the NRTEE initiative, including some that have attempted
to compare its aggregate value to other forms of capital. Jorgenson and Fraumeni (1989)
found that the value of human capital in the U.S. exceeded the value of physical capital
11 times over the time period 1948-1984."%° Likewise, Osberg and Sharpe (2000) found
that the value of human capital in Canada exceeded the value of economic and natural

capital, but not as dramatically as in the findings of Jorgenson and Fraumeni.'*

According to the Centre for the Study of Living Standards, the monetary value of the
average educational attainment of the working-age population can be estimated in two
ways:

1. Supply-side cost of production approach: The total cost of educating the
population at this point in time is derived from the current average cost of a year
of education at the various levels of education and the distribution of the
population among the various levels of educational attainment.'*!

2. Demand-side future earnings approach: The value of human capital attributable
to formal educational attainment can be calculated by estimating the stream of
future earnings of the population arising from that education and calculating the
present value of this earnings stream with a discount rate.”'**

Using formal “educational attainment” as an indicator of human capital, however, is
considered by many to be “too narrow” an approach.'* In the NRTEE’s survey of
existing indicators, it found two other frequently used indicators for human capital: test
scores and earnings differentials of workers with different skills. However, the NRTEE
determined that testing for competence lacked consistency and was subject to data
availability, while earnings differentials depended on “how efficiently the labour market
functions in the new economy.”'** The NRTEE did point to “future improvements” that
should be made in developing better indicators of human capital:

139 Sharpe. The Development of Indicators for Human Capital Sustainability.
140 11.:
Ibid.
141 Centre for the Study of Living Standards. Proposed Framework on Human Capital Indicators.
142 11
Ibid.
'S Yu. 4 Survey of Existing Indicators for Human Capital. Background Paper for the Human Capital
Cluster Group.
' Ibid.
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Although useful, this measure—like other quantitative measures of human
capital—does not provide information on the quality of human capital being
accumulated (or lost). Measures of functional literacy and numeracy, as well as
new means of measuring educational outcomes and less formal forms of training,
will be needed as the human capital accounts within the SNA [System of National
Accounts] are further developed.'*

As noted, the NRTEE’s indicators are intended to measure the sustainability of human
capital, or whether human capital is remaining constant or improving over time. If
outcome indicators of human capital deteriorate over time, then they are considered
unsustainable.'*® Part of the rationale provided for measuring human capital is its link to
other types of capital, including natural capital:

* A population with high knowledge and skills can expand the natural capital base
by finding additional resources, exploiting more efficiently the existing resource
base with new techniques, and developing substitutes for resources in short
supply.

* A population with high knowledge and skill level has the ability to develop
technologies to address environmental problems threatening the world’s
ecosystems.

* More indirectly, human capital accumulation increases national income which
provides the resources to address environmental problems, in many cases with
current technologies.'*’

Human capital has linkages to economic capital. High levels of knowledge and skills can
lead to the development of “better capital goods.” In addition, “human capital
accumulation increases national income which increases the demand for capital

95148
goods.

1.4.4 Three lifelong and lifewide learning measurement frameworks

This section illustrates three frameworks used for measuring and analyzing lifelong
learning, which have relevance to a GNH curriculum design. The first two come from
Canada, and are both developed within the economic domain. However, they are more
inclusive than general economic frameworks since they incorporate public and private
social benefits as well as economic information. The third framework is from the

145 National Round Table on the Environment and the Economy. Environment and Sustainable

Development Indicators for Canada, accessed.
14¢ Centre for the Study of Living Standards. Discussion Paper on Health and Education Human Capital
Indicators, 2001; accessed December 2005; available from http:/www.nrtee-
trnee.ca/eng/programs/Current Programs/SDIndicators/Program Research/CSLS-DiscussionPaper E.pdf.
i; Sharpe. The Development of Indicators for Human Capital Sustainability.

Ibid.
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Working Group on Quality Indicators of Lifelong Learning in Europe, a multi-national
group working on developing new indicators for lifelong learning.

1. “Conceptual Framework for the Analysis of the Social Benefits of Lifelong
Learning”: Walter McMahon'?®

Walter McMahon reports that some of the most important work in economics is currently
the identification and measurement of market and nonmarket returns to education and of
the relationship between social benefit “externalities” and investments in education.'
McMahon'’s study relies on the considerable empirical evidence of the mostly positive
influences of formal education on social and economic benefits, at both the individual
and society levels. Although nonformal and informal modes of learning are not directly
accounted for, the following lists of effects of lifelong learning identified by McMahon
may be of interest. The lists below present externalities of education on which there has
been empirical research.

Identification of private non-monetary benefits of lifelong learning

1. Health effects
Reduced infant mortality
Lower illness rates
Greater longevity
2. Human capital produced in the home
Children's education enhanced
3. More efficient household management
Higher returns on financial assets
More efficient household purchasing
4. Labour-force participation rates
Higher female labor-force participation rates
Reduced unemployment rates
More part-time employment after retirement
5. Lifelong adaptation and continued learning
Use of new technologies within the household (e.g., the Internet)
Obsolescence: human capital replacement investment
Curiosity and educational reading; educational TV/ radio
Utilization of adult education programmes
6. Motivational attributes
Productivity of non-cognitive skills
Selective mating effects
Divorce and remarriage (potentially negative returns)

14 McMahon, Walter W. "Conceptual Framework for the Analysis of the Social Benefits of Lifelong
Learning," Education Economics, vol. 6, no. 3, 1998: 309-346.
150 1.

Ibid.
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7. Non-monetary job satisfactions

8. Pure current consumption effects
Enjoyment of classroom experiences
Leisure time enjoyments while in school
Childcare benefits to the parents
Hot lunch and school-community activities

Identification of the public good benefits of lifelong learning

1. Economic output and economic growth effects
Economic growth externalities: direct effects
Structural feedback effects on growth
2. Non-monetary social benefits

Population and health effects (controlling for income)
Lower fertility rates
Lower net population growth rates

Public health
Democratization (controlling for income)
Human rights
Political stability

Poverty reduction and crime (controlling for income)
Poverty reduction
Lower homicide rates
Lower property crime rates

Environmental effects (controlling for income)
Deforestation (for cooking, and export, given low education)
Water pollution
Air pollution

Family structure and retirement (controlling for income) impacts
Higher divorce rates (potentially negative returns)
Later retirement
More work after retirement

Community service effects of education (controlling for income)
Time volunteered to community service within income strata
Generous financial giving within income strata
Knowledge dissemination through articles, books, television, radio,
computer software and informally (use of libraries)

3. Income distribution effects of lifelong learning
Poverty reduction
Reduction of rural poverty
Reduction of structural unemployment
Geographic spillovers
Migration to urban ghettoes
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Firm location decisions
Reduction of inequality
‘Growth with equity’ effects over time

McMahon summarizes the detailed methodology used in his study:

The basic method for measuring the non-market returns to lifelong learning
involves estimating the marginal product of the increment to education in producing
the non-market outcomes using a household production function. For example, in
the case of the product ‘better own-health,” Grossman’s (1995) study of the
Thorndike sample'' is the basis for computing that a 2-year increase in schooling,
such as completing grades 11 and 12, or a 2-year post-secondary degree
programme, lowers the probability of death in any given year by 0.88%, thereby
increasing longevity. This marginal product is a non-monetary return to education
since it is estimated after controlling for income in order to avoid double-counting

the monetary returns to education which also affect longevity.

To place a value on these non-monetary returns in terms of efficiency, the basic
method is to ask how much it would cost to produce this same outcome using
alternative means available in the market. For example, how much would it cost to
produce this same increment to longevity on average by purchasing more doctors'
visits and health-care inputs? This then is assumed to be the value that the
individual is placing on this non-market outcome at the margin.'>

2. "Determinants of Economic and Social Outcomes from a Life-Wide Learning
Perspective in Canada": Richard Desjardins'*’

To understand how education and learning lead to social and economic benefits,
Desjardins builds on McMahon’s study by using the lifelong learning approach, but he
also includes the horizontal, lifewide influences of nonformal and informal learning."**
His study uses data only from the Canadian section of the International Adult Literacy
Survey (IALS). The results of Desjardin’s study show that different learning activities
undertaken for personal or work-related reasons lead to different kinds of benefits. His
thesis uses a definition of human capital from the OECD, which indicates that “the
acquisitions of knowledge and skills, which can potentially lead to social and personal
well-being, even without affecting economic well-being, are also justified as

"I Grossman, M. "The Correlation between Health and Schooling," in Household Production and
Consumption, ed. Terleckyi, N., 147-211. New York: Columbia University Press, 1975.
132 McMahon. "Conceptual Framework for the Analysis of the Social Benefits of Lifelong Learning." pp.
316-317.
'3 Desjardins, Richard. "Determinants of Economic and Social Outcomes from a Life-Wide Learning
Perspective in Canada," Education Economics, vol. 11, no. 1,2003: 11-38.
154 1.

Ibid.
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investments.”'>> Desjardins points out that very few studies have examined multiple

outcomes simultaneously to determine interconnected effects. Also, the lifewide span of
sources of knowledge and skills is under-researched. Research efforts have concentrated
on job-related training, but few studies have considered informal learning outside the
work context related to personal interest. Estimates of non-monetary returns to education
have been shown in the research to be approximately equivalent to monetary returns.

The structural model and the indicators Desjardins uses are shown in Figure 5 below.

155 1hid.
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Figure 5. The determinants of economic and social outcomes of acquiring knowledge
and skills from a lifewide learning perspective
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Source: Desjardins, Richard. "Determinants of Economic and Social Outcomes from a Life-Wide Learning
Perspective in Canada." Education Economics, Vol. 11, No. 1 (2003): 11-38, p. 15.

Desjardins notes that the formal learning indicators are stock measures, but most
nonformal learning indicators, such as on-the-job training, are available as non-
cumulative flow measures. Therefore, Desjardins advises: “[T]he model should be
interpreted as the causation of initial formal learning on flow of subsequent learning and,
in turn, their effects on outcomes.”'* There is evidence, however, that adult education
and training do have cumulative effects over time.

Table 2 below shows the theoretical and observed variables of indicators of economic and
social outcomes of lifelong learning used by Desjardins. All of the data used come from
the TALS.

156 1hid.
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Table 2. Indicators of economic and social outcomes of education

Theoretical variable

Observed variable

Independent variables (factors influencing formal learning)

Home background

Experience
Non-native language status

Gender

Father’s educational attainment
Mother’s educational attainment
Father’s two-digit SOC occupation

Age minus years of education minus five

Non-native language status

Gender

Dependent variables

Formal learning

Labour force participation
Knowledge intensity of occupation

Nonformal job-related learning

Informal job-related learning

Informal personal interest-related learning

Nonformal personal interest-related learning

Skill

Highest level of education completed
Years of schooling

Labour force participation
Classification of four-digit occupation

Participation in job-related adult education and
training

Intensity of writing letters or memos at work
Intensity of reading articles or reports at work
Intensity of writing articles or reports at work

Frequency of visits to library
Intensity of writing letters at home
Intensity of reading books at home

Participated in personal interest related adult
education and training

Quantitative literacy
Document literacy
Prose literacy

Economic outcomes

Annual earnings from wages and salaries

Social outcomes

Frequency of participating in volunteer or
community organizations

Source: Desjardins, Richard. "Determinants of Economic and Social Outcomes from a Life-Wide Learning
Perspective in Canada." Education Economics, Vol. 11, No. 1 (2003): 11-38, p. 20.
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3. “European Report on Quality Indicators of Lifelong Learning”: European
Commission">’

The Working Group on Quality Indicators of Lifelong Learning, which includes
representatives from 34 countries, the OECD and UNESCO, began meeting in January
2001 to develop indicators for all the areas of education and training encompassed by
lifelong learning."*® The work of this group built on that of the Eurostat Task Force on
Measuring Lifelong Learning, which began in February 2000. This task force analyzed
the methodological and statistical aspects of lifelong learning and presented their
recommendations at a seminar on measuring lifelong learning in Parma, Italy, in
February 2001." This task force essentially reviewed all of the data sources available for
use in lifelong learning measurement, which mainly are formal education data, labour
force surveys, time use surveys, income and household surveys, adult learning surveys,
literacy surveys (IALS), and student assessments such as PISA. It recommended
modifying existing surveys to include both formal and informal aspects of lifelong
learning and, in the medium and long term, to design a new, comprehensive, lifelong
learning adult education survey for Europe. The ultimate goal is to develop an integrated
European Statistic Information System on education and learning.'®

In June 2002, the task force released a report from the Working Group on Quality
Indicators, which included indicators of lifelong learning drawn from existing data.'®'
Fifteen quality indicators are contained in four areas: skills, compentencies, and attitudes;
access and participation; resources for lifelong learning; and strategies and system
development. The table, which illustrates the indicators, the definitions, and data sources
used, is located in Appendix 2.

57 Working Group on Quality Indicators. European Report on Quality Indicators of Lifelong Learning,

Brussels, European Commission, 2002; accessed April 2005; available from
http://europa.eu.int/comm/education/policies/lll/life/report/quality/report_en.pdf.

158 Ibid., accessed.

1% Eurostat Task Force on Measuring Lifelong Learning. Report of the Eurostat Task Force on Measuring
Lifelong Learning, European Commission, 2001; accessed April 2005; available from
http://forum.europa.eu.int/Public/irc/dsis/edtcs/library?1=/public/measuring_lifelong&vm=detailed&sb=Titl
oo
161

Ibid., accessed.
Working Group on Quality Indicators. European Report on Quality Indicators of Lifelong Learning,
accessed.
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2. Conventional Western education
indicators

[R]ejoicing that university education has become a growth industry,
administrators and legislators seek increasingly to control problems of scale by
applying lessons from profit-making enterprises that turn expanded markets to
advantage by cutting costs. Increased output of product can be measured more
easily as numbers of credentialed graduates than as numbers of educated
graduates. Quantity trumps quality.

Jane Jacobs '

An indicator is a statistic that can be used to assess progress in many ways, including to
“measure our collective wellbeing.”'®> An education indicator, which is a statistic that
should measure the health of the education system, is based on the underlying values of
that system. Thus, information on Western conventional education indicators can
contribute important information (and caveats) useful in designing alternative education
systems, such as the proposed GNH-based educational curricula system for Bhutan. “Like
the odometer, speedometer, temperature, and fuel gauges in a car, education indicators
provide essential information about the system’s current functioning, suggest whether
good progress is being made, and warn of potential problems.”'**

Not all statistics are created equal, however. For a statistic to be an indicator it must meet
certain standards and satisfy certain substantive and technical criteria.'® There appears to
be general agreement in the literature about what characterizes a good indicator.
Essentially, education indicators should provide at least one of the following
“substantive” criteria:

* Provide a benchmark for measuring progress by describing the educational
system’s performance in achieving a desired condition (e.g., decreased drop out
rates, greater equity, safer schools).

* Provide information about a feature of the system known to be linked with desired
outcomes and in this way have predictive value.

162 Jacobs, Jane. Dark Age Ahead, New York: Random House Canada, 2004. p. 49

193 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 12.

1% Oakes, Jeannie. Educational Indicators: A Guide for Policy Makers, Santa Monica: Center for Policy
Research in Education, 1986.

1% There are two types of indicators: single statistics and composite statistics. Single statistics measure one
aspect of the education system (e.g., class size, teachers' salary, total expenditure). Composite statistics
show a relationship between two or more components of the education system (e.g., pupil-teacher ratio,
education expenditure relative to GDP). A composite index combines many features of the educational
system into a single number designed to assess the state of learning in a specific locale. According to
Oakes, composite statistics are particularly suitable in education where "much of what happens results from
several circumstances and events taking place at the same time." Ibid. pp. 3—6.
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* Provide information about enduring or central features of the education system in
order to understand how the system works (e.g., financial resources available,
curricular offerings).

* Provide information about current or potential problems in the system (e.g.,
teacher supply and demand, circumstances of inner-city schools).

* Provide information about educational conditions that are of concern to society
and policy-makers and that can be changed by policy decisions.'®% '’

In addition, good education indicators should also meet the following technical criteria:

* Indicators should provide information about central and enduring features of the
education system (e.g., pupil-teacher ratios, per pupil expenditures) so that
statistics can be compared from one locale to another.

* Indicators should be readily understood.

* Indicators should measure observed behaviour rather than perceptions.

* Indicators should be feasible in terms of time, cost, and expertise required to
collect the data.

* Indicators should be generally accepted as valid and reliable at measuring what
they were intended to measure.'®> '*

A Special Study Panel created by the U.S. National Center for Education Statistics in
1991 identified three additional criteria for education indicators:

* Indicator information must focus on what matters most about learning and about
schools and colleges.

* Indicator information must assess the social context within which education takes
place.

* Indicator information must reflect important national values and aspirations for
education.'”

The current popularity of education indicators is partly rooted in the expectation they will
be able to fulfill a myriad of functions, from reporting on the status of the education
system, to monitoring changes, explaining the causes of conditions, sketching the
strengths and weaknesses of the system, and predicting future changes.'”" '’ However,

16 Oakes. Educational Indicators: A Guide for Policy Makers. pp. 1-2.

17 Organisation for Economic Co-operation and Development (OECD). The OECD International
Education Indicators. A Framework for Analysis, Paris: OECD, 1992. pp. 14-15.

18 Tbid. p. 20.

' Oakes. Educational Indicators: A Guide for Policy Makers. pp. 1-2.

170 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 23.

""" Oakes. Educational Indicators: A Guide for Policy Makers. pp. vii—viii.

'72 Organisation for Economic Co-operation and Development (OECD). Education at a Glance. Analysis,
Paris: OECD, 1996. p. 10.
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the literature also suggests that these expectations may be unrealistic and that claims
about what indicators can do should be viewed with caution.

According to the OECD, which has been involved in education indicator development
since the late 1980s, “information from indicators can inform educational policy and
improvement efforts” but “cannot provide a precise interpretation of past events, offer
clear judgments about present conditions, or point to specific policy remedies for
problems that are identified.”'”* Indicators can track trends but cannot prove causality,
unless such a relationship has been previously elucidated in the literature through
longitudinal data or by combining evidence on education systems with non-educational
indicators.'”* According to the Pan-Canadian Educational Indicators Program (PCEIP),
indicators can show trends and pose questions but “cannot by themselves provide
explanations or permit conclusions to be drawn.”'”

And finally:

Social indicators lack the common referent available to economic indicators.
Evoking an economic analogy and proposing a parallel development for social
indicators is misleading because education cannot put each of its constructs on a
common dollar metric as can be done, say, for Gross National Product. As Rivlin
pointed out, ‘No amount of disaggregation of inputs |...] will provide a basis for
answering the how-are-we-doing question in the education sector. As long as cost
is used as a proxy for value there is no way to compare inputs with outputs or to
see whether a given amount of education is being produced with fewer resources.’
Rivlin also noted that because students help produce education, it is difficult to
disentangle the quality of the output from the quality of the student input.'”
[emphasis added.]

A detailed critique of the conventional education indicators will be presented below.
Despite the limitations noted above, indicators are an essential tool to assess progress,
evaluate performance, inform policy, and—perhaps most importantly—to mobilize
society behind a common set of goals and objectives. The important critiques of existing
education indicators, which do frequently send misleading messages in all these areas, are

' Organisation for Economic Co-operation and Development (OECD). The OECD International
Education Indicators. A Framework for Analysis. p. 10.

'7* Organisation for Economic Co-operation and Development (OECD). Education at a Glance. Analysis.
p. 10.

175 Statistics Canada. About the Pan-Canadian Educational Indicators Program, Statistics Canada, 2005;
accessed March 14 2005; available from http://www.statcan/ca/english/freepub/81-582-
XI1E/2003001/about.htm.

176 Shavelson, Richard J., Lorraine M. McDonnell, and Jeannie Oakes. "What Are Educational Indicators
and Indicator Systems," Practical Assessment, Research and Evaluation, vol. 2, no. 11, 1991; accessed
December 2005; available from http://pareonline.net/getvn.asp?v=2&n=11. Citing Rivlin, A.M. (1973)
Measuring Performance in Education. In M. Moss (ed.), Studies in Income and Wealth. New York:
Columbia University Press, pp. 411-437.
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not a reason to abandon the use of indicators, but rather to overcome the identified flaws,
and to develop better indicators that provide more accurate and comprehensive
assessments of progress.

2.1 Conventional Western education indicators and conceptual
models: primary and secondary education

2.1.1 Conventional Western education indicator models
According to Jeannie Oakes of the Center for Policy Research in Education:

More than any other factor, the model chosen as the basis for selecting indicators
will influence what information an indicator system will provide.'”’

In addition, in its education indicator framework, the OECD notes:

To provide this overall picture, the selected indicators should be logically or
empirically linked. The linkages should proceed from a model or framework that
describes how the education system works.' "

Common throughout the literature on education indicators is the recognition that the
indicators must come from a conceptual model of how the education system actually
works. In other words, a model or framework must be created first, from which indicators
are derived.

A conceptual model shows the relationships among a group of concepts. Since the 1970s
numerous models have been developed in the field of education indicators, their design
largely contingent upon which theory of education (i.e., human capital theory, effective
schools theory) was being employed at the time. The models also differed based on the
unit of analysis (e.g., micro or macro), their scope, and what the intended function of the
indicators was in the first place. In one comparative overview of education indicator
models conducted by the OECD, eight conceptual models were summarized ranging from
goal-oriented models to productivity models.'”’ Indeed, the OECD has even noted that no
single conceptual model may be appropriate for education indicators, and that there
should be a “balanced approach” that embodies the different perspectives on how the

7 Oakes. Educational Indicators: A Guide for Policy Makers. p. 8.

'8 Organisation for Economic Co-operation and Development (OECD). The OECD International
Education Indicators. A Framework for Analysis. p. 15.

9 1bid. pp. 25-41.
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education system works in order to “properly portray the complex reality of
education.”'*

With few exceptions, however, the model used by the vast majority of large-scale
education indicator programs is the productivity model (I-P-O):

input —> processes —> output

In principle, input (I) influences processes (P), which in turn produce output (O). In some
cases the labels are changed from input to resources, and from output (actual products of
the education system like graduation) to effects or outcomes (long-term impacts like
enhanced economic productivity.

Often added to this basic model is an additional box representing context or environment.
That is, background factors or characteristics like family characteristics that exist outside
of the education system, but which influence the system. In essence, the input / output
approach “assumes that students’ educational outcomes are determined by the quantity
and quality of the educational resources they receive. When processes are added to the
input / output model there is an attempt to examine the ways in which the resources
(input) are applied to the students.”"®'

For example, inputs typically refer to the resources brought into the system (i.e., human
and fiscal), processes would describe the system’s structure and the way in which inputs
are used and distributed (e.g., pupil-teacher ratio), and outputs would refer to the results
that the system directly produces (e.g., number of graduates, number of drop-outs).'** As
noted, some indicator programs have gone a step further to include outcomes, which refer
to long-term results and impacts of the educational system. For example, outcomes could
include employment, earnings, status, attitudinal changes, behavioural changes, life
satisfaction, or consumption behaviour.'

Despite the popularity of the productivity model, there have been numerous objections to
its use. First, this approach presents the empirical problem of how to establish a causal,
one-way relationship where input influences output. A number of researchers in the
educational field have noted that establishing such a relationship is complicated, and that
in reality there may be “indirect and even reverse causation” where outcomes influence
inputs. For example, higher income, generally seen as an outcome of good education,
may determine the quality of school attended (conventionally an input). In other words,

0 bid. p. 45.

" bid. pp. 26-27.

"2 1bid. pp. 38-40. Citing J.N. Johnstone. 1981. Indicators of Education Systems. UNESCO. Paris.
" Ibid. p. 39. Citing D.M Windham. 1988. "Effectiveness Indicators in the Economic Analysis of
Educational Activities," In International Journal of Education Research, Vol. 12. no. 6.
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critics argue, the system should be thought of as dynamic, interactive, and open, where

variables outside the system influence the system, rather than as a linear input / output
. 184 185

equation.

According to a discussion paper prepared for the Council of Ministers of Education in
support of the Pan-Canadian Education Research Agenda:

[T]he major limitation of the I-P-O model is that it is merely a skeleton, giving no
indication of what relationships should be examined or even what variables are
worth measuring. In working from such a model there is a risk of reducing
research to ‘correlational fishing trips,” in which there is no prior concept of
which input or process variables might be related to outcomes.'*°

The discussion paper authors concluded that the I-P-O model was not very “useful” and
that what is needed is “mature theory,” which should reflect the existing knowledge about
relationships that may exist among variables and point to areas where more research is
needed.

In 1989, the U.S. Department of Education convened a study panel of education experts,
as well as experts from a variety of other academic disciplines, including economics and
sociology, to review the existing education indicator models and the criteria for indicator
selection, and to provide recommendations to the department. In 1991 the panel released
its report, which was highly critical of both the productivity model as well as the criteria
being used for indicator selection. It rejected the I-P-O model, stating it was “flawed” and
“encouraged the view that the educational system produces ‘products’ by taking various
raw materials (e.g., students or resources) and processing them in schools.”"®” *¥The
panel also noted that since the I-P-O model influenced the selection of indicators it could
encourage school improvement “in ways that create solutions to the wrong problems.”'®
UNESCO’s Education for All report further supports this critique and argues that one of
the main objections to the input-output approach is that “student behaviour and learning
processes cannot be modeled like raw materials and finished products.”"”

'8 Crocker. Learning Outcomes: A Critical Review of the State of the Field in Canada, accessed. p. 2.
%5 Schulz, Clark, and Crocker. Learning Outcomes, accessed. pp. 5-6.

"% bid., accessed. p. 6.

187 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 9.

"% Neal. "Overview of Policy and Practice: Differences and Similarities in Developing Higher Education
Accountability."

1% Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health.

1% United Nations Educational Scientific and Cultural Organization (UNESCO). Education for All. The
Quality Imperative. Vol. 2005 EFA Global Monitoring Report Summary, UNESCO, 2005.
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According to Cave et al., the use of the I-P-O model also implies the acceptance of the
idea that “concepts borrowed from industrial management” have a role in the education
system and that background or environmental variables are “uncontrollable.”"”!

Furthermore, suggest Smyth and Dow, the acceptance of the industrial model of input-
output, efficiency, and productivity marginalizes other forms of “constructing and
validating teaching and learning.”"”* According to UNESCO, the model also ignores the
ways in which “the process of learning and teaching—the creative interaction that
happens in the classroom—affects educational quality.”'”?

As previously stated, the U.S. Department of Education’s Special Study Panel rejected
the [-P-O model. The panel also entertained but rejected the goal-oriented approach—a
conceptual model that has been used by UNESCO, as well as by the Netherlands’ Central
Bureau of Statistics. The panel concluded that while this approach was useful at defining
goals, it was “largely oriented toward policies subject to change,” and that the political
goals of today were not necessarily the political goals of tomorrow.

Instead the panel chose to organize indicators around key educational issues, a model the
panel named the “issue-oriented” approach.'* “It would be comprehensive and complete
in itself, incorporating enough fundamental ideas, priorities, and concepts to allow the
public to appreciate interconnected aspects of the educational enterprise.”'”” The panel
concluded there were numerous advantages to using this approach, most notably that
“[t]he issues provide the opportunity to capture for the public large and enduring
educational themes [and can] add depth and breadth to the public's understanding of these
important social institutions.”"”°

The issues and indicators chosen by the Special Study Panel will be highlighted in the
next section; the panel’s indicators are also noted among those listed in Appendix 11 of
this report.

2.1.2 Critique of conventional Western education indicators

As Smyth and Dow note:

I Cave, Martin, Stephen Hanney, and Maurice Kogan. The Use of Performance Indicators in Higher
Education. A Critical Analysis of Developing Practice, London: Jessica Kingsley Publishers, 1991. p. 23.
12 Smyth, and Dow. "What's Wrong with Outcomes? Spotter Planes, Action Plans, and Steerage of the
Educational Workplace." p. 298.

'3 United Nations Educational Scientific and Cultural Organization (UNESCO). Education for All. The
Quality Imperative. p. 11.

14 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 9.

" Ibid.

¢ bid. p. 10.
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Educational outcomes have descended on schools with a ferocity unimaginable a
few years ago. We have reached the point where outcomes rhetoric is so deeply
embedded in the official discourses of schooling that it appears to be the only
game in town."”’

The use of performance indicators in the field of education was largely a product of the
late 1970s and early 1980s. Around this time, publicly funded institutions were
increasingly being scrutinized. Like many other institutions funded by the public purse,
educational institutions were being asked to “justify their activities and account for their
use of resources and their performance to external funding bodies in terms of their
efficiency and effectiveness.”'”® For example, in Britain, the case for using performance
indicators was bolstered throughout the 1980s by then Prime Minister Margaret
Thatcher’s demand for greater accountability and “value for money” in terms of
economic efficiency.'” The theme of financial constraint had made its way into the halls
of learning, and educational institutions had to start devising ways of proving they were
not wasting taxpayers' hard-earned money.

As aresult of this trend, the British government intervened in the traditionally
autonomous universities and basically threatened to withhold funding unless certain
changes were made. For example, government demanded that universities rationalize and,
where appropriate, close small departments, manage finances better, and improve
teaching standards. At the same time, public services in general, including education,
were the focus of a number of proposals for performance measurement. What made these
policy proposals particularly salient was that government funding had become tied to
performance.200 Performance, in turn, had become tied to the economy:

The key objective of higher education was the urgent need to take increasing
account of the economic requirements of the country [...]. Government and its
central funding agency will do all they can to encourage and reward approaches
by higher education institutions which bring them closer to the world of business.
[Substantial grants were then given to projects that aimed to] embed enterprise
into the curriculum.*"'

In the 1980s, the use of performance indicators (PI) developed significantly in most
Western countries, including the U.S. and Canada. However, the three countries that took
the lead in developing PIs were the United Kingdom, the Netherlands, and Australia.**
In the last two decades, however, particularly in Europe, the “accountability movement”

"7 Smyth, and Dow. "What's Wrong with Outcomes? Spotter Planes, Action Plans, and Steerage of the
Educational Workplace." p. 291.

'8 Cave, Hanney, and Kogan. The Use of Performance Indicators in Higher Education. A Critical Analysis
of Developing Practice. p. 38.

9 1bid. pp. 40-44.

2 Ibid. pp. 9-17.

2" Ibid. p. 20. Cave et al. are citing from a British government report.

22 Ibid. p. 66.

78



GPlAtlantic

has “matured,” and there has been a shift from the centralized, legislated approach taken
by Thatcher in Britain, for instance, back to greater autonomy within educational
institutions:

Growing doubts about the ability to ‘measure the unmeasurable,’ particularly
about the validity and reliability of some of the performance indicators used to
evaluate and reward quality, have helped lead to such retrenchments [...].
Performance indicators, for example, in Great Britain and the Netherlands are
being regarded more as contextual background information to prompt or raise
questions than to provide answers and serve as a source of rewards, as is
increasingly occurring in the American system of higher education.*”

In the U.S. the “call for accountability” within institutions of higher learning began in the
1980s with discussions around quality of instruction and the use of assessment to gauge
success of teaching and learning. However, in the 1990s there was a “change in tone,”
and public policy makers became more concerned with “issues of productivity and
efficiency.” Publicly funded institutions were compelled to show reasons for continued
investment of public money and were mandated by state legislatures to assess and report
their performance based on a set of indicators.** Educational institutions, at the
secondary and postsecondary levels, were under increased pressure to “respond to the real
needs of the workplace.”"

Critics have linked the rapid development and implementation of performance indicators
in the U.S. to a number of factors. First, in response to a recession in the early 1990s,
state governments reduced funding to higher education, which led to a hike in tuition fees
and a shift of the financial burden onto students and families. This fuelled an increased
appetite among the public for proof that universities were providing value for money.
Second, universities were expected to meet a number of rising societal needs, including
being a “critical source of research and public service” to address many of the “complex
ills plaguing modern society.” Third, there was also the expectation on an individual level
that a college degree would provide economic mobility.

For the first time, the demographic profile of the students had changed to include older
women and minority populations, who had historically been underrepresented in the
college system. Thus, while state funding was declining, the need to educate a growing
and diverse population was increasing, which raised concerns about “limited student
access, erosion of quality, and additional burdens related to cost.” Fourth, publicly funded

2% Gaither, Gerald H. "Some Observations While Looking Ahead," in Assessing Performance in an Age of
Accountability: Case Studies, ed. Gaither, Gerald H. San Francisco: Jossey-Bass, 1995.

2% Neal. "Overview of Policy and Practice: Differences and Similarities in Developing Higher Education
Accountability." p. 6. Also, Ruppert, Sandra S. "Roots and Realities of State-Level Performance Indicator
Systems," in Assessing Performance in an Age of Accountability: Case Studies, ed. Gaither, Gerald H. San
Francisco: Jossey-Bass, 1995.

% Sims. Student Outcomes Assessment. A Historical Review and Guide to Program Development. pp. 15—
16.
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institutions in general were increasingly being scrutinized. State and federal policy
makers began applying to the public sector the same management principles used by the
private sector: “Organizations driven by a customer-defined mission embrace new
systems of accountability. This new system focuses on achieving greater results for less
money by measuring performance through outcomes.”**°

Some critics of the surge in indicator use related to economic policy objectives have
linked it with other broad contemporary trends in Western countries, such as:

* apush for higher productivity through technological innovation

* lower wages along with reduced social benefits, and less protective working
conditions, as the increasingly globalized economy forces workers in
industrialized countries to compete with cheaper labour abroad

* decentralization of production to countries with relaxed environmental and labour
regulations

* greater reliance on the informal economy (i.e., unregulated labour)

* a weakening of trade unions.*"’

The tendency of countries to strive for improved international competitiveness as national
economies adjust to a global market has far-reaching implications for the education
system. “In circumstances like these, education comes under the gun as it is
simultaneously blamed for the economic crisis, while at the same time being held out as
the means to economic salvation.”*%"

According to Smyth and Dow, the economic pressure placed on the education system to
supply the skills required by the global market changes the role of education from schools
“for the betterment of society through a more educated citizenry,” to “how best to control
education by making it do its economic work through greater explicit emphasis on
vocationalism, as well as by changing the ideology and the discourse of schooling (where
students = customers; teachers = producers; and, learning = outcomes).”**’ In fact,
according to some critics, performance indicators are designed to assess productivity
“relative to the public investment made in it,” as opposed to “an evaluation of educational
outcomes relative to instructional processes.”*'”

Against this globalized backdrop, argue Smyth and Dow, the best way to “control”
education so that it produces what is required by the economy is by “recentralizing”
control through national curricula, standardized testing, better forms of accountability,

2% Ruppert. "Roots and Realities of State-Level Performance Indicator Systems." pp. 13-16.

7 Smyth, and Dow. "What's Wrong with Outcomes? Spotter Planes, Action Plans, and Steerage of the
Educational Workplace." p. 293.

%8 Ibid. p. 293.

29 Ibid. p. 294.

19 Neal. "Overview of Policy and Practice: Differences and Similarities in Developing Higher Education
Accountability." p. 6.
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and greater reliance on measures of competence and performance such as use of
. . 211
performance indicators and outcomes.

Furthermore, international competition also requires international comparisons. Most
notable are efforts by the U.S. National Centre of Education Statistics, as well as the
OECD, both of which have developed internationally comparable indicators designed
tobe used to compare the performance of education systems internationally. According to
the U.S. National Centre of Education Statistics:

The need to compete in foreign markets with advanced technology has convinced
U.S. business, economic, and political leaders of the importance of understanding
the education systems of other industrialized nations. The awareness of how other
countries educate their citizens provides insight into the competitiveness of those
nations, azlgd it provides a benchmark with which to compare our own education
systems.

Critics have argued that what is perhaps most problematic about education serving
economic imperatives is that broader considerations such as the “the role of schooling in
social justice, the inculcation of democratic values and the transmission of cultural values
and forms of knowledge” becomes marginalized. “Any form of schooling will be
acceptable only as long as it can demonstrate that it is attracting market share.”"
Crocker echoes this view and observes that “generic outcomes such as ability to function
in a democratic society, social responsibility, critical thinking, lifelong learning, personal
management, or teamwork are not adequately represented in the outcome statements
found in most curriculum documents.”"*

Thus, it has been argued that conventional indicators as they currently exist are too
limited, that many outcomes are not adequately represented, and that they exclude a
broad range of outcomes. In fact, the Study Panel convened by the U.S. Department of
Education concluded that choosing a limited set of indicators was “misguided” and did
not “do justice to the complexity of the educational enterprise.” The panel wrote:

[A] limited set would not only reflect an educational agenda, it would define an
educational agenda. If the nation agrees that mathematics and geography are
important enough to warrant their own ‘indicator,” but music and foreign
languages are not, educators will respond. If the nation convinces itself that it
needs indicators of educational expenditures or student achievement, but not
indicators of expenditures on, and achievement levels of, particular groups of

' Smyth, and Dow. "What's Wrong with Outcomes? Spotter Planes, Action Plans, and Steerage of the
Educational Workplace."

212 National Centre for Education Statistics. Education Indicators. An International Perspective,
Washington, D.C.: U.S. Department of Education, 1996. p. iii.

1> Smyth, and Dow. "What's Wrong with Outcomes? Spotter Planes, Action Plans, and Steerage of the
Educational Workplace." p. 299.

1% Crocker. Learning Outcomes: A Critical Review of the State of the Field in Canada, accessed. p. 24.
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disadvantaged school and college students, we run the risk of ignoring significant
education problems [...]. If a limited set of indicators focuses attention on the
wrong issues, we may create more educational problems than we solve.*"

Thus, this argument is an important reminder that education indicators can have a
profound effect on what curriculum is included in an education system, such as that
proposed by Bhutan, and is also a good argument for developing broader and more
comprehensive areas of study within the system. What we measure reflects what we
value, and determines what gets attention and what makes it onto the policy agenda of
governments. A narrow focus on GDP-based measures of progress not only “may create
more [...] problems than we solve,” to borrow the panel’s phrase, but skews policy
responses and ignores key social issues like population health, environmental quality, and
community vitality. In sum, in developing education indicators for Bhutan’s new
education curricula, a key goal would be to broaden the assessments of progress in order
to gauge wellbeing more accurately and comprehensively. To do this, the criterion the
U.S. Study Panel recommends could be a useful guide.

The selection of performance indicators can also be influenced by political pressure.
Some critics argue that every aspect of the indicator process, from choosing indicators, to
defining their purpose, to selecting data sources, and finally to deciding how they should
be used, is a political issue.*'® Especially if “measures are tied to rewards,” which is often
the case in the U.S., there is a great deal of pressure placed on administrators and
educators, who in turn may respond to the pressure to “bias responses in ways that might
benefit them and their institutions—particularly if they feel they have had little say in the
development process.””"”

Another criticism that has been levelled against the current selection of conventional
education indicators, like enrolment and graduation rates and educational expenditures, is
that they have been “developed quickly,” based solely on the fact that there are data
available and that they appear measurable.*'® The U.S. Study Panel stated that “indicators
should address enduring issues. We should assess what we think is important, not settle
for what we can measure.”*"” Indeed, without such an expansive approach, there will
never be pressure for new and needed data sets. Identifying important indicators for
which data are not currently available, by contrast, can stimulate new data collection both
by statistical agencies and, often on a trial basis, by independent research institutions.

13 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 7.

*1® Freeman, Thomas M. "Performance Indicators and Assessment in the State University of New York
System," in Assessing Performance in an Age of Accountability: Case Studies, ed. Gaither, Gerald H., 35-
39. San Francisco: Jossey-Bass, 1995.

> Ibid.

¥ Neal. "Overview of Policy and Practice: Differences and Similarities in Developing Higher Education
Accountability." pp. 8-9.

1% Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 19.
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There appears to be general agreement in the literature that there are many aspects of the
education system that are extremely important and yet exceedingly difficult to measure.
In other words, many important educational activities, particularly in the informal field
and through non-cognitive learning mechanisms, simply cannot be measured.* **" 222
The Maritime Provinces Education Foundation (MPEF) recognized this difficulty in 1993
and noted that “curriculum, teaching methods, non-curricular knowledge and equity are
aspects of the teaching system that are especially hard to quantify and measure.”**

In a report titled “Educating Canadians for the New Economy,” LeBlanc concludes,
based on the literature, that “we can only evaluate the performance of the education
systems intelligently and usefully when we are willing to state its specific goals and some
means of measuring them as outcomes.”*** He underscores, however, that when some
outcomes are more difficult to measure than others, “the latter may end up being the only
ones tested, thus assuming disproportionate importance and distorting the system.””**

A further criticism of Western education indicator systems developed to date is that they
are mainly concerned with descriptive or comparative data on finances, enrolment, levels

of attainment and achievement, rather than serving their primary function as an analytical
too]. 226:227

For example, in Canada, the Council of Ministers of Education implemented the School
Achievement Indicators Program (SAIP), which is thought of as a comprehensive
indicator program. However, it consists essentially of standardized testing of 13 and 16-
year olds, and it only concerns itself with indicators of achievement. As it is currently
configured, SAIP only assesses student performance in the areas of mathematics, science,
and reading and writing.**®

As previously noted, the problem with measuring achievement in only a few academic
subject areas is that we begin to value only what is measured. In the case of SAIP, for
instance, it was obviously decided that mathematics, English, and science had higher
priority and were more important than music, art, history, social studies, civics, and

220 LeBlanc, J. Clarence. Educating Canadians for the New Economy, Moncton: Canadian Institute for

Research and Regional Development. University of Moncton, 1994. p. 48.
21 Special Study Panel on Education Indicators. Education Counts. An Indicator System to Monitor the
Nation's Educational Health. p. 5.
22 Gaither, Gerald H., ed. Assessing Performance in an Age of Accountability: Case Studies. San
Francisco, Jossey-Bass, 1995.
2 Maritime Provinces Educational Foundation report cited in LeBlanc. Educating Canadians for the New
Economy. p. 47.
zz: Maritime Provinces Educational Foundation report cited in Ibid. p. 44.
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2% Crocker. Learning Outcomes: A Critical Review of the State of the Field in Canada, accessed. p. 21.
27 Schulz, Clark, and Crocker. Learning Outcomes, accessed. p. 5.
2% Council of Ministers of Education Canada (CMEC). The School Achievement Indicators Program
(SAIP), accessed.
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foreign languages. It has also been argued that student assessment programs are “often a
reactionary measure to external calls for accountability” rather than an attempt to
“appraise the student as an entire educated human being.”**

With the exception of the recommendations of the U.S. Special Study Panel, student
achievement in the humanities, social sciences, music, art, etc. was not included in the
recommended indicator sets of any of the major standard indicator programs examined in
this literature review. Furthermore, broader outcomes such as citizenship and
volunteerism, commitment to craft, creative thinking, and critical thinking, which
admittedly are much more difficult to measure, were not adequately represented in the
recommended indicator sets examined. The same is true of the desired outcomes
identified in most school curricular documents:

It is clear that generic outcomes such as ability to function in a democratic
society, social responsibility, critical thinking, lifelong learning, personal
management, or teamwork are not adequately represented in the outcome
statements found in most curriculum documents. The risk is that the larger
picture can be lost by teachers and students following a subject-specific
curriculum. This risk is exacerbated when broader outcomes are not assessed.”
With few exceptions, therefore, the conventional Western education indicators currently
in use, whether focused on enrolment and graduation rates, or on standardized test results
in a few fields, do not tell us much about the quality of education and whether the
educational system is successful at creating an educated populace. For instance, they do
not tell us whether students have learned to think and analyze for themselves, whether
they have accumulated essential knowledge required to function in today’s world (such as
how to live sustainably and healthily), or whether their formal education has motivated
them to contribute positively to society. These conventional indicators are also confined
to the formal education system and do not take into account the education that takes place
in informal and non-formal systems such as the home, workplace, and media, where a
great deal of learning takes place.

According to Heather Menzies:

Schools are losing their integrity as institutional wholes. Partly too, though, this is
from outside accountability audits and the pressure for quantifiable outcomes per
individual student and class. In the classroom, this translates as a focus on the
detailed objectives for each strand of each subject being taught [...]. The

2 Sims. Student Outcomes Assessment. A Historical Review and Guide to Program Development. pp. 23,
110.
29 Crocker. Learning Outcomes: A Critical Review of the State of the Field in Canada, accessed. p. 24.
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quantifiable stuff of test results is eclipsing the unquantifiable stuff of social
engagement.231

Appendix 11 provides a list both of standard, conventional education indicators currently
in use in Canada, the U.S., Europe, and the OECD, and a representative sample of large-
scale indicator programs (i.e., international, national) as well as smaller-scale programs
(i.e., provincial). Indeed, many other education indicators and indicator programs exist,
but were not included in Appendix 11 for reasons of space. However, most other standard
education indicators do not differ markedly from those listed in Appendix 11. By way of
contrast with the themes covered by those indicator programs, the UNESCO Decade for
Sustainable Development themes are also listed in Appendix 11.

The conventional education indicators listed in Appendix 11 were selected based on two
criteria:

1. Popularity and frequency of usage: In many of these indicator systems, the
same indicators (though worded somewhat differently) appear over and
over again. This prevalence of usage and the widespread recognition of
their apparent utility implies a very broad acceptance of these indicators
by nations, provinces, school districts, and other jurisdictions.

2. Relevance: In some cases we came across education indicators that were
unique in that they often did not appear in any of the other indicator
literature, but nevertheless did provide valuable insight into alternative
perspectives on the role and purpose of education in society.

The most commonly used education indicators, based on their inclusion by at least five
(and often all seven) of the conventional indicator programs examined in Appendix 11,
are the following:

* Expenditure per student

* Expenditure relative to the GDP

* Enrolment rates

* Secondary school graduation rates

* Student achievement in reading

* Student achievement in mathematics
¢ Student achievement in science

At least half of the seven standard indicator programs examined in Appendix 11 also
included the following:

* Teacher quality

2! Menzies, Heather. No Time. Stress and the Crisis of Modern Life, Toronto: Douglas and MclIntyre, 2005.

pp. 178-179.
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* High school drop out rates
* Labour market outcomes and employment status
* Education and earnings

It is apparent that most of these conventional indicators are inadequate to assess progress
according to the broader view and definition of education described in this literature
review. From the GNH educational perspective, they could provide only a very limited,
partial, and in some ways misleading window on whether Bhutanese are becoming more
educated, more informed, more knowledgeable, and wiser.

The Canadian Council on Learning (CCL) has also recently developed a Composite
Learning Index (CLI), which uses 16 indicators in an attempt to include nonformal and
informal learning, as well as formal educational attainment, “to measure the state of
lifelong learning in Canada.”*** The indicators include:

* Student reading and math skills

* Student problem solving skills

* High school drop out rate

* Attendance in post secondary education

* University attainment

* Participation in job-related training

* Training at work

* Charitable giving

* Volunteer rate

* Spending on clubs

* Spending on reading materials

* Spending on the Internet

* Spending on sports and recreation

* Spending on performing arts

* Spending on visiting museums®>>
As the indicator list above demonstrates, the CCL has made an effort to link learning
conditions with the broader issues of social and economic wellbeing. In addition, the
CCL has not confined itself to the formal education system and has recognized that a
great deal of learning takes place in informal and nonformal systems such as the home,
workplace, and media. However, the CCL has also selected a number of indicators such
as high-school dropouts, student achievement in only three areas, attendance in
postsecondary education, and university attainment, which, as previously discussed, are
inadequate to assess progress according to the broader view and definition of education
described in this literature review. In addition, the CCL has not recognized the link
between learning conditions and environmental wellbeing, which, from the GNH
perspective, is a crucial aspect of educating the Bhutanese populace to become more
knowledgeable and wise.

32 Canadian Council on Learning (CCL). Website, accessed.
33 Cartwright, Mussio, and Boughton. Developing the Composite Learning Index. A Framework, accessed.

86



GPlAtlantic

3. What is an Educated Populace?

A human being is part of the Whole [ ...]. He experiences himself, his thoughts and
feelings, as something separated from the rest [...] a kind of optical delusion of
his consciousness. This delusion is a kind of prison for us, restricting us to our
personal desires and to affection for a few persons nearest us. Our task must be to
free ourselves from this prison by widening our circle of compassion to embrace
all living creatures and the whole of nature in its beauty. Nobody is able to
achieve this completely, but the striving for such achievement is, in itself, a part of
the liberation and a foundation for inner security.

Albert Einstein®*

In February 2004, the Canadian Education Association (CEA) engaged almost 100
persons from diverse backgrounds in a dialogue asking: “What is an Educated
Canadian?™* According to Wiens and Coulter: “[The participants] were Canadians—
young and older; female and male; Aboriginal and visible minority; policy makers
(elected and non-elected); business leaders; academics; not-for-profit volunteers; public
servants; teachers and students; artists and plumbers; poor and rich—it’s hard to imagine
a more diverse group agreeing to spend two days together.”**°

The forum started with small groups who were asked to describe persons they thought
were “educated.” They gathered back together after the exercise to compare notes. The
results were somewhat surprising, especially since almost no one mentioned formal
schooling as a prerequisite for being educated. In fact, some of the “educated” people
mentioned as role models had only a primary formal education, but were overflowing in
life education—whether it was a wise medicine person from a First Nations community
in Nova Scotia who knew how to collect and use traditional plants, to a retired, trained
but unschooled, carpenter from Quebec whose kindness and helpfulness touched all
around him. Educated people were described in ways that emphasized values, care,
concern for others, humility, empathy, having knowledge about, and love and
appreciation of, life. The most common word used, as Wiens and Coulter note, was

% Einstein, Albert, cited in The Primer Group. The Primer Project. The First International Electronic

Seminar on Wholeness, International Society for the Systems Sciences (ISSS), 2000; accessed March 2005;
available from http://www.newciv.org/ISSS_Primer/seminar.html.

3 Huget, Stacey. What Is an Educated Canadian?, Final Report of the Leaders' Forum held in Vancouver,
B.C. on February 25-27, 2004, Toronto: Canadian Education Association, 2004.

236 Wiens, John R., and David Coulter. "What Is an Educated Canadian," Education Canada, vol. 45, no. 1,
2005: 21-23, Canadian Education Association.
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“wise.”*’ They also said that the “common language and vocabulary [...] seemed to rise
effortlessly from the groups.”**®

The next forum held by the CEA, in June 2004, created a dialogue with federal
government departments and NGOs.”* The main characteristic of an educated person,
according to these participants, was higher cognitive skills. These are skills that result in
“active citizenship, respect, social and environmental responsibility, anti-racism, courage,
creativity, and critical thinking.”**” More specifically, the participants identified these
traits of “the 21% century’s educated Canadians” as:

* intellectually capable, personally productive, and socially responsible

* aware of the legacy of Canada

* understanding of the impacts of their actions on the environment

* empowered in their capacity to change the world

* having a sense of social justice and respect for diversity

* aware of their responsibilities as citizens

e skilled with strong literacy foundations to play an effective role in our society”*!
Participants at the June 2004 CEA forum were highly critical of the ability of the
educational system, with its emphasis on testing and approach to schooling that sees
children as “empty vessels waiting to be filled,” to fulfill these goals.*** They were
concerned that the present learning environment in schools “may lead to Canadian
children embracing competitiveness, passive consumerism, stress and egoism (pursuit of
individual interests as opposed to contributing to the development of the community.)**
The CEA report of the forum reports:

[A]ccording to many, our current approach to the education of young Canadians
hardly fosters the development of the attributes identified by the Canadian
Education Forum participants. In fact, a look at many of Canada’s education
curriculums [sic] and pedagogical approaches could lead to the conclusion that
our public education systems value knowledgeable individuals who do not feel
empowered to question the values, assumptions and structures that are at the basis
of the organization of their community, workplace, the Canadian society and the
world. Considering the world in which we live today where questions of

7 Ibid.

> Ibid.

% Canadian Education Association (CEA). Fostering the Minds of Young Canadians: Implications for
Governments and NGOs, accessed. In this report, the participants of the forum were only described as
“representatives from federal government departments and non-governmental organizations (NGOs).” The
CEA states that the report was prepared by the CEA on behalf of the Canadian Education Forum, but the
opinions expressed in this report are not necessarily those of the CEA.

** Ibid., accessed. p. 2.

! Ibid., accessed. p. 1.

2 Ibid., accessed. p. 3.

243 Ibid., accessed.
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environmental degradation, inequalities, access to basic services, and
globalization give rise to the need for leaders, creative thinkers, and globally-
aware citizens, are we underestimating the need for change in schools if our
students are going to play an active part in shaping the twenty-first century?***

Douglas Stewart, emeritus Professor of Education of the University of Regina, seems to
agree that becoming more conscious and aware involves training the mind, which
includes the cognitive aspects of social, emotional, and moral development. Indeed, he
proposes that these “dimensions of human development all are characterized as having a
cognitive core. In the case of emotions, for instance, the cognitive core is associated with
our appraisals of situations.”**

Writing for the CEA, he reports that he compared the 2005 mission and goal statements
of education departments in Canadian provinces and territories to determine their views
on the purposes of public schooling.*** He found enough commonality to place these
goals into four broad categories concerning the individual, society, vocational
preparation, and economic good:

1. The good or wellbeing of the individual: lifelong learning, development of
individual potential intellectually, socially, emotionally, physically; self-esteem;
healthful lifestyles; etc.

2. The public good or the good of society: good citizenship; commitment to
democratic ideals; respect for law and legitimate authority; respect for cultural
diversity; etc.

3. Vocational preparation: a skilled and adaptable workforce; technological literacy;
etc.; and

4. The economical good: a competitive economy within a global market.**’

Stewart mentions specifically that there are no or few references in the mission / goal
statements that refer to “education,” “national identity” or to “the care and concern for the
natural environment.” His principle concern is that the goals are not prioritized or used to
develop a coherent conception of education. Nor is there any reference to the
transformative sense of education, which Stewart sees as the heart of education:

I am drawing upon a conception of “education” as transformative and
empowering. It is one that implies the development and enlargement of human
consciousness or awareness of the world, of “seeing” or looking at the world with
new and enriched perspectives that transcend the local and particular, and that

** Ibid., accessed. pp. 1-2.

3 Stewart. "Purposes of Public Education: Philosophical Reflections." p. 6.
246 11

Ibid.
7 Stewart. "Purposes of Public Education: Philosophical Reflections." p. 5.

89



GPlAtlantic

enable individuals to achieve a greater meaning and sense of who they are and
how they relate to the world.***

Stewart argues that social, vocational, and economic goals are secondary goals that will
come out of an education that focuses on training the mind or developing “a
differentiated consciousness.” A more aware consciousness can be brought out through
an understanding of the traditions or “conversations” found in the disciplines of “the
natural sciences and technology, the human or social sciences, mathematical
understanding, the expressive or fine arts and literature, moral capacity and
understanding, philosophical reflection, and so on.”**’

The CEA forum report also calls for an education system that will broaden to include
children learning in their communities; that will foster collaboration as opposed to
competition; and will move from an emphasis on individual achievement to an education
culture of community development and participatory democracy.”””

This is the kind of broad “outcome” approach that fits and is appropriate to the GNH
vision, goals, and objectives, and that will therefore be explored here. It is an approach
that goes well beyond the standard Western educational goals, which may have limited
relation to societal outcomes.

3.1 The distinction between education and schooling

There is a distinction to be made between “education” and “schooling.” Education, in the
early Latin sense, meant “to draw out” the essential humanity of the child.' In line with
Buddhist thought, John Taylor Gatto, New York State Teacher of the Year and teacher in
the public school system for twenty-five years, believes that genius is a common quality,
natural to all of us, and children are completely endowed with insight, wisdom, justice,
resourcefulness, courage, originality, and all the hallmarks of human excellence.”” These
qualities can be cultivated and “drawn out” rather than being “dumbed down” by the
public education system, which Gatto believes is generally the case in the West.”>® These
qualities also reflect the GNH values that are important to the Bhutanese, and to the

8 Ibid. p. 6.

** Ibid. pp. 6-7.

% Canadian Education Association (CEA). Fostering the Minds of Young Canadians: Implications for
Governments and NGOs, accessed.

21 Carpenter, Pam. Wholistic Education: Drawing out the Human Potential, School of Metaphysics, 2002;
accessed March 2005; available from http://www.som.org/13secrets/Course/wholistic.htm.

32 Gatto, John Taylor. Dumbing Us Down: The Hidden Curriculum of Compulsory Schooling,
Philadelphia: New Society Publishers, 1992.

> Tbid.
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sustainability of the planet. It is often observed that children who are truly cared for will
learn to care for others—both living and nonliving, human and nonhuman.***

The concept of education is too frequently associated with “schooling.” Education,
however, involves learning, which takes place in the home and community, not just in
school. Csikszentmihalyi posits:

Whether or not children will learn does not depend primarily on what happens in
school, but on the experiences, habits, values, and ideas they acquire from the
environment in which they live [...]. Knowledge of facts and how to interpret
them will not result in an educated population unless some wisdom—or the goals
and priorities that justify the use of knowledge—is also acquired.”*>

As Orr notes, “A landscape organized for the convenience of the automobile and trivial
consumption tells young people more about our real values than anything taught in
school.”*

Learning how to learn in order to empower lifelong learners who continually “educate”
themselves is considered by most educators today to be a primary goal of education.
According to Donella Meadows, learning involves an attitude of openness, interest, and
curiosity; an understanding of what one does not know; perseverance; an ability to see
patterns and their connections to the larger whole; and a willingness to engage in personal
and social transformation.*’

Educator David Campbell describes his experience explaining the concept of lifelong
learning to his students and their typical reactions:

The one question that is never to be asked is this: “What is the purpose of
education?” We have an answer from John Dewey, who considered this and
related questions at the beginning of this century. For Dewey, the goal of
education was more education. When I announce this, the only true answer I can
supply, my students become catatonic at the thought of endless courses, tests,
grades, a lifetime grade-point average, and hundred-dollar textbooks filling their
homes.

When I explain seriously to my students the idea of education as a lifetime of
seamless experience, connecting individual episodes into an ever-expanding web
of meaning, insight, and understanding, I note the fog that beclouds their eyes and

% Wuthnow, R. Learning to Care: Elementary Kindness in an Age of Indifference, New York: Oxford

University Press, 1995.

3 Csikszentmihalyi, Mihaly. "Education for the Twenty-First Century," Daedalus: Proceedings of the
American Academy of Arts and Sciences, vol. 124, no. 4, 1995: 107-114.

2% Orr. Ecological Literacy. Education and the Transition to a Postmodern World.

»7 Meadows. Indicators and Information Systems for Sustainable Development. A Report to the Balaton
Group, accessed.
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enwraps their minds. (It's the same fog that I remember from my college calculus
class.) When I tell them that I could never tolerate trading places with them and
being ’instructed’; when I tell them that, since being awarded my ‘terminal’
degree, I have instructed myself in everything I consider to be significant; when I
tell them that the process of self-instruction has been enjoyable, though it has
consumed more time and energy than any graduate school could—only then, after
this much-too-personal confession, do they begin to understand what the
education is. Only then do they understand that a teacher can start an individual
on the path toward education and can guide and support that person in a personal
quest for education, but the quest is never finished. No subject is ever ‘taken.” No
degree, however ‘terminal,” makes an education complete.258

Schooling, on the other hand, refers to the institutionalization of students in structures
known as “schools,” that may not have any relationship to the goals of education as
described above. Mass schooling was invented in the nineteenth century, when children
were removed from the adult world where they previously learned through
apprenticeships and meaningful connections in their communities, and placed in an
artificial world, where contact with adult role models was limited.>® Credentials became
a priority and “being schooled” prepared students for their roles in the new industrial
society.

This schooling system has no end of critics who see the problems in formal education as
systemic, i.e., arising from the system itself. The main criticisms are coming directly
from the educators themselves. For example, John Taylor Gatto has been in the forefront
of an “anti-school movement” with his groundbreaking book, Dumbing Us Down.**
Today, he sees little change in the system since he began teaching.*'

Gatto is appalled by the lack of joy and motivation of students toward learning that he
sees in the school system. He argues that the structure of our school system and its hidden
assumptions teach a set of lessons and values that contradict the goals of true education.
Furthermore, he believes mass public schooling actually destroys communities, is
designed primarily for crowd control, and teaches emotional and intellectual dependency,
confusion, deception, indifference, class position, and a superficial and fragile,
conditional self-esteem. The children in school, he contends, have almost no curiosity,
cannot concentrate, are indifferent to the adult world, are cut off from the past and future,
are cruel to each other, laugh at weakness, are uneasy with intimacy, are materialistic,
and mask their timidity and passivity with surface bravado and aggressiveness.

¥ Campbell, David. "The Socrates Syndrome: Questions That Should Never Be Asked," Phi Delta
Kappan: The Professional Journal for Education, vol. 76, no. 6, 1995: 467-469.

239 Cole, Nancy. "Conceptions of Educational Achievement," Educational Researcher, vol. 19, no. 3, 1990:
2-7.

%0 Gatto. Dumbing Us Down: The Hidden Curriculum of Compulsory Schooling.

*%1 Gatto, John Taylor. A Different Kind of Teacher: Solving the Crisis of American Schooling, Albany,
California: Berkeley Hills Books, 2002.
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Gatto’s argument is supported by indicators such as the number of children who are
diagnosed with attention deficit hyperactivity disorder (ADHD) and given drugs such as
Ritalin to enable them to sit still, concentrate, and stop looking out the window (if there is
one).”** There is also evidence of a growing problem of bullying in schools.**?

Matt Hern, writing in the Canadian Education Association publication, Education
Canada, expresses a very critical observation of schooling:

Would anyone in their right mind argue that the best way for children to grow up
and flourish is to be institutionalized six hours a day, five days a week, ten months
a year, for twelve years of their youth? To spend the vast majority of their days
confined to single rooms with thirty of their peers and one adult? To be force-fed
material that neither they nor their teacher has had any significant role in
choosing? To change activities at the sound of a bell? To swallow petty authority,
testing, surveillance and monitoring as a way of life?***

Writing in 1971, Ivan Illich, in Deschooling Society, postulates that children are
“schooled” to confuse teaching and conventional concepts of “education” with true
learning.*®> One of the participants of the previously cited CEA forum “What is an
Educated Canadian?” reported that the wise elder she considered the most “educated”
person she knew actually told her “the more education you get, the stupider you get.”**°
Educator David Orr notes that “we have all observed [the difference] between the highly
schooled and heavily degreed fool, and a person lacking intellectual pedigree who lives
with dignity, skill, intelligence, and magnanimity, qualities that stricty speaking, cannot
be taught or measured.””"’

Douglas Campbell talks about “just in case” curricula, which is the common idea that
students should learn a subject today, just in case they need it in the future.”*® Of course
people who specialize in a particular field or have a particular talent or ability will need
to know about those areas. He asks, however, how much of the information people learn
in school do they actually use in their lives? In answering his own question based on the
available evidence, he doesn’t find much—maybe health and physical fitness, literacy,
low-grade math skills, a bit of history. The rest, he suggests, can be used when watching
television trivia game shows.

292 Malacrida, Claudia. "Medicalization, Ambivalence and Social Control: Mothers’ Descriptions of
Educators and ADD/ADHD," Health: An Interdisciplinary Journal for the Social Study of Health, Illness
and Medicine, vol. 8, no. 1, 2004: 61-80.

2% Bullying.org Canada Inc. Bullying Resources in Canada, 2005; accessed May 2005; available from
http://www.bullying.org.

264 Hern, Matt. "Pedagogical Hubris and the Search for the Good School," Education Canada, vol. 44, no.
3, 2004: 26.

2% Tlich, Ivan. Deschooling Society, New York: Harper & Row, 1971.

2% Huget. What Is an Educated Canadian?

7 Orr. Ecological Literacy. Education and the Transition to a Postmodern World.

2% Campbell. "The Socrates Syndrome: Questions That Should Never Be Asked."
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As we have seen, the conventional Western education system indicators are mainly
“schooling” indicators that may well measure mainly how well students have managed to
fit into a system that may have little to do with true learning as described above. They can
tell us about short-term memory retention on tests and how many students are in school
and how many have graduated. However, current indicators, which also indicate what is
important in Western education curricula, convey little about what might be important to
students or society as a whole.

3.2 Rethinking schooling: What do we need to know?

Many educators today, such as those participating in the CEA forums, are rethinking
schooling and education and calling for different models of learning that engage students
in learning that is relevant to them and offer opportunities for engaging them in the larger
community. The concepts of “learning for life” and lifelong learning have become
prominent in most educational goal statements at every level.

Rethinking schooling involves asking questions such as: “What is an educated person?”
“What is a learning society?” and “What do we need to learn and know in order to realize
our human potential, enhance wellbeing, and contribute to our communities and the
world?” In other words, what is needed for children to flourish and develop wellbeing in
their lives, and what is needed for society to flourish, to foster wellbeing in its citizens,
and leave a healthy, sustainable world for future generations? Educator David Orr asks
similar questions:

What will people need to know to live responsibly and well in a finite world?
What skills, abilities, values, and character traits will be useful and / or necessary
for the transition ahead? What does sustainability imply for technology? Politics?
Community design? Social structures? Economics? Values? What is the
appropriate balance between the sciences, the social sciences, and the humanities?
And between intellect, spirit, and practice? What do all of these imply for the
substance and process of education? In short, what does the dawning awareness of
planetary limits and interrelatedness of all life have to do with the way we define,
direct, and transmit knowledge? No single answer can, or should, be given to such
a large question. It is possible only to propose measures by which answers might
eventually be judged.”®

The question educators and others are increasingly asking is which knowledge, skills, and
attitudes are most important for students to acquire and for the population to know. Jerry
Gaff of the Association of American Colleges and Universities observes there is a general

% Orr. Ecological Literacy. Education and the Transition to a Postmodern World. p. 133.
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consensus among a wide body of commentators about what constitutes an educated

: 270
person or 5001ety: 7

* breadth of knowledge, especially in the natural sciences, social sciences,
humanities, and arts

* capacity for lifelong learning

* abilities to analyze, communicate, and integrate ideas

* collaborative problem-solving skills

* effectiveness in dealing with values

* intercultural knowledge relating to diverse individuals

* proactive sense of responsibility for individual, civic, and social choices

e developing as individuals*”'

Perhaps one of the most inclusive statement concerning the goals of education comes
from the U.N.:

The goal of education is to make people wiser, more knowledgeable, better
informed, ethical, responsible, critical and capable of continuing to learn.
Education also serves society by providing a critical reflection on the world,

especially its failings and injustices, and by promoting greater consciousness and
awareness, exploring new visions and concepts, and inventing new techniques and
tools. Education is also the means for disseminating knowledge and developing
skills, for bringing about desired changes in behaviours, values and lifestyles, and
for promoting public support for the continuing and fundamental changes that will

be required if humanity is to alter its course, leaving the familiar path that is
leading towards growing difficulties, and starting the uphill climb towards

sustainability. Education, in short, is humanity’s best hope and most effective
means to the quest to achieve sustainable development.*’*

Our challenge is to identify indicators that assess progress towards these fundamental
educational goals.

Robin Martin—speaking about the philosophy of John Dewey, who addressed the needs
of an educated society at the beginning of the twentieth century—advances the need for

education to be relevant to students and society:

* How interested are the students in subject matters and problems that are being
focused on at this time (within the school, or within specific classrooms)?

* How are subject matters connected with the students’ real world (including
current social issues)?

7% Gaff. "What Is a Generally Educated Person?"

7! bid.

22 United Nations Educational Scientific and Cultural Organization (UNESCO). Educating for a
Sustainable Future: A Transdisciplinary Vision for Concerted Action, accessed. p. 18.
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* How well do the subjects (and related methods) allow students to live fully in the
present?

* How does the subject matter prepare them for the future by critically dealing with
the dilemmas of today?

* How do subject matters complement methods to encourage discipline?
(Discipline, here, is developing continuous attention to a problem.)

* How do subject matters complement methods to encourage scientific / reflective
thinking?

» How do subject matters encourage students in their play and work-as-play?*”?

We will be looking at these questions, and at possibilities for curricula that reflect these
concerns, as we go through the various areas of this review.

3.3 Education for sustainability: the ultimate outcome

In 1992, 1,700 of the world’s leading scientists, including the majority of Nobel laureates
in the sciences, issued a dire warning to humanity, which began:*"*

Human beings and the natural world are on a collision course. Human activities
inflict harsh and often irreversible damage on the environment and on critical
resources. If not checked, many of our current practices put at serious risk the
future that we wish for human society and the plant and animal kingdoms, and
may so alter the living world that it will be unable to sustain life in the manner
that we know. Fundamental changes are urgent if we are to avoid the collision our
present course will bring about.””

The Director of UNESCO’s Education for Sustainable Development project, Gustavo
Lopez Ospina, quotes a well-known statistic and calls for a worldwide reduction in
consumption among the wealthy: “Already 20% of the world’s population consumes 86%
of its total resources, while the poorest 20% of the population consume only 1.3% of
these same resources.”’® From this perspective, education as it is currently practiced is
not the answer, since those same people who have the money to consume are the ones

"> Martin, Robin Ann. Accountability in Schools: What Would Dewey Say, Paths of Learning, 2000;

accessed March 2005; available from http://www.pathsoflearning.net/library/Dewey2000.cfm.

27 Union of Concerned Scientists (UCS). World Scientists' Warning to Humanity, UCS, 1992; accessed
April 2005; available from http://www.ucsusa.org/ucs/about/page.cfm?pagelD=1009.

27 Ibid., accessed.

27 Ospina, Gustavo Lopez. "Open File: Education for Sustainable Development. A Local and International
Challenge," PROSPECTS, vol. XXX-1, no. 113, 2000; available from
http://www.ibe.unesco.org/International/Publications/Prospects/ProspectsOpenFiles/prl 13of1.htm.
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with the highest educations, a correlation that is very easy to measure and establish.””” In
this case, from the perspective of sustainability, higher education, as it is currently
practiced, may actually be counter-productive.

Echoing this perspective, David Orr stresses that all education needs to be
“environmental education.”*’® Conversely, the question may be asked—to what extent is
our existing, conventional educational system, and what it teaches, contributing to the
very crisis scientists identify? Environmental educators maintain that we need knowledge
of ecological principles, knowledge of environmental problems and issues, environmental
sensitivity and awareness, and knowledge or understanding of environmentally
responsible behaviour.””’ For this, as Staniforth notes, we also need the three Cs—caring,
connection, and concern.?*’

Ospina notes: “[T]he call for sustainable development is an alarm bell set off by the lack
of respect for humane values in everyday life [... It] is perhaps more a moral precept than
a scientific concept.” His suggestion is:

... to place a system of values and ethics at the centre of society’s concerns [...].
Success in the struggle for sustainable development requires an approach to
education that strengthens our engagement in support of other values—especially
justicezailgrlld fairness—and the awareness that we share a common destiny with
others.

As noted in Chapter 1, the Center for Ecoliteracy lists the competencies, skills, values,
and visions that are needed to put knowledge and wisdom into practice.”** This holistic
framework includes head, heart, hands, and spirit and places these elements within the
realm of sustainability:

Head
* Ecological knowledge
* The ability to think systemically
* The ability to think critically, to solve problems creatively, and to
applyenvironmental ethics to new situations

> Orr, David W. Earth in Mind. On Education, Environment, and the Human Prospect, Washington, D.C.:
Island Press, 1994.

"8 Orr. Ecological Literacy. Education and the Transition to a Postmodern World.

" Thomson, Gareth. What Is Good Environmental Education? A Compilation of Charters, Declarations,
Conceptual Frameworks, Models, Standards, and Guideline for Environmental Education, Canadian Parks
and Wilderness Society, 2002; accessed April 2005; available from
http://www.cpawscalgary.org/education/network-environmental-education/whatisgoodee.pdf-.

280 Staniforth, Sue. Workshop: What Is Good Environmental Education?, Canadian Parks and Wilderness
Society, 2002; accessed April 2005; available from http://www.cpawscalgary.org/education/network-
environmental-education/staniforth-lecture.pdf.

1 Ospina. "Open File: Education for Sustainable Development. A Local and International Challenge."

82 Center for Ecoliteracy. Competencies, accessed.
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* The ability to assess the impact of human technologies and actions and to envision
the long-term consequences of decisions

Heart
* A deeply felt, not just understood, concern for the wellbeing of the Earth and of
all living things
* Empathy and the ability to see from and appreciate multiple perspectives
* A commitment to equity, justice, inclusivity, and respect for all people
* Skills in building, governing, and sustaining communities

Hands
* The ability to apply ecological knowledge to the practice of ecological design
* Practical skills to create and use tools, objects, and procedures required by
sustainable communities
* The ability to assess and make adjustments to uses of energy and resources
* The capacity to convert convictions into practical and effective action

Spirit
* A sense of wonder
* A capacity for reverence
* A deep appreciation of place
e A feeling2 igf kinship with the natural world, and the ability to invoke that feeling
in others

Again, consideration of the above qualities of an “educated populace” might be helpful in
designing curricula for a Bhutanese educational system based on GNH values and
principles.

283 3
Ibid., accessed.
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PART II

LLEARNING
WISDOM AND VALUES
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4. Learning Wisdom

You have learned great pyramids of knowledge. But if that learning is not
exercised through experience, it cannot be realized [...]. Like most people, you
don’t experience with your whole self. That is the difference between knowledge

and wisdom.
Agnes Whistling EIk***

What we need, for wisdom, is an interplay of skeptical rationality and emotion, an
interplay of mind and heart, so that we may develop mindful hearts and heartfelt

minds.
Nicholas Maxwell?*®

Some Western views of wisdom have much in common with Bhutanese GNH values and
principles. Nicholas Maxwell, of the University of London, critiques standard Western
education systems as trying to solve problems of knowledge rather than problems of
living.** He boils down what we need to know into two categories reflecting the two
great problems of learning confronting humanity:

1. We need to learn about the nature of the universe and about ourselves as part of
the universe

2. We need to learn to live wisely.*®’

Wisdom, for Maxwell, is the capacity to discriminate what is valuable for oneself,

society, and the ecosystem. It includes knowledge, understanding, and technological

know-how. This knowledge and wisdom can be held by institutions, societies and

cultures, as well as by individuals. Maxwell proposes that the basic aim of learning

should be to promote wisdom rather than just to acquire knowledge, since knowledge

without the wisdom to use it beneficially can be extremely dangerous, as seen in of its use

for war and environmental damage.”™

Wisdom is an elusive process of thinking and acting that defies measurement; at the same
time, it is one of the most important aspects of lifelong learning that needs to be
measured. Wisdom, generally, is considered as the “pinnacle of successful human

% Whistling Elk, Agnes cited in Ardelt, Monika. "Intellectual Versus Wisdom-Related Knowledge: The
Case for a Different Kind of Learning in the Later Years of Life," Educational Gerontology, vol. 26, 2000:
771-789. p. 771.

% Maxwell, Nicholas. "A Revolution for Science and the Humanities: From Knowledge to Wisdom,"
Dialogue and Universalism, vol. XV, no. 1-2, 2005: 29-57. p. 40.

286 Maxwell. Do We Need an Academic Revolution, accessed.

7 Maxwell. "Two Great Problems of Learning."

288 Maxwell. Do We Need an Academic Revolution, accessed.
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development.”*** It is a concept that consists of multidimensional qualities that are

defined in multiple ways in the wisdom literature. Although researchers often emphasize
one quality over another, there is a general consensus that wisdom is a lifelong process
consisting of an amalgamation of knowledge and deep understanding.*”’ It especially
involves:

* an ability to think holistically, and to discern whether or not something is
beneficial or harmful to oneself and society

* having openness, caring and compassion, and respect for all life forms

* having a commitment to action toward enhancing the common good,

* understanding that we are part of something larger than ourselves, and undergoing
profouzrgli transformation, or increased integration, on both individual and societal
levels.

On the societal level, Baltes and Staudinger argue that “wisdom is fundamentally a
cultural and collective product in which individuals participate. Individuals are only some
of the carriers and outcomes of wisdom.”** In addition, the consensus is that although
wisdom is natural, it needs to be cultivated throughout all areas of society.”” Otherwise,
as Bassett notes, “there is no fostering of wisdom—only the haphazard achievement of it
by certain lucky or gifted individuals.”** Baltes also believes that wisdom is more than a
utopian concept:

[W]isdom in everyday life is something that can be achieved. Its benchmark is
different from the utopian definition of wisdom that philosophers and religious
scholars of the middle ages and the Enlightenment pursued. Wisdom is what the
best of us, in our everyday worlds, do achieve. Wisdom in everyday life has a
more or less quality, its threshold is not beyond reach.*”

Ideally, a holistic education system, such as that planned by the Bhutanese, should
include curricula that teaches and helps students learn what they actually need to know to
enhance wellbeing, and to use the knowledge, which is being effectively generated,
wisely for the public good in all areas of the ecosystem. This effective creation and use of
knowledge for societal benefit would eventually include assessing the degree to which
education and learning are influenced by GNH values, which in turn are crucial to
enhance sustainability. For example, if knowledge is generated and transmitted in such a
way that does not promote short-term personal gain, comfort, and advantage at the

% Ardelt. "Antecedents and Effects of Wisdom in Old Age: A Longitudinal Perspective on Aging Well." p.
360, cited in Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom." p. 1.
22(1) Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom."

Ibid.
2 Baltes, P.B., and U.M. Staudinger. "Wisdom: A Metaheuristic (Pragmatic) to Orchestrate Mind and
Virtue toward Excellence," American Psychologist, vol. 55, no. 1,2000: 122-136. p. 127.
3 Sternberg, ed. Wisdom. Its Nature, Origins and Development.
% Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom." p. 3.
%3 Baltes. Wisdom as Orchestration of Mind in Virtue, accessed. p. 218.
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expense of future generations and long-term societal and ecological needs, then this is an
indication that the educational system is promoting sustainability.

Such a curriculum framework from a GNH outcome point of view, requires a broad view
of wisdom that includes many elements of what is needed for sustainability and
wellbeing. Below we examine in more detail the parameters of the term “wisdom,” and in
Chapter 5 the term “values,” mainly which come from Western sources. It must be noted,
however, that Bhutan has a long and profound history based on Eastern wisdom
traditions, including those that come from centuries of Buddhist thought and meditation
practices, and that have resulted in GNH values and principles. Thus, Bhutanese
educators might have somewhat different, and possibly much deeper, perspectives on
“wisdom” and “values” than those presented in the next two sections of this literature
review from Western perspectives. Therefore, we humbly provide a few Western ideas
concerning the subjects, including how some Western educators have suggested that
wisdom and values could be measured within educational systems. In addition, we have
not presumed to compare Western ideas with (our somewhat limited knowledge of)
Bhutanese and Buddhist thought

4.1 Distinction between data, information, knowledge, and
wisdom

In the view of Bellinger, Castro, and Mills, in order to understand, and ultimately
measure, wisdom, a distinction first must be made between data, information, knowledge,
and wisdom. *° In the literature, the terms are more generally looked at as evolving
processes, rather than as solid states. As psychology professor Tobin Hart notes:
“Wisdom does not come from amassing bits of information; it is not a thing that’s
accumulated, not an entity. Instead it is an activity of knowing. We don’t possess wisdom
as if it were an object, instead we act wisely.”*"’

The following brief summary, adapted from Bellinger, Castro, and Mills, represents that
understanding and view of wisdom:**

Data are raw symbols that can be useable or not, which have no significance outside a
specific context. Data can represent a statement of event without relationship to anything.
For example, the statement, “It is raining” can be an expression of raw data.

2% Bellinger, Gene, Durval Castro, and Anthony Mills. Data, Information, Knowledge, and Wisdom, The

Way of Systems, 2004; accessed March 2005; available from http:/www.systems-
thinking.org/dikw/dikw.htm.

7 Hart, Tobin. "Teaching for Wisdom," Encounter: Education for Meaning and Social Justice, vol. 14, no.
2,2001: 3-16. p. 3.

%8 Bellinger, Castro, and Mills. 2005.
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Information is data that has been put into a useful and meaningful context by the
understanding of the person perceiving the data. It provides answers to “who,” “what,”
“where,” and “when,” and contains the idea of relationship. For example, the statement,
“the temperature dropped 15 degrees and then it started raining” provides information
and data but is not considered knowledge per se, since it is still a “bundle of facts.”

Knowledge represents the recognition and understanding of patterns and their
connections and is more than the collection of information. “Knowledge packages”
organize, integrate, and contextualize information. Knowledge can answer the question
“how.” For example, knowledge is needed in order to make the following statement: “If
the humidity is very high and the temperature drops substantially, the atmosphere is often
unlikely to be able to hold the moisture, so it rains.”*”

Information, as structured data, is useless until those with the ability to interpret,
understand, and process the information transfer it into knowledge.”® According to Cafer
Yaran, knowledge, based on the understanding of patterns, comes from a combination of
reasoning, use of sense perceptions, and intuition.”®' Knowledge also implies
empowerment for action. The terms knowledge and information are often used
interchangeably in the literature without making these important distinctions.

Wisdom, according to Bellinger et al., is a process of building on knowledge to reach an
understanding of underlying principles. The non-normative example of wisdom given by
Bellinger et al. is: “It rains because it rains. And this encompasses an understanding of all
the interactions that happen between raining, evaporation, air currents, temperature
gradients, changes, raining.”*"* The system cycles from raining back to raining again and
forms a complete whole. Bellinger, et al. state that wisdom essentially involves a holistic,
systemic, integration of the physical body, cognitive abilities of the mind, and
compassion of the heart. It embodies the values and clarity to see “the big picture,” the
capacity to relate knowledge about particular conditions and situations to larger goals and
wider purposes, and the ability to act on this wisdom for the common good.

Perhaps most importantly, from a practical point of view, wisdom is seen as including
abilities—to discriminate the beneficial from the non-beneficial, to understand which
actions will create benefit and which will produce harm, and to use this knowledge to act
for the benefit and wellbeing of all. According to these criteria, it clearly requires wisdom
to distinguish trends and actions that will deepen and enhance wellbeing from those that
undermine wellbeing. Wisdom, in short, is essential to define and measure “progress.”

299
300

Ibid., accessed.

David, Paul A., and Dominique Foray. "Economic Fundamentals of the Knowledge Society," Policy
Futures in Education, vol. 1, no. 1, 2003: 20-49.

3% Yaran, Cafer S. The Historical Dialogue of Knowledge and Wisdom and Contemporary Need for a
"Sophialogical”" Epistemology, Samsun, Turkey, Samsun, Turkey: University of Ondokuz Mayis, 2003;
accessed March 2005; available from http://www.livejournal.com/community/sbulgakov/17623.html.
392 Bellinger, Castro, and Mills. Data, Information, Knowledge, and Wisdom, accessed.
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Understanding is the factor that connects all four concepts—data, information,
knowledge, and wisdom—and allows the creation of new knowledge and wisdom.
According to Bellinger et al., the four concepts are related hierarchically, with
understanding supporting the transition from each stage to the next. Understanding, it is
important to note, involves more than intellectual ability. As Hart records, understanding
literally means, “to stand among as opposed to apart from.”** In order to understand, to
stand among, one needs an empathetic connection with the system one is trying to
understand.

In addition, this data-wisdom process is directly connected and analogous to the learning
process in general, which also involves cognition and knowledge, reflection, and

integration of deeper levels of understanding.”*

Figure 6 below represents the data-wisdom dynamic:

Figure 6. Data—Wisdom hierarchy

connectedness wisdom
understanding
principles
knowledge
understanding
patterns
information
understanding
relations
data > understanding

Source: Bellinger, Gene, Durval Castro, and Anthony Mills. Data, Information, Knowledge, and Wisdom,
The Way of Systems, 2004; accessed March 2005; available from http://www.systems-

thinking.org/dikw/dikw.htm.

% Hart. "Teaching for Wisdom." p. 15.

3% Cornford, Ian R. "Learning-to-Learn Strategies as a Basis for Effective Lifelong Learning,"
International Journal of Lifelong Education, vol. 21, no. 4, 2002: 357-368.
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Most conventional education indicators (and perhaps most formal educational systems)
do not make these important distinctions or explore this hierarchy systematically. Indeed,
some testing mechanisms rarely go beyond the information stage, and almost no criteria
of educational attainment incorporate the highest (wisdom) stage.

4.2 Wisdom as a key learning outcome

Learning to live wisely, according to Maxwell, is more than accumulating facts. It also
involves values and clarifying conflicting aims concerning what is desirable and for
whom, and what is necessary to solve the “problems of living.”**> He reasons:

It is clear, at once, that values are involved, quite essentially: what is “legitimate”
and “desirable” involves questions of value, and moral and legal questions. This is
equally true of any proposed solution to a problem of living, a proposed action,
policy, plan, political philosophy, piece of legislation. In putting such a thing
forward as a proposed solution to a problem of living, value-judgements, of one
kind or another, will invariably be involved. A kind of inquiry that restricts itself
to the pursuit of factual knowledge excludes values from the intellectual domain
of inquiry, and must, therefore, exclude representations of problems of living, and
proposals for their resolution [...]. [Such proposed solutions] are proposals for
action, not claims to knowledge; they involve an admixture of values and facts,
ideals and methods, and none of this is acceptable or rational, according to the
intellectual standards of knowledge-inquiry [...]. Possible solutions to problems
of living simply do not qualify, however practical, effective, desirable, intelligent
and wise they may be.’*

As an example, Maxwell examined 34 university introductory sociology textbooks
published between 1985 and 1997 to see if they discussed whether an aim of sociology
was to help people solve social problems of living. He found statements that defined
sociology as a scientific study of human societies having an aim of understanding human
society, but he did not find statements concerning solving problems of living nor of the
aim of inquiry being to promote personal, social and global wisdom.>*’ British educator
Bruce Lloyd also notes that history is often taught in a way that glorifies the past, rather
than asking what wisdom we can learn from it.*""

395 Maxwell. "A Revolution for Science and the Humanities: From Knowledge to Wisdom."

% Ibid. p. 36.

7 Ibid. p. 37.

308 Lloyd, Bruce. "The Wisdom of the World: Messages for the New Millennium," The Futurist, vol. 34,
no. 3, 2000: 42-46.
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Since it involves the whole of life, wisdom cannot be reduced to single actions.
Gustavsson notes that wisdom starts as “we train our ability of discernment.”"
define a positive outcome as something that is beneficial to the wellbeing and
sustainability of the planet in all its multidimensional forms, then we must be able to
know what is beneficial and what is not. Often this is clear—we can know without being
an expert that the air is polluted when we see deposited soot and have trouble breathing.
But in the overlapping, “fuzzy” areas (a technical term)’'’, we need knowledge based on
practical wisdom, such as the value of sustainability, for practical guidance.

If we

Problems in society are complex, interdependent, uncertain, unpredictable, and changing
at a rapid speed. According to Gustavsson, these problems can be traced, in part, to
information- and biological- technology—both of which the average person knows very
little about.’'' Maxwell argues that “the crisis of our times is that we have science
without wisdom.”*' According to Maxwell, “science as such is not the problem, but
rather science dissociated from the pursuit of wisdom.”"? In other words, it is what we do
with the knowledge made possible by science and technology, rather than the knowledge
itself, that is the problem. Maxwell notes that science and technology have increased
expert knowledge and understanding at an “ever accelerating rate,” and have produced
many benefits including increasing “our power to act.” However, the current state of the
global ecosystem illuminates the fact that this knowledge has also produced harm,
whether intended or not. Maxwell notes that problems of living include areas such as:

Population growth, the terrifyingly lethal character of modern war and terrorism,
immense discrepancies of wealth across the globe, annihilation of indigenous
people, cultures and languages, impending depletion of natural resources,
destruction of tropical rain forests and other natural habitats, rapid mass extinction
of species, pollution of sea, earth and air, thinning of the ozone layer, global
warming [...]: all these relatively recent crises have been made possible by
modern science and technology.’'*

In his book, Why Smart People Can Be So Stupid, Sternberg points to a lack of
association between education and wisdom.’"> He notes that some of the most highly
educated people have been responsible for global catastrophes. Many of the top-ranking

% Gustavsson, Bernt. "What Do We Mean by Lifelong Learning and Knowledge," International Journal of
Lifelong Education, vol. 21, no. 1, 2002: 13-23.

19 «“Fyzzy logic is a method for understanding, quantifying, and dealing with vague, ambiguous and
uncertain characteristics, ideas and judgements.” Dimitrov, Vladimir. Use of Fuzzy Logic When Dealing
with Social Complexity, Complexity International, 1997; accessed June 2005; available from
http://www.complexity.org.au/ci/vol04/dimitrov1/dimitrov.htm. p. 9.

I Gustavsson. "What Do We Mean by Lifelong Learning and Knowledge."

312 Maxwell. Do We Need an Academic Revolution, accessed.

313 Maxwell, Nicholas. From Knowledge to Wisdom: The Basic Argument, 2005; accessed January 2006;
available from http://www.nick-maxwell.demon.co.uk/basic_arg.htm.

314 Maxwell. Do We Need an Academic Revolution, accessed. p. 1.

313 Sternberg, ed. Why Smart People Can Be So Stupid.
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Nazis, for example, had doctoral degrees; many highly paid and highly educated business
executives have exploited the public; many scientists have produced instruments of
destruction; and many international terrorists are also highly educated. Unfortunately,
examples of expert knowledge used in ways that are unaccompanied by wisdom are seen
far too often in their contribution to social upheavals and environmental degradation.

Conversely, the question may be asked—to what extent is our existing, conventional
educational system, and what it teaches, actually contributing to these crises? Researchers
such as Jeffery Webster, who has developed a Self-Assessed Wisdom Scale (SAWS),
which we discuss below, have found no association between wisdom and education.>'®
Webster suggests:

[TThe types of noncognitive skills and competencies measured by the SAWS are
not the ones learned in formal academic training; learning the date for the battle of
the Plains of Abraham, or that the square root of 144 is 12 seemingly play a
limited role in the development of emotional regulation, openness, reminiscence,
and the other dimensions assessed by the SAWS.*"”

While Maxwell argues:

In order to learn how to become wiser we need traditions and institutions of
learning rationally designed to help us learn wisdom. This at present we do not
have. Academic inquiry as it exists at present, devoted primarily to the pursuit of
knowledge and technological know-how, is grossly and damagingly irrational
when assessed from the standpoint of helping humanity acquire wisdom—wisdom
being the capacity to realize what is of value for oneself and others (and thus
including knowledge, understanding and technological know-how).”"®

Robert Sternberg, professor of psychology and education at Yale University and director
of its Center for the Psychology of Abilities, Competencies, and Expertise (PACE),
writes often of the need to teach students to think wisely and is developing a program to
teach wisdom to middle school students in the U.S.>"* According to Sternberg, increased
academic skills may be important, but students also need the ability to use knowledge for
beneficial purposes and the common good. In fact, Sternberg argues directly: “People are
wise to the extent that they use their intelligence to seek a common good.”*** He
emphasizes that the goal of his Center is not to teach values but to help students develop
positive values of their own that promote social welfare. Students’ self-interests need to
be balanced with larger interests of community, country, and the world. According to

31 Webster, Jeffrey Dean. "An Exploratory Analysis of a Self-Assessed Wisdom Scale," Journal of Adult

Development, vol. 10, no. 1, 2003: 13-22.

7 Ibid. p. 20.

318 Maxwell. Do We Need an Academic Revolution, accessed.

3% Sternberg, Robert J. "Why Schools Should Teach for Wisdom: The Balance Theory of Wisdom in
Educational Settings," Educational Psychologist, vol. 36, no. 4, 2001: 227-245.

320 Sternberg, ed. Why Smart People Can Be So Stupid.
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Sternberg, being wise also includes humility. “Teaching for wisdom means helping
students to know what they know, but also to know what they do not know, and even, at a
given point of time, cannot know.”**'

Robert Thurman of Columbia University declares that we need education for wisdom, but
that the university does not give a fundamental academic role to its realization or place in
interactions with the larger world. In the university “what we do is try to liberate critical
intellect, emotional stability, aesthetic sensitivity, and moral decency [...]. [However,]
people are informed and certified but not properly prepared to exercise the
responsibilities humanism imposes on the individual.”**

Likewise, Maxwell notes: “Education needs to change so that problems of living become
more fundamental than problems of knowledge, the basic aim of education being to learn
how to acquire wisdom in life.”***> However, Maxwell does not argue that academic
thought alone can solve the problems of living. Responsibility rests with everyone,
including the political and civic sectors, to move society toward lifelong learning and
wisdom—a goal, which Maxwell claims, is entirely realizable and practical.*** Academic
inquiry, however, according to Maxwell, does need “to be communicating with, learning
from, teaching and arguing with the rest of society—in such a way as to promote
cooperative rationality and social wisdom.”**’

Gustavsson suggests that practical wisdom is the most important outcome or
manifestation of knowledge.’*® Practical wisdom, also known as normative knowledge or
value-based knowledge, is linked to political and ethical action and is an end in itself and
the purpose of action. In the normative area we may ask questions like: what happens to
natural resources when material gain is valued over ecosystem sustainability? Without
practical wisdom, Gustavsson argues, expert and technical knowledge is not sustainable
since “this efficiency and concentration on [...] rationality kicks back on the system as
the life-world withers away,” as seen in a myriad of social, economic, and environmental
problems. Practical wisdom, in this context, is knowledge with the purpose of wellbeing,
a good quality of life, and all that this implies. In this case, knowledge is not knowledge
for wellbeing. It is knowledge, or wisdom, as wellbeing.

Tom Atlee, founder and co-director of the U.S.-based non-profit Co-Intelligence Institute,
is concerned with discovering a way of thinking about wisdom that could help evaluate
the wisdom of “decisions, actions, policies, leaders, and so on,” since, “as the scope and

! Ibid.

322 Thurman, Robert A. F. Meditation and Education: Buddhist India, Tibet and Modern America,
Pocantico, NY, Meeting of the Working Group, The Contemplative Mind in Society, 1994; accessed
January 2006; available from http://www.contemplativemind.org/programs/academic/thurman.pdf.
32 Maxwell. "A Revolution for Science and the Humanities: From Knowledge to Wisdom." p. 29.
32* Maxwell, Nicholas. "In Defence of Seeking Wisdom," Metaphilosophy, vol. 39, 2004: 733-743.
323 Maxwell. "A Revolution for Science and the Humanities: From Knowledge to Wisdom." p. 51.
?2® Gustavsson. "What Do We Mean by Lifelong Learning and Knowledge."
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complexity of our world's problems grow, so grows our need for wisdom.””*’ He
explores the concept of wisdom by first noting that when people talk about wisdom, they
often do so using metaphors related to sight, such as: “insight, foresight, discernment,
farsightedness, brilliance, reflection, illumination, enlightenment, visionary and seer. The
owl, often a symbol of wisdom, has prominent eyes that see clearly in the dark, and seem
to be watching everything with penetrating attention.” This relates to extending seeing
beyond appearances into a deeper level of life. Atlee suggests indicators of wisdom are
seen in our actions and attitudes, and that we are wise when we extend our seeing in the
following ways:

* into the future to the consequences of our present actions—and [when we] learn
from reflecting on those consequences, especially before we act

* beyond the clamour of this moment’s shallow desires and immediate demands and
opportunities, to understand and care for our deeper, longer-term needs

* beyond current events—both personal and collective—back into the history
behind those events, and forward into possible futures

* beyond our personal view—and beyond the dominant view of our group or
culture—to hear and understand the views of others.

* beyond convenient labels and judgments, to see things more as they are, which is
always beyond labels and judgments—and even beyond words

* Dbeyond isolated facts and linear logic into the whole fabric of life, using all the
forms of knowing that are given to us, particularly intuition, heart, synthesis,
spiritual experience, and the sciences that attempt to appreciate the whole and our
relationship to it.***

In particular, Atlee argues that it is wise to see beyond the dichotomies dictated by our
culture, our language, and our preferences. Good and bad, order and chaos, individual
and collective, you and me, simplicity and complexity—these tantalizingly useful
distinctions hide the fact that reality, in all its dynamic wholeness, embraces both sides of
every dichotomy.

Perspectives of cultivating knowledge and wisdom as wellbeing, as expressed by
Gustavsson and others, are important elements that could be incorporated into the
framework, structure, and curriculum selection of a GNH-based education system. Sadly,
few conventional Western educational systems incorporate this perspective or
distinguish between individual success—as generally measured by standardized test
results, graduation rates, and employment and financial statistics—and societal
wellbeing.

327 Atlee, Tom. Some Ways We Can Be Wise, The Co-Intelligence Institute, 2003; accessed November
2005; available from http://cii.best.vwh.net/WisdomWays.html.
328 1bid., accessed.
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4.3 An “emergent” wisdom framework

Table 3 below was adapted from the work of Carolyn Bassett, director of the U.S.-based
Wisdom Institute and professor of transformative learning.’*” It represents a
comprehensive framework for main dimensions of wisdom, and perhaps comes closer to
the holistic GNH view than other systems, which emphasize some dimensions of wisdom
over others.”*” Although Bassett represents the framework for the development of
wisdom in the individual, it is equally valid for a larger-scale societal framework.

Bassett calls her approach to wisdom “emergent” and explains: “the term ‘emergent’
refers to a phenomenon where the whole is smarter than the sum of its parts, where
simple (or relatively simpler) component parts interact, and from this interaction some
higher level of structure or intelligence appears.”' Emergent wisdom, then,

... understands the biosphere from a systems point of view where people strive to
contribute to the common good, which is the continuation of the larger whole in a
way that respects all life forms and what sustains and supports them. In this
perspective, emergent problem-solving requires a more sophisticated
understanding of the world, that includes paradox and dialectical thinking, in
comparison to linear cause-and-effect thinking or the outcomes models frequently
used, for example, in educational assessment and organizational management.
Thinking like this necessitates transformative learning, among other means, for
bringing about a complexity of mind that encompasses a sense of interdependence
and contributions to the common good, rather than standing outside of it for
personal gain.**?

’%% Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom." p. 5.

339 See for example: Baltes, and Staudinger. "Wisdom: A Metaheuristic (Pragmatic) to Orchestrate Mind
and Virtue toward Excellence." and Sternberg, ed. Wisdom. Its Nature, Origins and Development.
! Bassett. "Wisdom in Three Acts: Using Transformative Learning to Teach for Wisdom." p. 2.
332 14
Ibid. p. 2.
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Table 3. Dimensions of wisdom

WISDOM
Dimension Discerning Respecting Engaging Transforming
(Cognitive) (Affective) (Active) (Reflective)
Learning to Learning to Live Learning to Do | Learning to Be
Know Together
Chief
Characteristic Objectivity Openness Involvement Integrity
Insight Multiple Sound judgment | Self-knowledge
perspective-taking | and adept
Proficiency Holistic decision-making | Self-acceptance
(or skilled thinking, Compassion and
behaviours) systemic seeing | caring / Actions based Perspective on
into complexity | empathy / love on self as part of
determinations systems
Balanced Generosity of of fairness and
interests spirit / justice [Appreciation
[self, other non-judgmental [including of lifelong /
people, and sustainability] lifewide
institutions, such | [Orientation learning]
as organizations, | toward collective | Moral courage
community, and | rather than
nations] individualistic
interests only]
[Discriminating
what is
beneficial and
harmful for the
common good
and able to see
the larger view
in its context.]
Deep Sense of gratitude/ | Committed Embracing of
understanding of | Expanded sphere action for the paradox and
Manifestation fundamental of consideration common good uncertainty
patterns and
relationships Ability to see

beyond the self

Growing
recognition of
inter-
dependence
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WISDOM
Dimension Discerning Respecting Engaging Transforming
(Cognitive) (Affective) (Active) (Reflective)
Learning to Learning to Live Learning to Do | Learning to Be
Know Together
Developmental | What’s really Whose point of What guides my | What are my
Stimulus / going on? view am I taking? | actions? values?
Sample
Learning What’s true? How does To what ends How do I live
Prompts someone else are my actions them?
What’s understand directed?
important? reality? Who or what is
What means do | the “I” that I
What’s right? How can I relate [ use? think I am?
to others with
magnanimity? What am I part
of?

Source: Adapted from: Bassett, Caroline. "Wisdom in Three Acts: Using Transformative Learning to
Teach for Wisdom." Paper presented at the Sixth International Transformative Learning Conference,
Michigan State University, Oct. 69, 2005.

Table 3 above displays the main dimensions of wisdom; the chief characteristics of each
dimension; the proficiencies or behaviour needed; and examples of the manifestation of
wisdom. The interconnected dimensions of wisdom used in the framework table are:
discerning, which is a mental, cognitive function; respecting, which is a feeling-level,
affective function; engaging, which is an action-oriented function; and transforming,
which is a reflective function. According to Bassett, for wisdom to manifest, all four of
these dimensions must be present and must work together. For example, it is not enough
to be able to think holistically and be able to discern whether or not something is
beneficial or harmful in order to manifest wisdom. It is also important to genuinely care
in an open and compassionate way for all living systems, to have a commitment to action
for the common good, and to experience oneself as an integral part of the larger world.

In addition, Basset includes questions for each dimension that she uses in transformative
learning classes to encourage student contemplation. She asserts that the kind of thinking
represented reflects a shift “from simple to complex, from ‘I am a good person’ to ‘I am
complicit,” [and] from independence and individualism to interdependence.”*® This type
of thinking, Bassett notes, is associated with a “decentering of the ego and the ability to
think dialectically, wherein an individual is able to integrate various aspects of the psyche
and accept inherent contradictions and alternate truths.”>*

3 Ibid. p. 2.
34 1bid.
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Interestingly, the four dimensions of wisdom on the chart correspond directly to the four
elements of the Delors®®® framework—Ilearning to know, learning to live together,
learning to do, and learning to be—that we have incorporated into the basic education
framework for this literature review, and that were introduced above.

4.4 Western empirical research into wisdom

Western empirical research into wisdom has been ongoing for the past few decades,
especially in the field of psychology, and has focused mainly on its cognitive-
behavioural-analytical features in order to further elaborate the definition of wisdom.**
Measures of wisdom to date have mainly been developed in relatively small, research-
type settings that use labour-intensive and complicated methods involving lengthy
interviews (of up to two hours per study participant) and rating procedures, rather than in
large-scale surveys.”’ These studies often use proxies for wisdom as measured through
widely-used psychological instruments such as the Vocabulary and Similarity subtests of
Wechsler Adult Intelligence Scale—Revised, the Life Satisfaction Index-Z, the revised
INDividualism / COLIlectivisism Scale (INDCOL-CF) (which we look at later in this
report),>>® the George Washington Social Intelligence Test; and the Social Insight Test.>*’
However, there is enough credible research to lead toward the possibility of creating
societal scale measures, as will be described below.

Empirical research on wisdom, as Brown and Greene outline, can be grouped into three
categories: implicit theories, which measure how the general public perceives wisdom;
explicit, expert theories, which analyze wisdom-related performance; and latent factor
analysis, which attempts to measure wisdom indirectly using survey methods, rather than
attempting to measure wisdom-related performance.’* The constructs of wisdom we
defined in the two sections on definitions and needs for wisdom above have been
generated from the results of both implicit and explicit research on wisdom. The third,
latent factor analysis, is related to survey measures of wisdom, which is the area most
useful to indicator development. Here we look briefly at all three categories. The first two
categories, implicit and explicit theories and measures of wisdom, provide a framework

3 Delors. Learning: The Treasure Within. Report to UNESCO of the International Commission on

Education for the Twenty-First Century.

3¢ Sternberg, ed. Wisdom. Its Nature, Origins and Development.

7 Baltes, and Staudinger. "Wisdom: A Metaheuristic (Pragmatic) to Orchestrate Mind and Virtue toward
Excellence."

338 Takahashi, Masami, and Willis F. Overton. "Wisdom: A Culturally Inclusive Developmental
Perspective," International Journal of Behavioral Development, vol. 26, no. 3, 2002: 269-277. p. 273.

3% Sternberg, Robert J. "Implicit Theories of Intelligence, Creativity, and Wisdom," Journal of Personality
& Social Psychology, vol. 49, no. 3, 1985: 607-627.

0 Brown, Scott C., and Jeffrey A. Greene. "The Wisdom Development Scale: Translating the Conceptual
to the Concrete," Journal of College Student Development, vol. 47, no. 1, 2006: 1-19.
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within which wisdom can be evaluated and from which the third, survey-related, category
is derived.

4.4.1 Implicit theories and measures of wisdom

Research into implicit theories of wisdom is concerned with how ordinary people
perceive wisdom, and results of these studies have identified the qualities that the general
public most often associate with wisdom. As Staudinger, Lopez, and Baltes note, “So far,
most of the empirical work has centered on subjective and everyday conceptions of what
constitutes wisdom and the expected characteristics of a wise person.””*' It has asked
people from all walks of life, as well as from different cultures, about their ideas
concerning wisdom and has found a remarkable consistency among responses. Brown
and Greene note that there is enough evidence to suggest that wisdom is a distinct,
subjective term in laypersons’ minds separate from concepts such as intelligence and
creativity.’** Kramer argues that results of wisdom measures to date find that “there is a
distinct, perceptible quality of ‘wisdom’ that can be identified reliably and maps onto
existing measures of wisdom.”**

Robert Sternberg and his colleagues at the Yale University Center for the Psychology of
Abilities, Competencies, and Expertise (PACE Center) are pioneers in researching mainly
implicit concepts of wisdom.>** They argue that it is important to know people’s implicit
understanding of wisdom since these theories are used to guide their daily lives and judge
the wisdom of others. Sternberg notes, “Indeed, very few judgments of wisdom have
been and probably ever will be based on formal tests. Rather, they are based on our
informal interactions with people.””*” In a related article, Sternberg argues, “[M]any
educational programs [...] stress the acquisition of knowledge but not how such
knowledge will be used. The high-stakes testing movement, for example, seems to
emphasize knowledge acquisition much more than the socially desirable use of that
knowledge.”**®

Sternberg and his colleagues at the PACE Center have developed measurements of
wisdom-related skills and judgment based on both explicit and implicit, or tacit,

3 Staudinger, U. M., David. F. Lopez, and P. B. Baltes. "The Psychometric Location of Wisdom-Related
Performance: Intelligence, Personality, and More?," Personality & Social Psychology Bulletin, vol. 23, no.
11, 1997: 1200-1214. p. 1200.

2 Brown, and Greene. "The Wisdom Development Scale: Translating the Conceptual to the Concrete."
3 Kramer, Dierdre A. "Wisdom as a Classical Source of Human Strength: Conceptualization and
Empirical Inquiry," Journal of Social and Clinical Psychology, vol. 19, no. 1, 2000: 83-101. p. 91.

3 Sternberg, ed. Wisdom. Its Nature, Origins and Development.

345 Sternberg, Robert J. "Words to the Wise About Wisdom?," Human Development, vol. 47, no. 5, 2004:
286-289. p. 288.

3% Sternberg, Robert J. "It's Not What You Know, but How You Use It: Teaching for Wisdom," The
Chronicle of Higher Education, vol. 48, no. 42, 2002: B20.
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knowledge.”*’ In order to measure wisdom, the Sternberg group devised a series of 24 life
problems that contain conflict-resolution scenarios, moral judgment problems, and
personal dilemma problems, which all include multiple interests. Participants are asked
questions based on these life situations and given a list of possible options for dealing
with the situations. They must rate the goodness of each of the options on a Likert scale
ranging from 1 (low) to 9 (high). Responses are evaluated based on the following criteria
(described more fully below):

Demonstration of attempt to reach a common good.

Balancing of intrapersonal, interpersonal, and extrapersonal interests.
Taking into account both short-and long-term factors.

Justification for adaptation to, shaping of, and selection of environments.
Mindful use of values.

Overall quality (wisdom) of process of solution.

Overall quality (wisdom) of the solution itself.**®

NHownhk v =

Sternberg and his colleagues are validating this methodology, in part, in a pilot program
teaching wisdom-related skills to middle school students in the U.S. Results of this
program had not been released as of May 2006.**

One of Sternberg’s most important and basic findings is that: “People are wise to the
extent that they use their intelligence to seek a common good.”*° In his “balance theory
of wisdom,” Sternberg formally defines wisdom as follows:

[Wlisdom is the application of intelligence, creativity, and knowledge to the
common good by balancing intrapersonal (one’s own), interpersonal (others’), and
extrapersonal (institutional or other larger) interests over the long and short terms,
through the mediation of values, so as to adapt to, shape, and select
environments.”'

Wisdom, for Sternberg, then is seen in the interaction between an individual and the
situational context. Balancing of interests includes three possible courses of actions,
which involve either adapting to an existing situation or environment, changing oneself or
the situation to be more compatible with the interests involved, or, when the first two
possibilities are not feasible, selecting the environment. By “selecting the environment,”

*7 Sternberg. "Why Schools Should Teach for Wisdom: The Balance Theory of Wisdom in Educational
Settings."

8 Ibid. p. 241.

349 Sternberg, Robert J. Website, Yale University, accessed May 2006; available from
http://www.yale.edu/rjsternberg/.

% Sternberg. "It's Not What You Know, but How You Use It: Teaching for Wisdom."

1 Sternberg. "Words to the Wise About Wisdom?" p. 287.
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Sternberg means selecting a new situation, “leaving, for example, a job, a community, a
marriage, or whatever.” >

Wisdom is also associated with values oriented toward achievement of the common good,
and behaviour results from what is valued in a societal-cultural context. Sternberg notes:
“What constitutes appropriate balancing of interests, an appropriate response to the
environment, and even the common good, all hinge on values. Values, therefore, are an
integral part of wise thinking.””** Sternberg does not dictate which specific values are

needed since the point is Zow to think for wisdom-related action, rather than what to
think.

Tacit knowledge

In Sternberg’s studies, wisdom is associated with a combination of both formal and tacit
knowledge, although tacit knowledge forms the core of wisdom.>>* Formal knowledge in
this case may include the recorded teachings of great thinkers and wisdom holders of the
past, while tacit knowledge requires the experiential incorporation and application of this
formal knowledge in the life experience of the individual. According to David and Foray,
expert, recorded, bodies of knowledge can be either genuine knowledge, or just
information, depending in part on the user, but this type of knowledge is generally
missing the tacit component and so cannot be complete.”> As Sternberg notes, “Wisdom
requires knowledge, but the heart of wisdom is tacit, informal knowledge of the kind
learned ir§5t6he school of life, not the kind of explicit formal knowledge taught directly in
schools.”

Tacit knowledge is often called “informal” knowledge, since it consists of the beliefs and
understanding learned from life experience rather than from a formal curriculum.>’
Colloquially, it is called “street smarts,” which distinguishes it from “book smarts,” or
academic knowledge. Tacit knowledge is practically useful and helps transfer explicit
knowledge learned in a formal setting to life situations that are related to but different
from the formal context. For example, one might study non-violence as practiced by
Gandhi, but would need tacit or informal knowledge to understand how to apply non-
violence in one’s daily life. Tacit knowledge is often unrecognized by the person
embodying it, and is not easy to articulate. This is the type of knowledge gained from
apprenticeships, as the student learns from watching, listening, and imitating.”® Also,

32 Sternberg, Robert J. "A Balance Theory of Wisdom," Review of General Psychology, vol. 2, no. 4, 1998:
347-365. p. 356.

333 Sternberg. "Why Schools Should Teach for Wisdom: The Balance Theory of Wisdom in Educational
Settings." p. 231.

% Sternberg. "A Balance Theory of Wisdom."

%% David, and Foray. "Economic Fundamentals of the Knowledge Society."

3% Sternberg. "Why Schools Should Teach for Wisdom: The Balance Theory of Wisdom in Educational
Settings." p. 233.

7 Ibid.

%% David, and Foray. "Economic Fundamentals of the Knowledge Society."
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tacit knowledge can be lost, for example, when knowledge held by older generations is
not passed on to the younger generation.

Sternberg et al. summarize three characteristic features of tacit knowledge:

1. The structure is procedural, which means it is related to action and uses and takes
the form of ‘knowing how’ rather than ‘knowing that’ (declarative knowledge).

2. The condition of its use is that it is practically useful and instrumental to the
attainment of goals people value.

3. It is usually acquired without direct help from others (although others can guide
one to acquire this knowledge).*”’

Sternberg describes research that shows reliable measures of tacit knowledge, which were
developed for use with individuals in clinical settings in the psychology field.”*® After
controlling for variables such as cognitive abilities and personality-scale measures,
Sternberg finds that the tacit knowledge measures are the best predictors of actual
performance in jobs and at school. In fact, he suggests, tacit knowledge predicts school
performance as well as or better than do academic-ability indicators.*®' We look more
specifically at tacit, informal, knowledge measures below.

Sternberg suggests that measures of wisdom need to focus on the process of thinking and
that particularly important are measures of the extent that people take the common good
into account in their decision-making, and the extent that they balance the long and short-
term interests of self, others, and institutions.*®* He speculates that “perhaps the field of
education has too long concentrated on things that are easy to measure, and needs also to
concentrate on things that, however difficult they may be to measure, are especially
important to measure.”*

Criteria for wisdom such as the above would be good to measure if data were available. It
should be possible to include questionnaire instruments using scenarios such as those
used by Sternberg in survey approaches to measurement.

4.4.2 Explicit theories and measures of wisdom

Explicit wisdom, according to Sternberg, has been researched most extensively by Paul
Baltes and his colleagues at the Max Planck Institute of Human Development in

%% Sternberg, Robert J., Robert K. Wagner, Wendy M. Williams, and Joseph A. Horvath. "Testing
Common Sense," American Psychologist, vol. 50, no. 11, 1995: 912-927.

3% Sternberg. "Why Schools Should Teach for Wisdom: The Balance Theory of Wisdom in Educational
Settings."

! bid.

%2 Ibid.

3% Ibid. p. 235.
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Berlin.*** Their work overlaps with that of Sternberg and the findings between the two

groups are complementary. Baltes, et al. identified criteria for explicit wisdom both from
their initial implicit research as well as through their reviews of philosophical and
cultural-historical analyses, which Baltes contends are more comprehensive and
organized than common sense views of wisdom.>®® Their “Berlin wisdom paradigm”
defines wisdom as “an expert knowledge system concerning the fundamental pragmatics
of life,”**® and their measures of explicit wisdom focus mainly on wisdom-related
performance in cognitive decision-making, as do those of Sternberg.

Pragmatics of life refers to questions about life planning, life management, and life
review. The methodology used is qualitative and involves interviewing study participants
about life-planning and morally challenging problems in their lives that, potentially, call
for wise responses. These responses are then transcribed and rated based on five
components, identified as necessary for wisdom-related performance. Baltes and
Staudinger believe that the criteria chosen are “suited for application to a wide array of
person-specific as well as social manifestations of wisdom.”*®’ The five criteria for the
evaluation of wisdom used by Baltes and his colleagues are:

* Rich factual knowledge (general and specific knowledge about the conditions of
life and its variations)

* Rich procedural knowledge (general and specific knowledge about strategies of
judgment and advice concerning the meaning and conduct of life)

* Life-span contextualism (knowledge about the contexts of life, such as education,
family, work, friends, leisure, the public good of society, etc., and their temporal
[short- and long-term] relationships)

* Relativism (knowledge about differences in values, goals, and priorities held by
individuals and society and explicit concern with the topics of virtue and the
common good)

* Uncertainty (knowledge about the relative indeterminacy and unpredictability of
life and ways to manage)’®®

According to Baltes and Staudinger, the first two criteria are necessary for wisdom but
are characteristic of all types of expertise, and the last three criteria, labeled as meta-
criteria, are specific to wisdom per se. This model provides both a basis for questions
denoting real-life problems, which are given to respondents, and the criteria for rating
responses. Answers are considered to be wise based on how many of the above
components the answer reflects. Data collected by the Baltes team to date is supportive of
this model and the assumption that “wisdom has a core and that wisdom-related

364 1.
Ibid.
3% Baltes. Wisdom as Orchestration of Mind in Virtue, accessed.
3% Baltes, and Staudinger. "Wisdom: A Metaheuristic (Pragmatic) to Orchestrate Mind and Virtue toward
Excellence."
367 11
Ibid. p. 126.
%% Ibid.
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manifestations, if and when they occur, can be evaluated in terms of indicators of quality
and quantity.”%

The Baltes team has conducted approximately 12 qualitative wisdom studies and,
unfortunately, has found that wise performance is rare, having been found in only 5% of
those tested. In 1996, on any given criteria, where the highest wisdom score was seven,
the median score among all groups tested was 3.04 with a standard deviation of 1.08—a
low-average performance.’’’ The Baltes team found no major age differences in wisdom
during middle adulthood. However:

[I]f one examines the relative proportion of people in the top 20% performance
category by age across multiple studies, there is some evidence that if age and
facilitative experiential contexts collaborate, more older than younger participants
are in the top 20%.”""

This finding suggests that life experience and lifelong learning is important in the
manifestation of wisdom and that it takes time to achieve wisdom through a continuing
process of “acquisition and transformation.”*’* On the other hand, the Baltes team
suggests that “having lived longer in itself is not sufficient for acquiring more knowledge
and judgment capacity in the wisdom domain. Other factors need to enter into a coalition
that, as an ensemble, is generative of wisdom.””?

In order to discover the determinants of wisdom, the Baltes team tested 33 psychometric
indictors that were based on 14 tests and found that ten of these indicators predicted 40%
of the variance in wisdom-related performance and contributed to movement toward
wisdom. However, when measures of these indicators were taken alone, none of them
accounted for more than 18% of the variance in the ratings. These ten attributes that,
together, predict wisdom-related performance were identified as: fluid intelligence (based
on abstract reasoning independent of experience: natural ability), crystallized intelligence
(based on learning, knowledge, and experience), creativity, cognitive style (including
both intellect and affect), social intelligence (associated with goals that reflect the social
good rather than only personal advancement), openness to experience, movement toward
personal growth, psychological-mindedness (motivationally interested in wisdom),
general life experience (both positive and negative), and specific professional experience.
Among these ten attributes, they found openness to experience was the strongest
personality predictor of high wisdom scores.

% Ibid. p. 125.

370 Staudinger, Ursula M., and Paul B. Baltes. "Interactive Minds: A Facilitative Setting for Wisdom-
Related Performance?," Journal of Personality and Social Psychology, vol. 71, no. 4, 1996: 746-762. p.
748.

7! Baltes, and Staudinger. "Wisdom: A Metaheuristic (Pragmatic) to Orchestrate Mind and Virtue toward
Excellence." p. 128.

*72 Ibid.

7 Ibid. p. 128.

119



GPlAtlantic

In testing the difference between individual and collaborative results of wisdom, the
researchers found that social collaboration facilitated wisdom-related performance if the
participants took time and reflected on this discourse, but this was truer for older adults
than for younger adults. Individuals who discussed the problems presented in the study
with others, (including individuals who reflected on the problem through an internal
dialogue with a wise imaginary other), had higher scores for wisdom-related performance
than those who did not consult with others. These findings illustrate that wisdom involves
multiple attributes and, according to Baltes and Staudinger, [t] he outcome is the
orchestration of mind and virtue toward excellence [...] and the common good.”"*

Kramer reports one Canadian study that used the criteria of the Baltes team to measure
wisdom in a group of 78 people who had been nominated as wise by peers, 78
nominators, and 22 self-referred “wise” individuals for a 1996 Ph.D. dissertation from the
University of Concordia in Montreal.’”® Kramer notes that this study by Tracy Lyster is
one of the few large-scale studies of wisdom outside of the Max Planck Institute studies
of the Baltes group. In addition to using the five criteria noted above, Lyster added two
criteria to measure affect. All of the subjects were interviewed personally about their
conception of wisdom and about personal problems in their own lives. The interviews
were rated on the basis of the seven criteria. Lyster also tested the participants using
cognitive and personality measures from a battery of psychological tests.

As did the Baltes team, Lyster found overall performance on the wisdom measure to be in
the low / average range, with the wisdom nominees achieving the highest scores.
However, the highest score on the wisdom measure was 32 out of 63 points, or 51% of
the potential score. Those who had identified themselves as wise particularly scored in
the low range. Kramer notes that Lyster also found openness to experience, as identified
through the interviews, to be the highest predictor in producing wisdom-related, or
holistic, thinking.

Neither the Baltes group nor Lyster found wisdom-related performance to be significantly
related to the formal education level of the participants.’’® However, Baltes remarks:

A certain level of general education seems to be a must for the emergence of
wisdom, because without it, the collective goods of the past that are necessary for
the insights of wisdom would not be accessible [...]. But definitely, there is more
than formal education per se needed to achieve wisdom®”’

Baltes also remarks that common sense views of wisdom are mainly based on experience
rather than abstract, formal, knowledge:

3 Ibid. pp. 129, 132.
°73 Kramer. "Wisdom as a Classical Source of Human Strength: Conceptualization and Empirical Inquiry."
376 11
Ibid.
31 Baltes. Wisdom as Orchestration of Mind in Virtue, accessed. pp. 180—181.
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[WT]hen people are asked for spontaneous descriptions of wisdom, their
characterization is less that of an abstract conception of wisdom, as would be true
for philosophers, than a characterization of exemplars of wise persons whom they
know from their lives. This is an important insight. It is important because it
makes clear that everyday beliefs do not consider the theoretical analysis of
wisdom, for instance its foundation in the philosophical writings about wisdom or
wisdom-related texts such as the bible or constitutions of state. Wisdom in
everyday life is represented by knowledge of select people judged to be wise,
much more so than by a conceptual analysis of wisdom, for instance, of how
means and ends can be linked together to produce a good life.*”®

4.4.3 Latent factor analysis: indirect wisdom measures and sample wisdom scales
employing questionnaires

Below are four examples of attempts to create scales to measure elements of wisdom on
survey questionnaires. None of them have been used on large, public samples, and all of
them are in various stages of development.

1. Three-dimensional Wisdom Scale (3D-WS)

Monika Ardelt, with a team of researchers from the University of Florida, has developed
a three-dimensional wisdom scale for use in large, standardized surveys of older
populations, which has tested positively for construct and convergent validity and
reliability.’” The researchers designed the scale to be administered as part of a
standardized survey and are more interested in discovering qualities of “wise persons,”
rather than in studying expert knowledge as advanced cognitive functioning “in the
pragmatics of life,” as Baltes and the researchers at the Max Planck Institute define
wisdom.”™ In other words, Ardelt is concerned with wisdom as a process or state of
being, rather than as a “state of knowledge.”*" It includes “cognitive, reflective, and
affective effect indicators” that indirectly measure elements of wisdom. Ardelt notes:

Although it might be difficult or even impossible to measure wisdom per se
through a standardized self-administered questionnaire, it is hypothesized that
wisdom can be assessed indirectly through indicators that are essential elements
of the latent variable wisdom [...]. One major limitation with most empirical
wisdom studies to date is that they are not well suited for large, representative

8 Ibid., accessed. p. 218.
" Ardelt, Monika. "Empirical Assessment of a Three-Dimensional Wisdom Scale," Research on Aging,
vol. 25, no. 3, 2003: 275-324.
%0 Ardelt, Monika. "Wisdom as Expert Knowledge System: A Critical Review of a Contemporary
gPerationalization of an Ancient Concept," Human Development, vol. 47, no. 5, 2004: 257-285.

Ibid.
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samples because they require at least two trained coders who rate the transcribed
interviews. To measure wisdom in large samples, it is therefore necessary to
develop a standardized wisdom scale that can be administered as part of a
standardized survey.***

In defining wisdom, Ardelt relies on the groundbreaking work of Clayton and Birren,
who, in 1980, first explored the integration of cognitive, reflective, and affective
dimensions in studying individual perceptions of wisdom.**?

Intellectual training or formal instructions are not enough for wisdom to emerge
[...]. Wisdom, however, needs to be realized through reflection on personal
experiences, and no amount of easily available knowledge can be taught, for
example at universities, or distributed through the media. Hence, wisdom should
be immune to cohort effects that are based on the greater availability of
intellectual knowledge alone.***

Ardelt notes that the definition of wisdom that includes cognitive, reflective, and
affective elements “appears to be compatible with most modern as well as ancient
descriptions of wisdom.”** She makes a distinction between Eastern and Western views
of wisdom, stating that while Western notions of wisdom often emphasize the explicit
knowledge and analytical abilities of the cognitive and reflective dimensions, Eastern
notions also integrate an implicit affective dimension, which is often neglected in
Western definitions of wisdom:

In the Eastern wisdom traditions, wisdom is characterized by flexibility, honesty,
sensitivity, understanding, compassion, altruism, and a balanced state of mind that
is able to perceive and accept the reality of the present moment. Wise persons
look toward the past with gratitude, try to be of service in the present, and
consider the future with responsibility.**®

Ardelt describes the cognitive, reflective, and affective dimensions or elements of
wisdom as follows:

“The cognitive component is assessed by items that measure an understanding of
life or the desire to know the truth, i.e., to comprehend the significance and deeper
meaning of phenomena and events, particularly with regard to intrapersonal and

%2 Ardelt. "Empirical Assessment of a Three-Dimensional Wisdom Scale." pp. 276, 285.

%3 Clayton, Vivian P., and James E. Birren. "The Development of Wisdom across the Life Span: A
Reexamination of an Ancient Topic," in Life-Span Development and Behavior, ed. Baltes, P. B. and O. G.
Brim Jr., Vol. 3, 103-135. New York: Academic Press, 1980. cited in Ardelt. "Empirical Assessment of a
Three-Dimensional Wisdom Scale."

¥ Ardelt. "Wisdom as Expert Knowledge System: A Critical Review of a Contemporary
Operationalization of an Ancient Concept." p. 271.

%> Ardelt. "Empirical Assessment of a Three-Dimensional Wisdom Scale." p. 277.

% Ibid. p. 283.
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interpersonal matters. [This] includes knowledge and acceptance of the positive
and negative aspects of human nature, of the inherent limits of knowledge, and of
life’s unpredictability and uncertainties.”

Operationalization:
“Items or ratings should access
* the ability and willingness to understand a situation or phenomenon
thoroughly
* knowledge of the positive and negative aspects of human nature
* acknowledgement of ambiguity and uncertainty in life
* the ability to make important decisions despite life’s unpredictability and
uncertainties.”

The reflective component measures the ability to look at “phenomena and events
from multiple perspectives. [It] requires self-examination, self-awareness and
self-insight.”

Operationalization:
“Items or ratings should assess
* the ability and willingness to look at phenomena and events from different
perspectives
* the absence or subjectivity of projections (i.e., the tendency to blame other
people or circumstances for one’s own situation or feelings.”

The affective element captures the presence of “sympathetic and compassionate
love for others.”

Operationalization:
“Items or ratings should assess
* the presence of positive emotions and behavior toward others
* the absggce of indifferent or negative emotions and behavior toward
others”

Thirty-nine items for the 3D-WS were chosen from an initial item pool of 158 items
selected from three psychology manuals: Directory of Unpublished Experimental Mental
Measures, Volumes 1-6,>* Measures of Social Psychological Attitudes,”” and Scales for

*¥7 Ardelt. "Wisdom as Expert Knowledge System: A Critical Review of a Contemporary
Operationalization of an Ancient Concept." p. 275.

% Goldman, Bert A., and John L.Saunders, eds. Directory of Unpublished Experimental Mental Measures,
Vol. 1. New York, Behavioral Publications, 1974.

, Goldman, Bert A., and David F. Mitchell, eds. Directory of Unpublished Experimental Mental Measures,
Vol. 6. Washington, D.C., American Psychological Association, 1995.

3% Robinson, John P., and Phillip R. Shaver, eds. Measures of Social Psychological Attitudes, Revised. Ann
Arbor, Michigan, Institute for Social Research, 1973.

123



GPlAtlantic

the Measurement of Attitudes.® After extensive rating and testing procedures, 14 items
were chosen for the cognitive dimension, 12 items for the reflective dimension, and 13
items for the affective dimension of the 3D-WS. Participants being surveyed are
instructed to rate the items on one of two five-point scales ranging from 1 (strongly agree
or definitely true of myself) to 5 (strongly disagree or not true of myself), depending on
how the statement is worded.

The entire 39-item 3D-WS is reproduced in Appendix 1. Examples of the statements
include:

Cognitive dimension:

* “Ignorance is bliss

e It is better not to know too much about things that cannot be changed

* In this complicated world of ours, the only way we can know what’s going on is
to rely on leaders or experts who can be trusted

* Simply knowing the answer rather than understanding the reasons for the answer
to a problem is fine with me

* [ often do not understand people’s behavior”

Reflective dimension:
* “Things often go wrong for me by no fault of my own
* Itry to look at everybody’s side of a disagreement before I make a decision
*  When I am confused by a problem, one of the first things I do is survey the
situation and consider all the relevant pieces of information
* Sometimes I get so charged up emotionally that I am unable to consider many
ways of dealing with my problems”

Affective dimension

* “People make too much of the feelings and sensitivity of animals

* [t’s not really my problem if others are in trouble and need help

*  Sometimes I feel a real compassion for everyone

* D’m easily irritated by people who argue with me

* IfIsee people in need, I try to help them one way or another” **'
The first wave of data collection took place between December 1997 and June 1998.
Since Ardelt is interested in aging and wisdom effects in aging, participants included 180
older adults, with ages ranging from 52 to 87 years with a median age of 72. Of the total
respondents, 73% were women, 29% had completed high school (as highest educational
level), 17% had completed some university, 13% had completed a bachelor’s degree, and
31% had completed a graduate degree. Results showed that five participants scored below
the 25% quartile on each of the three dimensions of wisdom, 28 participants scored above

3% Shaw, Marvin E., and Jack M.Wright, eds. Scales for the Measurement of Attitudes. NewY ork,
McGraw-Hill, 1967.
1 Ardelt. "Empirical Assessment of a Three-Dimensional Wisdom Scale."
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the 25% quartile but below the 75% quartile on each of the three dimensions; and 12
participants scored above 75% on each of the three dimensions. The scores of the other
participants, who did not have consistent scores on each of the dimensions (e.g., high for
affect but low for reflective), were combined together and averaged. However, these
scores were not reported.

After completing the questionnaire, 40 of the participants (12 with high scores, 10 with
low scores, and 18 with median scores) were interviewed, and 10 months after the first
questionnaire, 123 participants completed the 3D-WS for the second time in order for the
researchers to assess the scale. As expected, the 3D-WS was not related to the
participants’ marital and retirement status, gender, race, per capita income, or social
desirability index, although cognitive dimensions correlated more strongly with these
than did the reflective and affective dimensions. However, the 3D-WS was

... significantly and positively correlated with education (.21) and the status of the
longest-held occupation (.19), although the correlations are much weaker than the

correlations of the 3D-WS with mastery (.63), general well-being (.45), purpose in
life (.61), [or] subjective health (.30).>**

The 3D-WS was negatively related to depression (-.59), death avoidance (-.33), and fear
of death (-.56).>"* In conclusion, Ardelt stresses that:

The present study is just the first step in the construction of a valid and reliable
standardized self-administered wisdom scale. Further empirical research is needed
to replicate the findings with a larger and more representative data set [...].
Although it is likely that wise people possess other positive qualities that are not
directly captured by the cognitive, reflective, and affective personality
characteristics of the 3D-WS, it is hypothesized that the acquisition of those three
personality qualities is necessary but also sufficient for a person to be called wise
[...]. Finally, longitudinal studies are required to examine the predictors and the
development of wisdom across the life course and to investigate the relationship
between wisdom and age.*”*

Ardelt also suggests that future wisdom studies broaden their focus by including more
perspectives from religious, philosophical, and anthropological perspectives.*

2 Ibid. p. 305.

%3 Ibid. p. 305.

% Ibid. pp. 314, 315.
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2. Self-Assessed Wisdom Scale (SAWS)

Jeffery Dean Webster of Langara College in Vancouver, reacting to the question, “Is it a
fool’s errand to try to capture wisdom within the parameters of a paper-and-pencil
questionnaire?”’, has developed a multidimensional scale, the Self-Assessed Wisdom
Scale (SAWS), which he reports is highly reliable, in order to test the wisdom of
individuals.’*® The SAWS is based on five interdependent factors: experience, emotional
regulation, reminiscence and reflectiveness or awareness, openness, and humour, which
are “hypothesized to be relatively characteristic of a prototypically wise individual.”
Webster emphasizes that these components operate in a holistic manner:

Each part is a necessary, but not sufficient, element in wisdom’s realization.
Possessing intellect but lacking prosocial values, for example, can only make one
smart, but not wise; conversely, manifesting altruistic impulses but without the
supporting intellectual properties may produce a well-intentioned, yet ineffectual
intervener. A synthesis of at least these two skill sets would be required for
wisdom to emerge.>’

The instrument gives six statements for each factor, for a total of 30 statements, and asks
the respondents to indicate their level of agreement / disagreement on a 6-point Likert-
type scale (from 1 = strongly disagree to 6 = strongly agree.) The total SAWS score is
considered to be an “index of wisdom strength,” and a person is considered wise if the
dimensions are “holistically combined to a high degree in an individual.” Table 4 below
provides descriptions of the characteristics for each dimension and sample questions (in
italics) from the SAWS questionnaire. (Six out of the 30 questions were “negatively
worded and reverse-scored to reduce response set.”)

3% Webster. "An Exploratory Analysis of a Self-Assessed Wisdom Scale."
397 :
Ibid. p. 14.
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Table 4. Prototypical characteristics and sample items for all five self-assessed
wisdom scale dimensions

Dimension

Prototypical characteristics of high scorers

Experience

Rich and varied experiences in interpersonal contexts,
particularly those requiring resolution of difficult life choices;
experience coping with important life transitions; exposure to
life’s “darker side” (e.g., dishonesty, hypocrisy).

Q1I: I have experienced many painful events in my life.

Q16: I have experienced many moral dilemmas.

Emotions

Exposure to, and appropriate regulation of, the full spectrum of
human emotions; an ability to distinguish among subtle, mixed
emotions; an acceptance of, and openness to, both positive and
negative affective states.

Q17: I am very good at reading my emotional states.

Q27: 1 am good at identifying subtle emotions within myself.

Reminiscence

Reflectiveness, particularly as it pertains to one’s personal past;
using memories to “know oneself,” connect the past with the
present, and gain perspective.

Q18: Reviewing my past helps gain perspective on current
concerns.

Q28: Remembering my earlier days helps me gain insight into
important life matters.

Openness

Openness to ideas, values, and experiences, particularly those
which may be different from one’s own; willingness to sample
novelty; appreciation of multiple perspectives which may be
controversial; tolerance of others.

05: 1 like to read books which challenge me to think differently
about issues.

030: 1 do not like being around other persons whose views are
strongly different from mine.

Humor

Recognition of life’s ironies and a well-developed sense of
humor, especially of a self-effacing kind; ability and
willingness to make others feel comfortable; use of humor as a
mature coping strategy.

Q9: There is nothing amusing about difficult situations.

Q24: At this point in my life, I find it hard to laugh at my
mistakes.

Source: Adapted from Webster, Jeffrey Dean. "An Exploratory Analysis of a Self-Assessed Wisdom
Scale." Journal of Adult Development, 10, no. 1 (2003): 13-22, p. 16.

Webster conducted three studies to test the reliability of the scale, differences in people’s
implicit theories of wisdom, and the scale construct validity, respectively. In the first
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study, the SAWS was given to 87 men and 179 women, ages 18 to 74, having a mean
education level of 14.36 years. The main analysis was focused on the reliability of the
total score, and found: “For the entire scale a reliability coefficient of .78 was obtained,
indicating that the SAWS is a reliable instrument.”"®

The second study was designed to “demonstrate divergent validity.” Participants included
45 men and 44 women, ranging in age from 18 to 88, and having a mean education level
of 14.73 years. Half of the participants were instructed to complete the questionnaire as
they thought a wise person would and the other half of the participants were instructed to
complete it as they thought a foolish person would. In this study, the mean SAWS score
for those participants who were requested to answer as they thought a foolish person
would was 96.59; and the mean score for those requested to answer as they thought a
wise person would was 137.24. According to Webster, the difference in the scores is
highly significant and demonstrates that the participants had a strong sense of both terms
and that the SAWS showed “excellent discriminate validity insofar as people’s implicit
theories of wisdom are concerned.”*” Scores on the SAWS of 152 or higher are
classified as wise and scores below 152 are classified as non-wise. Webster notes that the
cutoff score for a “wise” designation was set relatively high since wisdom is
conceptualized as a rare phenomenon.

In the third study 39 men and 46 women, ranging in age from 22 to 78 years and having a
mean education level of 14.32 years, completed two additional scales to test generativity
and ego integrity, in addition to the SAWS. The 20- item Loyola Generativity Scale uses
statements such as “I try to pass along the knowledge I have gained through my
experiences,” and “[o]thers would say that I have made unique contributions to society.”
Sample items from the 10-item ego integrity scale reported by Taft and Nehrke include “I
am willing to take responsibility for my decisions,” “I would not change my life if I lived
it over,” and “I am discontented with my life.” Results showed that “the SAWS was
significantly correlated with both generativity and ego integrity, indicating that higher
scores on the SAWS are predictive of higher scores on both theoretically relevant
variables.”*"’

The total SAWS score found in the third study resulted in 63 (74.1%) participants
designated as non-wise and 22 (25.9%) participates designated as wise. These total
SAWS scores were correlated with demographic variables. The study found non-
significant correlations between the total SAWS scores and the educational levels of the
participants. This lead Webster to surmise:

3% Jason, Leonard A., Arne Reichler, Caroline King, Derryk Madsen, Jennifer Camacho, and Wendy

Marchese. "The Measurement of Wisdom: A Preliminary Effort," Journal of Community Psychology, vol.
29, no. 5,2001: 585-598. p. 17.

% Ibid. p. 18.

49 Webster. "An Exploratory Analysis of a Self-Assessed Wisdom Scale." p. 20.
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If we can view educational attainment as a crude proxy for intelligence, then this
suggests that the SAWS truly measures wisdom uncontaminated by intelligence.
This needs to be tested directly, however, with appropriate measures from
standardized intelligence tests.*"’

The SAWS also found no association between wisdom and age, which as Webster notes,
indirectly reinforces “the earlier contention that it is not chronological age per se which is
important, but the specific types of experiences one encounters over the life course.””*"*
Women scored higher than men on the SAWS, which, Webster suggests, might be
explained by the noncognitive emphasis of the SAWS and the fact that women often
score higher on scales that have an affect dimension than do men.

In conclusion, Webster contends that the SAWS appears to be a good start toward
developing a questionnaire instrument that can capture important dimensions of wisdom.
He recommends that other candidates for inclusion, such as social intelligence and
spiritual connectedness, should be explored, and notes that improvements to the SAWS
are underway.

3. Foundational Value Scale

Leonard Jason, et al. of DePaul and Roosevelt Universities in Chicago, developed the
Foundational Value Scale (FVS), reproduced below, as an assessment tool to measure the
construct of wisdom.*” The FVS was specifically designed to test people’s intrinsic
perceptions of wisdom. The authors decided to use this indirect approach to measuring
wisdom because they thought it “might be a less biased approach for assessing what
people consider to be wisdom than to ask participants to directly rate characteristics of
their own wisdom.”**

The scale is based on a factor analysis of a qualitative pilot study that asked 43
individuals to name the wisest living person they knew, whether they had met that person
or not, and then to discuss qualities of this person and give examples of the manifestation
of their wisdom. Participants in the study were, for the most part, highly educated: 2%
had a high school degree, 28% had at least one year of university, 21% had a university
degree, and 49% had a graduate professional degree. The categories mentioned most
were “drive / tenacity / leadership” and “insight / spirituality.” The second highest
response was “being smart” and “being loving.” Reliable / practical, creative / curious,

401 Jason, Reichler, King, Madsen, Camacho, and Marchese. "The Measurement of Wisdom: A Preliminary

Effort." p. 19.
42 1bid. p. 20.
3 Tbid.

49 Ibid. p. 591.
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being open, light-hearted, and ““a variety of other interpersonal skills” were also
mentioned.*”

406
Karen

The authors used these results as well as work by three authors, Thomas Berry,
Wegela,*”” and Margaret Burkhardt,**® to develop the Foundational Value Scale.
According to Jason, et al., Berry identified three basic processes or patterns of the
universe, namely differentiation, subjectivity, and communion, as well as activities or
actions that are in harmony with these processes and are considered ethical and
wholesome. Differentiation involves reverence for nature and seeing and “attending to”
all the creativity and varied expressions of life in the world; subjectivity refers to
individual inner depth, uninhibited imagination, creativity, and spontaneity; and
communion involves compassion and warmth for others, relationship, interrelatedness,

and the development of community.

According to Jason et al., Wegela identified spaciousness, clarity, and warmth as three
aspects of wisdom from a Buddhist point of view.

Spaciousness involves accommodating whatever experiences arise within a
person. Clarity involves fully apprehending the textures, temperatures, and colors
of our experiences, without embellishment. And finally, warmth involves
compassion for ourselves and others.*"

These qualities can be brought to any experience and when they are present they indicate
intrinsic health. The authors note: “Regardless of one’s external condition or physical
difficulties, health is always within us if we are open to these experiences; the purpose of
the healer is to uncover what already exists.”*"

Jason, et al. note that Burkhardt identified inner strength, meaning in life, and harmonious
interconnectedness as three characteristics of spirituality, which are connected with
wisdom. “Inner strength involves finding an animated sense of joy and peace within
one’s inner wellspring of awareness. Finding a meaning or a purpose in life points to a
sense of hope in the unfolding mystery, uncertainty, and ambiguity of life, and an ability
to see beyond present realities. The last characteristic, interconnectedness, involves
finding harmony with the self, others, and the universe.”*"!

“% Ibid.

*° Berry, Thomas. The Dream of the Earth, San Francisco: Sierra Club Books, 1988.

7 Wegela, Karen K. ""Touch and Go' in Clinical Practice. Some Implications of the View of Intrinsic
Health for Psychotherapy," Journal of Contemplative Psychotherapy, vol. 5, 1988: 3-23.

9% Burkhardt, Margaret A. "Spirituality: An Analysis of the Concept," Holistic Nursing Practice, vol. 3, no.
3, 1989: 69-77.

409 Jason, Reichler, King, Madsen, Camacho, and Marchese. "The Measurement of Wisdom: A Preliminary
Effort." p. 588.

0 1bid. p. 588.

1 bid. p. 588.
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Combining the ideas of these three authors with results of the pilot study, Webster
produced the Foundation Value Scale reproduced in Table 5.

Table 5. The Foundational Value Scale (FVS)

Definitely Maybe Not at all

1.Animation (rapture, joy, hope, and happiness) 4 32 1

. Harmony (balanced and centered within)

. Flow (so involved in an activity that nothing else seems to matter)

. Openness (can accommodate whatever experiences that arise)

. Gratitude and appreciation

. Appreciation of things as they are without embellishment

2
3
4
5. Positive self-esteem and self-love
6
7
8

. Compassion and warmth for others

9. Demonstrates a concern for the health of the environment

10. Feels love, fellowship, or union with god [however one defines this]

11. Sees meaning and purpose in life

12. Experiences an underlying unity in life

13. Capacity to cope with uncertainty

14. Intelligence

15. Good judgment

16. Humor

17. Childlike wonder and awe

18. Being in the present

19. Kindness

20. Problem-solving ability

21. Reverence for nature

Dl D D
R N N N R R R E R E R E R E S
NN N[N N[NNI [N NN N[NNI

22. Living a spiritual life

WW W W [([W[W W |W W[W|W[W|W[W|W|[W|W|[W|[W|W|[w|w
el el el el e e e e e e e e e e e e e e e Y e

23. Genius 5 4 2

Question: For each item, circle the number, using the 5-point scale below, that best describes a person who
has wisdom.

Source: Adapted from Jason, Leonard A., Arne Reichler, Caroline King, Derryk Madsen, Jennifer
Camacho, and Wendy Marchese. "The Measurement of Wisdom: A Preliminary Effort." Journal of
Community Psychology, 29, no. 5 (2001): 585-98, pp. 596-597.

The second study conducted by Jason et al. was designed to test the validy of the
Foundational Value Scale (FVS). The participants were 242 students in four university
introductory psychology classes, whose average age was 19 years. The scale, reproduced
in Table 5, originally contained 38 items, although it has since been reduced to 23 items,
each with a 5-point scale to indicate whether the concept best describes a person who has
wisdom. The students were also given four additional psychological tests that measure
levels of depression, stress, optimism, and social support: the Center for Epidemiology
Studies Depression (CES-D), a 20-item self-reported inventory of depression; Perceived
Stress Scale (PSS), a 4-item revised version of a previously 14-item measure of global
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perceived stress; the revised Life Orientation Test (LOT), a measure of positive
expectancies; and a shortened version of the Interpersonal Support Evaluation List
(ISEL), a 16-item scale. The students completed all five scales (including the FVS) in 15-
minutes.

The FVS data were analyzed using SPSS computer programs analyzing data internal
consistency and factor patterns. The results produced five components of wisdom, which
together explained 48% of the total variance. These components were:

* Harmony—balance, self-love, good judgment, appreciation, and purpose in life

*  Warmth—kindness, compassion, animation, being in the present, and sense of
humour

* Intelligence—use of one’s intelligence to solve problems and help others

* Nature—connection to Nature, a concern and reverence for the environment, the
experience of flow, a sense that all life is interconnected

e Spiritual—living a spiritual life, experience of union and wholeness*'?

This is one of the few studies to identify a spiritual element in wisdom. Higher age was
associated with higher scores on the Nature component than younger participants,
although the age range was only 17 to 27). According to Jason, et al., the scales
measuring support, depression, and stress were minimally correlated with the FVS scores.
Higher scores on the depression scale, however, were significantly related to the
spirituality component of the FVS and stress scores were negatively related the harmony
component of the FVS. Results found that the FVS has “adequate internal and test-retest
reliability.”*"> The authors suggest that use of the FVS as “a self-evaluat[ed] evaluation
of one’s own sense of wisdom rather than someone else’s [...] might be the most
common future use of such an instrument.”*"*

4. The Wisdom Development Scale (WDS)

Through qualitative methods such as semi-structured interviews and focus groups as well
as through explicit, expert reviews, Scott C. Brown of Mount Holyoke College in
Massachusetts developed a model of wisdom, which he used to develop a Wisdom
Development Scale (WDS). Brown created the WDS specifically to measure wisdom in a
collegiate environment.*'® In testing the model, Brown was joined by his student, Jeffrey
A. Greene. Stating that wisdom “encompasses many outcomes normally associated with
higher education,”*'® the authors are particularly concerned with student learning

2 1bid. p. 595.

3 Ibid.

“* Ibid.

13 Brown, S. C. "Learning across Campus: How College Facilitates the Development of Wisdom," Journal
of College Student Development, vol. 45, no. 2, 2004: 134-148.

¢ Brown, and Greene. "The Wisdom Development Scale: Translating the Conceptual to the Concrete." p.
1.
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outcomes and wisdom as it develops along the continuum of life in college (university)
students. According to Brown and Greene: “Wisdom develops when students go through
the core ‘learning-from life’ process, comprised of reflection, integration, and
application.”'” They elaborate:

[Wlhile a college education is more accurately conceptualized as a sum that is
greater than its individual parts, many studies related to learning outcomes isolate
discrete aspects of the college experience. Since discrete measures provide easily
understood measures of accountability, they miss more complex and meaningful
college-related student growth. Increasingly there is a greater interest in
understanding the more ineffable outcomes of students’ aggregate college
experiences that account for what they reflect, integrate, and apply what they
learn in and out of class, on and off campus.*'®

The final WDS is based on a multidimensional construct of wisdom containing seven
elements: self-knowledge, emotional management, altruism, inspirational engagement,
judgement, life knowledge, and life skills. Brown and Greene administered the 141-item,
seven-point Likert-type Wisdom Development Scale (WDS) to 1,188 undergraduate
students using a web-based questionnaire. Since their report is concerned with validating
the WDS, they did not report either the survey participant scores or the specific items
included in the scale. The authors conclude:

This study has established a preliminary scale to measure this wisdom construct,
and scores were found to be reliable and valid through both exploratory and
confirmatory factor analyses with this sample. This study is of particular interest
to constituencies who have a vested interest in undergraduate education, and with
further work, the scale can inform educational leaders’ efforts to increase the
holistic, integrative learning experience for their students.*"

Work on the WDS is ongoing and the authors have plans for multiple samples, using
participants with diverse ages and life experiences, in order to further demonstrate the
reliability and validity of the scale, especially in its use “to examine the impact of the
aggregate college experience.”*** The predictive, convergent, and divergent validity of
the scale have not been tested as of January 2006.

7 1bid. p. 6.
8 1bid. p. 1.
9 1bid. p. 17.
0 bid. p. 17.
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5. Learning Values

The evidence strongly suggests that, robbed of a broader meaning to our lives, we
have entered an era of often pathological self-preoccupation: with our looks,
careers, sex lives, personal development, health and fitness, our children, and so
on [...]. The harm that modern Western culture is doing to our psychic well-being
provides reason enough to forge a new system of values and beliefs. However, the
need is made even more critical by the relationship between modern Western
culture and the many other serious problems that Western societies face: the
seemingly intractable economic difficulties, the widening social gulf, the
worsening environmental degradation. Fundamentally, these are problems of
culture, of beliefs, and of moral priorities, not of economics.””

Richard Eckersley

Values are generally considered to be moral or ethical convictions or attitudes on which a
population bases its sense of purpose, goals, or directions to guide its actions.*** . It is
understood that broad and universal values such as equity, compassion, and a concern for
the common good among others, are more likely to lead to socially valuable outcomes
such as a healthy and well-educated population, environmental quality, security, and
social inclusion than values based more strongly on individualism and self-interest. As
noted above, this section is based on Western sources and the views of specific authors
on values, which are not compared with GNH values, per se. However, it is hoped that
the discussion of values in this section also reflects basic GNH values.

As previously noted, any measure of genuine progress is based on the implicit question—
“progress towards what?”—and is therefore normative by its very nature. A measure of
genuine progress assesses progress towards defined outcomes, and therefore inherently
embodies a vision or ideal towards which society aspires. In other words, it is literally not
possible to measure progress without a clearly defined sense of what it is that society
wants to achieve, which in turn is based on basic values.

Michael Hechter, writing for the Annual Review of Sociology, argues:

In part, social outcomes depend on the values, or motives, that lurk behind our
actions (they also depend on other subjective elements, such as beliefs and
attitudes toward risk). Among other things, the efficacy of the incentives that are
used to channel our behavior—by lovers, friends, advertisers, social movements,

21 Eckersley, Richard. "The West's Deepening Cultural Crisis," The Futurist, vol. 27, no. 6, 1993: 8-14. p.
3.
22 Heylighen. "What Is a World View?"
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employers, and states—depends wholly on people’s values. These values vary
widely—both within the same society (some people seem more interested in
attaining wealth, while others just as doggedly pursue status) and cross-culturally
[...]. It stands to reason that the institutions and organizations that are devised by
altruists will differ from those that are created by egoists.**’

Education has been concerned with teaching and developing values and improving the
quality of life in both Western and oriental traditions since antiquity. According to
Lourdes Quisumbing, the President of the United Nations Educational, Scientific and
Cultural Organization/ Asia-Pacific Network for International Education and Values
Education (UNESCO-APNIEVE), values are an integral component of basic education
and are needed for an individual “to survive, to live and work in dignity, and to continue
learning.”*** She lists the values needed for personal and social transformation as peace,
human rights, dignity, democracy, tolerance, justice, co-operation, and sustainable
development. Quisumbing notes:

Even if not explicitly stated, or perhaps not even consciously intended, values and
attitudes underlie the criteria and indicators in assessing all the areas of
educational goals and objectives [...]. It is only when we have the power to value
that we will be able to distinguish the essential from the nonessential, and to
realize that the dignity of the human person and the excellence of the human spirit
are the ultimate criteria of quality.**’

Quisumbing also notes that the goals of the UNESCO approach to quality education
emphasize learning the values and attitudes needed for peace, diversity, human rights,
and a sustainable future.**

Michael Adams, in his recent book, Fire and Ice: The United States, Canada and the
Myth of Converging Values, which represents a decade of polls by Environics Research
Group on social values, suggests that values are “the basic /earned motivators of human
behaviour,” [emphasis added]. **” while Environics CEO, Barry Watson, argues that
values are formed largely in adolescence and early adulthood experience:

Social values are informed by a person’s prevalent perceptions and learnings
provided both in the family and in his/ her close kinship group, and by exposure
to the predominant sociohistorical environment and influences of the times into

2 Hechter, Michael. "Agenda for Sociology at the Start of the Twenty-First Century," Annual Review of
Sociology, vol. 26, 2000: 697-698. p. 697.

24 Quisumbing. The Values /Attitudinal Dimension in Quality Education, accessed. p. 2.

2 1bid., accessed. p. 4.

#2¢ United Nations Educational Scientific and Cultural Organization (UNESCO). Major Programme I--
Education (Draft 31 C/5) Programme: Building Knowledge Systems through Quality Education and a
Renewal of Education Systems, Section 1.2.1 Towards a New Approach to Quality Education, Paris:
UNESCO, 2000.

27 Adams. Fire and Ice: The United States, Canada and the Myth of Converging Values.
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which he or she is born, is being raised, and comes of age (by which we mean
‘reaches sentient awareness of the world’) [...]. Values [...] can also serve, as a
person’s or society’s adaptation to, and justification of, current personal or
cultural practices.**®

Watson continues, that although values may change slowly they do evolve throughout
one’s lifetime, and may change more quickly in response to major socio-historical events
such as the spread of new technology and diseases such as AIDS, or acts of terror and
war.

Basically, values can help discriminate between what is beneficial to the wellbeing and
sustainability of society, and what is detrimental. Issues of concern, or issues that are
valued, are often used as proxies for values. Values are also referred to in the literature as
attitudes, beliefs, convictions, principles, or virtues. Watson notes:

[A] host of different aspects of people’s world views are well captured by an
assessment of their ‘values’. These aspects include: expectancies, perceptions, and
habits of thought; attitudes, judgments, and opinions; and intentions, tendencies
and actions. Values are a good description for a whole host of mental, emotional,
and motivational postures and preparednesses (or ‘sets’) with which we conduct
our transactions with others and ourselves.*”

According to Hitlin and Piliavin, values focus mainly on ideals, though these may be
pragmatic, whereas attitudes are generally more concerned with concrete social
objectives.*’ Although attitudes are relative, especially in a multicultural society such as
Canada, researchers can identify basic core value patterns within societies.”'

Values need to be sustained by the awareness of the population, the policy choices of
governments, and the actions of both. Anthony Judge, in The Encyclopedia of World
Problems and Human Potential, notices disconnects between values and actions, as, for
example, when millions of dollars are spent to maintain a comatose, brain-damaged
patient on life-support for many years or to maintain youthfulness with cosmetic surgery
and cosmetics, while millions of people in the world are dying of HIV/ AIDS, war,
genocide, and famine.*** Governments also frequently allow the degradation of the

28 Watson, Barry. What Are Social Values?, Breakthrough Institute, 2006; accessed June 2006; available

from http://www.thebreakthrough.org/future.php. p. 5.

2 1bid., accessed. p. 5.

9 Hitlin, Steven, and Jane Allyn Piliavin. "Values: Reviving a Dormant Concept," Annual Review of
Sociology, vol. 30, 2004: 359-393.

“1 Ibid.

2 Judge, Anthony. Encyclopedia of World Problems and Human Potential: Introductory Comments on
Programme on Human Values and Wisdom, Anthony Judge Website, 1993; accessed April 2005; available
from http://www.laetusinpraesens.org/docs/valsum.php.
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environment in exchange for short-term economic gains, which indicates that short-term
economic gains may be more highly “valued” than the environment.**’

John Peet argues that sustainability is not just a matter of science and economics, but is a
basic moral principle. He quotes Brown, et al. of the Worldwatch Institute:

We need a new moral compass to guide us into the twenty-first century—a
compass grounded in the principles of meeting human needs sustainably. Such an
ethic of sustainability would be based on a concept of respect for future
generations.**

In this review, we are especially concerned with universal values that reflect both GNH
values and the best of Western values, such as peace, compassion, and others that affect
human and ecosystem wellbeing and sustainability. However, we also review examples
of Western models based on values that do not produce healthy social outcomes. The
intention of the Bhutanese to bring GNH values and princples into every level of their
education system is exemplary, and can provide a powerful model for the rest of the
world. Educational curricula chosen, at least in part, by the degree to which they support,
nurture, and promote GNH values promise to ensure that GNH becomes embedded, not
only in the consciousness of the Bhutanese people, but also into the structure of
Bhutanese educational and other institutions.

5.1 Values and government policy models

Various governmental models, which are based on values, have developed in Canada, and
they each involve a different set of trade-offs between values and policy. Laycock and
Clarke provide a background report for the Canadian Policy Research Networks (CPRN)
citizen’s dialogue project, for which they reviewed federal and provincial Throne
Speeches, party election platforms, and Royal Commission reports from 1940 through
2002.*° They found three distinct socio-economic policy packages, which they define as
the market citizenship model, the brokerage citizenship model, and the social democratic
citizenship model. These models do not directly mirror the three main political partities,

3 Laycock, David, and Greg Clarke. Framing the Canadian Social Contract: Integrating Social,

Economic and Political Values since 1940, Canadian Policy Research Networks, Discussion Paper No.
P|02 Public Involvement Network, 2002; accessed May 2006; available from
http://www.cprn.com/en/doc.cfm?doc=39.

4 Brown, Lester R., Christopher Flavin, Hilary French, and Linda Starke. State of the World, 1999, New
York and London: Worldwatch Institute and W.W. Norton & Company, 1999. p. 21, cited in Peet, John "A
Guiding Ethic for the Socio-Economic System." Paper presented at the Sea of Faith Conference, New
Zealand, November 27, 1999, University of Canterbury; accessed March 2006; available from
http://sof.wellington.net.nz/peet1999.htm.

3 Laycock, and Clarke. Framing the Canadian Social Contract: Integrating Social, Economic and
Political Values since 1940, accessed.
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as they have developed both within and across the boundaries of the three parties.
Laycock and Clarke discuss each of these models in some detail and suggest that having
“clarity and transparency concerning these values is essential to the health of our
democracy.”***

Basically, the market citizenship model, which emerged in the 1980s, promotes
individualistic freedom and responsibility, “consumer sovereignty” and the free market,
and opposes government intervention and “‘special rights’ or other support for various
organized interests and institutions.”*’ Here, “the values and practices of private market
relations constrain and largely define social and political values.”*®

The brokerage citizenship model justifies, through political and social values, moderate
regulation of the market and a modest welfare state. However, Laycock and Clarke ague,
“‘too much’ emphasis on enhancing access and rights for all groups is rejected because
too much state presence in the economy is seen to undermine business confidence and
economic performance.””*’

The social democratic citizenship model supports a high degree of government
involvement in the economy and an extensive welfare state. According to Laycock and
Clarke: “In this model, political and social values play a large role in constraining the
operation and social impacts of the private economic market and its values [...]. In this
model, we also see assertions that the social co-operation required for overall social
welfare is undermined by the activities and institutions of the market economy.”**
Laycock and Clarke state that this view is rare in the previous two models. However,
modern versions of the social democratic citizenship model also emphasize equality of
opportunity within the market economy.

Laycock and Clarke argue that since the mid-1980s, all of these models have focused
more on economic growth, deficit reduction, and boosting business confidence than on
previous “redistributive commitments and initiatives than they had in the previous two
decades.”**! The authors have found significant gaps between “value commitments” and
“obligations to future generations,” and, in particular, towards “policies on the
environment we are leaving succeeding generations,” which, they argue “will turn out to
be one of the biggest social justice and collective social obligation questions of the
twenty-first century.”***

[Flederal legislation over the past decade has addressed water quality, air
pollution, endangered species, fish-stock depletion, agricultural land degradation,

¢ 1bid., accessed. p. v.

7 1bid., accessed. p. 22.
8 1bid., accessed. p. 33.
9 1bid., accessed. p. 35.
*01bid., accessed. p. 36.
*1bid., accessed. p. 14.
*21bid., accessed. p. 27.

138



GPlAtlantic

and other environmental questions. But this legislation and its official government
promotion is typically placed in the context of improving or at least not
compromising medium to long-term economic growth. It is seldom framed in
relation to questions of long-term distributive justice. Put simply, Canadians are
not encouraged to think of trade-offs between short-term economic gain and long-
term social obligations and justice between generations. [...] For these issues,
trade-offs between social, economic and political values are bound soon to
become undeniably substantial and very difficult. It is easy to imagine
circumstances in which our individual freedoms and rights would have to be
radically curtailed following environmental disasters and related vital resource
shortages (of drinking water, fresh air, fuels, various foodstuffs, or even
accessible wilderness).**

Because of the eological crisis, Laycock and Clarke argue that, in the near future, we will
need to ask: “What role could or should the state play in enforcing which balance
between co-operative and competitive behaviours and mechanisms in economic
relationships?”*** In conclusion, they suggest:

In short, despite our political leaders’ past inattention to the connections between
questions of distributive justice and environmental stewardship, there are good
reasons to believe that they will be under increasing pressure to include future
generations in our public considerations of what justice requires.**

5.2 Values and sustainable behaviour

Canadians, as Rosell and Furth note, show pro-environment values on polls, yet they
often act in ways that threaten sustainability:**°

Polls indicate that Canadians are among the most staunchly pro-environment
citizens on the planet. Nine out of ten Canadians rate the environment as one of
their top concerns; and three out of four say that sustainable development should
be a major priority for Canada. Yet despite these strongly held views and values,
Canada is among the world’s most wasteful nations in terms of energy
consumption, water use, and greenhouse gas emissions. And even though strong
majorities of Canadians say that automobiles and fossil fuels pose a ‘major’ threat

3 1bid., accessed. p. 27.

**1bid., accessed. p. 27-28.

3 1bid., accessed. p. 28.

¢ Rosell, Steven A., and Isabella Furth. Listening to the Public: Understanding and Overcoming Barriers
to Sustainability, Sustainability Research Initiative, Viewpoint Learning, Inc., 2006; accessed June 2006;
available from http://www.viewpointlearning.com/publications/reports/BC_sustainability 0306.pdf.
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to nature and that they are ‘very concerned’ about air quality, SUV sales have
increased at double-digit rates over the last several years.*’

If Canada is to move toward sustainability, Rosell and Furth suggest that “[e]xplaining
this gap between the public’s stated values and their actual behaviours is essential.”***

Carol Saunders, et al. note: “The transition to global sustainability will require changes in
human values, attitudes, and behaviors.”*** They identify some of the obstacles to
behaviour change as including:

... the direction and strength of attitudes, insufficient individual capabilities,

social norms and cultural beliefs, incentives or disincentives, and structures such

as laws, regulations, technology, and the broader socioeconomic and political
450

context.

They note that the model of planned behaviour developed by Ajzen is often applied to
environmental behaviour. This model suggests that “attitudes are most likely to predict
behavior when the level of specificity of the attitude matches that of the behavior, when a
person perceives that social norms support the behavior, and when the person thinks he or
she is able to do the appropriate behavior.”*' Saunders, et al. also note that more recently
psychologists have focused on a broader set of predictors in which strong attitudes,
developed through ““ a thoughtful process,” and which are consistent with emotions and
values, “are most likely to predict behavior.”**

Swedish researchers Nordlund and Garvill have developed and tested a model, through a
survey questionnaire, that confirms that general values influence environmental values,
problem awareness, personal norm, and proenvironmental behaviour (these latter terms
are defined presently).*® We include this study here, in some detail, as an example of the
types of sustainability values with which we are concerned.

Personal norm, in this study, is seen as a feeling of moral obligation to protect the
environment. Proenvironmental behaviour is seen as behaviour that often involves a
choice between acting in one’s own immediate interest or acting in the long-term interest
of the collective or the environment, when the choice may have negative personal

447
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Ibid., accessed. p. 8.
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9 Saunders, Carol D., Amara T. Brook, and Olin Eugene Myers Jr. "Using Psychology to Save
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703.
433 Nordlund, Annika M., and J orgen Garvill. "Value Structures Behind Proenvironmental Behavior,"
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consequences such as inconvenience, higher material cost, or the need to change
.. 454
habits.

Nordlund and Garvill hypothesized that, in previous research where a weak relationship
between values or general attitudes and proenvironmental behaviour was found, the focus
was on levels of abstraction that were not directly related to specific situations calling for
specific behavioural responses. Their model, derived from previous research on general
and environmental values and behaviour, identifies a pattern of relations between values
and proenvironmental behaviour. Specifically, general values influence environmental
values, both general values and environmental values together influence problem
awareness, values and problem awareness influence personal norm, and personal norm
influences behaviour. Nordlund and Garvill note that the results of the study mirror those
found in social value orientation research.

According to the norm activation theory, an important antecedent to
proenvironmental behavior is the activation of a personal moral norm. This
activation takes place when the individual perceives environmental conditions that
threaten something the individual values (nature, other humans’ well-being, one’s
own well-being); that is, the individual is aware of environmental problems. The
personal norm, experienced as a moral obligation to act to protect whatever is
threatened, is derived from the individual’s relevant general and environmental
values. Thus, we expected the individual’s general and environmental value
orientations to influence the personal norm [...]. The results showed that the
effects of general and environmental values and problem awareness on
proenvironmental behavior are mediated by the personal norm and that the
personal norm can be viewed as an important general predisposition to act in a
proenvironmental manner.*>

Nordlund and Garvill used a mail-back questionnaire to survey 1,414 respondents in
Sweden, of whom 53% were women and 47% were men. The mean age was 41.03 years;
41% of the women respondents had higher education credentials, and 37% of the men
had higher education credentials.

General value orientation was assessed using the Swartz Value Inventory Scale, which
asks respondents to rate, on a 9-point Likert-type scale, the degree that 24 values function
as a guiding principle in their lives. Value types are described by two dimensions
representing opposing views: self-transcendence, which is more concerned with
collective interests and which combines the value types of universalism and benevolence,
and self-enhancement, which is more concerned with individual interests and combines
the value types of power and achievement.

4 Ibid. pp. 751-752.
33 bid. pp. 745, 751.
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Self-enhancement (individualism) is represented by nine values: “social power,
wealth, social recognition, authority, self-respect, ambitio[n], influen[ce],
capablility], and success.”

Self-transcendence (collectivism) is represented by 15 values: “equality, a world
at peace, unity with nature, wisdom, a world of beauty, social justice, broad-
minded[ness], a protected environment, mature love, true friendship, loyalty,
honesty, helpfulness, responsibility, and forgiv[ness].”*°

The authors note:

Several studies have shown that people who give priority to collective, or self-
transcendent, values are more willing to engage in different forms of altruistic,
cooperative, or proenvironmental behavior than people who give priority to
individual or self-enhancement values.*’

The next part of the questionnaire consisted of 21 statements and respondents were asked
to indicate the degree to which they agree or disagree with the statement. Six statements
assess the environmental values of ecocentrism and anthropocentrism, 12 statements on
the questionnaire assess awareness of environmental problems, and three statements
assess personal norm. Examples of the 21 statements are as follows:

environmental values:

o ecocentrism (3 statements)— “[I]t makes me sad to see natural
environments destroyed.”

o anthropocentrism (3 statements)—"[T]he thing that concerns me most
about deforestation is that there will not be enough lumber for future
generations.”

problem awareness (12 statements)—Awareness of negative consequences:

o for people in general (social)—“[H]ealth effects from environmental
pollution are more serious than we believe.”

o for the person himself or herself (egoistic)— “[L]aws for environmental
protection decrease my freedom of choice.”

o for the biosphere (biospheric)—“[D]uring the years to come, thousands of
species will become extinct.”

o general consequences—"‘l am worried about environmental problems.”

personal norm regarding environmental protection (3 statements)—*I feel a moral
obligation to relieve the environmental problems.”*®

436 Schwartz, Shalom H. "Universals in the Content of and Structure of Values: Theoretical Advances and
Empirical Tests in 20 Countries," Advances in Experimental Social Psychology, vol. 25, 1992: 1-65. cited
in Nordlund, and Garvill. "Value Structures Behind Proenvironmental Behavior." p. 747.
*7Nordlund, and Garvill. "Value Structures Behind Proenvironmental Behavior." p. 743.
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To assess proenvironmental behaviours, respondents are asked how often (regularly,
sometimes, rarely, and never) they perform 25 different behaviours that represent
different domains of everyday behaviours. For example:

* recycling / reusing (13 items, e.g., “recycling of paper, plastic, and metal”)

* environmentally responsible consumption (7 items, e.g., “buying environmentally
friendly products™)

* energy conservation (3 items, e.g., “saving hot water in the household”)

* transportation behavior (2 items, e.g., “using [...] modes of transportation [other]
than automobile”)*’

As expected, the results of the survey support the pattern of relationships between values
and proenvironmental behaviour hypothesized by the authors. Specifically, the results
show a positive correlation between the dependent variable of proenvironmental
behaviour and the independent variables of self-transcendence, ecocentrism, awareness of
problems, and personal norm, which, in turn, showed a strong positive effect on
proenvironmental behaviour. Self-transcendence had no effect on anthropocentrism. A
positive correlation was found between self-enhancement and anthropocentrism, which
was negatively or not significantly related to ecocentrism, problem awareness, personal
norm, and proenvironmental behaviour. The authors expand upon this correlation:

Individuals who gave priority to self-transcendent values were more aware of the
threats to the environment and perceived a stronger moral obligation to act to
protect the environment than individuals who gave priority to self-enhancement
values [...]. In this study, the personal norm can be seen as derived from self-
transcendent and ecocentric values and activated by the problem awareness [...].
Thus, the results in the present study indicate that for environmentally significant
everyday behaviors, it is meaningful to talk about a general disposition to act to
protect the environment and toward general proenvironmental behavior.**

9 1bid. p. 747.
0 Ibid. pp. 752-753.
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5.3 Value-basis of an ecologically sustainable future

Values, or belief-systems and worldviews, influence how one views and behaves in the
world. Learning in general is also influenced by values, worldviews, and cultural
assumptions, and how those underlying values are transmitted. Learning values operates
at deeper and subtler levels than that of learning information about the external world,
which is normally associated with concepts of education. So deep and pervasive are these
worldviews and assumptions that they are generally not recognized as such, and
alternatives are frequently not even conceived. According to C.A. Bowers, critical
thinking or pedagogy taught in schools does not go far enough, since the value basis of
critical thought is rarely questioned.*®!

Physicist and author Jeremy Hayward observes some of these unquestioned cultural
assumptions, and notes that there is now a general agreement on the following three
points among philosophers of science, who have moved past the general “correspondence
theory of truth,” which views “truth” as totally objective. In this consensus, observations,
meanings of descriptive terms, and facts are all “theory laden,” and dependant on the
associated values or belief systems of those holding the values. He defines these three
points as follows:

* Observations are theory laden. The belief system influences how one views,
describes, or interprets the world. Therefore, what one observes depends on one’s
theories and expectations.

* Meanings are theory dependent. The meanings of descriptive terms (e.g., electron,
wave) used in a theory change as the theories change. Therefore, as theories
change, the ‘real things’ which they purport to be about to some extent change
their qualities as well.

* Facts are theory laden. What counts as a fact depends on the belief system
associated with a theory and, therefore, ultimately, on the group decision of the
community of scientists holding this belief system. Facts are not the ultimate
standard of ‘reality.”*®*

Hayward presents many examples of these three points, but the main issue is that the state
of the world is a reflection of human values, knowledge, and activities, rather than the
inevitable unfolding of objective “truth.” This raises the issue, as Michael Bonnett notes,
of the nature of Western rationality, and its ability to understand environmental issues
when it is divorced from considerations of value and the non-rational aspects applicable

1 Bowers. Mindful Conservatism: Rethinking the Ideological and Educational Basis of an Ecological

Sustainable Future.
%2 Hayward, Jeremy. Perceiving Ordinary Magic: Science & Intuitive Wisdom, Boston: Shambhala
Publications, 1984. pp. 76-77.
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to these issues such as empathy, identification with nature, and the broader spiritual
dimension.*®’

Educator and author C. A. Bowers argues in his book, Mindful Conservatism, that
assessments of social and economic choices should be based on whether or not these
actions contribute to or further destroy an ecologically sustainable future.*** In order to
do this, he asserts, we need to ask difficult questions that may threaten the status quo and,
in doing so, overcome deeply ingrained cultural assumptions. Bowers suggests that
knowledge needs to be organized in terms of a different set of cultural assumptions and
cultural values than those currently taught in education systems.*®> He argues, as noted by
Stephen Fain, et al. that the current values taught, whether explicitly or implicitly,
contradict the idea of sustainability:

[T]he current aim of education is to prepare students to enter an economic system
that is incompatible with the Earth’s survival. Instead of solely reproducing the
existing culture, [Bowers] proposes that education should support cultural change
that focuses on environmental sustainability.*®°

As noted in Chapter 1, Bowers records that there are three main assumptions or cultural
practices and patterns of thinking that are accepted without further thought, that form the
basis of Western thinking, and that are taught in schools. These assumptions are also
translated into educational, governmental, corporate, and family policies. However, these
values or assumptions, Bowers believes, are unsustainable and responsible for ecological
destruction. He suggests: “Adding environmental issues to courses that students who may
assume leadership positions in the future take will do little good if the underlying
cultural, taken-for-granted interpretative framework is not changed.”**’

Although Bowers is speaking specifically about the U.S., analysts also question whether
these values are also increasing found in Canada and other Western nations.**® These
main cultural assumptions or values, which Bowers also calls “root metaphors” that co-
evolved with the Industrial Revolution, include:

* Individuality—or a view that sees the individual as the basic social unit without
regard to the interdependent nature of reality. According to Bowers, the view of

493 Bonnett, Michael. "Education for Sustainability as a Frame of Mind," Environmental Education

Research, vol. 8, no. 1, 2002: 9-20.

4 Bowers. Mindful Conservatism: Rethinking the Ideological and Educational Basis of an Ecological
Sustainable Future.

% Tbid.

¢ Bowers. The Culture of Denial. cited in Fain, Barantovick, and Martin. "The Aims of Education in an
Age of Stasis and Change." p. 9.

T Bowers. Mindful Conservatism: Rethinking the Ideological and Educational Basis of an Ecological
Sustainable Future. p. 165.

%8 Romanow, Roy J. "A House Half Built. A Former Premier Argues That Canada Must Return to Its
Nation-Building Roots," The Walrus, vol. 3, no. 5, 2006: 48-54.
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the importance of the “autonomous individual” undermines “cultural self-
sufficiency” and “networks of mutual support that represent alternatives to today's
growing reliance on the market.”*®

Anthropocentrism—an anthropocentric view of the world that sees humans as
“the focus of all knowledge, creativity, and intelligence, [which] negates the
importance of culture, tradition and ecology.” The current anthropocentric pattern
of thinking about the natural environment “casts the environment as an economic
resource or as a totally irrelevant factor when thinking about educational
reform.”*"’

Current view of progress—a view that sees change as inherently progressive and
good, which “denies the importance of traditional ways of knowing, including
indigenous knowledge and rituals.”*”' Bowers notes that “the keystone holding
this symbolic structure together is the assumption that constant cultural changes
are the expression of a linear form of progress. Indeed, this framework leads to
equating the rate of change with the rate of progress and thus the drive to increase
the rate of change through technological innovations.”*’?

Bowers argues that in order “to conserve the self-sustaining capacity of the Earth and the
resilience of diverse cultures,” as well as the public commons, Western cultures need to
change in six fundamental ways:

1.

2.

from so-called autonomous individuals to human beings embedded and sustained
through relationships and dependent on nature

from ego-centred individuals to human beings owning up to responsibilities
toward nature as well as past, present, and future generations

from so-called culturally neutral [...] universal technology to the appreciation of
cultural and social embeddedness of any application of technology, its true costs
and benefits, the responsibilities of scientists, and the over-arching importance of
the precautionary principle

from the commodification of everything to values that guarantee long-term
sustainability of communities and nature

from the myth of ‘development’ to the recognition that overdevelopment and
overconsumption are the prime reasons for the unsustainability of the Western
model

from a monetised and consumption-orientated notion of wealth to one that centres
around the life-enhancing qualities of what we do.*”
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Alexander Lautensach, at the University of Ackland, New Zealand, also identifies
“counterproductive values” as one of the causes of the environmental crisis:

Current educational practice in the mainstream worldwide is not fulfilling its
potentially pivotal role in counteracting the environmental crisis. Tertiary
education has even been accused of contributing more to the problems than to
their solutions. The shortfall is caused by the transmission of harmful or
counterproductive values, beliefs and attitudes and by the failure to elicit more
productive learning outcomes.*’*

In this case, learning outcomes are the “ecological concepts and the values, beliefs and
attitudes that would provide the basis for sustainable living.”*’> Lautensack proposes that
to address this shortfall, education needs to redefine progress as striving toward
sustainability, replace anthropocentric values with ecocentric values, and reorient
education towards the future. In order to transform values into ones that foster
sustainability, he suggests that this be pursued in four stages: developing a critical
attitude among learners to question dominant values, acquiring the requisite cognitive
skills to do so, adopting the new ecocentric values, and developing an attitude to act on
one’s values.*’®

Other analysts, such as Kiyo Izumi, have expressed these three cultural values as trends
that might be symptomatic of a disconnection between values and the need for
sustainability and wellbeing of both the human populace and the natural world.*"’
Basically, these three analogous trends, which are fundamentally “facts of life,” seem to
be intensified in Western culture. The trends are indicators of:

a worldview increasingly based on self-absorption and individuality

the growing speed of change and the growing tendency to deny the reality of
impermanence

3. adeepening of underlying pain and suffering, as seen in the increase of anxiety,
fear, and stress in society

N —

These trends are mentioned often in the literature. The first two trends, in fact, are widely
encouraged within the business community, and are seen, for example, in the need to
create individual desires for specific products to encourage economic growth, and in the
perceived need to work and innovate faster than the competition in order to progress and
survive. On the other hand, trends indicative of values more connected with the holistic

47 Lautensach, Alexander K. 4 Tertiary Curriculum for Sustainability, Paper presented at the Australian

Association for Research in Education, Melbourne, November 29-December 2, 2004; University of
Auckland, New Zealand, 2004; accessed March 2006; available from
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7 1bid., accessed. p. 2.
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environment, and that are more in line with GNH values, include a worldview
increasingly based on co-operation; a deepening understanding that progress does not
necessarily involve speed; and a growing sense of happiness and wellbeing in society.

We look at each of these value systems below since these are the values some consider to
be extremely important for sustainability and GNH.

5.3.1 Individual versus collective responsibility

Individuality and competition among individuals and groups is often so taken for granted
in Western societies that alternatives, such as models of development based on co-
operation and interdependence, are excluded. Roy Romanow argues that Canada is
actually based on communitarian values, empathy, and careful attention to the needs of
the public commons.*’® He suggests that “shared destiny” is “central to our national
identity and to all political and social progress in Canada.”*”” However, Romanow is
concerned that “there is a palpable momentum toward decentralization, individualism,
and privatization” and that “unbridled competition appears to be the new orthodoxy.” He
continues: “This potent mix could alter decades of successful national advancement and
threaten Canada’s collective prosperity.”** In this literature review, we regard such
deeper worldviews as co-operation and interdependence, and their origins and methods of
transmission, as a key element of learning and education.

Geert Hofstede was one of the first researchers to model cultural research around the
concept of individualism; with his book, Culture’s Consequences, he has inspired
researchers for the past two decades.”®' Hofstede defined individualism as a focus on
rights above duties, a concern for oneself and immediate family, an emphasis on personal
autonomy and self-fulfillment [over helping others], and the basing of one’s identity on
one’s personal accomplishments.”*®* Schwartz considers individualistic societies “as
fundamentally contractual, consisting of narrow primary groups and negotiated social
relations, with specific obligations and expectations focusing on achieving status.”**

78 Romanow. "A House Half Built. A Former Premier Argues That Canada Must Return to Its Nation-
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The alternative viewpoint is rarely transmitted and taught, either explicitly or tacitly,
particularly in the U.S. Daphna Oyserman, et al. note that there is in fact a fundamentally
different possible worldview than that generally taken for granted in the U.S., and that
“the core element of collectivism is the assumption that groups bind and mutually
obligate individuals.”*® The majority of studies on collectivism define it as a focus on
relatedness to and altruism toward others, a feeling of interdependence, a striving for
harmony and avoidance of conflict, and a sense of belonging. Oyserman, et al. note,
however, that collectivism is not simply the opposite of individualism, since collectivism
may refer to a broader range of values, attitudes, and behaviours than individualism. They
suggest: “It is probably more accurate to conceptualize individualism and collectivism as
worldviews that differ in the issues they make salient.”*"’

The Royal Commission on the Economic Union and Development Prospects for Canada
(MacDonald Commission) produced a major report in 1984, which asserted that
competition formed the base of Canadian society, and that conflict was part of the social

order that needed to be accommodated within the social structure:*%

We also live in a society that, like other successful societies, values competition
and, indeed, relies upon it for basic protection: our judicial, electoral,
parliamentary and economic systems are all based on competition, and in large
measure, are deliberately adversarial.**’

In response to this report, the Canadian Congress for Learning Opportunities for Women
(CCLOW) asserted:

When competition is valued, differences are emphasized and similarities and
common purposes are overlooked. Individualism and self-reliance are emphasized
and community, sharing and co-operation ignored. It is no coincidence that the
Commission placed self-reliance at the top of its list of the main aspirations of
Canadians. This is not to say that individualism and self-reliance must not be
valued in our society. However, an emphasis on self-reliance must be balanced
with an equal emphasis on co-operation—Canadians working together to achieve
self-reliance as individuals and as a collective.*™

% Oyserman, Coon, and Kemmelmeier. "Rethinking Individualism and Collectivism: Evaluation of
Theoretical Assumptions and Meta-Analyses." p. 5.

5 Ibid. p. 5.

8¢ Royal Commission on the Economic Union and Prospects for Canada. Challenges and Choices, Ottawa:
Minister of Supply and Services, Canada, 1984.

7 Ibid. p. 28, cited in Canadian Congress for Learning Opportunities for Women (CCLOW). 4 Response
to Challenges and Choices, Submitted to the Royal Commission on the Economic Union and Development
Prospects for Canada, 1984; accessed December 2005; available from
http://www.nald.ca/canorg/cclow/doc/the royl/Cover.PDF.
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In 1995, Suzanne Peters of the Canadian Policy Research Networks (CPRN) examined 15
years of data collected from 50 polls taken between 1980 and 1995, to examine Canadian
values. Peters notes: “Collective responsibility reflects the democratic contract and an
ecological view of providing for others as a means to strengthen links across the chain of
societal well-being.”**

According to Peters, Canadians struggle to find a balance between self-reliance and
collective responsibility. However, as seen in Figure 7 below, between 1980 and 1995,
almost twice as many Canadians believed that Canadian society should be “a unified
body pursuing a common goal” as believed it should be “a collection of people
independently pursuing their own goals.”

In 1987, the general public more often said that Canadians should have a common goal
than did the elite (business and political leaders) public.

Figure 7. Percentage of Canadians who view ideal society as individualist or
collectivist, by general or elite public, 1987

49
A unified body pursuig a
common goal
37
independently pursuing
their own goals 27
Neither
32
M General public 10 20 30 40 50 60
Elite public Percentage of Canadian public with preferred view of society

Note: “Elite public” is defined as those people who hold positions as business or political leaders.

9 Peters, Suzanne. Exploring Canadian Values: Foundations for Well-Being, Ottawa: CPRN Study No. F-

01, Canadian Policy Research Networks, 1995. p. 7.

150



GPlAtlantic

Source: Institute for Social Research, “Attitudes toward Civil Liberties and the Canadian Charter of
Rights,” March-August 1987, cited in Peters, Suzanne. Exploring Canadian Values: Foundations for Well-
Being. Ottawa: CPRN Study No. F-01, Canadian Policy Research Networks, 1995.

Peters also conducted 25 focus groups in eight Canadian cities. These focus groups
considered and discussed conflicting value statements such as those concerning
individual responsibility versus collective responsibility. Examples of statements made
during the focus groups include:

“We have a responsibility to take care of each other.”

* “Life is what you make of it; if you sit back and do nothing, you can’t expect life
to be good.”

*  “People should not blame society for their problems because they’re responsible
for the choices they make.”

* “Society has a responsibility to take care of those who can’t take care of

themselves.”*"”

Focus group comments concerning these issues include the following examples:

* “In a democracy where we participate, I think the first premise that we have to
make is that we’re all responsible for the other guy.”

* “Because if we don’t, there’s a breakdown in taking care of people. If there’s a
breakdown somewhere along the line, the repercussions become massive.”

*  “We have a responsibility as human beings in this country to take care of
ourselves, to be educated, to be aware, and to contribute.”

¢ “The country is only as healthy as the poor in the country.”*"

On the other hand, Donald Taylor, from McGill University, maintains that Canadian

values tend to be individualistic, and place a premium on individual autonomy and

achievement, although he notes that there is a current struggle in Canada over individual

versus collective rights.*”> The 1999 Environics 3SC Social Values Monitor Survey of

2,600 Canadians ages 15 and over measured traditional versus modern values and

whether people were “self” or “other” directed.*”” This survey, which has been conducted

annually since 1983, includes over 250 questions that measure more than 75 values,

0 1bid. p. 3.

“1bid. p. 7.
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motivations, and socio-cultural characteristics. The survey found that Canadians were
moving from being “traditional other directed” to “modern self directed.”

According to Oyserman, et al., most Western societies value individualism more than
they value collectivism.*** In fact, Oyserman, et al. declare, “To contemporary
Americans, being an individualist is not only a good thing; it is a quintessentially
American thing.”*”” They conducted a meta-analysis of 83 studies on individualism-
collectivism (IND-COL) to determine whether (European) Americans were more
individualistic and less collectivistic than members of other groups and nations. In their
analyses, the authors stress that they include as American both Canada and the United
States, since “the field clearly assumed an approximate equivalence between the cultures
of Canada and the United States in terms of IND and COL.”*° In addition, the authors
found only one empirical study examining this assumption and it supported their own
conclusion. Overall, the empirical evidence did find European Americans to be more
individualistic—valuing personal independence more—and less collectivistic—feeling
responsibility toward other—than other societies.

The meta-analysis conducted by Oyserman, et al. clearly articulates some ways in which
IND and COL influence basic worldviews and values. They conclude:

First, not everyone makes sense of the self in terms of high self-esteem or positive
self-views, as Americans do. Second, far from being universally tied to IND or to
COL, wellbeing is related to attaining culturally valued outcomes. In terms of
attribution and cognitive style, not everyone spontaneously and persistently
ignores contextual influence on human behavior as Americans do. Finally, people
are likely to differ in what they understand to be reinforcing and rewarding and
how they treat in-group as opposed to out-group members.

Further, the body of cultural evidence does make clear the need to include
relationality and desire for closeness to others as components of self-concept,
well-being, and intergroup relations, whether considering these parts of a single
psychology or as multiple psychologies. [...] Americans are individualists as
defined by their responses to IND scales, the way they define themselves, and
what evidence they find convincing and motivating, but it is equally clear that
Americans are relational and feel close to group members, seeking their advice.*"’

John Ralston Saul refers to “the loss of our sense of the other” as insanity.*”® He asks:
“What is common sense if not shared knowledge? [...] Shared knowledge or common
sense lies at the core of any successful society.”*”” Saul reminds us that the seventeenth

494 Oyserman, Coon, and Kemmelmeier. "Rethinking Individualism and Collectivism: Evaluation of
Theoretical Assumptions and Meta-Analyses."

3 bid. p. 3.

¢ Ibid. p. 6.

¥ 1bid. p. 45.

% Saul, John Ralston. On Equilibrium, Toronto: Penguin, 2001. p. 47.

9 1bid. p. 19.
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and eighteenth century theory of happiness was an expression of the public good and of
the public welfare:

[I]n the expression "life, liberty, and the pursuit of happiness", "happiness" is a reference
to the public good, not a reference to savage individualism, meaning that you can go
away and look after only yourself and make only yourself happy. It's the exact opposite
of the idea, which is unfortunately generally understood around the world.””’

Sean Cubitt also describes succinctly how the idea of the individual in Western societies
is leading to “the emergence of the individual self as the final unit of society”:

[T]he individualistic model of subjectivity dominant in the West is a historical
phenomenon not necessarily shared by all cultures in all times. The Western self
is not constitutive of ‘human nature’ and has become in its own way something of
a liability. In the collapse of the extended family and of the community of care in
the West, the nuclear family has been called upon to provide the central support
mechanism (as well as the core system of consumption) [...]. But this system,
plagued with the embarrassing statistics of single parenthood, non-procreative
households and divorce, is clearly insufficient to live up to the demands placed on
it. In its place, we can already see emerging, in the discourses of insurance sales,
health promotion and aspirational advertising for example—those preeminently
future-oriented discourses—the emergence of the individual self as the final unit
of society. For me this was most clearly caught in a billboard for a health
insurance company spotted in New York in 1990, featuring an athlete, and with
the s;[g?pline ‘Look After Yourself.” The implication: no one else will look after
you.

The individualistic worldview, so omnipresent in North America, in turn affects other
elements of learning and education in ways that are more pervasive and penetrating than
formal educational structures. Industrial societies have learned a great deal about how to
create individual wealth, for example. However, as van Gelder and many others argue,
they know very little about how to distribute this wealth and remove the material reasons
for poverty so that all are cared for, including children.’® Too often, our educational
processes exclude learning on such distributional issues because they do not fit well into
the pervasive worldview.

%% Saul, John Ralston. "Good Governance as the Key to Gross National Happiness." Paper presented at the
Second International Conference on Gross National Happiness: Rethinking Development: Local Pathways
to Global Wellbeing, Antigonish, Nova Scotia, June 20- 24, 2005; accessed December 2005; available from
http://gpiatlantic.org/conference/proceedings/saul.htm. p. 5.

91 Cubitt, Sean. "Mediation and the Future of Distributed Subjectivity," Futures, vol. 31, 1999: 827-834.
pp. 831-832.

392 van Gelder, Sarah Ruth. "Self and the Cultural Creatives," Futures, vol. 31, 1999: 822-826.
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Competition and “survival of the fittest”

Observers note that the individualistic values of competition, aggressiveness, and
“survival of the fittest” seem to be enshrined in Western society and are rarely
questioned. John McMurtry comments that the demand for survival in the global market
“has become a regulating principle of consciousness that even education administrators
daily intone.”*® John D. Rockefeller, Sr. expressed this view and these values expressly:
“The growth of a large business is merely a survival of the fittest [...]. It is merely the
working out of a law of nature and a law of God.”*** In such statements, the reality that
such views are not inevitable, but are learned, is not acknowledged.’”’

Most people in Western societies have been taught in school that Charles Darwin
discovered the theory of evolution by natural selection, which has two parts—evolution
and natural selection. These, in turn, have come to be known colloquially as “survival of
the fittest.” This view of natural selection as the survival of the fittest has become deeply
rooted in the assumptions of Western culture. It is the view that nature is essentially
hostile and that human nature is essentially selfish and must compete to survive. Very
few biologists dispute the theory of evolution. Many contemporary biologists, however,
consider the theory of natural selection, as the way in which evolution happens, to be
incorrect.”” These biologists see evolution as more like a “mutual creative game,” rather
than a struggle for survival.”"’

According to Jeremy Hayward, the theory of natural selection arose from Darwin’s
speculations on how evolution might work and by investigating its mechanism.”®®
Apparently, Darwin read a book by economist Thomas Malthus called Essay on the
Principle of Population, in which Malthus speculated that the population would grow
larger than the food supply unless it was kept down by eliminating the poor and inept.
Darwin, reading this, in turn speculated that evolution must be a response to low food
supplies or scarcity of some other essential element; that there must be competition for
these limited supplies; that the species that competes the hardest would gain an advantage
that it could pass on to its offspring; and that this species would be “fitter” than those it

*% McMurtry, John. "The Iconoclast: Dumbing Down with Globalization: The Ideology of Inevitable

Revolution," Canadian Social Studies, vol. 35, no. 2, 2001; accessed July 2006; available from
http://www.quasar.ualberta.ca/css/Css_35 2/iconclast john mcmurtry.htm.

% Rockefeller, John D., cited in Rifkin, Jeremy. 4lgeny, New York: Viking, 1983, cited in Hayward.
Perceiving Ordinary Magic: Science & Intuitive Wisdom. p. 99.

*% McMurtry. "The Iconoclast: Dumbing Down with Globalization: The Ideology of Inevitable
Revolution."

% Hayward, Jeremy. Letters to Vanessa: On Love, Science, Awareness in an Enchanted World, Boston:
Shambhala Publications, 1997.

7 Stebbins, George Ledyard. Darwin to DNA, Molecules to Men, San Francisco: Freeman, 1982. cited in
Hayward. Letters to Vanessa: On Love, Science, Awareness in an Enchanted World. p. 101.

% Hayward. Letters to Vanessa: On Love, Science, Awareness in an Enchanted World.
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had vanquished. This speculation of needing to get rid of “the poor and inept” so that the
fittest could get all the food and material goods and thereby survive, became known as
“the survival of the fittest.” Thomas Huxley then popularized this theory with statements
such as: “So long as natural man increases and multiplies without restraint, so long will
peace and industry not only permit, but necessitate, a struggle for existence as sharp as
any that went on under the regime of war.”"

However, natural selection explains some, but not all, phenomena observed in the
biological world. In fact, there are many examples in the natural world of co-operation
both between and among species. Pierre Grassé, ex-president of the French Academy of
Sciences and one of the world’s leading biologists, articulates a similar view:

Their success among certain biologists, philosophers and sociologists
notwithstanding, the explanatory doctrines (natural selection) of biological
evolution do not stand up to an objective in-depth criticism. They prove to be
either in conflict with reality or else incapable of solving the main problems
involved.

Through use and abuse of hidden postulates, of bold, often ill-founded
extrapolations, a pseudoscience has been created. It is taking root in the very heart
of biology and is leading astray many biochemists and biologists, who sincerely
believe that the accuracy of fundamental concepts has been demonstrated, which
is not the case.’'’

Jeremy Hayward, in writing about the influence of Darwin in Western society,
comments:

[J]ust as Newton’s laws were bloated into metaphysical principles as to the final
nature of time, space, and matter, so natural selection has been bloated into a
principle of explanation of phenomena far beyond its scope. The idea that nature
was fundamentally based on a ‘struggle for life’ and that man was part of that
struggle was promoted into a social philosophy and an explanation of human
nature that was at the very heart of the industrial revolution and that continues
today in the world of business, economics, education, and international
relations.”"!

What is interesting in the context of this literature review on education is that the view of
struggle and inherent competitiveness, rather than collectivism and interdependence, has
entered our society and collective consciousness through learning processes that are

*% Huxley, Thomas. "The Struggle for Existence in Human Society," in The Nineteenth Century, 1888.

cited in Hayward. Letters to Vanessa: On Love, Science, Awareness in an Enchanted World. p. 100.

>19 Grassé, Pierre. Evolution of Living Organisms, New York: Academic Press, 1977. cited in Hayward.
Perceiving Ordinary Magic: Science & Intuitive Wisdom. p. 99.

" Hayward. Perceiving Ordinary Magic: Science & Intuitive Wisdom. p. 98.
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subtle and pervasive and not necessarily based on evidence. The point, as Jeremy
Hayward demonstrates, is not that the fittest survive, but that “the theory that a//
evolution occurs mainly through struggle, elimination of the weakest by the strongest,
competition, and aggression, is completely unsupported by scientific evidence.””"*

Hayward presents many examples to show that co-operation, mutual aid, caring,
kindness, and a deep sense of harmony among organisms are the rule rather than the
exception within the same species, and are also common between species as well. Well-
known biologist Lewis Thomas affirmed this observation when he wrote: “The urge to
form partnerships, to link up in collaborative arrangements is perhaps the oldest,
strongest, and most fundamental force in nature. There are no solitary, free-living
creatures, every form of life is dependent on other forms.””"?

Fleet Maull, founder of the National Prison Hospice Association, has developed an
Empowerment Model of rehabilitation, which is based on a belief in interconnectedness
and basic human goodness and which builds on a person’s strengths rather than trying to
change weaknesses.”'* The unique focus of this learning model is the importance of
service in rehabilitating prisoners. As Maull argues: “Service provides prisoners with a
path or a way to go beyond their own concerns, to make a difference and contribute to
other people’s lives.”'> Maull worked and lived with prisoners for over 14 years and
argues from personal experience that he has no doubt that the fundamental nature of all
human beings is good, including those who are “murderers, rapists, bank robbers, child
molesters, tax dodgers, drug dealers, and every sort of criminal imaginable.” He
maintains that, “Not only is our core being essentially good, but we all have tremendous
kindness, compassion and natural empathy towards the world and ourselves.”'® This
natural compassion and empathy, which would apply not only to prisoners but to all of
humanity, appears to reinforce a collectivist, co-operative worldview rather than a
competitive, individualist one, and demonstrates how learning structures can be built on
and reflect such a worldview.

Analysts are not suggesting here that looking after one’s self is not important. Effectively
taking care of one’s needs and realizing one’s potential is what Jung called individuation
or the growth of the full individuality of a person into unity and wholeness.”'’ Rather, it is
the individualistic mind-set of Western culture that separates us from and inhibits our
connectedness with our world and our fellow human beings that these observers are
questioning. Despite the deeply learned and ingrained individualistic worldview, the
biological evidence actually points to a model of co-operation and service to others as
being innately more “successful” than a model that promotes competition.

*1> Hayward. Letters to Vanessa: On Love, Science, Awareness in an Enchanted World. p. 99.

1 Ibid. pp. 102-103.

314 Maull, Fleet. Dharma in Hell, Boulder: Prison Dharma Network, 2005.

1 Ibid. p. 114.

218 Ibid. p. 121.

' Jung, C. G., and M.-L. Franz, eds. Man and His Symbols. Garden City, N.Y., Doubleday, 1964.
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5.3.2 Current view of progress

Values can influence learning processes and outcomes in ways that are at least, if not
more, profound than formal education structures, which themselves influence values.
According to Lautensach, there is abundant published evidence to support the view that:

The unsustainable and counterproductive behaviour of the vast majority of people
in rich countries is informed by beliefs, attitudes and values that amount to a
dominant concept of progress [...]. It guides decisions and behaviour at the level
of the individual, communities and societies, resulting in detrimental omissions
and commissions.’'®

The dominant concept of progress, Lautensach argues, includes:

... several counterproductive ideologies such as consumerism [...] and scientism.
Contained in those ideologies are misleading beliefs such as progress being
identical with economic growth, the potential of laissez-faire policies to bring
about such progress, and the absence of limits to quantitative growth.”"’

Roy Romanow, in a recent article concerning the state of Canada, remarks:

Since the 1980s, there has been a gravitational pull to the monetarist school of
economics, with its near-total faith in the wisdom of the market [...]. Profit, not
human prosperity, is now declared to be our primary national purpose, and efforts
to mitigate the worst consequences of global trade and competition are muted or
non-existent [...]. In fact, most of the attrition in Canada’s social infrastructure
took place during a period of sustained economic growth.”*’

Lautensach views this dominant concept of progress as one of the root causes of
unsustainable behaviour and suggests that education can play a large role in changing this
concept to one that can inform more sustainable behaviour. Lautensach also notes: “An
important cognitive learning outcome is the understanding that in all processes of growth
the transition from expansion to restraint inevitably becomes an imperative at some
stage.””*! He adds that adopting personal values of sustainability would result in
behavioural learning outcomes that can be assessed.

518
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Lautensach. 4 Tertiary Curriculum for Sustainability, accessed. p. 2.

Ibid., accessed. p. 6.
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Elliott and Lamm, writing for the Chronicle of Higher Education, argue that “any ethical
system is mistaken and immoral if its practice would cause an environmental collapse.”
They continue:

Today, our standard of living, our economic system, and the political stability of
our planet all require the increasing use of energy and natural resources. In
addition, much of our political, economic, and social thinking assumes a
continuous expansion of economic activity, with little or no restraint on our use of
resources. We all feel entitled to grow richer every year. Social justice requires an
expanding pie to share with those who are less fortunate. Progress is growth; the
economies of developed nations require steady increases in consumption.

Every environment is finite [...]. Economic growth can be beneficial when land,
fuel, water, and other needed resources are abundant. But it becomes harmful
when those resources become scarce, or when exploitation causes ecological
collapse. Every finite environment has a turning point, at which further economic
growth would produce so much trash and pollution that it would change from
producing benefit to causing harm. After that point is reached, additional growth
only increases scarcity and decreases overall productivity. In conditions of
scarcity, economic growth has a negative impact.’**

The authors also believe that very few people understand the nature of steady growth:

Any rate of growth has a doubling time: the period of time it takes for a given
quantity to double. It is a logical inevitability—not a matter subject to debate—
that it takes only a relatively few doublings for even a small number to equal or
exceed any finite quantity, even a large one. One way to look at the impact of
growth is to think of a resource that would last 100 years if people consumed it at
a constant rate. If the rate of consumption increased 5 percent each year, the
resource would last only 36 years. A supply adequate for 1,000 years at a constant
rate would last 79 years at a 5 percent rate of growth; a 10,000-year supply would
last only 125 years at the same rate. Just as no trees grow to the sky, no growth
rate is ultimately sustainable.

Because the natural resources available for human use are finite, exponential
growth will use them up in a relatively small number of doublings. The only
possible questions are those of timing: When will the resources be too depleted to
support the population? When will human society, which is now built on
perpetual growth, fail? The mathematics makes it clear: Any human activity that
uses matter or energy must reach a steady state (or a periodic cycle of boom and
bust, which over the long run is the same thing). If not, it inevitably will cease to

>22 Elliott, Herschel, and Richard D. Lamm. "A Moral Code for a Finite World," The Chronicle of Higher
Education, no. November 15, 2002; accessed March 2006; available from
http://chronicle.com/free/v49/i12/12b00701.htm. pp. 1-2.
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exist. The moral of the story is obvious: Any system of economics or ethics that
requires or even allows steady growth in the exploitation of resources is designed
to collapse. It is a recipe for disaster.’>’

The value of progress is enshrined in Western culture as a view that, as Bowers notes,
sees change itself as inherently progressive and good, despite what this change is
progressing toward. In this view, having and creating “more” are themselves a sign of
progress, and the faster this change can be achieved, the better. Bowers adds: “Indeed,
this framework leads to equating the rate of change with the rate of progress and thus the
drive to increase the rate of change through technological innovations.”**

Change and impermanence are facts of life, and everything in life is subject to change,
but change, in itself, does not necessarily indicate genuine progress. As Williams notes,
when change is too rapid, for example, it can inhibit learning, undermine genuine
education, and generate social and economic problems both for individuals and
societies.””” Francis Heylighen remarks:

It seems that the biggest problem facing present-day society is not that there is too
little progress, but rather too much of it. Neither our mind, our physiology nor our
social and philosophical systems seem fit to cope with such a rate of change and
such an amount of new information. The resulting experience of ever increasing
complexity in all domains of society may contribute to alienation, a feeling of
powerlessness, meaninglessness and lack of understanding.”*®

Jerzy Wojciechowski argues that the changes presently being experienced in Western
culture are not accidental, but are due, in large part, to the reliance on rational activity for
the development of knowledge.’”’ This can be seen, he believes, in the current state of the
planetary ecosystem or in past innovations such as the nuclear bomb, knowledge is not
necessarily “harmoniously related to humanity.” It appears that the rapid development of
scientific knowledge can outrun the human capacity to use it wisely. This reality again
casts doubt on the conventional assumption that simple accumulation of information and
knowledge development signal genuine attainment and progress. Wojciechowski
observes that this rapid knowledge development produces cultural change that is self-
accelerating:

2 Ibid. p. 3.

2 Bowers. Mindful Conservatism: Rethinking the Ideological and Educational Basis of an Ecological
Sustainable Future. p. 139
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The more dynamic knowledge is, the more and faster will culture change. In the
situation of highly developed, dynamic knowledge, cultural changes [...] are
produced from within the culture, by its internal dynamism and not, as in the
situation of less developed knowledge, under the impact of uncontrollable
external forces, whether natural or human. The more developed and dynamic is
knowledge in the given culture, the more self-induced are the changes which this
culture undergoes. A dynamic culture forms a self-evolving system, which is self-
complexifying and self-accelerating in its evolution. If one wishes to understand
cultural change in general, and in particular in the case of contemporary Western
culture, one must first assess the principal factor which produces this change,
namely, knowledge.”*®

This is ironic, since the rapid accumulation and development of knowledge that is
conventionally considered a sign of progress is here identified as a root cause of profound
social problems, which in turn points to the need for better indicators of educational
attainment that account for values and more far-reaching outcomes.

Gross Domestic Product

Progress can be viewed from many perspectives including that of economic imperatives.
The Gross Domestic Product (GDP) is the most important indicator of progress used by
Western societies, and as such, indicates a worldview that equates an increase in
productivity with progress in society. Conventional wisdom holds that if the GDP grows,
people are better off and society benefits. But the evidence does not support this
assumption. Higher levels of growth and output in the industrialized world have not
necessarily increased levels of satisfaction, wellbeing, and economic security. For
example, in 1998, when Canadians were polled about how their financial situation
compared to that of their parents at the same stage in life, less than half (44%) answered
there had been an improvement—despite an increase of approximately 60% in real GDP
per capita over the previous 25 years.””

In a recent report by the Worldwatch Institute, while economic indicators are on the rise,
human activity is resulting in ecosystem decline that will have disruptive and potentially
irreversible consequences:

In 2005, more steel and aluminum were produced than ever before, vehicle
production reached a record 45.6 million units, and gross world product reached a
record $59.6 trillion [...]. However, while these trends point to unprecedented

328 Ibid., accessed. Chapter 5, p. 2.
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2001.

160



GPlAtlantic

levels of commerce and consumption, they are set against a backdrop of
ecological decline in a world overwhelmingly powered by fossil fuels.”*

What does this apparent anomaly tell us? GDP per capita was much lower 30 years ago
than it is today, but are we better off today than we were in 1975? In the 1970s, jobs were
generally more secure. Crime rates were lower and we were less likely to lock our doors
and cars. Atlantic groundfish stocks had not yet collapsed as they did in the early 1990s,
throwing 40,000 people out of work and devastating coastal communities. In the 1970s
fewer people questioned whether we could afford social programs, and the level of
personal debt was much lower. Indeed, today millions of Canadians’ consumption
exceeds their income. Because GDP only measures total income (not how it is shared or
distributed), it can grow even while most people are losing real income—as occurred in
Canada in the 1990s.”' In sum, the economy (and the GDP) can grow even as poverty,
insecurity, and inequality increase, while the gap between rich and poor widens, while the
earth’s resources are depleted, while communities collapse, and while quality of life
worsens.

Roy Romanow muses:

I sometimes think that GDP must stand for Gross Distortion of Prosperity,
because it provides a very misleading picture of our national wellbeing. It
certainly was not created as a measure of wellbeing but it is often taken as a sign
of “how we are doing” as a nation.”*>

The Gross Domestic Product was never actually intended as an index of economic
welfare or prosperity, as it is used today. It is essentially made up of two numbers—one
counting the production of goods and the other the production of services within the
borders of a country in a given period.” Its architects designed it as an aggregation of

> The Worldwatch Institute. Press Release: Vital Signs, 2006-2007. The Trends That Are Shaping Our
Future, Washington, D.C.: The Worldwatch Institute, 2006.

531 See, for example, Dodds, Colin, and Ronald Colman, Income Distribution in Nova Scotia. (Halifax. GPI
Atlantic. 2001.) Available at http://www.gpiatlantic.org/.
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on the Occasion of Receiving the International Foundation's Public Services Award," Reality Check: The
Canadian Review of Wellbeing,, vol. 3, no. 2, 2003.
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the market value of all goods and services, and it was first used as a measure of wartime
production in Britain.”** Simon Kuznets, Nobel Prize winner and one of the GDP’s
principal architects, never endorsed its modern use as an overall measure of progress, and
he warned 40 years ago that “the welfare of a nation can scarcely be inferred from a
measulgsof national income [...]. Goals for “more” growth should specify of what and for
what.”

Robert F. Kennedy, in a speech about America’s moral vision, offered the following
jeremiad:

Too much and too long, we have surrendered community excellence and
community values in the mere accumulation of material things [...]. The GNP
counts air pollution and cigarette advertising and ambulances to clear our
highways of carnage. Yet the gross national product does not allow for the
health of our children, the quality of their education, or the joy of their play. It
measures neither our wit nor our courage; neither our wisdom nor our
learning; neither our compassion nor our devotion to our country. It measures
everything, in short, except that which makes life worthwhile. >

The GDP includes a variety of expenditures defending against, or mopping up after,
events that could hardly be considered marks of progress or wellbeing—things like car
accidents, crime, pollution, and disease. The money spent cleaning up a polluted site, for
instance, is counted as a contribution to economic prosperity, rather than a cost of the
activity that caused the damage in the first place. All spending is added to the GDP,
whether or not it signifies an improvement in wellbeing. Under a sensible accounting
system, in which environmental and social wellbeing are taken into account, liabilities
like crime, pollution, and car crashes would register as costs rather than gains to the
economy.

But instead, the GDP adds everything together, and never subtracts. In particular—in
relation to the subject of this present study—our current measures of progress ignore
major aspects of human capital that help create and sustain the economic system in the
first place, such as education, skills, and human health. In 1995, the World Bank started to
include estimates of human capital in measuring a country’s wealth, with its first rough
estimates indicating that 59% of the wealth in developed countries was found in their

3% It was World War II that led to the use of the GDP as a measure of wartime economic activity. At the

time, John Maynard Keynes, who played a central role in the British Treasury, penned a famous paper
called “The National Income and Expenditure of the United Kingdom, and How to Pay for the War,” which
laid the groundwork for the use of the GDP as a tool to measure total economic performance. But even then
it was not considered an accurate indicator of a nation's welfare. Cobb, Clifford, Ted Halstead, and
Jonathan Rowe. "If the GDP Is up, Why Is America Down?" The Atlantic Monthly, October, 1995, 59-78.
>33 Kuznets, Simon. "How to Judge Quality." The New Republic, October 20, 1962, 29-32. cited in Cobb,
Halstead, and Rowe. "If the GDP Is up, Why Is America Down?" p. 67.

>3 Kennedy, Robert. "Recapturing America's Moral Vision," in RFK: Collected Speeches, ed. Guthman,
Edwin O., C. Richard Allen, Robert F. Kennedy. New York: Viking Press, 1993.
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human and social capital. Natural resources accounted for 25% of wealth, and
manufactured capital for just 16%.>>’

For example, longer paid working hours make the GDP grow by increasing output and
spending. But free time is not valued in our measures of progress, so its loss does not
register anywhere in our accounting system. Given this imbalance, it is not surprising that
the substantial economic productivity gains of the last 50 years have manifested in
increased output and spending, while there has been no real increase in leisure time. >*®

Because the GDP fails to place a value on natural, human, and social capital assets, which
are as subject to depletion and depreciation as produced or manufactured capital, it
cannot accurately signal fluctuations in the nation’s wealth. And because it ignores non-
market benefits and costs, the GDP cannot send early warning signals to policy makers
indicating when there is a need for re-investment in natural, human, and social capital. As
economist Herman Daly notes, the GDP actually encourages the opposite—the further
depletion of natural wealth; in his words, the “current national accounting system treats
the earth as a business in liquidation.”*

While the GDP mistakenly counts many costs and liabilities as if they were contributions
to prosperity and wellbeing, it ignores many genuine benefits and contributions to
wellbeing and quality of life, such as volunteer work, simply because no money is
exchanged. Thus, paid child-care, hired domestic help, and restaurant food preparation all
add to the GDP, while the economic values of unpaid child-care, housework, and home
food preparation remain invisible in the economic accounts.*

Finally, in relation to the subject of this present study, the GDP may tell us how much is
being spent on educational services, but it tells us nothing about educational attainment,
the quality of the educational system, or whether a polulace, as a society, is becoming
wiser or more knowledgeable.

These shortcomings and others led to a joint declaration by 400 leading economists and
other experts, including Nobel Laureates:

337 Bank, World. Monitoring Environmental Progress, Washington, D. C., 1995. cited in Crittenden, Ann.
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Ronald. The Economic Value of Unpaid Housework and Child Care in Nova Scotia, Genuine Progress
Index Atlantic (GPI Atlantic), 1998; accessed December 2005; available from http://www.gpiatlantic.org/.
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Since the GDP measures only the quantity of market activity without accounting
for the social and ecological costs involved, it is both inadequate and misleading
as a measure of true prosperity [...]. New indicators of progress are urgently
needed to guide our society [...]. The GPI [Genuine Progress Index] is an
important step in this direction.”*'

Effects of the growing speed of change and impermanence

As we have seen above, progress in the West is often equated with the speed of change.
According to Heylighen, the main coherent thread interconnecting all of the visible signs
of discord in society is the perception of speed.”** Heylighen notes that competition in
business encourages speed in order to get products to market before competitors, and to
decrease the delay between innovations and their entry into the marketplace.>* John
Seely Brown, chief scientist of Xerox Corporation, has proposed “a Newton-like ‘law’ to

describe the competitive dynamics of the knowledge economy”:>**

Sustainable competitive edge can be seen as the differential rate of learning. It's a
function of the number of people in the firm who learn differentially faster than
competitors. In other words, in a time when both the rate of change and the
growth of knowledge keep accelerating, the more people you have who can learn
more in a shorter time, the more competitive you will be.”*’

According to the Royal Society of Canada, this mentality often leads to inadequate safety
and environmental assessments of new products, and can create problematic side effects
such as pollution and ill health.>*

Consumer goods and energy in the form of natural resources and electricity are moved
around the planet at increasing speeds. Meanwhile, as John Seely Brown notes, workers
are pressured to work faster to beat the competition. Industry executives maintain:
“Economic and social wealth in the New Economy increasingly depend on rapid

> The full text and a complete list of signatories is available from Redefining Progress, 1904 Franklin St.

6" Floor. Oakland, California. 94612.

%2 Heylighen, Francis. Complexity and Information Overload in Society: Why Increasing Efficiency Leads
to Decreasing Control, Free University of Brussels, 2002; accessed January 2005; available from
http://pespmcl.vub.ac.be/Papers/Info-Overload.pdf.

343 Ibid., accessed.

>% Brown, John Seely. "Sustaining the Ecology of Knowledge," Leader to Leader, vol. 12, no. Spring,
1999: 31-36; accessed December 2005; available from
http://drucker.org/leaderbooks/L2L/spring99/brown.html.

> Ibid. p. 35.

>4 Royal Society of Canada. Elements of Precaution: Recommendations for the Regulations of Food
Biotechnology in Canada: An Expert Panel Report on the Future of Food Biotechnology, Health Canada,
Canadian Food Inspection Agency, and Environment Canada, 2001; accessed November 2005; available
from http://www.rsc.ca//index.php?lang_id=1&page id=119.
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knowledge creation.”**’ It is not surprising that our conventional educational indicators
reflect that perspective regardless of broader social consequences. Brown observes:

The performance of almost all products, including cars (which today may need an
occasional software tune-up), medical equipment, home appliances, industrial
goods, is improving at breakneck speed—far faster than those products have
traditionally evolved [...]. Such changes are evident in every industry, creating a
new imperative for organizations to see more clearly, make sense faster, and learn
faster than their competitors.>*®

Henry Giroux criticizes this acceleration of “corporate time,” which he maintains
separates the economic dimension from the social, and fails to address human needs and
social costs:

The values of hierarchy, materialism, competition, and excessive individualism
are enshrined under corporate time and play a defining role in how it allocates
space, manages the production of particular forms of knowledge, and regulates
pedagogical relations. Hence, it is not surprising that corporate time accentuates
privatised and competitive modes of intellectual activity, largely removed from
public obligations and social responsibilities. Divested of any viable democratic
notion of the social, corporate time measures relationships, productivity, space,
and knowledge according to the dictates of cost efficiency, profit, and a market-
based rationality. Time, within this framework, is accelerated rather than slowed
down [...]. Under corporate time, speed controls and organises place, space, and
communication as a matter of quantifiable calculation.”*’

Researchers have identified the effects of increasingly rapid change and acceleration on
individuals and society in general as one of the most powerful problems and challenges
confronting the global world.”*” Specifically, scientific and technological innovations
have led to this speeding up of every aspect of modern life. Heylighen suggests:

The most difficult problem of all may be the ever-accelerating speed of change in
our present society. Scientific, technological, cultural and social innovations are
taking place at such a breathtaking pace that no one can really keep up with them.
People constantly need to revise their skills in order to adapt to the changing
circumstances [...] not everybody can cope as well with this need for constant re-
education. As traditional agricultural and industrial jobs are disappearing,
employees need to adapt to the intellectually much more demanding jobs of the

>*7 Brown. "Sustaining the Ecology of Knowledge." p. 1.

> Ibid. pp. 1-2.

* Giroux, Henry A. "Youth, Higher Education, and the Crisis of Public Time: Educated Hope and the
Possibility of a Democratic Future," Social Identities, vol. 9, no. 2, 2003: 141-168. p. 150.
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information society. Many lack the necessary educational background. Even the
intellectually most advanced groups, the researchers, educators, managers and
technologists, often feel overwhelmed by the changes in their domain.™"

Learning is affected in subtle ways by speed, and by the way information is digested and
transformed into genuine knowledge and understanding. Friedrich Nietzsche argued that
learning does not take hold when information is simply swallowed rapidly.”* Instead, he
linked true learning to contemplation, for which he used the metaphor of a cow chewing
for long periods of time before swallowing and digesting. As Quince notes:

We have become habituated to seeing rapid changes, instant results, immediate
gratifications, quick fixes and speedy conclusions to our problems and dilemmas.
Anything that develops slowly, subtly, that requires long, rapt, silent observation,
frustrates the woefully limited patience of the modern mind.’”*

The rate and extent of change now confronting global society are unprecedented. As is
often pointed out, the human population continues to grow at a rapid pace; the gap
between rich and poor is expanding; and ecosystem degradation and climate change
continue swiftly despite scientific warnings.”” Increased speed is clear in travel and
transportation, where, in 200 years, the maximum speed of movement has increased from
the speed of walking or horse-drawn carriage of a few kilometers per hour, to
automobiles reaching over 100 kilometers per hour, to aircraft moving at hundreds of
kilorr;est‘;ers per hour, and even space craft travelling at thousands of kilometers per

hour.

Information is growing exponentially and, according to many analysts, is creating a new
basis for stress—information overload. One study, which we look at more closely later in
the review, found that new information in 1999 equalled between two and three exabytes
(one gigabyte equals 10° bytes and one exabyte equals 10'® bytes, or one billion
gigabytes) and by 2002 had grown to approximately five exabytes, which represents an
almost doubling of information in three years, or a growth of about 30% of newly stored
information per year.”>® Five exabytes of information is equivalent to the amount of

> Heylighen, and Berheim. Global Progress II: Evolutionary Mechanisms and Their Side-Effects,
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information, if digitized, contained in half a million libraries the size of the U.S. Library
of Congress print collection.

Television images are also moving faster. In 1978, “technical events,” or jolts which
speed shifts in perception, in regular television programming averaged ten events per
minute and in commercials averaged twenty events per minute. By 1998 these events had
more than doubled. MTV, which is mainly watched by youth, now has more than 60
events per minute.”’ This is significant, as knowledge development is determined not
only by the content and quantity of information transmitted, as conventional indicators
imply, but also by the way that knowledge is transmitted. There is no doubt that television
is one of the primary vehicles and structures for knowledge transmission—very likely
more potent than much of what is taught in schools. So these changes in television
imagery—and their social impacts—are significant indicators of change in the field of
education.

As a partial result of these changes in television imagery, observers have noted that
children (and adults as well) increasingly have trouble sitting still except when in front of
an electrical device that is moving faster than they are. Janet Currie and Mark Stabile
note that children are then diagnosed with attention disorders and are prescribed drugs to
slow them down.””® According to Chris Higgins, et al., people are increasingly more
depressed and anxious, in part due to this speed, and then take tranquilizers to slow down
and dull the anxiety.””’

It has been observed that change that happens too quickly increasingly puts strains on
individuals and society that affect physical and mental wellbeing. Toffler, in 1970,
studied physical and mental disturbances caused by accelerated change and suggested
they would lead to a “future shock syndrome.”®" Researchers using a “Social
Readjustment Rating Scale” have found a positive correlation between change and
physical illness.’®' Heylighen stresses some of the current social outcomes of rapid
change:

The way change affects our physical state is evidently through its effects on our
mental state. The instinctive reactions of an animal to stressful situations fall into

7 Lasn, Kalle. Culture Jam: How to Reverse America's Suicidal Consumer Binge - and Why We Must,

New York: HarperCollins, 1999. p. 16.
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three main categories: fight, flight or fright. The corresponding human emotions
seem to be aggression, fear or anxiety, and depression or despair. These basic
attitudes can be recognized in current patterns of social behavior. Wanton
aggression seems to underlie phenomena like vandalism and hooliganism.
Helplessness and despair can be recognized in the increasingly common “burn-
out” syndrome, and in the ever so frequent depressions. But perhaps the most
common neurosis in present society is anxiety, as illustrated by the record use of
anxiolytic drugs, and the many irrational fears and scares, where far-away threats
trigger disproportionate reactions. On the socio-economic level, anxiety is
apparent in the growing feeling of insecurity and in the public's growing distrust
of different authorities and institutions, whether they be government, police,
health providers, or church.’®

Lore Arthur and Alan Tait have studied the prospects of lifelong learning in connection
with work-life balance and time.’® In the current time crisis experienced by most
workers trying to balance time for work, family, and friends, workers are often required
to commit additional hours to learning to increase employment-related skills. Arthur and
Tait found that, although employers for the most part encourage lifelong learning and
may pay for the training, they are not willing to surrender employee time in the
workplace for this learning. Consequently, workers need to use their leisure time, which
is now referred to in the business literature as “consumption time,” for these pursuits. As
a result, the authors argue, “The ‘world of speed’ places an added burden on learners who
are already working excessively long hours in the place of work.”>**

Again, the reality described and documented by Arthur and Tait creates an important new
perspective on conventional indicators of education—even those that are considered
innovative by including lifelong learning. From a time use standpoint like that introduced
by Arthur and Tait, employment-related learning opportunities might only be considered
signs of progress if they do not contribute additional employee stress or are balanced
against increments or decrements in employee leisure time.

The “fast school”

In schooling, Western culture has produced the “fast school,” driven by tests, targets, and
other standardized products, which, according to some analysts, now has more in
common with “training” than with “education.”® In an article titled “It's Time to Start
the Slow School Movement,” Emeritus Professor of Education Maurice Holt asserts:

%2 1bid., accessed. pp. 43—44.
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In today's school climate, [...] the pressure to proceed from one targeted standard
to another as fast as possible, to absorb and demonstrate specified knowledge with
conveyor-belt precision, is an irresistible fact of school life [...]. This curriculum
straitjacket is the price exacted for believing that education is about assessed
performance on specified content [...]. If the purpose of schooling is to deliver the
knowledge and skills that business needs, this approach cuts costs, standardizes
resources, and reduces teacher training to a school-based process. Above all, the
efficacy of the operation can be measured and the results used to control it and its
functionaries—the teachers [...]. But if schools exist to equip students with the
capacity to address the unpredictable problems of adulthood and to establish
themselves in a world of growing complexity, then crucial disadvantages

emerge.” %

Judith McGill also reflects on the current pace of schooling:

The most deleterious affect of this constant programming and objectification of
children is the imposition of the hurried adult pace onto the life of the child.
Childhood, by its very nature, is a much slower pace. Children are naturally not
overly concerned about the constraints of time. They linger at play. At their very
best they are oblivious to time and live in the moment. They are not specialists at
multi-tasking. In fact they are able to move from one intense experience to the
next with the same amount of focus on each moment—savouring the
experience—no inclination to multi-task. Children, when given the freedom to
immerse themselves in whatever fantasy they wish, are able to make time
disappear. One moment it is nighttime and the next moment it is time for lunch.
They are masters of time. Time is not a master of them. Children have their own
inner sense of pacing that speaks to them in the quiet moments and is uniquely
geared to their own developmental needs. They have an intuitive sense of when to
take 1515_)7 the next challenge and if left alone they will do this all in their own

time.

Holt notes that beginning in the 2002—2003 school year, Japan’s public schools began
using a radically different curriculum that offers students much more free time. He quotes
a senior official of the Japanese Ministry of Education, Ken Terawaki:

Our current system, just telling kids to study, study, study, has been a failure.
Endless study worked in the past, when [...] Japan was rebuilding [...]. But that is
no longer the case [...] telling them to study more will no longer work [...]. We
want to give them some time to think.’®®

%% Holt, Maurice. "It's Time to Start the Slow School Movement," Phi Delta Kappan: The Professional
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Slowing down

Worldwide, a general “slow movement” has been growing since the late 1980s in
response to the increasing pace and speed of change and information flows described
above. The slow food movement began in Italy as a response to fast food, and the “Slow
Cities” movement grew out of that. In Italy alone, over sixty cities are committed to the
tenets of the movement, which include: “cutting noise and traffic; increasing green spaces
and pedestrian zones; backing local farmers and the shops, markets and restaurants that
sell their produce; promoting technology that protects the environment; preserving local
aesthetic and culinary traditions and fostering a spirit of hospitality and
neighbourliness.”®” Carl Honore’s recent book, In Praise of Slow: How a Worldwide
Movement is Challenging the Cult of Speed, discusses these trends and the concepts of
“fast” and “slow” as ways of being:

Fast and slow are not just the rate of change in our lives—they are shorthand for
ways of being. Slow does not mean dumb or dull. ‘Slow is the opposite of fast.
Where fast means busy, controlling, aggressive, hurried, analytical, stressed,
superficial, impatient, active, and quantity over quality. Slow means calm, careful,
receptive, still, intuitive, unhurried, patient, reflective, quality over quantity,
making real and meaningful connections with people, culture, work, food,
everything.””

In line with this view, Holt advocates that what we need now are “slow schools [...]
where students have time to discuss, argue, and reflect upon knowledge and ideas, and so
come to understand themselves and the culture they will inherit.”””" He elaborates:

The slow school is a place where understanding matters more than coverage; one
takes time to see what Newton’s concepts of mass and force might imply, to
appreciate their abstract nature and the intellectual leap they represent. Then the
usual algorithms fall into place quickly and securely. The slow school offers the
intellectual space for scrutiny, argument, and resolution.’’

Giroux considers that questions of time are crucial to how universities view and structure
their public mission as “democratic public spheres,” and he criticizes corporate time as
covering over “the crisis of the social by dissociating all discussions about the goals of
education from the realm of democracy.”"
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Without question, the future of the university will largely rest on the outcome of
the current struggle between the university as a public space with the capacity to
slow time down in order to question what Jacques Derrida calls the powers that
limit ‘a democracy to come’ and a corporate university culture wedded to a notion
of accelerated time in which the principle of self-interest replaces politics and
consumerism replaces a broader notion of social agency. A meaningful and
inclusive democracy is indebted to a notion of public time, while neoliberalism
celebrates what I call corporate time [...].

Public time rejects the fever-pitch appeals of ‘just in time’ or ‘speed time,’
demands often made within the context of ‘ever faster technological
transformation and exchange,’ and buttressed by corporate capital’s golden rule:
‘time is money.” Public time slows time down, not as a simple refusal of
technological change or a rejection of all calls for efficiency but as an attempt to
create the institutional and ideological conditions that promote long-term
analyses, historical reflection, and deliberations over what our collective actions
might mean for shaping the future.””*

Giroux suggests, in this context, that we need to ask “some very uncomfortable
questions” about our values, vision for the future, and our responsibilities as citizens.
Again it is noteworthy that conventional indicators of educational attainment make none
of these vital qualitative distinctions that Giroux, Holt, and others regard as key to the
future of education and to the social outcomes it is intended to produce.

Gregory Bateson notes that human beings need space and time to contemplate and
“process” information, and to allow cognitive, intuitive and creative processes to enrich
themselves and their societies.””> Commentators stress the need to take time to experience
the real world as distinct from the media, or mediated, world, and to reconnect to our
roots in the earth and to our sense of wholeness and unity with life.”’®

Learning also takes time and repetition. Learning how to learn requires “education where
the focus is not on static rules or facts, but on methods to autonomously analyze
problems, find relevant information, synthesize the results, and thus develop new
knowledge.””” All the elements of this educational process take time and focused effort.

Mihaly Csikszentmihalyi, Director of the Quality of Life Research Center at Claremont
Graduate University in California, considers that the most important outcome, and the
guiding principle for a successful education, is to be happy now and in the future. He
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suggests that the most enjoyable and meaningful experiences that lead to personal growth
and a lasting sense of happiness tend to come from activities that take time to accomplish,
and require skill, concentration, mental discipline, and involvement. For example, “the
arts, sports, music, a well-designed science experiment, the solution of an intriguing math
problem, a good conversation, a job well done” all take time to master and to produce
satisfaction.””® Few conventional education indicators—including those concerned to
relate learning outcomes to social outcomes—consider happiness as a key education
outcome, as suggested by Csikszentmihalyi.

5.3.3 Anthropocentrism and ecocentrism

Anthropocentrism and ecocentrism represent two different value systems underlying
attitudes towards the environment and nature, and, as such, have a direct influence on
human interactions with the ecosystem and on issues of sustainability. Michael Bonnett
of Homerton College, Cambridge, U.K. defines nature as “that sense of a self-originating
material/ spiritual world of which we are a part, including the powers that sustain and
govern it. Such a world is essentially independent of human will, but not unaffected by
it.”” Thus, Bonnett notes, any view of sustainability involves a frame of mind about
nature.

Nordlund and Garvill define ecocentrism and anthropocentrism as follows:

[E]cocentrism represents the belief that the ecosystem has an intrinsic value and
this alone is reason to protect it, whereas anthropocentrism represents the belief
that environmental protection is important because of nature’s contribution to
human welfare.”™

The authors believe that ecocentric and anthropocentric values may both imply a positive
attitude towards the environment but for different reasons. They cite research that finds
people with primarily anthropocentric values are not inclined to pro-environmental
behaviour if other human-centred values, such as material quality of life, interfere.
However, individuals with more ecocentric values are inclined toward pro-environmental
behaviour even if this requires a sacrifice of material quality of life.”®'

As Thompson and Barton suggest, those with anthropocentric values support protection
of the environment because human health, quality of life, and comfort depend on the
services provided by natural resources.’®* For example, air pollution can contribute to
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breathing and health problems, depletion of fossil fuels can decrease standard of living,
overfishing can threaten livelihoods and food sources, and destruction of the tropical rain
forests can reduce the possibility of developing new medicines that contribute to human
health. On the other hand, those with more ecocentric values support protection of the
environment regardless of its services to human wellbeing, since the natural world has
intrinsic value as part of the vast web of life, and because of the complex
interconnections that form the ecosystem of the Earth, of which human wellbeing is a
part. The ecocentric group “stresses a connectedness between humans and other aspects
of nature (i.e. ecological settings and animals) that transcends the ability of natural
resources to satisfy human material or physical wants.””®

However, these two views often overlap considerably, especially when anthropocentric
arguments are strategically used. For example, those with ecocentric values often use
anthropocentric paradigms and arguments in order to communicate with mainstream
economists, politicians, and the media. In those cases, anthropocentric evidence often
functions as a bridge to point towards underlying ecocentric realities.

University of Guelph professor, John McMurtry, makes a distinction between the
dominant paradigm of the capitalist “money-code-of-value,” and the ecocentric view of
the “life-code of values.”*** The latter is concerned with supporting and maintaining the
diversity of life in all its forms and in recognizing the interdependence of all of life,
including that of people, diverse cultures, and the multitude of species inhabiting the
planet.

Anthropocentrism, as Bowers notes, is the view of the world that values humans as “the
focus of all knowledge, creativity, and intelligence, [which] negates the importance of
culture, tradition and ecology.”*> The current anthropocentric pattern of thinking about
the natural environment “casts the environment as an economic resource or as a totally
irrelevant factor when thinking about educational reform.”*® Anthropocentrism also
includes the view that nature as a resource can be improved through technology and
rational design—for example by increasing crop yields through biotechnology.

According to Lautensach, anthropocentrism represents the major conceptual and moral
obstacle to implementing the goals of sustainability, and that this value needs to shift
towards ecocentric ethics in order to generate the kinds of actions and policies that
support genuine sustainability.”®’ He suggests:
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The shift towards ecocentric ethics will largely be concerned with value education
and include a moral paradigm shift that extends beyond environmental values into
how we conceptualise the moral position of humanity in the world. Among the
moral concepts that have to be counteracted here are human-nature dualism and
the ideals of freedom from nature and human dominion.”™

Lautensach argues that desirable learning outcomes consist of beliefs and attitudes of the
new ecological paradigm, which include “dependence on nature, integration within the
natural environment, the recognition of natural limits to consumption and to
technological development, concern for future generations and respect for nature.”*
Bonnett notes that our relationship with nature is more than an attitude towards the
environment, but represents an important aspect of our own identity. In other words, if we
value ourselves, we will value what we believe supports us. Thus, the two are intimately
interrelated. Bonnett recalls that “Heidegger was right in seeing that there is an important
sense in which the idea of ‘nature’ that we hold defines our understanding of, and attitude
towards, both the world and ourselves.”*” He quotes Freya Mathews, who illustrates a
‘care ethic,” and places emphasis on the attitude of identification with all entities in the
ecosystem:

The thesis that we, as human selves, stand in a holistic relation—a relation of
‘oneness’—with the cosmos itself, promises more than a list of ethical
prescriptions. It promises a key to the perennial questions of who we are, why we
are born, what is our reason for living, etc. In short it promises to throw light on
the meaning of life.”"!

Many thinkers, such as John Ralston Saul, see the view of anthropocentrism as a
disconnected worldview, which separates humans from the natural environment and, as
such, creates a feeling of disconnection from a larger whole, and a deepening of
underlying pain and suffering, as seen in the increase of anxiety, fear, and stress in
society.””” Richard Eckersley argues that negative trends in many indicators of the
psychological wellbeing of youth such as higher rates of suicide, drug and alcohol abuse,
depressive illness, eating disorders, crime, and feelings of discontent, disillusion, and
disaffection reflect “a failure to provide a sense of meaning, belonging, and purpose in
our lives, as well as a framework of values.””® He observes:

People need to have something to believe in and live for, to feel they are part of a
community and a valued member of society, and to have a sense of spiritual
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fulfillment—that is, a sense of relatedness and connectedness to the world and the
universe in which they exist [...]. Other young people—the majority—may be
coping and outwardly happy, but they often suggest a cynicism, hesitancy, and
social passivity that reveal their uncertainty and confusion [...]. Fundamentally,
these are problems of culture, of beliefs, and of moral priorities, not of
economics.””

Saul sees this disconnection as fundamentally a problem of knowledge. For example, he
suggests that exclusive approaches in the West sever the “idea of civilization from the
idea of the inclusive whole [and] prevent us from understanding the context in which we
are working.” Saul holds that the source of inclusive approaches and the key to
reconnecting the two approaches is the experience of animism, or the “idea of the world,
of the planet, of the Earth, as a seamless web.” This is what Maurice Berman calls the
“participating consciousness.”> Saul continues:

[T]he severing of the role of animism in the West, at the end of the Middle Ages,
had certain advantages, but had certain terrible disadvantages [...]. Severing us, in
effect, from the idea of the Earth as a seamless whole is really what you're
struggling with. It’s what makes us think that human beings have rights,
somehow, to change and alter the nature of the Earth, and to take non-
precautionary risks—to take those kinds of risks with things we don't actually
know about, even though they may be dangerous. That’s the sign that we’re out of
control because we’re no longer linked to the Earth, because we have cut off the
animistic from our ethical, moral, religious, intellectual way of life.>°

The environmental movement has brought a new awareness of the interconnectedness of
all life, and the beginnings of a shift in consciousness that values co-operation above
competition. According to the Dalai Lama, the imperative to respect all sentient beings is
reflected in the idea of interdependence, which he describes as “the fundamental law of
nature where all forms of life regardless of religion, law, or education survive by mutual
co-operation based on their interconnectedness.””’

From the perspective of learning behaviour and how it takes place, it is interesting that
John D. Rockefeller, Sr. and the Dalai Lama have such different views of what
constitutes a fundamental “law of nature.” Rockefeller’s dictum, cited above, is that:
“The growth of a large business is merely a survival of the fittest [...]. It is merely the
working out of a law of nature and a law of God.”*® It is arguable that a worldview can
so permeate conventional learning structures that the structures themselves simply reflect

> Ibid.

395 Berman, Morris. The Reenchantment of the World, Tthaca, N.Y.: Cornell University Press, 1981.

%% Saul. "Good Governance as the Key to Gross National Happiness." p. 16.

*%7 Gyatso, Tenzin, the 14th Dali Lama. Compassion and the Individual, Somerville, MA: Wisdom
Publications, 1992. p. 5.

%8 Rockefeller, John D. cited in Hayward. Perceiving Ordinary Magic: Science & Intuitive Wisdom. p. 99.
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prior tacit learning, without regard to the evidence that is traditionally regarded as the
basis of learning and education.

From an education perspective, it is important first to acknowledge that such views are
not inevitable, but are learned,’”” and secondly to subject statements about laws of nature
and of human interaction with the environment to empirical testing and to the available
scientific evidence. The evidence examined in this literature review strongly suggests that
the ecocentric view is more in accord with empirical, scientific, and historical reality than
the anthropocentric view. If the latter is currently dominant, this can be ascribed at least
in part to failures in existing educational systems and learning processes.

In order then to assess the quality of an educational system and the degree to which a
populace is genuinely educated, a rigorous content analysis of educational texts and of
expressed public statements and values is necessary in order to assess the extent to which
particular Western worldviews pervade the educational and public discourse.

5.4 Measuring values

Michael Hechter, writing for the Annual Review of Sociology, insists the methodology
generally used to measure values is “unimpressive” and calls for the development of
better instruments to measure them.®”” In particular, he is concerned that a person’s
response to survey questions about values often fails to predict subsequent behaviour.
Steven Hitlin and Jayne Piliavin recently reviewed the conceptualization and use of
values in the sociology literature, and found little coherence in both the understanding
and measurement of values. ®!

Value measurements taken from empirical social research use both ranking and rating
procedures. Two popular survey instruments in use include the Rokeach Value Survey,
which uses ranking, and the Schwartz Value Survey (SVS), which uses rating
procedures.®”* On the rating scale, respondents are given a list of values and asked to rate
them on a Likert-type scale ranging from whether the value is not important to whether it
is highly important. The problem here is that respondents can identify all the values as
“highly important” or vice versa. Ranking gives the respondent a list of values and asks
the respondent to rank them in order of importance to the person.

>% McMurtry. "The Iconoclast: Dumbing Down with Globalization: The Ideology of Inevitable

Revolution."

6% Hechter. "Agenda for Sociology at the Start of the Twenty-First Century."

%1 Hitlin, and Piliavin. "Values: Reviving a Dormant Concept."

602 Klein, Markus, Hermann Dulmer, Dieter Ohr, Markus Quandt, and Ulrich Rosar. "Response Sets in the
Measurement of Values: A Comparison of Rating and Ranking Procedures," International Journal of
Public Opinion Research, vol. 16, no. 4, 2001: 474-483.
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Markus Klein, et al. remark that the ranking scale is more accepted in the literature, while
Hitlin and Piliavin believe that rating is used more often.®”> Some researchers argue that
ranking forces the respondent to give more reasoned answers. Klein, et al. found “no
serious attempts” to test this assumption. Their test found that the ranking method offered
no particular benefits over the rating method in terms of response sets.’”* Schwartz
prefers rating over ranking since it has more statistical properties, allows for longer lists
of values than ranking, which may prove difficult and taxing for respondents, and is
better at capturing how choice of values enters into action since people do not always
rank values in their actions.’”

Shalom H. Schwartz, et al. have recently developed a new instrument, the Personal
Values Questionnaire (PVQ), which requires less abstract thinking, is more context
oriented, and is more accessible to multicultural populations than the original Schwartz
Value Survey (SVS).°*® The survey uses the original 10 core values of the SVS, which
are each defined in terms of motivations and goals, and which were recognized in
approximately 70 countries. The PVQ consists of 56 individual values, which are rated in
importance by each respondent, who circle a number on a Likert scale of 1 to 7 that best
describes the importance of each value as a guiding principle in the respondent’s life.
Related values are combined in one of the ten value types listed in Table 6. The ten value
types are clustered along two axes: conservation through to openness to change, and self-
enhancement through to self-transcendence. The researchers describe the basic
questionnaire:

The PVQ used here includes short verbal portraits of 29 different people [see
examples in Table 6]. Each one describes a person’s goals, aspirations, or wishes
that point implicitly to the importance of a value. For example, ‘Thinking up new
ideas and being creative is important to him. He likes to do things in his own
original way’ describes a person for whom self-direction values are important. ‘It
is important to him to be rich. He wants to have a lot of money and expensive
things’ describes a person who cherishes power values. For each portrait,
respondents answer, ‘How much like you is this person?” They check one of six
boxes labeled: very much like me, like me, somewhat like me, a little like me, not
like me, and not like me at all. We infer respondents’ values from their self-
reported similarity to people described implicitly in terms of particular values. *”’

%93 Hitlin, and Piliavin. "Values: Reviving a Dormant Concept."

, Klein, Dulmer, Ohr, Quandt, and Rosar. "Response Sets in the Measurement of Values: A Comparison of
Rating and Ranking Procedures."
694 K lein, Dulmer, Ohr, Quandt, and Rosar. "Response Sets in the Measurement of Values: A Comparison
of Rating and Ranking Procedures."
695 Schwartz, Shalom H. "Are There Universal Aspects in the Structure and Content of Human Values?,"
Journal of Social Issues, vol. 50, 1994: 19-45.
696 Schwartz, Shalom H., Gila Melech, Arielle Lehmann, Steven Burgess, Mari Harris, and Vicki Owens.
"Extending the Cross-Cultural Validity of the Theory of Basic Human Values with a Different Method of
%easurement," Journal of Cross-Cultural Psychology, vol. 32, no. 5, 2001: 519-542.

Ibid.
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Table 6. Definitions of ten value constructs in terms of their goals, and examples of
Personal Values Questionnaire (PVQ) items that represent them (male version)

Power: Social status and prestige, control or dominance over people and resources. (He
likes to be in charge and tell others what to do. He wants people to do what he says.) (Social
Power, Authority, Wealth)

Achievement: Personal success through demonstrating competence according to social
standards. (Being very successful is important to him. He likes to stand out and to impress
other people.) (Successful, Capable, Ambitious, Influential)

Hedonism: Pleasure and sensuous gratification for oneself. (He really wants to enjoy life.
Having a good time is very important to him.) (Pleasure, Enjoying Life)

Stimulation: Excitement, novelty, and challenge in life. (He looks for adventures and likes
to take risks. He wants to have an exciting life.) (Daring, A Varied Life, and Exciting Life)

Self-direction: Independent thought and action-choosing, creating, exploring. (He thinks it’s
important to be interested in things. He is curious and tries to understand everything.)
(Creativity, Freedom, Independent, Curious, Choosing Own Goals)

Universalism: Understanding, appreciation, tolerance and protection for the welfare of all
people and for nature. (He thinks it is important that every person in the world should be
treated equally. He wants justice for everybody, even for people he doesn’t know.)
(Broadminded, Wisdom, Social Justice, Equality, A World at Peace, A World of Beauty,
Unity with Nature, Protecting the Environment)

Benevolence: Preservation and enhancement of the welfare of people with whom one is in
frequent personal contact. (He always wants to help the people who are close to him. It’s
very important to him to care for the people he knows and likes.) (Helpful, Honest,
Forgiving, Loyal, Responsible)

Tradition: Respect, commitment and acceptance of the customs and ideas that traditional
culture or religion provide the self. (He thinks it is important to do things the way he learned
from his family. He wants to follow their customs and traditions.) (Humble, Accepting My
Part in Life, Devout, Respect for Tradition, Moderate)

Conformity: Restraint of actions, inclinations, and impulses likely to upset or harm others
and violate social expectations or norms. (He believes that people should do what they’re
told. He thinks people should follow rules at all times, even when no one is watching.)
(Politeness, Obedient, Self-Discipline, Honoring Parents and Elders)

Security: Safety, harmony and stability of society, of relationships, and of self. (The safety
of his country is very important to him. He wants his country to be safe from its enemies.)
(Family Security, National Security, Social Order, Clean, Reciprocation of Favors)

Note: Female version was not given.
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Source: Schwartz, Shalom H., Gila Melech, Arielle Lehmann, Steven Burgess, Mari Harris, and Vicki
Owens. "Extending the Cross-Cultural Validity of the Theory of Basic Human Values with a Different
Method of Measurement." Journal of Cross-Cultural Psychology, 32, no. 5 (2001): 519—42.

The World Values Survey, which now tracks values in 80 countries, was conducted in
Canada in 1981, 1990, and 2000. Ronald Inglehart, one of its developers, believes that it
is important to “tap deeply seated values, and beliefs, rather than opinions that fluctuate
from day to day.”®"® Inglehart sums up the need for value surveys:

Societies are driven by patterns of mass behavior. This behavior is rooted in
people’s prevailing psychological orientations, including their beliefs, values and
motivations. Hence, in order to understand how societies function and develop,
one needs to understand how their traditions, institutions and regulations are
anchored in their people’s beliefs, values and motivations. Survey research makes
this possible.’”’

Inglehart has found a pattern of changes in values among advanced industrial societies
since 1990.°"° Generally, he argues, values change slowly as one generation replaces
another. Surveys find the majority of the oldest age groups to be materialists—those who
give economic and physical security the most weight. Younger groups appear to be more
oriented to modern values—those that give priority to belonging, self-expression, and
environmental protection. After following the groups for almost 25 years, the younger
group does not appear to be becoming more materialistic as it ages. This interpretation
has its critics.”'' However, if accurate, it could have profound implications for the
evolution of social, political, and economic systems in the country. We look more closely
at the World Values Survey in the final indicator report.

Executive Editor of Yes! A Journal of Positive Futures, Sarah van Gelder, reports that
there are indications that a growing number of people are changing their values to
become more co-operative and community-oriented, although these trends are “below the
radar of the modernist media.”®'* She suggests looking for indicators in the trends,
values, institutions, and ways of life that are drawing people: “Where is there new energy
and new creativity? What are people actually doing outside the realm of modernism and
fundamentalism? These activities may not yet seem significant [...]. They are nonetheless
potent indicators of a possible future.”*"?

5% Inglehart, Ronald, and Christian Welzel. "What Insights Can Multi-Country Surveys Provide About

People and Societies." Comparative Politics Newsletter, American Political Science Association, Summer,
2004, 1-11.

%% Tbid.

%1% Inglehart, Ronald. "Globalization and Postmodern Values," The Washington Quarterly, vol. 23, no. 1,
2000: 215-228.

' Davis, Darren W., and Christian Davenport. "Assessing the Validity of the Postmaterialism Index," The
American Political Science Review, vol. 93, no. 3, 1999: 649-664.

612 van Gelder. "Self and the Cultural Creatives."

13 Ibid. p. 825.
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Paul Ray is one researcher looking into indicators of these changing values in the United
States, which he believes reflect concerns of over 40 years of social and consciousness
movements.’'* Ray’s quantitative data, which he is in the process of updating, comes
from the 1995 Integral Culture Survey of 1,036 U.S. adults and the January 1999
Sustainability Survey of 2,181 adults sponsored by the U.S. Environmental Protection
Agency and the President’s Council on Sustainable Development.®'> The first survey was
a battery of 70 questions of value statements designed to elicit what was most important
in people’s lives. People were classified into subcultures by combining responses into 15
value measures. The survey data were analyzed using factor analysis and
multidimensional scaling, and were validated using statistical modeling. Ray also used
focus groups and 13 years of proprietary consumer surveys and public opinion polls from
American LIVES, Inc. for qualitative information.

Ray identified an emerging group of loosely connected people who are neither associated
with the Right, nor with the Left, nor with any political affiliation. Ray calls this
subculture “Cultural Creatives” and the “New Progressives,” and notes that it includes
approximately 36% of the U.S. population and consists of 60% women. Approximately
30% of the Cultural Creatives have completed university and 32% have a high school
degree or less.®'® The Cultural Creatives are concentrated in the middle class income
range of $25,000-$75,000, but the group is very diverse in terms of age, income,
education, and occupation. This group tends “to oppose corporate globalization and big
business interests, and favor ecological sustainability, women’s issues, consciousness
issues, national health care, national education, and an emerging concern for the planet
and the future of our children and grandchildren on it. Many of their issues are claimed
by the Left, and sworn at by the Right, but their stance departs from both liberal Left and
religious Right.”®!”

Ray’s Political Compass shows four groups at “right angles” to each other, defined both
geographically and by their worldviews and social affiliations: the Liberal Left in the
West (Modernists) (12% of population) vs. the Social Conservative Right
(Traditionalists) (19% of the population) in the east, crossed by the New Progressives or
Cultural Creatives in the north (36% of the population) vs. the Big Business
Conservatives in the south (14% of the population). In the center is an apolitical group
with no particular opinions or leanings (20% of the population).

6% Ray, Paul H., and Sherry Ruth Anderson. The Cultural Creatives, New York: Harmony Books, 2000.
815 Cultural Creatives. The Straight Facts, 2005; accessed December 2005; available from
http://www.culturalcreatives.org/straightfacts.html.

616 There was no mention in this source of the remaining 38% of the population and what their educational
levels would be. It is assumed here that this 38% has undertaken some form of post-secondary training but
not completed university.

617 Ray, Paul. "The New Political Compass." Yes! Magazine: Art and Community issue, 2002, accessed
December 2005; available from http:/www.yesmagazine.com/article.asp?ID=874. p. 1.
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Rays’s surveys and focus groups indicate that the Cultural Creatives are the most
altruistic in the population with 58% of Cultural Creatives considered altruistic,
compared with Modernists (or the Liberal Left) (32% of the Modernists being altruistic),
and with Traditionalists (or Social Conservatives) (55% of Traditionalists considered
altruistic).®’® Table 7 illustrates the altruism indicators and the percentages of Cultural
Creatives and others who answered that the issue asked about was important to their
lives.

Table 7. Questionnaire items concerning altruism: percent of group responding
that the issue raised is important

Questionnaire items concerning Non-Cultural Cultural Creative
altruism: how important to your life Creative groups group

is:

The caring quality of your relationship 70% 95%
Helping other people 72% 93%
Finding your purpose in life, rather than 41% 77%
making money

Having your work make a contribution 51% 75%
to society

Involvement in volunteer work 23% 45%

Source: Cultural Creatives. The Straight Facts, 2005; accessed December 2005; available from
http://www.culturalcreatives.org/straightfacts.html.

Van Gelder, whose own research looks into positive futures, observes that there is an
enormous creativity among Cultural Creatives in any sector her colleagues review. She
presents a list of the type of activities in which the Cultural Creatives sector is involved:

Cultural Creatives are building stronger communities, supporting local farmers,
and working to preserve ecosystems and endangered species. Many are thinking
carefully about their own values—considering what is of importance to them,
their children and the broader community, not what the advertisements say is
important. They are thinking carefully about what they buy, how much they need,
and what they do for a living, taking into account their own life goals and the
needs of the larger whole. Some are creating socially responsible businesses,
investing their money with socially and environmentally responsible businesses,
giving away money to organisations that are making a difference. Some are
starting or supporting new types of economic structures—community-supported
agriculture, food co-operatives, land trusts, alternative currencies. Some are
starting or supporting non-profit organisations, working on saving rain forests,
feeding the hungry, supporting human rights. There are literally thousands of

%1% The business conservative group was not distinguished in the reporting on this measure in this particular

source. Cultural Creatives. The Straight Facts, accessed..
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these non-profits popping up around the world, an unprecedented rise in citizen
empowerment.

Considering that this sector is estimated to comprise 36% of the U.S. population,
according to Ray’s analysis of survey results, the sector’s existence appears to constitute
a highly significant change in societal values based on tacit learning tools and structures
that may have little to do with formal education. Van Gelder considers:

[a future that] may be based far less on the tenuous connection to career and far
more on multiple dimensions of human relationships, creativity, altruism, spiritual
and personal growth, and ecological literacy [...]. [In the future,] people might
earn 212106 esteem of their peers by what they contribute more than by what they
own.

5.5 Canadian values

Although Canadian and U.S. values both reflect the basic Western mind-set, some of
their fundamental values are different. For example, in general, Canadians have more
social and less individualistic values than the U.S. This can be seen in comparisons
between the health care systems in the two countries. The Canadian system is universal
and offers health care to all its citizens at no charge, while the U.S. system depends on
individual payment and is not inclusive. There are many other differences as well, such as
views of multiculturalism—Canada’s view respects diversity and multiculutralism, and
encourages immigrants to continue to propagate their own culture; while in the U.S.,
immigrants are encouraged to become part of the “melting pot,” and become
“Americans,” which generally means leaving their previous culture behind and adapting
American ways. A discussion specifically concerned with Canadian values is included
here to illustrate the fact that, although we have discussed “Western values,” there are
differences between systems in the West.

In discussing how Canadian values are expressed in Canada’s formal foreign policy
priorities, John Kirton from the University of Toronto identifies seven core, enduring
Canadian values, which he also refers to as “convictions.” Environmentalism, he declares,
is “an enduring conviction on the part of virtually all Canadians that global environmental
protection should be the first priority in Canadian foreign policy.”®*' The other values
Kirton discusses are: globalism—the conviction the Canada is an integral part of the
world community; multiculturalism—respect for diversity and the rights of minorities;
openness to the outside world—in terms of, for instance, ideas, ecological flows, and

619 van Gelder. "Self and the Cultural Creatives." p. 826.

629 Ibid. pp. 823, 825.
62! Kirton, John. G8 Online: Canada and Its Values: Policy Priorities and Practice, Toronto, University of
Toronto, 2002; accessed January 2005; available from http://www.g8online.org.
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education; anti-militarism, egalitarianism—the need to maintain a strong social net; and
international institutionalism—connection to the world through membership in
international institutions.

Canadian governments and educators have also stressed moral or value education in
curriculum goals. For example, The Atlantic Canada Framework for Essential
Graduation Learnings in Schools, which was produced following public consultations,
describes skills and attitudes that all students are expected to demonstrate prior to
graduation.®* In this framework, attitudes related to values include the abilities:

* to understand sustainable development and its implications for the environment

* to examine human rights issues and recognize forms of discrimination

* to determine principles and actions of just, pluralistic and democratic societies

* to reflect critically on ethical issues

* to understand their own and others’ cultural heritage, cultural identity, and the
contribution of multiculturalism to society.

The key question is whether current educational institutions and curricula fulfill these
stated goals. Currently, there are no indicators of student attitudes related to values.
Teachers assess these attitudes indirectly within classrooms using a variety of assessment
strategies including portfolios, performances, essays, and projects, but results are not
available to the public. Unfortunately, few conventional indicators of educational
attainment even ask this question, or attempt to relate what they report to such
fundamental statements of educational purpose, shared values, and desired societal
outcomes. For the most part, these conventional indicators simply focus on quantitative
measures such as numbers of graduates, high school dropouts, participation and
graduation rates, and overall spending on education. Qualitative measures, such as
assessments of the capacity and success of educational systems to reflect specified values
and achieved desired stated societal outcomes, are usually absent.

5.5.1 Canadian Policy Research Networks value research

“Exploring Canadian Values”—Suzanne Peters report

In 1995, the late Suzanne Peters, at the time director of the Family Network of the
Canadian Policy Research Networks (CPRN), published a “pathbreaking” report that

explored the values Canadians hold with respect to the three major areas of the social
safety net—education, health, and social welfare.®® Peters notes in the report that

622 Atlantic Provinces Education Foundation (APEF). The Atlantic Canada Framework for Essential
Graduation Learnings in Schools, accessed.

623 peters, Suzanne. Exploring Canadian Values: A Synthesis Report, Ottawa, Canadian Policy Research
Networks (CPRN), 1995; accessed December 2004; available from http://www.cprn.org/en/doc-
download.cfm?id=149&pdf=19235 en.pdf.
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reflecting on values and defining principles are crucial steps in building the social
contract that have been missing from the process of social policy reform.®** She explores
this notion further:

The reform of Canada’s social policy has not been informed by an understanding
of values [...]. [Canadians] are willing to rediscover the basic foundations of their
well-being. Most reform efforts have focused on mechanical program options
rather than drawing on underlying principles. The effort to define the social
contract has, therefore, been too narrow. It has not taken into account the broader
trade-g[;fs of economic and personal well-being for individuals and for society at
large.

For the report, Peters combined data from public opinion polls and focus groups. She
used data from 15 years collected from 18 databases and approximately 50 different polls
from 1980 to 1995. The polls came from major polling organizations in Canada: Angus
Reid Group, Inc., Decima Research, Ekos Research Associates, Gallup Canada, Goldfarb
Consultants, Insight Canada, the Institute for Social Research, and Price Waterhouse.
Peters maintains that:

While public opinion data is often criticized as superficial, it offers the only
continuing record of the values and commitments that Canadians have espoused
in changing social, economic, and political times [...]. Comparisons of polling
data over the years have limits, however, including the fact that they must be
considered as a time-series rather than longitudinal data. Also, since even very
similar questions asked in different polls may elicit different answers—both
because of the sequence of the questions and the context of related questions—
polls do not tell a precise story. The most reliable date here is based on the
answers to identical questions asked in repeated polls. Overall, the data give a
broad-brush picture of Canadian values and demonstrate that, through changing
times and shifting government priorities, Canadians’ values in social policy are
remarkably stable.’*®

Peters also conducted twenty-five focus groups designed to “simulate a process of public
judgment,” which allows participants time to contemplate and discuss issues in some
depth. She found that the core values, “ideas that people value greatly,” that Canadians
“cherish,” are grouped around themes such as self-reliance, compassion, democracy,
freedom, fairness, and equality.®*’

Basically, Peters found very little change in the core values of Canadians over the 15-year
period, although doubts about whether these values are expressed in public policy did

62% Ibid., accessed. p. 66.
623 Ibid., accessed. p. 66.
626 Ibid., accessed. p. 2.
627 Ibid., accessed.
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increase. On the other hand, concern for specific policy issues, which reflect values, were
liable to show considerable change over time. For example, in 1988 70% of the
population was concerned about free trade, but in 1995 only 1% of the population said
that free trade was an issue of concern. Furthermore, Peters found that Canadians are
deeply concerned about social programs and want policies for social programs based on
these core values: “Canadians [...] want to do more than merely allay individual
symptoms through fragmented approaches; they want to promote our collective well-
being and find a cure for Canada’s social and economic ills.”***

Canadians also consider education as a means of “offering citizens equal opportunity”
and as “investment in children as the future generation” to be a high priority.®* Peters
notes:

Adequacy in education means primary and secondary education for all Canadians,
and post-secondary education for qualified Canadians. Canadians have different
expectations and aspirations and will tolerate different outcomes as long as no one
with real ability is denied access to opportunity. Canadians see education as an
extremely valuable personal and social asset.®”’

Table 8 below indicates public priorities from 1988—1995. Peters collected the data from
the National Angus Reid polls, “National Standards for Social Programs.”

628
629
630

Peters. Exploring Canadian Values: Foundations for Well-Being. p. 6.
Peters. Exploring Canadian Values: A Synthesis Report, accessed. p. 18.
Peters. Exploring Canadian Values: Foundations for Well-Being. p. 72.
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Table 8. Percentage of Canadians that feel specific public policy is a priority, 1988—

1995
Issues Percentage of respondents
Nov | Nov | Nov | Nov | Nov | Nov | Dec Feb Mar | May | June | July
1988 | 1989 | 1990 | 1991 | 1992 | 1993 | 1994 | 1995 | 1995 | 1995 | 1995 | 1995
;f)ft‘):mpl"ymem/ 1 8 o 27| 37| ss| 28| 20| 28| 31| 35| 34
Deficit/debt 5 10 10 10 12 33 20 48 35 25 28 28
National - 13| 26 6 4 33| 35| 25| 21| 24| 22
unity/Quebec
The economy 6 9o 20| 42| 63| 21 20 20| 21| 20 18| 22
(general)
Healthcare/ 9 5 3| 4l 7] 14| 10| 13| 18| 20| 19| 19
social services*
Health care n/a n/a n/a n/a n/a 9 5 7 11 14 12 12
Poverty 2 5 3 5 5 3 7 5 6 7 8 8
Taxes 6 31 35 11 3 5 6 13 6 7 5 5
Social services n/a n/a n/a n/a n/a 5 5 6 7 6 7 7
Crime/justice 1 3 1 2 2 2 8 7 6 6 9 11
Gun control - - - - - - 1 2 1 6 3 1
Education 9 3 1 2 6 5 5 6 7 6 5 3
Immigration 1 2 2 2 2 3 4 4 3 4 4 3
Environment 10 24 14 8 7 5 2 3 4 3 5 4
International 0 3013 1 1 1 1 0 1 3 4 1
issues
Defence/peace 2 2 1 1 1 1 1 1 1 2 1 2
Government/ 3 Y B 5 3 1 2 3 2 2| 3
politics
Free trade/trade 70 9 4 5 4 16 1 2 2 2 2 1
Fishing - - - - - - - - 7 1 1 2
Other economic 2 3 2 1 3 1 1 1 1 1 2 1
issues
Native issues 2 2 8 3 3 1 2 1 1 1 2 3
Moral issues - - - 1 1 1 1 0 1 1 1 1
Abortion 9 16 2 1 0 0 1 0 0 0 0 1
Constitution 1 23 9 22 8 2 0 0 0 0 0 0
Language issues 1 4 5 3 2 1 0 0 0 0 0 0
Racism - - - 1 1 1 0 0 0 0 0 0
Other 17 17 6 4 5 6 6 5 13 7 7 5

Note: The question asked was: Thinking of the issues presently confronting Canada, I’d like to know which
one you feel requires the greatest attention from the country’s leaders.
These two items were presented together in previous soundings. Above, mentions for each are reported
separtely for Nov. 1993 onwards. “Other” includes policy issues mentioned by less than 1% of all
respondents. Up to 3 mentions were accepted.

Source: Angus Reid Group, Inc., The National Angus Reid Poll, “National Standards for Social
Programs,” cited in Peters, Suzanne. Exploring Canadian Values: Foundations for Well-Being. Ottawa:
CPRN Study No. F-01, Canadian Policy Research Networks, 1995. p. 96.
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It is interesting to note that, in Table 8, in 1988, 6% of the respondents were concerned
with the general economy, while in 1995, this figure had risen to 22% of the respondents
being concerned about the economy. On the other hand, in 1988, 9% were concerned
about education and 10% were concerned about the environment. By 1995, these
percentages had been reduced to 3% and 4% respectively. Since the poll asked which of
the issues the respondents felt required attention from the country’s leaders, it is unclear
whether the public values had changed, or whether how it felt the government was doing
had changed. In other words, if the public valued education, but thought that the
government was doing a good job on educational issues, this might explain the decrease
in the percentage of respondents concerned with education in 1995. Attempts to update
the table using the same data source, the National Angus Reid—mnow Ipsos-Reid—polls

were unsuccessful, since this information is generally used by business and costs more
than $10,000 to access.

Canada’s social contract

Writing for the Canadian Policy Research Networks (CPRN), Matthew Mendelsohn of
Queen’s University reviewed public opinion surveys from 1980 through 2002 to explore
“how Canadians are reconciling pressures for competitiveness, innovation, efficiency,
and globalization, with the traditional view of a sharing and caring Canadian identity.”®'
Mendelsohn notes that Canada has traditionally been more collectivist, less
individualistic, and less materialistic than the United States. He questions recent
generalizations that Canadians are accepting more individualistic market-based values
and rejecting collectivist values.

Data from 2002 show that Canadians still hold more collectivist than individualist values,
see no contradiction between competitiveness and productivity on the one hand and a
strong network of social programs on the other, and think that social programs increase
productivity, as shown in Figure 8 below.

31 Mendelsohn, Matthew. Canada’s Social Contract: Evidence from Public Opinion, Canadian Policy

Research Networks, Discussion Paper No. P|01, 2002; accessed May 2006; available from
http://www.cprn.com/en/doc.cfm?doc=36. p. v.
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Figure 8. Percentage of Canadians who believe social programs do or do not
improve productivity, 2002

3%

M Social programs improve
productivity

["ISocial programs detract
from productivity

[INo answer

Note: Question asked was: Which of the following statements is closest to your point of view?
a. Social programs detract from Canada’s productivity because they cost so much and keep taxes
higher.
b. Social programs are important human investments which increase Canada’s productivity by
ensuring a healthy, secure population.

Source: Mendelsohn, Matthew. Canada’s Social Contract: Evidence from Public Opinion. Canadian Policy
Research Networks, Discussion Paper No. P|01, 2002, citing EKOS: Canadian Attitudes towards
Productivity; 2002.

Figure 9 below shows that in 2001, Canadians placed a higher value on social programs
than on “having a government that interferes as little as possible with the free market.”
Mendelsohn elaborates: “Although the Canadian elite may have embraced a model of
citizenship focused on the individual and the market, the Canadian public remained
largely unmoved,”®** and the support that the Canadian public shows for trade
liberalization “is a manifestation of internationalism, not a manifestation of support for
neo-conservative values.”®*

632 Ibid., accessed. p. 19.
33 1bid., accessed., p. 18.
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Figure 9. Percentage of Canadians that prioritise either the free market or more
social programs, by region, 2001
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Note: Question asked was: For each of the following items, could you tell me whether you think it should
be a high priority for Canada, a medium priority, a low priority, or should it not be a priority at all?

a. Having a government that interferes as little as possible with the free market.

b. Having a more generous system of social programs.

Source: Mendelsohn, Matthew. Canada’s Social Contract: Evidence from Public Opinion. Canadian Policy
Research Networks, Discussion Paper No. P|01, 2002, citing CROP/CRIC, Trade Survey 2001.

Figure 10 below indicates Canadians felt more strongly in 1999 than they did in 1981 that
the government should put more effort into areas such as the environment, health care,
education, and poverty. Support for putting more effort into the environment was high in
both years, while support for health and education grew in 1999.
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Figure 10.Percentage of Canadians ranking different government expenditures as
needing more or less effort, 1981 and 1999
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Note: Question asked was: We would like to know how much effort you think governments should put into
a number of activities. For each area, please tell me whether you think government should put much more
effort, more effort, about the same effort, less effort, or much less effort. Remember putting more effort
into one of these areas would require a shift of money from other areas or an increase in taxes.

Source: Mendelsohn, Matthew. Canada’s Social Contract: Evidence from Public Opinion. Canadian Policy
Research Networks, Discussion Paper No. P|01, 2002, citing Institute for Social Research.

Mendelsohn also notes that there is a distinct disconnect between the attitudes, priorities
and values of the Canadian public and the “Canadian elite,” with the latter defined as
business and public sector leaders and decision-makers.®** On questions of productivity
and competitiveness, for example, as shown in 2002 data in Figure 11 below, the
Canadian elite put more emphasis on the importance of tax cuts for productivity than did
the general public, which, contrariwise, put a higher emphasis on investments in learning
for workers than did the elite.

In a 2002 report for CPRN, Laycock and Clark also point to differences between the

4 Definition of “Canadian elite” from Dobbin, Murray. Is Canada's Elite at War with Its Citizens?, The

Tyee, 2004; accessed May 2006; available from http://thetyee.ca/Views/2004/11/19/IsCanadasEliteatWar/.
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public and the elite.®” For example, they note that freedom is defined, especially since
the 1980s, by those particularly holding neo-conservative values, largely in terms of
unconstrained marketplace behaviour, which places no “government constraint on the
decisions of consumers, taxpayers and entrepreneurs.”®*® In addition, Laycock and Clark
note: “[This] redefinition of freedom [...] is inconsistent with widely endorsed post-war
Canadian understandings, where modest state-assisted reductions in social inequality are
seen to b% 3gre-conditions of, rather than obstacles to, meaningful freedom for most
citizens.”

Figure 11. Percentage of Canadians preferring different methods to improve
productivity by sector, by general and elite public, 2002

40
National learning strategy

for workers
33

23
Technology strategy to _

allow access to technology

33
Corporate and personal _

Income tax cut
57

M General public ‘ ‘ ‘
0 10 20 30 40 50 60

Elite public
Percentage of respondents with preferred method

Note: “Elite public” is defined as those people holding positions as business or political leaders.

Source: Mendelsohn, Matthew. Canada’s Social Contract: Evidence from Public Opinion. Canadian Policy
Research Networks, Discussion Paper No. P|01, 2002, citing Ekos 2002.

Mendelsohn contends that Canadian society has undergone changes in social values in
the past two decades, which is revealed in the patterns of generational differences on key
questions. According to Mendelsohn, “on social and moral issues, Canadians have

833 Laycock, and Clarke. Framing the Canadian Social Contract: Integrating Social, Economic and

Political Values since 1940, accessed. p. vi.
63 Ibid., accessed. p. 33.
7 Ibid., accessed. p. vii.
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adopted positions associated with the Left and are increasingly accepting of less
traditional family structures and lifestyles, with the exception of many older Canadians
who are less comfortable with this.”®*® This generational difference also can be seen in
questions concerning protecting the environment. Data Mendelsohn uses to illustrate this
point are from Environics polls from the early 1990s, although he notes that this pattern
“remained unwavering through the 1990s.”%*" In the early and mid-1990s, younger
people, ages 18 to 24, were more concerned with protecting the environment than were
older Canadians, who were more concerned with economic growth, as seen in Figures
12—14 below.

Figure 12. Percentage of Canadians ranking the importance of preserving the
environment, by age cohort, 1994
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Source: Mendelsohn, Matthew. Canada’s Social Contract: Evidence from Public Opinion. Canadian Policy
Research Networks, Discussion Paper No. P|01, 2002, citing Environics 1994.

638
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Mendelsohn. Canada’s Social Contract: Evidence from Public Opinion, accessed. p. 19.
Ibid., accessed. p. 18.
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Figure 13. Percentage of Canadians ranking relative priorities of the environment
and the economy, by age cohort, 1990
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