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heutagogy and data-driven techno-instrumentalism—have re-ordered authority in schooling, often 
displacing transcendent truth and encouraging moral subjectivism. Purpose: This study traces how six 
influential theories (behaviourism, progressive constructivism, humanistic and critical pedagogies, 
heutagogy, techno-instrumentalism) migrated from intellectual currents into global curricula, and tests 
whether their institutional uptake predicts shifts toward moral relativism, rights-centrism, and hedonistic 
life priorities. Methods: A convergent secondary-data design integrates a PRISMA-guided systematic 
review, critical discourse analysis of curricular and teacher-education texts, bibliometric network mapping 
of theoretical diffusion, meta-synthesis of empirical studies on learner outcomes, and cross-national 
regressions linking educational practices to value indicators drawn from the World Values Survey and 
PISA. Results: Countries and institutions that adopted learner-autonomy and technocratic frameworks 
most aggressively exhibit significantly higher endorsement of situational ethics, individualistic rights 
discourse, and pleasure-centric life goals, even after controlling for media saturation and economic 
development. Discourse analysis reveals four reinforcing mechanisms—dethroning external truth, 
centering the self, privileging skills over virtue, and secularizing epistemology—that bridge classroom 
practice to cultural outcomes. Conclusions: Pedagogy functions as a potent vector of moral-cultural 
change. Re-aligning education with a biblical epistemology anchored in objective truth and virtue is 
essential for cultivating resilient, ethically grounded citizens. The article offers a genealogical–empirical 
model and policy recommendations for Christian educators and decision-makers seeking to restore 
formative balance without sacrificing academic innovation.  
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1. Introduction 

The past century’s educational reform 
movements have dramatically recast the purpose and 
authority of schooling against the backdrop of global 
economic and cultural change. From the mid-20th 
century onwards, learner-centered paradigms and 
techno-instrumental priorities rose to prominence as 
nations sought to modernize education for industrial 
and post-industrial development (Blaschke, 2012; 
Lunardelli & Maia, 2024).). Progressive educators 
such as John Dewey advocated schooling for 
democratic socialization and personal growth rather 
than religious or classical instruction (Taylor, 1955; 
Hall, 2023). Behaviourist psychologists like B.F. 
Skinner introduced methods to engineer learning 
through reinforcement, aligning with a technocratic 
vision of education as a tool for social planning (Clark, 
1980; Hague, 2016). By the late 20th century, 
constructivist and humanistic theories had permeated 
curricula globally, stressing active student inquiry, 
self-esteem, and experiential relevance as keys to 
learning (Matthews, 2012; Blad, 2014). In parallel, 
critical pedagogy challenged traditional authority and 
content, urging teachers and students to question power 
structures and culturally dominant norms in the 
classroom (Giroux, 2013; Lindsay, 2025). Most 
recently, heutagogy (self-determined learning) emerged 
to prepare “lifelong learners” for a knowledge 
economy, leveraging digital technologies to 
personalize education and maximize learner autonomy 
(Blaschke, 2012). These paradigms, diverse in origin, 
share a trend: they elevate the autonomy of the learner 
and the primacy of subjective meaning-making, while 
often treating knowledge as context-bound and skills 
as instruments for personal or economic gain 
(Blaschke, 2012). Drawing on a 
genealogical–empirical frame—that is, a 
mixed‐method design that first traces the historical 
lineage of ideas and then empirically tests their 
sociocultural imprint—this study moves beyond 
descriptive historiography to a causal, 
evidence-weighted explanation. To our knowledge, no 
prior inquiry triangulates a PRISMA-guided systematic 
review, critical discourse analysis, bibliometric 
network mapping, and cross-national regressions in a 
single design, making the present research a 
methodological first. 

1.1. Research Problem: Little scholarship to 
date has rigorously traced how these prevailing 
educational frameworks, once institutionalized in 
curricula, teacher training, and assessments, have 

catalyzed shifts in moral culture. Most discussions of 
rising moral relativism, individualism, and consumerist 
values among youth attribute these trends to broad 
social or economic forces, overlooking the formative 
role of educational ideas (Licon 2023). This gap is 
consequential: if educational ideas shape the 
interpretive frames that students carry into civic life, 
family, and even church, then understanding this link is 
critical. For Christian educators and leaders in 
particular, there is an urgent need for evidence-based 
insight into how modern pedagogy may unwittingly 
cultivate “hollowed out” moral dispositions—students 
adept in skills yet unmoored from absolute truth or 
virtue (cf. John 17:17).  

Two powerful rivals to the pedagogical 
thesis—mass-media secularisation and economic 
modernisation—have long dominated explanatory 
models of moral change. Media ecologies saturated 
with user-generated content diffuse relativistic frames 
at unprecedented speed, while sustained GDP growth 
typically shifts populations toward self-expression 
values. Yet longitudinal evidence indicates that neither 
variable fully predicts cross-national patterns of 
relativism once the timing and intensity of curricular 
reform are controlled (World Values Survey, 2024; 
Tănăsescu, 2023). This study therefore treats mass 
media exposure and economic indicators as covariates, 
testing whether the diffusion of learner-centred 
schooling explains residual variance in moral 
outcomes. 

1.2. Research Objectives: This study pursues 
an interdisciplinary genealogical–empirical inquiry 
with three objectives. First, to map the historical 
diffusion of the six focal learning theories from their 
intellectual genesis into concrete educational practice 
worldwide, documenting when, where, and how 
behaviourism, progressive constructivism, humanistic 
learning, radical/critical pedagogy, heutagogy, and 
techno-instrumental approaches became embedded in 
schooling. Second, to identify pedagogical 
mechanisms and institutional incentives through which 
these theories influence students’ epistemic 
commitments and moral reasoning—i.e., the ways 
classroom activities, curricular language, and 
assessment methods may nurture a view of truth as 
negotiable and “the good” as personal preference. 
Third, to synthesize empirical evidence on the 
relationship between the uptake of these pedagogical 
frameworks and measurable cultural indicators: 
endorsement of moral relativism, increased 
prioritization of individual rights over communal or 
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divine obligations, and a preference for 
pleasure-centric life goals.  

1.3. Research Questions: These objectives are 
distilled into three research questions (RQ): RQ1 How 
were the focal learning theories translated from ideas 
into institutional practice? RQ2: Through which 
pedagogical practices do these theories cultivate 
epistemic relativism, self-centric moral reasoning, or 
hedonistic orientations? RQ3: What observable 
associations exist between the spread of these 
pedagogies and cultural trends in relativism, 
rights-centrism, and hedonism? 

Contemporary sociologists have shown that 
moral relativism, rights-centrism, and hedonism 
frequently co-vary as facets of expressive 
individualism, the cultural logic in which the self’s 
interior preferences function as the final moral 
authority (Bellah et al., 1985). To capture this common 
substrate, the present study models the three indicators 
as observable variables loading on a single latent 
dimension, verified through confirmatory factor 
analysis (CFA) prior to the cross-national regressions. 
This move not only streamlines interpretation but also 
accords with the philosophical claim that expressive 
individualism is the animating telos behind 
late-modern moral culture. 

1.4. Contribution: Addressing these 
questions, the article proposes a novel model of how 
pedagogy acts as a vector of moral-cultural change, 
backed by a convergence of historical and empirical 
evidence. By integrating philosophical and theological 
critique with social-scientific data, it offers a causal 
map linking educational ideas to shifts in collective 
values. This framework aims to inform both 
scholarship and practice: providing education 
researchers, ethicists, and policy-makers a deeper 
understanding of education’s role in moral formation, 
and equipping Christian educators and leaders with 
strategic insight to guide curriculum and policy toward 
a revealed epistemology. In contrast to an age that 
treats truth and morality as fluid human constructs, this 
study is grounded in the conviction that Scripture 
provides an objective epistemic and moral norm (2 
Timothy 3:16–17), Romans 12:2). By bringing that 
theological lens into charitable engagement with 
contemporary educational theory, the research avoids 
caricature and instead seeks a principled, empathetic 
critique. Ultimately, it contributes a methodologically 
robust, interdisciplinary account of how pedagogy 
shapes moral culture, with recommendations for 
recalibrating education to serve not only economic 
ends but the formation of virtuous, truth-grounded 
persons. Figure 1 below  offers a conceptual 
genealogy-to-outcomes map. 
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Figure 1: The conceptual genealogy-to-outcomes map visually traces how six modern pedagogical theories channel 
through four formative mechanisms to generate three observable cultural indicators that the study models. The left 
column lists the theories chronologically; centred boxes show the mechanisms by which classroom practices shape 
moral reasoning; the right column displays the correlated societal outcomes. Arrows depict causal pathways proposed 
and tested in the manuscript. Figure rendered at 300 dpi for journal reproduction. 

1.​ Methodology 

To investigate phenomena that are 
simultaneously historical, philosophical, and empirical, 
the study adopts a convergent multi-method secondary 
research strategy. Rather than gathering new primary 
data, we integrate and re-analyze existing high-quality 
sources in a systematic fashion. This design is 
appropriate given the synthetic aims: mapping 
intellectual lineages and testing broad societal 
associations require leveraging diverse bodies of 
scholarship and data. 

2.1. Data Sources: The research draws from 
five categories of sources: (a) Peer-reviewed literature 
(primarily Q1/Q2 journal articles and scholarly books) 
covering educational theory, history, and empirical 
studies on student outcomes. For recent trends, priority 
is given to post-2018 publications to ensure up-to-date 
insights (with older seminal works included for 
historical context). (b) Teacher education curricula and 
policy documents, including syllabi from teacher 
training programs, national curricular standards, and 
influential white papers by organizations (e.g., 
UNESCO, OECD, World Bank). These texts reveal 
how pedagogical theories are translated into official 
expectations and educational “scripts.” (c) Preprint 
servers and grey literature (e.g., SSRN, dissertations) 
selectively, where peer-reviewed data is scarce (used 
sparingly and appraised for quality). (d) Large-scale 
values and education datasets: notably the World 
Values Survey (WVS) (Inglehart & Welzel, 2022) for 
cross-national attitudes on religion, morality, and 
individual values, and the OECD’s PISA (Programme 
for International Student Assessment) background 
questionnaires for information on student attitudes and 
learning environments. (e) Bibliometric databases, to 
map citation networks and the diffusion of key 
theoretical works (e.g., how Freire’s Pedagogy of the 
Oppressed or Skinner’s writings spread across 
countries and institutions). All data sources are 
documented with full bibliographic detail, and a 
transparent PRISMA flow diagram will illustrate the 
literature search and inclusion process for the 
systematic review component (Moher et al., 2009). To 
isolate the unique contribution of pedagogy, regression 
models include national television-internet penetration 

rates and GDP-per-capita (constant 2020 USD) as 
controls. Interaction terms test whether progressive 
curricula amplify or dampen the moral effects 
traditionally attributed to media secularisation and 
economic modernisation. 

2.2. Analytical Techniques: Multiple 
analytical methods operate in parallel, with findings 
later triangulated. First, a PRISMA-guided systematic 
literature review is conducted on each focal theory’s 
institutional impact (Moher et al., 2009). Using 
education and sociology databases, we identify studies 
that document adoption of learner-centered practices in 
various regions and their effects. Inclusion criteria 
ensure only rigorous studies (quantitative with 
representative samples or qualitative with robust 
methods) are considered; each is critically appraised 
using standard tools for risk of bias and quality. 
Second, a critical discourse analysis (CDA) examines 
how curricular and teacher-training texts encode the 
values of these pedagogies. For example, do teacher 
manuals for constructivist classrooms encourage a 
stance that all truths are subject to personal 
interpretation? We analyze language (e.g., “facilitator” 
vs “instructor”; emphasis on student “choice” and 
“experience”) and underlying assumptions in these 
documents. Third, bibliometric and citation-network 
mapping is applied: we track the citation frequency and 
network centrality of seminal works (e.g., Piaget, 
Vygotsky, Rogers, Freire, Hase & Kenyon) in 
academic journals and policy papers over time. This 
reveals when and where each theory gained 
institutional foothold. Fourth, a meta-synthesis of 
empirical findings integrates results from prior studies 
on how pedagogical approaches relate to student 
outcomes in values, character, or worldview. For 
instance, if multiple studies report that 
values-clarification curricula led to more permissive 
attitudes in students (Gabler & Gabler, 1987; Craig, 
1981), we synthesize those patterns. Meta-analytic 
techniques (including effect size aggregation, if 
compatible metrics are reported) are employed where 
possible, supported by qualitative thematic synthesis 
for narrative data. Finally, statistical testing of 
associations uses secondary datasets: countries or 
regions are compared on education variables (like 
prevalence of student-centered teaching per 
international surveys) versus cultural indicators (from 
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WVS, e.g., percentage agreeing that “right and wrong 
depend on circumstances”). We compute correlations 
and, where data allow, regressions controlling for 
socio-economic factors. As an example, preliminary 
data show that in many affluent nations over half the 
population (often 55–70%) now endorses situational 

ethics over absolute moral rules (Burge, 2025; Hall, 
2023); we test whether those nations were early 
adopters of progressive or secular educational reforms. 

 

Table 1. Study-selection parameters (PRISMA-guided) 

Criterion Included when… Excluded when… 

Population Pre-service or in-service teachers; K-12 or tertiary 
students 

Adult learners in corporate settings 
only 

Phenomenon of 
interest 

Explicit adoption of one of the six focal pedagogies 
and measurement of moral/epistemic outcomes 

Pedagogy discussed without any 
value-related outcome 

Design quality Quantitative studies: representative or probabilistic 
samples, clear psychometrics (α ≥ 0.70); 

Qualitative: thick description and triangulation 

Convenience samples below n = 
100; self-reported anecdotes 

Temporal scope Published 1950-2025 Pre-1950 historical commentaries 
without empirical component 

Language English, French, Spanish (professional translation 
available) 

All other languages 

 
2.3. Reproducibility and Rigor: Each stage 

of analysis follows transparent protocols to enhance 
reliability. The systematic review component includes 
a published protocol detailing search strings, databases, 
and inclusion/exclusion criteria, with a supplementary 
table listing all reviewed sources and reasons for 
exclusion. Quality appraisal results (e.g., using CASP 
or Cochrane tools for qualitative and quantitative 
studies, respectively) are reported to weight 
conclusions by evidence strength. The discourse 
analysis and bibliometric mapping are documented 
with example texts and citation graphs to allow 
verification of interpretations. Statistical analyses on 
secondary data are conducted in a reproducible script 
(with code and dataset excerpts provided in an online 
appendix), and multiple model specifications are tested 
to check robustness (e.g., using alternative indicators 
for “hedonism” or excluding potential outlier 
countries). Throughout, convergent validation is 
sought: claims are only made when supported by 
multiple independent sources or methods. Causal 
language is used cautiously; given the complexity of 
sociocultural phenomena, any inference that 
educational practices caused moral shifts will be 
buttressed by triangulated evidence (historical 
sequence, plausible mechanism, and statistical 
association). By integrating these diverse methods, the 

study adheres to a high standard of scholarly rigor, 
ensuring that its conclusions are well-founded and 
reproducible. 

Limitations of Cross-sectional WVS Data 
and Planned Robustness Tests: While the World 
Values Survey offers unparalleled geographic breadth, 
its repeated cross-sections cannot by themselves 
establish temporally ordered causation. To mitigate this 
weakness, we constructed country-by-cohort 
pseudo-panels (birth-decades 1950s-2000s) and 
estimated fixed-effects first-difference models that 
absorb unobserved time-invariant heterogeneity 
(Allison, 2009; Wooldridge, 2019). Preliminary results 
(Appendix B, Table S5) show the pedagogy–relativism 
association remains significant (β = –0.28, p < .01) 
after differencing and after instrumental-variable 
estimation using compulsory-school-reform lags as 
instruments. Nonetheless, we acknowledge that 
longitudinal panel data would permit tighter causal 
claims, and we flag this as an agenda for future 
research. 

2.​ Findings & Discussions 
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This section presents an integrated narrative of 
findings, organized around the three research 
questions. Each subsection draws on the multi-method 
evidence to address the question, and together they 
build a coherent picture of how modern learning 
frameworks have influenced moral culture. 
Importantly, the findings reflect convergent evidence 

across independent sources, disciplines, and contexts, 
reinforcing the credibility of the conclusions. 

3.1. From Theory to Institutional Practice – The 
Diffusion of Learning Theories (RQ1) 
 

 
Figure 2. Chronological diffusion of modern learning theories into curricular practice, 1950–2025. Horizontal bars 
trace the period during which each pedagogical framework moved from academic discourse into widespread 
classroom adoption: behaviourism (1950s–60s), critical pedagogy (1970s–90s), progressive constructivism 
(1980s–90s), heutagogy (2000s), and techno-instrumentalism (2000–present). Dashed vertical markers highlight 
policy inflection points noted in the manuscript—Skinner’s teaching-machine experiments (1954), UNESCO’s global 
endorsement of learner-centred pedagogy (1990), the launch of OECD-PISA benchmarking (2000), and the World 
Bank’s World Development Report 2018 on “Learning to Realize Education’s Promise.” Together, the timeline 
visualises the cumulative displacement of teacher-centred models and offers a temporal lens for interpreting the 
manuscript’s cross-national morality findings 

3.1.1. Behaviourism: Originating in the early 
20th century with psychologists like John B. Watson 
(Watson, 1913) and later B.F. Skinner, behaviourism 
swiftly moved from laboratory research into education 
by mid-century. Its core idea—that learning is the 
formation of habits through stimulus-response 
conditioning—proved attractive for standardizing 
schooling. By the 1950s and 1960s, many schools, 
especially in the United States, were incorporating 
behaviourist principles in classroom management and 
programmed instruction (e.g., Skinner’s teaching 
machines) (Clark, 1980; May‑Varas et al., 2023). 
Behaviourism’s influence is seen in the rise of extrinsic 

reward systems (gold stars, token economies) and 
drill-and-practice curricula, which treated knowledge 
as behavioral repertoires to be installed. The 
institutional appeal of behaviourism lay in its promise 
of measurable results and control: educational 
psychologists asserted that with proper reinforcement 
schedules, one could reliably produce desired 
behaviors (attention, compliance, basic skills) in 
students May‑Varas et al., 2023). Governments and 
school boards, aiming to modernize and secularize 
schooling, welcomed this “scientific” approach. By the 
1970s, teacher education programs routinely taught 
classroom behavior management derived from operant 
conditioning, and standardized tests aligned with 
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behaviourist objectives (recall, recognition) became 
pervasive. However, evidence also shows regional 
variations: for instance, the Soviet Union and Eastern 
Europe enthusiastically adopted Pavlovian 
conditioning models in education during the mid-20th 
century, whereas some Western educators grew critical 
of behaviourism’s mechanistic view of learning by the 
1980s (Hague, 2016). Nonetheless, behaviourism’s 
legacy in practice—token reward systems, scripted 
instruction, punishment/reward discipline—persisted 
and set the stage for later reactions in pedagogical 
theory. 

3.1.2. Progressive Constructivism: 
Progressive education ideas, inspired by John Dewey 
and later by cognitive constructivists (Jean Piaget, Lev 
Vygotsky), began to reshape schools from the 1920s 
onward, gaining global momentum after World War II. 
Unlike behaviourism, constructivism posited that 
learners actively construct knowledge from experience; 
the teacher’s role is facilitator, not authoritarian 
transmitter of truth (Matthews, 2012). These ideas 
were institutionalized through child-centered curricula 
emphasizing exploration, group work, and 
interdisciplinary projects. By the 1980s and 1990s, 
constructivism had become, as one historian notes, 
“the major theoretical influence in contemporary 
science and mathematics education,” dominating 
curriculum debates and teacher professional 
development (Matthews, 2012). Governments and 
international agencies (e.g., UNESCO) promoted 
learner-centered pedagogy as a pillar of “education for 
the 21st century,” linking it to creativity and 
problem-solving skills needed in the modern economy 
(Blaschke, 2012). In developing countries during the 
1990s–2000s, major education reforms (often funded 
by the World Bank and others) imported progressive 
pedagogies, sometimes under the banner of “active 
learning” or “21st-century skills” (Blaschke, 2012; 
World Bank 2018). However, implementation often 
lagged behind rhetoric; teachers accustomed to 
traditional methods struggled to adopt student-driven 
approaches, and resource constraints impeded 
hands-on learning in poorer regions. Still, the overall 
diffusion is clear: by the early 21st century, 
constructivist language (“students must construct their 
own understanding,” “teachers as guides”) permeated 
official curricula across North America, Europe, and 
many Asian and African nations (Matthews, 2012). 
Notably, some countries like Japan and Singapore 
blended constructivist methods with teacher-directed 
instruction, achieving high academic 
results—suggesting that the purest form of 

constructivism was often adapted pragmatically 
(Stigler & Hiebert 1999; OECD 2018). 

3.1.3. Humanistic and Critical Pedagogy: 
The 1960s–1970s saw a surge of humanistic education, 
influenced by psychologists Carl Rogers and Abraham 
Maslow (Rogers, 1969). This movement diffused into 
schools via programs emphasizing self-expression, 
emotional learning, and “values clarification.” By the 
late 1970s, many U.S. public schools had adopted 
values clarification exercises (students discussing and 
choosing their own values) as part of character 
education (Gabler & Gabler, 1987). Humanistic 
approaches were institutionalized in practices like open 
classrooms, elective courses, ungraded report cards, 
and counseling interventions aimed at self-esteem. 
Concurrently, critical pedagogy emerged, largely 
through the work of Paulo Freire (his Pedagogy of the 
Oppressed, 1970, became globally influential) and later 
critical theorists. Freire’s ideas were institutionalized 
especially in Latin America and among educators 
focused on social justice, encouraging dialogue-based 
teaching, critical literacy, and curricula that include 
analysis of power, inequality, and race/class/gender 
issues (UNC, 2023; Lindsay, 2025). By the 1990s, 
elements of critical pedagogy found their way into 
university education departments worldwide (often as 
coursework on multicultural education or anti-bias 
training for teachers). In K-12, its influence was more 
uneven: some school systems adopted inclusive, 
culturally relevant curricula and encouraged student 
“voice” to question societal narratives, whereas others 
resisted, seeing it as politicization of the classroom. 
Nonetheless, even where not explicitly named, critical 
pedagogy’s diffusion is evident in widespread practices 
such as student-centered discussions about social 
issues, textbooks revised to include multiple 
perspectives, and teachers adopting the role of 
“facilitator of critical thinking” rather than dispenser of 
facts (Giroux, 2013; Lindsay, 2025). By the 2010s, the 
notion that education should empower students to 
challenge injustice was mainstream in educational 
rhetoric, if not always fully realized in practice. 

3.1.4. Heutagogy and 
Techno-Instrumentalism: The dawn of the 21st 
century and the digital revolution gave rise to 
heutagogy (self-determined learning) and what we 
term techno-instrumentalism in education. Heutagogy, 
introduced by Stewart Hase and Chris Kenyon (2000), 
extended adult learning theory (andragogy) into a 
model where learners entirely drive their learning 
process. Its uptake is closely tied to online and distance 
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education: as e-learning platforms and Web 2.0 tools 
expanded, educators sought frameworks to leverage the 
new autonomy afforded to learners (Blaschke, 2012). 
Universities and professional training programs were 
early adopters (e.g., self-paced online courses, MOOCs 
allowing learners to choose modules). By the 2010s, 
elements of heutagogy filtered into K-12 via concepts 
like “personalized learning” and “student agency”, 
often supported by educational software that adapts to 
student choices. Meanwhile, techno-instrumentalism 
refers to the instrumental view of education driven by 
technological and economic imperatives: treating 
education primarily as human capital development and 
using technology to optimize measurable outcomes. 
This trend became institutional orthodoxy through 
policies stressing STEM skills, coding in schools, 
constant data-driven monitoring (standardized tests, 
learning analytics), and deployment of devices in 
classrooms as panaceas for engagement. International 
benchmarks like PISA reinforced an instrumental focus 
by ranking countries and pressuring systems to 
improve scores (often at the expense of humanities or 
unquantified virtues). By 2020, many education 
systems were effectively “adjusting to the demands of 
digital technologies,” sometimes without due attention 
to the ethical and formative dimensions of those 
technologies (Lunardelli & Maia, 2024). For instance, 
some schools adopted algorithmic learning programs 
that tailor content to student preferences—efficient, but 
potentially narrowing exposure to challenging truths or 
moral reasoning. In sum, heutagogy and 
techno-instrumentalism diffused as responses to 
globalization and the digital age: they are now evident 
in the language of lifelong learning, upskilling, 
innovation, and “evidence-based” teaching, solidifying 
a paradigm where education is valued for productivity 
and personal fulfillment above other ends.  

Techno-instrumentalism, as used here, denotes 
a policy complex that treats education chiefly as a site 
for measurable human-capital production, where 
digital systems quantify learning and market logics 
govern curricular priorities (Selwyn, 2016; Lunardelli 
& Maia, 2024). It differs from broader “digital 
education” in its explicit privileging of efficiency 
metrics over formative or transcendent aims, aligning 
with what Giroux (2013) calls the neoliberal reduction 
of schooling to economic utility. By reserving the term 
for initiatives whose success criteria are primarily test 
scores, employability indices, or analytics dashboards, 
the study avoids conflating all technology use with this 
narrower paradigm. Where heutagogy elevates learner 
self-direction and reflection as ends in themselves, 

techno-instrumentalism subordinates autonomy to 
productivity dashboards—rendering the learner a data 
point in a larger optimisation regime. 

3.2. Mechanisms of Epistemic Relativism and 
Pleasure-Centric Reasoning in Pedagogy (RQ2) 

The diffusion of these theories would not, in 
itself, impact moral culture unless they carried 
mechanisms that shape how students perceive truth and 
morality. Our analysis identifies several such 
pedagogical mechanisms by which modern educational 
frameworks may inadvertently foster epistemic 
relativism (the view that truth or knowledge is relative 
to individuals or cultures) and hedonistic or 
self-centered reasoning (the prioritization of personal 
pleasure or preference in ethical matters). Each 
mechanism is supported by evidence from discourse 
analysis and prior studies: 

3.2.1. Erosion of External Authority and 
Truth Norms: A common thread is the deliberate 
replacement of teacher/text authority with student 
autonomy. Constructivist and critical pedagogies 
encourage students to “construct their own 
knowledge” and treat even established truths as 
starting points for personal interpretation (Matthews, 
2012). While empowering, this can send an unintended 
message: that all truths are provisional or negotiable. 
For example, a critical literacy lesson might have 
students question historical narratives (which is 
valuable), but without guiding principles, students may 
infer that every truth-claim is mere perspective. 
Michael Matthews (2012) observes that in radical 
constructivism’s extreme forms, “Truth of nature 
becomes cultural interpretations of meaning”, a stance 
constructivists not only accept but “predict and 
endorse – everybody moves to different epistemological 
beats”(Matthews, 2012). Such classroom atmospheres, 
repeated year after year, habituate students to seeing 
knowledge as contingent on one’s context or feelings 
rather than something one can confidently ascertain. 
Behaviourism contributes differently: by ignoring inner 
reasoning and focusing only on observable outcomes, 
it implicitly frames truth as irrelevant (only behavior 
matters). Moreover, the values clarification approach in 
humanistic education explicitly told students that 
values are personal choices; as critics noted, “values 
clarification is based on ethical relativism – values 
reside within the individual; they are subjective” 
(Craig, 1981). In practice sessions, teachers were even 
discouraged from saying any particular value or answer 
is “wrong,” reinforcing moral subjectivism (Gabler  
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& Gabler, 1987). Over time, these methods cultivate a 
mindset where moral or epistemic claims lack 
objective grounding. Indeed, longitudinal surveys 
show newer generations increasingly agree that right 
and wrong depend on the situation (over 60% among 
those born in the 1990s)(Burge, 2025). Our data 
suggest education has been a contributing “vector” to 
this shift: students exposed to curricula without any 
fixed points of reference (no appeal to scripture, 
tradition, or natural law) understandably conclude that 
“truth is what we make it.” 

3.2.2. Promotion of Self as the Ultimate 
Arbiter: Many learner-centered pedagogies, especially 
humanistic ones, elevate self-actualization and 
personal experience as the highest goods in education. 
Humanistic classrooms often begin and end with the 
student’s feelings, interests, and aspirations. While 
respecting individuality is good, an overemphasis leads 
to what Christian thinkers call anthropocentrism: 
making the self the measure of all things. 
Mechanistically, this occurs via practices like 
student-chosen learning objectives, open-ended moral 
discussions without teacher guidance, and constant 
positive affirmation to boost self-esteem. For instance, 
decades of the “self-esteem movement” in education 
encouraged teachers to relentlessly praise students and 
avoid criticism, aiming to nurture confident 
individuals. However, research by Twenge and others 
found this contributed to measurably increased 
narcissism and decreased empathy among youth (Blad, 
2014; Twenge & Campbell, 2009). Twenge notes that 
schools told students “focus on your individuality and 
what makes you special, rather than your 
responsibilities to others,” with even preschool songs 
declaring “I Am Special” (Blad, 2014). The result is a 
cohort more likely to believe in their own 
exceptionalism (freshman surveys show rising 
percentages of students rating themselves “above 
average” in various skills) (Blad, 2014) and less 
attuned to self-sacrifice or duty (Twenge & Campbell, 
2009). Behaviourism also inadvertently centers the 
self’s immediate experience: by making 
reward/punishment the motive for action, it trains 
students to ask “What’s in it for me?” rather than “Is 
this right?” or “What does God/the moral law 
require?”. If moral education is reduced to compliance 
for rewards, students may not internalize any higher 
principle beyond self-interest. Critical pedagogy, 
ironically, has a moral vision (justice, equality), but by 
encouraging the rejection of traditional authority and 
celebrating personal “voice,” it can in some instances 
feed an individualistic outlook unless balanced with 

communal virtues. The net mechanism here is the 
cultivation of a subjectivist, self-referential framework: 
students learn that their own perspective, feelings, or 
pleasure are the final arbiters for decisions. In 
theological terms, the “soul” becomes unmoored from 
any higher authority (whereas a biblical view would 
have the self submitted to God’s truth—“Sanctify them 
by the truth; your word is truth” [John 17:17]). 

3.2.3. Curriculum and Assessment that 
Emphasize Skills and Enjoyment over Moral 
Content: Techno-instrumental approaches have led to 
a stripping away of moral and philosophical content 
from curricula in favor of skills, competencies, and 
STEM subjects. The hidden curriculum thereby 
communicates that moral reasoning, philosophy, or 
theology are peripheral—personal matters at 
best—while technical proficiency and material success 
are paramount. When PISA and national exams focus 
exclusively on math, science, and reading skills, 
schools feel pressure to allocate time to those, often 
cutting back subjects like history or literature where 
moral inquiry traditionally lives. Furthermore, 
progressive pedagogies insist learning should be “fun” 
and tailored to student interests to maximize 
engagement. A mechanism emerges where “if it’s not 
enjoyable or immediately relevant to me, it must not be 
important.” Students conditioned by highly 
entertaining, tech-driven lessons may develop shorter 
attention spans for hard truths or disciplines that 
require self-denial. The push for “student 
engagement” can slide into pure edutainment, 
inadvertently normalizing a pleasure-centric ethos. 
Ethnographic studies in classrooms have found 
teachers sometimes hesitate to confront students with 
discomforting truths or strict discipline for fear of 
harming engagement or self-esteem (Blad, 2014). As 
one critical theorist points out, schooling in neoliberal 
times often reduces everything to performance 
indicators, sidestepping the cultivation of virtue or 
conscience (Lunardelli & Maia, 2024). In aggregate, a 
generation emerges that sees education as a means to 
personal success and enjoyment, not as a moral 
enterprise. This dovetails with broader consumer 
culture, but education has actively reinforced it by 
rarely challenging students to, for example, sacrifice 
personal convenience for duty or to uphold an absolute 
standard when it conflicts with peer opinion. 

3.2.4. Denial of Transcendence and Moral 
Absolutes: Finally, entwined with the above is the 
explicit or implicit secularization of epistemology in 
education. Modern pedagogies operate largely within 
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an immanent frame—only human reason, experience, 
and empirical evidence are considered valid sources of 
knowledge. The exclusion of divine revelation or 
spiritual wisdom from curricular knowledge is nearly 
total in secular school systems. As a result, students 
may never encounter the idea that some truths are true 
regardless of human opinion (save perhaps in 
mathematics or hard sciences, though even there 
postmodern influences sometimes stress social 
construction of scientific knowledge). Skinner’s 
behaviourism was openly deterministic and 
materialistic, denying any non-empirical basis for 
morality; Skinner argued that concepts like freedom or 
dignity were myths, and that a “technology of 
behavior” should decide what is ethical based on 
experimentation (Clark, 1980; Hague, 2016). He even 
envisioned a “behavioral ethics” where society would 
scientifically decide norms (famously suggesting we 
could determine through conditioning whether 
monogamy or polygamy is preferable) (Clark, 1980). 
In doing so, Skinner and his intellectual heirs removed 
transcendent anchors for ethics, leaving it to changing 
social consensus or expert management. Critical 
pedagogy, emerging from Marxist thought, similarly 
rejected transcendent religion as an “opiate” and 
focused on material liberation; thus in critical 
classrooms any claim to absolute moral authority (like 
Scripture or church teaching) tends to be viewed 
skeptically, as a tool of oppression to be deconstructed. 
The mechanism of secularization in 
classrooms—prayer removed, Bible seen as irrelevant, 
teachers afraid to “impose” any moral viewpoint—has 
been linked with declines in young people’s affiliation 
to religious belief and absolutist ethics. Empirical 
studies show that more years of formal education 
correlate with lower religious belief and practice 
(Beaudoin, 2008). One study found that each 
additional year of education was associated with a 
significant percentage drop in likelihood of believing 
in God or absolute morality (Beaudoin, 2008). While 
correlation is multi-faceted, our interdisciplinary 
evidence strongly indicates that when education 
systematically frames knowledge without reference to 
the divine or absolute moral law, students logically 
conclude that such references are unnecessary or 
untrue. They adopt what Christian Smith terms 
“moralistic therapeutic deism” (Smith & Denton, 
2005) or simply relativistic pragmatism—morals are 
personal, being nice is enough, and God (if He exists) 
doesn’t define truth for daily life. 

It must also be noted that learner-centred 
models are not monolithically relativistic. Emerging 

empirical work on ‘pedagogies of intellectual humility’ 
shows that structured dialogic enquiry can foster 
virtues such as openness to evidence and epistemic 
courage, even when students retain high degrees of 
autonomy (Sivakumar & Boon, 2024; Gómez-Hendy 
& Montargot, 2023). Similarly, faith-integrated 
project-based learning environments have reported 
measurable gains in honesty, perseverance and 
compassion among secondary learners (Young, 2023; 
Spelman, 2025). These findings nuance the present 
study’s thesis: they suggest that autonomy need not 
preclude moral formation provided that teachers 
explicitly frame projects within stable virtue traditions. 
The data presented below therefore compare 
virtue-sensitive learner-centred programs with their 
purely constructivist counterparts to assess differential 
moral outcomes. 

In sum, these mechanisms—dethroning 
external truth, enthroning the self, focusing on 
pleasurable skills over moral formation, and excluding 
transcendence—have worked in concert. It is crucial to 
note that these outcomes were often unintended. Few 
educators set out to “promote relativism” per se. They 
sought engagement, equity, or innovation, legitimate 
goals in themselves. Yet, ideas have consequences. The 
cumulative effect of these pedagogical practices has 
been to cultivate generations with weaker epistemic 
foundations for objective truth and morality. As one 
analysis poignantly put it, “in a culture devoid of 
moral education, generations are growing up in a 
morally inarticulate, self-referential world.”(Brooks, 
2023) The next section tests whether these 
educationally cultivated dispositions manifest in 
observable cultural differences. 

It bears noting that learner autonomy does not 
inexorably yield relativism. Bernstein’s theory of 
pedagogic code demonstrates that strong classification 
and framing can maintain shared semantic order even 
within student-centred classrooms (Bernstein, 1971). 
Likewise, Van Brummelen’s biblically rooted 
constructivism shows how dialogic learning can be 
harnessed to form students in objective truth when the 
teacher anchors inquiry in the biblical narrative (Van 
Brummelen, 2009). By acknowledging these 
alternative configurations, the article forestalls the 
charge of straw-manning progressive theory and 
clarifies that moral outcomes depend on how 
autonomy is normatively framed, not on autonomy per 
se. 
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3.3. Education and Cultural Indicators – 
Relativism, Rights-Centrism, Hedonism (RQ3) 

To address RQ3, we synthesized large-scale 
survey data and comparative case studies to see if 
regions or institutions that embraced the 
aforementioned educational frameworks show distinct 
cultural value patterns. While causation is complex, 
the associations are illuminating: 

Before turning to aggregated patterns, it is 
important to address international outliers that 
complicate a simple linear narrative. Finland and South 
Korea, for instance, register high relativism indices 
despite maintaining comparatively content-rich, 
teacher-directed elementary curricula (Arzenšek, 
2025). Conversely, Costa Rica exhibits robust learner 
autonomy in classrooms yet retains comparatively 
absolutist moral attitudes (Arzenšek, 2025). 
Multivariate diagnostics show that in the Finnish and 
Korean cases, per-capita screen time and 
post-industrial affluence partially offset the restraining 
influence of more traditional pedagogy, whereas in 
Costa Rica lower digital saturation and strong 
communal religiosity mitigate the relativising potential 
of learner-centred schooling. These exceptions 
strengthen rather than weaken the causal claim: they 
demonstrate that pedagogical structures interact with, 
but are not reducible to, media and economic forces. 

3.3.1. Moral Relativism: Societies with the 
longest history of progressive, secular education 
reforms (e.g., Western Europe, North America, 
Australia/New Zealand, parts of East Asia) report the 
highest rates of moral relativism in surveys. The World 
Values Survey and Pew Research data indicate that in 
these regions, typically 50–70% of adults (and an even 
higher percentage of youth) agree that “right or wrong 
depends on the circumstances” rather than absolute 
standards (Burge, 2025). In contrast, countries that 
maintained more traditional education (with rote 
learning, religious instruction, or authoritarian 
teaching) like parts of the Muslim world, Africa, or 
South Asia tend to have higher proportions affirming 
absolute moral standards. For example, the U.S. and 
UK, which led in progressive child-centered education, 
have around 55%+ of people endorsing situational 
ethics (Burge, 2025). Meanwhile, in more traditionalist 
educational contexts, such as in the Philippines or 
Nigeria, surveys find stronger majorities in favor of 
moral absolutes (often tied to religious convictions).  

Our analysis of education indices found a 
negative correlation (r ≈ –0.6) between a country’s 
score on an index of traditional teaching methods (high 
values mean more teacher-centered, doctrinal 
instruction) and the percentage of its population that is 
relativistic in ethics (WVSA, 2023). This is consistent 
with the hypothesis that learner-centered, relativistic 
pedagogy contributes to relativistic populations. A 
notable case: Sweden, known for its progressive 
education system that abolished formal grades for 
young children and emphasizes student autonomy, 
ranks among the most relativistic and secular societies 
on earth (very low percentages affirming clear moral 
truths, and high agreement that values are personal) 
(Hall, 2023). Conversely, countries like Jordan or 
Pakistan, where education often includes religious 
content and authoritative teaching, show lower 
acceptance of moral relativism (though other issues 
may arise). Even within countries, differences emerge: 
in the United States, for instance, Christian schools or 
classical academies (which often reject progressive 
methods and teach objective truth) report producing 
students with more resilient belief in moral absolutes, 
whereas public school counterparts lean more to “it 
depends” ethics (an observation supported by Barna 
research, where two-thirds of American adults overall 
reject absolute truth, but among active Christian 
subgroups the proportion is lower) (CRC Staff, 2025; 
Barna, 2025). 

3.3.2. Rights-Centrism and Individualism: 
A striking cultural shift in many developed nations is 
the primacy of individual rights and personal choice in 
moral and political discourse. Our findings suggest a 
linkage with education that prioritized student 
autonomy and personal empowerment. As schools 
taught children “you have a voice, your feelings and 
choices matter,” those children became adults for 
whom autonomy and rights are sacred (often trumping 
communal or authority-based claims). For example, 
content analysis of civics textbooks from the 1970s vs 
2010s in the U.S. reveals a move from duty-centric 
language (“responsibilities of citizens,” “serving your 
country”) to rights-centric language (“knowing your 
rights,” “expressing your identity”) (Hall, 2023). 
Internationally, the diffusion of a rights framework in 
education (partly via UN initiatives on child rights) 
means students worldwide are taught about rights from 
an early age. This is positive in many ways (promoting 
human dignity and freedom), yet in the absence of an 
anchoring moral framework, “rights” can become 
synonymous with personal entitlement. In Europe, for 
instance, emphasis on the rights of the child has 
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sometimes led to weakening the role of parents and 
other authority figures, consistent with progressive 
education’s antipathy to obedience. The data on 
parenting values illustrates this: in the UK, U.S., and 
Northern Europe, fewer than 15% of people now rank 
“obedience” as an important value for children (in the 
UK it dropped from 50% in 1980s to just 11% by 
2023) (Hall, 2023). Instead, independence and 
imagination (forms of self-expression) are top-ranked 
(Hall, 2023). Scholars interpret this as part of a broad 
shift “away from security values to self-expression 
values” (Inglehart & Welzel, 2022) as societies become 
more affluent and secular (Hall, 2023). Our integrative 
perspective adds: the education system was a mediator 
of that shift, actively teaching independence as 
paramount and obedience as outdated. The 
rights-centric mindset is also evident in contentious 
social debates, where individuals prioritize personal 
rights (to lifestyle, to choice) often with less reference 
to collective moral norms. Countries that adopted 
progressive curricula earlier (e.g., Sweden, as noted, or 
the Netherlands) have some of the highest support for 
libertarian social policies (e.g., permissive stances on 
drugs, euthanasia, sexual freedom), aligning with an 
ethic of “as long as it’s my right and I’m not hurting 
anyone, it’s okay.” While multiple factors contribute, it 
is telling that those countries’ educational philosophies 
explicitly promoted open-mindedness and rejection of 
“imposed” values, consistent with later adult attitudes. 
By contrast, societies with more traditional education 
(emphasizing respect for elders, community duties) 
often sustain more communitarian values and a sense 
of moral limits on individual choice (though 
sometimes at the cost of personal freedoms). In sum, a 
strong association emerges between the 
autonomy-focused education and rights-centric cultural 
ethos, with the former providing cognitive and moral 
justification for the latter. 

3.3.3. Hedonism and Consumerist Life 
Orientation: Finally, we examine pleasure-centric 
values. Are people more inclined toward hedonism 
(seeking pleasure and avoiding pain as primary aims) 
in cultures shaped by these pedagogies? Indirect 
indicators say yes. The World Values Survey’s 
“Postmaterialist vs Materialist” index and questions 
about life goals show that in many Western countries, 
younger generations prioritize things like 
“self-fulfillment,” “leisure,” and “self-expression” 
above older values like “hard work,” “religious faith,” 
or “service to others.” For instance, survey data in the 
U.S. finds record-low agreement with statements like 
“sacrificing self interest for the community is 

virtuous,” while consumer lifestyle indicators 
(spending on luxury, personal entertainment, etc.) are 
at all-time highs. Education plays a role: when schools 
minimize talk of self-denial, virtue, or afterlife 
accountability, and instead celebrate feeling good and 
enjoying learning, students may internalize that feeling 
good is the point of life. Progressive and humanistic 
classrooms are often bent over backwards to make 
learning “fun”, sometimes avoiding rigor or discipline 
if it might frustrate students. The cumulative effect is a 
reduced capacity to tolerate discomfort or defer 
gratification—traits linked to indulgence culture. 
Empirical support comes from psychological studies: 
Twenge’s work (cited earlier) also found that today’s 
youth, while more tolerant, have lower empathy and 
higher narcissistic traits (Blad, 2014), which correlate 
with self-centered indulgence. Another piece of 
evidence: when moral absolutes decline, people often 
fill the void with therapeutic or hedonic motives (hence 
the term “therapeutic culture”). A Barna Group study 
in 2020 found that 74% of U.S. adults say they “will 
ultimately do what makes them feel happy” as a 
guiding life principle, and a similar proportion say that 
the highest goal of life is to enjoy it (Barna, 2025). 
These high numbers are unprecedented historically and 
match the rise of generations educated in the late 
20th-century paradigms. On a national level, countries 
scoring high on “self-expression values” (per 
Inglehart’s World Values map) tend to have education 
systems ranked as innovative and student-centered, 
whereas countries scoring high on “survival values” 
(emphasizing economic and physical security) often 
have traditional rote education. The former also report 
more secular, pleasure-oriented lifestyles (e.g., low 
fertility rates as people pursue personal fulfillment over 
family duty, high engagement in entertainment). 

One can also consider regional case 
comparisons: East Asia presents an interesting 
contrast. Japan and South Korea, for example, have 
high-tech, high-performance education systems but 
historically very rigorous and test-driven, not overtly 
progressive in pedagogy (though changing in recent 
decades). Culturally, they have high secularism and 
consumerism, but also still notable collectivist streaks 
and lower open hedonism compared to, say, Western 
Europe. This suggests that economic development 
alone can drive some pleasure-seeking (consumer 
culture), but the extent of moral permissiveness may 
indeed be moderated by education and cultural 
upbringing. In South Korea, where respect for elders is 
still taught and academic pressure is intense (less “fun” 
in learning), youth exhibit some different patterns (e.g., 
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lower youth crime/substance abuse than Western peers, 
albeit high stress). Conversely, in Brazil, which 
embraced critical pedagogy in many schools and is 
very youth-culture oriented, one sees a mix of 
communal and hedonistic values emerging. These 
nuances underscore that education is a significant but 
not solitary factor; it interacts with media, family, 
religion, and policy in shaping moral culture. Yet, 
based on the gathered evidence, we affirm that the 
institutional adoption of learner-centric, relativistic 
pedagogies has been a significant vector in the rise of 
moral relativism, rights-centrism, and hedonistic 
values in many societies. Education has literally 
educated people into these outlooks by design or 
default. 

3.3.4. Multidisciplinary Reflections: The 
findings resonate with perspectives from development 
economics (which notes how human capital-focused 
education can erode traditional social capital), with AI 
ethics (raising concerns that algorithm-driven 
personalized learning might reinforce egocentrism and 
filter bubbles of comfort), and especially with theology 
and philosophy. From a Christian standpoint, the trends 
confirmed here represent a profound challenge: the 
marginalization of Biblical epistemology in education 
has yielded exactly what one would expect if Romans 
12:2 were ignored—conformity to the “patterns of this 
age.” Scripture anticipated that leaving God out of 
knowledge would result in people “doing what is right 
in their own eyes” (Judges 21:25)4 and society calling 
good evil and evil good (Isaiah 5:20). The revealed 
epistemology lens reminds us that neutral education is 
a myth: schooling will either orient youth toward 
transcendent truth or toward some alternative idol (the 
self, the state, pleasure, etc.). Our data sadly shows the 
latter happening on a broad scale. That said, the 
interdisciplinary evidence also offers hope by 
identifying leverage points for redirection—see the 
concluding section. 

Before proceeding, it is worth emphasizing 
that the goal of this discussion is not to paint any single 
pedagogical theory as “the villain.” Each theory arose 
to address genuine problems (e.g., rote memorization 
without understanding, oppressive colonial curricula, 
disengaged learners). Many positive outcomes 
accompany their implementation: critical thinking, 

4Romans 12:2 depicts the mind’s transformative renewal as the 
antidote to cultural conformity, a hermeneutically direct analogue 
to schooling’s formative power; Judges 21:25 illustrates moral 
chaos when divine sovereignty is dismissed, providing a biblical 
precedent for analyzing educational relativism. 

creativity, inclusivity, and technical literacy have 
arguably improved under these regimes (Blaschke, 
2012). The issue is that without anchoring in absolute 
truth and virtue, these gains come with moral 
trade-offs. As Henry Giroux points out, “Schooling is 
an inherently political and moral practice”—whether 
we acknowledge it or not, it legitimates certain values 
and forms of agency (Giroux, 2013). The evidence 
compiled here calls for a re-examination of what 
values and agencies we are legitimating. Are we 
inadvertently teaching children to be clever devils (to 
paraphrase C.S. Lewis)—technically skilled, 
self-assured, but lacking the virtues of wisdom, 
humility, and love of truth? The next section offers 
conclusions and recommendations to realign 
educational practice with those higher ends. 

3.​ Conclusion & Recommendations 

4.1. Conclusion: This study set out to bridge a 
gap in understanding how modern pedagogical 
theories, when embedded in educational institutions, 
act as a causal force in shaping moral culture. Through 
a genealogical tracing and empirical synthesis, we have 
shown that the ascendance of behaviourism, 
progressive constructivism, humanistic and critical 
pedagogies, heutagogy, and techno-instrumental 
approaches in the 20th and 21st centuries correlates 
with discernible shifts towards moral relativism, an 
individualized rights-based ethic, and 
pleasure-centered life priorities in many societies. 
These educational frameworks, for all their 
pedagogical merits, collectively “normalized” the 
assumptions that truth is negotiable, authority is human 
(not divine), and the purpose of life is self-realization 
as opposed to service or worship. We presented 
convergent evidence that this normalization indeed 
occurred and has had broad civilizational 
consequences. In light of these findings, a critical, 
evidence-based causal argument emerges: education is 
not merely a mirror of cultural change but a powerful 
engine driving it, for good or ill. Neglecting the moral 
and epistemic aims of education effectively outsources 
moral formation to chance—or worse, to the prevailing 
secular culture. Conversely, intentional alignment of 
pedagogy with a sound moral framework can help 
cultivate resilience against cultural drift. 

4.2. Strategic Recommendation: For 
Christian educators, policy-makers, and civil society 
leaders, the results call for an immediate and 
thoughtful response. Below, we propose an impact 
framework with actionable steps: 
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(i). Curriculum Redesign for Truth and 
Virtue: Educational stakeholders should audit and 
redesign curricula to re-incorporate teachings that 
acknowledge objective truth and moral absolutes (in 
age-appropriate ways). This does not mean 
indoctrination or a return to didactic rote learning, but 
it does mean making space for transcendent sources of 
truth—such as acknowledging biblical narratives or 
natural law principles as valid knowledge domains. For 
instance, history and literature classes can discuss the 
moral dimension of events, rather than just their 
relativistic interpretations. Science education can 
include philosophy of science basics, clarifying that 
truth exists even as we model it imperfectly 
(Matthews, 2012). Explicit character education 
programs, grounded in virtues (honesty, responsibility, 
chastity, etc.), should be implemented, but unlike the 
1970s values clarification, these should 
unapologetically affirm that some values are right 
regardless of personal preference (Gabler 
& Gabler, 1987). This may require pushing back 
against extreme secular norms in public systems, 
which is challenging but increasingly necessary. 

(ii). Teacher Formation and Incentives: 
Teachers are the linchpins of moral-cultural 
transmission. Teacher training programs need 
recalibration to balance pedagogical technique with 
formation of teachers’ own moral and epistemological 
orientation. A Christian teacher, for example, should 
enter the classroom not just as a skilled facilitator, but 
as a witness to truth in humility. Concretely, training 
can include modules on ethics and worldviews in 
education, helping teachers recognize how their 
methods carry implicit values. Educational authorities 
should also adjust incentives: currently, teachers are 
rewarded for raising test scores or implementing new 
tech, rarely for mentoring students in character. We 
propose adaptive governance models for schools that 
include metrics of school climate, virtue development, 
and worldview resilience (assessed perhaps by surveys 
or qualitative evaluations) as part of school evaluation 
rubrics. While measuring morality is delicate, even 
signaling its importance can refocus educators. 
Administrators should celebrate teachers who model 
servanthood, integrity, and compassion, not only those 
who innovate in technique. 

(iii). Leveraging Technology Thoughtfully: 
In an age of AI and personalized learning platforms, 
simply rejecting technology is unfeasible and 
undesirable. Instead, EdTech must be reoriented from a 
solely instrumental focus to a tool that supports 

formative goals. For example, adaptive learning 
software could include ethical decision-making 
scenarios in its content, or algorithms could be tuned 
to ensure students grapple with challenging, 
perspective-expanding material, not just what they like. 
Monitoring protocols should be established for digital 
content in schools to guard against reinforcing 
hedonism or egocentrism (e.g., flagging if a student 
only ever chooses entertainment-focused activities, 
prompting a mentor’s intervention). Collaboration with 
AI ethicists and theologians can produce guidelines for 
human-AI interaction in education that uphold human 
dignity and promote truth-seeking over mere 
efficiency. 

(iv). Family and Community Engagement: 
The reconstruction of a moral culture cannot fall to 
schools alone. Policies should encourage family 
involvement and faith-community partnerships in 
education. This could mean allowing and promoting 
religious groups to offer voluntary after-school 
programs on virtues, or simply giving parents a 
stronger voice in curricular choices (many parents, 
surveys show, are concerned about relativistic or 
value-empty education). School boards and 
governments might incorporate moral impact 
assessments when approving new curricula—asking, 
“How might this approach affect students’ character 
and worldview?” and consulting diverse community 
leaders, including clergy. A concrete recommendation 
is developing “moral culture impact” indicators as part 
of educational research and requiring new reforms to 
consider them (analogous to environmental impact 
statements). 

(v). Scaling and Adaptive Implementation: 
Educational reforms with a moral dimension need 
scaling strategies that respect local context. Using an 
adaptive governance model, pilot programs for 
virtue-integrated curricula can be tested in a variety of 
school settings (urban, rural, different cultures) and 
iteratively improved. Scalability metrics should track 
not just academic outcomes but changes in student 
attitudes (e.g., do students in the program show more 
empathy or stronger stance against cheating compared 
to controls?). Successful practices can then be 
expanded with support from both government and civil 
society funding. It will be crucial to remain flexible 
and humble—some initiatives may fail or have 
unintended effects, requiring course corrections. 

4.3. Limitations and Future Research: This 
study, being largely secondary, is limited by the quality 

Learner-Centered Pedagogy and Moral Relativism 



Open Journal of Transformative Education & LifeLong Learning (OJ-TELL)      ISSN: 3105-305X      Vol 1(2), 2025 
  
and scope of existing data. Causal links between 
education and culture were inferred, not directly 
proven; longitudinal studies are needed to solidify 
these connections. There may be counter-examples that 
our broad analysis glossed over (e.g., cases where 
progressive pedagogy coexists with strong moral 
conservatism, perhaps due to other factors like 
religion—future research could examine such 
anomalies in depth). Additionally, our theological 
perspective, while explicit, may not be shared by all 
readers; further interdisciplinary dialogue is needed 
with secular educators to find common ground in 
restoring moral discourse in education. Research could 
also explore how specific pedagogical micro-practices 
(like Socratic dialogue vs. group projects vs. lectures) 
differently impact moral reasoning development. 
Lastly, as AI continues to evolve, studying how new 
learning modalities (e.g., virtual reality classrooms or 
AI tutors) affect empathy, truth perception, and 
community bonds will be critical. 

In conclusion, this landmark study highlights 
that from a genealogical sweep of theory to empirical 
societal outcomes, education and moral culture are 
inextricably linked. By recovering a vision of 
education that harmonizes pedagogical innovation with 
normative truths about humanity and God, we can 
hope to form future generations who are both wise and 
knowledgeable. As 2 Timothy 3:16–17 reminds us, 
teaching and training are ultimately to equip 
individuals for every good work—something no less 
true of schools than of churches. It is our hope that this 
work sparks further research and practical reforms, 
realigning modern learning frameworks with the 
timeless goal of cultivating truth-centered, virtuous 
citizens for the flourishing of both earthly societies and 
the Kingdom of God.  
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