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Abstract

The Royal Society of Canada defines global change as the consequences of
any biospheric, geospheric, atmospheric, oceanic or socioeconomic process that
affects the global environment. Change in our global environment is being induced
increasingly by human rather than natural forces. In this post Cold War global era,
there is a growing interdependency of global forces which have implications for
complex peace and human security issues. In light of this, it is questionable whether
traditional approaches to citizenship and citizenship education in the realm of social
studies are preparing students with the necessary knowledge, attitudes, skills,
values, and modes of behaviour that will enable them to comprehend and effectively
meet the challenges of the 21* century. If students in their adult life are going to
meet these challenges, citizenship education will need to be reformulated and
reconceptualized. This thesis argues that peace education is more capable of
meeting the needs of students in the 21* century because it is more pervasive,
comprehensive, holistic, integrative, systemic, and ecological than traditional
approaches to citizenship education. Citizenship education is, however, regarded as
a fundamental and constitutive element of peace education.

The thesis is developed through an investigation of four major areas. The
first area investigates the philosophical development and traditional approaches to
citizenship and citizenship education. The second area investigates education for
peace. The emphasis here is on peace rather than education and its widening
conceptual parameters, including; 1. negative peace, 2. positive peace, 3. holistic
Gaia peace and peace with the environment, 4. holistic inner and outer peace, and
5. culture of peace. The third area investigates the study of peace through
education. The emphasis here is on education and some of the different approaches
or themes to peace education, including; 1. peace education as teaching about
nuclear war, 2. peace education as disarmament education, 3. peace education as
peace and conflict studies, 4. peace education as peace and justice, 5. peace
education as global education, and 6. peace education as citizenship/political
education. The fourth area investigates the limitations and challenges of citizenship
and citizenship education presented by forces of globalization. This is done by
investigating the five major attributes of citizenship and citizenship education from
a peace education perspective. These five major attributes include; 1. sense of
identity, 2. rights and entitlements, 3. responsibilities, duties and obligations, 4.
activism in public affairs, and 5. social values. Some potential objections to a peace
education curriculum are also investigated.
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Chapter 1, Citizenship and Citizenship Education

1. Introduction

There have been a number of alternative approaches, guiding principles, and
underlying values to citizenship education over the past century, but it is now
questionable if they meet the needs of students who will soon be confronted with many
unprecedented problems and challenges as we begin the 21* century. Today, we live
in a world that is fast changing, increasingly complex, and globally interdependent. In
this post modern and post Cold War global era, there are several complex, interlocking,
and interdependent peace and human security issues that confront our global
neighbourhood and cannot be fully comprehended or effectively taught in classrooms
within the current framework of citizenship education. In recent years, the scope and
degree of frequency of change in the world has been unprecedented and we are
confronted with many new complex peace and human security issues. Traditional
conceptualizations of citizenship and citizenship education are becoming less useful for
preparing students to meet these challenges.

It is imperative that the fundamental organizing principles and values of
citizenship education are not lost. They are imperatives for any framework of social
education. The framework does, however, need to be reformulated and
reconceptualized in light of the interdependency of global forces and their implications

for complex peace and human security issues. This study proposes a peace education
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framework for developing a curriculum for educating students for the 21* century.
Peace education shares many of the same fundamental values and organizing principles
of citizenship education but it is a more pervasive, comprehensive, holistic, integrative,
systemic, and ecological framework. It also shares a similar philosophic purpose,
namely, to educate people for wisdom and goodness and to improve the world in which
we live.

Chapter I investigates four major approaches and themes of citizenship
education in Canada and some of the major social, cultural, political, and economic
forces at work. During the period of the 1890's-1920's, citizenship education was
primarily concerned with nation building, assimilative nationalism and
Canadianization in the context of loyalty and patriotism to Great Britain. During the
period of the 1920's-1960's, there was no one overriding theme of citizenship education.
Nation building, assimilative nationalism, and Canadianization were stillimportant but
citizenship education also emphasized the importance of character building and
socialization. It was also a period when a more self-consciously Canadian spirit of
citizenship began developing. During the period of the 1960's-1980's, the major
approach or theme of citizenship education was to focus on issues of identity and
activism. During this turbulent period in Canadian history, Canada was faced with
three major problems. The first was the problem of the French/English polarity and
the demands of other ethnic, non chartered groups, for cultural inclusion in the
Canadian ethnic mosaic. The second problem was the proximity of Canada to the

United States and the cultural, economic, and educational implications of this. The
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third was the problem of regional differentiation in Canada. Each region of the
country hasits own patterns of identification and faces its own social, cultural, political,
and economic challenges. The period of the 1990's- marks the beginning of a decline
in citizenship education in Canadian schools and a trend toward educating for
economic prosperity. There is a trend toward vocationalism and individual
entrepreneurialism. The curriculum in schools appears to be adjusting to the
employment needs of business and industry who are trying to maintain their
competitiveness in the global market economy. Greater emphasis is being placed on the
development of essential employability and entrepreneurial skills.

Chapter 1 concludes by proposing a peace education framework for a
curriculum in social studies education. Peace education embraces many of the same
fundamental values and organizing principles of citizenship education and takes into
account the changing nature of the world and the human and natural forces which
contribute to this change.

The concept of peace education encompasses two major concepts, namely, peace
and education. Chapter II focuses on the first concept, peace. It is titled “Education
for Peace” and investigates the conceptual development of peace and the different
conceptions of peace, namely; negative peace, positive peace, holistic Gaia peace and
peace with the environment, holistic inner and outer peace, and a culture of peace.

Chapter III focuses on the second concept, education. It is titled “The Study of
Peace Through Education” and outlines some of the various themes of peace education,

namely; peace education as teaching about nuclear war, peace education as teaching



4

about disarmament, peace education as peace and conflict studies, peace education as
peace and justice, peace education as global education, and peace education as
citizenship and political education.

Chapter IV discusses the strengths of the peace education framework over more
traditional organizing principles and values for educating for citizenship in this global,
post modern, post Cold War era. Itinvestigates some of the challenges confronting the
major attributes of citizenship, namely; sense of identity, sovereignty, rights and
entitlements, responsibilities, obligations, and duties, activism in public affairs, and
social values. An attempt is made to address some possible criticisms of a curriculum

developed on the basis of a peace education approach.

1.1. Citizenship and Citizenship Education in Canada

Citizenship is more than having a legal citizenship status in Canada or some
other country. It is more than the political, civic, legal, social, cultural, and economic
rights and freedoms that one has by virtue of being a legal citizen in a country,
although these are very important for the exercise of citizenship. In fact, it is not even
necessary to have legal Canadian citizenship status to exercise many of these rights and
freedoms in Canada. Itis only necessary to live in the country. Citizenship is, rather,
a dynamic set of practices, political, civic, legal, cultural, and educational which have
derived over time as a result of social movements, political struggles, and intellectual

forces. It is the latter of these, educational, that will be the central focus of



investigation.

Citizenship is also about being informed and knowledgeable, having a certain
sense of values and social attitudes, a sense of place, historical roots, and identity, and
having the necessary skills to be an active and effective participant in community
affairs. The task of formally educating students for citizenship is delegated to schools.

There is no uniform approach to education for citizenship in Canada. The
reason for this is that Section 93 of the Constitution Act, 1867, states that “in and for
each Province the Legislature may exclusively make Laws in relation to Education”
although ”nothing in any such Law shall prejudicially affect any Right or Privilege with
respect to Denominational Schools...in the Province at the Union...or infringe on the
”Powers, Privileges, and Duties at the Union by law conferred and imposed in Upper
Canada on the Separate Schools and School Trustees of the Queen’s Roman Catholic
Subjects” or on “the “Dissentient Schools of the Queens’s Protestant and Roman
Catholic Subjects in Quebec.”’ This essentially meant that education was a provincial
Jjurisdiction, that the rights and privileges of denominational schools were protected,
and that Catholics in upper Canada and Protestants and Catholics in Quebec had a
right to a separate education. There is not national ministry or federal department of
education in Canada because of Section 93. The federal government has no legislative
authority or legal competence over public school education. At the time of
confederation, it was thought that the responsibility for legislating on education and
developing educational policy was best left to the provinces since they were more in

tune with regional and local needs, interests, and aspirations. The closest thing in
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Canada to a national ministry or federal department of education is the Council of
Ministers of Education, Canada (CME), which was established in 1967. CME is an
instrument through which the provincial ministers of education can consult and act on
matters of mutual concern and interest, and can cooperate with national organizations
and the federal government.

According to Ken Osborne, the development and delivery of citizenship
education in Canada has generally gone through four major periods.” The primary
goal value orientation of citizenship education during each period is not fixed but
overlaps and contains elements of other periods. Itis now necessary toinvestigate each
of these periods of citizenship education in Canada. This will also require some
investigation into some of the major social, cultural, political, and economic forces at

work.

1.2 Citizenship Education, 1890's to 1920's;

Nation Building, Assimilative Nationalism, and Canadianization

During this first period of citizenship education, the 1890's to the early 1920's,
the primary goal value orientation of education for citizenship outside Quebec was
nation building and the development of a Canadian national identity in the context of
loyalty to the mother country, Great Britain. During this period, education for
citizenship focussed on the assimilation and Canadianization of ethnic groups in

Canada. Schools were regarded as effective vehicles of political socialization and were
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used by the dominant ethnic chartered groups, British and French, as an instrument
to transmit their values and culture. The social integration of migrant ethnic groups
into Canadian values and culture was considered essential for their successful transition
into Canadian society so they could be productive and contributing members. As
increasing numbers of immigrants entered Canada and enrolled in schools, they
became subjected to French-Canadian values and culture in French-Canada and
English-Canadian values and culture in English-Canada.

This was a general period of world prosperity and this generated an interest in
migration, economic expansion, and capital investment in Canada. A brief historical
perspective on the early migration and foreign born immigrants in Canada and their
ethnic composition is useful in understanding why the dominant ethnic groups felt the
need to use the school as an instrument of political socialization in the transmission of
their values and culture. A brief description of the nature of this economic expansion
and investment which saw significant migration to Ontario and the prairies will also

be provided.

1.3. Migration Patterns, Foreign Born, and Ethnic Composition

The French made up the majority of the population when the British took
political control of what later became known as Canada, after the Seven Years War,
(1756-1763). However, the emigration of British Empire Loyalists from the Thirteen

Colonies after the American Revolution (1775-1783) provided the British with
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numerical supremacy. By the time of Confederation, people of British origin madé up
60.5 percent of the population, while the French made up 31.3 percent. The other
ethnic groups were predominantly German with some Dutch and lesser amounts of
Scandinavians, Russians, and Italians.?

Between 1881-1921 Canada experienced very significant increases in its
population as a result of immigration. There was a 24 percent increase in population
between 1881-1891 and a 64 percent increase in population over the next twenty years.*
In the decade, 1891-1901, the average decade total population in Canada was 4,833,000.
This consisted of 326,000 immigrants that made up 6.4 percent of the average decade
total population. The average total foreign born living in Canada was 644,000 which
made up 13.3 percent of the average decade total population. In the decade, 1901-
1911, the average decade total population in Canada was 5,371,000. This consisted of
1,759,000 immigrants that made up 28 percent of the average decade total population.
The average total foreign born living in Canada was 700,000 which made up 13.0
percent of the average decade total population. In the decade, 1911-1921, the average
decade total population was 7,207,000. This consisted of 1,612,000 immigrants that
made up 20.2 percent of the average decade total population. The average total foreign
born living in Canada was 1,587,000 which made up 22 percent of the average decade
foreign born population. Between 1891 and 1921, Canada received 3,697,000
immigrants.’ The period of greatest immigration into Canada occurred prior to World
War I and this is reflected in the increased percentage of foreign born in the decade

1911-1921.
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Canada’s foreign born population percentage by region in 1901 was; Atlantic
provinces 6.7, Quebec 12.7, Ontario 43.3, Prairie provinces 20.3, British Columbia 11.3,
Yukon and N.W.T. 2.7. In 1911, it was; Atlantic provinces 3.6, Quebec 9.2, Ontario
46.3, Prairie provinces 40.8, British Columbia 14.1, Yukon and N.W.T. 0.3. In 1921,
it was; Atlantic provinces 3.4, Quebec 9.7, Ontario 32.9, Prairie provinces 40.7, British
Columbia 13.3, Yukon and N.W.T. 0.1. The greatest percentage of foreign born
populations were found in Ontario and the Prairie provinces.®

In 1901, the total population of Canada was 5,371,000 and in 1921 it was
8,788,000. The ethnic origin of the population in 1901 and 1921 was respectively as
follows: (British Isles)-3,063,000, 4,869,000; English-1,261,000, 2,545,000, Irish-989,000,
1,108,000, Scottish-800,000, 1,174,000, Other-13,000; (French)-1,649,000, 2,453,000;
(Other European)-458,000, 1,247,000; Austrian-11,000, 108,000, Belgian, 3,000, 20,000,
Czech&Slovak- -, 9,000, Finnish-3,000, 21,000, German- -, 311,000, 295,000, Greek- -,
6,000, Hungarian-2,000, 13,000, Italian-11,000, 67,000, Jewish-16,000, 126,000,
Lithuanian- -, 2,000, Netherlands-34,000, 118,000, Polish-6,000, 53,000, Roumanian-
-, 13,000, Russian-20,000, 100,000, Scandinavian-31,000, 167,000, Ukrainian-6,000,
107,000, Yugoslav- -, 4000, Other-5,000, 18,000; (Asiatic)-24,000; 66,000, Chinese-
17,000, 40,000, Japanese-5,000, 16,000, Other, 2,000, 10,000; (Other)-177,000, 153,000.’

In 1922, Clifford Sifton, the federal Minister of the Interior in the Laurier
government, described his government’s policy of immigration as follows.

...In those days settlers were sought from three sources; one was the United

States. The American settlers did not need sifting; they were the finest quality
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and the most desirable settlers. In Great Britain we confined our efforts very
largely to North of England and Scotland...they were the very best settlers in the
world...Then came the continent-where the great emigrating center was
Hamburg...I think a stalwart peasant in a sheep skin coat, born on the soil,
whose forefathers have been farmers for ten generations, with a stout wife and

a half-dozen children, is good quality.?

1.4. Economic Expansion and Capital Investment in Canada

Canada’s immigration policy welcomed farmers and agriculturist but many
turned to other types of employment as well. Most of the new immigrants arriving in
the east coast of Canada were moving west and settling in the Ontario and the Prairie
provinces. Ontario was attractive because it was the major focal point for United
States manufacturing and resource development investment in Canada, which
strategically located here to avoid protective tariffs and to get access to markets. For
example, in 1913, there were 317 American branch plants, affiliates, and major ware-
housing operations in Ontario. Most of these were located in Toronto-94, Hamilton-46,
and Windsor-26. The other provinces in Canada had relatively less; Quebec-78,
Manitoba-33, Alberta-14, New Brunswick-6, Nova Scotia-2, British Columbia-2,
Saskatchewan-2, and Prince Edward Island-0.” By 1915, there were 80 pulp and paper
mills in Canada and numerous mining operations for salt, gold, copper, nickel, iron,

coal, and other miscellaneous minerals.!* By 1913, the total American investment in
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Canada was 639.4 million dollars."

The period prior to World War I was a time of world economic prosperity and
this generated an interest in capital investment, economic expansion and immigration.
The increasing world demand for wheat generated by increasing urban populations in
the United States and Europe made the prairie farm lands attractive to prospective
farmers and farm labourers. Factory workers needed bread and cereal grains.
Canada was a vast area of rich and undeveloped farm land. Advances in farming
technology, chilled-steel ploughs, mowers, and binders made the prairie land more
cultivatable. The invention of an early maturing wheat by the Canadian Charles
Marquis, and the experimentation by Ontario’s David Fife with a different wheat
strain, Red Fife, both of which needed fewer frost free days, and the improvement in
the design, speed, and capacity of bulk grain carriers, made it possible to cultivate
wheat and get it to market more quickly. The Canadian Pacific Railway was ready for
business to transport people and cargo across the country. Canada needed immigrant
workers to develop the prairie farmland. Anxious to attract new immigrants to the
prairies, Canada described itself throughout the United States, Great Britain, and
Europe as the “world’s bread-basket” and the “land of promise”. By 1902, Canada
was advertising in more than 7000 agricultural periodicals throughout the United
States. It brought Members of the British Parliament to see the “land of promise” in
hopes of luring some of their constituencies. Free land grants of 160 acres were
provided by the Laurier government to newly located prairie farmers. A London

steamship booking agent, The North Atlantic Trading Co., was paid a bonus of $5.00
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for every head of family and $2.00 for each individual who came to the new “land of
promise”. Of the nearly three million immigrants that entered Canada between 1897
and 1914, more than forty percent of them settled in the prairies and British
Columbia.”

Several new industries developed as a result of the opening of the prairies
agricultural frontier and expansion of grain cultivation, including International
Harvester, an American firm that manufactured wire-and-fencing and agricultural
implements. Another example was the American Cereal Company, Quaker Oats,

which set up business in Peterborough in 1901.”

1.5. Canada’s British Connection,

The Basis for its Institutional Organizing Principles and Values

In English-Canada, the concept of nation building was closely associated with
Canada’s British connection and shared sense of history. Unlike the United States, who
revolted and fought a war of independence against Great Britain, Canada’s evolution
was more peaceful, orderly, and exemplified more respect for and deference to
authority. The nature of Canadian society and government is based on a different set
of organizing principles and values than that of the United States. For example,
Seymour Martin Lipset in the Continental Divide: The Values and Institutions of the
United States and Canada, provides a revolutionary and counterrevolutionary thesis

as a means of conceptualizing their different political, legal, and religious institutional
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development. Accordingly, Lipset asserts;

the two nations once part of British North America were separated by the
outcome of the American Revolution. One, the country of the Revolution,
elaborated on the populist and meritocratic themes subsumed in stating the
objectives of the good society as “life, liberty, and the pursuit of happiness.”
The founding fathers of the counterrevolutionary nation defined their rationale
as “peace, order, and good government” when they put together the new
Dominion of Canada in 1867. The source of authority for one, as stated in the
preamble to its Constitution, was ‘“the people,” and the document was
submitted for ratification by the state legislatures. The other saw its new
government as a continuation of the English monarchy and sent its constitution
to London to be enacted by the British Parliament and proclaimed by the
Queen. The revolutionary Republic was suspicious of state authority and
adopted a power-constraining bill of rights, which produced a strong emphasis
on due process, judicial power, and litigiousness. The counterrevolutionary
dominion followed the Westminister model, with power centered in a cabinet
based on a parliamentary majority and with no limits on the authority of the
state other than those derived from a division jurisdictions between national
and provincial governments. The American Constitution rejected church

establishment; the Canadian did not."
By following the British model, Canada established the grounds for its loyalty to

Britain, and by doing this, it shielded itself from the encroachment of Americanization.
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Canadian nationalism, duﬁng this period, therefore, was perfectly compatible with
our British connection and respect for and loyalty to the motherland. Canada’s close
connection with Great Britain is the consequence of its political heritage and at an
institutional level this is evident in its form of parliamentary democracy, constitution,

and common law legal system.

1.6. Citizenship Education as Nation Building,

Assimilative Nationalism, Canadianization

The infusion ofimmigrants into the country altered existing settlement patterns,
ethnic composition, and class structures. Two of every three immigrants coming to
Canada were of British or French ethnic descent and tens of thousands of other people
from other ethnic groups arrived from other parts of continental Europe and Asia.
Because they had different cultural practices and languages, migrants were often
subjected to stereotyping and treated with distrust and suspicion. Nativism was
particularly problematic in western Canada among Anglo-Canadians.'” However, the
general feeling was that schools could play an important and effective role in politically
socializing the children of the immigrant population so that they would learn the
necessary attitudes, values, and skills to functionally adapt and become productive and
contributing citizens in their new country. “Assimilation of the immigrants through
education was seen as the eventual answer to all social problems and as necessary for

social integration and for democracy, which presupposed a literate electorate. Between
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the 1890s and 1916, the predominant aim of the school system was to inculcate the
values of British-Canadian nationalism, individualism, and the Protestant work
ethnic.””' This process of nation building, assimilative nationalism, and
Canadianization was directed at immigrant children from all ethnic groups and
cultural backgrounds in an attempt to nurture loyalty and allegiance to a new
homeland which maintained a close political, economic, social, and cultural association
with its motherland. However, the challenge of nation building was more problematic
in the prairie provinces and British Columbia since they received the bulk of ethnic
groups other than English and French. Assimilation and cultural integration was more
challenging in these provinces. In Ontario and the Maritimes, it was not as
problematic. Although in the Maritimes there were also strong attachments to local
and regional loyalties. Quebec saw nation building as a threat to their distinctiveness
and identity.”” Throughout this period, public policy on education was a matter of
intense political interest. It was felt that students must be prepared for productive
participation in society and not be a burden on, or an expense to, the state. Attendance
in schools became compulsory in all provinces except Quebec.”® As previously
indicated, this was a period of economic prosperity which witnessed the emergence of
a United States branch plant economy and a manufacturing and resource development
base in Canada. This period of industrial capitalism required a properly trained labour
force and a good work ethic to sustain it, unlike the pre-industrial worker who was a
seasonal employee and whose work was task orientated and corresponded largely to

general community activities and rituals which allowed for considerable leisure time
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and personal choice. The new economic order required that workers be discipline,
reliable, consistent, and of sober mind. The school with its daily routine, regiment, and
discipline was thought to be an ideal training ground for such potential employees. The
economic well-being of the nation was the national well being of the nation. In this
sense, schools performed a dual role by producing national citizens and reliable
workers."”

The ability to speak English was considered important if one was to become a
fully Canadianized, assimilated, and loyal citizen in an English-Canadian sense.
English was Canada’s mother tongue. The acquisition of this language skill in schools
was thought to be an essential part of Canadian citizenship education, although many
immigrant ethnic groups and French-catholic schools were intent on preserving their
languages. An ability to speak English implied a sense of loyalty and patriotism to the
“land of promise’’ and to its mother country.

The Manitoba school question became an issue of national importance in the
period leading up to the election of Prime Minister Sir Wilfred Laurier in 1896. It
plotted English against French, protestant against catholic, dualism against
uniformity. The new migrant English speaking protestant upset the balance of the
French/English speaking population, which was fairly even at the time of
Manitoba’s entry into confederation in 1870. Although the Manitoba Act, 1870,
protected the dual system of education and guaranteed the rights of English-
speaking inhabitants in protestant schools and French-speaking inhabitants in

catholic schools, by the late 1980s, there was a call for a system of public school
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education to replace church run schools. The reasons given for this were that
education would better foster a provincial unity, a democratic spirit, French catholic
schools were a privilege and not a right, and that a dual system of education was too
expensive for such a sparsely populated province. The provincial Liberal
government of Premier Greenway passed legislation, the Public Schools Act, 1890,
which created a single secular educational system. This enraged French Canadian
Catholics and the leaders of the Roman Catholic church in Quebec who felt such
legislation was in violation of the Manitoba Act, 1870, and they petitioned the
federal government to pass remedial legislation pursuant to Section 93 of the
Constitution Act, 1867. The government of Prime Minister Mackenzie Bowell, the
former Grand Master of the Orange Lodge, remained split over the passing of a
remedial act. Bowell was replaced by Nova Scotia’s Sir Charles Tupper whose
government went down to defeat to Prime Minister Sir Wilfred Laurier. Tupper
campaigned on the grounds that the federal government had a right to interfere to
protect religious minority rights in education. Laurier, on the other hand, stressed
the importance of the Liberal principle of non interference in constitutional
provincial rights and although he was a faithful catholic he was not about to allow
the catholic church to run the political affairs of the country.?® Shortly after his
election victory in 1896, Laurier, the new Canadian Prime Minister, and Greenway,
the Premier of Manitoba, arrived at a settlement, the Laurier-Greenway
compromise. In this agreement, provisions were made for bilingual schools.

Languages other than English were permissible as the language of instruction, if and
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whenever ten people spoke a language other than English as their mother tongue.
This compromise was made in 1896, before the large scale influx of central and
eastern European immigrants to the prairies and western Canada. As a result,
many ethnic groups other than the French, such as German, Ukrainian, and Polish
took advantage of this agreement to justify the existence bilingual schools. The
creation of bilingual schools in Manitoba was not without its Anglophone critics.
They regarded bilingual schools as educationally inferior, ineffective in teaching
English, and a threat to assimilation. The Manitoba Free Press carried over 100
editorials between 1910 and 1914 regarding the issue of bilingual schools. John
Dafoe, its editor, stated that “we must Canadianize this generation of foreign-born
settlers, or this will cease to be a Canadian country in any real sense of the term.”*!

Saskatchewan and Alberta did not make any such provision for bilingual
schools but they, nonetheless, had to deal with pressing concerns of migrant ethnic
groups for mother tongue language instruction. In Saskatchewan, accommodations
were made for instruction in languages other than French or English, but this was
for only one hour a day between three and four in the afternoon. Politicians, not
wanting to lose the ethnic vote, supported such an accommodation on the basis that
this was the best way to get the children of migrant ethnic groups into schools,
which in turn would assist in their assimilation. In Alberta, it was only permissible
to teach languages other than French and English in after school hours. However,
no provisions were made to train teachers in ethnic languages. A major conflict

broke out in 1913 when a group of qualified Ukrainian teachers were brought in by
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UKkrainian families in one school district when there were no Ukrainian trained
Alberta teachers available. The Minister of Education for Alberta prohibited these
teachers from providing instruction in after school hours. He stated ‘this is an
English-speaking province...and every Alberta boy and girl should receive a sound
English education.”” With the outbreak of World War I, public sentiment toward
bilingual schools, other than French and English, diminished in the prairie region.
The teaching of languages, other than English and French, especially those that
might be associated with the enemy, Germany and the Austrian-Hungarian Empire,
at a time when Canada and her mother country were at war, was regarded as
disloyal and unpatriotic. By 1918, all provisions made for the teaching of foreign
languages in schools, other than French and English, in the prairie provinces, were
eliminated. Unilingualism and patriotism were seen in the same light. English was
regarded as the superior language and a positive contributor to the social cohesion
of the nation.”

In British Columbia, the greatest challenge to educational authorities was not
the central Europeans and religious sects, but rather Chinese and Japanese
immigrants. “In 1921, the number of Chinese living in Canada was 39,568; of these,
23,533 were living in British Columbia.”* With a shortage of labour in Canada,
their labour was important in the building of the Canadian Pacific Railway.
Educational policy toward these immigrants was blatantly racist and
discriminatory. They were viewed as non whites and not capable of being

assimilated into Canadian society. No attempt should be made to assimilate them



20

either. Since they were regarded as a threat to the moral values of white children,
attempts were made to segregate them frorﬁ the schools of white children. In
Vancouver and Victoria attempts were made to remove Chinese students from
schools or to place them in separate classrooms. These actions were met with
resistance from Chinese parents who organized demonstrations and boycotts.
Although the Japanese arrived later than the Chinese, they were also subjected to
similar racist and discriminatory views. Their situation was less conspicuous
because their numbers were not as large and their arrival into British Columbia was
on a more gradual basis.” “The number of Japanese in Canada in 1921 was 15,868,
the number in British Columbia, 15,066.”* Racist and discriminatory practices
against the Chinese and Japanese resulted in the Vancouver riots of 1907.

The South Asians were also discriminated against in schools but their
numbers were even far less than the Japanese. Between 1905 and 1908,
approximately 5,000 Sikhs, who were commonly called Hindus, immigrated to
British Columbia to find unskilled labour jobs in railway construction and logging
camps. However, an new order in council required “a continuous journey from
country of origin” and this prevented any further immigration of coloured into
Canada. In 1914, the Japanese steamer, the Komagata Maru, was hired by a Sikh
entrepreneur called Gurdit Singh, it transported 376 East Indian passengers to
Vancouver that made the required “continuous journey from country of origin”,
but were refused entry and returned back to the orient after a Supreme Court

decision.”
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The education of other ethnic groups in the Maritimes and Central Canada
was not as controversial. The ethnic composition of the Maritimes was not affected
by the immigration of ethnic groups other than English and French into Canada
since the Maritimes was merely a transition point along the way to a more desirable
western destination. More people were leaving the Maritimes than taking up
permanent residence. The only major issue relating to minority education rights at
this time in the Maritimes was the education of blacks. In 1884, blacks in Nova
Scotia received access to public schools, however, by 1918 most of the black
population were still attending segregated black schools or private schools run by
religious organizations. The major problem with these schools was that educational
instruction was often below standard.

In the Maritimes like everywhere else, it was believed that educational
achievement was important for occupational attainment. However, certain
structural economic and political conditions associated with Sir John A.
MacDonald’s National Policy of 1878, including protective tariffs and the building
of the railway seemed to favour central Canadian and western economic
development and leave the Maritimes in an economic dependency relationship.
Much of the political focus in the Maritimes at this time was not matters of
educational policy but rather on the inequity of central government policy which
hampered local economic initiative and development. This resulted in the Maritime
Rights movement in the 1920's which received widespread support from local

boards of trade, and editorial support from the Halifax Herald, Halifax Mail,
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Dartmouth Patriot, Maritime Merchant, and Eastern Chronicle.”

In Ontario most of the segregated black schools disappeared by the
beginning of the 1900's, but legislation permitting them remained in effect until
1964. Segregated black schools in Ontario were much like those in Nova Scotia.
Teachers were poorly trained and often underqualified. Teachers were ill equipped
with instructional resources. School buildings were often dilapidated and
overcrowded creating an environment that was not conducive to learning. The only
other minority group in Ontario significant enough to demand bilingual schools
were the Germans. Egerton Ryerson, the Superintendent of schools from 1884-
1876, was supportive of such schools as long as English was taught, but his
successor, George Ross, was less understanding and determined to eliminate
German language schools. By World War I, there was a significant decline in the
number of these schools because of change in educational policy and the assimilation
of the German people.”

Schools were charged with the responsibility of teaching students of all ethnic
origin about the duties and responsibilities of Canadian citizenship. The curriculum
and the whole atmosphere of the school contributed to nation building, assimilative
nationalism, and the Canadianization of students in the context of loyalty and
allegiance to Great Britain. Patriotism, the power and responsibility of the British
Empire and its contribution to civilization, were major themes of an early twentieth
century Ontario Department of Education history curriculum document.* Harney

and Troper describe the efforts of Canadianization in Toronto schools as follows.
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Canadianization was not a hidden curriculum. Teaching of the Canadian

way permeated every facet of the school’s program. The three R’s proved no

exception. The working of routine mathematics problems was no exception.

The working of a routine mathematics problem sanctified growth, progress

and competitive business practices. Through the study of literature, reading

material promoted nationalism and Protestantism, often as if it were one and
the same. As late as 1928, Toronto’s Chief Inspector of Schools boasted of
one institution, “The teachers of this school are teaching English to their
students, but they are also not losing sight of the broader aim, the

Canadianization of our foreign born population.”*!

Throughout English-Canada, subjects such as Canadian and British history,
language and literature, civics, and geography were all considered to be of prime
importance. Physical education, music, gardening, and domestic science were also
important in fostering citizenship. The curriculum was supported by a general
atmosphere in the school that celebrated events such as Empire Day, royal deaths,
Jjubilees, and coronations. Symbols were also important in fostering citizenship,
including flags, anthems, and wall maps.” In 1907, legislation was passed in
Manitoba requiring that schools raise the Union Jack and fly it daily.

The province of Quebec disagreed with the citizenship message of schools in
English Canada. Two factors helped provide insulation from this rhetoric in
schools. The first was that schools were run by the Catholic church and the second

was that French was the spoken language. Quebec had its own history and since the
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Conquest of 1760-1763, it felt that its culture, customs, religion, and language, were
threatened by forces of nation building, assimilative nationalism, and
Canadianization in English Canada. Quebec’s opposition to forces of
Canadianization was evident in their opposition of Canada providing military
troops to Britain to fight in the South African War (1899-1902), as well as in their
opposition to French Canadian participation in World War I (1914-1918). The
premier of Quebec, Henri Bourassa, in his stand against conscription stated “all
Canadians who want to fight conscription...must have the courage to say and repeat
everywhere: no conscription! No enlistment: Canada has done enough... It is useless
to disguise the truth: two million French-Canadians are united against
conscription.”

The two most numerous migrant groups to arrive in Quebec prior to World
War I were the Italians and Jews who settled primarily in and aroun*d Montreal.
Since the Italians were Catholic, they attended the catholic school system and were
permitted instruction in Italian, English, and French. The Jews, on the other hand,
attended generally protestant schools. The reasons for this were that they were too
poor to attend private schools and protestant schools provided better access to the
English language and community institutions. The Jews, however, faced much
discrimination in the protestant school system. For example, in a 1902, in a
controversial court case, the court upheld a decision of the protestant school board
to refuse a scholarship to a Jewish student. In 1903, an agreement was made

between the protestant school board and the Jews. The Jews would be categorized
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as protestants for educational purposes but they could receive no instruction in
Hebrew and there could be no Jewish teachers. This anti-Semitic attitude in
Quebec was also popular among French Canadians in Quebec. For example, in
1906, Henri Bourassa stated in the House of Commons that Jews “are the least
remunerative class that we can get-that class which sucks the most from other
people and give back the least-they are the most undesirable class that can be
brought into the country and vampires on the community.””*

Trade unions criticized schools for teaching an unequal citizenship by
discriminating against working class children. They criticized the militaristic bias in
history and military cadet training in schools. The farmers movement was also
critical of citizenship education because it failed to provide a social interpretation of
history or any type of presentation of public affairs that would prepare students for
active citizenship.”® The growth and influence of farm organizations including
Grange, Patrons of Industry, Farmers’ Association of Ontario, Territorial Grain
Growers Association, United Farmers of Alberta, Grain Growers Grain Company,
and the Canadian Council of Agriculture were indications of the rising importance
of Canadian agriculture and examples of powerful and active organizations bent on
improving the lot of Canadian farmers. The Canadian Council of Agriculture and
its ‘Seige of Ottawa’ in December 1910, in hopes of pressing the government of Sir
Wilfred Laurier into a reciprocity agreement with the United States” was an
example of the type of social history, public affair, and active citizenship, that these

organizations felt students should be learning.
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Canadian citizenship education, in public schools, as nation building,
assimilative nationalism, and Canadianization, within the context of loyalty and
patriotism to Great Britain, was unsuccessful in French Canada and was also largely
unsuccessful in communities with immigrant ethnic groups other than English and
French, in the rest of Canada. Accordingly, Jack Granatstein states, ‘“public school
education, while compulsory, did little to crack such ethnic exclusiveness. The
singing of ‘God Save the King,” ‘Rule Britannia,” and ‘The Maple Leaf for Ever,’
and the reciting of patriotic poetry, could do little in and of themselves to teach the
values of the wider Canadian community.””® The non-British ethnic groups in
Canada, including, the Ukrainians, Poles, Germans, and Italians, were much like the
French in that they did not see Britain’s war as theirs. This view was reinforced by
“the almost automatic firings of foreign-born workers at the outbreak of war in
1914, the internment of citizens of Germany and Austria-Hungary, and the
wholesale gerrymander of 1917 , when the Wartime Elections Act stripped recently
naturalized Canadians of the franchise, all reinforced a natural tendency to keep to
one’s own kind.”” When the war was over, Granatstein argues that Canada did
very little to heal the internal wounds of the country and made little attempt to
integrate those of non-British origin into the life and values of the country.*

On the whole, teachers charged with the responsibility of teaching citizenship
and imparting in their students the values and attitudes of Canadian citizenship
were often poorly trained and ill equipped with few resources, especially in the rural

areas. Classes were often criticized for being too boring, rigid, and routine.* In
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rural English-Canada and rural Quebec, the one room school house was typical.
Students ranged in age and grade, the school year was usually geared to the
agricultural season, and girls usually attended more often and longer than boys.
Many of these schools were run by schoolmistresses. The challenges they faced
included finding appropriate accommodation, disciplining usually older and larger
males, and the responsibility of organizing cultural activities within and outside the
school.*?> “The most common Quebec school in the 1913 census was one-roomed,
built at a cost of $1,200, with a young female teacher, paid less than $200 annually,
whose pupils ranged from ages 6to 14. In both French and English Canada, some
external standards were maintained by the school inspector, appointed by the
province, who visited the classroom once a year to assess the teacher’s performance
and the school’s facilities. In Quebec the inspector was usually accompanied by the

parish priest.”*

1.7. Citizenship Education, 1920's to 1960's, Character Development

and Self-Consciously Canadian Spirit of Citizenship

The second period of education for citizenship, 1920s-1960s, did not have any
overriding theme, but it was now beginning to focus on the personality and
character development of the child. However, the goal value orientation of
citizenship education as nation building, assimilative nationalism, and

Canadianization of immigrant ethnic groups, other than French and English, was
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still prevalent in the inter war years. At the end of World War I, there was still
concern about unassimilated ethnic groups. By 1921, approximately fifty percent of
the population of Alberta and Saskatchewan were foreign born. Eighteen percent of
the population in Manitoba and Saskatchewan were of Slavic descent. Fifteen
percent of the population in Alberta were also of Slavic descent. These immigrant
people from central and eastern Europe were looked down upon as poor, sick, and
illiterate, and as a threat to British institutions and values. In keeping with post war
nationalism in western Canada, bilingual and multilingual schools were replaced by
English speaking unilingual schools. Educational officials such as J.T.M. Anderson,
the Director of Education for new Canadians, in Saskatchewan, stressed the need
for closer government inspection of parochial schools, enforcement of school
regulations, and the need for better teachers and more effective teaching methods.
Conflict over schooling resulted in the emigration of 4000 Mennonites from
Manitoba and 1000 from Saskatchewan. Further unsuccessful attempts were made
to segregate the Chinese and Japanese in British Columbia. By 1923 the
immigration of Chinese and Japanese was no longer a factor because of
discriminatory immigration regulations. In 1932, the Sons of Freedom, a sect of the
Doukhobors, carried out nude marches and demonstrations protesting compulsory

rigid school regulations in British Columbia.*

1.8. Citizenship Linked with Personal Values and Character Building
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Although nation building, assimilative nationalism, and Canadianization
were still a part of citizenship education during this period, citizenship education
was beginning to focus on personal values and character building. These were
always considered an important part of education. For example, New Brunswick’s
Parish Schools Act, 1858, stated that:

every teacher shall take diligent care and exert his best endeavours to
impress upon the minds of the children committed to his care, the principles
of Christianity, morality and justice, and a sacred regard to truth and
honesty, love of their country, loyalty, humanity, and a universal
benevolence, sobriety, industry and frugality, chastity, moderation and
temperance, order and cleanliness, and all other virtues which are the
ornaments of human society.*
The emphasis on personal values and character building was now being explicitly
connected to the concept of citizenship in Canada. This was largely the result of the
progressive movement in education in the United States during the inter war years
period. The proponents of this movement, such as Dewey, stressed the importance
of meeting the needs of the student and educating the whole child. It was no longer
a question of the student meeting the needs of the curriculum, but rather the
curriculum meeting the needs of the student. The social, psychological, and moral
development of the child was regarded equally important as its intellectual
development. In Canada, the emphasis on character building in schools was

reinforced by social organizations and community groups such as Boy Scouts, Girl
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Guides, 4-H Clubs, Canadian Girls in Training, and the Junior Red Cross.
Citizenship was more than a personal matter, it also had a social dimension. During
this period, citizenship became increasingly linked to service and volunteer work in
the community. This more holistic approach to citizenship education was thought
to produce the good citizen and for the progressive school of thought, the multiples

of good citizens so united would produce the good society.*

1.9. De-politicalization of Citizenship

Osborne argues that this new approach helped de-politicalize the concept of
citizenship in two major ways. The first was that greater emphasis was placed on
cooperation and consensus, and less on issues of conflict and power. In the post
World War I/Winnipeg general strike era, Canadians were beginning to think of
citizenship in terms of cooperation and consensus. Canadians learned a valuable
lesson in the trenches of World War I and during the recent period of labour unrest.
A new attitude of cooperation and consensus was becoming part of the thinking of
the corporate world, the Christian Socialists, the Progressives, and reformist
Liberals. The second was by the increasing perception that citizenship service could
take place in realms other than political activity and political participation, such as
volunteer work in charitable organizations, community groups, church functions
etc. The thinking was that each individual had a duty and a moral obligation to

work cooperatively to achieve more equitable conditions for all citizens in their
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community. One did not have to be active in a political partisan sense in order to
effect change.”’ Social amelioration could be achieved in other ways beyond the
political realm as long as there was community spirit, cooperation, and consensus.
This type of citizenship which stressed social obligation and community
service in the interest of the public good served also as a means of preventing
political radicalism in Canada. In previous decades, schools were already playing a
role in nation building, assimilative nationalism, and Canadianization in the
context of loyalty and patriotism to the mother country, but now the focus was
beginning to turn more inward to a concern for Canada’s social amelioration, even
at a local level. Cooperation, consensus, unity, comradeship, and community spirit
were underlying values of citizenship and the values which promoted character
development in individuals. These values also served to resist temptations toward
far left or far right political radicalism. This was especially important since this was
a period of, labour unrest, economic depression, the rise of fascism and communism
in Europe, World War II, and the Cold War.”® Osborne cites an example of the
educational rhetoric in a 1925 Putman-Weir Survey of British Columbia which
stated that “the development of a united and intelligent Canadian citizenship
accentuated by the highest British ideals of justice, tolerance, and fair play, should
be accepted without question as the fundamental aims of the provincial school
system.”*® An intelligent citizenry would presumably read between the lines when it

came to radical political ideologies.
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1.10. A Canadian Spirit of Citizenship Entering Citizenship Education

Since Canada was a form of liberal democracy, this also implied the need for
an intelligent and informed citizenry that could participate in political affairs and
effect change in their community. However, this never really extended beyond a
rudimentary understanding of the functioning of Canada’s political institutions. In
terms of political activism, citizenship was generally limited to voting at election
time assuming one was even old enough to vote. In any event, Canadians were
becoming more interested and aware of their citizenship and in controlling its future
destiny. There was “a more self-consciously Canadian spirit entering citizenship
education.”™® There were two basic reasons for this.

The first reason had to do with the significant role played by Canada during
World War 1. As a result of its great contribution, it began increasingly to see itself
as a separate and independent nation from Great Britain. This self-consciously
Canadian spirit of citizenship began developing in Canada even before the end of
World War L. The social, psychological, and economic costs of war were leaving
their imprint on the Canadian consciousness and many began to question the
legitimacy of a policy that brought Canada into harms way in international affairs.
The French were generally isolationists and did not want to get tangled up in a
future British war by virtue of their place in a commonwealth nation. They were
also upset with an Ontario statute, know as Regulation 17, which restricted the

teaching of French in early grades and thus prohibited the development of complete
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French language schools, and the fact that Manitoba discontinued bilingual schools
in 1916. English-Canada was also questioning whether Canada should
automatically endorse British foreign policy. On the whole, Canadians were no
longer looking for imperial citizenship because the costs were too high. They were,
rather, looking for Canadian citizenship and greater political autonomy and
sovereignty. Desmond Morton takes the view that “imperial nationalism did not
survive to 1919. Tested in war, imperial federation and imperial citizenship broke
down. In a host of ways, practical, legal, and above all emotional, the First World
War was Canada’s War of Independence. Britain was an ally, not an enemy, but
our route to independence was clear from the fall of 1916. Citizenship in the empire
was too costly and, as two more generations would discover, of too little value.”*!
Imperial citizenship between 1914 and 1919 had cost Canada two billon dollars and
60,000 lives. In World War I1, the economic costs were not as great, however, the
human costs were still 44,000 people.”> The two World Wars seriously weakened
Britain’s military power and this was all the more reason for an overdue Canadian
citizenship. As Morton states “being a British subject-was no longer either glorious
or free.”> Canadians got their Canadian citizenship status form Paul Martin,
Secretary of State in the MacKenzie King government when it received royal assent
on 27 June 1946, was then proclaimed by the Governor General on 1 July 1946, and
then entered into force on 1, January 1947. World War I served to change the
Canadian psychic about who they were and who they could be in the future. In a

certain sense, Canadians wanted to sever the political umbilical cord with Great
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Britain and breath in life’s challenges as a developing and independent nation state,
but they were not yet ready to be weened completely from their mother country who
was still very much attached politically and in constitutional affairs. However, there
was a growing awareness of Canadian distinctiveness.

The second reason is less social and psychological and more political and
legal, nonetheless, it is in a sense an outgrowth of the first, and has to do with the
trend towards Canada’s increasing political autonomy and presence in international
affairs. Canada had already proven herself to the world as a major presence in
World War 1, but at a great social, psychological, economic, and human cost to the
country. In the future, Canadians did not want to be bound automatically by
British foreign policy. The passing of the Statute of Westminister, 1931, provided
Canada with greater political and legal autonomy to legislate their own domestic
laws and to enter into international agreements, treaties, and conventions with
foreign countries, both of which were denied previously by the Colonial Laws
Validity Act, 1865. Canada now had independent contact with not only Britain and
the United States but also the Commonwealth and with other nations throughout
the world as it began filling diplomatic posts. It also had a separate membership in
the League of Nations and continued its policy of no commitment by protesting
Article X of the Covenant of the League of Nations, which provided for collective
action by all member states against any country endangering world peace.

Throughout the interwar period, patriotic themes and love of mother country

continued to be part of citizenship education, however, there was also emerging a
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greater awareness of Canadian distinctiveness and identity. As Canadians became
more aware of their distinctiveness, multi-ethnic composition, and the particularistic
nature of their society, citizenship education began placing less emphasis on nation
building, assimilative nationalism, and Canadianization in the context of loyalty and
patriotism to England. Canadians were, rather, beginning to look inward toward
themselves. and to see themselves more in terms of a mosaic and a multicultural
society. The assimilation of migrant ethnic groups was becoming less of a priority.
The sense of loyalty and patriotism to Britain that was characteristic of the previous
period of citizenship education was now becoming less evident in Canadian culture
and intellectual life. Art, music, literature, and sport were now viewed as Canadian
and valued as such. For example, Canadian history textbooks displayed such titles
as Building the Canadian Nation, Canada. A Nation and How it Came to be; and
From Colony to Nation. Canadian history was no longer taught along side British
history but was taught as a subject in itself. Canadian content was respected for its
own worth. This also included the field of sport. For example, hockey was
regarded as Canada’s sport. Canadians dressed for the rosters of the Toronto
Maple Leafs and the Montreal Canadians and they generally filled the rosters on all
other teams in the National Hockey League. There was, however, a developing
concern between the wars about the increase in Americanization of Canadian life by
the media, including radio, film, magazines, and comics.**

On a political level, two factors contributed to the particularistic nature and

distinctiveness of Canadian society that set it apart from the seemingly more
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universalistic and nationalist oriented United States. The first was the number and
vitality of regionally based third parties. The second was the strength of provinces
in terms of political power and provincial rights in the Canadian federal system. In
the United States, there were no regionally based viable third party alternatives, and
at union the American states were not given equivalent political powers to the

provincial provinces.

1.11. Effectiveness of Citizenship Education

According to Osborne, there were three major omissions of citizenship
education during this period which also existed during the previous period. The
first relates to the education of aboriginal children which he describes as crudely
assimilationist. The aboriginal people were either ignored in the provincial
curricula or they were portrayed in old stereotypes. The second omission of
citizenship education was that the curricula either ignored the role of women and
girls or it confined them to traditional stereotypes. Education for citizenship tended
to be viewed from a male perspective. The third omission deals with the failure of
citizenship education to deal with the question of bilingualism and biculturalism.
School history books tended to pass over the significance of Quebec’s history, the
distinctiveness of its culture, and Quebec’s reservations about confederation. School
history books regarded the British Conquest as something that was good for

Quebec and they placed little emphasis on Quebec’s struggle to resist forces of
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assimilation. In English Canada, there were no policy measures or laws to provide
for the development of a bilingual and bicultural nation. French was taught as a
foreign language subject. In the province of Quebec, students learned similarly little
about the history of English Canada. There existed a mutual ignorance of each
other’s history, a fact brought to light in the 1940's by the Canadian Education
Association and later in the 1960's by the Royal Commission on Bilingualism and
Biculturalism.”

Osborne states that it is “difficult to ascertain to what extent classrooms
actually served as models of citizenship ... one can find a steady stream of
complaints that too many classrooms were dull and boring, and that teaching and
learning were dominated by the drive to prepare for public examinations, which
themselves emphasized a little more than the memorization of facts.”*® History
books were criticized for being factualized and uninteresting. Routine, drill, and
repetitiveness provided little evidence of innovative or creative teaching that
nourished critical thinking or the development of spontaneous intellectual thought
among students. Because many schools were starved of curriculum and teaching
resources, teachers tended to concentrate on the task of exam preparation as a
matter of sheer survival. This situation was illustrated in Max Braithwaite’s Don’t
Shoot the Teacher, a semi-autobiographical description of teaching in the 1930's.”’

Keith McLeod states that ‘“didactic thought, recitation, memorization, and
largely passive learning remained the rule and by overwhelming agreement, the

9958

norm.”>® There was little evidence of democratic participation in the schools. A call
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for educational reform in the 1920's resulted in only minor changes, namely some
success in reducing corporal punishment, the initiation of student councils and some
improvement in methods that were student centered. Further attempts at reform
were negated in the 1930's by the depression and in the 1940's by World War IL
The most significant calls for reform came in the 1950's and 1960's from within the
teaching profession. The teaching profession argued that the quality of education
was as only as good as the quality of the person attracted to the teaching
profession.” The 1950's and 1960's saw the greatest improvement in teachers
salaries and benefits. By the late 1960's, there were increasing pressures for
educational reform, “better schools, better teachers, more and better Canadian
Studies in a variety of subjects, more democratic educational practices, less reliance
on physical punishment and penalties, more student centered learning and
instruction, alternative schools, access to bilingual education, and even the first
rumblings of multicultural and non-sexist education.”*

Ann Wood describes this period of citizenship education as one in which

the curious effect of the conservative implementation of progressive
education in Canada, coupled with our national policy of glossing over
controversial issues, resulted in a bland, ineffectual form of citizenship...what
progressive educators had been promoting 40 years earlier as a vital,
community-orientated view of citizenship now had become an authoritarian
model...they believed that efficient administrative practices, more practical

programs of study and an English protestant vision of nationality would win
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allegiance from disparate ethnic, regional and class groups. Their
paternalistic indoctrination of this monolithic viewpoint became increasingly
inappropriate for Canadian citizens in the 1960s.*

During this period of education for citizenship, classrooms adopted generally
a transmission view of education. Students were more or less viewed as a tabula
rasa, a blank slate, or an empty vessel and the teachers role was to provide the
contents for this empty vessel. This approach entrusted enormous power and
authority in the teacher. They were regarded as the major source of knowledge and
wisdom. Teachers played an active, dominant, and powerful role where students
played a subordinate, docile, and powerless one.” Students were overwhelmed with
isolated facts and bits of information from teachers lectures and textbooks that were
deemed essential for their intellectual growth and social understanding. Success was
largely determined by how well students could memorize them and regurgitate them
back in written or oral form rather than the degree to which students could
demonstrate an intellectual capacity to address a problem. There are several
criticisms of using this type of teaching methodology in preparing students for
citizenship. John Dewey recognized the inadequacy of the transmission approach
when he stated that:

learning here means acquisition of what aiready is incorporated in books and

in heads of elders. Moreover, that which is taught is thought of as essentially

static. It is taught as a finished product, with little regard either to the ways

in which it was originally built up or to changes that will surely occur in the
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future. It is to a large extent the cultural product of societies that assumed
the future would be much like the past, and yet it is used as educational food
in a society where change is the rule, not the exception.
In How We Think, Dewey argued that the aim of this approach often seems to be to
make the student a ““cyclopedia’ of useless information.”* In Experience and
Education Dewey argued that “since the subject matter as well as standards of
proper conduct are handed down from the past, the attitude of pupils must, upon
the whole, be one of docility, receptivity, and obedience.”* John Goodland
criticized this type of approach as one where
students rarely planned or initiated anything, read or wrote anything of some
length, or created their own products. And they scarcely ever speculated on
meaning, discussed alternative interpretations, or engaged in projects calling
for collaborative effort. The topics of the curriculum, it appears to me were
something to be acquired, not something to be explored, reckoned with, and
converted into personal meaning and development.®
Alfred North Whitehead was critical of schools that promoted the proliferation of
inert ideas, “ideas that are merely received into the mind without being utilized, or
tested, or thrown into fresh combinations.”” Charles Silberman argues that much
of what is learned in the classrooms using the transmission approach is mindlessness
and without educational purpose. He states that”what tomorrow needs is not
masses of intellectuals, but masses of educated men - men educated to feel and to act

as well as to think.”*®
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The transmission approach was essentially teacher centered. There was little
or no emphasis on process of learning. The authoritarian nature of the classroom
did not allow for democratic participation or the development of critical thinking.
The transmission approach dominated teaching practices in Canadian schools

throughout the first half of the twentieth century.

1.12. Citizenship Education,1960's to 1980's, Identity and Activism

The third period in the development and delivery of citizenship education in
schools occurred between the 1960's and the 1980's. This approach took its
inspiration from the need to counteract the view that Canadians knew very little
about their country and their fellow Canadians. Unlike the earlier assimilationist
approach which stressed nation building, assimilative nationalism, and
Canadianization, in the context of loyalty and patriotism to Great Britain, this

approach stressed the need for a pan-Canadian understanding.

1.13. A. B. Hodgett’s Report, What Culture? What Heritage?
A Call for a Pan-Canadian Understanding in Light of the

Three Major Problems Facing Canada

The major impetus behind this approach to education for citizenship was the

1968 National History Project study of 951 elementary and high schools titled What
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Culture? What Heritage?. The author and Director of the Project, A.B. Hodgetts,
in his summary and recommendations, asserted that ‘“Canada had too much
nationalism, not too little. ...National unity in the usual meaning of the phrase is a
will-o’-the-wisp; it is both futile and undesirable to search for it in a vast, multi-
ethnic country like Canada.”® Rather, in his report, Hodgetts advocated the need
for a civic education not for national unity but for national understanding. This
civic education was to be based on a concept of pan-Canadianism which recognized
the pluralistic and multi-ethnic nature of Canadian society and the particular set of
problems that the people faced at any given time. According to Hodgett, ‘“the extent
to which Canadians are aware of their identity depends on the depth of their
understanding of these problems.”’® Among all the problems facing Canadians, he
identified three major ones. The three major problems included; the challenge of
French/English polarity and of other ethnic groups, the challenge of Canada’s

proximity to the United States, and the challenge of the forces of regionalism.

1.14. The Challenges of French/English Polarity and Other Ethnic Groups

The first of these deals with the challenge of two entirely different linguistic
and cultural communities in Canada. The second deals with the challenge presented
by the presence of other ethnic, cultural, and linguistic groups in Canada. We shall
examine briefly the first of this twofold major problem identified by Hodgetts in his

Report. This will, however, require some understanding of the Quiet Revolution in
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Quebec and the development of a Quebecois consciousness.

Pierre Trudeau had used the metaphor of two scorpions in the bottle, English
versus French, to depict the cultural and linguistic polarity in Canada’s history.
The French scorpion in the bottle attempted to protect it’s social, cultural, linguistic
and economic integrity by seeking greater autonomy for itself, while the English
scorpion in the bottle sought to protect the status quo and its social, cultural, and
economic interests by cultural and linguistic integration. It was during the 1960's,
the period known as the Quiet Revolution, that there began emerging a self-identity
in Quebec and the Quebecois or French nationalists began questioning Quebec’s

place in confederation with the rest of Canada.

1.15. The Development of a Self-Identity in Quebec

It is now necessary to briefly explain the development of this self-identity in
Quebec and the social and political movement toward French nationalism. This will
first require a brief discussion on how the conception of a French-Canadian nation
changed during the 1960s as French nationalists in Quebec began developing a new
sense of identity. Prior to the 1960's, a French-Canadian nation was generally
understood by nationalist as a type of cultural, linguistic, space that existed
throughout the country and even into the northeastern part of the United States.
However, by the early 1960's, the spatial conception of a French-Canadian nation

was beginning to narrow and to be understood solely in terms of the political
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boundaries of the Province of Quebec, and it was also beginning to be perceived in
the context of a nation state. Dale Postgate and Kenneth McRoberts provide the
tone when they stated that “there was an increasing refusal to merge the primary
identity of Quebec Francophones with that of Canada as a whole. Quebec
Francophones might share a Canadian identity for some political purposes, but they
were first and foremost Quebecois. Such an ambiguous compound term as “French-
Canadian” was no longer acceptable and fell into disuse. For all intents and
purposes the “nation” and Quebec had become the same.””* The term French-
Canadian became a less popularly used term in Quebec while the term Quebecois
gained increasingly popular usage. The reasoning for this was that Quebec society
was becoming more aware of itself as an unique society and not merely a shadow of
the society of English Canada. The participants of this society were becoming aware
of themselves as a separate cultural and linguistic group with a unique history in
Canada. As a society, they were able to differentiate themselves from other
linguistic and cultural groups in Canadian society. In the next decade, in the mid
1970's, Rene Leveque and the Parti De Quebecois would begin advocating a Quebec
as a separate nation state with a sovereignty association with the rest of Canada.

A second factor that contributed to the development of a new self-identity in
Quebec related to the shift in thinking about Quebec’s social and economic
development. This represented a major shift in ideological thinking among the
Francophones of Quebec. They no longer viewed the social and economic

development of Quebec as a threat to the integrity of Quebec’s identity. There were
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four major indications of this, a social class consciousness, urbanization, education,
and nationalization.

The French speaking people of Quebec not only found themselves in a
minority economic status position with the rest of Canada but also within Quebec
itself. The English speaking people in Quebec controlled the major means of
production whilst the French speaking people were forced to sell their labour for a
wage which was often well below that paid to English speaking workers. “Although
English speaking Quebecers made up only 13 percent of the population, they
controlled-together with British and American interests-all the important sectors of
the economy; banking and finance, manufacturing, and the resource industries. In
Quebec manufacturing industries, French speaking Quebeckers formed the bulk of
the lowest-paid earners, and in 1961 French-speaking workers earned an average
income 60-65 percent less than that of their English-speaking counterparts.”’> The
French-speaking population of Quebec felt they had been colonized by the English
speaking capitalists and forced into a life of economic servitude. They were
becoming increasingly more aware of their economic chains and shackles and began
to see themselves as a distinct social class from the bourgeoisie English.

The majority of the Francophone population by the early 1960s were living
in urban centres. For example, in 1961, 68.2 percent of the French lived in urban
areas. By 1971, this figure had risen to 75.9 percent.”” French-Canada was no
longer regarded as a rural and agricultural society. This new French urban middle

class began emerging during the last years of Premier Maurice Duplessis’ political
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regime,

This new emerging urban middle class began to move away from traditional
French-Canadian professions, such as law, medicine, journalism, and the church,
and rather entered programmes relating to business, engineering, and the social
sciences. Others furthered their education by enrolling in American and British
graduate schools. Their fundamental goal was “ratra-page”, “catching up”, with
the social and economic development of the rest of Canada. With a new sense of
confidence and direction, this newly educated and politically aware social class of
urban Francophone nationalists sought to transform Quebec into to a more
autonomous. efficient, and technological society. It would be managed and directed
by the state and the Quebecois who would control their own destiny.”

“C’est le temps pour change”, “this is the time for change” was the campaign
slogan of the newly elected provincial government of Premier Jean Lesage in the
early 1960's. The three pillars of “la survivance”, “the survival”’, namely, religion,
language, and the French-Canadian family, would now be protected by the State
rather than the church. Rene Leveque, Minister of Natural Resources and one of
the chief architects of the reform programme of the Lesage government stated that
the role of the state “must be more than a participant in the economic development
and emancipation of Quebec; it must be a creative agent...It is alone, through our
state, we can become maitres chez nous, masters in our own house.” The Lesage
government cleaned up corruption in the government’s administration, laid the

groundwork for major educational reform, and began nationalizing vital resources
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of Quebec. In 1962, the Shawinigan Power Company and ten other private utilities
were nationalized as part of the new Hydro-Quebec. Later in 1962, an election was
called to secure a mandate for the nationalization programme. The Lesage

government, upon re-election, nationalized the remaining hydro-electric projects in

Quebec.””

1.16. Royal Commission on Bilingualism and Biculturalism,

the Emergence of Concerns from Other Ethnic Groups

In April, 1963, the Progressive Conservative government of Prime Minister
John Diefenbaker was defeated in a general election before it could deal with the
perplexing problem of Quebec. The new federal Liberal government of Prime
Minister Lester Bowles Pearson which was heavily depended upon political support
from Quebec adopted a form of cooperative federalism with Quebec. Faced with the
brewing disquietude in Quebec, the growing linguistic and cultural polarity between
English and French Canada, and the demands for fuller constitutional powers,
Pearson set up a ten-person federal Royal Commission on Bilingualism and
Biculturalism, which was headed by co-chairs, Andre Laurendeau and Davidson
Dunton. The mandate given to the Royal Commission was to “inquire into and
report upon the existing state of bilingualism and biculturalism in Canada and to
recommend what steps should be taken to develop the Canadian Confederation on

the basis of equal partnership between the two founding races.””



48

The Commission identified the problem of Canada and Quebec in the
following context.
...There have been strains throughout the history of confederation... They
have been driven to the conclusion that Canada, without being fully
conscious of the fact, is passing through the greatest crisis in its history...
The source of the crisis lies in the province of Quebec...Although a provincial
crisis at the outset, it has become a Canadian crisis, because of the size and
importance of Quebec, and because it has inevitably set off a series of chain
reactions elsewhere...The state of affairs established in 1867, and never since
seriously challenged, is now for the first time being rejected by French
Canadians in Quebec.”
Volume I of the Report of the Royal Commission on Bilingualism and Biculturalism
focussed exclusively on the Canada’s unique status of having two major
international languages, French and English. Accordingly the Report states:
English is today the mother tongue of more than 250,000,000 people. To this
figure should be added some 200,000,000 who speak English as their second
language or who have a good working knowledge of it. French, for its part, is
the mother tongue of around 65,000,000 people and is constantly used by
another 150,000,000 throughout the world. These two languages thus have
worldwide prestige.”
The mandate given to the Commission was soon met with expressions of

animosity amongst non-British and non-French ethnic groups who felt that
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Canada’s ethnic multiplicity should also be recognized. One of the commissioners,
Ukrainian Jaraslov Rudnyckyj, felt so strongly about Canada’s mosaic and cultural
pluralism, that he provided a separate statement to this effect in Volume I of the
Report. As a result, the terms of reference were widened to take into account: “the
contribution made by the other ethnic groups to the cultural enrichment of Canada
and the measures that should be taken to safeguard this contribution.””
Notwithstanding the numerous representations to the Commission regarding
Canada’s multi-ethnic and cultural plurality, many of the commissioners in the
Report held on to the concept of Canada as a cultural and linguistic duality. In
Book IV of the Report titled “The Cultural Contribution of the Other Ethnic
Groups”, the Commissioners stated that:
it is highly desirable that newcomers to Canada receive full and clear
information about their new country...(they) should know that
Canada recognizes two official languages and that it possesses two
predominant cultures that have produced two societies-Francophone
and Anglophone-which form two distinct communities within an
overall Canadian context...Immigrants, whatever their ethnic or
national origin or their mother tongue, have the right and are at
liberty to integrate with either of the two societies.?
One is left with the view that some of the commissioners felt that to recognize
Canada’s linguistic and cultural plurality could result in the Balkanization of

Canada.h!
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The federal Liberal government of Pierre Elliott Trudeau formalized the
concept of linguistic duality by passing the Official Languages Act in 1969. The goal
of the Act was to ensure the equality of status of French and English in the federal
parliament of Canada and Canadian courts pursuant to section 133 of The
Constitution Act, 1867, and also throughout federal government institutions. The
Act stated accordingly that its purpose was to:

ensure respect for English and French as the official languages of Canada

and ensure equality of status and equal rights and privileges as to their use in

all federal institutions, in particular with respect to their use in
parliamentary proceedings, in legislative and other instruments, in the
administration of justice, in communicating with or providing services to the
public and in carrying out the work of federal institutions; support the
development of English and French linguistic minority communities and
generally advance the equality of status and use of English and French
languages within Canadian society; and set out the powers, duties and
functions of federal institutions with respect to the official languages of

Canada.”

Canada’s Official Languages Act was updated again in 1988 as a result of the
patriation of the Constitution Act, 1982 and the entrenchment of the Canadian
Charter of Rights and Freedoms. These changes were made pursuant to sections 16
to 20 of the Charter dealing with the official languages of Canada and section 23

dealing with minority language educational rights. This further enhanced
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bilingualism in Canadian institutions, since the Charter legally obligated all federal
government institutions and any other office of such institutions , including those of
the courts, as well as those applying to the province of New Brunswick, “to provide
services in both official languages, as well as the right to have their children receive
primary and secondary school instruction in the language of the English or French

linguistic minority population of a province.”*’

1.17. Federal Government Policy on Bilingualism and Multiculturalism

In 1971, the Trudeau government responded to Book 4 of the Report of the
Commission on Bilingualism and Biculturalism, titled The Cultural Contributions of
Other Ethnic Groups, 1970. The government announced that it would accept all the
recommendations of the Report and announced a government policy of
multiculturalism within a bilingual framework. The government indicated its
support for the policy in four ways.

1. Resources permitting, the government will seek to assist all Canadian

cultural groups that have demonstrated a desire and effort to continue to

develop a capacity to grow and contribute to Canada, and a clear need for
assistance, the small and weak groups no less than strong and highly
organized. 2. The government will assist members of all cultural groups to
overcome cultural barriers to full participation in Canadian society.

3. The government will promote creative encounters and inter-change among
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all Canadian cultural groups in the interests of national unity. 4. The
government will continue to assist immigrants to acquire at least one of
Canada’s official languages in order to become full participants in Canadian
society.®
When the Trudeau government announced the adoption of its policy of
multiculturalism, it is important to remember that Canada was, however, a country
of many other cultural and linguistic groups, in addition to French and English.
Canada had become a country of multicultural pluralism and a mosaic of Canadian
national regions. The policy remains controversial in Canada today and is not
without its critics. For example, Bissoondath criticized it as one which “highlighted
our differences rather than diminished them, has heightened division rather than
encourage union...the policy has led to a ghetto mentality...we face a future of
multiple solitudes with no central notion to bind us.”* Other critics, such as
journalist Richard Gwyn regarded it as political opportunism to buy votes rather
than any type of progressive social policy. Accordingly, Gwyn states:
Prime Minister Pierre Elliott Trudeau’s imperative, post 1972, changed from
doing what was right, rationally, to doing what was advantageous politically.
So Trudeau had been criticized for ignoring the Queen; in 1973, the Queen
came to Canada twice...with Trudeau at her side every step of the royal
progress. So he has been accused of sloughing off the ethnics; up sprang a
trebled multiculturalism program that functioned as a slush fund to buy

ethnic votes.*



53
These were two of the criticism of the policy of multiculturalism in academic
and journalistic circles. It was a seemingly bold and ambitious commitment of the
Canadian government to appease the two founding groups and other multi-ethnic
groups without any sense of a coherent vision of Canadian unity. It was also seen
in the public eye as a ploy by the federal liberal party to get re-elected with the

support of ethnic votes.

1.18. The Transformation in Canada’s Immigration Policy; Multicultural

Pluralism and the Mosaic of Canada’s National Regions

Mutlticultural pluralism and the mosaic of Canada’s national regions were
largely the consequence of a major shift in Canada’s immigration policy. In order
to fully understand this shift, it is necessary to understand the underlying historical,
social and political forces that served to shape Canada’s policy of multiculturalism
in 1971.

Between 1926 and 1945, the percentage of immigrants by ethnic origin
groups for Canada were; British Isles 47.8, Northwestern European 24.4, Central
and Eastern European 19.1, Southeastern and South European 4.5, Jewish 3.4,
Asian and Other origins 0.8. Between 1955-1966 the percentage of immigrants by
ethnic origin groups for Canada were; British Isles 32.9, Northwestern European
20.7, Central and East European 7.7, Southeastern and South European 29.9,

Jewish 2.2, Asian and Other origins 6.5. By the late 1960s, the number of
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immigrants from non-European countries began increasing, while at the same time,
the number of immigrants from European areas began decreasing. The ten leading
source countries of immigrants in 1951 were Britain, Germany, Italy, Netherlands,
Poland, France, United States, Belgium, Yugoslavia, and Denmark.® In 1973, the
ten leading source countries of immigrants were Britain, United States, Hong Kong,
Portugal, Jamaica, India, Phillippines, Greece, Italy, and Trinidad.”” The shift to
non-European immigrants is the result of the elimination of a discriminatory
immigration policy based on race and ethnicity, as well as the pressures of
emigration in third world countries.”

In the post World War II years, the percentage of immigrants with ethnic
origin from the British Isles, Northwestern Europe, Central and East Europe
decreased significantly, whereas the percentage of immigrants with ethnic origin
from Southeastern and South European, Asian and other origins increased
significantly. The reasoning behind this was that Canada’s restrictive policy of
immigration based on race, colour, and country of origin could no longer be
justified. The war with the Nazi regime, the holocaust, and the post war concern
with human rights, all contributed to Canada’s awareness of its racist immigration
policy and it’s discrimination against ethnic groups in Canada. It was a time when
Canada had participated in numerous human rights conferences and had become a
member of the United Nations and party to numerous international human rights
covenants, including; the Universal Declaration of Human Rights, 1948, the

International Covenant on Economic, Social and Cultural Rights, 1966, and the
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International Covenant on Civil and Political Rights, together making up the
International Bill of Human Rights. The Immigration Act of 1910 had prohibited
“the landing in Canada of immigrants belonging to any race deemed unsuited to the
climate or requirements of Canada, or of immigrants of any specified class,
occupation or character.”””" This provision in the Immigration Act was interpreted
in such a way that it excluded non white immigrants. Immigration restrictions were
placed on blacks because it was supposedly scientifically proven that blacks could
not endure cold climates. The policy also discriminated against Jews who were
regarded as unassimilable. During the 1930s, Canada turned away Jewish refugees
fleeing eastern Europe and the Nazi regime of Adolf Hitler. The 1920's is known as
the decade of the Chinese Immigration Act. “All Chinese except university students,
merchants, Canadian-born Chinese returning from abroad, and diplomatic
personnel”” were excluded from Canada. Prime Minister MacKenzie expressed the
tone of his government when he stated that “the people of Canada do not wish...to
make a fundamental alteration in the character of our population.””> The new
Immigration Regulations in 1967 eliminated restrictions based on race, colour, and
country of origin and introduced a point system that rated applicants on the basis of
formal education and the work experience needs of the Canadian economy. >* In
1971, the people of non-British and non-French origin accounted for 26.73 percent
of Canada’s population® and there were 75 ethnic or cultural distinctions in the
country.”

In 1971, the percentage distribution of population by ethnic groups in
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Canada were; British 44.62, French 28.65, German 6.10, Italian 3.38, Ukrainian
2.69, Netherlands 1.97, Scandinavian 1.78, Polish 1.46, Jewish 1.37, Hungarian 0.61,
Greek 0.57, Yugoslavian 0.48, Czech and Slovak 0.37, Russian 0.29, Finnish 0.27,
Belgian 0.23, Austrian 0.19, Romanian 0.12, Lithuanian 0.11, Indian and Eskimo
1.45, Other Asian (e.g. Indian, Pakistani, Filipino) 0.60, Chinese 0.55, Japanese 0.17,
Negro 0.15.”

There are four reasons why this statistical data on the Canadian ethnic
mosaic is more significant than it appears at first glance according to sociologist
Harry Hiller, in Canadian Society, A Sociological Analysis.”® The first reason is that
the English and French were the first ethnic groups to migrate to Canada from
across the Atlantic, and because of this, they were in a position of power to
determine immigration policy in Canada. Hiller borrows John Porter’s concept of
charter group to refer to these two ethnic groups. In the Vertical Mosaic, John
Porter explained this concept in the following.

In any society which has to seek members from outside there will be varying

judgements about the extensive reservoirs of recruits that exist in the world.

In this process of evaluation the first ethnic group to come into previously

unpopulated territory, as the effective possessor, has the most to say. This

ethnic group becomes the charter group of the society, and among the many
privileges and prerogatives which it retains are decisions about what other
groups are to be let in and what they will be permitted to do.”

The two charter groups were by no means of equal strength. The English were the
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higher charter group and the French were the lower charter group. Since the
English outnumbered the French, they possessed greater political power and
influence over government policy and decision making. The effect of this power
role was to make native ethnic groups and other ethic groups permitted entry into
Canada aware of their subordinate status and power. Discriminatory practices by
the dominant ethnic group reinforced their dominant position in society and the
feeling of apparent insignificance of the other ethic groups. The result was the
strengthening of a group consciousness among the other ethnic groups.'” Porter
refers to these other ethnic groups, as “less preferred ethnic groups” who assumed
an “entrance status”.)” “Entrance status implies lower level occupational roles and
subjection to processes of assimilation laid down and judged by the charter
group.”'"?

The second reason why this ethic diversity is more significant than the
apparent statistical data reveals is that the minority ethnic groups, because of their
subservient position and exposure to the dominant and propagating culture of the
majority group, had to find some way to retain their cultural identities. To this end,
they often recreated social patterns of behaviour evident in their homelands. This
was the case for the Ukrainians who attempted to combat any socialized sense of
inferiority by the two dominant charter groups. As the charter groups policy of
immigration allowed the entry into the country of similar ethnic groups such as the
Germans or new ethnic groups such as the Chinese, this fostered cultural practices

and ethnic traditions. Subsequent waves of new immigrants into already
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established ethnic minority groups served to invigorate the ethnic minority group’s
culture.'®

A third reason why ethnic diversity is more significant than the statistical
data reveals is that minority groups ethnic counterforce to the charter groups
domination and propagation of culture set a pattern of behaviour for other ethnic
groups to maintain similarly their ethnic loyalties and identities. In Canada,
because there was no one dominant charter group, there was no one dominant
culture. The fact is that the two charter groups, the English and French, were in
conflict with each other over the specific nature of their culture and in that sense
Canadian society had a built in tolerance for culture differentiation, and for the
propagation of different ethnic identities and ways of life. The non-charter minority
ethnic groups in Canada composed over one quarter of the Canadian population in
1971. Canadian society was not only polarized into the two charter groups, English
and French, but was also further divided into multi ethnic groups and their
allegiances.'*

The fourth reason why ethnicity is more important in Canada than the
statistical data indicates is that there are regional variations in ethnic strength. For
example, Italian and Ukrainian ethnic groups in Nova Scotia and British Columbia
are small in comparison to Saskatchewan and Ontario. There are few French in
British Columbia relative to New Brunswick. There are more Chinese in British
Columbia than there are in Nova Scotia. There are more Italians in Ontario than

any other province in Canada. These regional variations create their own set of
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peculiar ethnic tensions among regional populations.'”

The Canadian Policy of Multiculturalism announced in 1971 was the
culmination of a number of historical, social, political, domestic, and international
forces. Within Canada, this included the Quiet Revolution in Quebec and the
French/English polarity, and the growing awareness of a Canadian ethnic mosaic of
national regions and the demand for cultural and linguistic inclusion. The
Commission on Bilingualism and Biculturalism which promoted the idea of a
bilingual and bicultural Canada throughout the 1960's was faced with the pressures
and demands of regional forces and multi-ethnic groups. If the State was going to
chart a course that would determine the future of the social and cultural fabric of
Canadian society and the development of its national identity, then the different
regions of the country and its ethno-cultural groups wanted inclusion in this
process. As previously stated, by 1971, multi-ethnic groups, other than the two
charter groups, comprised over one quarter of the aggregate of the Canadian
population. It is, therefore, not surprising that by the early 1970's, there was
pressure for bilingualism and multiculturalism rather than bilingualism and
biculturalism. The Canadian Policy of Multiculturalism was also affected by
international forces including the political independence of former British and

French colonies in Africa and the civil rights movement in the United States.

1.19. The Challenge of Canada’s Close Proximity to the United States;

Cultural, Economic and Educational Implications
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The second major problem facing Canada identified by Hodgetts related to
its close proximity to the United States. There are clearly cultural, economic, and
educational implications of this. Hiller devotes an entire Chapter in his book to the
effects of these external forces on Canadian society. He argues that the autonomous
development of Canadian society has been thwarted by these forces. He refers to a
society “whose sense of independence and uniqueness is obscured by the cast of

continuous alien influences”%

as a shadow society. Given Canada’s close proximity
to the United States, it could be argued that it was a shadow society of the United
States in terms of culture, economics, and education.

In terms of culture, Canada was very susceptible to American print and
visual media. In describing Canada’s situation, Hiller states that “the
underdeveloped nature of the visual media in Canada, the lack of variety of printed
media, and the resultant flooding of the Canadian market with foreign films and
magazines have created a dependency on foreign culture and its media.”'"” He
argues, furthermore, that American radio and television signals are received into
Canadian homes and compete with Canadian television and radio. As a result,
Canadians are sometimes more in tuned with events going on in the United States
than in their own country. For example, cable television provides an array of
American television networks in Canadian homes notwithstanding Canadian Radio
and Television policy regulations relating to required percentages of Canadian

content and programming. The entertainment industry is another area in which

Canadian culture is influenced by the United States. The entertainment industry
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was defined largely in terms of Hollywood, Nashville, New York, London and Paris.
It was very difficult for Canadian entertainers to make it big without moving to one
of these cities.'”

Canada had moved from an economic shadow society of Britain to an
economic shadow society of the United States. Kari Levitt’s Silent Surrender: The
Multinational Corporation in Canada investigates Canada’s slide into a position of

economic dependence on the United States.'”

Three quarters of foreign investment
in Canada prior to World War I was British. British investment was known as
foreign portfolio investment and included capital investment in the form of bonds
and loans with fixed rates of return with little legal control over the way in which
these investments were used in Canada.!”® According to Levitt, Canada, prior to
World War 1, “was the prototype of a borrowing country, old style. It contained the
highest concentration of British portfolio investment to be found in any major area
of the world; 14 percent of all British foreign capital was invested in Canada,
compared with 20 percent in the United States and 20 percent in all Latin
America.”'"! Foreign investment in Canada until World War II had been largely in
the form of British portfolio investment. In subsequent decades there was an
acceleration of American foreign direct investment and an economic re-colonization
of Canada by U.S. international corporations which transformed Canada into the
world’s richest under-developed country. This foreign direct investment in Canada

had a variable rate of return and the investor could participate in economic decision

making by way of shareholder vote. Foreign direct investment in Canada meant
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that outsiders, namely, Americans, through their stock voting control, could make

important economic decisions based on personal ambitions that could adversely

affect Canada.'??

In 1950 the book value of U.S. direct investment assets abroad was a mere
$11 billion; by 1960 it had grown to $32 billion and in 1966 had reached $55
billion. The value of assets of U.S.-controlled manufacturing facilities abroad
increased from $3.8 billion in 1950 to $22.1 billion in 1966. Thirty-five per
cent of all U.S. manufacturing assets and 31 per cent of total direct
investment assets are located in Canada. The book value of U.S. subsidiaries
in Canada exceeds the amount of total U.S. direct investment in Europe, and
total U.S. investments in Central and South America.'”
According to Levitt, “by 1964, 80 percent of long-term foreign investment in
Canada was American, 12.9 billion in the form of U.S. direct investments in branch
plants and subsidiaries...Some 60 percent of Canada’s manufacturing industry, 75
percent of her petroleum and natural gas industry and 60 percent of her mining and
smelting industry are now in the control of foreign corporations.”*

Canadian education was also a shadow society of the United States.
Universities developed more slowly in Canada and did not have the status or
prestige of those in Great Britain and the United States where major research
developments were taking place. As a result, there was a brain drain of Canadian
students to American and British universities. This brain drain was then followed

in the 1960s by a brain swamp of foreign (usually from the United States and Great
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Britain) skilled workers into Canadian universities. Canadian faculty were a
minority in Canadian universities.”® According to Robin Matthews and James
Steele, “58 percent of the new appointments in 1963-65, 72 percent of the
appointments in 1965-67, and up to 86 percent of the appointments in 1968 went to
non-Canadians.”’’® In an attempt to counteract this trend, Canadian universities
began offering a variety of graduate programs. In another article, Matthews argues
that since Canadian universities have become Americanized and ‘“homogenized into
the U.S. higher education system by means of imitative educational policies, by
curriculum focus, and by faculty recruitment and the admission of graduate
students...the rest of the system follows, since the higher education system qualifies
the personnel for the rest of the system.”’” Furthermore, he argues, that given this
Americanization of Canadian universities, Canadian students are learning that the
“fundamental concerns of Canadian life are parochial, or central only insofar as
they relate to U.S. concerns. They are teaching Canadian students that the reality
of man in modern society is the U.S. reality, that Canadian philosophical roots are
inept, incomprehensible, outdated, impracticable.”’”® In his view, Canada has only
one of two choices, either surrender to the American way or take revolutionary
action to reclaim Canadian hegemony of Canadian education. James Lorimer
provides a personal account of his encounter with the U.S. branch plant publishing
house in Canada and how U.S. corporate values make their way into Canadian text

books.'?’
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1.20. The Canadian Ethnic Mosaic, the Challenge of Forces of Regionalism

The third major problem facing Canada according to Hodgetts was that of
regionalism. Leo Driedger, in his study titled “Ethnic Identity in the Canadian
Mosaic”, argued that Canada is regionally, ecologically, and demographically a
highly differentiated nation. He identifies and describes the mosaic of Canadian
national regions in terms of ; 1. The Northlands: Multiculturalism and
Multilingualism, 2. The West: Anglophones and Multiculturalism, 3. Upper
Canada: Anglophones and Multiculturalism, 4. Lower Canada: Francophones and
Multiculturalism, 5. The Maritimes: Anglophones and Anglo-culturalism, and 6.

New Brunswick: Bilingualism and Biculturalism,'*

1.21. The Northlands: Multilingualism and Multiculturalism

This region includes the Yukon, the Northwest Territories, Nunavut, and
approximately the northern two-thirds of the six most western provinces in Canada,
namely, British Columbia, Alberta, Saskatchewan, Manitoba, Ontario, and Quebec.
According to Vallee and DeVries, in 1971, 69 percent of the people living in this area
were of native origin and 56 percent of these individuals spoke their native
tongue.'” They argue that notwithstanding European influences these Native
peoples tend to perpetuate multilingualism and multiculturalism. The Native people

in this area make up a small percentage of the population and they lack any real
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political and economic power.

1.22. The West: Anglophones and Multiculturalism

This region includes approximately the southern one third of the four most
western provinces, namely British Columbia, Alberta, Saskatchewan and Manitoba.
Although once the domain of the Native people, it is now occupied primarily by
immigrants of European origin, namely, British, German, Ukrainian, and French.
There is no particular ethnic group that makes up the majority population in this
area although the British make up the largest ethnic group. Since there is no one
dominant ethnic group, each ethnic group tends to promote their own language and
culture. However, according to Vallee’s and DeVries’ 1975 study, 85 percent of the

population in this area speak English.'*

1.23. Upper Canada: Anglophones and Multiculturalism

This area consists of the southern region of Ontario and until recently was
heavily populated by the British charter group who supported the industrial and
financial base of the area. However, this industrial and financial base of southern
Ontario attracted many new immigrants from northern and southern Europe to the
area to work. According to Driedger, almost half of all the new immigrants arriving

into Canada during the 1970's went to the city of Toronto. Since many of these new
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immigrants are competing for jobs, they are learning to speak English. Therefore,
the area is linguistically English. According to Vallee and DeVries, 75 percent of the
people in Ontario speak English at home and about 5 percent speak French.'?
English lingualism remains the dominant language in this area while other linguistic

groups make up the minority.

1.24. Lower Canada: Francophones and Multiculturalism

This consists of the southern area of Quebec. The vast majority of the
population in this region speaks French. This is the largest regional ethnic block in
Canada. The economic elite in this area are English and control the financial and
industrial base. Two factors, however, contribute toward the possibility of greater
French lingualism. The first is the departure of the English economic elite to the
expanding financial and industrial base of Toronto. The second is the provincial

legislation which favours the use of the French language over English.'*

1.25. The Maritimes: Anglophones and Anglo-culturalism

This includes the three most easterly provinces, namely, Newfoundland, Nova
Scotia and Prince Edward Island. The area is of British unlingualism and
uniculturalism. According to Vallee and DeVries, 95 percent of the people in this

area speak English at home. The area makes up only 5 or 6 percent of the total
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Canadian population so its impact on the national mosaic is limited. There are few
immigrants moving into this area so it is unlikely that it will develop a heterogenous

mosaic. Both the native and black populations in the area are small.'*

1.26. New Brunswick: Bilingualism and Biculturalism

The Province of New Brunswick is the only bicultural and bilingual region of
the country. It makes up approximately 2 or 3 percent of the population.

According to Vallee and DeVries, approximately one-fourth of the population speak
French at home, two-thirds speak English at home, and less than 10 percent speak
other languages at home. Biculturalism and bilingualism are not threatened
because of the small percentage of other ethnic groups and the proximity of New
Brunswick to Quebec.'?

Although there were common challenges facing the nation as a whole, each of
the above six regional mosaics had their own particular set of patterns of
identification and social, cultural, political, and economic challenges. Canada, in
Driedger’s view, was a country distinguished by a mosaic of Canadian national
regions. Similarly, David Jay Bercuson argued that “Canada is a country of
regions...distinguished by geographical setting, economic role, history, culture, and
even different ambitions for the same Canada to which they all belong.”™” It is
because of these “distinctive regional cultures” that Ralph Matthews calls for a

regional sociology as opposed to the overarching concern of Canadian sociologists
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with the nature of Canadian unity and Canadian identity."”

1.27. A.B. Hodgett’s Report; What Culture? What Heritage?
Criticisms of Curriculum and Teaching Methods

and Recommendations for Change

It was against the backdrop of these three major problems, the
French/English polarity and the emergence of multi ethnic groups in Canada, the
threats of Americanization because of Canada’s proximity to the United States, and
the challenges presented by the forces of the mosaic of Canada’s national regions,
that Hodgetts wrote his landmark report. In the Report, he called for a new
programme of Canadian studies and for new materials and teaching strategies that
would provide students with a deeper understanding of the various complex social
problems facing Canadians. He felt that “the extent to which Canadians are aware
of their identity depends on the depth of their understanding of these problems.”"*
He argued that Canadians were learning very little about themselves or the society
in which they lived. In his assessment of Canadian schools, Hodgetts states that “in
all the infinite variety of modern education on display, there was little evidence that
the sociological needs of the students or the expectations of their society were being
carefully nurtured.””® According to Hodgetts, the curriculum and teaching

methods were less than adequate. Accordingly, he states that:
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the great majority of the Canadian studies we observed were trapped within
the pages of a single textbook. Seventy-five percent of the classes in our
survey were struggling with one or other of the two most universally
condemned teaching methods. In some cases, the students were “bench
bound listeners,” lined up in rows, sitting passively, while a ‘“talking
textbook” rhymed off material that they could have read and digested for
themselves. More frequently, they were going through the mechanical,
question-answer routine based on the discrete, factual recall of a few assigned
pages in the textbook. Even if the deficiencies in subject matter were
corrected through the development of new programs, very little would be
accomplished unless we also overhauled the teaching methods now being
used in most of the Canadian studies classrooms.™
Canadian history courses were taught as a “bland consensus story,” “a dry-as-dust
account of uninterrupted political and economic progress” ‘“told without the
controversy that is an inherent part of history.”’** The seventy-five civics classes
observed taught a “lifeless study of the mechanical functioning of governments.””’*
Hodgetts concludes that “the majority of English-speaking high school graduates
leave Canadian studies classrooms without the intellectual skills, the knowledge and
the attitudes they should have to play an effective role as citizens in present-day
Canada.”'* Hodgett’s Report recommended ‘“‘a national curriculum development
plan designed to make radical changes in the scope, content, and teaching methods

of Canadian studies in the elementary and secondary schools of Canada.”'* The
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Report also recommended the establishment of a Canadian Studies Consortium to
implement the programme. The Consortium was to be established on the basis of
six major principles. The first recommendation was that it should be designed to
function as an interprovincial organization. The second recommendation was that it
should be an autonomous organization free of all political influences. The third
recommendation was that it should be strategically located in the different regions
of the country and have a national executive to decimate information and resources
to the different regions. The fourth recommendation was that its sole purpose was
to develop and distribute Canadian studies curriculum and teaching methods for
elementary and high schools. The fifth recommendation was a call for position
papers based upon the findings of the Report and other studies. The sixth
recommendation was that individual provinces should determine what resources

and materials they wanted to use.'*

1.28. The Institutionalization of the Canada Studies Foundation

and the Promotion of a Pan-Canadian Understanding

Hodgett’s Report resulted in the establishment of the Canada Studies
Foundation in 1970. The Foundation was an independent and well financed
organization that produced a plethora of curricula resources for the teaching about
Canada. Its major aim was not only to improve the curricula content of Canada

studies, but also to improve the delivery of the curricula by providing teacher
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training programmes. The development and delivery of the curriculum relating to
Canada improved significantly throughout the 1970's and 1980's but it did not
adequately deal with the major problem of the French/English polarity which was
identified by Hodgetts in his Report. The curriculum in both the Francophone and
Anglophone schools did little to contribute to a mutual understanding of French and
English cultures. In the curricula of Anglophone schools, Quebec was presented as
an issue or problem for the rest of Canada. Similarly, in the curricula of
Francophone schools, Canada was treated as a problem for Quebec.!”’

The Canada Studies Foundation embraced Hodgetts’ call for a pan-
Canadian understanding. The Foundation was not called the Canadian Studies
Foundation because that implied a sense of what it meant to be Canadian. Since
Canada was clearly a multi-ethnic pluralistic society with several regional mosaics,
there was no national homogenous sentiment, national consciousness, or collective
awareness of what constituted a Canadian national identity. That is to say, there
was no shared collective visionary sense of cohesion, belonging, or awareness of
unity. A national identity formation did not take place, because the process of self-
discovery which is the result of social interaction with others applied more to the
interaction within specific ethnic groups and not among ethnic groups. There was
no unifying cultural integrative force, and as a result, Canada did not have a
national identity formation, a collective awareness of unity that would allow the
multi-ethnic citizens of Canada to see themselves as Canadians and to be able to

differentiate the in-group, Canadians, from the out-group, other nationals. Canada,
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was, rather, a nation of multi-ethnic cultural groups, regions, and social classes with
dividing allegiances and loyalties. In the words of J.M.S. Careless, Canada was a
country of “limited identities” of region, culture and class,* or to use Bissoondath
conceptualization, a country of hyphenated Canadians with divided loyalties.*
This is why the Foundation was not called the Canadian Studies Foundation. The
term Canada was a less contentious term than Canadian because it was not
explicitly suggestive of what was Canadian. There could be no pan-Canadian
understanding of what was Canadian studies but there could be a pan-Canadian
understanding of Canada studies. The latter was a relatively open concept with no
preconceived ideas of what was Canadian. The Foundation produced a plethora of
curricula resources about the different aspects of Canada. The curricula, however,
reflected local and regional priorities and lacked any coherent or guiding vision for a

united Canada.

1.29. The Decline of Citizenship Education in the 1990's-

In the late 1980's and early 1990's, schools are less concerned with citizenship
as an educational objective and more concerned with educating for economic
prosperity. This period has witnessed a trend toward vocationalism and individual
entrepreneurialism in the curriculum. Schools are preparing students for
employment by teaching them the essential employability skills and by providing

them work experience. This way both they and the industries they work for can be
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competitive in the global market economy. Less consideration in the newly
developing curriculum in the 1990's is given to critically analysing the underlying
human and natural forces of globalization and their social, cultural, political,
economic, and technological implications and interdependencies. Citizenship
education is not all together abandoned, but is rather challenged by a more
economically deterministic and global market driven curriculum. The underlying
values and organizing principles behind this new curriculum are private property,
freedom of enterprise, profit motive, competition, productivity, cost efficiency, and
economic rationalism. Whereas schools in the past century stressed the importance
of preparing students for citizenship, schools in the 1990's are preparing them for
employment in business and industry and teaching them the skills of creating new
entrepreneurial enterprises. This trend is based on the assumption that, in a
globalized world where space and time have shrunk, there is a greater need for
increased cost efficiency and productivity among business and industry so as to
maintain their competitive advantage. The indications are that business and
industry are being successful in getting their message out to schools and educational
institutions, and in articulating to them, the type of employability skills they are
looking to hire so that their enterprises can continue to be competitive in the

globalized market economy.

1.30. Market Driven Curriculum, Emphasis on Employability Skills



74

An example of this is the Conference Board of Canada’s “Employability
Skills Profile”. The “Employability Skills Profile” is found on the classroom walls in
schools throughout the province of New Brunswick. It identifies the critical skills
required of the Canadian workforce. These include academic skills, personal
management skills, and teamwork skills. The chart states that academic skills are
those skills which provide the basic foundation to get, keep, and progress on a job
and to achieve the best results. Canadian employers are looking for a person who
can:

Communicate; -understand and speak the language in which business is

conducted, -listen to understand and learn, -read, comprehend and use

written materials, including graphs, charts, and displays, and

-write effectively in the language which business is conducted. Think;

-think critically and act logically to evaluate situations, solve problems and

make decisions, -understand and solve problems involving mathematics and

use the results, -use technology, instruments, tools and information systems

effectively, and -access and apply specialized knowledge from various fields,

for example, skilled trades, technology, physical sciences, arts and social

sciences. Learn; -continue to learn for life.

The personal management skills are those combination of skills, attitudes and
behaviours required to get, keep, and progress on a job and to achieve the best
results. Canadian employers need a person who can demonstrate:

Positive Attitudes and Behaviours; -self-esteem and confidence, -honesty,
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integrity and personal ethics, -a positive attitude toward learning, growth

and personal health, and - initiative, energy and persistence to get the job

done. Responsibility; -the ability to set goals and priorities in work and
personal life, -the ability to plan and manage time, money and other
resources to achieve goals, and -accountability for action taken.

Adaptability; -positive attitude toward change, -respect for people’s diversity

and individual differences, and -the ability to identify and suggest new ideas

to get the job done creatively.

The teamwork skills are those skills needed to work with others on a job and
to achieve the best results. Canadian employers need a person who can:

Work with others; -understand and contribute to the organization’s goals,

-understand and work within the culture of the group, -plan and make

decisions with others and support the outcomes, -respect the thoughts and

opinions of others in the group, -exercise “give and take” to achieve group
results, -seek a team approach as appropriate, and -lead when appropriate,
mobilizing the group for high performance.

The “Employability Skills Profile” was a joint venture of the New Brunswick
Department of Education, Danka, the Port of Saint John, Employers Association,
J.D. Irving Limited, The Conference Board of Canada, and the ADI Group Limited.

The “Employability Skills Profile” is given a high profile in New Brunswick’s
schools. These skills are regarded as most important for the successful functionality

of employees within the setting of a business or industry. Its prominent place in
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New Brunswick schools serves as a reminder to teachers and students of the types of
skills now required in the competitive workforce. However, the “Employment Skills
Profile” also serves as an example of how business, industry, and government
agencies shape the curriculum of schools to conform to the needs a global market
driven economy. Walt Warner cautions against special interests groups outside the
school that try to define the rationale and content prescriptions for schools by
disseminating resource packages, print and no-print materials to classroom

teachers. He argues that special interest groups have a message to get out to the
public and view the school as a vehicle for its transmission. Since many teachers are
often overwhelmed with a variety of subjects to teach and busy learning the existing
curriculum, they have little time to determine the relevance of these resource
packages for their classroom.'® “Educators find it difficult to identify those
concepts and goals that could focus their classroom work, or to sort out the teaching

»141 of these resource

strategies implied by the various content prescriptions
packages. The basic argument of these special interest groups to justify the
inclusion of their content in the curriculum is what Werner calls a prudential
argument. That of “enhancing national or regional trade, our standard of living,
spheres of influence in the world, or even national pride.”'*?

It is clearly important for teachers to establish links with the world outside
their classrooms to make the curriculum relevant but it is also important for them to

be critically aware of those forces which have their own hidden agenda and attempt

to shape the curriculum and its outcomes. Although the example of the
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“Employability Skills Profile” was used for purposes of identifying the types of skills
that employers are looking for in employees, it also serves as an example of how
business and industry get their message out to the public, and how the market and
corporate world can shape the curriculum. When evaluating resources from outside
the school for inclusion in the classroom, teachers need to be Socratic and ask
critical questions. 1. What are the sources of knowledge in the curriculum content?
2. What are the vested interests of these sources of knowledge? 3. What are the
underlying values associated with these sources of knowledge? 4. How do the vested
interests and underlying values of these sources of knowledge conflict with others?
They must remember the allegory of Plato's cave. Teachers must not develop cave

like mentalities

1.31. Infusion of Information and Communication Technology

Throughout the 1990's, schools have largely played a role in career
preparation, but as one might anticipate from the influence of the market, business,
and industry, this entailed a major adjustment to the existing curriculam and
greater emphasis on science and math. High school science and math graduation
requirements have increased whereas the requirements for social studies have
decreased. This period has also witnessed the infusion of information and
communication technology into the curriculum. For example, the high priority

given to information and technology is exemplified in a New Brunswick Department
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of Education policy document on strategic planning in schools. It states that “‘each
student will be able to use information and communication technologies to
help...develop the attributes needed for a life long learner, to achieve personal
fulfilment, and to contribute to a productive, just, and democratic society.”'* To
achieve this end, the document sets the following goals.
1. Each student and educator will have access to current, fully functioning
information and communication technologies. 2. Each student will have the
knowledge, skills, and attitudes necessary to use information and
communication technologies. 3. Educators will have the knowledge, skills,
and attitudes necessary to use information and communication technologies.
They will also be skilled as facilitators to incorporate these technologies in to
a variety of pedagogical strategies throughout the curriculum.
4. Information and communication technologies will be incorporated into the
development, content, and delivery of all curriculum.'*
In-service programmes, teacher conferences, and professional development days
were organized to assist teachers in developing the knowledge, skills, and attitudes
necessary to use information and communication technologies in their classrooms.
Teachers were taught to be skilled facilitators and to incorporate these technologies

into a variety of pedagogical strategies throughout the curriculum.

1.32. Vocationalism and Educational Partnerships, Linking the Curriculum to

Essential Employability Skills of Business and Industry
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The 1990s was also a period in which schools began developing educational
partnerships, with business and industry, and began focussing on
entrepreneurialism. Social obligation, community service, and activism for the
public good which were underlying values of citizenship education in the previous
decades now appeared to lose favour to a curriculum which promotes vocationalism
and entrepreneurial individualism. Educational partnerships were established
between local school districts and business and industry. For example, the New
Brunswick Youth Apprenticeship Program provides students with an opportunity
to obtain on the job training and work experience and to acquire the knowledge and
employability skills outlined by the Conference Board of Canada. Students are
provided with 200 hours of paid employment for two consecutive summers and the
opportunity to receive workplace mentoring. This program is regarded as having
benefits for both the employer and student. The employer benefits are recognized as
follows.

1. Develops a work force of young people who have employment skills and on

the job experience. 2. Helps identify potential future employees. 3.

Encourages students to have a positive attitude towards productivity in the

workplace. 4. Enables employers to participate directly in education of

students and to keep educators informed of their requirement with respect to
future employees. 5. Develops supervisory skills in full-time employees.'*
The student benefits are recognized as follows.

1. Paid summer employment (minimum of 400 hours-two summers).
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2. Acquisition of 100 plus hours of employability skills training from professionals in
the business community. 3. An opportunity to “network” with employees. 4. An
opportunity to gain valuable work experience while still in high school. S. Gaining
an understanding of employer expectations. 6. YAP employability workshops and
work experience helps prepare students for the transition to post-secondary school
or work. 7. An opportunity to explore a career field before entering post-secondary
education. 8. Develops maturity and increased self-confidence. 9. Completion of a
“Record of Achievement” outlining all the employability workshops the students
attend. An excellent document to include in a student’s portfolio for future
employment opportunities. 10. Guaranteed seat at NBCC or preferred status at
UNB and in a program aligned with their work experience.'*
Youth apprenticeship programs operate outside school hours and are offered to
grade 10 and grade 11 students.

Cooperative education programmes, which provide work experience to
students, are offered as credited courses in high schools, usually for grade 12
students. In New Brunswick, students participate in either the first or second
semester for usually half days, mornings, or afternoons, depending on the student’s
personal school timetable. The student receives no pay for co-op hours worked and
students are covered by workers’ compensation. A training plan is jointly
developed by the trainer, the work site supervisor, the co-op teacher, and the
student, which identifies the work skills and learning objectives to be pursued at the

training site. Students are expected to produce a career portfolio at the end of the
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program. Although students do not get paid in this program, they do receive work
experience that will assist them in planning for a future career. The program serves
as a free source of labour for business and industry. Co-op education programs are
also prevalent in universities and community colleges. For example, the University
of New Brunswick’s Faculty of Arts offers the Innovative Career Ready! Program to
address the problem of no experience, no job; no job, no experience cycle. Work
internships are established through such programs as “Career Connections”, a
partnership with J.D. Irving Limited, and the Media Internship Program, a
partnership with Brunswick News Ltd. These programs provide students with field-
related work experience and guaranteed them three years of summer employment.
The university also offers a Bachelor of Business Administration Co-op program
that offers placements in local firms, and with companies in Eastern Europe, the
United States, China, and throughout Canada.'¥

School District 6 in New Brunswick instituted an AWAL program
(Applications of Workings and Learnings) for administrators and teachers so they
link the curriculum taught in schools with the skills (Canadian Employability Skills)
employed on the job. Each teacher or administrator selects a particular business or
industry that they want to learn more about, and then sets up an interview with the
human resource manger to find out the kinds of employment skills the company
requires and its employment practices. The teacher then tours the facility and
interviews front line employees about the skills, mathematical, literacy, critical

thinking etc., that would be necessary to work there, and inquires how the school
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can better prepare students for employment in that business or industry. Upon
reflection of their visit, teachers then compare the skills defined in the Essential
Employability Skills to those required on the job site, and then develop a lesson plan
based upon their experience. The fundamental purpose of this program is to
connect the classroom learning to the actual need for employment. AWAL lesson

plans are placed on an internet database for the benefit of other teachers.'*®

1.33. Entrepreneurialism and Enterprise Education

Entrepreneurship was introduced as a separate course of study for grade
eleven students in many provinces in the late 1980s and early 1990s. One curriculum
document produced by the New Brunswick Department of Education lists six major
general curriculum outcomes of Entrepreneurship 110 which reflects the essential
graduation learnings. The first general outcomes relates how students will
understand how personal attributes and experience can facilitate success in an
entrepreneurial culture. It states as follows:

through the completion of this course, it is expected that students will; 1.

understand how their personal interests and experience relate to

entrepreneurship, 2. utilize their personal attributes to contribute to an
entrepreneurial venture, 3. understand the relationship between personal
and entrepreneurial achievement, and 4. demonstrate the value of the

learning process within the context of personal and entrepreneurial
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development.'¥
The second general outcome relates to how students will identify and demonstrate
attitudes and thinking strategies to develop entrepreneurial ideas. It states as
follows:

through the completion of this course, it is expected that students will: 1.

apply a variety of thinking and problem solving strategies to develop

entrepreneurial ideas, 2. recognize attitudes that reflect an entrepreneurial

spirit, and 3. recognize the role that an entrepreneurial spirit may play in

life-long learning.’*’
The point here is not just to provide two examples of the course outcomes of
Entrepreneurship 110 but to provide another example of how the curriculum is
being driven by the thinking of the corporate world and marketplace. The teaching
of entrepreneurship in schools represents another source of career preparation. The
youth apprenticeship and cooperative education programmes provide experience
and on the job training while entrepreneurial education encourages students to
draw on that experience and training to become the entrepreneurs and the business
and industry leaders of tomorrow. Entrepreneurial education is encouraged at all
grade levels in New Brunswick. Teachers are encouraged to develop enterprise
opportunities within the curriculum to nurture an enterprise culture. Mount
Allison University’s Project Entrepreneurship Project, (PEP) in collaboration with
the New Brunswick Department of Education established a programme for

enterprise education in New Brunswick schools. The programme attempted to
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infuse the concept of enterprise education in the curriculum throughout the schools
of New Brunswick at all grade levels. According to one PEP document, enterprise
education would “provide young people with the learning tools necessary to be
successful in the workplace and to contribute positively to growth and development
within their communities.”’*! Enterprise education stressed the process involved in
developing an enterprise within the classroom environment. The four major
components of this enterprise education were as follows.
1. Student ownership, students will take control and responsibility for their
own learning. 2. Experiential learning, students will learn by doing. 3.
Teamwork, students will share ideas and learn from each other to complete
group initiatives. 4. Reflection and review, students will participate in
guided review and sustained reflection on the task they have undertaken and
determine how they can enhance performance in the future.'
One noteworthy PEP initiative was a partnership developed between Irving Pulp &
Paper in Saint John and Hampton High School whereby students in control
technology constructed a detailed scale model of the pulp and paper mill with three
working models using Programmable Logistic Controls. The project won a
Conference Board of Canada award and was put on display at a central location of
the Irving company. In speaking about the project, one Irving official stated
“Irving Pulp & Paper is grateful for the opportunity to foster a more cooperative
relationship between industry and education. We feel that this is the direction that

education needs to take and hope that we can continue to work with area
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schools.””'*?

Teachers were encouraged to seek placements with business and industry,
one to five days, with the intention of establishing enterprise education links. Each
placement was to have “clearly negotiated objectives with outcomes leading to links
being formed between the organization and education that enhance and enrich the
learning that is apart of the school’s curriculum. Placements also provided
professional development for teachers and help them to prepare students for the
world of work,”***

The major benefactor of the PEP initiative was Shell Canada Limited. Like
other business and industries, Shell Canada recognizes the importance of
competitive advantage and the role of education in preparing a highly skilled
labour force to ensure this. A foreword in one PEP document is typical of the
thinking of most businesses and industries and educational institutions today.
“Shell Canada Limited believes that a strong, healthy Canadian economy is greatly
dependent upon a well-educated highly skilled workforce. The company can play
an important role in ensuring the long-term competitiveness of both country and the
industry by supporting education. We are pleased to provide funding to this
important initiative that fosters cooperation and communication between business
and educators.”’

The teaching of entrepreneurship trains students to think of their future
career as one which creates business and industry. They are taught skills of

opportunity identification, to recognize entrepreneurial opportunities as needs,
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wants, and problems, which can be addressed by thoughtfully planned business
ventures.

The trend toward vocationalism and entrepreneurialism in the curricula is
providing students with the opportunity to get a head start on the knowledge and
essential employability skills demanded by business and industry and the knowledge
and skills necessary for starting a business venture. The 1990's has seen a
proliferation of newly developed curriculum for courses relating to computers and
control technology, computers and information and communication technology,
youth apprenticeship and cooperative education programmes, business technology,

and entrepreneurship.

1.34. The Decline in Canadian Citizenship Education,
The Trend Toward Vocationalism and Entrepreneurialism,

Limitations of Doctrine of Adjustment

The early 1990's marks the beginning of a trend toward the decline and
down-grading of citizenship education in Canadian schools. The present curricula
in schools appear to weigh more heavily toward educating for economic prosperity.
Vocationalism and entrepreneurial individualism are given a more central stage and
prominent place in the curricula. Osborne states “the fashion of the 1990's was not
for political activism or community service, but for school-business partnerships and

a new vocationalism.”"*® Although citizenship education is not completely
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abandoned, it has taken a backseat to this new priority in education. Social
subjects, social studies, the social sciences, and humanities have been regulated to
the sidelines, whereas subjects in math, science, and technology now figure more
prominently. A report on Canada prepared for the Council of Ministers of
Education, Canada, in collaboration with the Canadian Commission for UNESCO
states that

during the first half of the 1990's...citizenship education received less

emphasis as policy-makers became more concerned with developing the

employability skills that youth were believed to require to ensure Canada’s
competitiveness in a globalizing economy. In many jurisdictions, curricula
gave renewed emphasis to “the basics” in mathematics, science, technology,
and communications and aimed to promote a spirit of entrepreneurship and
competitiveness.'’
The recent trend has much to do with the forces of the globalized market economy
and the need for business and industry to maintain a competitive advantage. Their
interests and concerns are influencing the thinking of education policy makers and
the curricula is being adjusted accordingly.

The trend of schools training students for work appears to have significant
support among Canadians. A major poll conducted by COMPAS Inc., of nearly 800
Canadian respondents, asked, what is the most important purpose of education to
you? Thirty two percent of the respondents said to train youth for the work world,

twenty three percent said to create good citizens, seventeen percent said to develop
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inquiring minds, seven percent said to teach ethics, seven percent said to create
happy people, four percent said to teach religious values, three percent said to
produce good parents, and two percent said to encourage people to question
authority.”® It is interesting to note that almost one third of Canadians felt that the
major purpose of education was to train students for work whereas only seventeen
percent felt it was to develop inquiring minds. Given the fact that such a significant
percentage of the population feel that the major purpose of schools is not to
encourage intellectual growth and the desire for learning, but rather to train youth
for work, it is not likely that the support for education for citizenship is going to
come from the public.

What we see happening to the curricula over the past decade is not new.
Robert Hutchins, in the Democratic Dilemma, criticized the curricula of university
education in the 1950's. He argued that universities were becoming centres of
vocational training and not of independent thought and criticism. Students were
being trained for the profession rather than to criticize the profession. They were
taught to adapt to the needs of the environment. The curricula was developed on
the basis of a doctrine of adjustment.”® The curricula in Canadian schools in the
1990's- appears also to be based on a doctrine of adjustment and is driven by a
global market economy and the interests and concerns of business and industry.

Political and economic forces from outside the school are shaping and
moulding the curricula. The globalization of the economy, the increasing pressures

of free trade, the need to maintain a competitive advantage, and the increasing
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demands for greater efficiency and productivity require business and industry to
have an available pool of highly trained and skilled workers. For them, the sooner
this training begins, the better. Throughout the 1990's-, they have been very
successful in getting this message out to governmental officials and educational
policy makers.

A major limitation of this new curricula for economic prosperity is that it is
over looking some of the basic knowledge, skills, and underlying values and
organizing principles of citizenship education. Students are given little opportunity
to learn about history, sense of place, and identity. The new curricula does not
adequately teach the skills of critical thinking and freedom of thought. Hutchins, in
Education for Freedom, argues that “the proper task of education is the production
of such free minds”.'® In The Learning Society, he states “the vitality of an
intellectual community requires that it be free from such interference.”’*' Although
schools are not universities, they are, nonetheless, centres of learning for our youth,
and as such, it is incumbent on schools to teach critical thinking skills so that they
will develop free and critical minds and not develop the cave like mentalities that
Plato criticized as the want of education in his time. The new curricula also does not
teach adequately the attitudes and values of social obligation, community service,
and activism for the public good. These are no longer the major priorities in the
new curriculum which stresses more vocational and entrepreneurial individualistic

economic imperatives.



1.35. Toward a Peace Education Framework

Given this new trend in the curricula of schools in the 1990s-, the question
arises whether or not schools are adequately preparing students for life or are they
merely training them for work? What is the philosophic purpose of education? Ifit
is to improve humanity and to contribute to some wisdom and goodness, then
education must be directed toward the fullest development of humanity’s
intellectual, rational, emotional, moral, and spiritual powers. As Hutchins argues,
“society is to be improved, not by forcing a programme of social reform down its
throat, through the schools or otherwise, but by the improvement of the individuals
who compose it.”*®> Schools can help improve society by better preparing students
for citizenship and by educating them for peace. Since there are limitations to
traditional approaches to citizenship education in this global, post modern and post
Cold War era, which will be investigated further in chapter IV, it is necessary that a
curriculum for education for citizenship and peace be based on a more pervasive,
comprehensive, holistic, systemic, integrative, and ecological framework, that is
capable of comprehending and teaching about an interdependency of past, present,
and future peace and human security issues. A curriculum based on a peace
education framework is capable of nurturing within students the necessary
knowledge, attitudes, values, skills, and modes of behaviour that will assist them as
citizens of the 21* century in critically addressing the many complex, interlocking,

and interdependent peace and human security issues facing our global
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neighbourhood. “Social change will not come to us like an avalanche down the
mountain. Social change will come through the seeds growing in well-prepared soil-
and it is we, like the earthworms, who prepare the soil.”’* The terms seeds, well
prepared soil, and earthworms are an allegory for students, education, and
educators. These simple but compelling words of Ursula Franklin underscore the
imperativeness of developing curriculum that will contribute to peace and meet the
needs of students in the 21st century.

Peace is a pervasive , comprehensive, holistic, systemic, and ecological
concept. Over the years the conceptual parameters of peace have widened. There
are various conceptualizations of peace. It includes negative peace, the absence of
direct violence, such as; murder, assault, rape, torture, and terrorism. It includes
positive peace or social justice, the absence of indirect or structural violence, such
as; racism, discrimination, xenophobia, homophobia, gender inequity, poverty,
hunger, homelessness, disease, and underdevelopment. Peace is also conceived as
holistic Gaia peace and peace with the environment, and holistic inner and outer
peace.

Chapter II will investigate each of these conceptualizations of peace which
are central to the study of peace education. Chapter III will investigate some of the
different themes and approaches of peace education, including peace education as
teaching about; nuclear war, disarmament education, peace and conflict studies,
peace and social justice, global education, and citizenship/political education.

Whereas chapter II investigates concepts of peace, chapter III provides for the study
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of peace through education. Taken together, the different concepts of peace and
different themes and approaches of peace education, they provide for a more
pervasive, comprehensive, holistic, systemic, integrative, and ecological
conceptualization of peace education. Chapter IV, the concluding chapter, will
outline the strengths of a peace education framework over more traditional
organizing principles of citizenship education in this global, post modern, post Cold
War era. It will investigate some of the challenges facing the traditional attributes of
citizenship, namely; sense of identity, rights and entitlements, responsibilities,
obligations and duties, activism in public affairs, and social values. It will also
attempt to address some possible criticisms of a curriculum based on a peace

education framework.

1.36. Summary

In summary, this chapter has investigated the development and delivery of
four major periods of citizenship education in Canada. The first period, 1890's-
1920's, citizenship education was viewed as nation building, assimilative
nationalism, and Canadianization in the context of loyalty and patriotism to the
mother country, Great Britain. The second period, 1920's-1960's, there was no
overriding theme of citizenship education but it was generally viewed as a process of
character building and socialization. It was also a period when a more self-

consciously Canadian spirit of citizenship began developing. The third period,
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1960's-1980's, the major theme of citizenship education was on issues of identity and
activism. The fourth period, 1990's-, marks the beginning of a decline in
citizenship education and a trend toward educating for economic prosperity. Some
of the major social, cultural, political, and economic forces at work during these
different periods were also investigated as a backdrop to these different periods in
the development and delivery of citizenship education in Canada. The chapter
concluded by arguing that in this global, post modern, post Cold War era, many
complex, interlocking, and interdependent, peace and human security issues facing
our global neighbourhood can be more adequately comprehended and taught within
a peace education framework than in more traditional approaches to citizenship

education.
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Chapter 2, Education for Peace

2. Introduction to Peace Education

Peace education is sometimes controversial because of the nature of the
discipline. There are several conceptions of peace education but generally they
include a focus on issues, knowledge, skills, attitudes, values and behaviours. Peace
education is about fostering conditions for peace and creating the conditions for the
absence of violence, both direct and indirect. It promotes disarmament, non-
violence, tolerance, international and intercultural understanding, social justice,
gender equity, sustainable development of natural resources and peace with the
environment. Peace education is not propaganda or indoctrination but is rather a
process of critical inquiry. It does not teach students what to think but rather how
to think. It encourages open mindedness and discourages close mindedness. Peace
education fosters the pursuit of knowledge and critical thinking skills so that we can
more fully comprehend complex peace and human security issues associated with
the present forces of globalization. It can provide students with the necessary
knowledge, skills, attitudes, values, and modes of behaviour to participate in
political decision making and help guide social and economic policy affecting our
community. Peace education is about asking questions and not being able to find
definitive answers but only justifiable answers. Peace education is about discovery

and problem solving and the democratic participation of students in the learning
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process. It involves a critical examination of peace issues, local, national and global
and it requires us to think about preferred choices and alternative futures. Peace
education is about fostering citizenship and social action. It is a process of personal
and social transformation. It has both an inner and outer dimension. It aims at
promoting the development of culture whereby individual modes of behaviour and
institutional practices are transformed because of a commitment to a set of values
and guiding principles, and foremost among them is the respect for human dignity.
Peace education takes place in both formal and non-formal institutions of learning.
It is not just one thing, it involves many things which results in some confusion over
its conceptual clarity.

For purposes of this chapter and the next, it is necessary to distinguish
between the two major perspectives of peace education. Since peace education
encompasses two major concepts, namely; peace and education, it is, therefore,
possible to interpret peace education from two different perspectives. The first is
education for peace. The second is the study of peace through education. In the
former the emphasis is on peace, while in the latter it is on education. This chapter
will investigate the former, education for peace. It will investigate some of the
conceptual constituent elements of peace that contribute to its widening conceptual
parameters. It will demonstrated that peace is a pervasive, comprehensive, holistic,
integrative, systemic, and ecological concept. As a result, the study of peace through
education must be based on a similar approach. Chapter 3 will, therefore, focus on

the educational component, the various educational approaches to the study of
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peace through education. It is now necessary to investigate the conceptual

development and parameters of peace.

2.1 Conceptual Development and Parameters of Peace

There are two major conceptual categories of peace, namely; negative peace
and positive peace. Each of these were conceived during a certain time frame in the
peace education movement. The concept of negative peace developed in the early
part of the twentieth century. The concept of positive peace developed in the late
1960s. Within each of these major conceptual categories of peace, there are
conceptual constituent elements and perspectives that build on previous ones. The
concept of positive peace is a more pervasive, comprehensive, holistic, integrative,
and ecological concept than the concept of negative peace. The idea that peace can
be explained by a single factor theory, such as the absence of war (a form of negative
peace), has been replaced by more multi-factored theories that take into
consideration other conceptual elements such as the different types of personal
violence (rape, murder, assault, etc.), the concept of peace as a balance of forces in
the international system, structural violence, a feminist perspective, the concept of
Gaia peace with the environment and the concept of inner and outer peace. The
level of analysis has expanded from the state level to include more complex and
multiple levels of analysis. The evolution in our thinking on peace has been toward

a more holistic inner/outer paradigm.” In the late 1980's, peace researchers and
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educators began conceptualizing peace in terms of a culture. Much of the current
focus is on building a culture of peace.

In the past century and particularly since World War II, a number of social
and political forces have profoundly affected the development and direction of peace
research and education. These forces have been largely associated with the Cold
War and national security issues between the former communist Warsaw Pact
countries in eastern Europe and the North Atlantic Treaty Organization (NATO)
countries in western Europe and in North America. The Cold War was a critical
and dangerous time because of the threat to the planet of a nuclear war between the
two world super powers, the Soviet Union and the United States. This sense of
urgency and its ramifications served as the initial impetus behind the peace
education movement. Other forces that have had a profound effect on the peace
education movement were the civil rights movement in the United States in the
1960's, the growth of the women’s liberation movement in the 1970's, the increasing
concern for the environment in the 1980's and the concern for human security in the
1990's. The conceptual constituent elements of peace continues to develop and
evolve thus widening its conceptual parameters.

It is now necessary to analyse the meaning of peace and its conceptual
formulation. Teachers and curricula planners must have a clear understanding of
the concept of peace before schools can introduce curricula for the study of peace
through education. To this end, it is necessary to examine the underlying value

orientation of other associated concepts which are conceptual constituent elements
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of peace and serve to determine the breadth of its conceptual parameters.

The central core value in educating for peace is the concept of peace. Stated
most succinetly, the concept of peace is the absence of violence. The concept of
violence encompasses two other concepts, namely; direct and indirect violence. 1Itis
necessary to explicate both concepts and to reveal their underlying value

orientation.

2.2, Negative Peace

Negative peace can be conceptualized as, the absence of war or interstate
violence, the balance of forces in the international system, stable and unstable peace,
the absence of intrastate violence, and the absence of personal violence, It is now

necessary to investigate each of these conditions of negative peace.

2.3. Negative Peace as Absence of War or Interstate Violence

The concept of direct violence initially referred to conditions of war between
states or interstate violence. The level of analysis was at the state level. Peace was
therefore understood as the absence of war between states. This is regarded as a
type of outer peace because the focus is external to the attitudes, values, and
assumptions of the individual, inner peace. This concept of peace prevailed during

the first half of the twentieth century.
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For example, this conceptualization of peace was evident in 1918 when
United States President Woodrow Wilson (1856-1924) presented his Fourteen Points
to the United States' Congress so that "the world was made fit and safe for every
nation and that would guarantee that each nation would be safe against force and
aggression."? Wilson's Fourteen Points served as the basis for the Treaty of
Versailles, 1919, the peace agreement that ended World War I (1914-1918) and the
basis upon which the postwar League of Nations was formed, the precursor to the
United Nations. Interstate violence during World War I between the Triple Entente
(Russia, France and Great Britain) and the Triple Alliance (Austria/Hungary,
Germany and Italy) had accounted for the deaths of nearly sixty million people.
This was largely due to new instruments of warfare and direct forms of violence,
such as, the machine gun, poison gas, tanks, aeroplanes, and the submarine.’

Another example of this conceptualization of peace as the absence of war
occurred in 1938 when Britain and France adopted a policy of appeasement toward
Germany rather than risk war. The British Prime Minister, Neville Chamberlain
(1869-1940), and the French Premiere, Edouard Daladier (1884-1940), effectively
surrendered the Sudetenland (1938) to Germany without Czechoslovakia's
permission in return for Hitler's promise of no more territorial expansion.
Chamberlain's "'peace in our time' lasted until March 1939 when Hitler continued
his quest for lebensraum (living space) and proceeded to take the rest of
Czechoslovakia (1939) and then invaded Poland(1939). He had already taken the

Rhineland (1936) and achieved Anschluss (union) with Austria (1938).
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2.4. Negative Peace as the Balance of Forces in the International System

In 1942, Quincy Wright, the eminent professor of international law at the
University of Chicago, published a two volume study titled A Study of War, in
which he modified and further developed the concept of negative peace as the
absence of war. Wright argued essentially that peace was the result of a dynamic
balance of political, social, cultural, and technological forces, and war resulted when
this balance was broken. This dynamic balance of forces in the international system
consisted of an overall pattern of relationships, namely; between nation states and
international governmental organizations (IGOs), between nation states, and within
nation states. Wright's equilibrium model of negative peace assumed that any
change in one factor that was significant to the peace balance would require
corresponding changes in other factors in order to preserve the peace balance.
Accordingly, Wright states the problem of preventing war "is essentially one of
maintaining adaptive stability within the world community, only possible if large
sections of the public persistently view that community as a whole."* Wright's
adaptive stability theory assumes that the whole is greater than the sum of its parts
and therefore change in patterns of relationships in one political, social, cultural, or
technological factor would not serve to destroy the equilibrium of the whole, peace
balance, if corresponding and necessary adjustments were made in other factors
without too much time lag.

An example of Quincy's adaptive stability model was the hope that the
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League of Nations would usher in a new era of peace and security after World War I
and act as a form for the peaceful settlement of disputes. The Covenant of the
League of Nations was incorporated into the peace treaty with Germany, Austria,
and Bulgaria, and this meant that as signatories to the treaty they would become
members of the League. The new League of Nations would protect the political
independence and territory of all nations. It was to be an international form for the
peaceful resolution of disputes. The hope was that this international adaptive
stability model would check future social and cultural forces of nationalism and
technological forces of the arms race which contributed to war. Another example
that takes into consideration change in the technological factor would be the
conception of the global political institution of the United Nations in response to
threats to peace and world security because of the technological development of the
atomic bomb. In this case, political forces at the international level are again
readjusting to account for technological change and its possible adverse implications
for peace and human security.

Two examples of the time lag that Quincy alludes to would be Chamberlain's
and Daladier's policy of appeasement and the Nazi-Soviet Non-aggression Pact
(1939). If these state actors, England, France, and Russia had been more pro-active
in their intervention, it is possible that Hitler would of been stopped and World War
11 could have been prevented.

Quincy's adaptive stability model of negative peace assumes some conflict,

due to the interplay of social, economic, political, cultural, and technological forces.
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However, he believes that conflict is something that can be managed by adjusting
the balance of forces which allow for a stable peace. Wright's model of peace

applied to all levels of analysis, global, international, national, and local.’

2.5. Negative Peace as Stable Peace and Unstable Peace

In a book titled Stable Peace, Kenneth Boulding, one of the most
distinguished pioneers of American peace research, put forward the concepts of
stable and unstable peace to help explain situations of peace that cannot be
conceptualized under the traditional definition of negative peace as the absence of
war. He defines stable peace as a “situation in which the probability of war is so
small that it does not really enter into the calculations of any of the people
involved.”® Stable peace goes beyond the traditional concept of negative peace in
that it not only indicates the absence of large scale violence but it suggests an
expectation that this behaviour will be observable into the future. An example of
this would be the relations between Canada and the United States. In terms of the
historic relations of these two countries, there have been threats and incidents of
violence but these are not within living memory. The expectation is for peaceful
relations between the two countries notwithstanding any differences which might
arise.

Unstable peace is a situation where there is no observable large scale violence

but the threat and potential for it to take place is present. An example of this would
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be the Cold War relations between the United States and the Soviet Union.
Although these two countries have never engaged each other in any real large scale
physical violence, their foreign policies and defence expenditures implied that the
threat of large scale violence was real and possible. This was evident in that each
country feared a nuclear attack from the other side and the belief that only thing
that prevented it was the fear of retaliation. The expectation here is that peaceful
relations between the two countries would not continue into the future.

In comparing the two situations discussed above, it is more likely that the
relations between Canada and United States would be regarded as more peaceful
than the relations between the United States and the Soviet Union. This, however,
cannot be explained by the traditional definition of negative peace as the absence of
war because in both cases that condition applies. The real difference between the
two is in terms of expectation. In the case of relations between Canada and United
States, the expectation is for peace, whereas this is not the expectation between the
United States and the Soviet Union.

The traditional concept of negative peace as the absence of war also does not
take into account situations where war is not expressly declared by a state such as
the case of the war between the United States and Vietnam. In this case, the United
States Congress never formally declared a war against Vietnam, but there is little
doubt about the large scale physical violence between the two countries. The point
to be made here is that the absence of war as a sole determinate of negative peace is

too vague and ambiguous.
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Boulding is an opponent of the traditional formulation of negative peace as
the absence of war. This concept of peace also implies a reduction and elimination
of warfare but, moreover, it brings attention to the need for knowledge and skills
that will help in managing conflict and enhance and inform a larger social order for
peace. Boulding states:
On the positive side, peace signifies a condition of good management, orderly
resolution of conflict, harmony associated with mature relationships,
gentleness, and love. On the negative side, it is conceived as the absence of
something-the absence of turmoil, tension, conflict, and war.... On the other
hand, there is a high valuation of the positive concept of peace, which is seen
as a skill in the management of conflict and the development of a larger order
than that which involves warring parties. The opposite of this kind of peace
is then seen as a clearly pathological state of some kind of war. War or ''not
peace"" involves the inability to manage conflict, to the cost of both parties. It
involves disruptive dialectic, unnecessary confusion, childish quarrelling,
immaturity of political form. Peace in this larger, more positive sense is quite
consistent with conflict and excitement, debate and dialogue, drama and
confrontation. But it provides a setting within which these processes do not
get out of hand, become pathological, and cause more trouble than they are
worth. In this sense of the word, peace is one of the ultimate time’s arrows in
the evolutionary process, an increasing product of human development and

learning.”
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The presence of conflict, excitement, debate, dialogue, drama and confrontation are
consistent with his concept of stable peace because these are conditions that can be
managed and not allowed to get out of hand. Although his concept of stable and
unstable peace take into consideration situations of peace other than the absence of
war, they do, nonetheless, define peace negatively because they assume conditions of
conflict as necessarily inherent in society but ones which can be managed with
proper knowledge and skills. This concept of peace is the basis on which Theodore
Lentz at the Lentz Peace Research Laboratory studied the concept of conflict
resolution. Lentz concluded that '"the problem of world peace includes the problem
of utilizing differences, minimizing conflicts and harmonizing purposes of the

members of any group which functions...for world peace."®

2.6. Negative Peace as Absence of Intrastate Violence

The conceptualization of negative peace as the absence of war also applies to
cases of civil war, violence and conflict within states, (intrastate violence). A recent
example of this is the civil war in the former Yugoslavia, the genocide and ethnic
cleansing of Muslims in Bosnia and the ethnic Albanians in Kosova by Serbian
para-military forces, the 'Red Berets' or 'Frenki's boys" and the Yugoslavian
military regime of Slobodan Milosevic. "Some two hundred thousand people were
Kkilled in the Balkan wars of the 1990s, most of them in Bosnia. No one knows how

many died as a result of atrocities. Nor is it known how many of the tens of
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thousands of Serbs who fought knowingly participated in war crimes.'"’

2.7. Negative Peace as the Absence of Personal Violence

The concept of negative peace included not only the absence of interstate and
intrastate war but it was extended to include the general absence of personal
violence. Personal violence is a situation where an individual directs violence against
another, such as murder, rape, assault, torture, terrorism, or war. The value
orientation is to harm, hurt, inflict pain or kill. Personal violence can be carried out
at the individual level or the state level.

An example of personal violence carried out at the individual level is the
assassination of the Arch Duke Franz Ferdinand, the heir to the throne of the
Austrian/Hungarian empire by Gavrilo Princip, a ethnic Serbian nationalist and
member of the Black Hand terrorist organization, in the city of Sarajevo in 1914.
The murder took place within Bosnia which was then a territory of the
Austrian/Hungarian empire. The shooting was the spark that ignited the Balkans,
the power keg of Europe, and resulted in World War L

An example of personal violence carried out at the state level is the
"holocaust' during World War II (1939-1945). Hitler's and Nazi Germany's 'Final
Solution' resulted in the deaths of six million Jews in major extermination camps
throughout eastern Europe. Because of the 'holocaust’ and the mass aerial

bombings, this was the first time in the modern era of human history that the
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number of civilians dead out numbered the number of military dead."

Direct forms of personal violence have permeated our society at every level,
its presence is found not only in war between states (interstate violence), and civil
war among sub-national actors within states (intrastate violence), but it is present at
an interpersonal level in our communities and even in our schools. For example,
students Dylan Klebold and Eric Harris, the executioners at Columbine High
School, have left behind their progeny in Santee, Lake Worth, Florida, Fort Gibson,
Oklahoma and even in Canada's Taber Alberta. In Santee, the fifteen year old
Andy Williams "began saying he was going to 'pull a Columbine' on Santana High,
two of his friends called him a pussy and dared him to do it."1? "Six minutes of
shooting and thirty rounds left Bryan Zuckor, fourteen, and Randy Gordon,
seventeen, fatally wounded and thirteen others hit. It was the worst school shooting
in the U.S. since the Columbine massacre two years ago."" In each of these
incidents, the student perpetrators of murder were themselves the victims of
numerous and continuous forms of direct violence. According to an April 2000 poll
in the United States, seventy percent of the adults surveyed felt that they believe a
shooting was likely in their schools.™

The twentieth century has been the most violent in the history of humanity in
terms of interstate and intrastate war. For example, we have endured two major
world wars, World War I and World War II, a Cold War, the Korean War, the
Vietnam War, the Gulf War, numerous civil wars associated with the break up of

the former Soviet Union and its satellite countries, civil wars in the former
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Yugoslavia including those in Slovenia, Croatia, Bosnia, Kosova, Macedonia, as well
as civil wars in the Congo, Sierra Leone, Rwanda, Somalia, Afghanistan, and east
Timor. Emerging from these events are dark, dreadful, and powerfully frightening
concepts like 'holocaust’, 'genocide’, and 'ethnic cleansing', as mentioned
previously. These concepts have now become part of our common vernacular. Our
homes are bombarded with television images of the brutality of warfare and its
callous disregard for human life. Women and children are affected the most, but yet
they are most often not among the warmongers. Nuclear weapons, chemical
weapons, biological weapons, precision bombs and laser guided missiles, landmines,

and child soldiers have become the instruments of modern day warfare.

2.8. Negative Peace and Curricula Implications

The conceptualization of negative peace as the ''absence of war or more
generally absence of organized violence between groups'’® has permeated the
curricula of social studies education for most of the twentieth century. This is
especially the case for those areas of the curricula that focus on history, world issues,
and international relations. In the case of history, a significant emphasis is placed
on studies of conflict, war, and revolution. For example, in the grade eleven world
history the curricula focuses on the Seven Years War between Britain and France
on the European and North American continent, the French Revolution including

the Jacobin Reign of Terror, the Napoleonic Wars, the nationalist revolts leading to
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the unification of Italy and Germany, the Russian Revolution, World War I, World
War II, the Cold War and the Gulf War. Less emphasis is placed on studying the
preventative measures to war, for example, developing peace making skills such as
conflict resolution, mediation, and negotiation. Additionally, little emphasis is
placed on studying war as an institution, examining its structural causes, our
psychology, the material interests of groups, the polarization of groups, failures at
diplomacy, secret alliances, forces of ethnic nationalism, imperialism, and
colonialism.’® There is however "a long, long tradition, both in high and popular
culture, of glorifying war, of praising its heroism and chivalry, its bravery and
courage, and of saying much less about its waste of lives, its suffering, it hatreds, its
devastation of mind and body".”” Students are left with a narrative of history based
on exciting, adventurous, romantic, and heroic images of people like Alexander the
Great of Macedonia, Napoleon Bonaparte of France, Prussia’s Otto von Bismark,
Italy's Giuseppe Garibaldi, Germany's Red Baron and Canada's Billy Bishop. The
atomic bombings of Hiroshima and Nagasaki are depicted in a non-controversial
way. Students are left with the perception that it is the American payback for Pearl
Harbour and the ace that ends World War II. There is little discussion as to
whether the means justifies the end.

In numerous other print materials and media sources the enemy is
dehumanized and presented as the 'other' and '"deserving of the utmost contempt
and deprivation of life and liberty so that we can kill them in order not only for our

personal survival, but for the perpetuation of our valued way of life."’® School



120
libraries that house these print materials or similar audio-visual sources on war, are
laced with biases and prejudices and promote hatred, racism, and intolerance.
According to Robert Aspeslagh (1992) and Robin Burns (1995), the processing of a
nations history including its participation in recent wars is decisive for the new
generations because it contributes to how they see themselves, understand their
culture and their place in the world.” Burns (1995) and Magnus Haavelsrud
(1981,1993) argue that the context, space, and time in which issues are presented
affect both the ability of the learner to understand the situation and also "'the
underlying transforming, reforming or reinforcing model of social phenomena."?

The concept of negative peace was generally the intellectual basis of much of
the thinking about peace until the late 1960s. It is still a widely held view among the
general population and political leaders. The perspective, although narrow in focus,
is viewed by peace educators as a legitimate one because the absence of war and
more generally the absence of personal violence is a sine qua non, a necessary
precondition for peace, and it forms the foundational basis for any wider
conceptualization of peace. The value orientation was the physical security of the

person from all forms of direct violence and at different levels of analysis, interstate,

intrastate, and interpersonal.

2.9. Positive Peace

In 1969, the notable Norwegian peace research theorist, Johan Galtung,
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modified and expanded Wright's theoretical perspective in an article titled
"Violence, Peace, and Peace Research" published in the Journal of Peach Research.
Galtung introduces the conceptual category of positive peace. He felt that negative
peace conceptualized much of the peace research up to this time and it was
necessary to move beyond this thinking. He states "too little is rejected when peace
is held up as an ideal...highly unacceptable social orders would still be compatible
with peace."” He defines negative peace as the absence of personal violence and
positive peace as the absence of structural violence. He expands the conceptual
parameters of negative peace by outlining additional types of personal violence. He
develops a theory of structural violence which is central to his conceptualization of
positive peace. According to Galtung, negative peace or “the absence of personal
violence does not lead to a positively defined condition, where as the absence of
structural violence, ... referred to as social justice, is a positively defined condition
(egalitarian distribution of power and resources)."'” He argues that educating for
negative peace does not adequately account for structural violence that results from
value distributions among competing social actors in organized systems and social

structures.

2.10. Positive Peace as the Absence of Structural Violence

The positive peace concept encompasses the conceptual constituent elements

of negative peace and it addresses the need to limit and ultimately eliminate those
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structures, processes and behaviours that contribute to social, structural and
political violence.” Educators for positive peace believe that many forms of
structural violence can be equally harmful to human beings, although it is difficult
to compare the two in terms of the significance of their adverse effects. Structural
forms of violence include economic deprivation, poverty, hunger, homelessness,
environmental degradation and resource depletion, issues of human rights and
freedoms such as social justice, racism, discrimination and apartheid etc.”* The
concept of positive peace links structural violence with political and economic
policies that provide for an unequal distribution of power and resources. Such
policies are believed to affect not only the physical well being and material interests
of the individual but also the spirit and creative capacities that make up the human
potential. According to Galtung positive peace is the "'presence of patterns of co-
operation, harmonious living together and in general integration between groups".”
More recently, the concept of positive peace is linked to the notion of global justice,
"justice in the sense of the full enjoyment of the entire range of human rights by all
people."?

Structural violence according to Galtung's theory is present when human
beings are being influenced so that their actual somatic and mental realizations are
below their potential realizations. The potential level of realization is 'that which is

possible with a given level of insight and resources'”

and it is not always constant
but can change over time. Violence is the "cause of the difference between the

potential and the actual level of realization, between what could have been and what
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is. Violence is that which increases the distance between the potential and the
actual, and that which impedes the decrease in the distance.”® Central to this
concept of structural violence are the concepts actual and potential level of
realization.

In order to fully appreciate Galtung's concept of structural violence it is
necessary to further elaborate on what he meant by actual and potential level of
realization. The terms are central to his concept of structural violence. Galtung
illustrates both by way example.

In the fist example, we are to assume that an individual dies from
tuberculosis in the eighteenth century. He informs us that this would not be
conceived of as violence because such a death may not have been avoidable at that
time. However, if one were to die from tuberculous today despite all the knowledge
and medical resources available, then violence would be present. Violence is present
because the potential level of realization, the conditions for making death avoidable
are present, but are not utilized. To put it another way, when the potential level of
realization is higher than the actual level of realization then violence is avoidable.
However, the key point is the cause of the distance between the potential level of
realization and the actual level of realization and one must keep in mind the level of
insight and resources available at the time.”” The cause of the difference between
the potential level of realization and the actual level of realization would constitute
structural violence. A life expectancy today of only thirty years, whether due to

treatable diseases, war, or social injustice, would be regarded as an expression of
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structural violence according to Galtung's definition.*

A parallel can be drawn to more recent types of illnesses such as cancer or
aids. Violence would not be present in the case of a person who died twenty years
ago from cancer or aids because the cause of the difference between the potential
and the actual level of realization is unavoidable, given the level of insight and
resources available at that time. However, if one were to die from either of these
two diseases, today, without any prolonged life expectancy, then violence would be
present. Today, these diseases are treatable and are on the verge of being cured.
Violence is not present when the actual level of realization is unavoidable even if it is

at a low level as was the case for cancer and aids patients twenty years ago.

2.11. Broadening the Concept of Peace by Broadening the Concept of Violence

Galtung broadened the concept of peace by broadening the concept of
violence. Within Galtung's typology of violence, violence can be intended or not
intended, and it can be manifest or latent. It can also be broken down into two
major types, namely; personal and structural. Within these two major types,
violence can be physical or psychological and done with or without objects. It is
imperative to briefly examine these conceptual elements of violence.

Galtung was of the view that most of focus on violence was on intended
violence and not on unintended violence. This is evident in our legal system which

is based on Judaeo-Christian ethics and Roman jurisprudence which tends to
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associate the concept of guilt more with intent than with consequence. Whereas
the conception of violence up to this point is clearly focussed on the consequence
side and not on the intent side. The result is that our ethical systems intended to
contain personal violence will not be sufficient to contain structural violence.”
Negative peace does not account for unintended violence such as poverty, hunger,
homelessness, human rights abuses etc., that results from social, economic, political,
and cultural forces. If peace is defined as the absence of violence, then it is
necessary to take equal action to prevent both personal and structural violence. A
definition of peace must take into consideration not only intended violence but also

violence that is unintended.

2.12. Positive Peace as the Absence of Manifest Personal and Structural Violence

Manifest violence can be personal or structural. War, murder, rape, and
assault are manifest forms of personal violence. Poverty, hunger, homelessness and
unemployment are examples of manifest structural violence. The causal factor of
manifest structural violence is more indirect than manifest personal and results from
objective social structural arrangements. Dependency theory tends to adopt this
structural view in relation to the underdevelopment of third world countries. In
both cases, the violence is easily identified. The absence of manifest forms of
personal and structural violence are both central to achieving conditions of positive

peace.
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2.13. Positive Peace as the Absence of Latent Violence

Latent violence is a hidden type of violence and is not as easy to detect as
manifest violence. It does not appear to be present, yet it is there and can easily
become a form of manifest personal violence. An example of latent personal violence
would be a situation where an individual has deep rooted discriminatory and
prejudicial views against people of a different colour, religion, sex, ethnic origin,
language, or sexual orientation. In this type of situation, a little challenge could
trigger a fight, a killing or an atrocity. "It indicates a situation of unstable
equilibrium, where the level of actual realization is not sufficiently protected against
deterioration by upholding mechanisms."** An example of this would be the racial
riots in the southern United States in the 1960s and more recently the brutal and
unprovoked beating of Rodney King by police officers of the Los Angeles Police
Department. Latent violence has triggered into manifest personal violence in ethno-
religious protests and rebellions in the civil wars in Afghanistan, the former
Yugoslavia, Sudan, Israel and Northern Ireland. The influence of religious
frameworks often gives rise to religious discrimination against ethno-religious
minorities. Jonathan Fox states that "'any challenge to a religious framework is
likely to provoke a defensive and often conflictive response from the adherents of
that religious framework. This is true irrespective of whether the group challenged
occupies a dominant or subordinate role in society."* For example, '"the leading

Taliban mullah, Mohammed Omar, declared that since the Koran forbade the
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worship of idols, all idols in the country (meaning, for the most part, Buddhist
sculpture made before the arrival of the Muslims in the 8th century) were to be
destroyed."** In the words of Qadratullah Jamal, Taliban's Minister of Information
and Culture, ''the statues are no big issue ... they are only objects made of mud or

stone." *

2.14. Positive Peace as the Absence of Physical and Psychological Violence

Up until the publication of Galtung’s peace theory, peace researchers had
generally conceived of peace as negative peace, the absence of war and the absence
of personal violence. Galtung introduces the concept of structural violence and
argues that like personal violence this can take the form of physical and
psychological violence. It is necessary to explicate the difference between physical
and psychological violence.

Physical violence is when humans are hurt somatically even to the point of
death. This type of violence works on the body. It may affect one biologically or
affect one's physical movements. It reduces the somatic capability below the
potential level of realization. Examples of physical violence include war, murder,
rape, assault, torture, and terrorism. The absence of this type of violence is called
negative peace as mentioned earlier. Although physical violence is typically overt
and direct, structural violence is more indirect and covert. “Structural violence,

however, exists where people are systematically prevented from meeting their basic
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needs and/or developing their full potential.“** People can equally be harmed or
killed as a result of not being able to meet their basic needs and/or full potential.
Slavery and apartheid are two examples of structural violence that, not unlike
physical violence, hurt somatically, even to the point of death. “In South Africa, for
example, the average life expectancy of a black person is over 15 years shorter than
that of a white (54 versus 71 years for females; 50 versus 65 years for males). The
infant mortality rate among black children is 115 per 1,000 whereas that of whites is
18 per 1,000, An individual whose everyday life is controlled by a structure and
external forces, is physically curtailed and could conceivably be injured or die, but is
also prevented from reaching their psychological potential.

Psychological violence, on the other hand, is when violence works on the
mind and soul. It serves to decrease our mental potentialities and our spirit.
Examples of this would include; lies, threats, intimidations, brainwashing and
various forms of indoctrination, and mental abuse. The following are some recent
examples.

United Nations Electoral Officers observing the election vote on the
independence of East Timor had witnessed not only numerous acts of physical
violence but numerous acts of psychological violence. In addition to the numerous
murders and incidents of disfigurement against the East Timorese population by the
pro-Indonesia militias and their military taskmakers, there were also numerous
cases of threats, intimidation, lies, and indoctrination. For example, the village of

Laegatar in Zumalia was uprooted at night and forced to flee into the woods only
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later to find sanctuary in the church grounds in Suai where they could be registered
to vote. The parish priest of this church was threatened with death if he preached
to the people. He was later found dead among others at the church when it was
announced that of the 98.6 percent of the people who voted, 78.5 percent of them
voted for independence.”® The pro-Indonesian militias also forced many villagers to
participate in blood drinking ceremonies. The ritual is sometimes used in East
Timor by the inhabitants when they are faced with a difficult situation. A common
oath is secured by the drinking of goat's blood. The goal is to get villages to support
the existing political regime. Several United Nations Election Observers were also
intimidated and threatened with the prospect of death by armed militia members
for identifying West Timorese who were registering with false names and birth
places.”

It is interesting to note that certain words in the English language have
undergone a semantic development and now apply to both physical and
psychological violence. For example, the words ‘'hit' and 'hurt' have a doubleness
in meaning,* a physical and psychological connotation. 'The shooting death of my
friend hit me like a ton of bricks," or the words, ''you have hurt my feelings by
calling me that name" are both examples of a doubleness of words that apply to
both physical and psychological violence. The terms 'hit' and 'hurt’ refer to a form
of psychological violence in that they affect one's mental state. It is interesting to
note that in the former, violence is carried out with an object, a gun, whereas in the

latter it is carried out without the use of an object, it is done with words.
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Galtung viewed the absence of both personal and structural violence as
equally important goals. He argues that
the two enter in a completely symmetrical manner: there is no temporal,
logical or evaluative preference given to one or the other. ...Both values, both
goals are significant , and it is probably a disservice to man to try, in any
abstract way, to say that one is more important than the other. ... It is
difficult to compare the amount of suffering and harm that has been caused
by personal or structural violence; they are both of such order of magnitude
that comparisons appear meaningless. Moreover, they seem often to be

coupled in such a way that it is very difficult to get rid of both evils."!

2.15. The Importance of Galtung’s Peace Research to the Concept of

Positive Peace

Galtung's peace research is important because he widened the conceptual
parameters of peace by widening the conceptual parameters of violence. He
widened the concept of personal violence and he introduced the concept of
structural violence. Through his theorization we are first introduced to the concept
of positive peace. He provided the theoretical reasoning for comprehending peace
as, not only the absence of personal violence but the absence of structural violence.
He distinguished between violence that is intended and not intended, manifest and

latent, physical psychological. His concept of positive peace, the absence of indirect
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or structural violence, that results from social, economic, political, cultural and
other structures, assumes negative peace as a precondition. His concept of positive
peace brings attention to the need to break down the structures of violence and to
build alternative and more positive structures. His concept of positive peace applies

at the community, national, international, and global level of analysis.

2.16. The Inclusion of a Feminist Peace Perspective

During the 1970's and 1980's the concept of positive peace developed by
Galtung was further developed by the inclusion of a feminist perspective in peace
research. Betty Reardon in Sexism and the War System, argued "the need for an
integration of a feminist scholarship with peace research in order to overcome the
inadequacies of each in their separate attempts to abolish respectively sexism and
war ... that only by the application of a theory of reciprocal causation giving equal
consideration to both the psychological and structural causes of sexism and the war
system can we gain a sufficient understanding of the problems and their
interrelationships to transcend them."* Her central thesis was that sexism and the
war system were the result of the same theoretical constructs.* It is necessary to
briefly examine these two central concepts, sexism and the war system, and their

underlying assumptions and values.

2.17. Sexism
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Reardon defines sexism as a "'belief system based on the assumption that
physical differences between males and females are so significant that they should
determine virtually all social and economic roles of men and women. It holds that
not just their reproductive functions are determined by sex, but that sex is the factor
that rules their entire lives, all their functions in society and the economy, and their
relation to the state and all public institutions and especially to each other."* The
central attitudinal underpinning of sexism is the belief that men are intellectually
and biologically superior to women and it is this belief that gives rise to male
chauvinism, those ubiquitous and many headed behaviours of discrimination
against women that are manifest in social, economic, and political customs and
practices that legitimatize and serve to maintain the existing social order and status
quo.”* Furthermore, Reardon argues that the presence of sexism, "the imposition of
a specific sex-related identity, a sexually determined set of human attributes, and
sex-prescribed social orders ... reduces the significance of nongender criteria in the
self-development and definition of all human beings'* and if viewed in this context
is ""equally damaging to both sexes, poses a severe obstacle to the development ofa
more synthesized and human social order, and serves as a contributing factor in the
maintenance of both the organized violence of warfare and the structural violence of

economic exploitation, political oppression, and social discrimination."

2.18. The War System
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Reardon defines the war system as ''our competitive social order, which is
based on authoritarian principles, assumes unequal value among and between
human beings, and is held in place by coercive force."* The war system is a social
order of inequality that exists between males and females, it is based upon a set of
male dominated beliefs and values and supported by institutions and the threat of
violence. She examines the war system through four major subconcepts, namely;
war, warfare, militarism, and militarization, and argues that the military is ""the
distilled embodiment of patriarchy' and the militarization of society "is the
unchecked manifestation of patriarchy as the overt and explicit mode of

governance."®

2.19. A Feminist Perspective, Peace Research

Feminism is a response to sexism and the war system mode of governance in
society. It is founded on the assumption that "'women are of equal social and
human value with men," and that the difference between the two, 'whether
biologically based or culturally derived, do not and should not constitute grounds
for discrimination against women."'>® It holds that women should not have to adopt
manifest male dominated values and behaviours to assert their equality and
recognition, nor should they devaluate feminine values, behaviours and capacities.
It is imperative for women to assert their values in the social and political realms

from which they have been excluded.” Womens liberation is a public manifestation
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of feminism and " calls for freeing women from the discrimination of social and
economic structures that imprison them in perpetual inferiority to men and exclude
them from the public sector and the exercise of political and economic power."?
The recent Canadian military policy of including female members of the armed
forces in submarine training and exercises is a recent example of womens’ liberation
in the armed forces.

The feminist perspective holds that society can be transformed into a more
equitable and non-violent social order and central to this is the actualization of
equality for women and complete disarmament. The former adds social value to
positive female traits and the latter diminishes social value of negative masculine
traits. The institutionalization of a globalized peace system is premised on the equal
participation of male and female in its development, maintenance, and
restructuring.”

Up until the demands for the inclusion of a feminist perspective in the
positive peace concept, the study of peace was regarded as ''much a male activity as
the making of war. Despite the fact that some few women scholars in the field, and
that women have been important peace activists, peace research expresses a male
point of view."> This absence of a feminist perspective in peace research and the
split between feminist scholarship and peace research in terms of their theories and
strategies, brings attention to the need for convergence and synthesis of the two
frameworks into a coherent whole. Accordingly, Reardon states:

The gap between the women's movements and the peace movement certainly
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has its counterparts in the academic and research communities. This is
probably a far more serious split in that it separates the theories and
strategies that feminist scholarship and peace research apply to
understanding and resolving conflicts that have their origins in the same
fundamental causes. Thereby each field remains inadequate to the tasks of
deriving truly relevant knowledge and devising effective policies. Both have
become more conscious of the inadequacies of the other, but neither has the
knowledge that these might be significantly reduced by a convergence of
insights gained from their separate inquiries into their common concern with
overcoming exploitation and violence.*®

Fellow feminist peace researcher Birgit Brock-Utne in Educating for Peace: A

Feminist Perspective makes a similar argument.
Women's studies and peace studies ought to enrich each other and be
involved in a mutual learning process. As there are links between the
ferninist movement and the work for peace, there are also similarities
between women's studies and peace studies. Researchers trained in women's
studies should be able to broaden the field to include direct and personal
violence and to bring with them some very fruitful insights that would enrich
peace research. There are also concepts and insights developed within peace
research that may inspire thoughts and analysis within women's studies.>

Brock-Utne also feels that it is essential for the inclusion of a feminist perspective in

peace research since women are the victims of both direct and structural forms of
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violence.”” The two, she argues, are often linked. For example, during periods of
structural violence, a national economic crises, women are not only affected in terms
of employment opportunities and shortages of resources in the home, but they and
children are often the victims of verbal and physical attacks. She makes reference to
Elsie Boulding’s published study titled ''Women and Social Violence' in the
International Social Science Journal, which states that women are the victims of
"more beatings during periods of high unemployment'" and that " women feel
especially menaced when the level of general violence increases, because of the
strong psychological nexus between violence and rape."*

The infusion of a feminist perspective expanded the concept of positive peace
by bringing attention to other dimensions of personal and structural violence. This
emerging and more holistic concept of peace was not only premised on the abolition
of macro level organized violence such as war but also on micro-level unorganized
violence such as physical abuse or rape in war or in the home. The concept of
structural violence was also expanded to 'include personal, micro- and macro level
structures which harm or discriminated against particular individuals or groups'®
such as women and children. The feminist perspective was premised on the
assumption that all forms of violence at all levels of analysis, from the individual to

the global are unacceptable and this is regarded as a necessary precondition for a

peaceful planet.®

2.20. Positive Peace as Holistic Gaia Peace and Peace with the Environment
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In the 1990's, the concept of positive peace was widened to include the idea of
a holistic Gaia peace and peace with the environment. The concept of Gaia peace
and peace with the environment was inspired by the images of the earth, top-down
portraits, taken by the early astronauts in space. The pictorial images of earth were
quite different from other terrestrial planets, such as Venus and Mars, in that the
presence of an abundance of water and oxygen generated a dynamic appearance of
blue and white, giving the impression of the planet as a super living organism. With
this impression in mind, James Lovelock and Lynn Margulis formulated the Gaia
hypothesis which said that "life, or the biosphere, regulates or maintains the climate
and atmospheric composition at an optimum for itself.""®! In other words, the earth
is a self-regulating system able to maintain the climate, atmosphere, soil, and ocean
composition in a stable balance favourable to life. Stated most succinctly, life
(biosphere) supports an environment conducive to supporting life. This hypothesis
was later modified by Lovelock who states that ''it was not just life but the whole
thing, life, the air, the oceans and the rocks."®* Lovelorn's Gaia theory now assumes
that the evolution of organisms are so closely coupled with their physical and
chemical environment that together they constitute a self regulating evolutionary
process. The natural cycle in which mixture of gases are maintained by continual
input from biological processes (life) serve to condition the atmosphere, oceans, and
earth's surface to support life. In situations where these conditions are not
favourable to sustain life the result could be fatal. According to Lovelock:

Thus the climate, the composition of the rocks, the air, and the oceans, are
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not just given by geology; they are also the consequence of life. Through the

ceaseless activity of living organisms, conditions on the planet have been kept

favourable for life's occupancy for the past 3.6 billion years. Any species that
adversely affects the environment, making it less favourable for its progeny,
will ultimately be cast out, just as surely as will those weaker members of
species which fail to pass the test of evolutionary time.*

Gaia theory has recently gained substantial credence in the scientific
community because it helps explain some geophysical phenomena that is affecting
life on earth and it brings attention to the human forces that are disturbing the
earth's natural balance such as global warming. Gaia theory presents a different
world view of life and the environment than conventional scientific thought which
assumes that as planetary conditions evolve, life either adapts to these conditions or
is eliminated. The concept of Gaia is about continuity of life, past, present, and
future, it is about a total planetary being. 'Life and its environment are so closely
coupled that evolution concerns Gaia, not the organisms or the environment taken
separately.* The central focus of Gaia peace theory is building an awareness of
the important ecological and interdependent relationship of humans with their bio-

environmental systems.®

2.21. Sustainable Development, Changing Our World View

The concept of ecological sustainability as a guiding principle for the global
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ecological movement in peace education was first introduced in 1981 by Lester
Brown in Building a Sustainable Society.* For Brown®, the path to sustainability
was in arresting and reversing unsustainable trends and in recognizing the tendency
of negative trends to reinforce themselves. As resources come under heavy stress
and excessive demand, and exceed the sustainable yield threshold, there is a
tendency to place even greater stress on the remaining resource base. The
psychological, social, and economic forces which contribute to this behaviour are
similar in a sense to those in Garret Hardin's metaphorical concept of the 'tragedy
of the commons' in that the desire for an ever increasing share of an ever decreasing
resource base continues to increase, thus allowing the process to feeds on itself.
Brown believed that to arrest and reverse unsustainable trends would require
institutional transformation and the great challenge of this would be in overcoming
the vested interests of governments and corporations that serve to maintain the
status quo. This institutional challenge would require the participation of
universities, religious institutions, public interest groups, communications, and the
media in changing values and shifting priorities.”® Brown felt that if our values,
attitudes and behaviours toward nature changed to allow for the development of a
sustainable society then a more harmonious relationship with nature could lead to a
more harmonious relationship with each other. Brown provides the following
encapsulation:

If our attitude toward nature changes, as it must if a sustainable society is to

evolve, we may find our attitudes toward each other altered too. In effect,
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the value changes that lead to a more harmonious relationship with nature

may also lead to a more harmonious relationship with each other. If we

abandon our exploitative relationship with nature, we may be less inclined to
exploit each other. At the international level, we may begin to see that the
real threat to the long-term security of nations and of civilization itself lies
less in military conflict than in the unsustainability of society as it is currently
organized.”

Fritjof Capra in The Turning Point, argues that the world view and value
system at the base of our culture is one that needs to be carefully reexamined
because it is one that is no longer capable of providing the concepts necessary to
describe a new way of thinking that is necessary for achieving peace with the
environment. According to Capra, the world view of the scientific revolution serves
as the basis of conventional scientific thinking today. It is informed by two guiding
principles, namely; rational thought and scientific knowledge. Descartes assertion
" Cogito, ergo sum", "I think therefore I exist" epitomizes this world view and the
emphasis of rational thought in shaping our culture. According to Capra our
perception of identity is equated more with the rationalism of the mind than with
our whole organism and it is this division between mind and body that keeps us
from fully understanding and communicating with our natural environment and its
rich variety of organisms.

The separation of the mind and body has resulted in a world view of the

universe as a mechanical system consisting of separate building blocks whose
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properties and interactions are determined by forces of nature. This Cartesian
mechanistic world view characterizes much of the present day thinking in science
about nature.”® The "Cartesian view of the universe as a mechanical system
provided a scientific sanction for the manipulation and exploitation of nature that
has become typical of Western culture' and it provides the rationale for separating
and dividing nature into separate parts to be exploited by competing interest
groups.” Capra describes the Cartesian world view as follows:

To Descartes the material universe was a machine and nothing but a

machine. There was no purpose, life, or spirituality in matter. Nature worked

according to mechanical laws, and everything in the material world  could
be explained in terms of the arrangement and movement of its parts. This
mechanical picture of nature became the dominant paradigm of science in
the period following Descartes. It guided all scientific observation and the
formulation of theories and natural phenomena until twentieth century
physics brought about radical change.”

The mechanistic and reductionist approach to understanding nature was the
basis of scientific inquiry until the early part of the twentieth century when
scientists such as Albert Einstein (1875-1955), Max Planck (1858-1947), Niels Bohr
(1885-1962), and Enrico Fermi (1901-1954) began investigations into atoms and
their subatomic structures which eventually resulted in quantum theory, the theory
of relativity, and nuclear fission. As these scientists began their scientific

investigations, they became astonishingly perplexed with nature in atomic
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experiments and realized that the language, concepts, and the general scientific
framework of the Newton era was inadequate for understanding the properties of
atomic phenomena. These scientists had to think in entirely different ways, develop
new concepts and theories to understand nature and the interrelatedness and
interdependence of subatomic structures. The culmination of their efforts resulted
in a modern physics systems world view that transcended the mechanistic Cartesian
view of the world.

Capra argues that our culture must also be encouraged to think about peace
with our environment in an entirely different way if it is to be sustained. Just as the
physicists in the early twentieth century had to think in different ways and develop
new concepts to understand and explain natural phenomena in atomic and
subatomic structures, we need to think in different ways and develop new concepts
to help maintain peace with our environment. To this end, Capra, keeping in mind
the development of modern physics, puts forward a systems paradigm, a view of life
which looks at the world in terms of relationships and integration where “natural
systems are wholes whose specific structures arise from the interactions and
interdependence of their parts."”’

The underlying core value of Gaia peace and peace with the environment is
the view that the system is greater than the sum of its parts, and that human life is
embedded in nature, natural systems, and to deny this, is to endanger human life.
Human beings are only one of many species living on earth bound up in a complex,

“interactive, and multi-layered web, where relationship is everything."”* Holistic
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Gaia peace and peace with the environment thinking is against all forms of physical

violence directed at people and their environment. It supports the view that

sustainable development serves not only to maintain a healthy environment and

ecological balance, but it also can have the effect of promoting more peaceful

relations among competing social actors. It brings attention to the need for a new

relationship of human society with its environment that is not just economically and

ecologically sustainable, but is also morally sustainable. As Ian Burton and Peter

Timmerman state;

2.22.

our growing power over the planet, and the recognition that we live in a new
context, exemplified by the pictures of our fragile globe hanging in black
space, have altered the political and social chemistry of our time. Around us
we see fragmentary attempts to forge rules that will be binding on all
members of the global community-based on the principle that we must all
hang together, or we will hang separately. Perhaps the time has come to set
down explicitly, through negotiation, a formal global social contract for the

emerging global community.”
World Commission on Environment and Development, United Nations
Conference on Environment and Development, Rio Declaration, and

Agenda 21

In the fall of 1983 the General Assembly of the United Nations created a
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World Commission on Environment and Development and appointed Mrs. Gro
Harlem Bruntland, the former Prime Minister of Norway, to head the Commission.
The Commission was asked to prepare a global agenda for change. In March 1987,
the Commission published its report called Qur Common Future, sometimes
referred to as the Bruntland Report. One of the major recommendations of the
report was a call for a universal declaration and a convention on environmental
protection and sustainable development. This resulted in the United Nations
Conference on Environment and Development (UNCED), known as the Earth
Summit, which took place in Rio de Janeiro, in June of 1992. The Conference
produced the Rio Declaration on Environment and Development and a Program of
Action for the 21st century called Agenda 21. Two other outcomes of UNCED
included A Framework Convention on Climate Change and a Convention on

Biological Diversity.

2.23. Reasons Why Peace Research Should Deal With Environmental Problems

Holistic Gaia peace and peace with the environment is fundamentally
concerned with environmental issues. There are several reasons why peace research
should deal with environmental problems. Lothar Brock (1992) identifies six
reasons why peace research should deal with environmental problems as follows:

1. Environmental depletion may lead to large-scale social conflict including

war; 2. Environmental modification can be used for hostile purposes in
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intersocietal relations; 3. Environmental depletion constitutes a specific form
of violence; 4. Ecological cooperation may help to build confidence and trust
in international relations; 5. Countries or international organizations may
resort to military action in order to enforce certain environmental standards
or to ward off dangers to the environment; and 6. A healthy environment

may be regarded as an integral part of comprehensive security.

2.24, Linkages Between Peace and the Environment

Upon review of these reasons Brock establishes four linkages between peace
and the environment. The first is a causal relationship that “emphasizes the
importance of natural resources as a source of conflict and the environmental
impact of violence as well as possible environmental restraints on war and other
forms of collective violence.””” The politics of diamond management and the
depletion of diamonds in Sierra Leone has led to one of the most brutal civil wars in
the African continent in the twentieth century. Diamonds are the economic
underpinning of the eleven year civil war which has resulted in the "loss of tens of
thousands of lives and the displacement of over 2.4 million of the country's 4.5
million people, most of them living in neighbouring Guinea, Liberia or further
afield."” This resource based conflict has seriously threatened the stability of
government and it has profound implications for the security of civil society. The

depletion of the east coast fishery and the overfishing of straddling fish stocks on the
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high seas were the major impetus behind the ‘turbot war’ which saw Canada’s
fishery patrol vessel, the Cape Roger, open fire with fifty calibre guns across the bow
of the Spanish fishing vessel, the Estai. The environmental impact of a nuclear war
would have a catastrophic effect on all living organisms including humans. The
recent Gulf War between Iraq and NATO allied countries saw the shores of the
Persian Gulf seethe with oil. The environment can, however, have the effect of
restraining war and large scale violence in the sense that the availability of natural
resources and suitable climatic conditions are crucial to successfully fighting wars.
The second linkage is an instrumental one where it “points to the possibility
of using the environment to broaden the options of warfare and also to the
possibility of instrumentalizing environmental activities for peace building.”” For
example, the oceans have traditionally been one of three major areas in which wars
have been fought, the other two being land and air. At present, the United Nations
Convention on the Law of the Sea codifies international law relating to the
governance of our of ocean space. The governance of ocean space is provided for
under various regimes including; the territorial sea, the contiguous sea, the exclusive
economic zone, the high seas, the continental shelf, and the deep sea bed. The
United States practised environmental warfare during the Vietnam War by treating
large wooded areas with chemicals to expose the Vietcong to airborne combat
action. Chlorine gas was used by the Germans during World War I against the
Canadians at the battle of Ypres. Saddam Hussein is believed to have used chemical

weapons against the Kurdish people. It is also believed that Hussein was attempting
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to produce chemical and biological weapons for mass destruction. This is the major
reason for economic sanctions and the presence of United Nations weapon
inspectors in Iraq. There are international laws prohibiting the use of chemical and
biological weapons in warfare.

The third linkage is definitional and refers to the “correspondence between
environmental destruction and war (or other forms of social violence) and to the
identification of nature as an object of peace.”® Just as war kills and negates
reproduction, so does environmental degradation. If war is a threat to national
integrity and self determination so is environmental pollution which does not respect
the boundaries of national jurisdiction. The massive increase in the emission of
carbon dioxide into the atmosphere over the past two hundred years has resulted in
the depletion of the ozone layer, global warming and sea level rise. Itis interesting
to note that President George W. Bush of the United States has recently withdrawn
American support of the Kyoto Agreement on the basis that it was not in the United
States's economic interests. Deforestation has resulted in soil erosion and
desertification. It is estimated that a loss of one inch of top soil could take as long as
one hundred years to get back. Deforestation contributes to the depletion of the
ozone layer and desertification seriously hampers our ability to grow food. Peace
with nature is a positive aspect of the definitional linkage and implies the need to
transcend anthropocentric perspectives of the environment. It supports the view
that all complex local and regional ecosystems are ecologically interdependent and

that humans are also indissolubly interlinked and embedded in nature. Our
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understanding of nature has not made us autonomous from the laws nature but has
shown us how dependent we are on nature.

The fourth linkage is normative and “calls for a reorientation of security
policies in the face of new nonmilitary threats to the life and well-being of
humankind.”® The concept of environmental or ecological security is based on the
assumption that nonmilitary threats such as environmental pollution affect
territorial integrity, the right to self-determination, and economic interests. This
concept stresses the common security of all human kind, the importance of
ecological interdependence, sustainable development, and the necessity of thinking
globally and acting locally. It brings attention to the fact that environmental issues
have a legitimate place in high level politics at both the national and international
level, and that the international community must work together to achieve common
ends. This is why The World Commission on Environment and Development
recommended “that the General Assembly commit itself to preparing a universal
Declaration and later a Convention on environmental protection and sustainable
development.” # This resulted in the United Nations Conference on Environment

and Development which produced the Rio Declaration and Agenda 21.

2.25. Positive Peace as Holistic Inner and Outer Peace

Holistic inner and outer peace is the final conceptual category of positive

peace. This concept of peace stresses an inner spiritual dimension that is believed
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necessary to achieve all aspects of outer peace. It is characterized by a dynamic
interrelatedness and interconnection of the inner-self with the outer social and
natural world. It is expressed in different ways depending on the culture, but can be
found among the eastern mystics in many traditional cultures. For example, Taoism
"offers one of the most profound and most beautiful expressions of ecological
wisdom, emphasizing both the fundamental oneness and the dynamic nature of all
natural and social phenomena."* According to Capra, Taoism and the new system
approach are at the basis of an emerging deep ecology movement in which there is a
profound change in our perception about ecological balance and the role of human
beings in the planetary ecosystem. There is developing an "intuitive awareness of
the oneness of all life, the interdependence of its multiple manifestations and its
cycles of change and transformation. When the concept of the human spirit is
understood in this sense, as the mode of consciousness in which the individual feels
connected to the cosmos as a whole, it becomes clear that ecological awareness is
truly spiritual."® Capra describes the world view of modern physics and its
relationship to the spiritual views of eastern mysticism, his book The Tao of Physics.
Theodore Roszak, in Person/Planet, also links the development of
personhood, inner world, with the well-being of the global environment, outer
world. Roszak argues ''the needs of the planet are the needs of the person. And,
therefore, their rights of the person are the rights of the planet."* The journey
outward and the journey inward are two mutually sustaining journeys. The

character and well being of the person and planet are inextricably linked and
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mutually interdependent. The more we understand about problems in our global
environment, the more we understand about ourselves in terms of our assumptions,
attitudes, values, and behaviours. The more we understand about ourselves, the
more planet-conscious we become. Roszak provides the following
social/psychological description of this interdependently connected inward and
outward journey in the Unfinished Animal.

Suddenly, as we grow more introspectively inquisitive about the deep powers

of the personality, our ethical concern becomes more universal than ever

before; it strives to embrace the natural beauties and all sentient beings, each
in her and his and native peculiarity. Introspection and universality: centre
and circumference. Personal awareness burrows deep into itself; our sense of
belonging reaches out further. It all happens at once, the concentration of
mind, the expansion of loyalty.*

The holistic inner and outer peace concept is similar to the holistic Gaia
peace concept and the feminist perspective in that it applies to all levels of analysis,
from the individual level to the global and planetary level. The central focus of this
concept of peace is on nourishing peace within the self and with the outside world.
Both are considered interdependent and mutually sustaining. This relatively new
paradigm in peace research resonates with much of the spiritual thinking in

traditional cultures and eastern mysticism.

2.26. Toward Developing a Culture of Peace
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Beginning in the early 1990's, peace researchers and peace educators began
conceptualizing peace as a culture. They speak of developing a culture of peace and
of personal and social transformation. In this sense, culture is understood in a
broad context and its level of application is similar to T.S. Elliott's three senses of
culture, the development of an individual, of an group or class, or of a whole
society.87 Peace researchers, Linda Groff and Paul Smoker define culture
anthropologically as "learned, shared, patterned behaviour, as reflected in
technology/tools, social organizations (including economic, political, social, religious,
educational, family, and other organizations) and ideas/beliefs."** In addition to the
surface level and more apparent meaning of culture, they also define culture as
"'common symbols, rituals and hero figures (visible), shared by a group of people,
pased on a set of values and underlying assumptions about reality (hidden)."® These

underlying assumptions include our relationship with others, nature, and God.

2.27. Defining a Culture of Peace

The concept of a culture of peace is values based and addresses this hidden,
less visible aspect of our culture. The culture of peace concept conceptualizes peace
as a presumed way of life, ''a way of living and doing together in a society that can
be taught, developed, and best of all, improved upon."” It implies a certain set of

values, attitudes, and modes of behaviour. These include tolerance, mutual
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understanding, cultural diversity, solidarity, the principle of pluralism, freedom of
expression, and it is intrinsically linked to conflict prevention and resolution.”” The
concept of a culture of peace is defined authoritatively in Article 1 of the United
Nations General Assembly's Declaration on a Culture of Peace. It states accordingly
that a culture of peace is a set of values, attitudes, traditions, modes of behaviour,
and ways of life based on:
Respect for life, ending of violence and promotion and practice of non-
violence through education, dialogue and cooperation; Full respect for the
principle of sovereignty, territorial integrity and political independence of
States and non-intervention in matters which are essentially within the
domestic jurisdiction of any State, in accordance with the Charter of the
United Nations and international law; Full respect for and promotion of all
human rights and fundamental freedoms; Commitment to peaceful
settlement of conflicts; Efforts to meet the development and environmental
needs of the present and future generations; Respect for and promotion for
the right to development; Respect for and promotion of equal rights of and
opportunities for women and men; Respect for and promotion of rights of
everyone to freedom of expression, opinion and information; Adherence to
the principles of freedom, justice, democracy, tolerance, solidarity,
cooperation, pluralism, cultural diversity, dialogue and understanding at all
levels of society and among nations; and fostered by an enabling national and

international environment conducive to peace.”
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Article 2 in the Declaration informs us that ""progress in the fuller
development of a culture of peace comes about through values, attitudes, modes of
behaviour and ways of life conducive to the promotion of peace among individuals,

groups and nations."”

2.28. United Nations’ Initiatives to Develop a Culture of Peace

The concept of the culture of peace was first mentioned in July 1989 during
the International Congress on Peace in the Minds of Men held in Yamoussoukro,
Cote d'Ivoire. Its Declaration proposed to “help construct a new vision of peace by
developing a peace culture based on the universal values of respect for life, liberty,
justice, solidarity, tolerance, human rights, and equality between men and
women,””* Since then, the concept has continued to develop and evolve. A number
of initiatives have assisted in this process.

In 1992, the Executive Board of the United Nations Educational, Scientific
and Cultural Organization (UNESCO) discussed at its 140" session the
contributions to be made to a culture of peace in light of the Secretary General’s An
Agenda for Peace. The Executive Board decided that an action programme should
be developed to promote a culture of peace. In April 1993, at the opening session of
the Forum for Education and Culture in San Salvador, El Salvador, Federico
Mayor, the Director General of UNESCO stated that the underlying spirit of a

culture of peace is to:
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1. promote the apprenticeship and practice of a culture of peace both in the
formal and non-formal education process and in all the activities of daily life;
2. build and strengthen democracy as a key to a just and peaceful negotiated
settlement of conflicts; 3. strive towards a form of human development
which, with the participation of the entire population, values the social
capabilities and the human potential of all members of society; 4. give pride
of place to cultural contacts, exchanges and creativity, at national and
international levels, as a means of encouraging recognition of respect for
others and the ways in which they differ; and 5. strengthen international co-
operation to remove the socio-economic causes of armed conflicts and wars,
thereby permitting the building of a better world for humankind as a
whole.”

The international appeal on the establishment of a right to peace was

launched in 1994 by Federico Mayor. In 1994, UNESCO also launched its Toward a

Culture of Peace programme, a transdisciplinary project where all sectors of

UNESCO are active in the development of innovative projects and activities that

foster a culture of peace. This project consisted of four parts: 1. education for

peace, human rights, democracy, international understanding and tolerance; 2.

promotion of human rights and democracy and the struggle against discrimination;

3. cultural pluralism and intercultural dialogue; and 4. conflict prevention and post-

conflict peace-building.”®

In 1997, the United Nations General Assembly proclaimed the year 2000 as
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the International Year for the Culture of Peace.” In 1998, the General Assembly
passed a resolution proclaiming the International Decade for a Culture of Peace and
Non-Violence for Children of the World (2001-2010). In addition to the Declaration
on a Culture of Peace, the General Assembly adopted a Programme of Action on a
Culture of Peace, namely; 1. actions fostering a culture of peace through education;
2. actions to promote sustainable economic and social development; 3. actions to
promote respect for all human rights; 4. actions to ensure equality between women
and men; 5. actions to foster democratic participation; 6. actions to advance
understanding, tolerance and solidarity; 7. actions to support participatory
communication and the free flow of information and knowledge; and 8. actions to
promote international peace and security.” The proclamation of the International
Year, the Decade, the Declaration, and the Programme of Action served as the
major impetus for civil society to develop work in this area.

A major end of the century campaign, The Hague Appeal for Peace
Conference, was subsequently held in the Hague in 1999, dedicated to building a
culture of peace. The event commemorated the 100th anniversary of the First
International Peace Conference 1899 held in the Hague by governments not to
conclude war but to focus on building a lasting peace.” The Manifesto 2000 for a
Culture of Peace and Non-Violence, written by Nobel Prize Peace Laureates, was
made public in Paris in March 1999 and was then also made open for signatures. Its
goal was to obtain 100 million signatures and to present them to the United Nations

General Assembly at the turn of the millennium in September 2000. The
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fundamental purpose of all of the above initiatives is to build a culture of peace in

minds and hearts of humanity.

2.29. Culture of Peace, Assumptions About Man’s State of Nature,

Ideas of Hobbes, Rousseau, and Peace Educators

The culture of peace concept assumes that man through his individual modes
of behaviour and cultural institutions is capable of building a lasting and sustaining
culture of peace. It rejects the assumption of Thomas Hobbes that violence is innate
to humanity, that it is part of our natural propensity. In Leviathan, Hobbes
assumes that man in his state of nature lives in a primitive society where life is short,
nasty, violent, and brutish. He asserts it is ''a miserable condition of war, which is
necessarily consequent to the natural passions of men.'"'" Yet, Hobbes believes that
man possesses a level of intelligence and rational thinking that would allow him to
recognize the precariousness of his predicament and enable him to get out of this
state of nature by entering into a covenant, a type of social contract with a
sovereign, to ensure his protection and security, and the peace, order, and social
stability of his society. The Hobbesian assumption of man in the state of nature, as
an aggressive, self interested, and rapacious human being, is in contrast to the view
of peace researchers and educators who are educating for a culture of peace.

Their view is more in line with the thinking of Jean Jacques Rousseau in

Emile and the Social Contract.!” According to Rousseau, man, in the state of
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nature, his original nature, was a kind of stupid and unimaginative social animal,
his mind was a tabula rasa, uninformed and featureless. However, this was not man
in his full nature because this was only attainable by entering into a social contract
and living under law, a civil society. By leaving the original state of nature and
entering into civil society and becoming a social being, man could realize his full
state of nature and become a citizen. The problem that Rousseau saw was that man
was not developing the right type of culture in civil society and therefore he was not
realizing the fullness of his state of nature. Rousseau asserts that “a man may be
buried at a hundred and may never have lived at all. He would have fared better
had he died young...Civilized man is born and dies a slave...All his life-long man is
imprisoned by our institutions.”'”” Instead of becoming better, man was becoming
worse. The reason for this was his exposure to corrupt societal institutions and their
values. It was essentially because of this that Rousseau developed a programme of
education for Emile, the noble savage, so that he would be unencumbered and
uncontaminated by institutional vice and corruption. The point of commonality
here is that Rousseau and peace educators embracing the concept of a culture of
peace, are of the view that man is capable of improving his lot, of building and
defining the direction of his culture. Peace educators do not believe a culture of
violence is conducive to nourishing a culture of peace. Culture was problematic in
Rousseau's time because of the nature of civil society which did not allow man to
realize his freedom or his creative capacity.

Peace educators believe that culture is problematic today because we lack a
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sufficient culture to develop a culture of peace. Peace educators are, however,
optimists and believe that "just as wars begin in the minds of men, peace also begins
in our minds. The same species which invented war is capable of inventing
peace."'® They operate under the assumption that violence is unacceptable and
that it is not part of our biological impulse. It is not attributed to our inalienable
human egocentrism but rather its cause is rooted in social and cultural processes.

It is important to note here that Hobbes also wanted to improve the lot of
man by constructing a less violent culture, however, his social contract simply
shifted the level at which violence is carried out, from that among the masses,
intraspecific violence, and neighbouring states, interstate violence, to that carried
out by a sovereign, who is vested with absolute power, on its people. Hobbes
asserts; ''for the laws of nature (as justice, equity, modesty, mercy, and in sum doing
to others, as we would be done to) of themselves, without the terror of some power,
to cause them to be observed, are contrary to our natural passions that carry up to
partiality, pride, revenge, and the like. And covenants, without the sword, are but
words, and of no strength to secure a man at all."*

The Hobbesian assumption that violence is innate to man, that it is part of
his natural way or biological existence, is evident in some recent ethnological,
psychoanalytic and physiological studies, including; Lorenz, 1966, 1970; Lorenz and
Leyhausen, 1973; Eibl-Eibesfelt, 1970; Ardrey, 1970; Storr, 1968; Fromm, 1973;
Morris, 1969; Moyer, 1976.) According to peace research theorist Santiago

Genoves, 1996, these perceptions are taboos, prejudices, mistakes and
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misunderstandings about the origin of violence'* and that there is ''no
palaeoanthropologically true proof of generalized, institutionalized violence during
the process of hominization over the last 5 million years" but rather "generalized
institutionalized violence started with a great revolution of man, the Agricultural
Revolution approximately 7,000 years ago and was then exacerbated by the
Industrial Revolution."'” Genoves asserts that although man uses his biology and
its technical extensions for violence, this does not mean that the origin of violence is
biological. It is rather rooted in cultural and social processes and environments. In

short, it is due to a lack of culture.

2.30. The Seville Statement

In 1986, a group of nineteen scientists, representing a cross section of
academic disciplines, including; genetics, neurophysiology, anthropology, sociology,
history, psychology, ethnology, palaeoanthropology, and psychiatry, met in the
Monastery of la Rabida, near Seville Spain, for purposes of elaborating a statement
on violence. The culmination of their efforts produced a document which has since
become known as the Seville Statement and contains the following five points.

1. It is scientifically incorrect to say that violence is genetically determined.

2. Itis scientifically incorrect to say that it comes from our animal past.

3. It is scientifically incorrect to say that, in the process of human evolution,

there has been a greater selection for aggressive behaviour than for other
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kinds of behaviour. 4. It is scientifically incorrect to say that humans have a
'violent brain'. 5. It is scientifically incorrect to say that violent behaviour is
genetically inherited.'”

The Seville Statement has been adopted by more than 100 international and

national scientific organizations throughout the world, including UNESCO.

2.31. Philosophical Perspectives, From a Culture of Violence to a Culture of Peace

Just as the early Greek, Roman and Christian philosophers believed that law
served as a moral educator and habituated people to virtue, peace researchers
believe that education is capable of mediating a culture of peace. It is now
necessary to investigate some philosophical perspectives and conceptions of a culture
of peace. It is necessary to know what type of culture is to be received before it can

become internalized.

2.32. Galtung’s Triangle of Culture of Violence

In 1990, Galtung, in an article titled ''Cultural Violence' in the Journal of
Peace Research, was again one of the major intellectual influences in the
conceptualization of the culture of peace concept. In this article, Galtung introduces
the concept of a culture of violence which was a follow up on his concept of

structural violence that he had introduced twenty one years earlier. Galtung is of
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the view that we must have some conceptualization of a culture of violence before we
can begin to conceptualize a culture of peace. He defines cultural violence as "those
aspects of culture, the symbolic sphere of our existence - exemplified by religion and
ideology, language and art, empirical science and formal science (logic,
mathematics) - that can be used to justify or legitimize direct or structural
violence.''® He argues that the cultural violence concept highlights the way that
acts of direct and structural violence are legitimized and portrayed as acceptable
modes of behaviour in our society. This is done by changing the moral colour of an
act from red/wrong to green/right or at least yellow/acceptable. An example of this
would be murder on behalf of oneself versus murder on behalf of the country in the
case of war between nations.'® Another example is first degree murder versus state
sponsored capital punishment.

For Galtung, cultural violence is the third super-type of violence which he
then places in one of the corners of his (vicious) violence triangle. The imagery of
the triangle is such that all three of his concepts of violence are related no matter
which two concepts of violence are stood on their feet. For example, when direct and
structural violence are stood on their feet, the image invoked is that cultural violence
legitimizes both. If direct violence is stood on its feet then it invokes images of
structural and cultural sources of direct violence. The images produced in his
triangle of violence, three pointing up and three pointing down show the
interrelationship of the three major forms of violence.'!

There is, however, an important difference in the time relation of the three
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major forms of violence. ''Direct violence is an event; structural violence is a process
with ups and downs; cultural violence is an invariant, a 'permanence’ remaining
essentially the same for long periods, given the slow transformation of basic
culture,'?

According to Galtung's violence triangle, violence can begin in any corner of
the triangle and can be easily transmitted to the other corners. As violent
structures become institutionalized and violent culture internalized then direct
forms of violence are also institutionalized and become repetitive and ritualistic.
Galtung argues that this triangular syndrome of violence needs to be counteracted
with a triangular syndrome of peace 'in which cultural peace engenders structural
peace, with symbiotic, equitable relations among diverse partners, and direct peace
with acts of cooperation, friendliness and love. It could be a virtuous triangle rather

than a vicious triangle of violence.''®

2.33. Galtung’s Conflict Transformation Triangle

Several peace research theorists contribute conceptualizations of a culture of
peace in an informative book published by UNESCO titled From a Culture of
Violence to a Culture of Peace.!’ Galtung, in an article titled ''Cultural Peace:
Some Characteristics', addresses the need, as mentioned above, to develop a
triangular syndrome of peace to counteract the triangular syndrome of violence. As

previously stated if we are going to understand a culture of peace, we have to
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understand a culture of violence and what gives rise to it. The key to this, according
to Galtung, is understanding the nature of conflict. He conceptualizes conflict as a
triangular relationship of attitude/assumptions, behaviour and contradiction. The
only observable element is behaviour, the other two are inferred from it. As a
means of eradicating conflict, Galtung advocates a conflict transformation triangle
of empathy, non-violence and creativity. It is necessary to briefly explain what
Galtung meant by each of these three key components of a culture of peace.

By empathy Galtung meant the intimate understanding of feelings, thoughts,
and motives of another, in his words, ''not in the cheap sense of imagining how
would I experience being in their shoes? But in the sense of how do they experience
being in their shoes?'" If there is no empathy in the culture, then there can be no
insight into non-violence and creativity. For example, Fidel Castro is seen as the
revolutionary communist dictator of Cuba, the only living communist dictator in
the world, or at the very least the socialist revolutionary dictator of Cuba. We are
familiar with media reports of the Cuban refugee crisis. The exodus of Cuban
nationals by meagre means across the Straits of Florida. The risk is rationalized by
the hope of achieving the American dream under a market capitalist system
informed and guided by such values as freedom of competition and the profit
motive, and a political democratic regime informed and guided by principles as the
right to life, liberty, and the pursuit of happiness. The Elian Gonzales story comes
to mind. The American media and its large networks such as CNN, ABC, CBS and

NBC portray Castro as a revolutionary, communist/socialist dictator, a human
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rights abuser and the source of Cuba's economic woes. This perception was largely
the reason that Castro was not invited to attend the Conference of the Free Trade
Agreement of Americas held in Quebec City. He is viewed largely as an exploiter of
his people and not as their defender or provider. We hear little about the good he
has done for his people, such as free medical care and education. We are left to
think of him in not such a favourable context. Why? Because he is portrayed
generally this way by the media. However, from his perspective and many other
Cuban nationalist, this is American propaganda. The purpose here is not to defend
Castro but to point out that our images and understandings of situations are
sometimes generated by blue smoke, media and political puppet handlers who have
their own hidden agendas. If empathy is not present in liberal democracies we will
not be able to truly understand each other. This can result in negative attitudes,
violent behaviours, and contradictions in our values and attitudes. This can take
place even in countries that already have human rights legislation to protect human
rights and freedoms, the rule of law, and due process of the law.

Genuine empathy is an important conceptual element in developing a culture
of peace and non-violence because without it, we can not truly understand the
feelings, thoughts and emotions of others. If empathy is absent then negative
attitudes, violent behaviours, and contradictions in our values and attitudes are also
present.

A mind set of non-violence is also an essential conceptual element in

Galtung’s conceptualization of developing a culture of peace. We do not have to
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assume that violence is a fact of life, but rather we should operate on the premise
that violence is an unacceptable form of behaviour. The concept of non-violence has
both an outer and inner dimension. It includes the conceptualization of non-
violence as the absence of direct and structural violence, but it also assumes the
internalization of a set of attitudes and values that will not give rise to the need for
violent behaviours. This process of internalization will help eradicate direct,
structural, and cultural forms of violence such as that stated in a recent media
report, where a group of Hindu nationalists in Amisitsar, a northern city in India,
"desecrated the Kheruddin Mosque and burned copies of the Koran, the Islamic
holy book. Members of the All India Hindu Protection Committee threw pork - a
meat forbidden to Muslims - into the mosque's main compound.'”® These modes of
violent behaviour are the result of deep rooted cultural differences exasperated by
negative attitudes and contradictions in attitudes and values which give rise to
prejudices, discrimination, intolerance and sacrilegiousness. Galtung asserts: "tell
me how you behave in conflict and I will tell you how much peace culture you have.
A culture of peace is not a set of peaceful, non-violent representations of reality.
The test of the validity of a culture of peace lies in how it affects behaviours in
conflict."** The presence of both outer and inner dimensions of non-violence are
necessary preconditions for developing a culture of peace.

The two concepts, empathy and non-violence, both essential elements in the
conflict transformation triangle and to a culture of peace, are inextricably linked, in

that you cannot have one without the other. Without empathy non-violence is
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unattainable. Similarly, without non-violence empathy is unattainable. They are
both the hand and glove of each other, One is a necessary precondition for the
other. The hand, symbolic of empathy, (genuine feelings, thoughts and motives
which serve to transform negative attitudes, violent behaviour, and contradictions
in attitudes and values), makes the glove, non-violence (inner and outer dimensions).
The glove, however, protects the hand from the elements of conflict, and provides an
assuring climate of warmth and comfort for conflict transformation.

The third conceptual element in Galtung’s conflict transformation triangle is
creativity. On a geo-political level, the attitude toward conflict resolution of
disputes between inter state parties is often characterized by power politics,
economic sanctions, trade embargoes, Security Council Resolutions, gun boat
diplomacy, smart bomb and laser guided missile diplomacy. In sum, ""adoitor
else" attitude, with little movement or flexibility on either side. In such a climate of
non-empathy, violence, and mental inertia; it is difficult if not impossible to be
creative in arriving at any meaningful conditions of peace between state actors.
Creativity is the key to developing alternative dispute mechanisms and in finding
innovative ways of resolving differences and seemingly incompatible goals. We have
to look beyond the normal and ask what could be and not what will be. Our
thinking about peace and conflict transformation should not be circumscribed by
entrenched mental boundary lines but rather we should be open to new possibilities
and innovative ways of resolving conflict. When there is an absence of creativity,

attempts to reconcile differences and incompatible goals are unproductive, thus it
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provides a fertile breeding ground for a culture of conflict and violence.
Empathy, non-violence, and creativity form the conceptual elements of
Galtung's conflict transformation triangle. When internalized and taken together,
their synergistic properties help provide a culture whereby concrete procedures for

settling disputes and resolving conflict can be developed and put in place.
2.34. Planetary Code of Ethics as Ethical Foundation for Culture of Peace

Hans Kung argues the need for a planetary code of ethics to serve as an
ethical foundation for a culture of peace and nonviolence. He believes that the
moral and spiritual values of major religions such as the ‘Golden Rule’ can serve as
the supreme norm of conscience in this process. He advocates four irrevocable
directives as a structure for a planetary code of ethics, namely; 1. commitment to a
culture of nonviolence and respect for life; 2. commitment to a culture of solidarity
and a just economic order; 3. commitment to a culture of tolerance and a life of
truthfulness; and 4. commitment to a culture of equal rights and partnership

between men and women.'”’
2.35. Coping With the Dilemmas of a Culture of Peace

Nazli Moawad ' establishes the view that to transform a society from a

culture of war to a culture of peace would require a new way of thinking, whereby
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our natural response to conflict would be nonviolent. He acknowledges the current
paradigm shift in peace studies from negative peace to positive peace which now
assumes that “peace is preferable to war, and that peace can and must include not
only the absence of war but also the establishment of positive life-affirming, life-
enhancing values and structures.”'” Moawad identifies four major dilemmas ofa
culture of peace, namely; 1. a growing cross-cultural contact; 2. a poor
understanding of diversity; 3. a need to transform thinking on conflict; and 4. a
missing bioethics for peace. His suggested approach to cope with these dilemmas of
a culture of peace is based on five major sets of elements, namely; 1. placing
emphasis on peace education; 2. reaffirming the respect for diversity within unity; 3.
enhancing new trends in conflict resolution; 4. developing bioethics; and 5.

recognizing the right to humanitarian assistance.

2.36. UNESCO’s Culture of Peace Programme and its Conception of a

Culture of Peace

UNESCO’s Culture of Peace Programme at its first consultative meeting
established the following seven conceptions and ground rules for developing a
culture of peace.

1. Peace means more than the absence of war and conflict; it is a dynamic

concept and process. Maintaining peace is related to the degree of social

justice and harmony and the possibility for human beings to realize their full
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potential and their right to dignified life. 2. Economic, social and human
development is closely tied to the process of building a culture of peace.
Without peace, development cannot be sustained; and without endogenous,
sustainable human development, peace cannot be sustained. 3. Peace-
building and maintenance presupposes a solid social base on which civil
society formations, especially at grassroots level, can flourish... 4. Democracy
is the other side of the coin of peace and development. Decentralization of
decision making and power-sharing are important. It should be made clear,
however, that building a culture of peace is itself a process of strengthening
democratic attitudes, behaviours and institutions... The dynamism of a
culture of peace lies in human beings being able o realize their full potential,
having the opportunity to participate meaningfully in shaping their society
and feeling that they are in control of their destiny. 5. The nature and ethics
of war have changed. Local conflicts are becoming more severe and
international conflicts more destructive. Advanced technologies are
increasingly used irrationally and for violent purposes. 6. At the macro-
economic level, we should encourage building a peaceful instead of a military
industrial complex. Alternatives for the military-based economy should be
developed, and the military should become more involved in civilian
development. 7. Conflicts need to be managed...This calls for non-violent
conflict management. This includes training in mediation and negotiation

techniques.'?
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2.37. Central Core Values of a Culture of Peace

A culture of peace is an achievable learned behaviour just as a culture of
violence. As the foregoing discussion indicates there are a variety of
conceptualizations of means to achieve a culture of peace. The development of a
culture of peace is both a process and an end. It involves breaking down the
structures of violence and conflict through the transformation of their negative
underlying values and attitudes. The central core values of a culture of peace are
non-violence and respect for life, freedom, justice, democracy and democratic
participation, tolerance, mutual understanding, human rights, social justice,
cooperation, moral and intellectual solidarity, cultural pluralism and diversity,
ecological sustainability, economic, social, and human development, and territorial
integrity. A culture of peace is a positive peace and is fundamentally concerned
with eradicating the institution of war and other direct forms of personal violence,
as well as structural violence, environmental degradation and resources depletion,
impunity, and human rights abuses.

The constitution of UNESCO states “that since wars begin in the minds of
men, it is in the minds of men that the defences of peace must be constructed.”**
“The wide diffusion of culture, and the education of humanity for justice and liberty
and peace are indispensable to the dignity of man”'** and are the means by which
the defences of peace must be constructed. In this sense, education for a culture of

peace should be understood in a broad context, that is from a formal education and
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informal education perspective. It requires a holistic perspective of education, that
involves the concerted efforts of all educational partners and all institutions of
socialization, including; governments, intergovernmental organizations, and non-
governmental and community organizations in civil society, if the human right to
peace is to be achievable and sustainable. This is most imperative because in our
increasingly globalized and interdependent world there are numerous complex
political, social, economic, and environmental peace and human security issues that
are potential sources of conflict that need to be solved non-violently. Violence must
not be accepted as a means to an end. In the words of Federico Mayor, “the core
problem is violence. Rather than imposing by force, we must learn to accept
dialogue, to convince rather than conquer. Violence must be rejected. The crucial
transition at the present time is from the logic of force to the force of reason - that is

»123 Much can be achieved

to say, from a culture of war to the culture of peace.
through non-violence. As Dr. Martin Luther King once stated, “while the non-

violent resister is passive in the sense that he is not physically aggressive toward his
opponent, his mind and emotions are always active, constantly seeking to persuade

the opponent that he is wrong.”'*

2.38. Conclusion

This chapter has focussed on education for peace with the emphasis on peace

rather than education. It has investigated the conceptual development of peace. It
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has demonstrated that the conceptual parameters of peace have widened. This is
largely due to our greater philosophical understanding of the concept of peace and
the forces of globalization. New conceptualizations and categories have been put
forward, including those applying to negative peace, positive peace, and culture of
peace. Peace is now conceptualized in terms of multi factored theories and applies
at different levels of analysis. It is a pervasive, comprehensive, holistic, integrative,
systemic, and ecological concept.

The concept of positive peace offers the greatest hope in transforming society
into a culture of peace. In addition to the elements and conceptual categories of
negative peace, it takes into consideration the absence of structural violence, it is
informed by, a feminist perspective, concepts of holistic Gaia peace and peace with
the environment, and holistic inner and outer peace. The conceptual boundaries of
positive peace have widened to account for new and emerging complex peace and
human security issues in this new global post Cold War era.

In the next chapter, Chapter 3, the focus will be on the study of peace
through education where the emphasis will be on education and some of the various

peace education approaches to developing a culture of peace.
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Chapter 3, The Study of Peace Through Education

3. Introduction

Peace education involves not only education for peace, negative and positive,
as the previous chapter investigated, it also involves the study of peace through
education. The emphasis on the former is on peace, whereas with the latter it is on
education. Since the conceptual parameters of negative and positive peace have
been widened in this global era by peace researchers and peace theorists to account
for an interdependency of complex peace and human security issues facing our
world, it stands to reason that the study of peace through education will necessarily
involve a variety of educational approaches or peace education themes. Together,
they constitute a more pervasive, comprehensive, holistic, integrative, systemic, and
ecological approach than traditional approaches to citizenship education. They are
more capable of comprehending complex peace and human security issues in this
global era. They are also a more effective means of preparing students to meet the
challenges of peace and human security in the 21* century.

This chapter will investigate primarily six peace education approaches or
themes, namely; 1. peace education as teaching about nuclear war, 2. peace
education as disarmament education, 3. peace education as peace and conflict
studies, 4. peace education as peace and justice, 5. peace education as global

education, and 6. peace education as citizenship/political education. Each in its own
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way contributes to the development of a culture of peace. They involve the pursuit
of knowledge, the development of skills, the cultivation of attitudes, values, modes of
behaviour, traditions, and ways of life based upon a commitment to the peaceful
settlement of disputes and non-violence, gender equity, full respect for and the
promotion of human rights, and adherence to principles of freedom, justice,
democracy, tolerance, solidarity, cooperation, pluralism, cultural diversity and
economic equity.

Before investigating each peace education approach or theme, it is first
necessary to provide some conceptual understanding of education. Having already
outlined the conceptual development of peace and its conceptual constituent
elements in the previous chapter, this chapter will begin by briefly investigating the
concept of education so that the study of peace through education can be better
understood.

Ideas on education are deeply rooted in history and culture and can be
traced back to early philosophical thought including the ideas of Greek philosophers
such as Socrates (469-329 BC) and (Plato (427-347 BC) as well as Christian-Judea
teaching and eastern religions. Some of these conceptual linkages will be briefly

explored in terms of their relevance to the study of peace through education.

3.1. Education and Early Greek Philosophy

One of the most fundamental objectives of peace education is the
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development of critical thinking skills that will lead to the development of a critical
consciousness that is capable of shaping decision making and public policy. For the
early Greek philosophers, education was the key to providing humans with the
ability to think and reason. Education provided them with the necessary skills,
knowledge, and wisdom to make laws in hopes of achieving a more just, virtuous,

and peaceful society.’

3.2. The Lesson of Socrates Cave Analogy, Critical Thinking and the

Development of a Critical Consciousness

Socrates? taught his students to think and to challenge conventional ideas
and ways. Because of this, he was brought to trial for disrespecting the Gods and
for corrupting the youth of Athens. He was sentenced to death by drinking
hemlock. He was a victim of his time in that Athens had been defeated in the
Peloponnesian War and the Athenian people had little tolerance for anyone who
challenged conventional ideas and ways. One of his greatest contributions is the role
he felt education should play in developing critical thinking skills and the
development of a critical consciousness.

Since Socrates did not write down his thoughts, much of what we know
about him and his ideas on education are contained in the works of his student,
Plato. In Book VII of Plato's Republic, Socrates, in a philosophical conversation,

discusses human nature and the want of education. In doing so, he demonstrates
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the inadequacy of education in preparing students to think and reason by
developing the analogy of prisoners chained and shackled in a cave. Socrates states:

make an image of our nature in its education and want of education, likening

it to a condition of ... human beings in an underground cave-like dwelling
with its entrance, a long one, open to the light across the whole width of the
cave. They are in it from childhood with their legs and necks in bonds so
that they are fixed, seeing only in front of them, unable because of the bond
to turn their heads all the way around. Their light is from a fire burning far
above and behind them. Between the fire and the prisoners there is a road
above, along which, see a wall, built like the partitions puppet-handlers set in
front of the human beings and over which they show the puppets.’
Socrates goes on to describe images and shadows casted by the fire and designed by
the puppet handlers and asks whether the prisoners in the cave would have seen
anything other than those shadows and images casted on the wall of the cave facing
them.

The lesson taken from Socrates cave analogy is the important role that
education should play in developing critical thinking and a critical consciousness.
Education should help free the mind, help students learn to distinguish between
opinion and fact, and help them determine what is real and what is not real. A
critical consciousness is the development and refinement of our critical thinking
skills. It is the awareness of underlying social, economic, political, and cultural

forces that are silently drummed into our minds and serve to legitimize an existing
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social order. The more critically aware, sceptical, and informed we are, the more we
can effectively participate in decision making, shape public policy, and achieve a
more peaceful way of life. Accordingly, Thomas Keefe and Ron Roberts, argue that

a critical consciousness includes such understanding that leads to our

participating in social and economic changes affecting community life.

Realizing peace requires that we understand, participate in, and even help to

guide the social and economic changes affecting peace. Thus this

understanding and participation is critical consciousness. People who are
uncritically accepting and adapted to their social environment are
submerged in changes that may beset it. Their consciousness is
circumscribed.*

Elise Boulding argues similarly that an important task of peace-learning is to
learn to look with a critical eye at distorted cultural images to the reality of human
behaviour. She argues that our cultural mirrors, including certain forms of art,
music, literature, and especially the media, television and newspapers, project a very
unreal and distorted image of the actual social order. These cultural mirrors,
especially the media, are not only violence saturated, but they tend to glorify it. As
a result, individuals tend to be persuasively convinced that societies are hopelessly
violent, that violence is somehow inherent in our human nature. The cultural
mirrors are not as apt to project the reality of the actual world, the peace of the
negotiated social world, the socially sensitive grass-roots activism where the

overwhelming number of potentially conflicting human interactions carried out in
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families, neighbourhoods, the civic arena, institutions of politics, business, industry,
education, and medicine, are negotiated and resolved peacefully.’

Socrates’s cave analogy is important because he helps us understand the
important role that education should play in freeing the mind and in the
development of a critical consciousness so that we are aware of the global forces,
social, cultural, political, and economic, that shape our knowledge, attitudes, values,
modes of behaviour, traditions, and ways of life. As Robert Hutchins argues, "the

proper task of education is the production of such free minds."*

3.3. Influence of Early Religious Doctrine on Peace Education

The intellectual seeds of peace education are also rooted in the moral
principles and norms of behaviour in early religious doctrings, including Judaism,
Christianity, Islam, and Buddhism. For example, God's revelation of the Ten
Commandments on two stone tablets to Moses on top of Mount Sinai now serve as
the underlying moral principles in the teachings of modern day Jewish and
Christian faiths. '"Thai shall not kill", "' Thai shall not hurt thy neighbour"', Thai
shall not commit false witness against thy neighbour'', etc. Jesus’s message of
nonviolence and his love commandment are presented to us in the Sermon on the
Mount. “If someone slaps you on the right cheek, turn and offer him your left.”
“Love your enemies and pray for your persecutors.” “How blest are the

peacemakers; God shall call them his sons.” The Jewish concept of ‘shalom’ is
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evident in the ideas of the later prophets of the Hebrew Bible, such as Isaiah, who
was of the view that people in the future would convert their weapons to peaceful
purposes. “Nations shall not lift up a sword against nation, neither shall they learn
war any more.” The Sanskrit word ‘ahimsa’, meaning non-injury, first emerged in
ancient India around two and a half millennia ago and is central to the teaching of
the Buddhist religion.” Each of the major religions stated above have made their
own pronouncements on what is the Golden Rule.® For example: Judaism; “That
which is hateful unto you, do not impose on others” (Talmud, Shabbat 31a),
Christianity; “As you wish that men would do to you, do so to them” (Luke 6:31),
Islam; “No one of you is a believer until he desires for his brother that which he
desires for himself’ (Sunnah), Buddhism; “Hurt not others in that you yourself

would find hurtful” (Udana-Varga 5:18).

34. Formal and Non-Formal Locations of Learning

Education is a concept that may be understood in either a broad or narrow
context depending on the focus of analysis. Education takes place in formal and
non-formal locations of learning.” Formal locations of learning are institutionalized
centres of learning where the learning is structured and designed by societally
sanctioned authorities. This tends to be the conventional path to learning and takes
place in public and private schools, community colleges, and universities. In these

formal locations of learning, learning is referred to as schooling. Non-formal
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locations of learning are not institutionalized centres of learning. The structure and
design of the learning is not done by societally sanctioned authorities. Examples of
non-formal locations of learning would include; sport teams, museums, sumimer
camps, agricultural fairs, benevolent societies, social movements, radio and
television stations, the Internet, industry, etc. There may be, however, times when
locations of non-formal learning will be utilized as resources by the formal locations
of learning. For example, schools often arrange field trips to museums and utilize
Internet sources and taped documentaries to enhance and reinforce the curricula. It
is imperative, as peace educator Larry Fisk points out, not to confuse non-formal
learning with learning that is unstructured and undesigned or informal. Fisk argues
that a “humanly-imposed structure or design in a learning situation is necessary but
not sufficient for it to count as formal (to be formal it must also be institutionalized),
and that a learning situation’s lack of structure or design is sufficient but not
necessary for it to count as non-formal (since a non-institutionalized situation of

learning may still be designed for learning by someone or other).”™®

3.5. Formal and Non-formal Education

This brings us to the distinction between formal and non-formal education.
Formal education takes place in formal locations of learning and non-formal
education takes place in non-formal locations of learning. In the case of formal

education, there is an imposed institutionalized structure (school, community
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college, university) and design (curricula) for learning to take place. In the case of
non-formal education, there is a lack of an institutionalized structure and design,
but learning can still take place in these non-institutionalized settings. The non-
institutionalized learning in this case is designed by someone other than a societally

sanctioned authority.

3.6. Defining Education, A Broad Perspective to the Intentionality of Learning

Education is, therefore, a pervasive concept and can take place in a variety of
social settings in both formal and non-formal locations of learning. This broad view
of education was adopted by Helvetius in De I'Espirit when he stated that:

Education should be understood in the widest sense: everyone, if I may say

so, has for teachers both the form of government under which he lives, and

his friends and his mistresses, and the people about him, and the books he
reads, and, finally, chance, that is to say, an infinite number of events whose
connections and causes we are unable, through ignorance, to perceive."
This broad view of education adopted by Helvetius provided the theoretical basis for
the 'philosophical radicals', Jeremy Bentham and James Mill to develop their
utilitarian theory of education.’> The Romantic poets of the eighteenth and
nineteenth century, such as William Wordsworth and William Blake, and the Swiss
philosopher and naturalist, Jean Jacques Rousseau, adopted similarly broad views

of education. The Greek city states of Athens and Sparta also based their
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educational practices on a broad view of education. A broad view of education is
not an unusual one in the history of education.

Although peace educators recognize that learning can take place in both
formal and non-formal locations of learning, they stress the intentionality of
education, otherwise any infinite number of experiences, as in the case with
Helvetius’s definition, could be considered educational. Peace educators tend to

support the type of definition of education provided by Lawrence Cremin in Public

Education where he defines education as "the deliberate, systematic, and sustained
effort to transmit, evoke, or acquire knowledge, attitudes, values, skills, or
sensibilities, as well as any outcomes of that effort.”"’* Cremin's definition stresses
intentionality. According to his definition, not all learning is considered
educational because learning must be organized on the basis of deliberate aims and
objectives. This would require some form of structure and design whether or not it
was institutionalized or sanctioned by a societal authority. Cremin’s definition of
education accounts for both formal and non-formal locations of learning and
recognizes that a multiplicity of institutions can educate. Peace educators also
recognize that a multiplicity of institution can educate for peace. The primary focus
of this study is, however, on formal locations of learning, namely, schools. It is now
necessary to define peace education and to identify some of its major educational

approaches and themes.

3.7. Defining Peace Education
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Cremin's definition of education which stresses the intentionality of learning
is generally consistent with the thinking of peace educators. For example, peace
educator and peace researcher, Ake Bjerstedt, argues that a "crucial aspect of peace
education...is what we try to achieve in terms of insights, skills, attitudes, values,
and the behaviour tendencies among students."™* Bjerstedt, the Coordinator of the
Peace Education Commission (PEC) within the International Peace Research
Association (IPRA), conducted a study in which he sent out questionnaires to
members of PEC in an effort to get some views on the goals, challenges, and the
future of peace education. Eighty members of PEC responded to the Bjerstedt's
questionnaire. One part of the questionnaire asked the members of PEC to
underline the three most important goals or subareas of peace education out of a list
of a possible seventeen choices. When Bjerstedt analyzed the results, he found that
the respondents emphasized five major goals of peace education, namely; 1. global
perspectives, 2. ability to generate alternative visions, 3. interculture awareness,

4. insight into the present injustice and lack of equality in the world society, and

5. readiness to work for justice and more equal distribution. The first four of these
are cognitive in nature and deal with education about peace, while the last focuses
on action, changing attitudes, and values - education for peace. The first four reflect
a traditional paradigm which views peace as an external phenomenon, while the
latter is reflective of a new paradigm which views peace as both an external and
internal phenomenon - outer and inner peace.”” This newly developing paradigm of

eace is consistent with James Calleja’s view that “peace is the converging point of
p ging p



193

measure between the inner self and the outer environment. The thesis of the old
paradigm are therefore taken into account and find their place in an integrated
whole'"!¢ in the new paradigm. Calleja argues that the essentials of the study of
peace through education can be summarized under the following three headings: 1.
the eradication of the ignorance of each other; 2. the promotion of the democratic
principles of dignity, equality and mutual respect; 3. the wide diffusion of culture
and of moral solidarity of mankind as sacred vehicles to peace. He argues that the
first is pedagogically related to inter-cultural education, the second to education for
democracy, and the third to moral education.”

According to Lea Pulkkinen’s study,'® the concept of peace education did not
appear in educational literature until the early 1970's when the Peace Educational
Committee (PEC) was founded by the International Peace Research Association
(IPRA). Pulkkinen argues that because of this, the meaning of the concept of peace
education is still somewhat undifferentiated but can be better understood by
relating it to other similar concepts, namely; education for international
understanding, disarmament education, political education, development education
and human rights education. Pulkkinen quotes the definition of peace education
provided by the peace education team formed by the Ministry of Welfare and
Health in Finland. The definition, which follows UNESCO’s recommendations,
states that “the goal of education for peace is to help the individual grow into a
critical thinking, empathetic person aware of his/her responsibilities, who in co-

operation with other peers is capable of acting towards the creation of conditions for
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peace for all nations. Education for peace means the gathering of information on
the larger problems of humankind, the formation of attitudes favouring non-
violence and preparation for the practical improvement of conditions for peace.””
Pulkkinen differentiates the objectives of education for peace into two levels,
namely; the creation of a culture of peace and the cultivation of persons with a will
for peace. In the former, the creation of a culture of peace, this includes “activity
for eliminating structural violence, decreasing the idealisation of physical violence,
fulfilling human rights, advancing disarmament, analysis of the image of the enemy
and clarification of the ideals of peace. The fostering of ethical awareness of these
questions relies on active discussion and expression of grievances, as well as analysis
of the militarist culture.”? In the latter, the cultivation of a person with a will for
peace, Pulkkinen considers important the “conveying of those influences to children
and adults which develop thinking as awareness of the goals of peace and methods
of achieving it, an emotional life which includes empathy for other people and
nations, the will to assume an ethically high level of responsibility for one’s own
actions, as well as the skills for peacefully solving conflicts.””!

Birgit Brock-Utne in Educating for Peace: A Feminist Perspective, provides a
definition of peace education that stresses the social processes through which peace
is achieved. She states that “this includes the practicing of equality of rights and
equal power sharing for every member of a given community. It further includes
the learning of skills of non-violent conflict resolution. It also includes respect for

human rights.”** The peace to which these social processes are directed is defined
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by her as “the absence of violence in any given society, both internal and external,
direct and indirect...the non-violent results of equality rights, by which every
member of that society, through nonviolent means, participates equally in decisional
power which regulates it, and the distribution of the resources which sustain it.”?
Brocke-Utne identifies three major strands of thinking that have evolved as part of
the peace education movement, namely, disarmament education, development
education, and human rights education.?® She distinguishes between education for
peace and education about peace. She argues that education for peace begins before
the child is born and continues throughout life where as education about peace
usually begins at some point in the child’s formal education. It is the former of
these, education for peace, in the broadest sense, that she is primarily concerned
with. This includes an education based on underlying values of cooperation, caring,
sharing, and non-violence in conflict-solving. She is critical of education that fosters
competition, conquest, aggression, and violence, and argues that these tend to be the
values that dominate our society and the ones in which boys are especially taught.”
Brocke-Utne makes the argument that to know what peace education aims to
achieve does provide the answers to how it is to be achieved. She believes that
education for peace must begin with a different set of values from those evident in a
patriarchal society where men are at the top of the hierarchy and women and
children are at the bottom. For her, peace begins in the minds of women and her
study focuses on the role of women as mothers in peace education.?®

Robert Hinde and Donald Parry the editors of a book titled Education for
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Peace, similarly stress the intentionality of education for peace and adopt a broad
view of peace education which accounts for both formal and non-formal locations of
learning. They also stress the processes by which individuals and communities
develop attitudes, aptitudes, values, and knowledge and they identify several themes
that are central to education for peace. Accordingly they state that:

education for peace must include the issues of competition and cooperation

between individuals, groups and nations; the nature of peace and war and a

proper understanding of history; the interdependence of nations; respect for

diversity; human rights and freedoms; and the creation of environments
conducive to the development in individuals of positive values and attitudes
towards these issues. In the long run, education ... must be interpreted
broadly to include all those processes by which individuals and communities
develop attitudes, aptitudes and knowledge. This includes the various ways
adult opinion is formed or altered, but above all it concerns the early
formative years of the child’s upbringing, both the individual experience in
the home and the institutional experience of school education.”

The widely respected British peace educator, David Hicks, defines peace
education as “an attempt to respond to problems of conflict and violence on scales
ranging from the global to the local and personal. It is about exploring ways of
creating more just and sustainable futures.”?

Betty Reardon, head of the Peace Education Programme at Teachers College,

Columbia University in her book titled Comprehensive Peace Education: Educating
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for Global Responsibility, stresses similarly the transformative imperative in her
definition of peace education. “Stated most succinctly the general purpose of peace
education as I understand it, is to promote the development of an authentic
planetary consciousness that will enable us to function as global citizens and to
transform the pre<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>