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A Disclosure Approach to Value Analysis:
Rationale end Coxpononts

The first principle is this: pecple do not bohave sccording
to the facts as others see them; they behave in terms of what
soems to them to be so. The psychologist expresses this
technically as: DBehavior is a function of perception. What
affects human behavier, we are beginning to understand, is
not so much the forces exerted on people fronm without as the
rceanings existing for the individual within. It is feelings,
beliefs, convictions, sttitudes . . . of the person who is
beheving that constitutes the directing forces of behavior.

Arthur Conbs

Introduction’

This paper ergues for the development of student insight into a most common
phenomenon; that is, the undarstanding that different men 'see" the worid
through different "cyes," and knowledge of this phcnomenon is necessary if
students are to engage in meaningful value study, leading ultiwetely <o a
clearer concepticn of their own personsl valucs. Concomitant to the notion of
different world views, is the realization that this personal world '"view" is
shaped by what might bs called a conceptuzl framework, mental set or mythic
thought. All individuals mentally carry a mythic fremework that allows one to
"make sense" out of the world. Ou¥ mythic framework 21so structures ocur value-
belief system. This notion of mythic thought suggests some intriguing questions
about the relationship between valuo study and said mythic thought. For
example: '

-- How can we excnins and uadorstand ous own value position?

-~ How do we undeftake an investigation of value positions? (Can we study our
own wmythic framework or world view directly or rust it be done indirectly?)

-- What kinds of explanatecry rodels scem most apprcpriate to the task of value
study? ' S

In consideration of theso cuestions, this peper is organized in the following
way. First of all, a bricf delineation is made of the components needed to
complement the present ''state of the art" relative to the values in social
studies education. These includs an understaending of certain concept cate-
gories, the use of narrative explenatica and the utilizaticn of future-oriented
stories for the investigation of an individual's mythic fremework. Nasxt, an
analysis is pade of mythic thought and narrative explanation. An argument is
made for the appropriateness of the narrative mode of explanation to the
development of en underszanding of mythic thought. In other vords, narratives
can give the investigator insight into the mental framework of the author and
through the nature of 1languans, which is metaphoric in constxruction, into his
own (the investigator's) mental framework. Finally, an approach to value



education will be outlined bringing into focus the use of narratives through
which students can investigate value positions (uythic thought) of the author
of the narrative and/or actor(s) within the narrative. Using the value concept
of justice as an example of the kinds of values that can be examined, 'valus
profiles" of authors and/or actors descrived in the narratives can be con-
stiucted, It is argued that through these narratives students will be meta-
phorically constructing value profiles of their own mythic thought or mental
framework vis a vis the concspt of justice. The concept of justice is used
because of its place of importanco in western thought and its regccurrence in
utopia and dysutopia literature.

Value Studz

The cmphasis upon "value study” in social studies education has stecdily
increassed during the past decade. Evidonce of this increasing popularity can
be found in many sections of the social studies community. The 41st Yearbook
of the National Council for the Social Studies is devcted entirely to value
education. Many of the national project materials of the 1960's and 1970's
which have been published deal spocifically with values.* Even arcas cZ study
‘such as ecology (Disch, 1970) and science (see "A Guide to Science Curziculum
Development,' Wisconsin Department of Public Instruction, 1968) have entcred
end emphasized value education. On the broader educational front, such books
as Values and the Puture (Baier and Rescher, 1969) and Values and Teaching
(Raths, Harmin ana Simon, 1966) are manifestations of this growinz xintorest in
the study of values. '

These efforts in the study of values are perhaps more appropriate todzy than

at any previous time in history, for it can be argued that the rapid changes in
society, science and technology e=c having a profound influence upcn cur value o
systems. This emphasis upon value study might also be a manifestation cf s
search for cultural clues upon which to build more stability in a tuvrbulent
world. These, and many other reasons have been enumerated relative to value
study, but these reasons have mad2 only a small dent in the problem of relating
pedagogy and epistemolngy.

To generalize and delineate the citributes of values as used in 'veluo cduca-
tion," the following points are suggested:

(1) A methodology (or skills) nccossary to make good or reasonable moral
decisions and to act on them; (2) a dsscriptor used to classify particular
actions or beliefs; (3) a term of approval; and (4) an intrinsic sworeness,
purpose or meaning rather than extrinsic behaving. Beyond those atiributcs one
shouid note the relationship betwsen values and facts, which is a focal point
in most decisions on the subject of value education. To argue on the cne hand
that facts and values are the semc phenomenon is inconsistent with cur western
philosophical heritage. (Wilson, Williams and Sugarman, 1967, pp. 212-217)
Value questions are prcblematic in a way in which et least some factual ques-
tions are not-~that there are difficulties of principle about how to answer
them. However, it does not follow that therefore values are "arbitrary" or

¥Holt, Rinehart and Winston, Inc., Fenton Social Studies Program; Americon
Education Publications, Harvard Project by Oliver and Newmann; Allyn and Bacom,
Sociological Resources for the Social Studies; elementary level matexrials like
Q the Greater Cleveland Project published by Allyn snd Bacon are typical of those
EMC " newer materials which place emphasis on “»alue study." _
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"irrationsl” or "a mstter of opinion" in the sense that one reason for s value
is as good as another reason, or one value is as appropriste or as rational as
enother value. Values ars conceptuslly (linguisticslly) different from facts,
and it is this difference in the nature of value-fact conceptualizations that
presents some definitional difticulties.

Although the concept of valus ss used in this psper carries the attributes ol
methodology, descriptor, term of approval and intrinsic swareness, it is
critical to consider here the nature of concepts in distinguishing vaiue from
non-value statements and thus to start from the presupposition that one cannot
treat these two concept categoriss in the same way.

What is value? Ananilysisof the concept of value in the social sciences
calls attention to such definitions from economics as "market value," or
"market price''~-~the quantity of resources a person must relinquish if he is to
secure 8 particular commodity, and so secure the benefits its possession can
yield. 1In welfare economics we see such phrases as "a person's velyes" or
“society's values" and a large part of the study of welfare economics is a
discussion of the resolution of value conflicts between society and individu-
als. (Dahl and Lindblom, 1953)

In political science the key concept with regard to values is sllocation--the
study of the allocation of resources, power and values. The value of some-
thing carries the meaning of evaluative property--the capacity to confer a
bensfit on someone; to make a favorable difference in & person's life.

In the social sciences generally, the concept of value suggests a grading or
renking, pricing and action (duty).

Given a knowledge of his tastes, of his overall life plan for the
purpose of best catering to them, of the place he has reacked in
his journey, of the duties limiting his freedom to choose, of the
riorities of clalms on his resources, of the price of things
Eine!uaﬁg alternative courses of action), e value of things
involved in the alternatives before him, and finally & Fno’wledge
of the resources at his disposal, he is then set to work out which
of the alternatives open to him is the one on which he should
enter. There ere many formulas he can use. One that takes Into
account 211 the relevant considerations goes something like this:
chocse that course of action which will employ your resources so
as to mtke the greatest possible difference to the excellence of
your life; where this requirement takes notice of all the legiti-
mate cleims on one's resources insluding the avoidance or emer-
gencies, the claims of other people, and the pinpointing of 'best
buys." (Baier, 1969, p. 52)

¥Ws do not know enough sbout the physiological or psychological structure of the
choice processes of the human nervous system to say values are x and not y, but
we can say that values shape and are shaped by our methodologles, our
descriptors for categorizing the physical and social environment, our means of
approving and disapproving actions and beliefs, and our awareness--our ability
to give or see meaning in our lives.

Value Approaches in Social Studies Education: Some Inadggmcies

o In an analysis of several major social studies projects (Hartoonian, 1972,.
EMC pp. 4-55) it was found that in dealing with values, certain critical aress or
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concerns sbout the nature of concepts, the nature of language and the nature cf
man as a future gazer wore not adequately dealt with.

Nature of Concepts. Although this problem is discussed in more detail later in
this pape» mention is here made of the overszll dilemma--namely the failurs t»
distinguish between disclosure and ncn-disclosure concepts.

Picture Concepts Disclosure Concepts
(Point-at-ables) (Non-point-at-ables)

Concepts might be classified into the three categories depected above: dis-
closure concepts, picture concepts and & third set made up of a mix between tho
two larger sets. The significant point in value study is that value concepts

‘are disclosure in nature end cammot be approached in the seme wzy cne

approaches a picture concept or a concept that carries the attributes of both
disclosure and picture. This distinction has not been made in the present
approaches to value study, end, thus, this inadequacy must be dealt with.

The Nature of Longuage., Second, little attention has been given to the natuxre
of (common} language which calls attention to metsphoric thought, narrctive
style and mythic constructs. ‘

The true meaning of any philosophically significant word or phrase is
disclosed by lookina at the ways we not habitually use it in tolking
about any situation in which it is naturally employed. There is no
possibility of distinguishing profitably between meaning and use, and
when in our philosophizing eny such differsnce is assumed, we
inevitably fall into error. It is both presumptuous and a distortion
of our role to suppose that we ran discover the s<le proper defini-
tion of this or that fundomentel concept, which will be superior to
the network of mesnings revealed in the ways in which it is used. The
scientist must somatires propose new uses of words; his task is to
correct false ideas zbhout tho world by true ones, and in doing this
he may need rore accurste definitions of current words., But this is
not the philosopher's business. He does not add to our information;
his role i3 to deal with the concepts that all of us acquire in the
course of our common expsrience, and he frees them from confusion by
reminding us of the meanings with which we are already familier. His
skill can be employed in devising methods by which the logical tex-
ture of these established uses will shine through the tengles iato
which thinkers heve fellen. (Burtt, 1967, p. 48)

With reference to common lansuage, one .of the problens with presont spproaches
to value study is the small amount of emphasis placed upon the use of ordinary
human narrative. The dynamic character of language is such that sttention to
what is said can tell us a great deal--it may take account of & large area of
humen experiences; it moy draw phenomena together into a more subtle and con-
sistent fashion; end it may bo more fertile in its capacity for continrucd greuwth,
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As vo relate this phenomenon of dynemic language to the problem of concept
categorization, it is noted that language usage atfects values. An example of
usage carrying with it certain values is the statement, "His brain iy as quick
and as accurate as a computer." This statrment carries with it the false
analogy that s computer snd the human brain are similar. As a mettor of fact,
a whole new science has developed around this presupposition--the science known
as cybernetics.

The Nature of Man as Future Gazer. Finally, the concept of man ss a future
gazer tonds to be overlooked by present approaches to value study. The point
here is that msn's behavior is, to 2 large seasure, a function of his scan of
future altermatives. This means that although man's behavior may be shaped by
his past experiences, his view of tomorrow will also determine present actions
and movesents, Further, man projects into the future those valuss which are
most dear.

Thus, as we look at the present approaches to value study developed in the

. 1960's and early 1970's, there appears the need to complement those works in

the areas of concept categorizations, distinguishing between the disclosure and
non-disclosure sets; the nature of narrstive (common language) and the mature
of man as a futurs gazer.

An Alternative Approach to Vilue Study

A significant part of the approach that is here developed must be congidaered in
terns of the way in which language is used; for in much the same way that style,
syntax, stress, juncture, etc. ars not instrumental to language--they are
language; symbolic usage is this approach. Thus, an important part of the
developuent and use of thls approach will esphasize narrative (common langusge)
explanation, with its concomitant aspects of mythic structures. This spproach
should alsc be emancipatory in nature reflecting upon those dominant interests
of nan while at the same time sufficiently flexible in its ability to create
new ways of aspproaching this enormous problem of value study.

A disclosure sppreach to velue analysis atteapts to deal with the symbolice
activities of man., It is a disclosure eand as such is a non-picture, but the
notion of pon-picture is an sdequate corceptusl tool to comprehend human values
in all their variety and richness. A disclosure approach to value study also
suggests a new philosophical synthesis among such concepts as subjective,
descriptive, psychological and logical. Above ull, this new synthesis calls
attention to the heterogeneity of the human crganism, individually and
collectively. It posits the notion that value(s) cannot be adequately
explained any more than the process of cultural function can, without & careful
consideration of individual and collective man, including his totsl cultursl
and physical environment. Any other position will uitimately yield & study of
:;lues which is no study at zil, but a sterile catslog of value forms or toch-
que.

The Narrative in Social Science and History: Explanation Appropriate to Value
Stuaz '

Any social inquiry must eventually come to grips with that mode of explanation
called narrative. To some social observers (e.g., Gallie and Mandelbmm) the
narrative is a necessary but not sufficient component of social commentary.
To others (e.g., Danto and White), the narrstive is btoth necessary and suffi-
cient in the entorprise of social inquiry. Traditionally, the technique of
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narrative has been categorized as applicable only to history, but there is no
reason to limit tne narrative in this manner, for as we shall see later on in
this chapter, examples of the narrative can be found in the social sciences
and the natural sciences as well as in history. Further, and of slignificant
importance here, is the fact that the layman uses narrative as a way of life;
as a response to questions, or as he tries to "explain' his state of being.
"What did you do in school today, son?" '"Charlie, why a.e you going to invest
21l your savings in an unstable stock market?" 'Well, John, what do you think
of our President now?" Questions 1i%e these are asked ~very day by citizens
who in effect call upon narrative for explanation. In most cases the above
questions will elicit a "'story-1iks" response that places events in sequence
and describes a change.

It is important at this point to suggest that in histoxy and social science
explanation there is the philosophical dichotomy that, on the one hand, wants
to account for the use ard potential of explanation in an empirical fashion,
and yet, on the other hand, provide insights into the basic nature of man who
more often than not operatas with additional dimensions. In social inquiry
scientism has been quite strong, particularly among such philosophers as Hempel
vho admits that typical historical explunations lack explicit reference to
"covering-law' generalizations. (Hempel, 1966, p. 109) For the most part,
this does not force Hempel or others (see Ernest Nagel, The Structure of
Science) to discount meaning as a factor in history, but 1t does force them to
operate primarily with a functional definition of meaning. This result tends
to be atomistic and narrow in nature.

Or, as Chomsky asserts, "Empiricist speculation has characteristically assumed
that only the procedures and mechanism for the acquisition of knowledge consti-
tute an innate property of the mind." (Chomsky, 1965, p. 51)

Narrative explanation represents a specific example of the ambivalence found in
an area of study like history which explores the nature of men, and thus, is
caught between the pull of a clearly scientific mindset which can describe out-
ward behavior but can neither account for nor explain causality. It seems that
empiricists' theoriss are refutable whenever they are ''clear." Furthermore,
empiricists' specuiations are (have been) quite empty and uninformative. One
reason for this situation is the fact that empiricism is basically a static
measure, while the object of its measurement is usuallv dynamic. Thus, in many
cases where quantitative change and qualitative modifications are interrelated,
empiricism must stick with the former and in so doing it becomes a "perfect
corpse''--pretty but devoid of life.

In the Process of Schooling, J. . Stephens reports on a situation that seems
to be common when quantitative me sures are applied to dynemic human processes.
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A Partial Suummary of Studies in the Field of Education Involving
(for the most part) Experimental and Control Group Design*

Number of studies conducte?
_.and the results

Favors No Sig-

Experi- nificant Favors
Items Compared (Experimental Listed mental Differ- Control
First) - Group  ence Group

1. Weekly quiz vs. semester exam; sffect

on student achievement S
2. Independent study vs. regular lock-

step classroom; sffect on student

achievement 2
3. Effect of larger accredited high

school upon college success vs,

small, non-accredited high school 6 24 3
4, Effect of progressive education

upon college success vs, effect

of traditional college-prep

program 11
5. Effect of TV programs upon stu-

dent achievement vs. classes not

having TV programs 83 255 sS
6. Effectiveness of the discussion
method vs, the lecture method 3 17 5

7. Student gchievement in small

classes vs. achievement in large

classes 23 255 38
8. Student achievement in classes

taught by highly qualified teachers

vs. schievement in classes

taught by unqualified teachers 8 1
9. Effectiveness of programmed in-

struction and other self-

instructional strategies vs.

regular classroom instruction 1 6
10. Ungraded team-teaching strategy

vs. regular lock-step teaching

with single teacher; effect on

student achievement 7 1
11. Ability grouping vs. hetero-

genecus grouping and student

achievement 1
12. Effect of high school costs vs.

low school costs on student

achievement 1

*Source: J. M, Stephéns, The Process of Schooli Nev York: Holt,
Rinehart and Winston, Inc., 1967, pp. 71-90.




“Favors No Sig-

Experi- nificant Favors
Items Compared (Experimental Listed mental Differ- - Control
First) : Group = ence Group

13, Effect of various "new" methods
including ""nevw" math and science

programs on student gchievement 13
14. Effect of language laboratory on
student schievement** 1 1 1

15, Effect of new" methods of
teaching foreign languages on
student achievement vs,
traditional methods** 1 1

TOTALS 117 607 105

*4U.5.0.E. reports.

The above is typical of a situation where researchers keep refining their pro-
cedures, largely but not exclusively statistical procedures, seemingly unaware
of where the crucial problems rest. An elaborate research methodology has
evolved around the investigation of inconsequential events or happenings.

There seems to be a need (in education) for a mode of inquiry that can effec-
tively peair the processes of description with the processzs of explanation,
Narrative is, or at least can be, unifying in that it is something in vhich all
intelligent people indulge. It is true, of course, that intelligent people cen
indulge in many forms of explanation depending upon the nature of the questions
asked. But, narrative seems to have a high propensity for use simply because
explanation is tied to personal considerations and the narrative model seens
historically tc be more in keeping with human nature and human beings who are
required to make more subjective decisions based upon accounts or stories or
beliefs relative to the situation under consideration. Another way to put it
is to suggest a continuum with scienti’ic, deductive expianation on one end and
narrative, subjective explanation on the other., This does not mean, by the
way, that the one end (deductive explanation) is any better in terms of explan-
atory power than the other (narrative explanatist}, it simply means that they
are different and perform different functions in response to different ques-
tions, The argument here, however, is that in value study within social studies
education a higher degree of emphasis should be placed upon the narrative end
of the continuum simply because the questions raised tend to be more humanistic
than scientific in nature.

The narrative is an accurate story about change. The narrative is als? uni-
versal in that no man is without stories. Further, it is universal because no
man is without mythic structure through which he '"sees" the world and builds
support for his stories. The idea of story development through the use of some



'9"

mental fromcuseh is breic to the larger concept of narrative explanation as it
Fortrays men as oytholeogizer. Taus, to come to grips with narrative explana-
tion it is irporctive thot we understand the relationship between man and mythic
thousht.* In other vwords, the narratives that men build are reflective of their
nythic thought end it is this thought which holds promise for value study in
that an uaderstonding of nan's mythic conceptions can lead to an understanding
of his value positiens.

Mytkic Theveht

et s

The concept of rythic thoushs draws many of its attributes from classical
sourcoes. Uith:n ¢22 set kaiua 2s myth can be found certain universals which
have major irplicoticas tronscending any one particular view of the concept.
There is, for excnn!a, o fchﬂncy to merge idea and object. The facticity of
thines becsmas ca exiincion of idea end actuality. Jject does not stand for
the ideaa; tho two ars ¢no cnd the same, To prick the voodoo doll with a pin is
2 ¢ thz 5702 to the mon, (sirds in the Egyptian pantheon is the Nile and the
Nile is Csizis, Imrush seze way, when Vigotsky asked young students
vihother we could culite 1
the children roplicd:
(Yuhn, 1°53, p. 33)

el
e
S
-

A: 5 so that a cow would be called ink, and ink cow,
i'n, Leceuso ink is to write with and cows give milk."
Cmile Curthzin, vho is rnoted for studies of totemism, observes, '"One comes to
the rorackedle conclurcicn that images of the totem-creature are more s~cred
then the tolten-conoture i::elf M (Langer, 1966, p. 134) And S. Le-.ger notes,
YA myth-miXing ponislicy &zos pot keep symbol and meaning apart che moon not
caly remmescnts, Uut procoots " (Langer, 1966, p. 144)

In veovieus p~linerontc of this rerger concept, myth ar i language also join,

costing lar-utes intd ~ rova-linguistic function; ..g., Isis, the Egyptian
g:-ds~a £ puthesiiocd ond fartility, tricked Re, the sun god, into revealing
his romo ¢o her, thus clicuing Isis to gair sower over him as well as the other
gods. . Tae nors ¢f a ec” iz rort of his -ssence; hence, name magic is a very
moal aspoet ¢f em-tc r 1 Toot; to contrui the world around him.

A ccﬁ~“’ i**ﬂ:th;t ~otion o7 rythic thought is found in the purposiveness of

FiR TIPS ety Mo/

o explain developments in the physical world, myth

W hzavily voon couso-cffect relationships. Theses relationships in myth,
e vuch rems clesely keyed to the contiguity of elements than to
sntecodont-consogucnt reletions in a phenomens ordering sense. Cause-effect is
ret ov2d to chant? o5 @ resulting factor in the temporal successicn of elements.

A thizd cortral noticn 15 vhat Ernst Cassirer refers to as 'the principal of
TIZS_nre fono, " a gzooral tendency to thwart dissection of reality into partial

$L0I00T5, & cnnosiﬁ;: reductionism. Leaving behind a personal possession in
come cults is the soan lcaving the entire body. Sacrifice cof an animal as an

cutensicn of the gxcup self eppeasas gods in others. (Cassirer, 1966, p. 50)

[& Bw §

£ r?’

.pu et

vthic theusht cnd rth e seperate concepts with some common but many different
atiritutes, Qur cocneern, here, is with mythic thought as opposed to mychical

t-"'-'u R ada
[SR I R
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A fourth fundamental idea is the move to hypostatization of properties, pro-
cesses, emotions, etc.--a desire to materialize complex Intangibles.

Seasons of the year are tied to god forms and their tangible behaviors. Even
Pandora could release the plagues and soxrows of the universe ss entities from
a small wooden chest. Dynamic relations find significance only as qudlities
of specific entities chartered to gods, things or places,

Throughout the study of mythic thought there¢’ appears always implicit and often
explicit the notion that the rythic mzntality is signif.:antly different from
and inferior to scientific thought or empirical thought. It reflects an incom-
plete and inaccurate view of man and his relations to the various determining
elements and forces of 1ife. Irrational in nature and simplistic in design,
myth represents the baser element of man's thought.

Such a view itself reflacts some of those same supposed inadequacies attribut-
able to mythic thought. For. instznce, it fails to see in the operations of man
at any time a sustaining drive for system and order and that system and order's
relating to fundamental exigencies of a given context within which man must
function. A contemporary science educator observed that the evolution of
scientific thought is marked by stages in which one set of lies replaces another
set as the theoretical framework from which scientific study operates. In a
persuasive argument, T. S. Kuhn, & science historian, lends support to this
premise with an elaboration of the nature of scientific evolvement,

. . .scientific revolutions are inaugurated by a growing sense, again
often restricted to 2 nerrow subdivision of the scientific cocmunity,
that an existing paradigm has ceased to function adequately in the
explorations of an acpect of nature to which that paradign itself had
previously led the way. (Xuhn, 1970, p. 92)

In the sense that scientific thought is often posited as the opposite of mythic,
the above cbservation offers on interesting insight. The evolution of
scientific thought as a series of tradition bound pericds punctuated by
occasionally serious breaks, rather than a simple piling-up of scientific know-
ledge is & revolutionary idea; cn idea which calls into play major group
comnitments. The nature of ccientific insights which obtain from any given
group peradigm are shaped then by the lenses of social context and sensé-data
interpretation integrel to that paradi m; hence, world v’ ew elaborations
obtained are true or accurate largely within the context of the closed system
of that paracdigm itself.

There appears, however, an even more fundamental question to be considered.

Ernst Cassirer hinted st it when he asked, "Does myth not signify a unity of
intuition, an intuitive unity preceding and underlying all the explanations

contributed by discursive thought." (Cassirer, 1966, p. 65)

S, Langer in a slightly different aend perhaps more suggestive vein offered,

Ideas first adumbrated in fantastic form become real intellectual
property only when discursive language rises to their expression.
That 1s why myth is the indispensable forerunner of metaphysics;
and metaphysics is the literal formulation of basic abstractions,
on which our comprehension of svber facts is based. (Langer,
1966, p. 173)
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In short, it is quite possible to view a conception of mythic thought as
opposed to scientific thought as being anomalous, A more viable and functional
conception is one which sees in mythic thought a modality of forms and struc-
ture which provides both a spiritual unity of essence and an imaginative sense
of configuration from which all thought and consequent behavior arises.

It is strongly intertwined with the incredible human drive to symbolize; to
derive reality in modes of symbolic configuration. Rooted in rite and ritual,
symbolic forms nevertheless find in myh their finest be-9 of explication and
in mythic thought their most satisfying mode of extension.

Language, of course, has to be ths most sophisticated expression of the notion
of symbolic forms, for it is both a reflection of the inevitability of man's
symbolic roots and a source of symbolic generation of new form conceptions.
Here, hovever, the concern is primarily with its latter role. That is, in
those broader espects of mythic thought as they relate to man's efforts to find
a unity and purpose in existence.

It is indeed within the rubric of these fundamental aspects of mythic thought
where one can find a generative source from which springs all thought and
behavior of man, scientific and otherwise. The anomaly of delineation of
thought form roots, then appears conspicuously obvious.

Mythology is inevitable; it is an inherent necessity of language, if
we recognize language as the outward form of thought; it is. . .the
dark shadow which langumge casts on thought and which will never
vanish as long as speech and thought do not fully coincide, and this
can never happen, Mythology in the highest sense of the word is the
power which language exerts on thought in every possible sphere of
cultural activity. (fueller, 1955, p. 21)

Symbolization is the essence of all intellection and as such knows no bounds
which keeps it from perveding all thought patterns of man's cultural forms,
scientific paradigms, social models and exemplars. Language itself is only one
attribute of the mythic extensions of symbolic forms and serves to reinforce
the broeder and more subtle thrusts of that principle.

Before moving sheed to a delincation of a disclosure approach to value
analysis, it might be useful to restate the significance of narrative explana-
tion and mythic thought to this type of valus study. First of all, it should
be pointed out that mythic thought is the structure upon vhich one develops s
narrative. And, & carcful look at the narrative can make explicit certain
mythic structures or value positions of the author. It is this manifestation
of a value position that will provide the foundation upon which to build a
value study approach that will, because of the metaphoric nature of language,
ultimately allow the investigater to make manifest his own value position.

Components of a Disclosure Approach to Value Analysis

A disclosure approach to value analysis in social studies education calls
attention to the following six important components: the explanatory power of
the narrative and concomitant mythic thought of the author, the use of meta-
phor, the nature of value concepts, the construction and use of value continua,
the development of a value profile, and the augmentation of personal definitions
of justice. These components, in turn, suggest a useful process or procedure
for the investigation and clarification of personal values. What is described
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below, then, is a process for dealing with values that is consistent with the
nature of value concepts, as well as the nature of man (his languages, myths

and explanatory potential). This approach will take a student through certain
processes (experiences) that will allow him to augment his concept of justice,
To be sure, other value concepts will also be clarified, but the primary concern
is the development of an individual, personal value profile (value position)
that will help the student to better understand the general value concept of
justice in juxtaposition to his own value profile. The processes involved in
this approach include:

1. Recognition of a disclosure concept. It is imperative that teachers and
students be able to recognize disclosure concepts from non-disclosure
concepts. Such concepts as God, love, happiness, sportsmanship, citizen-
ship and justice are examples of disclosure concepts that call attention to
the procedures discussed below.

2. Use of metaphor. The recognition of a disclosure concept calls for the use
of metaphoric analysis, since disclosure concepts will not allow for direct
personal investigation. That is, if an individual is to come to a clearer
understanding of his own position vis a vis a disclosure concept, he will
need to approach the concept mataphorically. This does not mean that dis-
closure concepts have no attributes that are held in common; it simply
suggests that a very effective way to think about disclosures is through
the use of metaphor since many attributes are, indeed, not held in common.

3. Narrative explanation. Since metaphoric analysis is the appropriate mode
through which the study of disclosure concepts can be facilitated, it is
the narrative which can provide metaphorically rich situations for analysis;
particularly narratives about the future.

4. Value continua. A series of value continua is suggested which, after being
explained to students, will provide a schema for plotting the ''value pro-
file" of the person or group discussed in the narrative.

5. Constructing a value profile. Students will construct a value profile from
the three value continua provided in the disclosure epproach to value
analysis,

6. Value profiles and the concept of justice. Finally, the student will con-
sider the value profile which he constructed from the narrative using the
three continua with general definitions of justice.

Disclosure Concepts

Disclosure concepts are not descriptive miniatures, neither are they picture
enlargements. Disclosure points to mystery, to the need to live as best we can
with uncertainties. Disclosure concepts make extensive use of narrative modes
of explanation and rely upon metaphcric language for ekxtensional potential.
These concepts see no intrinsic positive value in reductionism--that desire to
quantify all phenomena; suggesting that if "n' is quantifiable it is good; and
if "n" is non-quantifiable it is bad. They also suggest no positive value in
suggesting that social scientists are just a few years behind mathematicians
and natural scientists and they will soon "catch up' if they (the social
scientists) only learn to be better quantifiers. The point of difference
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which disclosure concepts and semantical models* make relative to '"picturing"
(reductionist) models is that of esking a different question about the nature
of man. That Question, simply stated, asks whether or not the subjective
nature of the human being is appropriate to the picture model of explanation--
¢.g., the objectifiable, quantifiable model of reductionism. If we look at
such behaviorlists as Pavlov, Thorndike, Watson and Skinner (all picrure
modelists) we witness a feverish attempt to reduce man to the parameters of
stimulus and response.** To observe man as fitting into this picture belies
many characteristics of being human and reduces explanation relative to human
behavior to such levels of simplicity which ultimately renders them useless.
Take, for example, the two concepts of “act'" and "movement." As Ramsey
suggests, by treating act and movement as synonymous (or, indeed, not bringing
up the distinction in the first place) behavioralists can overlook the distinc-
tion between participant and observer. (Ramsey, 1964, p. 25) 'To act is to
participate; but what the observer observes and all he observes is movement--
more or less complex, more or less expressible in roles. But to participate
and to observe are rarely equivalent--to participate in a kiss, for example, is
vastly different from merely observing one.'" (Ramsey, 1964, p. 25)

The point of this argument is, of course, that there is a need in any approach
or mcdel that deals with people to provide insight into ourselves. This claim
suggests that there is no observable data that can ever be adequate in social
explanation. Ramsey suggests that this ciaim is justified because:

. « . this insight into ourselves, this seif-disclosure, is the source
for each of us of that subjectivit{y which is legically demanded by the
objectivity of all the behavioralists' data. There can--and it is a
logical "can"--be no objects without a subject which cannot itself be
reducible to objects. The ideal of logical completion is never a
third-person assertion; it is a first-person assertion. He does x
necessarily carries with it a pair of invisibie quotation marks, so
that it is to be set in some frame as "I am saying. . .'" and without
this wider frame the third-person assertain is logically incomplete.
(Ramsey, 1964, p. 26)

In making the point another way, it can be argued that the concept of 'organism'
is out of place with human explanation. Peter Winch raises the question this
way: "Would it be intelligent to try to explain how Romeo's love for Juliet
enters into his behavior in the same terms as we might want to apply to the rat
whose sexual excitement makes him run across an electrically charged grid to
reach his mate? Does not Shakespeare do this much better?'" Ramsey pushes this
argument somewhat further when he states:

* physical formal iaterpretive semantical
model model model model disclosure model

It is upon an expansion of the semantical mode! that this value anslysis approach
is based (see Kaplan, 1964, and Ramsey, 1964).

**Although Skinner might argue that his theories are more holistic, he is placed
here because of his faith in "schedules of reinforcement" and his failure to deal
with philosophical questions about the nature of man.




-~ 14 -

I might ask that no one puts his arm around his girl friend and
speaks of their relation in terms of available response alternatives,
or reinforcement parameters. It is true that psychologists on the
seat opposite may do all this; but my important point is that he ¢n
the seat opposita is not the man with his arm around the girl. In
other words, let us not blind our eyes to the logical discrepancy
between the mathematical models which in the most democratic
fashion unite us profitcbly with the rats, and the insight by which
we know ourselves as distinctly cirselves, insights for which the
sort of language used by Shakespeare may well be more reliable
currency. Here is en insight into ourselves to which no models
however illuminating will ever be completely adequate; an insight
which all models demand, yet which none singly or jointly ever
exhaust. Here's the meeting place par excellence of models and
mystery: In vhat to cach of us is the disclosure of himself.
(Ramsey, 1964, p. 27)

Thus, Ramsey emphasizes the insdequacies of picture models when applied to
personal explanation.

The importance of a model as applicable to ''the person"' is stated quite
sucsintis hy Rawmsey as he argues for “perszoral medels ™

. + « We readily acknowledge the need in :ocisl studies not only
for models with a scientific status but for distinctively
personal models--models of persons in relation. This will mean
that whether in psychology cr sociology there will be models
which do justice to us as persons rather than as organisms or
even ''individuals.'" These will be the models vhose links with
observable facts are not predictive, after the fashion of
scientific models. These models will work in terms of what in
the first lecture I called empirical fit. For it is empirical
fit, rather than deductive verifications, which characterizes
models which are distinctively personal. Let me illustrate.
From "a loves b" nothing cen be rigorously deduced which permits
of appeal to experiment snd consequent verification or falsifi-
cation. For instence, someone might allege that if "a loves b"
there will be somc occasion vhen £ will be found ple-ning for
b's happiness; but a right some day plan for b's happiness
simply in the hope cf favours to cone--ond apparent experimental
verification would be wholly deceptive. Alternatively, from

"a loves b'* someone might suppose thet e would never be seen for
example in any sort of way which might cause b even momentary
unhappiness. But this would be a far too shallow view of human
relationships; love indecd is "deepened,' through tensions lived
through and redeemed. In brief, "a loves b" will only be
verified in terms of . . . "erpirical £it" and the test will be
how stable the assertion is e&s an cverall charecterization of a
complex, multi-varied pattern of bchaviour which it is impossible
in a particular case to specify dzductively beforehand. (Ramsey,
1964, pp. 37-38)

This disclosure approech to velue anelysis, then, which calls attention te
narrative style, metaphcric language and perscnal relations, seems most
appropriate for the task of analyzing human values. To be sure, this




- 15 - ’

approasch is invisible or "non-point-at-gble' in that it presents no model that
can be pictured, but we should be mindful that the power of disclosure is in
its ability to expand our consciousness to the uncovering of new mysteries--
even the mystery of our own value position.

A Disclosure Approach to Value Analysis

The present approach for value analysis incorporates the three interrelated
aspects of explanation discussed above. First of all, the process emphasizes
personal explanation. It is concerned ultimately with ihe individual reader's
intrapersonal, intellectual and emotional growth (both subjective-objective,
logical-psychological). Setond, this approach is metaphoric in nature, calling
upon simile and analogy for meaning. Finally, the procedure uses narrative as
its data source. ‘

The three continua which are used in this approach are reflective of the msjor
concerns man faces as he makes decisions. In his attempt to make "value
judgments" man is faced with conflicts, or what Gunnar Myrdal ceglls valuation
clashesi and what is here referred to as value conflicts. (See Myrdal, 1962,
p. 1027

In an attempt to help students clarify their value position, this approach
presents a framework by which a ''value profile" can be developed reflective of
the data (narrative) under consideration. For example, through a narrative
of, let us say, George Washington, a value profile can be developed showing
dominant value emphases in that part of Washington's life described in the
narrative. Further, and more important, through the process of developing the
value profile for George Washington, the student will come to a clearer
understanding of his own "value profiles' or value position as portrayed
against the backdrop of a moral principle like Justice.

A Disclosure Approach to Value Analysis: Operations and Procedures

Again, it should be noted that the present approach to value analysis calls
attention to four kinds of considerations on the part of the teacher:

1. the nature of disclosure;

2. the utility of metaphoric though~;

3. the explanatory power of the narrative: and
4. the clarification potential of value criteria.

The procedures that the student will experience can be listed as follows:

1. An explanation of the value continua is given. The teacher may (or may
not) want to use the five clarification cuestions that are listed below.
1f these questions are used, the class should be divided into groups of
about five members each. The teacher can then discuss each continuum
(each continuum is discussed in detail below) with the students. The
five questions are then passed out to the students who are now working
as & small group. Each group must come to a8 consensus true or false
answer to each question. The discussion in the small groups should help
students further define the end points in each continuum.
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2. Second, the narrative (metaphor) is presented and the students are asked to
pay particular attention to the person or group within the narrative who is
under study. :

3. Next, the student is asked to place the person or group from the narrative
on the three criteria, constructing a 'value profile" for the actor(s).

4. Finally, the student is asked to compare the ''value profile' of the actor(s)
with given definitions of justice.

This approach operates, then, in four phases. Phase one presents an explanation
of the three criteria and suggests the use of a series of true-false questions
which are related to each of the three categories of the classification scheme
for value analysis. These questions are considered and answered through con-
sensus within small student groups. This exercise is carried out before the
model is applied to any narrative so students can clarify any definitional
problems that might subsequently interfere with the functioning of the model.
The questions will also serve as discussion starters.

Phase two encompasses the application of the three continua to a narrative®
The narrative reflects the mythic thought of the author and/ox actor(s)
described therein. In Phase three of the approach the student is asked to
formulate a ''value profile" for the author, actor or actors (and metaphorically
for himself), and in Phase four the student will compare his constructed
"'value profile' with the general value concept of justice. Let us now consider
the design of the present approach and analyze more closely its germane
attributes,

A Classification Scheme for Value Analysis

1. other person
self (mutual respect and
orientation trust) orientation
orientation toward orientation toward
obedience and universal and logical
punishment principles or
c~nscience

--Does the behavior of the actor(s) (including what he says) manifest
itself in a commitment to personal wants and avoidance of punishment
or in self-accepted principles and a concomitant concern with the
establishment of mutuel respect and trust?

II.
situational
(honesty in a general
particular situation) (honesty)

--Does the behavior of the actor(s) (including what he says) manifest
itself in consistent adherence (at all times and in all places) to a
particular explicit or implicit set of rules*® or is the behavior
contextual or situational relative to modes of conduct?

TFuture oriented narratives are suggested for use with this approach.
**0r set of principles '
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II.
modes of pearsonal
goal (terminsl conduct (instru-
values)** mental values)***

(major goals in a person's
1ife which may or may not be
end states of existence)

-=Does the behavior of the actor(s) (including what he says) manifest
itself toward an established (explicitly or implicitly) goal; or is
the behavior more consistent with personal conduct which msy or may
not help in the attainment of said goal?

A Classification Scheme for Value Analysis Utilizing Clarification Questions
for Use in Smsll Groups —

I. other person
self (mutual respect and
orientation trust) orientation
oxrientation toward orientation toﬁard
obedience and universal and logical
punishment principles or
conscience
True-False

1. An individual can behave only in accordance with personal
well being.

————

2. There is apbreciably no difference between principles of
personal conscience and principles of norm conformity when
decisions are made.

3. It is more just to base behavior upon principles of mutusl
respect and trust than on principles of obedience.

4, 1t is easier to live with self-condemnation than it is to live
with group condemnation.

S. It is more likely that an individual will be more creative,
and therefore, more human, if he adheres more closely to uni-
versal principles or conscience than to social rules or roie

behavior.
11. situational
(honesty in a ~ general
particular situation) (honesty)

** X is good in itself
*#* X {s good because it leads to Y




True-False

1. Always adhering to a mode of conduct, for example, ''always
honest,”" is consistent with the highest values of human
dignity and worth.

2. It is impossible to establish rules of conduct for future
situations.

3. The behavior that i3 most consistent vith human dignity and
worth is behavior that is situational in nature--that is,
following no pre-established modes of conduct.,

4. 1f an individusl's behavior is situational relative to
particular modes of conduct, it is reasonable to assume that
ho is following the dictates of his conscience and not the
dictates of the group. '

S. Since man lives in a society that is constantly changing, it is
important that he become flexible and situational in his
ethical positions.

I1I. modes of
goal personal conduct

(major goals in a porson's
1life which may or may not be
end states of existence)

True-False

1. If a goal such as equality, freedom or salvation is, in
reality, unobtainable, it makes little sense to pattern
behavior toward the achievement of such goals.

2. Modes of personal conduct are always dependent upon goals.
3. Goals are always dependent upon modes of personal conduct.
4. Societai goals are always generalizeu personal goals.

S. Modes of conduct are based upon principles of norm conformity
are more consistent (and beneficial) to societal goals than
those of conduct which are based upon principles of conscience.

The purpese of this series of truc-false questions is, of course, to foster the
kinds of discussion that will draw attention to the spectrum of intra and inter-
personal values that sbound within individuals and within groups of individuals.
Second, to perscnally make menifest various value perceptions that are held
relative to the three continua. It is argued that this experience of self-
searching is prerequisite to the application of the model to a narrative. It is
important to place significant emphasis upon discussion* for it provides the
opportunity to foster clearer understandings of value positions.

*Here again, the point of discussion is self-awareness and students must operate

in en atmosphere of trust. The student must be free to "expose" his conceptions
to others.
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As for the use of the value continua, lst us now consider them individually and
then as a functioning whole. First, however, the question of rationale for
continuum usage needs to be discussed. Ws can consider the (use of) continuum
as a method of analysis which calls attention to three important and related
attributes. First, there is the quality of "dynamic logic." That is, the
continuum offers a logic vhich can handle continuous change. By suggesting
that human nature is too subtlo for cristotelian logic, the claim can be made
that there is a demand for a lcu of the included middle; e.g., a thing can be
both p and not-p.

long ago Hume pointcd out the ineviteble ambiguity in controversies
over the degroes of a cuality or circumstance; in the issues of the
arts and humanities we cammot hope for utterly precise locations
and measurements. Yet me-ely to recognize and define the problem
is a considerable pain. Everything is indeed & matter of degree.
For the practical purpoces of thought it is not all one, as we

say; it is always tvo. If we mark the poles, include the middle,
use a8 sliding scals, we can at least hope to make controversy

more profitstle; idcas mey approach and not merely collide like
billiard balls. Tho esscrticn that the Heart sees farther than

the Head gets us ncwhers, until we specify what kind of thing it
sees better, under vhat circunstances, for what purposes--always
remembering that hoart ond head see in conjunction, and are not
engaged in e seeing contest. And elementary as these principles
may seem, few thinkers consistently apply them. The logic of

most discourse is still based on the sheep-or-goat concept of
truth. (Maller, 1952, p. 35)

Second, the continuum provid:s a sotting for the use of metaphoric thought
which helps us view tho verld frea differont ventege points. It also helps us
pair different ideas, vhich cza roflect fresh synthesis and new insights into
the nature of value incengiuoncies that cxist in our lives.

.Emerson remarked that it is a good thing, now and then, to take
a look at the lendscsopo frol between one's legs. Although this
stunt might secn pointlcss when things ars already topsy-turvy,
it can be the rore heclplul then. Cne may say that what this
chaotic world needs first cZ 2ll is more dissociaion; by breaking
up factitious alliances ard oppositions, one may get at the deep
uniformities. Or what this nightmarish vorld needs is the
strategy of the drcem, wvhich eppears to multiply and magnify
contradictions but actuzlly ignores them. ("Dreams are particu-
larly fond of reducing antizheses to uniformity," Freud wrote,
"or representing them 23 ono and the seme thing.') Specifically,
the situa’.on calls for & technique of analysis that Xenneth

" Burke names '"perspcctive by incongruity."

In its simplest form, this is meraly a violation of the intellec-
tual properties by rcting words thet have moved in diffeirent
circles--as when Moncken desceribed hygicne as "medicine made
corrupt by morality." Such bundlir2s are the essence of paradox
and epigram, end a foniliar trick . humorists and satirists.
They are also the osscnco of metephor. And as a marking of
unsuspected connections tiiey load, ultimately, to the heart of
all thought end knowledge. The great revolutionary thinkers are
those who most violently wrenched traditional associations; Karl
Marx was a pailoscthicel Gscar Wilde, more scandalous because
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more sober. Hence Burke has deliberately, systematically culti-
vated 'the methodology of the pun." Throughout Attitudes Toward
History he uses the religious vocabulary of motives tor describ-
ing aesthetic and practical activities, the aesthetic for
religious and practical, the practical for religious and aes-
thetic. By such impious means he piously strives to integrate
these vital interests. Perspective by incongruity enables the
perception of essential congruity.

The lead here is the parable of the pike. Placed ia a tank

with some minnows but separated from them by a sheet of glass,
the pike bangs its hevd for some time in an effort to get at
them. At length it sensibly gives up the effort. Much less
sensibly, it continues to ignore the minnows after the glass is
removed; it fails to revaluate the situation. In other words,

it becomes a dogmatist. For just so are wen's powers of analysis
and adaptation stupedifed by unconditional, is-nothing-but
generalizations. Thinkers demand that we choose naturalism or
idealism, communism or capitalism, revolution or reaction. n
the nam= of realism they copy the pike. (Wller, 1962, pp. 30-31)

Finally, there is the attribute of humanism or holisticism, which suggests that
value (human) analysis demands a command of the whole scale (as opposed to a
single value) of motives and values before a given event, person or situation
can be realistically evaluated.

At any rate, humanism is an effort to place all doctrine on an
appropriate scale, to see it in relation and in degree instead
of as isolate truth or vagrant error, to provide a perspective
in which dualistic aspects may again be seen as aspects of a
whole--the organic whole that is the included middle. The yes
and no constantly asserted in daily behavior are naturally
translated into right and wrong, good and bad; but we can make
choices without becoming Manichaeans. (Muller, 1962, pp. 36-37)

Value Profiles

An important aspect of the disclosure approsch is the delineation of a value
profile of an individual or group under consideration, and ultimately, to
illuminate the value profile of the investigator to himself. A value profile
is a value position viewed by the investigator using the classification
schemes of the three continua. Value profiles may be consistent as an actor
moves from one situation to another, or they might be changeable or
relationally inconsistent. The only claim here is that the investigator using
the model should be able to locate the actor on the three continua and obtain
8 'view" of his values--in situation S.

The use of the continua (seen normally as quantifying ioo0ls) might seem out of
place when dealing with a disclosure concept, but it is argued that there is
in all disclosure concepts some degree of commonality that will allow for
commmication. Concept "commonalities" can be advanced through this disclosure
approach and thus is the only claim made relative to "operational definitions,"
that is, the clarification of those attributes held in common or consistent
with a definition based upon an intellectuai or cultural heritage.
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A further considerstion of this approach has to do with its ultimate usefulness
relative to helping students discuss and, hopefully, come to a better under-
standing of the nature of justice--that ultimate virtue or moral principle upon
which our present value of equality, fairness, reason, rightfulness and
righteousness are derivatives. The position taken here is that acquaintance
with the concept of virtue* as a drawing out process calls attention to exposing
value conflicts.

Ta2 first step in teaching virtum, then, is the Socratic step of

creating dissatisfaction in the student about his | ~esent know-

ledge of the good. This we do experimentally by exposing the

student to moral conflict situations for which his principles

‘have no ready solution. Second, we expose him to disagrecment

and argument gbout these situations with his peers. (Kohlberg,

1970, p. 82) :

;

A disclosure approach for value analysis should ultimately, then, help the
student come to a more "operational definition" of the one moral principle
which in this case is justice. The demand for a definition of justice, thus,
seenms to imply that there is some conception in which all applications of the
word meet like lines converging to a common center, or, in more concrete
terms, that there is some principle whereby human 1ife might be so organized
that there would exist a just society composed of just men. A society so com-
posed and organized would dbe ideal, in the sense that it would offer a
standard of perfection by which all existing societies might be measured end
appraised according to the degrees in which they fell short of it. Any pro-
posed reform, moreover, might be judged by its tendency to bring us nearer to,
or further from this ideal. Justice, of course, is at the center of most
philosophical questions dealt with by western writers. ¥hat is justice and how
can it be realized? This is the main question, for example, to be answered in
Plato's Republic. Through Socrates we view a number of attempts at definitionm; -
i.e., justice as honesty in word and deed; justice as helping friends and
harning enemies; and justice as the intercst of the stronger. e also see
justice eand injustice discussed relative to its profitableness and its ability
to bring happiness as well as unhappiness. The difficulty of placing a
disclosure concept like justice into an operational definition is cited by
Plato when he states: ''So now the whole conversation has left me completiely
-in the dark; for so long as I do not kanow vhat justice is, I am hardly likely
to know vhether or not it is a virtue, or whether it r kes a man happy or
unhappy." (The Republic of Plato, 1945, p. 40) (See also Kohlberg, 1970,
Pp. 58-70; Atkinson, 1950, pp. 643-645)

*Socrates suggests that virtue cannot be taught--however, The Repuvlic makes
manifest the nature of virtue as a disclosure concept obtsinable through
o analogy and questioning.
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lat us now call attention to the individual facets of each continuum.

I. other person
(mutual respoect and
self trust) orientation
orientation
orientation toward orientation toward
obedience and universal and logical
punishment principles oxr conscience

--Does the behavior of the actor(s) (including what he says) manifest
itself in a commitment to personal want:; and avoidance of punishment or
in self-accepted principles and a concomitant concera with the
establishment of mutual respect and trust?

Continuum #I reflects the work of Lawrence Kohlberg who has analyzed moral
conduct and has constructed the following three levels ani six stages:

Level I--Premoral

Stage 1.--Obedience and punishment orientation. Egocontric deference
to superior power or prestige, or 2 trouble-avoiding set. Objective
responsibility.

Stage 2.-~Neively egoistic orientation. Right action is that instru-
mentally satisfying the self's needs and occesionally other's.
Awareness of relativism of value to each actor's needs and perspec-
tive. Naive egalitarienism and orientation to exchange and
reciprocity.

Level II--Conventional R-le Confoermity

Stage :.--Good-boy orientation. Orientation to approval and to
pleasing and helping others. Conformity to stereotypical images of
majority or natural role behavior and judgment of intentioms.

Stage 4.--Authority and social-order-mainteining orientation.
Orientation to ''doing duty" and to showing respect for authority and
maintaining the given social orde: for its own sake. Regard for
earned expectations of others. '

Level III--Self-Accepted Moral Principles

Stage 5.--Contractual legalistic orientation. Recognition of an
arbitrary element or starting point in rules or expectations for

the sake of agraement. Duty defined in terms of contract, gemeral
avoidance of violation of the will or xights of others, and majority
will and welfare,

Stage 6.-~Conscience or principle orientation. Orientation not only
to actually ordained sociel rules but to principles of choice in-
volving appeal to logical universality and consistency. Orientation
to conscience as a dirscting agent and to mutual respect and trust.
(Kohlberg, 1966, p. 7)
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In the Kohlberg schema, the individual mekes decisions in terms of personal
wants and avoidance of punishment. He then seeks approval by conforming to
norns and authority for their own sake. If and when he matures, he develops
self-accepted principles and is concerned with the establishment of mutual
trust and respect.

Kohlberg aiso identifies 25 aspécts of moral growth which occur throughout
the six stages. Of particular interest to this study are those aspects which
he refers to as ''the basis of moral worth of human 1ife."

Stage 1.--The value of & human life iz confused with the value of
physical objects and is based on the social status or physical
attributes of its possessor. Tommy, age ten: (Why should the
druggist give the drug to the dying woman when her husband couldn't
pay for it?) "If someone important is in a plane and is allergic to
heights and the stewardess won't give him medicine because she's
only got enough for one and she's got a sick one, a friend, in back,
they'd probably put the stewardsss in a lady's jail because she
didn't help the important one."

(Is it better to save the life of one important person or a lot of
unimportant people?) '"All the people that aren't important because
one man just has one house, maybe a lot of furniture, but a whole
bunch of people have an awful lot of furniture and somes of these
poor people might have a lot of money and it doesn't look it."

Stage 2.--The value of & human life is seen as instrumental to the
satisfaction of the needs of its possessor or of other persons.
Tommy, age thirteen: (Should the doctor "mercy kill" a fatally ill
woman requesting death because of her pain?) 'Maybe it wonrld be
good to put her out of her pain, she'd be better off that way. But
the husband wouldn't want it; it's not like an animal. If a pet
dies you can get along without it--it isn't something you really
need. Well, you can zet a new wife, but it's not really the same."

Stage 3.-~-The value of a human life is based on the empathy and
affection of family members eand others toward its possessor. Andy,
age sixteen: (Should the doctor '"mercy Xill" a fatally ill weman
requesting death bectuss of her pain?) '"No, he shouldn’t. :(he
husband loves her aml wants to see her. He wouldn't weant ier to
die sooner, he loves her too much."

Stage 4.--Life is conceived as sacred in terms of its place in a
categorical moral or religious order of rights and duties. John,
age sixteen: (Should the doctor "mercy kill" the woman?) 'The
doctor wouldn't have the right to take a life, no human has the
right. He can't create life, he shouldn't destroy it."

Stage 5.--Life is valued both in terms of its relation to
community weifare and in terms of life being a universal human
right. :
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Stage 6.--Belief in the sacredness of human life as representing &
universal human value of respect for the individual. Steve, age
sixteen: (Should the husband steal the expensive drug to save his
vife?) "By the law of society he was wrong but by the law of
nature or of God the druggist was wrong and the husband was
justified. Human life is above finsncial gain. Regardless of who
was dying, if it was a total stranger, man has a duty to ssve him
from dying." (Kohlberg, 1966, pp. 8-9)

Kohlberg's analysis of moral development suggests that the teaching of values

is a matter of helping individuals grow into increasingly advanced stages of
personal organization, enabling them to mediate their needs and those of others.
Kohlberg sees a direct interrela-i:nskip bereees value eduatisn ;o2 personal
development. "The attractivencss of defining the goal of moral education as the
stimulation of development rather than as teaching fixed virtues is that it
means aiding the child to take the naxt step in a direction toward which he is
slready tending, rather than imposing an alien pattern upon him." (Kohlberg,
1966, p. 19)

No claim is made here of moving the individual toward '""higher levels of moral
development.' Although this might, indeed, happen, the purpose of this
continuum of the model is to help the investigator determine the 'value posi-
tion'" of the actor(s) under invostigation, and ultimately his own (the
investigator's) value position with respect to Continuum #I. The hope is that
through the investigation of value positions the individual .will come to
appreciate the various positions from which any situstion can be judged and,
perhaps, ultimately develop ideals that embrace alternative positions and give
& basis for action. Seeing alternative value positions in the narratives under
study, the individual will be less inclined to sec (and adopt) value positions
as rigad, simplistic rule systems. He will, on the other hand, be better eble

" to build concepts that accommodate differemt stances or provid negotiation

among them. He will 2lso be more willing to structure his own inquiry or to
see himself as a transactor within the complexity of situations that is the
milieu of life.

In dealing with the dichotomy of self- (obedience and punishment) orientation

and other person (mutual trust and respect) orientation, it is important to

discuss some of the mutual influences that exist between the individual and

the group. One's first impression is to suggest that all behavior is based

upon principles of personal conscience, as all decisons are personal. Or, as
Allport suggested, there is no psychology of groups which is not essentially

and ontirely a psychology of individusls.* This, however, belies the research

of many persons such as Lewin 2t a* sugges<: 5 g-=2it degl I He~u:.7 74l influence 1s
exerted by ""the group."

I€ recognition of the existence of an entity depends upon this
entity's showing properties or constancies of its own, the
judgment about what is real should be affected by changes in
the possibility of demonstrating social properties . . . .The
taboo against believing in the existence of a social entity is
probably most effectively broken by handling this entity
experimentally. . . . (Lewin, 1947, pp. 5-41)

*See F. H. Allpert, Social Psvchology, New York: Houghton-Mifflin, 1924.
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One can always ask, when does personal orientation become group oriented? And,
when does group oriented behavior become personal? Analysis begins, for our
purposes, here when distinctions can be made between the concept of self-
(obedience and punishment) orientation and the other (mutual respect and trust)
orientation. First of all, we must state that ar individual's ability to
experience, to decide and to even control his own behavior is dependent in many
subtle and involuntary ways on his relationships with other people. (Hare,
1962, pp. 191-265) This means, of course, thst individual behavior is a
function of group involvement--yet it is just that, and only that--a functien
of group involvement. In every instance the individual must call upon innate
mental faculties in response to decisions that must be made. Two factors make
individual involvement significant: (1) each individual has a unique personal
history and (2) unique innate mental abilities, Thus, in any action (or
thought) the fact of personal uniqueness is a factor, and slthough behaviors of
individuals can, indeed, must, be viewed against the backdrop of group norms,
the ability to obtain a better or clearer view of person's value profile
depends on seeing him (the actor) as am individual in relationship to others.

As he makes decisions (lives from day to day) we can develop 8 picture of hie
reliance on self versus his reliance on the group. This knowledge will give

us a beginning relative to understanding the actor's value profile, and will
also allow us to make better predictions relative to the actor's future behavior.
Ultimately, when this continuun is used with the other two continua of this
approach, we may have more cluss relative to the actor's conception of the
moral principle of justice. Beyond this, of course, the process of studying
the actor in this way (as applied in a narrative situation) will ultimately
help in clarifying the investigator's value position relative to his orientation
toward mutual respect and trust on the one hand versus his orientation toward
obedience and punishment on the other. It is suggested that this knowledge should
;xelpiin illuminating his (the investigator's) concept of the moral principle of
ustice.

11, situational

(honesty in a general
particular situation) (honesty)

-~-Does the hehavior of the actor(s) (including what he says) mani-
fest itself in consistent adherence (at all times and in all places)
to a particular explicit or implicit set of rules; or is the bshavior
contextual or situational relative to modes of conduct?

This second continuum is related to and expends the analysis which began with
Continuum #I. In the first continuum the investigator defines the point that
separates an individual's commitment to principles of personal conscience from
that individual's allegiance to principles of norm conformity.

Continuun *II represents analysis from another vantage point by taking the notion
of personal versus group value claims and viewing these value claims frem 3
situastional versus g general position (relativism--universalism*). The dichctomy
suggested by Continmumum #I1 might best be stated in two questions. What should

*For a more thorough discussion of the relativism--universalism dilemma, see

Clarifying Public Controversy by Fred Newmann, Boston: Little, Bruwn and
ompany, 1970, Chapter 4, :




I (the actor) do now? What, in general, are the reasons for this action now!
These questions should not be seen as mutually exclusive; for as was stated

above, a moral principle is not only & rule of action but also a reason for
action., There is also the consideration of a middle ground (as the continuum
suggests) between allegiance to general rules or principles and some kind of
individual, situational choice. It can be argued, of course, that even
existential '"cholce" i{s based upor some moral system which the individual accepts.

The present continuum places emphasis upon the concept of reason as an important
criteria for judging an actor's preference for general versus situational commit-
ment. That is, in placing an actor or group of actors on Continuum #1I, it is
imperative that problems of justification not be ignored. To argue for a particu-
lar position means to argue toward consistency with generally held values.

. . . we believe men widely share values that seem to transcend his-
torical and cultural differences. Although men of different cultures
would dispute the morality of a sizable range of behavior, there is also

8 realm of behavior that is almost universally believed to be brutish

and uncivilized, and another realm widely considered to be essentially
human. But to suggest that some values may be legitimately applied beyond
oneself (or one's immediate community) is not to say that all should be.
The latter interpretation would obviously violate our commitment to
pluralism and free choice. (Newmann, 1970, pp. 102-103)

It follows, however, that an actor can also opt for situational positions in his
value choice. But, to be rational (as the term is used here) involves a
willingness and the skill to weigh that value choice in the light of general
societal (group) values. And, vice versa, an actor can opt for a general
position in his value choice, but, again, is rational only when he is willing
to examine that value choice in the light of a situational orientation.

Thus, analysis through Continuum #II can occur only when the narrative provides
argument of the type that calls attention to the ethical basis of value contro-
versy, e.g., the desire on the part of the actor(s) to persuade his audience
that his position is consistent with the general values or principles of man
{or at least consistent with the general values of the group he is trying to
persuade).

. . . important reasons exist for not abandoning the search for
consistent application of general principles. Pirst, principles

used to justify action may be impossible to eradicate from memory.
Whether we like it or not, principles of justice seem to remain in our
nervous systems. The question becomes "How should such principles be
used?" We could also argue that many situations do not differ in the
most relevant or salient aspect of moral choice--both the American
Revolution and Negro rebellion concern basic human rights and how

best to attain them. Making explicit such commonalities among issues
helps to clarify the issue over which people disagree. Comparing
situations and testing whether principles of the past can be applied
consistently does not necessarily make one a slave to accepting past
principles. On the contrary, comparing and distinguishing among
situations stimulates rejecting some principles as irrelevant, quali-
fying others as not sufficiently complete to deal with the new situation,
and accepting others as adequate in some instances, no matter how 'old"
the rules or principles might be . . . Finally our commitment to
rationality, by definition, inevitably leads us to be concerned with
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consistency and general principles, but it alse comnits us to
making qualifications and fine distinctions that often in effect
totally reject many “'general principles that the situationist
would evidently prefer not to consider at all. (Newmann, 1970,
PP. 103-104)

Continuum #II then, allows the irvestigator to determine the value claim of
an actor(s) in light of his (the actor's) ability to deal rationally with said
value claim, and te place the actor(s) on the scale betwnon the end points of
commitment to situational vclues and commitment to genesr.l values.

111, nmodes of
goal personal conduct

(major goals in a person's
life which may or m=> not te
end states of existence)

~-Does the behavior of the actor(s) (including vhat he says) manifest
itself toward an osteblished (explicitly or implicitly) gosl; or is
the behavior more consistent with persoral conduct which may or may
not help in the attairment of said goal?

With Continuum #III we expand further the disclosure approach for value analysis
bringing into consideration the ccmplex notion of goals--rational ends. The
concept of goals (goal oriented belavior) rests upon a consideration of
alternatives--alternative anl conflicting goals, as well as various modes of
conduct. This complexity is axpressed by Charles Fried in his description of
the act of eating.

Consider a simple exarmic, eating an ordinary meal. Usually this
would be done for nowrichrent, whether or not one was hungry, or for
pleasure. One can, of ccurse, easily imagine other reascns, such as
a wish to be sociable or to win a bot, but I will ignore these. If
one eats for rourishment the means-end analysis is applicable, in
the sense that nourishnent Loy be conceived of as an end state--the
state of being nourished--vwhich is conceivable apart from any
particular activity waich procures that state, and which indeed is
temporally subsequent to that activity.

But this is not the cnly ronson for eating a meal, and I wish to
consider the case of ecting for pleasure. If once the search is
abandoned for a single sensation of "pleasure" which is attained

in eating for pleasure, tho experience is obviocusly a corplex one.
It may begin with the thought of cating, then pass to the sight and
the smell of food. ter that come various sorts of handling,
cutting, lifting to the mouth--and finally eating itself. This too
has very many coastitucats. There is biting, chewing, and swallow-
ing. There are various cernsations of taste and smell, of toxture
and kinesthetic sensations of different sorts assoclated with
biting, chewing, and swalloving foods of different consistencies.
And finally there is the censation and swareness of food reaching
the stomach, and somastimes of hunger being assuaged. The complex
of experiences is, to be cure, corpounded largely of sensstions:
taste, texture, and consistency are experienced through varlous senses.
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But the pleasure in eating will often consist also of attitudes and
beliefs . . . This familiar activity illustrates several aspects of
the conception of ends as complex entities. To be sure, a person
eats in order to maintain his health, to be sociable, perhaps to win
& contest. Thus eating rmay be an example of an instrumental activity
in the sense that it is o msan: t. an end external to the activity,
separately identifiable from it. If the activity is purely instrumen-
tal, then every element in it must be determined by its aptness to
that external end. But it may be and often is an end in itself as
well, in that no further end cen be adduced as deturmining that
activity. The answer to the question ''why did you do that" is then
only something of the forn ''because I wanted to." Nor do we feel
that any further informaticn has been supplied, any further end
identified if that answer takes the form "for pleasure." (Fried,
1870, pp. 11-12)

Clearly, we have occasions in life when decisions have to be made not only
between or among conflicting gcals, but also between goals and modes of
conduct (or stating it differcntly bLetween instrumental and terminal
values). There may be times ivhcn certain modes of conduct (honesty,
cleanliness) are dysfunctional to certain goals (becoming rich, joining

2 hippie commune) and to bsttcr undorstand the rationality or lack of
rationality that is made meaifest by an actor's decision is most germane
to this continuum. The distinction and relationship between rodes of
conduct and ends or goals might best be explained in the following two
examples. Consider the buildi of a bird house as an expressed end of
having a bird house. The ordaring of activities is irrelevant as long as
the end (8 built bird house) is achieved. Clearly, this is a goal that
stands apart from en ordering of activities. To be sure, it might be more
advantageous to saw the boerds before one applies paint, but this is
simply technique and not & ratter of construction law. Next, consider

a dance. The activities related to the dance and their ordering; e.g.,
rhythm, steps and mood are not instrumental to the dance; they are the
dance. This end-state is onc with /fand logically consistent) the mode

of conduct or an ordering of activities. Continuum #III should allow the
investigator to determine bctwoen these two types of ends-conduct relation-
ships and simultaneously dcvelop insights into the nature of goals--
rational ends.

Taken together, these threc continua when applied to a narrative, can

provide an analytical fremework vhich can make manifest the actor's and

the investigator’s value profilc, and to see that vslue profile in

relation to the moral principle of justice. No claim is made relative to
changing value positions of investigators toward any predetermined goal.

All that can be said of this approach is that it should help clarify value
positions of actors under consideration in relationship to the three continua
and through this process a clearer and more realistic view of the investigator's
values should emerge.

Three final points need to be mzde relative to this approach. First of all,
it is assumed that the three continua will not be seen to epply equally in
all narrative situations. For oxample, in any given narrative it might be the
case that only one or perhaps two of the continua are applicable. However,

in those situations where 211 three continua can be used, it is assumed that
this will be done. Second, it is again reiterated that the main function of
this model is to illuminat~ the "value position" of the actor under investign-

[ERJ}:‘ tion, and ultimately, the value position of the investigator.
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Finally, there is the question: "What value profile (position on the three
continua) is most consistent with the concept of justic as defined above?”
The following diagram is suggested as the optimm value profile vis a vis the
concept of justice. It also suggests further research relstive to empirical
tests of the value position suggested below as well as other positions and
their consistency with the dcfinition of justice.

I. other person
self (mutval respact and
orientation trus.) orientation
X
I1. situational .
(honesty in a general
particular situation) (honesty)
X
I11. : modaes of personel
goal (terninal conduct (instru-
values) mental values)
X

The reason for the above placemsnt rests on arguments presented above. For
example, the position on Continuum #I (other people oriented) calls attention
to the principle of justice as an obligation (moral) to respect the right or
claim of another person. The position on Continuum #1I (general or universalism
value pos:tion) calls attention to the principle of justice as an obligation
to rationality involving the willingness and skill to weigh value choices
in the 1ight of general societal values. The location on Contimnm #III
(nidway between terminal and instrumental values) calls attention to the
principle of justice as toth u reason for action (goal or terminal value) and
a rule of action (mode of conduct or instrumental value). Justice implies a
balance of the two notions of reason and rule.

Conclusion

This paper calls for a conscious development of a more holistic approsch to
value study. While it dces not posit a systematic repression or rejection of
Skinnerien objectivism or materialism, it does call atteition to the need for
a more careful balanc» betwvecn meterialist and mentalist models in understand-
ing human values. '

One basic argument of the paper has been the con:ention that wan is both a
structured and structuring animal whose concepts are developed and augmented
not only by outside stiruli, but rmore importantly, perhaps, by inward or
mental mythic thought or paradigms that shspe the outside world of things,
movements and acts. A sccond argument has been the metaphoric nature of
lenguage and the explanatory power of the narrative for finding out about
"s0lf£." In other words, through o narrative study of an actor we see not
cnly said actor but also ourselves mirrored in the actor's words and behavior.
Finally, the argument was presented that a fundamental differcnce exists between
disclosure and non-disclosure concepts and one sppropriate mode for the study
of disclosure concepts is the use of value continua; developed out of a
considerction for the meaaing of "value." In focus, then, the point of value
study vis a vis value continua, as here developed, calls attention to the
need to come to some sclf-understending of value (disclosure) concepts. Value
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concepts, such as justice, happiness or love, often mean so many different
things to different individuals that they tend to leave one in that state of
mind which suggests that "the concept that means everything conveys no meaning
at all." Thus, the need fox concept clarification through value continua is
posited as consistent with the nature of disclosure concepts and the need to
clarify said concepts in order to communicste more effectively and to develop
self-meaning, :

Although this paper places emphasis up~n the concept of ‘ustice, a disclosure
approach to value analysis can also be applied to other value concepts such
as happiness, success, kindness, etc. It might be interesting, for example,
to have students* develop an "optimum value profile position" for happiness
similar to the one developed above for the concept of justice. As with the
value profile for justice, each student would have an opportunity to discuss,
compare and contrast his value profile with value profiles of other students.
Hopefully, through group processes, students will have an opportunity to come
to a better understanding of the value concept under investigation.

In the final analysis, this paper poses not simply an epprosch or a project but
also a problem. It does so because it is far from clear to what extent and

by what methods we can probe the value-belief systems of individuals and groups.
The standards of such investigations represent an issue that is still, to a
significant measure, far from settled.

*It should be pointed out that this approach has been used extensively with
inservice educators at the high school level with little observatle difficulty
relative to the constructing and describing of value profiles. But, it may be
the case that the experience of 'value profile construction" is only appropriate
for students who find dealing with abstract concepts comfortable and at the
same time exciting.
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