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PREFACE

One of, if not the single most misunderstood thing about the value

clarification approach--i.e. working with values in the classroom—is the distinction

between the teaching of values (i.e. the "content" of people's values) and the
process of valuing.
The value clarification approach is concerned with helping 1nd1viduals
utilize the seven processes of valulng, which according to Louis E. Raths are:
"PRIZING one's beliefs and behaviors
1. prizing and cherishing
2. publlcly sffirming when approprlate
. CHOOSING one's beliefs and behaviors
~ 3. choosing from alternatives
4. zhoosing after consideration of consequences
5. choosing freely
ACTING on one's beliefs
6. acting
) T. acting with a pattern, consistency and repetition.
The object, therefore, is not to instill a particular set of values. There is a
very important, indeed a fundamental distinction that needs to be made between
teaching the process of valuing and teaching the content of people's values!
: This manuscript relates the experiences--the "initial efforts"-- of a
teacher who attempted to apply the value clarification approach with his eighth
grade social studies class. I admire--and hope the reader will too--the openness
of the author s dlSCUSSlOH of his successes and failures, his uses and frankly
acknowledged abuses of the value clarlflcatlon approach.
oy One of the very "sticky guestions" in dealing with the teaching of
value clarification skills (the valuing process as distinct from teaching specific
values) is the quesiion of the "meulrality" or "non-neutrality” of the teacher.
Barry Kingman recognizes this, analyzes the alternatives (as he sees them), and
explains why he has opted for a directive approach--one characterlzed by honesty
and openness. !

Stony Brrok, New York

AHA/HEP Occasionsl Paper Series : ' E. Seifman (Genersl Editor)




The Develophent of Value Clariricatish Shills
Initial Errotts in ap Bizhth Srede Social Sludles Class

Bartry Kingwan
- Yebruary 17, 1974
Bxtensive materials have already been written on value
tlarification teehniques. Nest of ihese éateriaigi however; have
been written by rofessionals working at university schools of
education, It mipght bo helpful to approach value clarification
from the other ond and see what difficultios teachers aroe having
in tranglating new techinigues into classroon realltias.. In tho
following pagoes I will discuss my classroom oxperionces while
trying to dovelop tho teﬁhniquon discussod by Louis Raths and

hid co-authors in Valuoes and Teaching.

Raths dofinos values as docisions about the quality of our
livos and our rolation to socioty. Jlo points out that what is
ofton idontifiod as an omotional problom is more likely a valuo
probleom, Symptoms of valuo disordor include apathy, indocision,
inconsistoncy, ovor-conformity or over-dissont and role plnying.l

Raths would approach thoeso problems with a seven-part valuing

%
I am a part-time teacher at llarbor Country Day School on
Long Island and a full-time graduate student in history at SUNY,
Stony Brook. Although my situation is somewhat unique, Iike most
toachers I face two general problems in trying to develop new
toaching techniques: I have not donc pedagogical research on a
doctoral level and I have a busy schedule.
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processi

1. Encourage childten to make cheoltes, and Lo bake
them freely,

2, Help them diseover and examitie available alternatives
witen faced with éholees,

3, Help ehlldren weigh alternatives u.oughtfully, reflecting
ot the consegquences of eath,

4. Encourage children to consider what it is that they
prize and cherish,

5. Give them opportunities to make publie arfirmations
of their choices.

6. Bneourago them Lo act, behave, live in uceordance

with thoir cholcos,
7, Help thom to examine repoated behaviors or patterns
in thoir 1ife. 2
Raths oxplains various methods for implemonting these stops
with particular omphasis on tho clarifying responso and value
shoots, Clarifying rosponsos are for brief oxchangos botwoon
toacher and studont. Thoy are not insistent, nor oxtensivo,
Their goal is mcfgly to get tho studont thinking in toerms of the
seven parts of the value clarification procoss. Raths citos an
example of a student telling the teacher that he is going to
Washington for the weekend, Instead of saying, "That's nice,"
the teacher askg if he is glad that he is going. The student thinks
and replies that actually he would rather stay home and play |

baseball.3

I first tried clarifying responses on a field trip. We were
on a special musecum beach and had been told not to climb on the
hill behind the beach because that would cause erosion, One
of my students noticed that students from another school were

breaking this rule and asked me to stop them, I asked her who
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she thoupghl shodld be Fesponsibla for shforéins the rules amd
did hething, The sltuslieh wes soevhel different froi the Washingten
trip exanple €lted by Raths because ny Ihsetion élestiy satd thet
1 4id nol thinhk Lt was tiy Fesponsibility te be diseiplining
ehlldren from other schools, at least ﬂai oh this prebvlen, Ny
inaction alse wight bave lnmplied TFor her that I theught she should
act on her displeasure rather than aslilng me to. I hoped, however,
that my relation with her and wilh other students was such that
sho would act according to heor own ideas, Sho aid not immediately
answor my quostion, but seemed Lo be thinking, Later thatl morning,
whon sho saw gome bdther children running on the hill bohind the
beach, sho told them to stop it, Thoy said that they were local
childron and not ovon on a fiold trip, Sho replied that sho did
not carc. Thoy still should not break tho rules. ’
Thoso last actions indicato a koy problom in value clarifica-
tion, Had tho studont roally thought about tho problom of rulos
and who should eonforce thom or was sho moroly acting on what sho
thought was a mandato from mo for poor onforcomont? Toachors
working on value clarification do so in an atmosphoro porvaded with
personal and institutional influcnces., In this atmosphoro Raths
wants the student to make choices and take responsibility rathor
than merely interpreting the teacher's desires, Yet all his
techniques could unwittingly be implemented within the
traditional context of maximum control. He is aware of the problem,

but merely says that the teacher must encourage the student to
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think and make decésions for himself., Given the directive

nature of the socialization process, more than simple encourage-
ment is needed. (A;pbssible approach to the problem is presented
in the last pages of this paper, )

Once when I answered a séudent comment with a clarifying
reSpoﬁse, sbé reﬁlied with frustration that I was aiways asking
questions. ; suspect fhat she wanted to establish a non-profes-
sional, personal contact with me and regarded‘my questioning as
an obstacle. The problem hag not coﬁé up again perhaps because
as I became more at case with value clérifying responses, I
could focus greater attention on the student and.less attention
on how to implement the technique. In fact, after initially
distracted aétempts which might have prevented personal contact,
I found that clarifying responses increased such contact. One
day at recess X aslkked a student on the basketball team if
basketball was his favorite sport and continued with other
questions based on Raths'model. The student was clearly bleased
that I had taken an interest and went on to discuss his sport-
ing activities. The exchange lasted only a few minutes, but
afterwvards I felt I knew the student a little better.

Although clarifying responses have been the basis for very
personai discussions, these discussions do tend to be one-sided.
It is hardly fair to expect your students to 6pen up to you,
while you remain aloof, To avoid this problem I occasionally

allow the students tn reverse the questioning process and tell

them about my life and my values,
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Although I have tried to vary my use of clarifyiﬁg responses
to cover all of Raths' aspects of the value clarifying process,
I suspect I have settled.into two or three ¢types éf responses,
‘ After the first week of working on the technique I realized
that a majbrity of my responses were beginﬁing with, "Are you
saying..." I alsa suspect that I have used clarifying responses
with only a minority of my students. To find out how limited my
use of the technique has become, next semesfer I plan to set up
a measurement system where.for two weekg I will try to record as
" many clarifying responses as possible, listing which of Raths!'! seven
clarifying ingredients was encouraged and the name of the student
involved, As closeiy as possible, I will also try to record‘the'
wording of the exchanges once or twice a day.

Some of the students have begun imitating ge and are
asking their own clarifying questions, Next semester I would
like to encourage this more activ&ly by explaining Raths!' model
to them. It might also be nelpful to initiate exercises where one
student explains his views on some issue and the rest of the
class questicens him according to Raths’ model,

The clarifying response has proved uscful in ways not
mentioned by Raths. Once, while unsuccessfully trying to talk
to a student about hér behavior in class, I unconsciously fell
into value clarification. I had been doing most of the talking
before this occurred, The'clarifying rcsponses, however, forced
me to say less and listen more, The student left pondering the

problem rather than feeling the resentment that had been clearly
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presenﬁLaf the beginning of the session. - 5
{’haye alsg found clarifying responses helpful in seminars,
Often diécuséion is not fruitfﬁl simply because people are not
stating'their thoughts concisely or becapse #hey are not saying
what they realiy mean. During a seminar last fall, when the
professor made some disparaging remarks about the use of film
as a mediun for serious scholarship, I asked him if he meant that
only those who wrote could be considered’serious historiéns.
When forced to make a clear choice concerning new types of history,
he'retreated and admitted that film might have possibilities,
Once I caughf myself using the Jslarifying response in a
distastefully destructive manner,., Feeling frustrated and angry
after a difficult week, I used thé technique to try to throw the
target of my frustration into confusion while remaining aloof."
One could imagine a harried teacher on a difficult day falling
into the same trap. |
Value sheets are the second technique that Raths emphasizes,
The sheets include a s%riking statement to draw the students!
attention to a value problem, and various questions to lead them
to Raths' clarifying process. He claims it is best to have the
students work on theée sheets at home. The heated and éhreatening
discussions that often result from vaiﬁe discussions in class
are less_éonducive to clear thinking.
During the ficld trip mentioned earlier, I noticed an

incident that scemed suitable for a value shcet. That morning,
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when the bus arrived, the students got on making 1qps of.noisé.
The bus driver started.to address them but they kept on talking,
They s;emed to assume that if anyone spoke, it would be a teacher.,.
The bus driver got angry and made ah_irate speech telling them
if the disorder continﬁed the bus would not leavé. The students
resented this, it seemed to me, in a way that they would not
have resented a teacher, I was not sure_to what dégree élass snobe-
bery was involved, (My stgdents are mostly upper middle class.,)
The next déy I assigned the following vélue sheet for homework:

I don't bother .to talk to people with low-paying jobs. They
are simply dull. If they were clever, they would be more success-
ful, They would make more money. These people are the failures,

the losers in life,

l. Do you agree with this statement? If so, elaborate. If not,
vhat do you think about people who do not have lots. of money?

2. Why do some people have more money than others?

3. VWould you be embarrassed to tell what you think about working
class people to a friend whose father worked in a factory?

k., How did you trecat the bus driver on Friday's field trip?
Were your actions consistent.with your answer to #17?

Most of the students wrote that they felt the same way
about poor people as anyone else, but then failed to carry
through consistently.on the second question, They wrote that
some people have more money becausc they worked hard and got
an education, If I use this valﬁe sheet again, I will insert a
question asking those who gave this résponsé to indicate if

hard work is worthy of respect. If so, does this mean that the
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poor arg'worthy'of.less respect?
Since mo;t students stressed the importance of education
for making money, I wanted to serve as a.data source and point
out the conclﬁsions of well documented research on American
education, For most poor children, the educatioral system
serves more_ as a barrier than as a means for mobiliity. Even if
they work hard and are smart, it is much more difficult for them
to got a good education than it is for middle class or rich
children, %hen I mentioned these recalities in the next class,
the studenfs'were not responsive., I suspect I alienated them
because what began’as an attempt to make the facts known en&ed
up as a much more subjéctive criticism of American educatibn as
a whole, Behind a facade of d;ta I was actually moralizing.
Another value sheet dealt with the problem of distributing
valuable resources in a social context:

Mr. Goelzer is a teacher at Mudville High School. His schedule
allows only five hours a week for helping individual students.
Just before the exam period nost of his students wanted individual
help. Because time was short, Mr, Goclzer decided he would help
only those students who had done well in the past.

1. What alternatives were available to Mr., Goelzer in this situation?
2. What were the conseéuences of his decision?
3. Is the situation above at all relevant to four life?
L, Does the situation help us with the problem posed by Buddha's
maxim about occupations that injure others?
In spite of Raths' warnings I tried to do this one in class,

What went on indicates that his warnings are at least partly
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correct, The atﬁosphere during the discnssion was friendly, but
there was inevitably a certain amoufit of face-saving going on
that limited hqnest exchange. Y am reluctant, however, to give
up group discussion., If a student wfiting at home can do so

at leisure and witirout feeling threatened,:he also loses the

instant feedback from an outside force that is so helpful in

—

ironing out ideas.

The goal of £his value sheet w;s to make the students.feel
the contradiction between a demand for equity in the distribution
éf educational resources within the community of their class and
an acceptance of igequity in the distribution of both educa%ional
and economic resources in the society at large. Befare
beginning the value shecet we discussed what bias meant., I warned
them that the value sheet ref lectel my beliefs and that they
should try to identify them and then decide whether or not they
should be rejected.

The first two questions sparked a lively discussion that
revealed a problem in my hypothetical situation: for the students
it was not authentic, Their own experiences told them that when
a student needs help, teachers usually find time to provide it.
The class ended up discussing how the teacher might find more
time rather than how to distribute a needed resource available
only in limited quantities. If a situation for this sort of
value sheet ariseés again I will usc the problemof who should be

allowed to do how much talking during a class period when the
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issuo undor discussion is so controversial that almost overyono
“wants to talk,

In rotrospéct I fool a bit shoopish about how I handled tho
last part of tho class. The students wanted to continue to
discuss how toachers might mako more tim; available for
helping students., I tﬁink thls sort of discussion 1s hoalthy
because it can lead students to an active role in tho school
community in which they spend most of their time. Instead -
of encouraging this discussion and using value clarifying responses
ﬁo.estgblish the students' idoas on the nature of student and
teacher responsibilities, I made them continue with the value
shcet, I pointed out that they were receiving a larger share of
the educational resources than poor children and that when they
gotla job, their high salaries would mean less money for the
wages of the poor, Student participation invthe discussion was
mediocre. Perhaps many.of the students were still thinking‘
about tcachers giving help to students Before an exam. Perhaps
the connection between 'the situation in the value sheet and
problemé of wealth diséribution-was too obscure.

Those students who made the connection identified my
beliefs on this issue and rejected them as unrealistic. This
woﬁld indicate at least partial succeés in attaining a major
objecfiva; I have told the students that it.would be wrong if
I did not speak up for what I believed in., I have also stres;ed '

that the students should-ﬁork out their own values and not just

°
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accopt what tho toacher says. I have boon concornod that the
authority of my position would provent tho students from doing
this. This class.would indicate that the students are not afraid
to talic an’indopeondont stand, |

The impact of .these two value sheets is difficult to measure.’
In both cases the students failed to seriou;ly consider contra-
dictions in their '‘values, but they did develop an éwareﬁess that
attitudes about the poor and about education and mobility‘are
important issues, They also developed an awareness that some
people would object to the large portion of the available educa=
tional resources €hey receive, Perhaps a groundwork has béén
laid that will help the students work out their contradictions
at some future time, | |

In future work with value sheets I especially want to a&oid.
the trap of thé 1ibéra1 or radical teacher debating his conser-
fative students, This alienates the students, I suspect, because
it is like a professional full-back using his greate{ size and
know-how to dominate a high school football game. X should also
pay attention to how much talking I do. If I want to avsid
forcing my views on the students, then I should not allow myself
any more time to expléin them than I would allow a student to
explain his, |

There is, however, a.distihction between stating beliefs and
questioning the students to clarify tﬁeirs. It is occasionally

belpful to control a discussion with close questioning in order
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to sot an oxample of how to clarify a wvalue statemont. Other
“times it is holpful for the toacher to completely withdraw and
give the studénts a chance to do this on their own, or to have
a mixed discussion with poriods of teachqr direction and periods
of teachor withdrawal.,
A strong segment of current educational thought would
criticize my value sheets for being too directive. The authors
of a widely used textbook on teachlng social studies, Hunt and
Metcalf, call for teacher neutrality.5 Attempts at neutrality,
however, can do little more than create facades of impartiality
while basic biases remain. Hunt and Metcalf end their book with
a series of chapters on problems in American life, But why select
problems? Why not the victories of the American army? One could
conceivably try to present a mixture of the good and the
problematic in American life, but how much of éach? No matter
what balance was decided upon, someone with a differcnt perspec-
tive could argue that the balance was distorted. Teachers are
faced with an inescapabie reality that before material can be
presentéd to a class it'must be organized. The manner in which it
is organized is always subjective, reflecting the teacher's
beliefs, Further, thefe is so much material that might ge
presented in any course that the teacher is forced to cxclude
most of it; The manner in which he decides on this problem is
again based on his beliefs. k

Unlike Ijunt and Metcalf, Raths docs not call for teacher
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neutrality. In discussing the value shoet technique, however,
"he says that the téacher's bias must not be %isible.6 If one
accepts fhat bias cannot be eliminated, tﬁen Raths'
visibility criterion means that thelbias.must be hidden.
This leads to the distinction between direction and manipulation.
I would consider the former opeh and the latter secretive. Raths'
demand, therefore,'becomes a demanq for manipulatién. .

Bven if it were possible to be neutral or create an
appearance of neutrality, such efforts would be lost in the
&irection and manipulation implicit in thé organization of
American schools, &éachers, in fact, are not allowed to be
neutral, They are importdnt agents in a socialization process with
a very definite series of messages, Any teacher who encouraged
his students to come to school only when they felt like it or
vho insisted on giving everyone in the class the same gradel
would soon be without a job,.

Since institutional and individual direction is inevitable
and to a degree even désirable (no one denies that we have a
responsibility to protéct chiildren from physical danger); the
best approach, it seems to me, is one of honesty and openness.
The teacher's responsibility hercbis an active one, He must make
a systematic effort to help his students identify and understand
the mechanisms and messages of his own dircction and fhosc of the

largesr socialization process, llaving done this, the tcacher should
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encouragé his students to examine their socialization critically
and challenge what they do not like. He should be careful to
point out the realities of adult power and the punishments that
can result from resistance. The decision of whether or not to
resist, however, .should be left to the student.

With my own students.this has meant a series of discussions
on the nature of réspect, the implications of stability And |
change, the power structure at our school, the purpose and value
of what we do in class, and the tension that often arises between
what is righf and what the rules require, The results of these
discussions have b;en encouraging. After receiving a low gr;de
on a paper because she had not Qsed any periods or capital
letters, one student came up to me and said that she thought
that writing in sentcnce form was distracting, X pointed out tﬁét
writing scntences wduld help the reader understand what she
was saying. She disagrced and a long discussion followed which
failed to cstablish any agrcement; so I told her that the choice
was hers, but she should know that as a rule tcachers do not
reward studcnt; who write fun~on sentences, Another incident
involved a rather dull textbook we were using, I had decided to
usc it because I felt that some of the data in the book was
important for basic needs like understanding the evening necws
broadcast. The students complained about the book and convinced
me that it was doing more harm than good. It was dropped.

At times I have becn concerncd about the implications of
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my actiyities for‘other teachers and the principai‘Of my scﬁool.
One student has pre;ented a list of demands to the principal,
Others, I suspect, have become what somé teachers might call
trouble-make;s; However, considering the.fluid nature of

contemporaryusocjety (see Alvin Toffler's Future Shock), thefe

can be little doubt about the value of such students. Since the
answvers of .today might well be inappropriate for the prdblems
of tomorrow, it is important that children develop questioning
and innovative attitudese.
) I have found the manner jn vhich I direct my students
helpful because it ailows me to speak up for and act upon ﬁy
values, while maintaining a degree of student autonomy. Inr
terms of power, of course, the students are at a disadvantage,
but this is a pfoblem that adults also encounter as individual’
citizens facing powerful institutions.

fuch remains to be done, For a more systematic measurement
of how I have affeccted my students, I am working on a scries
of diagnostic questionnaires based on Bloom's taxonomy for the
arfective domain.7 As a supplement to these questionnaires,in
class I try to make a note of illustrative incidents and record
them in a file I am kceping on a sampling of students, During the
past few weeks I have been tape recording my classes in order
to measure what sort of interaction is occurring. I am continu-
ing experimentation with the variety of valuc clarifying

techniques that Raths has developed., Finzlly I am trying to
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develop new techiniques that will encourage students to understand
'\and critically assess the socialization process which is such

an important part of their lives.




Footnotes

1 - K . . . .

Raths, Louis E, and Merrill Harmin and S$Sidney B. Simon, Values
and Tecaching: Working with Values in the Classroom, Columbus,
Ohio: Charles L. Merrill Publishing Co., 1966, pp. 3-7,

2Ibid. ’ p,p. 38-39.

31bid., p. 51.

%1bid., pp. 83-84, 106.

———s.

5Hunt,,Maurice and Lawrence Metcalf, Teaching High School
Social Studies, New York: Harper and Row, 1955. .

6Raths, Values and Teaching, pp. 77, 109.

Bloom, Benjamin and David Krathwohl and Bertram Masia
Taxonomy of Educational Objectives, The Classification of
Educational Goals, Handboolk II: Affcctive Domain, New York:
David McKay Company, 1956,




