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FOREWORD

A general objective of the publications program of the ERIC
Clearinghouse on Social Stndies/SociaI Science Eduéafion and the
Social Science Education Consoftium is to provide educators with
easy to use resources that can help\them\solve problems related to .

socilal studies/social science education. In the past few years

there has been a recurrent demand for organized and integrated

information on values education. This paper‘méets that demand.

In the paper, Superka and Johnson have developed a classifica-
tzon scheme for five approaches to values education, they offer an
‘instrument WIth illustrations for analyzlng values education mate-
rials; and they present an extensxve annotated. blbllcqraphy oi a
variety of resources for values education. This volume and a
forthcoming companion volume, "A Critical Analysis of Valueg Educa-
tion Resources," to be published in late 1975 will be useful .

resources for all educators.

James E. Davis
Associate Director, ERIC/ChbbS
Associate D.rector, SSEC
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PREFACE

Values education is currently one of thetﬁest~exciting~and:explosive
new developnehts in education. Mthouéh educators have not completely
neglected this area in previous decades, there has been 1n ‘the 'last
eevexal years a spectacular upsuyrge of interest in and emphasls on
"valuea" and "valuing" in education. This increased interest and activ-
ity\haa1affeEted the entire educational spectrun from elementarv to
graduate school. \ ‘

values education has attracted the interest and involvement not -

only of teachers and students, but also of psycholog{sts, social psychol- .

oéists. eociologists, philosophers, and political scientists. ‘Theér

ideas have been communicated through books, articles, newsletters, films,

workshops, conferences, inservice programs, education courses, and in-
formal conversations. A wide variety of materials, including films,
filmstrips, records, tabee, handbooks, storybooks, mini-courses, and
entire curricula have been produced ané distributed for the‘explicit pur-
pose of facilitating the teaching of values and valuing. '
» Several 1ntextalated problems have, however, persisted or developed
in the midst of this frantic, wide-ranging activity. The major Problems
v 1nc1ude (1) the confusion and conflict about the meaning of the key
terms used in values education--values and valuzng, (2) lingering doubt
on the.pert of many teachers, administrators.«and parente concerning the
role of the school in teaching values; (3) classroom norms among the
students that discourage open, trusting valuejectivity: (4): uh&erteiﬂty
of teachers as to how self-disclosing, probing, and accepting they should
be; (5) a generally inadequate level of teacher training in‘values\educa-
tion; (6) a tremenéous 1nf1ux‘into the values education movement of rela-
tively ihexperiencedepersgns as conducﬁors~of‘workehope and developers
of materials; (7) a lack of reliable, valid, ané usable evaluation ﬁio— -
cedures and instruments to measuxe values development in students, and
(8) the dlfflculty of infelligently and sjstemat;;ally selectzng from /f
the overwhelming amount of curriculum and teacher background 'materials
being produced and disseminated. j

This book will focus primarily on alleviating the last problem--the
educator's difficulty in comprehending and choosing from the plethora of
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\ valnes education materials. * Chapter 1 will describe a typology or clas-

sification\scheme consisting 6f five‘Qalues education approaches~-~-

1ncu1catxon. moral development, analysis, clarification, and action

‘learning. Each of these approachas is an explicit and distinctive at-
tempt to deal with values in the school.* Each approach will be explalnea

in terms of its rationale and purpose, teaching methods and instructional
model. an illustratlve learning activity. and characteris*ic currlculum -
matq;ials ygdqprograms‘ ' The development and use of tha! pology will
also be discussed. Chapter 2 preaehgs~and expla;né an original instru-
ment for amalyzing values aéﬁbation‘materials in terms of their-descrip-
tive ghaxacteristiCS; ratioﬁalg and objectiveé,@Preconditionskand usa-

bility, content, procedures and activities, &nq evaluation. Educators

could use this multiple~cheoice/short-answer framework to obtain in=depth
‘analyses of values educatic. materials. In addition, Chapter 2 contains

\summariés of analyses of 13\sets of materials, each iefledting qﬁe of the

five values education approaches. This chapter concludes with Qn eker—
cise designed to help educators consider certain criteria in selecting
valugs~educationfmaterials. The third and final chapter is an extensive,
mostly annotated bibliography of student‘curriéulum‘mate&ials} teacher

guides, and theoretical background materials in values education. The

" materials include more than 200 items available through commercial pub-

lishers and/or the ERIC system. They are classified~accotding to the
approaCh they primarily reflect. The Eplilogue briefly summarizes the key
points in the book and offers recommendations for future work in values

education. \ S

This volume, or at least sections of it; shouid be useful to severai

f~different‘types of educators who share a desire to improve instruction.

in relaiion to values\and‘valuing processes. It Shouldibe~especiaily
:

v
L]

*Another approach often used Oy teachers is to avoid dealing with

" wvalues in the classroom. This approach is not discussed ia this book
for two reasons. First, the book is designed to help teac

ers wh
already have decided to work with values or at least are still con#id-
ering working with values and value issues in gchool. Spcond, it is
doubtful whether a person can really avoid dealing with’ ‘values. It is
our belief that values cannot be avoided, and that teachezs should not

. attempt to avoid values in education..
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helpful to elementary and secondary methods teachers and othexr college
professors who want to provide their education students with an overview
of values education in terms of approaches, teaching procedures, anﬂ
curriculum materials. Curriculum cSordinatora in school districts and
other curriculum developers should find this book .a practical resource
for planning and revising educational programs and materials in the
social studies, the humanities, and guidance and counseling. Finally,
several sections of this publication could be helpful to teachers, '
particularly department chairpersons and supervisors, as an initial
source of information to assist them in determining‘wh§ch approaches
and materials best fit their particular needs, goals, and values in
felation to values education. ‘

Two issues must be confronted before proceeding with the tasks
outlined above. Probably tﬁe‘most persistent and compelling prbblem in
comprehending the literature on vaiues is the widespread termanologipgl
confusion and conflict, Simp1§ stated, there aﬁpears to be little
agreerient on the definitions of‘tﬁe terms values ané valuing. 1In fact,

mest who write for periodicals do not even define the terms. Moreover,

among those who do specify the meaning of those terms; there appearitp
be as many definitions as there are writers.

Teachers who have to confront the value issues that arise evexy
day in school may not be concerned about the problem of defining these
terms. They must deal with values regardless of what those values are
called. Because this book is aimed at helping educators deal- with the

practical problem of teaching and learning values, we do not feel that

. this is the appropriate:place‘to try to solve this definitional problem.* °

Nevertheless, in an effort to avoid contributing to the confusion about
the meaning of terms, this problem must at least be addressed here.

This will be done by briefly sumarizing the various definitions of

*For a more detailed discussion of the definitional problem with
respect to values in each of the following areas, see the corresponding
references: sociology--Adler (1956); psychology--Dukes (1955) and
Tisdale {(1961); behavioral sciences~--Handy (1969); educational
psychology--Trow (1953); social studies education--Bond (1970);
philosophy--Lepley (1949); philosophy and theology—--Appendix in Canning
{1970).
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values and valuing that haye been coffered by other writers and by speci-
fying definitions of the key terms used in this book. In order to apply
to all the values aducation approaches, these latter definitions must
necessarily be general. ‘No claim is made that they are beiter than any
others that have been formulated. The goal is simply to facilitate the
reader's understanding of how we use these terms.

Values have been defined variously as {l) eternal ideas, (2) mbxal
emotions, (3) standards of worth, (4) beliefs about goédness or worth,
and (5) behavioral actions. Generaliy;imost of these and other defini-~
tions incorporate the notion of values as criteria for\detexmininé levels
~of~goodnes§,‘worth, or beauty that guide the thoughts, feélings, and
actions of persons. For the purposes of this work, this “c:iteria"
definition will be most appropriate. Examples of values would then in-
¢lude honesty, trust, pe&sonal privacy, security, freedom, imaginative-
ness, and rationality. § )

Valuing has been dgfined variously as (1) the act of makinq value
judgments, (2) the;procéss of analyzing value questions, (3) evincing
values, (4) acquiring ahd adhering to values, (5) the process of choosing,
prizing, affirming, and acting, (6) the dirwct feeling of like or dislike,
and (7) the process of determining the goodness or worth of phenomena.

In order to apply this term to each of the values educatibn approaches,
a general definition of valuing as the process of developing or actual-
izing values will be used.

These two definitions are included in those below, which represent
the key valueg education terms used in this book.

Values--criteria for determining levels of goodness, worth or
. beauty. (For example, if someone disliked a politician
because he or she was dishonest, then that person would
possess the value of honesty.)

Valuing~-~the process of developing or actualizing wvalues.

Values education--~the explicit attempt to teach about values and/or
valuing.

Values education approach~-a general orientation toward teaching
about values and/or valuing.

Instructional model-—-a system of procedures used by teachers to
facilitate the process of valuing with students.

Values education materials--student and teacher curriculum resources
explicitly designed to deal with values and/or valuing.

ORivgg viti 00011
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{Materials such as novels or films, which are heavily laden
_ with values and value issues but which have not been devel-
o "oped for educational purposes, have not been considered. ) *
. -”" The second issue relatas to the essential nature of thls work. We
consxder th;s book to be primarily an objective description and analysis
of values education‘ No attempt is made to be prescriptive or evalua-
. ‘ tive. 1t is not our purpose here to recommend a particular approach or
to determine the worth of a specific set of materials. Rather, it is to
. pruvidh significanf information and a useful framework in which tO‘pQB-'
‘ cess tﬁat~data;lt§ohelp\othérs make evaluative decisions. It is our
belief, howbver. that every human endeavor, including the writing of
this bock, 1an1tab1y involves _some basic assumptions and values. (That
statement 1tse1f is, of course. an assumption.) Thus, no claim is made
‘that thls work has been produced in an assnmptlon—free, value~free atmo-
sphere, Rather tnan pretend total objectivity and thus create hlgden
assumptions, we choose to expose whatever assumptions we are aware of
having concerning‘valueBQ (This statement reveals another assumptlon_~___,
explicit assumptxons are,better than implicit ones ) Thus, four basic ‘
assumptions we hold concerning values anﬂ valuing are:

1) Individuals are continually involved in choosing, d6V610plng,
and 1mp1emant1ng their own values in real-life situations.

2) The process of valuing is mainly social. People are both -
1nf1uenced by and are actors in particular social contexts. These con~
texts tent to impose certain values at ;he same time that they are

\1esponsive to value change. o i

3) Values development is a 1ife1ohg process. It is not confined
to the earliest years and fixed by childhood sbcializatiqn. Rather, it
involves Periodic testing and restructuring of one's value system in
the light of refléction and experience in a changing culture.

4) Valuing can involve both ratiﬁnal and nonrational ways of

knowing.

*Other publications of SSEC and ERIC/ChESS have focused on games
and simulations, so we will not analyze these resources here. For
! information on games and simulatiops, see Charles and Stadsklev (1972).

-
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A final assumption is that Values Education: Approaches and \ ‘
" MNaterials is a useful resdurcg\‘ .for educators iwterested in working \

with values inside and outside the achools. - L ‘ E

! . . \ _ \ . Douglas P. Superka -
Patricia L.: Johnson ..
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Y— VALUES EDUCATION: APPROACHES AND MATERIALS

Chapter 1

Approaches to Values Education

a

In this chapter a typology of five values education app.vaches is
presented. These include inculcation, moral development,'analysis,
clarification, and action learnang. Apart from the typology, tﬁo~other
theoretical approaches are discussed-fevocation and union. ‘Thése have

~not as yet been applied in curriculum matarials and have been used only
vaguely in teaching strategies. The five approaches that compose the
typology are explained in terﬁs of rationale and purpose, characteristic
teaching methods, an instructional valuing model, and an illustrative
learning activityi A statement oh the status of each approach in rela-
tion to existing educational programs and materials is also included.
The evocation and union approaches are treated in a similar fashion,
but with an emphaéis on rationale and methodology rather than on learn-
ing activities and materials.

This chapter describes various approaches for teaching values from
which a reader may choose one or more that will meet hi§ or her instruc-
tional needs. The descriptions of each approach, however, are not com-
prehensive models that can readily be applied to the classroom. The
typology is merely a statement of alternatives. Before implementinyg
any one approach, a reader is advised to consult the bibliography for

source material for furthex study and explanation.

Development of the Typology
This typology of valu;s education approaches was initially‘formu-
lated by Superka in a doctoral dissertation {1973). While reviewing
the descriptive and empirical literature on values in psyéhology, so-
ciology, philosophy, and education, he discovered a vast and confusing
amount of data that seemed to be in need of some kind of organxzmtxon
- Although a few other writers had provided some guidelines, no systematic
classification of values literature existed. This classification task
became the theme of Superka's dissertation.

The typology was originally constructed around eight approaches.

&

For each approach, a theory of value development was identified. From’

subsequent discussions with several educators, including the co-author

Q - 1
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of th§5\paper, a number of conflicts and inconsistencies in the original
typology were discovered. For example, curriculum materials did not exist
for at least two of the value approaches. The authors have, therefore,
reduced the typology to five approaches and added a separate discussion
section to deal with those approaches that do not fit completely into

the typological framework.

Althouyh rigorous efforts to determine the reliability and validity
of the typology were not taken, two procedures were implemented to ensure
that the typology would be of use to educators. An overview of the typolo-
gY was sent to ten values scholars. These included research psychologists,
social psychologists, phildsqphers, and educators. Of the six who responded,
four indicated that the categories were distinguishable from one another
and that the typelogy could be useful. Two of the scholars did not be-
lieve that creating a classification system was practically or empirically
meaningful.

The second validation procedure involved a larger number of persons
in a more concrete application of the typology. In two conferences held
in October 1974, 64 ‘educators were commissioned to analyze more than 200
sets of elementary and secondary social studies materials.” Part of their
task was to classify the materials according to the values education‘aph
pProaches presented in the typology. Once again, only a brief overview
of the typology was used. Preliminary examination of those materials
analyzed at the conferences indicated that the analysts could practically
apply the typology and classify materials with reasonable reliability.

For each set of materials there were two independent analysts; when checked
against one another, the analysts demonstrated a surprisingly high rate

of congruity on the values section of their evaluation. Further, when
checked against other analyses of some of the mate;ials,** the classifi-
cation system proved to be reliable,

At this time there is no statistical validation of the typology. The -

*The conferences were sponsored by the Educational Products Infor-
mation Exchange Institute (EPIE) and the Social Science Education Consor-
tium (SSEQC).

**For the purposes of this publication, many of the materials that
were analyzed at the conferences were also classified by the authors ac-
cording to values education approach. The authors' classification is
presented in the annotated bibliography (Chapter 3) of this work.



authors still view the classification scheme and the concepts underly-
ing it as working hypotheées\subject to experimentation and revision.

They invite critical comments from readers. The procedures described

above, however, convinced the authors that the typology in its present
form is a useful framework for organizing the vast mass of values edu-
cation materials.

The typology could help persons intprested in values education in
several ways. Teachers, for example, whé are interested in working
with values but ﬁbt certain 6% how to go;about it, could examine each .
of the alternative approaches and chooseithe one or two that best suit
their ingtructional styles and classroom‘needs. Distriét curriculum
coordinators could use it siﬁ&larly to choose approacﬁes;most appropri-
ate for school goals and needs. Once curriculum coordinators, develop-
ers, or teachers had decided which approach was best, they could con-
centrate their in-depth search and examination of materials on those
that reflect that approach. The bibliography in this book will help
educators find those resources.

Same teachers have been "turned off" about dealing with values be-
cause cf~one or fwo negative experiences with a workshop or stratcgy
representing an approach they could not accept. The typology, there-
fore, could be used to help such teachers become aware of a variety of
values education approaches, one of which they might judge mora appropri-

A Typology of Values Education Approaches

In this,section, each of the approaches in the typology will be dis-
cussed in depth. To facilitate this discussign,~an overview of the
typology, briefly describing the characteristﬁcs of each approach, is
presented in the chart on pages 4 and 5. Readers may'want to look over
this summary of the approaches before readiné the narrative below.

The five values education approaches t@at compose the typology are .
inculcation, moral development, analysis, ciarification, and action ;
learning. For each sapproach in the typology, four aspects are éonsidered.
The first, rationale and purpose, answers a number of questions such
as, What is the approach attempting to accomplish and why? and What

are the reasons for using a particular approach? Thé rationale also

‘t‘ 3 )00017
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relatee each approach to a specific conception of wvalues, the valuing
process, and human nature and to the ideas of various psycholog;sts.
soclologxets, and phllosophers. \
Following the rationale statement, teaching methods are discussad,
_and there is-an explanation of those strategies that are most appropriate
for classrqan implementation of the approach. An instructional model is
also provided 80 that the reader can gain a better understandlng of the
\systemat;c application of these values education proceduxes. An illus-,
tration:of the use~of~one~of the methods aﬁd severel‘procedures of the
model in a concrete learning situation is also provided. ‘ 5
F;nally, for each approach there is a brief statement on the nature’
and quantity of existing curriculum materials that embody\yhe approach
and the status of the approach in educational programs\in benerali

Inculcation

. . . .

antionale and Purpose. The purpose of the inculcation approach is

to xneéll‘ or internalize certain desirable values. According to this
apprqaéh values are viewed as standards or rules of behavior whose source
is the society or the culture. Valuing is considered to be a process of
1dent1£1c6tion and socialization whereby a person, sometimes unconscious-
ly, gpkes standards or norms from another person, group, or society and
‘incorporates them ihto his or her own value system. Depending on the goal
of the course and the orientation of the teacher, specific‘valeeg that
might be inculcated into students include social, personal, moral, poli-
tical, or scholarly values. . | :

Regardless of the paxticular values being instilled, proponents of
the anculcatxon approach take~q‘view of human nature in which the individ-
ual 1s treated, during the attehpt to iMculcate, as a reactor rather than
as an initiator. Extreme advbcates of inculcation tend to percexve soci—
ety as a system whose needs and goals transcend and even define the needs
and goals.of indivmduals.? Maintenance and’ development are v1ewed as
goals of society, and recruitment and replacement of people in various
positions is seen as a major need. The anﬁ of values education t.erefore

is 8o instill into persons those valueS‘necessaig to assume efficiently

*This interpretation is cloqgly related to the views of the sociologist
Talcott Parsons (1951) and Freudian psychologiets -Sears et al.’ (1957) and

Whiting (1961).
| 0020
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_ the roles prescribed by _soci;ty. :
Educators who consider an individual to.be a free, self- fulfilling
participant in aociety tend to inculcate values as well, especially

‘ values such: as freedom to learn, human dignity, justice, and self-
oxplora}tion. Inculcation, however, is often mistakaﬁly ‘Sssociat‘ed_with
only a narrow concept of human nature and is often considered a nega-
tive approach. Yet, this approach is used by persons holding a variety
of value positions, including those generally labeled humanistic.

A teacher, for example, may react very deeply and strohgly against
a student who has just uttered a racial slur to another student in the
class. This could take the form of a short but emotional lecture on the
evils of racism or simply an expression of disappointment in the stu-
dent's behavior. At any rate, the teacher is inculcating in this situa~-
tion. l{erﬁaps this is because he or she believes that the enduring
values of human dignity or respect for the individual are essential for
the“survi‘val of democratic society. This reflects the widesiaread belief
that in order to insure continuity of culture, certain basic values must
be instilled in its mambers. |

A final rationale for inculcation is the notion that certain values
are universal and absolute.‘ Thus, one would not have to analyze or
clarify those values but merely commit oneself to them. The tradition-
al Western church concept of values as h‘aving ;heir gource in God would
be one example of this orientation. Some social studies educators, |
however, express a similar position. Oliver and Shaver {1966, p. 26), )
for instance, believe that cert.‘ai.n‘ values are nearly univergal‘

For us the most basic values of the [American] Creed,

as they relate to the function of the school in society,

are to be treated as more than psychological facts. They

describe certain potentially universal characteristics of

mah which, at least from our particular cultural frame of

raference, make him "human"--such as a quest for self-

respect, a sense of sympathy and love, a concern for fair-

ness and justice in his dealing with others. )

Teaching Methods and Instructional Model. Various models have been
used to inculcate values. One of the most widely used and most effec- -
tive methods is reinforcement. This process ‘might involve positive re-
inforcement, such as a teacher praising a student for behaving in ac-

cordance with a particular value, or negative reinforcement, such as

Q0021



a teacher punishing a student for hehaving contrary to a certain desir-
able value. It is extromly aitﬁcult, if not mpossible. for a teacher
to avoid using some form of reinforcement. otten‘marely a smile or a

‘ frown'will tend to reinforce certain values. But rainforcement'can also
be applied consciously and systematically, as in behavior\modificat1on.

A w;dely used behavior modification technique is to provide stgdents with
"tokens" such‘as food, pliy.monéy,aorfgrade‘points for ‘doing desirable
tasks like solving a math problem, remaining quiet for 20 minutes, or
helping another student. ‘

‘ Another extremely effective method of inculcating values is modellng.
- in which a particular person is. a model for desirable values that a teach-
er-mdght want the students to adopt. The teacher, simply by personifylng
whatever values ha or she holds, :is always a model for\some\values--for
\example,‘puhctuality~or lateness, enthusiasm for leafning or boredom.
Even if teachers attempt to be objective and conceal their values, they
become models for the values of objectivity and hiding one's values. .Ad- "
vocates of the new social studies have‘prged teachers to be examples of
inquiry learners and socially active citizens in order to encourage stu-
dents to adopt similar value orientations. Other students can also serve
as models of desirable values. Students assume model roles when a teach-
er asks an“ihdibiaual‘to read‘hié or;hgr‘"a" term paper or essay answer
to the class. In most cases the student's work is being singled out as

" an example to be followed by the rest of the class, instilling in other
students the desire to produce similar work and to receive similar rgcog-
nition. ‘ N )

Sowe. behavioral research has indicated that a combination” of rein-
forcement and modeling can be an effective way to inculcate values. Rl
Students observe a mqul (usually another\stuQent)~heing reinforced for
~ behaving~according‘£d amcortaih value., Studies have shown that if the
model is positively rainforded or rewarded, then the observers are morer

*Although not usually considered a values education program, some of
the procedures of behavior modification can be used to inculcate values.
Many manuals ‘have been developed to help teachers apply these techniques.
These include works by Sarason et al. (1972), Sarason and Sarason (1974),
Meacham and Wiesen (1969), Sulzer and Mayer (1972), and~ﬂhite and Smxth
\ 1972) .

**Por a discussion q! these educational studies see Woody (1969).

A
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1ikaly to behave similarly and, thus, to adopt that value. On the other
hand, if the model is ntqatively reinforced or punished, the cbaervers
are 10:: likily to behave that way and to ‘adopt the value underlying

that behayior (Sarascn and Sarason 1974, pp. €-7). In the classroom

this combination of roinforcement and “mduling often occurs naturany

and unwittingly. One example would bo a tnchor pta:l.sing a student for

doing -his or her hcmwork while other studentn look on. - It is hoped,

‘thexefors, that ather atudents will value doing their homuwork as well.

J\nothar exmph, which often occurs contrary to the intentions
the tncher, 13 the student who constantly makes wiucraeka in class N \~
causing other students, and sometimes the. tucher, to laugh. h:ls x'e-

' sponse not only reinforces that person's behaviox-. but frequently stimu-

lates other students to mimic the wisecrack hehavior. “Although some ‘
educators ™may intezpnt this' reaction mrely a8 imitntive, it can also :
be viewed as the adoption, however superficial, of one or more Values
associated with that bohavior—-values such as being a class clawn or
distracting other students and the teacher. ‘
Despite the possible negative consequences of the conbined rein-

- forcement and modeling technique, this ntrategy can be ~applied pm.pose—

fully "and systematically to inculcate whatever values ars deemed de-
sirable. !'or axunplo, in relation to oducational values, either a
thoughtful gquestioning of or an unbridled reapact for school author-.
it:y could be instilled in studants. ‘l'he choico depends upon' the values ‘
of the teachers and administrators of ‘the school. 5 . \

The methods described above. however powerful and ef!activa, are

' not foolproot ways of instilling values. To stay within t,ha scope of .

this work, the explanation of these t.chniques has been simplified.

. The effactive use of reinforcment and modeling is actually more com-
. plicated. Specific types of uwards md nch.dulu of nin!oxcemnt
‘are uignificmt factors that :I.nﬂuence the succals of efforts to change

»

bahavior and values. Purther, although anyone could serve as a model,

| experience has shown that models who are admired or :aspocted by the.

cbserver are most eff..etive. Some models should be similar to the ob-
server, othets dai !ferent. depending on the gsituation and the rationale
for mlnting the model. Before mplunenting these tochniques, the
raader is utg-d to use the sources cited in ﬂd.l section and in the

»
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bibliogxaphy. " . - .
In addition to veinforcement and modeling, many other techniqnes have

been nsed to inculcate values ;i.nto students. Fole phying and participation

in qme and simulations are effective ways to instill certain values. -
'These methods, .too, could be used to ;i.nculcwg any kind of values. Tradi-
tionally, the use of gnn has implicitly usuu-a the value:of competi-

tion.

- Recently, houever, ganes have baen eonlt:ucted that xeqnire players

to cooperate, and thus they inculcate tho value of cooperetion. .
Sope other inculcation uthods sean less ethical to many educators.
These inclqde nagging, J.ecturing, ptoviding :I.nccnplete or biased h\fom-
" tion, ‘!}Q omitting several alternatives. Some teachers, for examply, know-
ingly or unwittingly "guide” students to the right answers during a adis-.
: covery lesson . by making only certain evidence avanable. Although most \
teachers frown on these methods, they are often'used unconsciously but -

- nevertheless effectively.

Al ~ ~ » N

. M though most value inculcation occurs implicitly and often ur\zinten-‘[

\ tionally. a speciﬁ.c set of. procedures to help teachers apply this approach
explicxtly md purpoufuny can .be :I.denti!ied. ’.I.‘he authors have formulated
such an 1nstmctionn1 model by eonbining and edapeing a eystem of behavior
modification (Sulzer and Mayer 1972) with the taxonomy ot\ educational
objectives in the af!ect:ive domain’ (Krathwohl et al. 1964). This model is
presented be].ow as a ponihle quideline for implementing value inculca-
tion in a systematic manner. ‘

1)

2)

and parem:p) ' | ‘ !

) Detenine tha vnlue to be: inculceted--choon the value to be:

:I.mt.uled 1n the ntudentl (perhapl in cooperation with ntudents\

\

\; .
‘Identi the level of inumuut.ton duired--nhct the degree

of intemuintion that will be sought:
‘a)  RECEIVING = |
(1) Awareness--learner (or valuer) takes into account
. that a phenomencn exists o
{2) kwnlinﬂn to receive--learner is wi.ning to listen
to stimulus \ \
(3) ‘Controlled or selected ettention-leamer selects and
responds to . favored ntumu

-
-
3
e
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b) RESPONDING - - o
: -~learner complies with

A o - roquirements \ ‘
{2) wWillingness to respond--learner voluntears to ex-
" ‘ ! \ \ hibit an expected behaviox ‘
o (&) :Sat'hfac‘tion in res
\ \ ‘ sociated with pnijoymt
BT . 'c) VALUING
o | (1) Acceptance of ‘a value--learner's responsc shévgs 4

comistant identification with a class or phenomena

onse~-learner's reaction is as-
N r

(2) Prefersnce for a value--leamar nekl out a'partic-

»

ular value because he is comitted to it

‘ (3) Comitmnt--launer duphyl conviction or 1oya1ty
; - ’ . to a cause -
d) ORGANIZATION
(1) Conceptualization of a value--learner begins to relate T "
’ one value to other values by means of nnalys(is and i w
synthesis ' B
{(2) Organization of a value systam--learner begins to\
integrntn a complex of values into an ordared rela-
tionship ‘
_ e) CHARACTERIZATION BY A VALUE OR A VALUE COMPLEX ;
= . : Y ‘Gunouliud nt--loarnor orders the world around him \ ‘“
‘ " with A consistent and stable frame of reference D
B (2) Chuémriution--hamar formulates a codes of conduct
mq a valus system and they are eomplotoly intamalized
J) \ n/ bohavioul oal--spccify the bshavior and the level
SSNEG : . .of pexformance required to indicate attainment of the value
1 : at the jcular level of mumuzatiom this behavior
- o could bo in the 'form of an overt action (such as working for
“ 3 " a poli:tical candidate) or a certain response to an item on a:
a0, value or attitude questionnaire
- ) 01 ct an_ riate uﬂxod—-choou a p:oeoduro appropriate
- to the type of behavioral change desired:
N ) ) ;) Increase a behavior--positive reinforcement, provision .

of a model, removal of interfering conditions, games and

- - . ) . 1] ) . R Y
A N
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ntmulation. ‘role playing
_b) Teach a new behaviox-—shaping, chaining, response differen-
tiation, games "and simulation, role playing
. ¢) Maintain ; bahavior--one-or‘nore»of several schedules of
intermittent xuin!orcenent
d) Reduce or eliminate undesirable hahavior——thhdrawal of
. reinforcement, puninhnnnt. stimulus change
\5) Implemant the method:
a) Determine the ban.lino‘by~hennnring the dependent bahavior
! : {the behavior‘tﬁtt is. to be chang&é) before‘applying the
‘ inculcation method ‘ ‘
b) Apply the method and measure and record the change
c) Conduct a proba to determine what factor was résponsible |
for the behavioral change by not applying the behavioral
procedures for several days
d) Reapply the behavioral procedures
«) Maintain the bohavioral chlnge
6) Graph and ccuummicath the renults--collate ‘the recorded data,
graph the data, make inferences concerning internalization of
values, and comnunicate the results fo nppropriata\petsons. ‘
This instructional model for inculcating values is very rigorous and
detailed. Although taachers may not bes able to apply it fully, they may
£ind it a useful guidc for influencing the developmant of certain values
in students. Gonoxally.\houevur. most inculcation occurring in the achdols
noday does not. Il thu*totiawtnq nctivity illustrates, slosely follow evnry
step of this model. ‘
Illustrative Learning Activity. This activity has been adapted from
. a lesson in the Analysis of Public Issues Program {(Shaver and Larkins 1973.
pp. 349-53). , o
Ms. Scott's l2th-grade social studies class has just read an article
about Vince Lombardi, late coach of the Green Bay Packers. Tha‘passaée

stresses how deeply Lombardi valuié winning and xaspect for iuthority.

The article also provides some indication that the Packer coach also valued
human dignity. Ms. Scott has chosen the article as a way to stimulate
ltudentg into thinking rationally about the possible conflict between
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. valuing winning and respect for authority, on the one hand, and human -
life ana compassion on thn~otﬁor‘ {BY choosing and using the article

@ ;9; gﬁiag?nrpcne she is already inculcating a value held by‘mmhy social
o studias educatora--the value of rationally examining value conflicts.)

During the ﬂincuaaion of the article, Ms. Scott asks the class which
of the two sets of values they believe to be most important. In order

to provoke rigorous thidking, she is prepared to challenge with contrary

\;‘\\p propositionn'students ﬁho ﬂaka\hitﬁéx position. Thus, when several stu-
dents affirm that human life and compassion are most important, she
poaes the idea that if the Allied solciers had refused to obey the
military command and had not killed any of the Germans'during Werﬂ war
I1 (thereby upholding human life and compa:sion 1nsteaé\\f~wictory and

. respect for authority) Hitler might have subjugated half of the world.
Students are encpdrgaéd to test the validity of that prngos;taon and to
ré-gxamine {although not necessarily change) their positions,

Several students then contéﬁd that winning and reapac% for author-
ity are more\mmportant; To‘couﬁter this position, Ms. Scott shows a
slide depicting the starving children of Biafra. She then interprets
by étaﬁing that thoge chilaren auffarad‘and died from malnutrition be-
cause the soldiers and leaders of Biafra and Nigeria were committed to

.fighting the war to‘the end. Thia{ she points:out, is an example of what

. can occur when winning and respect for authbrity are more highly valued

. T than‘human life and compassion. -

. L ‘M8, Scott did use logical propositions to question both value posi-
tions. By using the dramatic slide for the second proposition and by
interpreting it for the students. however, she has unwittingly shovn
the former values in a less favorable light than the latter. She has,
howeyer unintentionally, interjected elements of inculcation into a
basically analytical approach.

Materials and Prqgr;ms;‘ Inculcation, especially that accomplished

through reinforcement and modeling, is the one values education approach
that to some extent or anofhgr is embodied in all materials and programs
_and is used, consciously or unconsciously, by all teachers. Usually,
however, the procedures are not nearly as rigorous as those presented

in the model.

The extent to which certain materials and programs have as their

Ly -\ib\ oo a
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goal the inculcation of values varies greatly. Many programs established
ry individual school districts in the 1950s and early 1960s were develioped
vo instill by means of identification and socialization certiin "corruect”
values. Pasadena City Schools (1957) develuped a program to teach roral
and spiritual values in this manner. A more recent example iy ai effort
by the Los Angeles City Schools {1966). Love, respect for law and order,
reverence, justice, integrity, and resporsibility were freguently amonu
the "correct" values. Current school district curriculum guides still
contain lofty statements concerning the development of values such as godod
citizenship, hunan dignity, and respezt for the country. Most often,
however, systematic procedures for attaining these goals are not provided.
Sume recent materials and programs, such as the Human Values Series (Steck-
Vaughn) and Building Better Bridges with Ben (Sunny Enterprises) are de-
signed primarily to instill certain values into students. The former usies
eight values {wealth, rectitude, well~being, and so forth) established by
Lasswell and Rucker (ir. Rucker et al. 1969) as the desired values. The
latter uses 12 of Ben Franklin's 13 virtues as the valuves to inculcate in
students.

In other materials the inculcation of certain values i1s one of vari-
ous educational ohjectives. Most of the innovative social sgndien mater=
ials, such as the Social Science laboratory Units {(SRA), Public Issuex
Series {(Xerox), and \he Holt Social Studies Curriculum (Holt, Rirehart
and winston), in addition to having other cognitive goals, attempt to
inculcate the values of rational thinking; discussion, and scientifio an-
vestigation. Even programs like Values Clarification (Hart 1972) and
values in Action [Holt, Rinehart and Winston), which purpordt to deal
primarily with the process of valuing, also irculcate certain valuw®n
such as awareness of emotions, self-actualization, ratlional cholce
making, and purposeful behavior. Thus, regardiess cof the claims made
py Aevelopers, every set oI materials and every progran in valueg cdacas

tion either implicitly or explicitly instills certain values.

Moral Development

Rationale and Purpose. The moral reasoning approach Lo values

education attempts to stimulate students to develop more compleX moral

reasoning patterns through successive and seguential stages. Proponents

»
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et this appruach 4o not use the term valuine and do not define the term

H

vdaues. The emnjhasis on reasoning and thinking, however, indicates that
values are cunceived to be cognitive moral belaefs or coneepts.  Thin
approach focusey exclusively on moral values, such as fairness, justice,
~quality, and hurman dignity. Other types of values !secial, pers nal,
and aesthet:c} are nct .onsidered.

Rohlberyg's {1%t&, 1972} thecry of moral developrent 1s the one poo d %
frequently used tu provide a rationale for this ajproach. Expandinbu un
Piraget’s (196} clinical studies of moral juduyment in children and con-
ducting hls own extensive, cross-cultural research, Kohlberg has for-
nuleted a three-jevel, six-stage rhecry ol the development of moral rea-
sohlng (Kohlberqg 1972, pp. 11-12):

PRECONVENTIUNAL LEVEL--At tlas level the child 1s respon-
sive to suchk rules and labels as jood or bad and right

ox wrong. lie interprets these labels in purely physical
or hedonistic terms: If he 1. bad, he is punished; 1f

he 1s good, he 1s rewarded. He also interprets the labels
tn terms ot the physical power of those who snunciate
them-parents, teachers and other adults. The level
comprises the following two stages:

Stage 1: punishment and obedience orientation.
The physical conseguances of action delermine its
Sondness ol bLadness rsgardiess o the human rean-
1ng oy value of these conseguences. Avoldance

of puriishment and unguestioning deference to power
are valaed in theiy own right, nnt in terms ob
respect for an underlying moral order supported

by punishment and authority, the latter being
stage 4.

~

frage 27 in "rumental relativist orientation.
Right action consists of that which instrumental-
ly satisfies one'’s own needs and occasionally the
needs of others. Human relations are viewed in
teyms similar to those of the marketplace.
Flements of falrness, of reciprocity and equal
sharing are present, but they aru always inter-
preted in gy ragmatic way.  Recij rocity is a
mattvr of "you scratch wmy hack and 1'11 sorated,
yoeuars, " onot of loyalty, uyratituade or Jurtace.

*Rnaently, however, a colleague of Yohlbhera, kobert Selman, b
postalated o theory of social reasoning (Mierspeotive takana™)y o oaae b
developed arricalum materials to nelp stadents jrosrens throosh §ou
stayus of social development (Selman et ad. 1974y,

O
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CONVENTIONAL LEVEL--At this level maintaining the expectations
of the individual's family, group or nation is perceived as
valuable in its own right, regardless of immediate and obvious
consequences. The attitude is one not only of conformity to
the social or?er but-of loyalty to .t, of actively maintain-
ing, supporting and justifying the order, and of identifying
with the persons or group involved in it. This level comprises
the following two stages:

Stage 3: interpersonal concordance or “good boy-nice
girl" orientation. Good behavior is that which pleases
or helps others and is approved by them. There is much
conformity to stereotypical images of what is majority
or "natural” behavior. Behavior is freguently judged
by intention: "He means well® becomes important, and
one earns approval by "being nice."

Stage 4: "law and order" orientation. Authority,

fixed rules and the maintenance of the social order are
valued. Right behavior consists of doing one's duty,
showing respect for authority and maintaining the social
order for its own sake.

POSTCONVENTIONAL LEVEL--At this level there is a clear effort
to reach a personal definition of moral values--to define
principles that have validity and application apart from the
authority of groups or persons and apart from the individual's
own identification with these groups. This level again has
two stages:

Stage 5: social-contract legalistic orientation.
Generally, this stage has utilitarian overtones. Right
action tends to be defined in terms of general individual
tights and in terms of standards that have basen critically
examined and agreed upon by the whole society. There is
a clear awareness of the importance of personal values
and opinions and a corresponding smphasis on procedural
rules for reaching consensus. Other than that which is
constitutionally and democratically agreed upon, right
is a matter of personal values and opinion. The result
is an emphasis both upan the "legal point of view" and
upon the possibility of making rational and socially
desirable changes in the law, rather than freezing it

as in "law and order" stage 4. Outside the lagal realm,
frce agreament is the binding slement of obligation.

This is the "official”™ morality of the U.S. government
and the Copstitution. . %

Stage 6: universal ethical-principle ozientation.
Right is defined by the conscience in accord with self-
chosen ethical principles, which in turn are based on
logical comprehensiveness, universality and consistancy.
These principles are abstract and sthical (ths golden

‘ E’;E’,.f
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rule, the categorical imperative); they are not concrete
moral rules like the Ten Commandments. At heart, these
are universal principles of justice, of the reciprocity
and equality of human riyghts, and of respect for the
dignity of human beings as individual rersons.*

Kohlberg has identified 25 "basic moral concepts” that nhe uses as
the foundations for formulatinyg hyporhetical moral dilemwmas rosed to
research subjects. Xohlberg's explicatic: of how o child at ~ach stage
would define ovne of these concepts {Lthe "value ol human life”) vlarifies
tl & Jdifference:n among his siax stages {Kohiberg 1966, p).. 8-9):

Stage 1l: The value of » human life iu confused with

the value o. physical objects and is based on the
social status or physical attributes of its possessor.

Stage 2: The value of a human life is seen as instru-
mental to the satisfaction of the needs of its possessors
or of other persons.

Stage 3: The value of a human life is based on the
empathy and affection of family members and others
towards its possessor.

Stage 4: Life is conceived as sacred in terms ol its
place in a categorical moral or religious order of
rights and duties.

Stage 5: Life is valued both in terms of its relation
to community welfare and in terms of life being a
universal human right.

Stage 6: Belief in\the sacredness of human life as
representiny a universal human value of respect for
the individual.

Several other theorists, such as Bull {1969) and Perry (1970), have
posited similar schcmes of moral development. These, however, have not
been appiied as directly to education as has'Kohlberg's theory, and they
will not be considered here. Morxeover, regardless of the specific
differences among these theorists, they share with Kohlberg several
common beliefs about the nature of moral development:

1) There _xist structural bases within each person which determmine

how he or she will perceive a value.

*From "Understanding the Hidden Curriculum," by Lawrence Kohlberyg
with Phillip Whitten. Reprinted by permission from Learning, The Magazine
for Creative Teaching, December 1972. (€)1972 by Fducation Today Company,
Inc,
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2) These bases develop in a sequential series of stages. No stage
may be skipped.

3) Some persons go faster and farther through the stages than others.

4) Movement from stage to stage is a long-term process and is not
automatic.

5) The generxal direction of this movement is from no moraliéy to
social morality to autonomous morality. )

6) All persons in all cultures develop through these stages.

7) Moral reasoning is related to moral behavior.¥

In addition to these beliefz. Kohlberg contends that students can compre-
hend reasoning patterns one stage below and one stage aboye their own
level and that exposure to the next stage of moral raasoﬂing is essential
for enhancing moral development. Furthermore, Kohlberg contends that
movement from one stage to another involves not instilling an external
value (as in inculcation) but encouraging the formation of value patterns
toward which the students are already tending (Kohlberg 1966, p. 19).

The view of human nature reflected in the rationale for this approach
seems to be similar to that manifested in the ideas of Erikson, Loevinger,
and other developmental psychologists.** 1In contrast to the inculcation
approach, the moral development approach views the person as an actave

initiator. The individual cannot fully change the environment, but

*Some of these contentions are disputed by other psychologists,
especially those of a nondevelopmental orientation. Specifically, con-
tentions 6 and 7 are the most controversial, but 2 has also been
criticized as too rigid.

**These theorists postulate that human growth orcurs in sequential
stages of development. some psychologists have attempted to formulate
developmental theories of the entire personality. Such theorists are
usually termed ego development theorists. Sullivan, et al. (1957) and
Loevinger et al. (1970) are examples. Other developmental psychologists
seem to have concentrated on specific aspects of human growth: Piaget
(Ihhelder and Piaget 1958)--intellectual development; Erikson (1950) --
psycho-cexual development; Harvey, Hunt, and Schroder (1961)~--conceptual
development; and Peck and Havighurst (1960)=~-character development.
Those theorists who have concentrated on value development have been
called moral development theorists, and these include McDougall (1908) ,
Piaget (1962), Kohlberg (1966), and Perry i{l1l970).
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neither can the environment fully mold the individual. The actions of

a person are the result of one's feelings, thoughts, behaviors, and
‘experiences. Although the environment can detarmine the coatent of one's
experiences, it cannot deiermine its form. Genetic structures already
inside the person are primarily responsibie for the way in which a
person interxnalizes that content, and oryanizes and transforms it into’\

personally meaningful data.

Teaching Methods and Instructional Model. The technique most

characteristic of the moral development approach is‘to;pxesent a hypo-
thetical or factual value dilemma story which is then discussed in
small groups. Through a short reading, filmstrip, or film, students
are presented with a story involving one or more characters confronted
with a moral dilemma. Students are urged to state a position on what
the person in the story should do, to provide reasons for this position,
‘ and to discuss these reasons with others. Kohlberg's research indicates
that exposing students to higher levels of reasoning through group
discussion stimulates them to reach the next stage of moral development.

Galbraith and Jones (1974) have experimented with many moxral
dilemma exercises in the classroom as part of a project at Carnegie-
Mellon University designed to develop a training manual to help teachers
implemert Kohlberg's ideas. They have concluded that three variables
are crucial to an effective group discussion of a moral dilemma, and
thus, to the entancement of moral development in students. These are
(1) a moral dilemma that presents "a real conflict for the central
character,” includes "a number of moral issues for consideration,” and
"generates differences of opinion among students about the appropriate
response to the situation"; (2) "a leader who can help to focus the
discussion on moral reasoning"; and (3) "a classroom climate which
encourages students to express their moral reasoning freely" (Galbraith
and Jones 1374, pp. 6-7). \

A sequential instructional model to help teachers use this approach
to values education has also been formulated in the Carnegie-Mellon
project. The version bresented‘below has been adapted from Galbraith
and Jones (1974, pp. 11-15):

:» 00033
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- 1) Confronting a moral dilemma

a) introduce the dilemma ‘
b) help students to define the terms used in the dilemma
c) state the naturs of th. dilemma
2) $Stating a position on the origgnal or alternative dilemma
a) help students establish their individual positions on the
action .

b) establish the class response to the position on the action
{if there is not enough conflict, introduce an alternative
di]lemma) ‘

¢) help students establish the reasons for their individual
pr  tlons

3) Testing the reasoning for a position on the moral dilemma

a) select an appropriate strategy for grouping the students
s {small groups consisting of students who agree on the

action but for different rsasons or small groups of
students who d& not agres on the action)

b) help students axamine individual reasons with the group
or class

c) ask probe guestions to elicit additional reasoning about
the moral problem or a similar one or that focus on a
particular issue involved in the dilemma )

d) examine reasons as thé& relate to the probe questions

4) Reflecting on the reasoning

a) ask stuaents to sumnarize the different reasons which
they have heard

b) encourage the students to choose the reason which they
feel represents the best response to the moral dilemma

¢) ask students if they believe there is a best answer for
this problem

d) add any additional reasoning which did not occur from
student discussions; these should be added not as the

"best" reasons but as additional reasons to ponder
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Illustrative Learning Activity. This activity has been adapted
and condensed from Galbraith and Jones (1974, Pp. 6-8). The teacher

hands out a short reading sntitled "Helga's Dilemma" and introduces it
in such a way that it relates to recent classwork. The students read
the passage.

HELGA 'S DILEMMA

Helga and Rachel had grown up together. They were
best friends despite the fact that Helga's family was
Christian and Rachel's was Jewish. For many years,
this religious difference didn't seem to matter much
in Garmany, but after Hitler seized power, the situation
changed. Hitler required Jews to wear ammbands with
the Star of David on them. He began to encourage his
followers to destroy the property of Jewish people and
to beat them on the street. Finally, he began to arrest -
Jews and devort them. Rumors went around the city that
many Jews were being killed. Hiding Jews for whom the
Gestapo (Hitler's secret police) was looking was a
serious crime and violated a law of the German govern=
ment. ’

., One night Helga heard a knock at the door. Wwhen:

" she opened it, she found Rachel on the step huddled in
a dark coat. Quickly Rachel stepped inside. She had
been to a meeting, she said, and when she returned
home, she had found Gestapo members all around her
house. Her parents and brothers had already been
taken away. Knowing her fate if the Gestapo caught
her, Rachazl ran to her old friend's house.

Now what should Helga do? If she turned Rachel
away, the Gestapo would eventually find her. Helga
knew that most of the Jews who were sent away had been
killed, and she didn't want her best friend to share
that fate. But hiding the Jews broke the law. Helga
would risk her own security and that of her family
if she tried to hide Rachel. EBEut she had a tiny room
behind the chimney on the third floor where Rachel
might be safe.

. Question: Should Helga hide Rachel?
The teacher helps students to define terms that might need expla-
nation. Then he or she helps the class to establish the nature of the

dilemma (Should Helga hide her long-time Jewish friend, Rachel, from
the Nazi Gestapo or turn her away?). The students are then asked what

¥
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Helga should do and why. Some may believe Helga should hide her friend, ‘
others may believe sho should turn Rachel over to the Gestapo. Students
may also disagres abom: the Yeasons, whua agreeing about the action.
For exarpls, one student might baslisve that Helga should tell the Nazis
because she might get into trouble if sae doesn't {this is Stage 2
reasoning) . Another might support the same action h&cguse Helga has an
obligation to protect her family (Stage 3) or to obey the laws of the
government (Stage 4).

The teacher then divides the class into aeveral di.scussion groups,
each composed of members who agree on Helga's action but disagree on the
reasons. The teacher moves from group to group to facilitate discussion
and to keep the focus on woral reasoning rathexr than on less important
details. In order to do this, the teacher might propose alternative
dilemmas (for example, suppose Helga had only met Rachel once and did not
kxnow her well; what should she do then?) or pose other probe questions
such as, Should a person sver risk the welfare of relatives for the
velfare of friends? Why? Through discussion and reflection students are
ancouraged to express a reascnable valus position rather than to come to
a consensus by adopting other points of view. "When a good moxal discus-
sion class ends," wrote Galbraith and Jones {1974, P 15), "students \
should feel that it is incomplete. They should leave the classroom still
wondering about the best ire‘ap;mse to a difficult moral problem.” \

" This Qaw‘le lesson has been condensed for the purposes of illustra-
tion. .[Educators interested in using the moral development approach
should consult materials cited in the next section or review the work
produced at Carnegie-Mellon, where lesson plans have been develéped that
include various moral dilemmas; "a list of instructions for presenting
the ¢..ginal dilemma; a series of alternative dilemmas to use in case the
original dilemma fails to promote controversy; and a list of probe ques-
tions® (Galbraith and Jones 1974, p. 8). | |

Materials and Programs.  Efforts to implement the moral development
approach to values education began as part of several research studies by
Blatt (1969). His original curriculum, used in Sunday schools and public
high schools, consisted o’f a battery of written moral dilemmas and a fféw ;
probe questions to stimulata thought. Recent curriculum developmant in
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this area has proﬂucad‘more~effect§ve'nsa of other media, including
films;\filmatrips, ané xeedrdpﬁ The approach has also been implemented
‘at the elementary level and in some prison education programs as well
(Hickey 1974). In addition to the Carnegie-Mellon piojegtfmaterials,
moral dilemmas have been incorporated into the revised -editioh of the
Holt Social Studies~Cuxri&h1um,‘ ‘

. A concise review of other materials and programs based on Kohlberg's
theory of moral reasoning is presented by Rest (1974, pp. 250-51):

Xohlbexg. and his students have made a nunber of additional
innovations which have extended the original program
ideas and materials: (1) A moral education course for
college undergraduates included not only the discussion-
of-dilemmas format but also readings and discussions of
classic moral philosophers (Boyd 1973), thus extending
the resources available in the curriculum. *(2) Kohlbery
and Selman consulted with Guidance Associates (1972) in
making a set of filmstrip-records that depict moral dilemmas
for discussion by young elementary school subjects. The
color pictures and accompanying sound track artfully
dramatize moral dilemmas to interest and provoke discus-
sion among youngsters. (3) Lockwood (1972) has prepared
a booklet, Moral Reasoning--the Value of Life, as part
of a social studies series developed by Oliver and Newmann
(OIiver‘&~§Q;v‘r. 1966) . The booklet is especially
interesting™or integrating Kohlberg materials with the
format developad by Oliver and Newmann. Instead of para-
graph-long dilemmas {characteristic of the Blatt studies),
a more extended presentation of actual documented cases
is used to set up discussion (for instance a discussion
of Bonhoeffer's camplicity in the plot to kill Hitler,
Calley and My Lai, etc.). Historical, legal, and socio-
logical background is provided to enrich and deepen the
discussion. And the discussion guides help to analyze
the formal aspects of discussion along the lines suggested
by Oliver and Shaver (1966). (4) The Moral Education
Project of the Ontario Institute for Studies in Education
is an ongoing research and development project for cur-~
riculum materials, teaching methods, teacher training,
and theory elaboration. This ambitious, broad-gauge
enterprise has set up moral education programs in
elementary and high schools in Canada and has published
books containing many practical suggestions and possible
topics and materials for moral education (Beck, ‘1971, ‘ *
. 1972; Beck, Crittenden & Sullivan, 1971). )

The moral development approach has been a difficult one to apply to

the classroom for several reasons. First, the theory uﬁon vhich it is

3
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based is somewhat complex. Second, a teacher must be very skillful at
facilitating gfoup discussions and at observing and interpreting
individual student responses. Third, the procedure for determining
growth in moral reasoning is complicated and time consuming to apply.
These obstacles, howevar, have become less important in recent years
with the pnbliﬁagion of a manual for asseasing the moral reasoning of
students (Ontario Institutd for Studies in Education 1972) and the work
of t§a~Carnegiu-Mnllon values sducation project.

Analysis

Rationale and Purpose. The purpose of the apalysis approach is to

help students use logical thinking and scientific invésﬁigation proce-
dureé in dealing with value issues. Like moral development, this approach
also emphasizes rationality. Students are urged to provide rational
justification‘for their value positions. Values are considered verifiable
facts about the gtodness or worth of phenomena. Valuing i3 the cognitive
process of determining and justifying those facts. Unlike the moral
development approach, value analysis concentrates primarily on social
value issues rather than on personal moral dilemmas. Thus, the process
of valuing can and should be, according to proponents of this approach,*
conducted under the "total authority of facts and reason" (Scriven 1966,‘
p. 232) and “guided not by the dictates of heart and coﬁécience, but by
the rules and procedures of logic" (Bond 1970, p. 8l).

The human being, viewed from this perspective, is a rational actor
in the world who can attain the highest good by subordinating feelings
and passions to logic and the scientific method, thereby resolving value
jssues according to reason and science. The philosophical basis for the

analysis approach, therefore, seems to be a fusion of the rationalist

*The rationale for the analysis approach to values education relates
directly to the ideas of a group of philosophers, known as axiologists,
who engage in the objective study of ethics and morality. These axiolo-
gists include Moore (1929), Toulmin (1950), Lewis (1962), Blackham (1968),
and Scriven (1966). Other value theorists who have postulated similar
views of valuing are R. B. Perry (1954), Pepper (1947, 1958), and Handy
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and empiricist views of human nature.® o

Teaching Methods and Instructional Model. The teaching methods most
frequently used in the anaiysia approach to values education are individ-
ual and group study of social value problems and issues, library and
field research, and rational class discusaions {seminar and Socratic
style) . These techniques axe common to social studies instruction and
should need no further explanatiogz Intellectual operations frequently
used in value analysis include stating the issues, gquestioning or
substantiating the relevance of statements, applying analogous cases to
qualify and refine value positions, pointing out logical and empiiical
inconsistencies in argunents, weighing counterarguments, and seeking
and testing evidence {Newmann and Oliver 1970, pp. 293-96).

Many analytical instructional models for teaching values in tne
social studies classroom have been developed. These include the
npaflactive value analysis” model of Hunt and Metcalf (1968, p. 134),
the "Columbia Associates” model described and applied by Massialas and
cox (1966, p. 163), the “jurilprudontia1"=m0601 advocated and applied
by Oliver and Shaver (1966, pp. 126=-30), the "value inquixy" model
outlined by Banks (1973, pp. 459-66) ., and the “identifying values model”
of Taba (Fraenkel 1973, p. 23%). Michaelis (1972) has identified a
value analysis model that is a synthesis of the elements common to those
valuing models. Scme of these models contaln aspects reflecting other
approaches to values education. Banks' modil attempts to incorporate
some aspects o£~§he clarification model. All of these models, however,
fundamentally embody the analysis approach to values education, with
its emphasis on logical thinking and scientific inquiry.

mhe model that most clearly reflects this approach is that
described in the 4lst NCSS Yearbook {Metcalf 1971, pp. 29-55). It is
sunmarized below as one possible guide to implementing the value analysis

approacht

*This concept of human nature is shared by several cognitively
oriented psychotherapists. Ellis' (196%z) rational-emotive therapy
stresses that a person must merely restructure his or her thinking
rationally in order to establish rational behavior patterns. Kelly
{1955) stressed the need to test one's "personal constructs” {values)
empirically and experimentally.
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ion--~identify and call
attention to ﬁhe nesd to identify.the~quostion that is giving
rise to discussion about a value issue; clarify that question by
defining' teyms, by specifying the point of view from which the
evaluation is to be made, and by specifying the value object to
be judged

Assembling 2ngg9rtad facts~-help students to gather and organize
facts relavant to making a value judgment by insuring that

Identifying and clarifying the yalue quest

a) value assertions are not mistakenly assembled as part of the
body of rolovant‘!a?t:

b) a fairly wide range of facta relevant to judging the value
object in question is asgsembled

c) fact-gathering is carried out in such a way as not to overwhelm
students with the complexity of factual material ‘

Assessing the truth of purported facts~-encourage students to

assess the truth of purported factual assertions by finding

supporting evidence and by assessing the sourcé of the purported
fact (Who said this is the case? Why should we believe what this
pcxnén says?)

Clayifying the relsvance of facts--help students to clarify the

ra.evance of the facts by encouraging them to inaure that:

a) the facts are about the value object in gquestion

b) the svaluator {(student) has criteria {bases) which give the ;
facts a boaitiva or negative valence (desirable or undesixablé
rating) fxom the point of view of the value judgment being made

Arriving‘at‘a tentative value decision--encourage the student to

decide or choose tentatively the answer to the value question

Testing the value gxlncigle implied in the decision--help students

to test the value principle implied in thair decision for accepta-

bility in any of four ways:

a) "new cases test"--formulate the value principle explicitly,
imagine other situations in which it would logically apply,
and decide if one can accept its application in these aituations
b) "subsumption test"--formulate the value principle explicitly .
and assemble facts (evidence) that show that the value princ:n.p]m..,..Ik

e . .
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is a case of some more general value prinéible that the
evaluator. accepts
¢) "role exchange test"--imaginatively exchange roles with
aomeons elase affected by the application of the value
principle and consider whather or not ha/she can atiil
accept the principle as it applias to him/her in this role
\ ‘ d) "universal consequences test"--imagine what the consequences
would be if everyone in similar circumstances were to engage
in the action being evaluated and consider whether ox not’
one can accept these conseénences - ‘ :
Illustrative Learning Activity. Presented here is an Evidence Card .

) activity which is designed primarily to aid in assessipg the relevance of
purported facts (Step 4 in the‘instrucgional analysis model). This
ilustration has been adapted from Metcalf (1971, pp. 50-54).
Froblem: Some students are trying to decide whether or not “"welfaxe
is a good thing." ‘ \
Procedures prior to evidence card: By asking ivading questions the
teacher helps the students to identify and clarify the
value question--Is it unrally wron3 for poor peopie to be
supported by public funds through welfare programs? The:
value dbject is specified to be "welfare programs” and the
point of view is "moral." The students then assemblg and’ "'/;J
assess the truth of purported facts. An "evidence caxd"
is then used to help determine the relevance of the facts.
The simplest form of an evidence card would contain the student's
value judgment, his or her fact about the object being evaluated, and the
criterion the student has formulated to test .the relevancy of the fact.
A simple form of the evidence card is presented in Figure 1. The example
in the figure is based on the dilemma discussed above.

Figure 1. Simple Form'éf‘Evidence Card

value judgment: Relief is moxally wrong.
Fact: Relief gives money to people who haven't earned it.
Criterion: Practices that give money to people who haven't

earned it are morally wrong.
'\
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The next step is to add a column at the right side of the card to

indicate the point of view. In the example described above, the moral

point of view is the appropriate one, as indicated in Figure 2.

Figure 2. Simple Form of Evidpnce‘tard‘with Point of View

Point of View

value judgment: Relief is morally wrong. Moral
_———— { Fact: Relief gives money to people who
"1 . haven't earned it.
; ‘criteiion: Practices that give monzy to Moral
. ! ) people who haven't earned it

are morally wrong. -

The next step is to place the specific evidence or backing for the
fact on the back of the evidence card. There will often be evidence
contrary to the fact, and this can also be included. Figure 3 shows this
stép in the development. Note that the contrary statement brings up the

question of what it means to "earn" money.

Back of Evidence Card, with Backing and
Contrary Evidence for Fact

Figure 3.

Negative)

== 7| people on relief in Detroit

receive $175 per month and
have no jobs.

Some people on relief work
hard even though they don't

People on relief in Chicago
get $200 a month and do not
have jobs.

Finally, the reasons for and against believing the criterion are
placed on the back of the evidence card.fbelow:the:backing for the fact.
Examples of such reasons are given in Figure 4. Tﬁeae are, of course,
only examples, and the reader may supply his or her own reasons for this

- : ., case.
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Figure 4. Back of Evidence Card, with Backing and Contrary Evidence
for the Facts, and Reasons for and against the Criterion

Backing (Positive) Contra. Negative

People on relief in Detroit Some pepple on relief work hard
receive $175 a month and have] even though they do not have jobs.
no jobs.

People on relief in Chicago
get $200 a month and do not
have jobs.

Reasons for believing
criterion

Reasons for not believing
eriterion

Such practices lower a
person's dignity and
self~sstean.

It can't be morally wrony to raise
people's standards of living when
they are victims of a system over
which they have no control.

Such practices keep a
person from trying to
improve himself or
herself.

e o i e e s ot i et s i i o et O s G A Al O o i o

Students are then encouraged to weigh this evidence and to make a
tentative value decision. Several students might, for example, decide
that the evidence supports the criterion--"Practices that give money to
people who have not worked for it are morally wrong." Thus, they would
conclude that welfare programs are morally -wrong.

The teacher next urges the students to test the criterion for their
judgments in any of several ways. In order to apply the "new cases
test," for instance, the teacher might say: "Some people inherit large
amounts of money. They have not worked for it. 1s this morally Qionq
for them to accept the money?" This should stimulate the students to
re-evaluate and refine their criteria and/or judgment.

Materials and Progrdms, The analysie approach to values aducation

is the one most widely advocated by social science educators and most

frequently embodied in the materials of the new social studies. Nearly

L
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all of the major social studies methods teXt: support a rational-
analytical approach to value issves, as the instructional models discussed
above indicate. Several of the models have been used to devise social
studies materials with an emphasis on values education. Oliver and
Shaver's "jurisprudential model” has, in one form or another, been the
basis of the values component of The Public Issues Series {Xerox) and the
Analysis of Fublic Issues Program {Houghton-Mifflin). The Taba model has
been incorporated into the Taba Social Studies Curriculum {Addison-Wesley).
Other programs that emphasize rational analysis of social value issues
include The Social Sciences: Concepts and Values (Harcourxt-Brace), Values
and Decisions Saries (Xerox), and American Values Series (Hayden).

The Value Analysis Capability Developnent Project at the Universaty
of Utah has in the past three years been engaged in developing programed
learning materials and a teacher's handbook to apply the "analysis" model
first published in the 4lst NCSS Yearbook {(Metcalf 1871) and outlined above.
Under the direction of Milton Meux, this project is now in the process of
disseminating its materials (Meux ot al. 1974; Evans et al. 1974).

Although some social studies educators seem to be influenced by other
approaches, such as moral reasoning and clarification, most remain firmly
committed to the analysis approach as the most appropriate way to deal

with values in the social studies classroom.

Clarid cation

Rationale and Purpose. The central focus of clarification is to help

students use both rational thinking and emotional awareness to examine
personal behavior patterns and to clarify and actualize thelr values.
Students are enccuraged to identify and become aware of their own values
and the interrelationship among values, to uncover and resolve personal
value conflicts, to share their values with others, and to act according
to their own value choices. Valuing, according to proponents of this
approach, is a process of self-actualization involving the subprocesses
of choosing freely from among alternatives, reflecting carefully on the
conseguences of those alternatives, and prizing, affirming, and acting

upon one's choices. Values are considered the results of these
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subprocesses. This specific value conception was developed by Raths

et al. (1966), although various “humanistic psychologists" have also
propounded similar ideas about the nature of values and valuing.*
Whereas the inculcation approach relies generally on outside influences
and the analysis approach relies on logical and empirical processes,
the clarification approach relies on the wisdom of the whole human
organismﬁio decide which values are positive and which are negative.
Moustakas (1966, p. 11) described the process of value development

from. a clarification perspective:

The individual, being free to be, makes choices and deci-~
sions affected by willing, feeling, thinking, and intending.
Through self-awareness, the person enters situations already
pointed or set in cerxtain directions. Later the experience
of the individual in making choices is often based on COnscious,
self-determined thought and feeling. The making of choices, as
a free being, which can be confirmed or denied in experience,
is a preliminary step in the creation of values. Choices which
confirm being and lead to enriching and expanding self-awareness,
choices which deepen experience and lead to new experience,
choices which challenge unigueness and talent and lead to
actualizations, enable the person to eatablish further his own
identity. Ultimately those choices which confirm life and
enable the individual to become what he can be are chosen as
values. As long as the flow of real life is affirmed, then
further life is facilitated. Increasingly, through a process
which includes freedom, will, intention, desire, choice,
confirmation and responsibility, the individual is growing and
expanding in authentic ways; the individual is creating new
awareneases and values; the individual is coming to be what he
can be in the light of cpportunities and resources outside and
potentialities and challenges inside.

Thus, within the clarification framework, a person is an initiator
of interaction with society and the environment. Internal rather than
external factors are seen as the prime determinants of human behavior.
The individual is free to change the environment tc meet his or her
needs. In order to achieve this, however, a person must use all of his
or her resources--including rational and emotional processes, conscious

and unconscious feelings, and mind an:! body functions.**

*The other major clarification theorists are Maslow (1970), Rogers
{1969), and Moustakas (1966). Allport (1955), Murphy (1958), and Asch
(1652) have also expressed views closely related to this conception of
valuing. .

**Maslow (19€2), R - .+ (1961), and Fromm (1947) are among the
psychologists who pos: - rlar views of human nature.
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Teaching Methods and Instructional Model. <Clarification, more than

any other values education approach, utilizes a wide range of methods and
techniques. This has occurred largely because Simon, the leading advocate
of clarification, and his associates have concentrated their efforfs on
developing and usinﬁ‘naw “valuing strategies."” These methods include
large- and small-group discussion, individual and group work, hypothetical,
contrived, and real dilemmas, rank orders and forced choices, sensitivity
and listening techniques, songs and artwork, games and simulations, and
journals and interviews.

The technique that best exemplifies and is the most characteristic of
the clarification approach, however, is the self-analysis reaction work-
sheet. This usually consists of short readings, questions, drawings, oY
activities designed to stimulate students to refiect on their own thoughts,
feelings, actions, and values.

The instructional model for clarification is based on the sevenfold
process of valuing formulated by Raths et al. {1966). This model, unlike
the models of)otﬂet approaches, is not a rigid step-by-step set of
procedures; rather, it is a flexible set of guidelines for teachers to
use with students. The following procedures are adapted from Raths et al.
{1966, pp. 38-39):

1) Choosing from alternatives--help students to discover, examine,

and choose from among available alternatives

2) Choosing thoughtfully--help students to weigh alternatives

thoughtfully by reflecting on the. consequences of each alternative

3) Choosing freely--encourage students to make choices freely and

to determine how past choices were made

4) Prizing one's choice--encourage students to consider what it is

they pr.ze and cherish
5) Affirming one's choice--provide students the opportunities to

make public affirmations of their choices

6) Acting upon one's choice--encourage students to act, behave, and

live in accordance with their choices

7) Acting repeatedly, over time--help students to examine and to

establish repeated behaviors or petterns of actions based on

their choices
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All of the technigues or strategies designed to claxify values
embody one or more aspects of this model. The activity described below
is an example of a self-analysis worksheet that operationalizes several
procedures outlined in the model.

Illustrative Learning Activity. This activity is’ the "Twenty
Things You Like To Do" strategy devised by Simon et al. {1972, pp. 30-
34). It is strongly recommended that the reader actually engage in
the activity to gain a clearer understanding of the clarification
épproach.

First, down the center of the page, the student lists 20 things
he or she "loves to do." Then, to the left of each item, the student
gives the following information: ‘

1) the date when you last did that activity

2) "A" if you prefer to do it alone, "P" if you
prefer it with people

3) "$" if it costs more than $3 each time it's
done

4) "N5" if it would not have been on your list 5
years ago

5) "M" or "F" if it would have been on the list of
your mother or father

6) "*" for your five most important activities

7) "1-5" as you rank order those top five
After this, he or she answers the following three questions about the
list as a whole: ‘

1) How recently have you done-your top five?

2) Which of your 20 do you wish you would do more
often? How could you begin to do so?

3) Would you share your top five with the class?

Next, the student chooses one of his or her top five preferences and
1ists five benefits gotten from doing it. Finally, the student writes
five statements completing the stem, "I learned that I . . M

Characteristic of the clarification approach is the thoughtful
examination of one's personal life which this activity empaasizes.
Students begin by recalling the actions they most enjoy (steps 4 and 7
of the model). The coding phase of the activity also involves these
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steps. The rank order emphasizes choosing thoughtfully from alternatives
(steps 1 and 2). Affirming one's choices (step 5) occurs when students
are asked to share their top five actions.

Materials and Programs. Clarification is one of the most widespread

and controversial approaches to values education. Emanating originally
from the humanistic education movement, values clarification has now
permaated existing English, social studies, and guidance programs in

many schools. The ideas and technigues have been disseminated primarily
through teacher workshops conducted by simon and his associates through-
out the nation. 'Becauée of a recent surge of curriculum development, the
clarification approach is now embodied in a host of teacher and student
materials. The key teacher resources are Values and Teaching (Raths et al.
1966), which laid the theoretical and practical foundation for this approach
to values education; Values Clarification (Simon et al. 1972), which
described 79 new valuing strategies; and Clarifying Values Through Subject
Matter (Hammin et al. 1973), which explained and illustrated how this
approach could be incorporated into the various subject matter areas.
Other resources include Simon and Kirschenbaum (1973), an anthology of
readings on values clarification; Hawley et al. {1973), a manual for
applying clarification techniques in English composition; Paulson (1974) ,
curriculum materials and a teacher's guide that discusses several ways

to structure and organize values clarifying strategies for maximum
effectiveness; and Dunfee and Crump (1974), a guide for applying several
clarifying strategies to value issues such as the environment, prejudice,
and self-concept.

Among the student materials in values clarification are supplementary
materials such as People Projects (Addison-Wesley), Probe into Values
(Harcourt-Brace), and Deciding and Decisions and Outcomes (College Entrance
Examinations Board). Multimedia materials include Searching for Values
(Learning Corporation), an anthology of 15 value-laden films, Values in
Action (Holt), a sound-filmstrip kit involving role playing value conflicts,
and~Exploring~nbra1}values (Schloat), a series of filmstrips that present
various moral issues for students to clarify personally. Entire programs

have also been developed whiéh incorporate a clarification approach.



35

The Valuing Approach to Career Education {(Educational Achievement
Corporation), for example, is a K-8, multimedia instructional system
designed to integrate the development of thinking skills, career
concepts, and valuing akills in ele@antary students. The Dimensions
of Personality Program (Pflaum-Standard), a X-12 curriculum, makes
extensive use of self-reaction worksheets. Guidance materials at the
elementary level, such as DUSO (American Guidance) and Focus on Self-

\

Development (SRA), also use clarification technigues. Judging from the AN
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number of "clarification" materials now available, this approach seems
to be both prpular and widespread, despite its emphasis on personal

values, feelings, and emotions.

Action Learning

Rationale and Purpose. The distinguishing characteristic of the
action learning approach is that it provides specific opportunities for
learners to act on their values. That is, it does not confine vilues
education to the clasmsroom Oor group setting but exterds it to experiential
learning in the community, where the interplay between choices and actions
is continued and must be dealt with. As do those who favor claritication,
proponents of action learning see valuing primarily as a process of self-
actualization in which individuals consider alternatives, choose freely
from among those alternatives, prize, affirm, and act upon their choices.
Action 1earning advocates, however, extend this concept in two ways.
First, they place more amphasis on action-taking inside and outside the
classroom than is actually reflected in the clarification approach.
Second, the process of self-actualization is viewed as being tempered
by social factors and group pressures. values are seen to have their
source neither in society nor in the individual but in the interactive
process between the person and the society.

The view of human nature that underlies this approach differs from
the views upon which the other approaches are based. The other approaches
considered the person eithei reactive (inculcation), active (analysis
and clarification), or a combination of both.(moral development). In

contrast, the action learning approach perceives the individual as

L ‘JU!)()élE’
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interactive.* The person is not totally fashioned by the environment or
vice versa. Neither does the person partly make the snvironment and the.
environment partly make the person. The person and environment, according
to this theory, ars mutual co-creators. The person, in fact, cannot be
defined out of his or-her context. In reinterpreting the ideas of the
cognitive and social field psychologist, Bigge (1971, p. 40) clarifies
this position: ‘ \ e
The basic principle of interaction is that nothing is
perceivable or conceivable as a thing-in-itself; no.object
has meaning apart from its context. Hence, everything is
construed in relation to other objects. More specifically,
a thing is perceived as a figure against a background,
experienced from a given 2ngle or direction of envisionment.
Persons in a given culture have a common social matrix, and
a person devoid of a sociaty is a rather meaningless concept.

. Still, each person is unique in both purposes and experiential
background, and the reality upon which he bases intelligent
action consists of himself and what he makes of the objects
and events that surround him. Thus, in perception, a man and
his perceived environment are coordinate; both are responsible
for what is real.

Teaching Methods and Instructional Model. Hany of the teaching methods
used in the analysis and clarification approaches are also applied in
action learning. Two tachnigues unique to the action approach, however,
are skill practice in group organization and ‘-~ “erpersonal relations and
action projects that provide opportunities to sngage in individual and
group action.-in the school and community.

At present, the action approach is not well developed. However, an
inatructional valuing model that illustrates this approach is in the
early stages of development by Ochoa and Johnson. Their view is that the

‘model is circular rather than linear-~that is, one may enter at several
points and work backward and forward in the steps presented here.

*This conception of human nature seems related to schools o. thought
in various academic disciplines: the positive relativists in philosophy
(Dewey 1939; Bigge 1971), the field theorists in psychology and social
psychology (Lewin 1935), the social-psychological personality theorists
and therapists (Adler 1924; Horney 1950; Sullivan 1953), and the symbolic
interactionists in -ociology (Blumer 1969).



1) Beoconing aware o a problem or issue--help student become .
\ conscious of a p
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personal value positi
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and analyze infoxrmation and to take a S E
on the issue

3) act--help student to clarify values
about taking action and to\make a decision about personal {
involvement

4) Planning strate steps--help students to

‘brainstorn, and organize poni!gh actions and provide skill: "

practice and anticipatoxy r.hurul |
5) In ting st jes and taking action--provide specifirc

opportunities for carrying out one's plans either as an

individual working alone or as a manmber of a group
;mn.ctm on actions taken and considering next st
students into considering the consequences of the actions taken
foxr othou. oneself, and in relation to the problem; also,
guide students into thinking about possible next steps
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6)

It would sesem that this is really a linear ‘n@ol--that a person
would start at the b-ginn:lng and progress through each step. But in real
life this is rarely the case. Often people act impulsively ‘after becoming 3§ V
aware of a problem and do thd.r rcﬂoction later. It is for this reason |

_ that Ochoa and Johnson prefer to conceive of the model as cixcular s

rather than linear. As an 1nltmctiona1 model it is ongoing with the

-action rather than only preparatory before tho action.

Illustxative Learning Activity. The following activity has been
developed by transforming a community action project from Jones (1971,

pp. 26-29) into a valuing activity that illustrates the application of

the instructional model for the action learning qppmch.

In a discussion of community ptoblm. assume that students have
expressed a concern about living costs for tho pooxr. The teacher, or
group leader, would try to guide students to convert their sxpressed
concern into a workable action problem by encouraging actual d3 ".gnosis
of the real-life situation of the poor in their own community. For .
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example, students might be asked to gather data on the similarities and
differences in merchandise and credit costs between low-income and middle-
income neighborhoods through field research. Two of Jones' survey charts,
oresented below, could be used to gather that data.

Figure 5

Retail Price Survey

To compare retail mark-ups on merchandise in low-income and middle-
income neighborhoods, choose an appliance store in each neighborhood
and price each of the following items. (You may wish to choose
several stores in each area and calculate an average price for each
neighborhood.) If possible, price the same brand of each item in
order to get an accurate comparison. If you can learn the wholesale
prices of each item your survey will be more complete.

»

Retail Price

. f ‘ | Store in { Store in
; Wholesale | Low Income | Middle Income
Item | Brand | Price Neighborhood | Neighboxhood
| Radio k
’ K
| Portable Colorxr TV
| Stove
Sewing machine ' -
. | Refrigerator

vacuum clunorL

| Washing mhin*

(from Jones 1971, p. 26)
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Figure 6 \
Credit Practices

To compara credit practices in the two neighborhoods, decide on a
specific item (such as a colox TV) and "shop" for it at a store in
each neighborhood. Reguest to take home an unsigned contract or
information about the store's credit program or finance company con-
| tract.

* | Evaluatae the contract or information to daterwmine what happens f
you fail to nake a payment., Place a check mark in the appropriate
column if the anawer is yes.

store in Store in
Low Income | Middle Income
Area i Area
Will the item be taken from you?
Must you pay the return charge? |
Will you forfeit all payments made
up to that time? | -
Will you be responsible for the |
unpaid balance? . | ,
- - N -~ 4

If the item is resold for more thar
tha unpaid balance, can tho store
refuse to give your monay back?

Will you be responsible for any
defect or damage to the item?

Could the seller collect part of
your wages?

If the contract requires a co-signer
will he be liable for the debt?

Could your property, or that of your
co-signer, be taken and sold to pay
toward the obligation?

If a seond item were added to the
first contract, could the first item
be taken if you miss payment on the
second?

If you complete payment before the
due date, can the store refuse to .
refund part of the finance charge?

Does the contract contain a
confession clause?

v

. \ (from Jones 1971, p. 27)
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After comparing and contrasting differences on specific items such
as radios and vacnun‘ﬁleaners. the students discuss their results and
formulate value questions. (Consider that at this phase in the valuing
process learners are empioying the methods of value analysis.) Once
value questions have been generxated, students employ value clarification
techniques to discover their own positions on those gquestions.

Next the teacher, or leader, would assist students in devising ‘
feasible action p:ojects conliatcnt'with the value poaitions they have
taken. For example, if ntudcnts decided after investigation that price
and credit differences in difgerent neighborhoods were wrong, they
would be encouraged to consider possible action alternatives .that might |
alter the situation. They might come up with such possibilities as '
these: (1) write and distribute a community "Buyer's Guide" describing
. pro@uct values and the cost of credit, (2) inform your neighborhood
legal alsistance~gtfice and inquire about the procedure for filing a
class suit against the store or finance agent, (3) write a letter of
complaint to local news media and government officials, or (4) use
guerilla theater to dramatize fraudulent commercial practices. They
would then jﬁdge these action alternatives according to their feasibility
and appxdpxiateners-—a process requiring further value judgments. Once
an action alternative is selected, students would proceed with the
pianning and iﬁplahentQtion'neceaaary to carry it out.. °

In summary, this activity begins after students become aware of a
possible problem involving unfaiy merchandise and credit costs for low- -
income neighborhoods. The activity then follows in sequence steps 2
¢hrough 5 of the instructional model. The effectiveness of activities
such as this one depends upon the feasibility of involving students in
the alternative actions. Such practices are usually difficult to
operationalize in traditional schools bscause of either scheduling or
administrative and parental opposition.

Materials and Programs. Few materials or programs truly reflect

the action learning approach to values sducation. One that seems to do
80, however, is the Citizenship Education Clearing House (CECH) program
in St. Louis. This program helps teachers and students set up action

projects in the community, provides teacher training for running action

‘ 599054 |
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learhing programs, and sponsorxs a magazine, Proud. Another source of
models for youth action projects is New Roles for Youth in the School

and Community (Citation Press).

Use of Typology

This classification scheme should not be construed as an absolute
. . L4
system of rigidly separate. categories into which all materials must fit.

Rather, the typology should be considered a pract;cal framewoxrk consist-

ing of fundamentally distinct yet somewhat interrelated concepts. stng

the typology in this way to organize the 1ite:ature‘on values and valuing
should help educators to assimilate and comprehend the vast amount of
materials in val&es education, to clarify the alternatives in making
curricular decisions concerning the teaching of values, and to build a
more comprehensive and effective program of‘values~education.‘\

The autbprsihava designed the following exercise to help readers
determine for themselves which values education approach they most value.

It also helps to@claiify the distinctiveness of each approach.

EXERCISE I

l) Answer eadh of the following questions by checking
(v) the appropriate blank: Yes No

a) Are there certain values and value positions

that you want your students to adopt?

b) Do you want to help stﬁdents examine their
personal feelings and actions in order to
increase their awareness of their own values? N

¢) Do you want to provide defxnite opportunities
for your students to act individually and in
groups according to their values?

d) DO‘yog;wint to stimulate your students to
develop higher forms of reasoning about values?

e) Do you want to help students use lbgical
thinking and scientific investigation to
analyze social value issues?

P

2) 1f you responded "no" to all the above ¢uestions, then probably nonc

of the five approaches represents your view of values education.

Another possibility is that you do not want to work with values at

all as a teacher.
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3) Each gquestion, a) through e), represents one of the five approaches
described in this chapter. If you rasponded "yes" to only one
question., you probably gravitate towar:i that approach. The five
guestions correlate with the five approaches as follows.

a) = inculcation

b) = clarification

¢) = action learning
d) = moral development
e) = analysis

4) 1If you responded "yes" to more than one guestion, then take those
questions and rank them according to their importance to you.
{(#1 = goal most important to you.) The approach that corxresponds
to the guestion you ranked #l1 would be the one you are most
likely to use/.-The #2 approach in your ranking would also reflect
your goals arid probably would relate to the #1 approach. For
example, if analysis = #1 and inculcation = #2, then analysis
would be the approach you most desire to use. In addition, you
probably are interested in inculcating the values underlying the
analysis approach--rationality, intellectual curiosity, the
scientific method, etc. The #2 approach could relate to your
first choice in another way. If, for instance, you selected
clarification = #1 and action learning = #2 it might mean that
you belisve that persons must clarify their values before actiny
upon them. Thus, those two approaches are somewhat related. The
emphasis on rationality could be the basis for moral development
and analysis being your top two choices.

“The authors hope the reader has found this exercise (valuing activity)
helpful in clarifying his or her own values concerning the five approaches
of the typology. Such clarification will prohably enhance the meaning of
the rest of the book.

The typoiogy of five values education approaches is an integral part
of each of the remaining chapters. Iﬂ‘the materials analysis instrument
in Chapter 2, one item requires the evaluator to classify the values
education materials under consideration accorcing to one of the five
approaches. In Chapter 3, the typology provides the organizing framework

_for the annotated bibliography of yalues education resources.

Other Approaches

The five approaches to values education described in this typology
represent the range of alternatives reflected in existing curriculum
materials and teaching methods. There are, however, two other approaches
which, for lack of instructional resources, have not been included in the

-
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typology but are neverthaless valid alternatives in values vducation,
Fiymly grounded in philosophy and psychological theory, the "union" amd

"evocation" approaches are brlefly explainad below.

Evocation

Snme theorists conceive of valuing as a process of emoting or
feeling. Values are seen as personal emotions reflecting moral approval
or disapproval. No set of values is thought to be better or worse than
another. Except for measuring the strength of one's values, objective,
empirical validation is impossible. People are valuing, not whgn they
are making statements or assertions about their moral feelings, but
when they are actually evincing or expressing them., Valuing is the process
<f experiencing and expressing one's c¢wn intensely personal frelinys
about good and evil.

The values education approach nased on such a cenception of valuiny
1s termed evocation. Its purpose is to help students evince and oxpress
their vaiues genuinely and spontaneocusly without thought, hesitatiion, or
discussion.

Probably the only pure example of a person valuing in the way the
evocation appreoach suggests is the infant, who without thinking or
hesitating knows what his or her organ.sm wants and does not want, likes
and dislakes, and approves of and disapproves of, and who spontancously
behaves by cryiag, cooing, or laughing. Carl Rogers {1964, pp. 160-t7),
in fact, sees this as the first stage in the development of a person's
valuing process. He calls it "organismic valuing"--one's organism
instinctively knows what is good for itself and what is not. Despite the
possibility that only an infant can truly "evoke values" spontancously,
this approach is considered here for two reasons. First, the ratiovnale
upon which it is based has been supported by several philosophers and

psychologists.* Second, some educators, Rogers included, believe that

*The rationale for the evocation approach seems closely related to
the ideas or philosophers such as Kierkegaard, Ayer (1946), and Wester-
marck (1932) and psychologists such as Combs and Snygg {1949) and Whitaker
_and Maleone (1253). Each of these theorists stresses either the subjective
or the emctional side of a person, or both. Psychotherapists Whitaker

and Malone, in fact, directly attempt in their therapy to help peirsons
engage in spontaneous, autonomous choosing.
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one of the key goals of values education should be to help persons once
again "get in touch" with their spontaneous, emotional, and organismically
based valuing process and t¢ integrate it into their value systems.

No one has explicitly developed a teaching methodology or an
;nstructional model to help teachers in applying the evocation approach
to values education. Extreme proponents of this approach would
censider a rigid ret of procedures an anathema to the essential purpose
ot evocation--to foster spontaneous, nonrational choicemaking.

some methods that have been used by teachers do, however, scem to
reflect this objective. The open school or classroom that emphasizes
free exploration and reaction to the environment especially in terms of
feelings would be one example. Another method that seems related to this
approach is to present a series of provocative stimuli, for example,
pictures, slices, flimstrips, movies, or readings, and to elicit spontan-
eous, gut-level reactions from the students. The goal would not be to
discuss cor analyze these reactions, but to get students to react personally
2nd genuinely to the situations in terms of their own values.

No curriculum materials or programs exist which directly manifest
an evocation approach to values education. Several educational programs,
such as "confluent education" {Brown 1971), "curriculum of affect”
(Weinstein and Fantini 1970) and The Human Development Program {(Paltmarrs
and Bessell 1970), stress awareness and expression of feelings, but they
do not consider feelings as values. Moreover, contrary to the spirit of
evocation, each of these programs emphasizes cognitive growth as well as
affective developuent.

Whiie not denying the importance of rationality, another curricujum
project, Essentia, clearly focuses on the emotional and intuitive side of
human learning. ..1.m2"35lL concentrating on the development of student and
teacher resource materials for environmental education, the directors
seem to propound a position on values education closely related to the
evocation apnroach. Samples (1974, p. 49), for example, affirms that
personal experiences and some research indicate that a person's most
siynificont decisions are "based on emotion and intuition, not lvgic and-
rationality." He urges that teachers help students become "increasingly

sensitive to the emotional drives that engage their value structures."
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Union

One group of theorists contends that values are cternal ideas that
have their source in God. 'The popular interpretation of that viewpoint
is that God is an absolute monarch who dictates the "right" spiritual
valucs to his followers. The traditional Western church reflects this
view, and Catholic education is an example of values education bascd on
this idea. This conception of value indoctrination--spiritual inculca-
tion--does not necessarily fall outside the typology. Valuing is
considered a mystical socialization process in which values from an
outside source, in this case God rather than the culture, are being
instilled into persons.

There is, however, another interpretation of the union approach
which derives from a conception of God vastly different from the
transcendent ruler concept. According to this view of union, God is secn
as the "ultimate ground of being," the fundamental essence of things.
The individual is not considered apart from God, but as one with God.
This interpretation offers a distinctive view of human nature which 1s
shared by many theorists.* Valuing, even if it involves ultimate,
absolute values, cannot be an inculcation process--there is no extcernal
force imposing values from without. Rather, valuing is seen as a pProcess
of making contact with the core of being within and outside oneself.
This contact focuses on a feeling of "at-oneness" with the cosmos,
variously termed cosmic consclousness, indi&iduation~of the self, power
of being, peak experience, and the You are It feeling.

A variety of techniques exists to assist persons in achieving this
experience. Some of these are Jungian dream analysis and psychotherapy,
transcendental meditation, encountering transforming symbols, self-
hypnosis, active and symbolic imagination, and Zen Buddhism. There arc,
however, no instructional models or sets of material to integrate this

approach to values and valuing into school curriculum. Translating the

*The following theorists reflect this view of human nature and
existence: existentialists Tillich (1952) and Bugenthal (1965), hastein
philosophetrs Watts (1967) and Suzuki (1959), depth psychologists .Juny
(1939) and Proghff (1956), and the sociologist Pitirim Sorokin (1959).
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“union” or "cosmic consciousneas" objectives into specific class activities
is a difficult and delicate task. One might easily and unwittingly begin
to use inculcation to instill a feeling of at-oneness in students. Or,

if one tried to explain this unity of the cosmos by examining its chemical/
physical aspects, one would be using analysis. Only if an activity led

to an intuitive, transrational awareness of ultimate unity would the
appxoach truly be union. ‘

This is not to say that partial manifestations of this approach do
not exist in educational theory and practice. "Confluent education”
{Brown 1971) is one example of an educational program exhibiting some
concern for transcendent experiences and spiritual development (Assagioli
1971; Yeomans 1972). Recent trends in Catholic education, such as "search
retreats," strive to provide students with experiences emphasizing the
unity of all peoples and things. Transcendental meditation has become
an accefted part of the curriculum in some states (Driscoll 1972).

Outside the educational system there have also been manifestations
of this approach. Workshops and seminars conducted by the late Alan Watts
and other similarly oriented theo. .sts used a variety of methods to convey
the message of oneness. Another effort to convey this fundamental unaty
of the cosmos is the "Creative Initiative Foundation." This community
consists of families (largely in the San Francisco éay area) who have
committed much of their energies in the form of group seminars, workshops,
creativé artistic productions, and personal activities designed to deepen
and broaden the feeling of oneness with the universe.

Except in the\religiously oriented periodicals and books, the union
approach seems to receive scant attention in the educational literature.
One exception is an article by Harman in Approaches to Education for
Character (1969, pp. 301-14) which identifies the process of cosmic
consciousness and confrontation with transforming symbols as two signifi-
cant approaches to self-image transformation. Another is an article by
Foster in Values in an Age of Confrontation (1970, pp. 119-23) which
stresses the need to view valuing essentially as a religious experience.

Drews and Lipson (1971) also acknowledge the possibility that values

have their source in an ultimate ground of being. They contend that one

.
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might become attuned to "goodness" by experiencing cosmic consciousngss
{Drews and Lipson 1971, p. 68). They envision education as creative
growth affirming "the unity of all and the cosmic consciousness which
apprehends it.... Each person is regarded as both a unigue entity and
a pakt of the universal order" .(Drews and Lipson 1971, p. 153).
Generally, however, it appears that the union approach to values
education is being manifested outside of the educational system. Some
of these manifestations, such as the efforts of the "Creative Initiative
Foundation,” could be used as bases for developing and refining a values
education approach as an integral part of the existing educational

structure.

i
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Chapter 2

Analyses of Values Education Materials

This chapter presents some guidelines for examining the vast amounts
of student and teacher materials that have been developed in values educa-
tion. The first section presents an original framework for analyzing
values education materials. The kecond.secxion explains certain aspecté
of that analysis system. The results of applying this instrument to a\
sample of materials from four of the five approaches described in the
typology are then provided. Thest results are presented in the form of
four- or five-page narrative summaries. The final section is designed
to help readers consider certain criteria when choosing values education
materials. |

The analysis system upon which this chapter is based is noi offered
here as the only way to look critically at values education materials.

The criteria embodied in the instrument are suggested as possible items
on which someone interested in selecting values materials could focué.
Application of the instrument to materials will, as shown in the analyris
summaries, generate much information_about the values education materials.
In order to make curriculum decisions based on this data, however,
educators must be aware of their own needs and values and determine for

themselves which kinds of information are the most significant.*

Analytical Framework for Values Education Materials

1.0 Descriptive Characteristics
1.1 Title:
1.2 Curriculum:
1.3 Developer(s):
1.4 Publisher:
1.5 Date:

*The authors request that anyone applying the analysis instrument to
a set of materials send a copy of the results and any suggestions for
improving the instrument to Douglas P. Superka, Social Science Education
Consortium, 855 Broadway, Boulder, Colorado 80302.
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1.6 Grade level(s):
1.7 Materials and cost:

1.8 Description:

2.0 Rationale and Objectives
2.1 The rationale for these materials is
2.11 Clearly stated (pfovide)
2.12 Implied, bu£ not stated (explain)
2.13 Not provided and not easily ascertained (explain)
2.2 The values education approach advanced in the ratiénale
and reflected in the objectives or purposes is basically
2.21 Inculcation ‘
2.22 Moral development ’
2.23 Analysis
2.24 Clarification
2.25 Action learning
2.26 Other (explain) ‘
* 2.3 The rationale for the materials (check more than one, if

applicable)
2.31 Emphasizes rational-analytical processes
2.32 Emphasizes personal revelation and reflection
2.33 Accepts nonrational as well as rational ways of
valuing (explain).
2.34 Encourages actions based on one's values
2.35 Other (explain)
2.4 The author/developer's own biases and position with respect
to values educqtion are
2.41k~Explicitly acknowledged
2.42 1Implied, but not explicitly_acknowledged {explain)
2.43 Not easily ascertained {(explain)
2.5 7The terms values and valuing are J
2.51 Specifically defined in some part of the materials
or in the leader's guide
2.52 Not specifically defined but their meaning is implied
2.53 Not defined and not implied
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Give explicit definition or implied meaning:
Values:

valuing:

-

2.6 The objectives for difforent activities of the materials

{check more than one, if applicable) are

2.61

2.62

2.63
2.64
2.65

Stated specifically

Stated in behavioral terms

Directly linked to the mcde of evaluation
Described in vague terms

Not indicated at all

Provide example:

3.0 Preconditions and Usability

3.1 The materials are designed for use with the following

3.2

3.3

groups (check more than one, if applicable)

3.11
3.12
3.13
3.14

Elementary, or aqges 4-ll
Junicx high, middle school, oxr ages 1l1-14
High school, or ages 14-18

Adult, or ages 18 or over

The most appropriate time frame for use of these materials

is

3.21 One session

3.22 Various periodic sessions

3.23 Unit

3.24 Course

3.25 Other (explain)

With respect to adaptability, these values education

materials

3.31 Must be purchased as a complete package and used in
sequence

3.32 Must be purchased as a complete package but can be
used in any sequence

3.33 Provide for the users to generate part of the content

3.34 Other (explain)
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3.4 Use of materials requires learners to have

3.41 Well-developed reading skills (explain)
3.42 Basic reading skills pnly (explain)
3.43 Little or no basic competence in reading {explain)

3.1 With respect to ethnic and other biases, these materials
either directly or indirectly show some evidence of
(check more than one, if applicable)

3.51 Racial prejudice or stereotyping (explain)

3.52 Religious prejudice or stereotyping (explain)

3.53 Sex prejudice or stereotyping (explain)

3.54 Ethnic prejudice or stereotyping (explain)

3.55 Other forms of prejudice or stereotyping (explain)
3.56 No evidence of prejudice or discrimination (explain)

3.6 These materials are appropriate for use in (check more

than one, if applicablé) ‘

3.61 Traditional school settings

3.62 Progressive school settings

3.63 Open or free school settings

3.64 Nonschool settings (churches, clubs, etc.)

3.7 The following preconditions are necessary for effective usc
of these materials with the target group(s) (check more than
one, if applicable)

3.71 Training of the ﬁeaCher/leader in some form of valucs
education

3.72 A classroom or group climate that encourages openncss,
trust and understanding

3.73 School or organizational support for exploration
and/or clarification of personal values on deeply
felt or controversial matters

3.74 Cohmunity acceptance of exploration and/or
clarification of personal values on deeply felt
and/or controversial matters

3.75 No particular preconditions necessary for use of the
matexiéls )

3.76 Other (explain)
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4.0 Content

5.0

4.1

4.2

4.3

4.4
4.5

In these materials values education is

4.11 The major focus

4.12 One of several important concerns (explain)

4.13 A peripﬁﬁral concern {explain)

The main emphasis of these materials is on

4.21 Personsl value issues and problems (e.g., problems
in relating to parents or peers, choices about the
use of drugs, etc.) !

4.52 Social issues and community problems (é.g., racial
conflict, environmental pollﬁtion; political
controversies, etc.) )

4.23 Other (explain)

Most of the emphasis in these materials is on

4.31 The process of valuing

4.32 The content of values

4.33 Both process and content éqﬁally

4.34 Other {explain)’

Describe briefly the content format of fhe materials

Provide an example from the materials which illustrates

the first four questions of this section

Procedures and Activities

5.'1

The dominant values education approach reflected in the
procedures and activities found in these materials is
5.11 Inculcation \

5.12 Moral development

\5.15 Analysis

. 5,14 Clarification

5.2

'5.15 Action learning

5.16 Other (explain)

These materials employ the following modes to present the
content. (chzck more than one, if applicable)

5.21 Value dilemma episodey

5.22 Case studies

5.23 Stories that end with a specific or implied moral

3 . N o



5.3

5.4

5.5

5.24

5.25
5.26
5.27

53

Data collection instruments to elicit content from
class or group members N

Role play, games, or other enactive situations
Self-analysis, worksheet ‘
Other (explain) \

Procedures and activities for the use of the materials

5.31

5.32

5.33

5.34
5.35

The activities embodied in the mateshls encourage learners.

Are specifically cutlined by the adt‘horfdeveloper
(in a leader's guide or by ot:he: means)

Are discussed 1n general with a few specific .’
suggestions ‘

Are left up to the teacher/leader

Are ioft‘ up to the learners -

Other (explain) \

to (check more than one,. if appncable)

5,41

5.44

5.46

The rights of learners are protected by procedures and

. to themg‘lvos

»

\ O Prequently .‘SOmetimes  Rarely
Articulate their ‘
value positions.

to ‘themselves
Provide reasons for
their value positions

. Share their value

positions and/or
reasons with others
Analyze value issues
(e.g., discovering
assumptions, specifying
criteria, etc.)
Examine their own

personal behava.or .
patterns

Make decisions based
on their values

Act-on their value-
based decisions

Other (explain)

]
]
.

activities that
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v
‘ \ 5.51 Make it lagittm$ta\for a iatrner to "pas§“~or not
" i‘ respond, 1f’that is the person's choice .
) RN 5.52 Encourage,all learners to understand and empathize ,e’ %
‘ " with persons whose positions may be different from {ﬁf
B - their own - - ST
5.53 Naither of these (explainf
s 5,54 Other (explain)
" 5.6 The following types of activities‘hre com;on to these ﬁ;\
materials {check mors than one, if applicable) %
5.61. Reading '
$.62 Writing -

e 5.63 Discussion
- 5.64 Games or simulations

5.65 Role ;playoxntherenactiveexper:iences~

5.66 Action projects

5.67 Other (explain)

5.7 The materials provide learners with experiences or training

in the following skills (check more than one, if appl%cable)

‘ Frequently Sometimes Rarely

5.71 Sealf-awareness ’
5,72 Listening and
attending ‘ \ _
5.73 Empathy : ‘ _;_.__
§.74 Help-giving and
supporting . —_— —
- 5.75 Discussion analysis N
,5.76 Criteria development | :
& 3 NI —_— —
5.77 Criteria application ;
‘T i —— R ———
' 5.78 Decision making .
* 5.79 conflict resolution
5.79.1 Group work |
‘ 5.79.2 Social
- ‘ participation
5.79.3 Other
(explain) ‘ . —
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6.1 With respect to evaluation of student/learner progress, *f

the materials (check more than-ohe,‘if~ap§1icab1e)

6.11
6.12
6.13
6.14

6.16

6.17
6.18

6.2 The evaluation procedures provided o} available reflect

the following modes of administratioh (check more than one,

Specify evaluation procedures

Provide for periodic diagnostic evaluat1on

Provide diagnostic instruments (format;ve evaluation)
Provide final assessment instruments ‘(summative
evaluation)

Do not provide any ingtruments,fbut there are some 7
appropriate instruments available from other sources \
(specify) .
Provide\Oniy general guidelines for evaluation
{explain) o | ;
Do not provide any help with evpluation \ i ‘;E
Other - {explain)

if applicable) ; .

6.21 Printed or written tasts

6.22 Printed oxr written self-reporc questioﬁnaires ‘ f !

6.23 Audio and/or visual stimuli P
- 6.24 Interviews

6.25 Observation

6.26 Other (explain)

6.3 The modes of response used in these evaluation procedures

are (check more than one, i? applicable)

-

6.31 Written 6.32 ‘Non-w;itten

6.311 Multiple choice ° 6.321 Oral ptesentation

™~ 6.312 Essay 6.322 Discussion
\@53‘}3 short answer . ™™ 6.323 Role play

6.314 Completion . - 6.324 Simulation

6.315 True/false or yes/no  6.325 'Games

6.316 Matching 6.326 Natural learner

6.317 Creative tasks ’ behaviorq\

F \ti\ilt)()()‘;g’



5.31 Written {(continued) "6.32 Nop-written {continuesd)

6.318 Research reports $.327 Creative tasks

6.319 Other learner products 6.328B Other {speruity)
{specity)

6.4 The evaluation instruments provided or available for use with

these materials {check more than one, if applicabi#)“‘ .
6.41 Are basically objective in nature )
6.42 Are standardized
6.43 Have been empirically validated
6.44 Have been detexmined to be reliable
6.45 Are basically subjective in nature
6.46 Have not been empirically validated
6.47 Have not been determined to be reliable
.48 Other {(explain)
6.5 Thesa values education materials {(check more than one, if
applicable)
6.51 Have been subject to riyorous empirical research
¢£.52 Have been subject to relatively crude empirical
research
5.53 Have been sysfematically field tested ain the tTormative
stages ‘ h
6.54 Are subject t» periodic evaluation and revision by
developers
6.55 Have not been systematically field tested
.56 Have been informally evalrvated by teachers, students,
and other users
%..7 Have not been evaluated in any way to this analyst's
knowledge
5.58 Other (explain)

6.6 Elaborate on the results of any evaluation efforts:

)
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-
7.0 Characteristics of the Materials Analyst \
) 7.1 What is the analyst's educational affiliation?
7.11 Elementary level
7.12 Junior hizh or middle school level
N 7.13 Senior high schocl

7.14 College or university level
7.15 Other {explain)
7.2 What is the values education approach preferred by the
analyst?
7.21 Inculcation
7.22 Morxal development
7.23 Analysis
7.24 Clarification
7.25 Action learning
7.26 Other (explain)
7.3 How long has the analyst been involved in values education?
7.31 No experience
7.32 Cne year
7.33 Two-three years
7.34 More than three years
7.4 In what settings has the analyst used values education
materials? (explain)
7.5 Has the analyst ever used the materials reviewed here in a
teaching or Iéarning situation?
7.51 Yes
7.52 No

Explanation of the Framework

Although tﬂe major divisions of our framewo:i’ paxalle% those ot other
curriculum materials ahalysis systems, the component questions are f?r
the most part unigue to values materials., For example, the first section
of the framework after 1.0 Descriptive Characteristics is 2.0 Rationale
and Objectives. This is a common materials analysis categoxry; however,
the individual questions under this heading are aimed at values material .

Consider:
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2.2 The wvalues education approach advanced in the rationale and
reflected in the objectives or purposes is basically

2.21 Inculcation

2.22 Noral development
2.23 Analysis

2.24 Clarification
2.25 Action learning

or:
2.3 The rationale for the materials {(check more than one, if

applicable)

2.31 BEmphacices rational-analytical processes

2.32 Emphasizes personal revelation and reflection

2.33 Accepts nonrational as well as rational ways of valuing

{explain) .

2.34 Encourages actions based on one's values

2.35 Other {(explain)
Both items clearly relate to values. Item 2.2, however, reguires more
interpretation on the part of the reviewer. Thus, a brief explanation of
this item ié presented here.

Item 2.2 calls for the reviewer to detexrmine the principal values
education approach reflected in the rationale and objectives of the
materials. Later in the instrument {(in section 5.0) the reviewer must
make a similar decision based on procedures and activities in the materials.
The overview of the typology presented on pages 4 and 5 should be helpful
1n answering these two guestions. The reviewer should consult the statements
of the rationale and objectives in the teacher's guides and student materials
and compare them to the purposes outlined in the typology overview in order
to see which approach the materials most clearly reflect.

To determine which approach is really embodied in the procedures of
the materials {item 5.1), examine the following aspects: {l) the questions
to be asked by the teacher or printed in the text, and {2) the other
activities in which the students are asked to engage. Look for what the
guestions and activities focus on {social issues, personal values, and so
forth), what purposes are manifested,” and what processes the student must:
use to answer the questions and do the activities. Simply identifying
the methods or activities is not sufficient. Role playiny, for example,
could be used to inculcate certain values or to clarify one's values.

Once again, the overview should be used to compare the approaches.
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The other jtems under 2.0 Rationale and Objectives are self-
explanatory. In the 3.0 Preconditions and Usability, items 3.4 throuah
3.7 reguire some interpretation. For item 3.4, which deals with feadinq
skills reguired of 1earnérs, look again for what learners are to do. 11
they are to respond to leader guestions by discussion or role play, as
in some of the values clarification exercises, little or no basic reading
skills are required. If, however, the main student activity in the
materials is reading, then one must make a judgment based on readiny
difficulty. For example, the various booklets in the Scholastic Ceontact
series are geared to fourth- to sixth-grade reading levels despite being
designed for some junior high students. The readings thgtuaccoﬁpany the

senior high Analysis of Public Issues P;pgxamwiﬁoﬁghﬁbh-nifflin).~on the

B

other hand, assume high school=level reading ability. <Consequently, the
Contact booklets should be rated “basic reading SkillS‘Only" {option 3.42)
and the Analysis of Public Issues Program, "well-developed reading skills"
{option 3.41).

Irem 3.5 is concerned with ethnic and other biases. One should lock
at the choice of words, illustrations, and examples used in the materials.
One should also check to see if the characters reflect a variety oif races
and ethnic groups and both sexes. Alsc, ask if the characters arce
presented only in traditional, stereotypical roles. 1f more than one
instance of a type of prejudice or stereotyping was present, the authors
of this paper rated the materials as displaying a particular bias--
religious, sexual, or ethnic, depending on the evidence.

Item 3.6 focures on suitable settings for use of the materials.
Because many organizations other than schools, such as churches, the YMCA,
and community centexs, are becoming involved in different aspects of
values education, the range of useability of the materials is important.
vften, merely the nature of the materials package can determine where:
they are most appropriate. Thus, the Values Clarification handbook
{Simon et al. 1972) could easily be used in school and nonschool settimic,
whereas the Concepts and Values (Harcourt) textbook series seems moys

appropriate to school settings.
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Item 3.7 addresses three levels of problems associated with values
education--community, group, and individual. If the materials required
skills that the average teacher would not possess and if few guidelines
for using the materials were provided, then the authors of this paper
judged that some training for the teacher was necessary. By the nature
of most values materials, an open, trusting classroom climate seems
necessary. School and community acceptance often depends on the local
area where tpe materials are used. Generally, the more the materials
focus on personal values or controversial social topics (such as sex)
.the more critical it becomes to obtain school and community acceptance.

Under section 4.0 of the analytical framework--Content--items 4.1
and 4.3 require some interpretation. Item 4.1, which deals with the
amount of emphasis given to values education as compared to other
instructio§al concerns, is fairly simple--what percent of the‘materigls
emphasize value problems. For example, in comparing the Holt series
eéited by Edwin Fenton--Comparative Political Systems, Comparative
Economic Systems, and so forth--and the Harvard Public Issues Series
(Xerox)~-Taking A Stand, Race and Education, Science and Public Policy,
and so forth--one finds that although both raise some values issues, the
Harvard Public Issues Series does so to a far greater extent than the
Holt séries. Thus, the Harvard series was viewed as having a major focus
on values éducation and\?he Holt series as dealiag with wvalues as one of
several important concerns.

Item 4.3 distinguishes be?ween emphésis on the process of valuing and
emphasis on the content of values. Here the difference between the
clarification approach, which emphasizes process, and the inculcation
approach, which emphasizes content, becomes apparent. One finds, for
example, far more)emphasis on process in Values Clarification (Simon et al.
1972) and far more emphasis on content in The Human Values Series (Blan-
chette et al. 1970). ‘

Under Procedures and Activities, section 5.0 of the analytical
framework, items 5.1, 5.4, and 5.7 require reviewer interpretation.
Guidelines for answering question 5.1 have already been discussed (see

page 58).
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Item 5.4, which focuses on the type of valuing activities in which
learners are to engage, can be answered by again looking ai‘what learners
are to do. Do the activities reguire social interaction among lcarners=—-=
sharing of views, support of them with reasons, etc.--or are they desiyned
for private reflection? To what extent are learners io make decisions
and act on them? The authors approached this item by sampling activities
throughout the materials to determine the frequency with which behaviors
listed under item 5.4 were demanded of students. Item 5.7, which focuses
on skill development, was approached the same way, except that training
was interpreted to mean some instruction or skill practice rather than
merely a general experience.

Under 6.0 Evaluation, most of the items axe self-explanatory, except
possibly items 6.4 and 6.5. Item 6.4, which deals with evaluation
instruments, depends on information provided by the author, developer, or
publisher on validity and reliability. Often such information may be
found in prepublication reports to the funding source--for example, to
the National Science Foundation or to the U. S. office of Education for
certain curriculum projects. Generally speaking, however, the authors
of this paper found few vaiues education materials that included evaluation
instruments. Item 6.5, which focuses on field testing oxr other formative
evaluation procedures, presents the same problem as 6.4--reviewer response
is dependent on information provided by the author, developer, or publisher.
Gften, phone calls to the publisher can elicit evaluative data otherwise
unavailable.

Finally, the last division of the analytical framework--Character-
istics of the Materials Analyst--concerns the reviewer's own orientation
and experience. Items in this division are self-explanatory.

As stated earlier, this analytical framework is suggested as one way
to sort out the various questions that practitioners often raise about
values education materials. It was used in each of the materials analyses
presented in the next section of this chapter. For the sake of concise-
ness, however, the answer sheets were converted into short, descriptive

reviews.
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Analysis Sumaries

This final section consists of narrative summaries of analyses of 13
sets of values education materials. An attempt was made to select materials
representing each of the five approaches of the typology. Several factors,
particularly the scarcity of resources, prevented any materials of the
action learning approach from being included. Analysis summaries for each
of the following resources are included:

INCULCATION

The Human Values Series {Steck-Vaughn)
MORAL DEVELOPMENT
Comparative Political Systems, Holt Curriculum (Holt, Rinehart
and Winston)
First Things: Values (Guidance Associateas)
ANALYSIS
Analysis of Public Issues Program {(Houghton-Mifflin)
People in Neighborhoods, Taba Program {(AJddison-Wesley)
Sources of Identity, Concepts and Values Series (Harcourt)
CLARIFICATION
Making Value Judgments (Merrill)
Prejudice: The Invisible Wall, Contact Series (Scholastic)

Search for Values, Dimensions of Personality Program (Pflaum-
Standard) :

Searching for Values: A Film Anthology (Learning Corporation of
America)

Values Clarification {(Hart Publishing Company)
Values in Action (Holt, Rinehart and Winston)
Valuing Approach to Career Education, K-2, K-8 Series (Education

Achievement Corp.)

The materials were chosen according to several criteria: the authors
sought to emphasize student rather than teacher materials, to include a
variety of media (books, filmstrips, films), to represent a span of grade
levels {elementarv, middle or junior high, and senior high school), and to
reflect clearly the corresponding approach to values education. These 13
sets of materials are not necessarily the "best" wvaluec education resourtes
(whatever that might mean).
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Materials Using Inculcation Approach

TITLE: The Human Values Series
DEVELDPERS: Zelda Beth Blanchette, V. Clyde Arnspiger, James A.
Brill, and W. Ray Rucker
PUSLISHER: Steck-Vaughn Company, P. 0. Box 2028, Austin, Texas 78767
DATES: 1970, 1973°
GRADE LEVEL: K-6
MATERIALS AND COSTS: Harxdbound teacher's edition, $2.25 each; paper-
bound student text and accompanying paperbound
teacher's edition, $3.95 per pair; 10 Human
values Series teaching posters for K level,
$18.75.
DESCRIPTION: A student textbook and a teacher's edition are available
for each grade level, X through 6, and have. the following
titles: The Human Yalue Series Teaching Pictures (K),
About Me (1), Abo'.. You and Me (2), About Values (3),
Seeking Values (4), Sharing Values (5), and Thinking with
values (6). A set of ten posters accompanies the K-level

materials.

Rationale and Objectives

The series has a well-defined rationale. As stated in the teacher's
edition for each grade level of the materials, the purpose is "to make it
possible for each child to achieve his highest potential in developing
his creative and productive capacities." The developefs explicitly
acknowledge their own biases and positions toward values education and
only imply the meaning of the terms values and valuing. In this series,
values are considered the‘same as human wants or needs. Eight categories
of "values" are desciibed: affection, respect,‘well-beihg. vealth, power,
rectitude, skills, and enlightenment.

" The rationale reflects an inculcaticn approach to values education.
Expanding on their rationale, the developers state: "another purpose...
is to provide specific examples of moral standards and ethical behavior
that are compatible.with the democratic view." Actualizing the rationalc,

the developers emphasize rational-analytical processes plus the shaping
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‘and sharing of the eight values they deem basic to human beings. The
objectives for each section of the gseries are specifically stated. 1In
About You and Me, for example, the story "The Big Dolphin's friend" attempts
to encourage in students the values of respect and affection.

Preconditions and Usability

-

The materials could occupy several sessions of instruction {two or
three weeks), oY they could compose an entire year's course. Using the
materials for a full\YQar‘wouih~enab1e~the learners to receive better
reinforcement during their‘v£1ues education. With a text developed for
each elementary grade, the series is designed for ages 4 through 1ll. The
chapters demonstrate no evidence of prejudice or discrimination; the
stories involve persons of both sexes and from a variety of ethnic, socio-
ecénomic, and family backgrounds. Books for one §rade can be purchased
separately from texts for other grade levels. The chapters designed for
each grade level can be used in any sequence.

Teachers in traditional school settings will find the series
appropriate, especially if they encourage openness, trust, and understand-
ing in their classrooms. Special training for teaching the materials is
available through workshops sponsored b& the Value Education Consultants
Clearinghouse, P.O. Box 947, Campbell, California 95008. Because readiny
is a major part of the series, learners need well-developed reading skills.
The vocabulary is g:ared for the individual grade levels, and a "new word"
list concludes each teacher's edition. The categories of the eight values

are basic and understood by students with good reading skills.

Content

Making values education the main focus of the series, the developers
have basically emphasized the content of Galues«by‘presenting pgrsonal
value issues and problems related to the eight value categoﬁies discussed
in their rationale. In the fifth-grade materials, for example, the students
who work with the stoty "An Eye for an Eye" will learn about rectitude and
well-being. Focusing on the theme of justice, the story "demonstrates how
ideas of right and wrong vary from one part of the world to another."

Students can be encouraged to express opinions of what they think justice
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{judging or treating fairly) is, on the basis of their own experiences
or knowledge., Generally, most of the stories for all seven grade levels

end with a specified or implied moral

Proceduxes and Activities

The procedures and actxvxties in The Human Values Series stronqu
reflect an inculcation approach. For example, in Seekxing Values, the
fourth—grade text, the story “That Guilty Feeling" teaches two points:
"dishonesty, in the long run, is teco great a price to pay for a temporary
enhancement of affection" and “most people are eager to forgive and to
go out of their way to reward a penztent person.

The teacher's edition for each grade level specif;cally outlines
procedures and activities for all the stories. It provides suggestions
for introducing and teaching each story, additional assignments, a
vocabulary study, andHA‘value;analysis. The materials are désignea to
help students understand their value positions, to share their value
posations, and to analyze the value issues presented in each story in
oruer ro see which of the eight categories the issues represent. In
addition, students are frequently encouraged to make decisions about
their own‘végues in terms of affection, respect, well-be;ng, wealth,
power, rectifude, skills, and enlightenment; at times théy a¥e
encouraged to act according to their decisions. The rights of.learners
'will be protected by teachers who stress that no one should enhance his
or her own values by deprlv;ng others uf their rights. |

Students are required to read and discuss the materials. By doing
these activities students can practice, intermittently, a variety of
skills--developing‘self-awareness.‘qmpathy,jhelp-giving capabilities,

" and the ability to analyze discussion, work in groups, and act upon
their values. The materials seldom provide le§rners with opportunities
to develop the skills of listening and attendiﬂg, criteria developmen®

and application, or conflict resolution.

1

Evaluation

The actual materials provide no heip with evaluation. Instruments,

however, are available from other sources: Rucker et al. (1969, ppr. 278,

-

< 00079



66

_281-85): S;mpsonvPergeption~of values Inventory (PVI), grade 4 through
adult; Gardner Analysis of Personality Survey (GAP), grade 7 through
adult; Hu:phy-rnventory of values (MIV), grades K through 8 plus adults;

. Sanford Seiders Values Inventory of Behavioral Resporises (VIBR), grades
4 through 6. The MIV is e‘projective (thematic) instrument. The others
represent printed or written tests, audio: oxr'visual stimuli, and obser-
vation. Students are:able to respond in written ways--multiple choice
and short answer tests--or through the nonwritteh means of discussion.

. All the instruments are basically objective in nature and standardized,
and they have been empirically velidated and determined reliable, They
are available from Pennant Educational nageyials, 4680 Alvarado Canyon
Road, San Diego, California 92120. \

The Human Values Series was systematically fleld tested durlng the
formative stages. The results of the prepublication research showed,
according to the developers, that students develop “value-conscious study
habits whxch carry over into all types of reading materials.” The thecory
of value development from the approach to values education reflected in
this series has also been researched in a number of doctorak dissertatlons
at the U. S. International University. Results produced in such research,
however, are mixed. See Simpson (1973, pp. 227-29) for an annotated
bibliography of this research;

Materials Using Moral Development Approach

TITLE: Cbmparatiée Political Systems: An Inquiry Approach

CURRICULUM: Holt Social Studies Curriculum ‘

DEVELOPERS: Edwin Fenton, Anthony N. Penna, and Mindella Schultz

PUBLISHER: Holt, Rinehart and Winston, 383 Madison Avenue, New York, New

York 10017 ‘

DATE: 1973

GRADE LEVEL: 9 (10-12) \

MATERIALS AND COST: Student text, $3.99; teacher's guide, $2.31; and an
audiovisual kit that includes seven filmstrips (four
wzth sound-records). class handouts, Student Actwyity
Book, Book of Readings, and tests, $156.00. Some’
components of the kit may be purchased separately.

\
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DESCRIPTION: This is the political science component of the Holt Social
Studies Curriculum. This revised version incorporatcs
dilemmas of the moral development approach as well as some

clarification questions.

Rationale and Objectives

The rationale for the entire revised Holt Curriculum, but not for
Politicai Systems, is presented in the teacher's guide. Although tpe
terms values and valuing~axg not specifically defined, one of the
stated objectivés of the neﬁ Holt Curriéulum is the clarification of
student values. The authors state that they do not 'attempt to instill
a particular set of values in students but to help students think for
themselves and reflect upon the validity of the values they have learned
at home or in the community. This program emphasizes rational processes;
the Kohlberg theory of moral development is outlined in the teacher's
guide and advanced as the approach to valués education incorporated in
the materials. Specific, but not behavioral, objectives are provided
for each lesson in Comparative Political Systems. Séme of the valuing
object1Ves, for example, are to help students "consider under what
condltlons, if any, private citizens and public cfficials should opposc
the policies of the President," "clarify feelings about the most
appropriate uses of the nation's two million acres of nationally owned
lands,” and "begin to consider the implications of a power elite for

the maintenance of a democratic society."

Preconditions and Usability

These materials have been designed for above-average or able ninth
grade students. They could also be used with students in grades 10
through 2. Some of the components may be purchased aﬂd used separately,
but the developers stress a sequential use of this and other components
of the.Holt Curriculum. The materials have been designed for a one-

semester course.
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Comparative Political Systems is arpropriate for use in traditional
and progxessive‘school settings. Although the reading levels have been
%owered from the first edition, learners need well-developed reading ' -

A

_skills to benefit from these materials. Y
Various ethnic and racial groups and both sexes are treated fairly.
Guidelines for teaching a lesson in Comparative Political Systems are
provided in the teacher's guide. More help in implementing the values
component, however, is needed to enabls teachers to integrate moral

development into the other goals of the materials.

Content /

Values education is one of several impqétant emphases in these
materials. The others are developing consféuctive attitudes toward
learning, positive self-concepts, varioug learning skills, and analytical
concepts. Tﬁe'major concepts include~3ﬁ%ision making, political institu-
tions, political culture, and citizenship. Vvalue issues raised are usually
in relation to these and other socialltopics rather than to personal

problems.

I'rocedures and Activities .

The values component of Comparative Political Systems 1S embodied }n
the procedures and activities in two ways. First, value-clarifying gques-
tions have been added to the margin of the student text. Examples of
these questions are: "What would you do in that situation?” "“How do you
feel about that?"” "would you prefer a judge or jury? wWhy?" Second, six
ditto masters in the book of class handouts contain moral dilemmas
associated both with the subject being studied in the text and with a
contemporary value probhlem. Reflecting the moral development approach to
values education, ther: are suggestions in the detaiied lesson plans of
the teacher's guide to help teachers present alternative value positions
at various stages of Kohlberg's moral reasoning scheme.

" The moral dilemmas include a short reading describing someone in the
middle of a value conflict. ‘This is followed by three or four questions
that probe the problem of the character and ask what you would do and why.

The particular dilemmas include the guestion of publishing the Pentagon
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papers (Mr. Ellsbery's Dilemma), loyalty to family or the party (Olga's
Dilemma), and obeying rules or conscience (Liz's Dilemma) .

Activities‘snch as these frequently encourage learners to articulate
their value positions to themselves and other students and to provide \
reasons for those;poéitions. Séhetimes they analyze value issues. Rarely
are students aSied to examine their own behavior patterns, make decisions ’ %
based on their values, or act on their values.‘ Reading, writing, and ) |
discussion are the primary activities. "The new actiQity books also ‘ -
involve surveys, interviewb, simulations, and skits.
Evaluation /f

—— re

.This version of Comparative Political Systems contains tests to

i
!
}
1
b
. - )
evaluate student achievement on & diagnosti: and final assessment basis.
Only a few, however, pertain o the affective~dgma£§. and none help t
teachers determine student growth along KgblﬁéxgiSMBtages of moral 3
reasoning. There are instruments avaiigble togdo this! (Rest 1972; Porﬁ%r
7 oo . i
and Taylor 1972). See the next analysis su.nary fox.a dis¢ussion of these
instruments. ~ 7
Although the originél edition has been field-teste L this new one
with the values component added has not. Moreover, mordl dilemmas were
used prior to the values education project at Carnegie-Nellon (discussed

in Chapter 1 under Moral Developmenty. %

TITLE: First Things: Values

CURRICULUM: . First Things

CONSULTANTS : = Lawrence Kohlberg and Robert Selman

PUBLISHﬁRg - Guidance Associates, Pleasantville, New York 10570

DATE: 1972 : “ ‘

GRADE LEVEL: K-3 (4-6) | L -

MATERIALS AND COST:‘ Six audiovisual kits, each containing~célorf§iim-
strips, record or cassette tape, and teacher's
guide~-$19.50 per kit (with‘record), $21.50 per
kit -(with-cassette tape). Five kits are;classroom i

materials, one is a teacher training kit.
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DESCRIPTION: This is a series of six sound filmstrips designed to help
elementary stidents reason about moral issues. The kits
are entitled* The Trouble with Truth; That's No Fairl; Yuvu
Promised!; But It Isn't Your...; what Do You lo about Rnlesios
and A Strategy for Teaching Values.

B
Rationale and Objectives *

The rationale for First Things: Values is clearly stated in the
teacher's guide. The developers explicitly acknowledge their support foi
the moral development approach to values education. The rationale is based
on Kohlbeig's research on moral development, and it clearly emphasizes
rational-analytical procusses and student discussion. Nonrational ways of
valuing and acting on one's values are not stressed. A belief in the
relationship betwe=n moral reasoning and moral behavior is, however, affirmed.
The definiticu or meaning ~€ the terms values and valuing are not discussed
or implied in these materials. Rather,~moial reasoning and moral development
are the central terms used in the teacher's guide. Specifiz objectives are
rot provided for the five sets of filmstrips for classroom us+. Fach
teacher's guide mer:ly states the general objective of the materials an

stimulating c*udent disccsion and moral development.

Praconditions and Usability

Thg,matgrials are designed for children in kindergarten through qradec
3. They‘dbuid also re used successfully in grades 4 through 6. Each of
the six aud10v1aua1 kits may be purchased separately. They can be used
;n any’ sequence. The filmstrips and activities may be used together as

»

a unit on values or as a supplemaent to ex~

N

ing curriculum.
oy

Because obser 'ing the filmstrips and discussing the dilemmas are the
primary activ1ties, students need i‘ttle‘or no basic reading skills with
First Things values. The filrstrips realistically depict children of
various ages, from several ethnic and racial backgrounds, and of both
sexes. Thg materials may, therefore, be used with a variety of groups in
e school?or nonschool setting. Knowledge of Kohlberg's theory and
stages of ﬁoral development and skill in applying those ideas with sfhdents

are fundamental prerequisites for successful use of these materials. One

®
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of the six kits, A Strategy for Teachiny Values, attempts to provide this
background. kExperience has shown, however, that more than this teachan
traininy component is needed to help teachers skillfully apply Fohlbeio's
concepts. Recently the Values Education Project at the Social Studies
Curriculum Center at Carnegie-Mellon University developed A Training
Manuai for Teaciiiny Moral DiJemmas. Workshops have also been conducted
by Barry Beyer of that institution. Currently beiny revisea, this work
_might help to fulfill the need for a useful mechanism for traininy
teachers in the moral development approach to values education. Two
other abilities required of teachers fEr effective use of these materials
are facilitating and coordinating small group discussions and building

and maintaining a group climate of ovpenness, trust, and understanding.
o

Content

values education is the major focus »f these materials.  The lovas
is on the process of moral reascning and development: into higher stages
rather than on particular value positions. The materials present moral
contlict situations appropriate for primary-age cialldren and oncouraie
students to formul: te, examine, and discuss personal solutions to Lhuse
dilemras. Broad social value issues are not used. In Part 11 ot The
Trouble With Trust, for instance, Debbie can have her birthday visit to
the fair if she says she is a year younger. "Should she lie or tell the
truth?" is the dilemma students consider. Other kits deal with the

concepts of promises, fairness, rules, and property rights.

Procedures and Activities

The conflict situations are dramatized on the sound filmstrips as
moral dilemma episodes. Each unit or kit preserts two dilemmas. The
first is presented with several alternative solutions. The second merely
presents the dilemma and encourages students to develop and support thelx
own choices. Teaching procedures and suggested learning activities are
“specifically cutlined in the teacher's guide provideh with each kit,

They clearly reflect a moral development appreach to values cducation,
The teaching procedures include rdviewing the filﬁstrip, modeling the

discussion, dividing the class into small discussion gqroups, keeping the
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discussions balanced with appropriate guestions {which are provided in the
guide), using additional guestions to hroaden the scope of the discussion.
Folluw-up activities such as debates, role playing, mock courts, and
analouous Jdilemmas are also suggested. The activities frequently stimulate
students to articulate and share their value positions and reasons to
themselves.and others. The analytical skills of formulating and testiny
alternative solutions are also stressed., Sometimes thildren examine thelx
own behavior patterns, but rarely are they asked to act on their decinions
or values. The primary emphasis of the activities i1s on discussion analysis,
self-awareness, and listening and attending skills. Sometimes opportunities
to aevelop criteria development and skilig of application, decision making,
and vonflict resolution are provided. Students' rights to privacy are not
protected by any "I pars” procedure., \Qt is hoped that the small group

structure will encourage openness.

Evaluation

The materials do not provide any help with evaluuting student proyress.
There are, however, several instruments available from other sources to
measurs growth in terms ot Kohlberyg's stagés~of moral development. Two
wt the more simple tests are Rest's Opinlons About Social Problems (1972)
and 3 quade produced by The Ontario Institute for Studies in Lducatnun
;al;eu How to Assess the Moral Reasoninyg o! Students (Porter and Taylnr
2. The furmer test prusents six Kohlbery-type moral dilemmas, each
tnjilowed by 12 statements reflecting various levels or moral reasoning
on that dilemma. Stuq?nts rank the statements in terms of their impor -
tvre. Tht latter instrument also uses some of Kohlbery's original
dilemmas.  The deutlopers of this guide recommend that the dilemma and
student reactions be administerss and solicited orally for elementary
students and in wiitten form for high school students. A detailea
explanaticn of how to score these essay responses is provided. Kohlbery's
‘juestliornaire has been used extensively in his empirical research and
has prover to be reasonably reliable and valid. Although some psycholo-
ygisty question the validity of Kohlberqg's research, his evaluation
instrument has been more extensively and empirically verified than most
values vducation bents, The major problem s the difficulty in admini-

tering and interpreting the teste.
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First Things: Values has been field-tested in six socomi=arahe
classroom. Results indicated that after using the matcrials twice a
week for five weeks, those students reached a higher level ot moral
reasoning than students who had not used the materials. The cvaluators
do not feel that this pilot study was conclusive, and‘phey plan tolde
further evaluation in 1975. In addition to this study, informal teacher
reports have indicated that students using these materials have become

. "more socially aware of their ideas and better able to integrate other's .

thinking and valuing with their ovwn.™

*

Materials Using Analysis Approach

FITLE: Analysis of Public Issues Program -

DEVELOPERS: James P. Shaver and A. Guy Larkins

PUBLISHER: Houghton-Mifflin Company, 1 Beacon Sticet, Boston, Massa-

chusetts 02107

DATE: 1973

GRADE LEVEL: 9-iZ

MATERIALS AND COST: Student text, $4.80; instructor's manual (412 pp.).

$8.97; audiovisual kit, $64.50; duplicating masters,
227.00; problem hooklets, $1.05 each.

“ESCRIPTION: These multimedia materials include an audiovisual kit
(cont@ining 5 cassettes, 3 filmstrips, ond 49 overhead
visﬁgls), student text, duplicating mastérs, instructor '«
manual, and problem booklets, which cover such topins an
1he Police gnd Black America; Race Riots in the Bixtion;
women: The Majority-Minority; Studcnts' Rights: lssues 1in
Constitutional Freedoms; and Progress and the bEnvironment:
Air and Water Pollution. Thékprogram primarily consists B

of a set of concepts necessasry for analyzing pullic js»uvf/

plus the materials and strategies for teaching them.

Rationale anu Objectisns

The instructor's manual for the analysis of public issues program
contains a detailed rationale. : The maverials "are kased on the pPreml e
yhat the central focus of reaching reflective thinking in the social
studies should be the analysis of public issues." Tfurthermore, Lhis

Q' : program is "fo-used on publié issues and...based on the assumption that
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public issues are basically ethicil issues--that is, that they involve
questions about right or proper aims and actions." As a result, the mate-
rials involve values education as a central part of the curriculum. They
“also reflect the analysis approach: rational-analytical processes are
emphasized. The rationale defines values as "standards or principales of

worth--that is, our id-as as to what is good, worthwhile, desirable."

N The meaning of the term valuing, however, is only impled. The developers
AN explicitly acknowledge their own biases and position on values education.
3 ) )
: The objectives for different activities are stated in behavioral terms

and are directly linked to the mode of evaluation. For the {irst concept
developed in the activities, the objectives state that the student, whon
given examples, "should be able to distinguish belween ethical and non-

ethical, serious and less serious, and private and public issues and yive .
reasons for his distinctions.™
i

N
<

Preconditions and Usability v

Designed for use by both junior high and senior high students, the
analysis of public issue. program can be purchased in components and used -
in any sequence. The program shows no sign of racial or sex-role discrim*5
inaticn and could be used as a complete course of instruction.

Traditional and progressive school settings arc appropriate lox uiindg
the materials. Well-developed reading skills are needed by learners ‘
because value analysis procedures are mostly stimulated Ly a set of

readings. No other preconditions are-necessary.

Content

. The main focus of the materials is on social issues and community
problems. Students study such things as teacher walkouts, tax reform,
political morality, housing, women‘s\ rights, seé«regation, and mass
conmunic;tion. Emphasizing the process of valuing rather than value

. content, the activitiés presént Value dilemma episodes, case studies, and-
data collection instrﬁments for students to gather their own information.
One agpivit},‘fSr example, discusses the Chicago Seven trial; anothey, the

Vietnam war; and another, Martin Luther King.

Procedures and Activities

Specifically outlined by the developers, the procedures and activities

basically reflect the analysis approach to Qalues education with some
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clarification. Mostly, learners are encouraged to develnp analytic skilis,
For instance, when working with the problem booklet "Women: The Najority-
Minority," students, after reading an excerpt,. are asked such questions as
"Research has shown that individuals who are going to 'hit the top' in

their professions usuall?.db so when they are about thirty years of aye.
Might the Swedish system discourage professional accomplishments, especially
ot males, if they were expected to be at home more to help with child-
reariny?"

students at times are also asked to understand and provide reasons
for their own value;positi6ns, as well as to shave them with others and
make decisions based on suchvalues.~ Rarely are students encouraged to
examine their own personal behavior patterns or act upon their value-based
decisions. Protecting learner's rights is not an issue with this program;
its focus is on learning and applying values anaiysis pIGCQdures.‘ When a
learner is asked for a personal view, it is for the purpose of de§eloping
an analytical procedure rather than for encouraging the‘learner to reveal
deeply felt values.

Activities mainly require students to &mad, write, and discuss, and
to develop discussion analysis skills alonyg with criteria develojsment
skills. Sometimes learners also have chances to develop self-awarsness
and listening and conflict resolution skills. Rarely do student utalioe

empathic and supportive skills.

Evaluation

The program specifies evaluation procedures. Duplicating masters
of tests accompany the materials. The tests are basically objéc;ive in
nature, providing for multiple choice and true or false responées, No

evaluation data covering the program ivself is available yet.

TITLE: 1 sople in Neighborhoods

CURRICULUM: Taba Program in Social Science

DEVELO?ERS: Mary C. Durkin and Anthony H. Mciaughton

PUBLISHER: Addison-Weslyy Publishing Co., 2725 Sand Hill Rd4., Menlo
Park, California 94025

DATE: 1972

GRADE LEVEL: 2

MATERIALS AND COST: Student book, $3.21; teacher's edition (approximotely
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200 pp,), $3.96. ) ?

DESCRIPTION: The student textbook contains activities that exposc chil-

dren to three common types of neighborhoods in the United

States--an inner city neighborhood, a residential ncighbor-

hood, . and a small town or village nelqhboxhood-»;n order for

tnSE“IB learn about the differences and likenesses of communi=-

ties and their residents. The ‘teacher's edition provides an

introduction to the Taba Program and gives suggestions for

teaching the units in the second-grade student book.

Rationale and Objectives

The teacher's edition of People‘in Neighborhoods contains an extensive
and detailed rationale for the Taba Proyram, explaining its objectives,
ocatent, teaching strategies, and evalu&tion‘prOCeaures. Values are
defined as "those objects, ideas, or institutions which a society or an

individual considers important." The rationale, however, do-: not define

or consider the term valuing. The developers' own blas

analyzing vaiues. The authors believe, however, that "val-_k
through both nonrational and rational processes‘& Promotlﬁ.“kj.
the approach to values educgtion, the rationale emphasizesﬂi
analytical processes of rééalling, identifying, inferring,
and comparing. )

The objectives for each of the four units as well as for the entire
Taba Program are specifically stated in behaviorla terms. The objective~--
"relating one's va'ues to those of others"--is, for instance, stated:
“given information on the values of people in two or more cultures other
than his own, the student describes differences and similarities in the
values within and among cultures and their relationships to his own

values."

Precondition- and Usability

Designed for second-grade students, the program must be used in the
designated sequence. It; four units compose an entire year's course.

Both traditional and progressive school settings are appropriate for
using Pecple in Neighborhoods. Learners need well-develored skills. No

other preconditions, however, are necessary. Although special teacher \
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Ltraininy 1s not necessary, instructors might read Hilda Taba's puwuk
A Teacher's Handbook to Elementary Social Studies: An Inductive Approach
{Taba et al. 1971). The program gives no evidence of racial discrimi-
nation. Persons from several socioeconomic, ethnic,‘and racial heritages
are depicted in the book. Furthermore, sex roles are not ste;eotyped:

. . for example, both fathers and mothers buy the bakery goods and prepare
the food. o

ontent
values education is one of several .mportant concerns of this
program. Other concerns include developing thinking skills‘as\well as
academic and social skills. The units present problems of living in a
neighborhood. They do not however, focus on soctial issues suchaés
pollution or prejudiﬁe, nor do they focus on exahining personal value
issues Or problemsf Questions interspersed througho?t each unit in the
student text ask learners about the neighborhood and tﬂe people depicted
in each story. For example, in the story “Prankfofﬁ and Chicago,"
students work with such guestions as "If a new airﬁdrt were built near
Frankfort, what do you.think would happen? ‘Wha£ would happen to Mr. \\
Wald's business?" For the same story, a wap is also shown with the '\\
following questions: "If a man lived in Frankfort and worked in Chicaso,
_ what highways might he take to work?" In the teacher's edition,
sugyestions are given for‘helping students‘think apout their own
evperiences in and around their neighborhoods. The teacher is encouraged
to ask guestions such as: “Your mother has told you to go out to play.
what kind of picture do you see in your mind? Where do you usually go?
What do you usually gdo?"
The units mostly emphasize the procass of making value choices
rather than the content of values. Stories of childrer in various
neighborhoods are presented. Most of the stories are descriptive; a feﬁ

imply morals.

Proceduras and Activities

N values analysis is the dominant values edvcation approach raflected
in the actual procedures and activities. Some clarification is also used.

Students are eniouraged to identify and empathize as well as analyze and

we L go0e
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- compare reasons. They are not asked, however, to establish interrelation-

ships among their values. Procedures and activities for using the textbook

are specifically outlined in the teacher's edition. Activities are pxovided

\to help students formulate hypotheses. ask gquestions, organize information,

develop a set of skxlls. attain concepts, develop generalizations and apply

them, and understand the cause and effect of relatxonships. Furthermore,

“the act1v1t1es ’ requently encourage learners to understand their own values,

to providé:reasons, and to infer values from the reasons and the behavior .
of others. |

~ The procedures and activities protect the rights of learn'rs by
encouraging all learners to understand and empathize with persons having
different‘values_ This is accomplished by including a strategy’for .
developing and exploring feelings for the people presented in each story.
Students are generally asked to read, write, and discuss. Optional
activities recommended include films for students to see. Fregquently,
the stories provide experience for developing self-awareness and empathic
skills. Sometimes students have the opportunitieé to develop skills in

listening and attending, discussion analysis, and criteria development and

application. Seldom do students use support skills, decision making,

conflict-resolution, and yroup work skills.

Fvaluation
The teacher's edition s;yecifies evaluation procedures; provides for

per .odic diagnostic evaluatxon ‘of student products, and discusses the

_criteria used to evaluate them. Generally, the evaluation procedures

ar-ly to class discussions and written assignments. Students are encour-

arzd to write short essays or perform written exercises. In addition,

_nonwritter responses and discussion are encouraged in the evaluation

procedurcs. The evaluation instruments provided are basically objective
in nature. " _ ‘

People in Neighborhoods was systematically field tested in the
formative stages and is subject to periodic evaluation and revision by._
the developers. There is a final xeport on the bock (Wallen et a{y/
1969) . kY . g
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TITLE: Sources of Identity
CURRICULUM: The Social Sciences: Concepts and Values .
DEVELOPER: Paul F. Brandwein
PUBLISHER: Harcourt Brhcefsovapovich. Inc., 757 Third Avenue, New York,
| York 10017 ‘
DATE: 1572
GRADE LEVEL: 7. (8-9)
MATERIALS AND COST: Student text {hardbound) , $6.96; single unit books
(paperbggnd), $1.59; teacher's guide (paperboqu,
177 pp.), $1.95. . |
DESCRIPTION: The six units in the student text investigateipeople from
six different points of view: as individuals, group members,
participants in a culture, policy makers, a\part of the
environment, and producers. The accompanying teacher's '
guide provides principles ard practices for teaching the

student text.

Rationale and Objectives

The rationale for this student text is clearly stated in the intro-
" duction to the teacher's guide. Social Sciences: Concepts and Values is
‘Jesigned to help the teacher and the student find out what information,
concepts, and values the student already holds, and to help the studert
& " develop in three ways." Students are encouraged to develop tﬁe following
abilities: to recognize and cbserve concrete evidenée related to a
concept, to empathiie with other pecople, and to recognize the involvement
and obligation of individd;) 0 each other in. everyday human situations.
The temms values and valuin§ are not specifically defined, but their
meaning is implied. The developer's own biases and position on values
education are difficult to ascertain. An analysis approach to values
education is inferred from various statements in. the rationale--
statements such as "each student will develop in his ability to empathize
with other people, obsexiing gheir‘behdvior~as %vidence of their concepts
i o and values, and to make such cobservations from aifferent perspectives."
/ The .rationale emphasizes a rational inquiry appxoéch. and the‘;reatment

of values in all units seems to exemplify the approach. Students qré
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encouraged to reach various goals, for example, to be able to form and
use concepts that fit the real world and to‘be able to make increasinaly

humane decisions.
The objectives for different activities are specifically stated in
behavioral terms and are directly linked to the mode of evaluation.
Valuing, according to the objectives, is emphasizea‘maiﬁlymas a gognitive
functicn.' In one activity, for example, s.udents will be given an example
of a value and are then asked to "make inferences about the'laiger'value

system represented and cite other evidence in (their) experience to justify

{their) inferences."
Preconditions and Usability
The materials are designed for seventh-grade students and can be used
in either a traditional or a progressive school setting. The six units
Such applications,

can be purchased separately and used in any sequence.
however, might interfere with the carefully articulated sequence developed
Teaching all six units could make an extra course. Students
Otherwise, no

by the author.
using the materials need well-developed reading skills.

particular preconditions are necessary.
Content
In Sources of Identity, teaching values is an important concern:
clarifying personal values, however, is only a peripheral concern. The
units mainly emphasize social issues and community problems often faced by
students are encouraged to infer, discuss, and'compare

A few chapters include questions helping students

oneself and others.

the values of others.
probe into their own identities and values. The chapters badically focus

on the content of values and present readings about other cultures as

well as readings about other value-laden situations in which students can
Colorful pictures help illustrate each
Some chapters

understand their own personalities.

s

chapter.

The materials give no evidence of racial scereotyping.
bring attention to ditferent minority groups and their struggles for
Indirectly, however, the materials

ke 3,

identity, freedom, and eguality.
indicate sex-role stereotyping. Each unit title uses man as the generic
. : - \
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term for people. The third unit, for example, is entitled Man in Culture
and the sixth, Man in His Environment. In addition, the photographs

at times reinforce stereotypic sex roles: women are depicted in tradi-
tional roles--secretaries, nurses,'teachers;‘and‘textile workers; men

are depicted as mountain climbers, foresters, scientists, and anthro-
pologists. In contrast to this indi;ect stereotyping,-one~chaptei briefly
discusses sex roles--how they are~determ§ned, how they have chanyed, and
how they‘might change ;n the future. In addition, the history of American

women's struggle for emancipation is traced.

Procedures and Activities

=Ana;ysis is the values education approach reflected in the materials.
As specifically outlined by the developers, the procedures and activities

frequently encourage learners to analyze value issues. For example, in

. one activity students are asked to analyze some posters and identify the

subcultures. depicted, -and their contributions to the common culture. The
class is then encouraged to discuss whether the contributions of the
subcultures are valuable to the common culture and to provide reasons for
their positions; Students are also asked to decide whether the poster

accurately represents the subculkure.

Some of the activities encourage learners to understand their own
value positions, provide reasoné, and share them with others. Seldom are
learners asked to examine their own personal behavior patterns, make
decisions based on their values, or act on their decisions. The activi-
ties and procedures do not take into account the rights of ‘learners; the
teacher will need to protect learners' rights of privacy. The activities
for students include reading, writing, discussing, and role playing at
timeé, as alternatives to obtaining concepts by reading.

The skills most frequently stressed in the ta2xtbook are empathic
skills. Sometimes learnérS‘use‘diSCussion analysis skills, criteria
development and application skills, and group work skills such as forminy

task forces, brainstorming, and discussing ideas.
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Evaluation

- The teacher's guide provides specific guidelines and cxitérii,for
evaluating student work-&nd progress.. These ¢uidelines are good for
diagnosing individual developmen;.'but they do not apply to gioup
comparison. Moreover, tests‘accrmpany the criteria. The evaluatic:
basically focuses on the ~ork stydents®do in the course. Such work
includes, essays, short answers té~questions. research reports, and other
learner products such as logs and| group projects. In addition to writtcn‘

work, evaluation can be applied to student oral presentations or discus-

sion. The guidelines are basically objective in nature and evaluate -
student work accordiny to three ca~egories§ satisfactory, unsatisfactory,
and outstanding. The developer hag not empirically validatedfthe‘evalua-
tion criteria or detexmined them to be reliable. Furthermore, data on

learner verification are not available.

N

\ .

Materials Using Clai&fication Approach

; , ; . ;
TITLE: Making Value Judgments: Decisions for Today

DEVELOPER: Carl A. Elder \

PUBLISHER: Charles E. Merrill Publis%ing Company, 1300 Alum Creek Drive,
Columbus, Ohio 43216 \

DATE: 1972 | \

GRADE LEVEL: 7-12 i \

MATERIALS AND COST: Teacher's manual, hl pP.., $3.00; student bbok, 194 pp., -
s, IR
" DESCRIPTION: The student book and the accompanying teacher's manual are
designed tc stimulate cla%sroom discussion and student
inquiry into the critical Essnes«facing today's young people:
drugs, crime,' prejudice, c‘reers. alcbhol, geals, pollution,

and personal relationships. :

1Y

Raticnale and Objectives

A4

The rationale for Making Value~qudg@ents: Decisiuns for Today is
clearly stated} According to the teache{'s‘manual, the purpose of the
stadent book is "to help young peoP}e‘maké sound value judgments by provid-
ing them with guidelines to help them clarify their values and to make

LN (l‘*()s";
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decisions." The author~e1abora€es on this purpose: "it is not the aim -
of the book to tell teenagers what they must value or to set moral
standaxds for them to follow." Utilizing a clarification sipproach to
Avglues education, the materialé emphasize rational-analytical processes

and personal revelation. In addition, the thivitieé encourage students

—

to act upon their values. ‘ g :
Defxnxng his terms, the author explains that -a value is something
desirable or having worth and that valuing means rating someth;ng hlghly‘ ‘ ;
He also explains his own biases and pos;tlon toward the teaching of " |
values. Whereas the rationale, the terms. and the biases of the materials

are clearly defined in the teacher's manual. the specific objectlves for

the different sections are only vagnely menticned.
7

>

Preconditions and Usability

All of the sections are contaxnea in the student book and can be bt
used 1n any sequence. The materials can. compose a unit of several sessions
or an entire course fo:yjunxor high, middle school, and high school
students. JMaking Valyé«Judgments shows no evidence of prejudice or
discrimination.‘ The:author has fairly used both sexes and various races .
and religions for ;he examples in the book.

The materlals are well suited for both trad1t10nal and progressive
school settangs.\ The sect1ons can be used most effectively under the
following conditions: 1earners havxng well-developed reading skills;
teachers receiving svecial tra;nlng, a classroom climate encouraglng
openness, trust, and undexstandlng. a school supporting and a community ‘i
accepting 1earners who are clarifyxng personal values on deeply felt o

controversial 1ssues.

A

Content ‘
The major focus of the book's 14 chapters is values education, )
and value co~tent and the process of valuing are emphasized equally.
Basically, the units require that students investigate. social .issues,
such as drugs or pollution, from a personal viewpoint. In Chapter 6,
for example, students work with the question, "Do I want to use drugs?” o

The question they confront in Chapter 11 is "what should I do about
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.pollution?" The content for such problems is presented in a variety of
ways: valuu~dil§mﬁa episodes, case studies, and stories ending with a
specific or _implied moral.

Procedures and Activities . °

The procedures and actibities emphasize values awareness. Frequently
students are encouraged to\make choices and then to provide reasons for
such choices. For example, in the chapter "What Careex Will i Choose?"
siudents are asked a~viriety of questions: "Have yohr plans for a career
“hanged singe you were in elementary schnoi?\ 1f so, describe the’ change.
How do you account for it?" "thch‘would‘you‘pretgr--§~h1gh-pay1ng job
which you do not like ox a low=-paying job in which you are happy? Explain
your reasons.” | . . \

specifically outlined by the author, the activities encourage learnersmfap
to understand their own value positions and provide reésons for them. At

-jtimes, students are also asked to éhare\tﬁeir value poSiﬁiqgs or reasons

/with~others, make-decisipns‘based on their values, and aci~cn these deci-
sions. = Seldom do students an;iyze value issues or examine ;heir own

‘ personal behavior patterns. The activities and procedures, which ‘encouraye
students to read, write, diacuns, and sometimes play roles or enact
experiences, do not protect the rights of the learners. A

Self-awareness skills receive the greatest emphasis in the materlals.
Decision-making skills are also emphasized. Rarely do.students exercase \
the skills of lxs:ening and attending, empathy, help—giv1ng, discussion
analysas. criteria development and appllcatzon, confllct resolutlon, or
group work. i ; v ‘ : ‘.

t

Evaluation

»

The ma;erials provi@e only general guidelinéswfor~evaluatidﬁ. These
'appear as suggestions coﬁbluding éach chapter in the teacher's manua1; ‘
Teachers might use end-of-the-Chapter exercises as tests or aSSigq the -

special projects accompanying each section. They could also ad&inister
‘questionnaires to evaluate beg;nning -and concluding learner attitudes ‘
toward various problem areas. Written requnses'in the forms of short

answer, completion, or true-false tests are the modes of response suggested

Lo
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for evaluatxon procedures. éuch instruments are basically objECtivé

in nature and have neather been emp;rlcally validated nor determlnﬁd

to be reliable. The actual materlals have not been systematically fleld
tested nor evaluated; ;athe;, they result from a teacher's experiences

in teaching a value judgment class,

- A

TITLE: Prejudice: The Invisible Wall

DEVELOPER: Wilfiam Goodykoontz

PUBLISHER: ‘Scholastic Book Services, 904 Sylvan Avenue, Englewood Cliffs,

New Jersey 07632 i

DATE: 1972

GRADE LEVEL; 7-12 \

MATERIALS AND COST: Approximately $60.00 for a kit~0f*hatexials for 35
students with teacher's gulde (62 pp ). Each student
book costs approxmmately $1.50. .

.DESCRIPTION: Prejudice: The Invisible Wall includes student booklets,

a teacher's guide, a logbook, posters, and a record. The

stories, articles, plays, poe;r&, letters, cartoons, and

pictures presented are relevant to the theme of prejuaice

and to the lives and interests of today's teenagers.

Rationale and Objectives
According to the clearly stated rationale in the teacher's guide,

- the main purposes of Prejudice: The Invisible Wall are "to help students
rcad, speak, and write better; and to help them iearn more about a
subject of importance to themselves and to society."” The rationalg does
not defiﬁe or imply the meaning of the terms values and valuing. The
developerfp own Jjiases and positions on values education can be inferred
from the’nature of the materials, which employ dramatic springboards to
arouse both thoughté and feelings of studénts. Stressing clarification
as the dominant approach to values education, the rationale emphasizes
personal revelation and reflection.

In the‘teacher's guide, aims and b;haviqral objectives are cited

for each of the three sections in the student book. In the section "How

‘gbogs
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Does Prejudice Affect People?,” for example, the aim is "to help students
discover how prejudice is iearned and how it harms people--those who are
prejudicgd as wel) as those who are victims of prejudice.” Two of the |
four behavioral objectives listed are “name three ways in which prejudice: ‘ %
harms a victim and give one ekample of each; name and discuss four ways .. ‘

by which people defend themselves against prejudice."

Preconditions and Usability v : o

The developers "believe‘that the unit is most effective with 7th- to
12th-grade students who read at 4th- to 6th-grade levels or who are, for
other reasons, poorly motivated by conventlonal classroom texts and tech-
nlques.f The materials compose a class unit lasting several sessions and i
can be ordered as components and used in any Sequence. \

Containing no evidence of racial or sex-role dlscriminat§qn, the
materials can be used in a variety of settings: traditibngl; ptogressive,
free-school, and nonschool. No particular preconditions are reqﬁited for

introducing the unit. ‘ \ : . .

Content

values education is the major focus of the content. The stories,
pictures, regording, and guestions elicit very personal reactions to {
social problems--in this case, to various forms of prejudice: In the ‘
first section-="What Is Prejudice?"--students learn different things
about prejudice. For example, they are exposed to the difference between
a prejudice and a dislike, and a prejudiée an§ a misconception. They are
also asked ib spot prejudice\in other people and are shown how prejudice
substitutes names for human beings. The case studies, value dilemma
episodes, and other stories give equal embhasis to both the process of

valuing and the content of values.

Procedures and Activities

The procedures and activities for using the materials are specific-
ally outlined in the teacher's guide and reflect clarification as the
demirant approach io values~education. The activities frequently
encourage learmers to understand their own value positions, provide

reasons for them, and make decisions based on their values. In the

~ . 0pago
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loghooks, for example, students have the chance to write answers to

guestions after each episode. Following the story "Express Stop from

Lenox Avenue” aré~questions such as "Should you~60~everjihing\possible

to get ahead--even if it means stepping on other people?” 1In addition

to answering yes or no to such~quastions.‘the students are also
encouraged to provide reasons for their answexs. At times, students are
asked to share their value positions with others. Only rarely do learners
get opportunities to develop analytical skills, examine their own personal
behavior patterns,‘br act upon their value-based decisions. Protecting
the xrights of learners is not an issue with these materials; because
students aré usually asked questions about what other people, such as.
characters in the stories, should do. The students, in other words, afe
seldom made vulnerable. ‘

Experiencés in self-awareness, empathy, and decision-making skills
are offered to learners. Sometimes activities require stuaents to use
criteria application skills. Students working with the record can
develop listening and attending skills. Oan in a few instances do
students apply‘help—giving and supporggvg‘sgi}ls, discussion analysis

skills, or criteria development and con!licé—igsolution'skills.

Evaluation

Basically, only general -guidelines for evaluation are provided. The
teacher's guide discusses the findings of two attitude tests: the Frenkel-
Brunswik';est and Bogardus' Social-Distance Test. The actual tests,
however, are not provided. Rather, teachers are encouraged to do their
own evaluation and compare their results with the findings of the other
two tests, Another attitude test, one to find out if‘students afe‘
prejudiced, is given in the teacher's guide. 1t is objective in nature,
requiring yes or no written responses. The‘vélidity and reliability of
the test, however, are not discussed in éhe guide. No evaluative data |

on the effectiveness of Prejudice: The Invisible Wall is available.

Cw

TITLE: Search for Values ‘ ;
CURRICULUM: Dimensions of Personality
DEVELOPERS: Gerri Curwin, Rick Curwin, Rose Marie Kramer, Mary Jane

Simmons, and Karen Walsh

T2
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PUBLISHER: Ptlaum/Standard, 38 West Fifth Street, Dayton, Ohio 45402

DATE: 1972

GRADE LEVEL: 9-12

MATERIALS AND COST: Teacher's guide, 117 pp., and 77 spirit masters,

$44.95.

DESCRIPTION: This kit contains 44 lessons designed to help high school
students clarify their personal values in relatien to the
ropics of time, competition, authority, personal space,

commitment, relationships, and images.

Rationale and Objectives -

The rationale for these materials is clearly and briefly stated in
an introduction to the teacher's guide. It reflects 2 clarification
approach, with an emphaéis on rational-analytical processes and personal
reflection and revelation. Specific rather than behav.oral objectives
are provided for each activity %n‘the teacher's guide. They also reflect
values ¢larifying pr&cesses. *§he objective for Lesson 5, "Competition,”
is, for example, “to reflect on the varied forms of competition in which
the individual finds himself, and to encourage increased awareness of

related‘feelings.“

Preconditions and Usability

The materials are designed primarily for high school stﬁdents, but
can be used w. *h college students and adults. Search for Values could be
used as the basis for a semester course or integrated periodically into
other courses. The small amount of reading required in the activities is
generally at a level appropriate for students of limited reading abilities.
Slow learners, however, may have difficulty with the concepts and operations
involved in some of the activities. JThe Jailer,"” for example, is written
in readable terms but‘requires students to think abstractly about commitment
(“To‘be committed to something or some person is to put yourself in jail...
What is your reaction to that statement?") and then to apply it to theilr
own lives ("Can you think of a specific commitment. you have made that the
statement might bear out? Desc;ibe it." "Can you think of one to which
the sté;ement does not\apply?"). In the analyst's judgment, most slow

learners would find it‘difficult to relate to these guestions.
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The Sﬁgxch for Values materials are very personal and individual and
can be used with any racial, ethnic, or S50cCio-econumic yroup. There o
some evidence of sexual-role stereotyping (boys drave to the el vna
date, while girls ride there, 1n one activity). Generally, however, thee
is no blatant prejudice or discrimination of any kind.

Because the activities are in the form of dittoed worksheets, the
materials could be used in various school and nonschool settings. Thu
~pexsonal nature of the content may not, however, b as acceptable in very
traditional schools as in progressive or open schools. For max lmam
effectiveness the teachers should have some traininyg in values clarifica-
tien. Another precondition for success 1n teaching Scarch for Values s
bailding and ma;ntaining a classroom or group climate that fosters ovpens

ness, trust, and understanding.

Content

-

values education is the malor focus i thesc materials. The emphasi
is clearly on personal value issues and problems rather than social value
issues and community problems. Although the materials stress teaching a
process of valuing (the Raths et al. 19866 formulation), this occurs within
the context of seven concept argas: time, competition, authority, personal
space, commitment, relationships,; and images. In the unit on commitment,
for example, "The Magic Genie" activity stimulates students to think of
a belief or desire apout which they reel so styxon4yly that they would agree
to spend the last five years of their lives in loneliness in exchanqge lor
receiving the necessary commitment to actualize that belief or desare.
Questions on the worksheet encourage students to use the processes of

prizing, affirming, and acting in relaticn to that commitment.

Procedures and Activities

"The Magic Genie" activity is typical of the 44 lessons in the
Search for Values materials. The mode of presenting the content and
process is primarily reaction worksheets, some with individual data
collection instruments (attitude-type 1tems) and others containipy values
laden short stories or situations. The teachiny proceduras are By io-

ally outlained in the teacher's yuide and refloct the values vlar:iicatyon

O
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approach. The students are f{reguently encouraged to articulate their
value positions to themselves and to others, to examine their personal
behavior patterns and feelings, and to make decisions bésed on thear
values. The materials somotimes call for learners to provide reasons tor
their value choices and to act on theiy value-based decisions.  The
materials do not provide opportunities for students to analyre systomatie-
ally social value issues. Reading {short excerpts), writiny, and discusinion
are the dominant activities., Self-awareness and decision-making skille
are stressed. Rigorous training in discussion analysis, criteria develop-
ment and application, and conflict resolution skills are not provided.

The rights of learners to choose not to participate in the activities or
share their values are recognized and protected. The materials urge
teachers to make it legitimate for students to "pass” on some activities.
Learners are not forced bvt are asked to share some of the information on

their worksheet voluntarily.

Evaluation

The materials do not provide any help with evaluation ot student
progress. The suggestion that students keep their value worksheetls 3, o
file that would serve as a private diary implies that each student evaluate
nis or her own development. Students are asked to submit only a few ot
the 77 worksheets. Moreover, the authors urge that these not be academic-
ally graded.

Some evaluative data has been gathered from a guestionnaire sent by
the publisher to users of the Search for Values program. At this time, 27
percent of the teachers polled had responded. Their reactions, although
mixed, were generally favorable. Detailed results of this survey may be

obtained from the publisher.

TITLE: Searching for Values: A Film Anthology

DEVELOPERS: Jim Hanley and Don Thompson

PUBLISHER: Learning Corporation of America, 711 Fifth Avenue, New York,
New York 10022

DATE: 1972

GRADE LEVEL: 9-12

001V4
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MATERIALS AND COST: 15 films (averaging 1h minputes showiny tamel s
teacher's manual, 80 pp.; $25 rental for cach
f1lm; 3250 purchase price tor each film; L3
purchase price for entire set.

DESCRIPTION: Learning Corporation vf America, a subsidiary of cobad s
Pictures Industries, Inc., has cdited and adapted 3%
motion piotures {o he used in the classroom. Sedarchins
for Values: A Filb thology represents an interdinca-
plinary approach tu values education and can be prescntoed
in tnglish, social science, and hamanltices clatae.

The titles of the edited films and the motion pivtures
they are based on are as follows: "A Sense ol Purpose’”
{from the motion picture Drive, He Kaid): M1 Who am,

Who Am I?" (The Swimmer); “Loneliness...and Lovany”

{Five BEasy Pieces); "Love to Kill" (Bless the Bousts

and Chiidren); "My Country Right or wrong?" (Summertiee);
"politics, Power, and the Public Good" {All Th ¥inu's
Men); "Pride and Principle" (Bridge on the River Kwai);
"Spaces hetweoen People" (To Sir, with Love); "Tho
Dehumanizing City and Hymie Schulte” (The Tiger Makes
oat); "The Fine aArt of Aggression” (The Reckoningld;

"The kight to Live: Who Decides?” {Abandon Ship)
"Tvouble with the Law" (Pursuit ol Happiness); "Wicienee:
Just for Fun" (Barabbas); "When Parents Grow olar ¢!
Never Sang for My Father); and "Whether to Tell the

Truth" {On the waterifront).

Rationale and Objectives

The rationale and the objectives of this film antholoyy are implied
in the four general purposes of the series, given on the first ypuaye ol
the teacher's manual. Reflecting a clarification approach to valuesn
' education, the materials aim (1) to provide narratives that will "o¥oats
students to discuss the values, conflicts, and decisions of the charactorn,
as well as broaden themes and issuese™; [2) to provoke student Yecognitaon

and guestioning of individual and societal values, attitudes, ant roal:g

ERIC -
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{3) to "engage students in a deeper search tor seli-awareness”; and

{4) to provide teachers with vivid case studies for their classes. When
developing these aime, the writers do not specifically define the term
values; they only imply its meaning. Similarly, they do not explicitly
acknowledge their own biases toward values education; rather, thel
materials amply such blases.

The specific objectives for sach lesson are vaguely described in the
discussion of the main theme and the basic values of esach film. For
example, the study guide for the unit entitled "Loneliness...and Loving”
{a'unit based or a film edited from the motion picture Five Easy Pieves)
identifies the basic theme of the search for human relationships and love.
In tuxn, the developers expand this theme by questioning the valuv of
various human experiences: alienation, loneliness, escapism, lack «i

commitment, the inability to love, and the substitution of sex for love.

Preconditions and Usability

Designed for use >y high school students, eich iilm and avcompanyiny
activity require one class session for presentation. The films ¢an be
purchased or rented separately or as an entire set and can be presentid
1N any seguence.

Searching for Values can be used in a varicty of school settings--
traditional, progressive, and free schocl--as well as in various nonschonl
settings, such as churches or clubs. In addition, these materials reguire
a learning environment that encourayges openness, trust, and undexstandinsy.
Because the format of the materials is film, giving a visual emphasis,
learners need little competency in basic reading skills. 1In a subtle
fashion, the materials demonstrate sex-role and racial stereotyping: all

15 films feature male heroes, and in 14, the male heroes arns white,

Content

With values education the main focus, these materials explore variou
social issues and community problems. Aggression, violence, political
power and the public good, law, and war are some of the issues student .
are encouraged to discuss from a personal, as well as a societal, point

of view. For example, in the unit "My Ccuntry Right or Wrong?", eculitis,

.. ;90106
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from the film Summertres, students confront themselves, their peers, and
theiyr teachers on issues related to patriotism. Looking at the dimensions
of patriotism, they discuss the draft, the conflict within family and
woeliety over traditional nomms, and the strength needed tor and the
conseguences of creating an independent, personal lifestyle. hHmphasisinyg
the process of valuing, the anthology basically cmploys films that hawve

stories ending wath or implying a moral.

Frocvedures and Activities \\

: The procedures and the activities for all 1% tilws ae st ifie-
ally outlined by the developers in the teacher's manual and qunerally
follow the same pattern. First, & one-paragraph synopsis 1s yivel for
gach film. Secondly, exercises for classroom use are provided which can
be used after the movie, oy before to help the students prepare {or the
situvation they will be viewing. Next, questions for discussion, which
focus on the basic values present2d in each film, are listed. The tinal
section for each film unit contains a selected list of additiovnal antor-
mation, exercises, and guestions related to each film's basic thome.
Included in these procedures are various value clarification stratemiesn
that are repeatedly descridbed and applied wo the films--such . 1.anhk
orders, role playing, taking a stand, and opinion polls.

The activities accompanying each film freguently encourase tne
learners to understand thelr own value positions, to examine the pattayns
in their behavior, and to infer values from the behavior of others. tor
example, an activity accompanying the unit "1 Who Am, Who Am 12" (based
on The Swimmer) includes an autobiographical gquestionnaire for students
to answer in orxder to develop self-introspection. For thelr autobioyraphy,
students can privately answer such guestions as "Is there onc person y.ou
love above all others?" and "When you are alone, do you always teel
lonely? Only sometimes?" Occasionally, varinus exercises included axn
the antholoyy encourage learners to provide reasons tor thelr waluw
positions and to share the reascns with others. Only rarely are twirntg
asked to analyze value issues, make declsions based on their value, oy

act on such decisions.

ERIC
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Generally, students perform the activities by listening to, observing,
and discussing sach film., At times, student exercises include writing tasks.
Most of the activities provide learners with experiences for developiny
self-awareness plus listening and attending skills. Some of the actavities
also- stiess empathic, decision-making, and conflict resolution skills.

Other skills, however, such as Jiscussion analysis, oriteria development
and application, group work, and help-giving or support skills are seldom

emphasized.

)

Evaluation

No evaluation guidelines accompany the materlals. Field testing
during the anthology's foumative stage was not done systematically, but
intormally by teachers, students, and other users. The results ol such
informal eveluation were printed an the February 1973 issue of Film Nows.
They seem to indicate that the materials offered learners favorable and
successiul expériences_ such outcomes, however, varied systematically

accordiny not only to which film was used, but also how it was used,

>

TITLE: Values Clarification: A Hapdbock »f Practical Strategies o1
Teachers and Students
AUTHURS:  Sidney B. Simon, Leland W. Howe, and Howard Kirschenbaum
FUBLISHER: Hart Publishing Company, 719 Broadway, New York, New York
10003 -

DATE: 1972

GRADE LEVEL: ¥-12 (Adults)

MATERIALS AND COST: Teacher's guide, 3%7 pp., $3.95.

DESCRIPTION: This is a mahual containing 79 strategies that teachers
and students can use to clarify their personal values. Fach
strategy 1is presented wit? a statement of purpose, an outline
of the procedures, a note to the teacher, and additicnal

suggasted aprlications of the strategy.

Rationale and Objectives -

The rationale of this boox is clearly that of the clarification

approach to values caucation. Rational-ahalyrical and affective procosses

00
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are both stressed. In addition, students are encouraged to retleot on
their personal lives, to share those thoughts and feelanuys, and to am

on the basis of their values. The term values is not specitivally

defined in this books although it is in an earlivr work, Values .nid
Teaching {Raths et al. 1966). Valuing is defined specifically as a
process composed of the subprocesses of prizing, affirming, choosing,

and acting. Objectives are stated for each of the 79 strategies
{activities), and they are related to one or more aspects of the valuinyg
process. The purpose (objective} of the "Rank Order" strateqy, for
example, is to give "students practice in choosing from among alternatives

3]

and in publicly affirming and explaining or defending their choices.’

Preconditions and Usability

Values Clarification contains activities that can be used with
students of any grade level and with adults. Although the book must b
purchased as a complete package, the strategies can be used an any ueuerisi
desired by the teacher, leader, or students. In some cCasSes the authors
éuggest one or two strategies as effective follow-up activities, but they
do not recommend any particulér, strict seguence. The rationaln =~an be
used effectively in any school or nonschool setting. The more pelhehas
and controversial strategies,‘however,imay not be appropriate 1in very
traditional classrooms and schools.

some of the strategies reqQuire basic reading skills, but most involve
little or no reading from the students. The strategies and exampies arv
intended to be individualized and personal. Therefore, they can be unen
with students from any ethnic, racial, or religious background. Fuornios,
of all ages and both sexes are accurately depicted and representad i
the examples.

Values clarification has become a controversial educational trend
in many school districts. 1t is strongly recommended that support frim
the school and community be obtained prior to engaging in clarification
of deeply felt personal values or controversial matters. Unless teaclay.
are 1aturally oriented to using a values clarification teachinqg apl.roari,
special training is required to achieve effective results. A dgrouy ot

educators called Values Associates (Box 846, Levere.t, MA 0l0OG4) vonaut

1100109
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weekend and week-long workshops in values clarification. Also, teachers
should build and maintain a clessroom or group climate that encourages
openness, trust, and understanding. unfortunately, most of the workshops

! available provide little specific help in achieving this crucial goal.

Content * . :
values education is the major focus of this boock. The emphasis is

_clearly on the process of valuihg rather than on any particular content
values. Personal value issues ‘and problems are stressed rather than social
value issues and community problems. The "strength of values™- strategy,
for- instance, encourages students to complete unfinished sentenoes such as
*1 would be willing to die for .{‘"; "I would be" willing to physically
fight for ..."; "I will share onli with my friends‘my telief that...." The
"Pie of Life" stimulates students to loonl: at how they spend a typical day
in their lives and how they might want to make that day better.

Procedures and Activities

Procedures and activ1ties are specifically outlined for each of the
79 valuing strategies. various modes of presentation are osed. They
include student reaction and self-analysis wofksheets, data collection
(attitude type) instruments;‘yalue dilemma episodee, and games. The
procedures cleerly reflect a values clarification apbroaCh. Students
. are frequently encouraged to articulate their value positions and reasons
‘to themselves and to others, to examine their own personal behavior
patterns, to make decis;ons based on their values, and to act on their
value~based decieions. Rarely are students asked to analyze sound value
issues critically and rigorously.

Writing and discussion are the daminant activities in the strategies.
The activities frequently provide students with experiences involving the
development of self-awareness and empathic skills. Some experiences in
deCisionﬂmaking. listening and attending, and supportive, group work and
-criteria development skills" are also provided. Rigorous training in
discussion analysis and conflict resolution skills are rarely provided.
The  rights of learners are protected somewhat by a procedure that makes

it legitimate for students to "pass" on any values clarifying activity.

|
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Students are also encouraged to accept all positions as valid. The ;
effectaveness or the "right to pass" proceiur:, however, is con‘;ngent é

R upon the' formulatlon of an open, trusting amisphere. Students can f

-

be jeered for passing as well as for sharing a particular value

position. \ E

Evaluagion Q
‘ The manual does not provide any help with evaluabion~ofﬁ£tqdent
progress. An earlier work, Values and Teaching {Raths et al. 1966),
* provides two relatively crude instruments to help measure dhanées in \
o student behavior. These measures are multiple-choice dbse;vation ' \
forms that are highly subjective and have not been empirically vali- B %

dated. Some val;dated measures of self-concept have also been used i

as indications of the effectiveness of values clarlfxcatxon. - : %
The book has not been systematically field tested oxr evaluated, \ é
but some of the strategies have been subject to some relatively . \k
unsophisticaced empirical research. Many of these earlier gtudies ‘
are cited in Raths~gt al. .(1966). The recent studies are cited in
, Superka (1973, p; 112). The research, althoughninconqlusive, does
provide some basiv for the authors' claims that students who use values s
clarification "become less apathetic, less flighty, less conforming as
well as less ovexr-dissenting."” -

- l

Al

“TITLE: Values iR Action
v : DEVELOPERS: Fannie Shaftel and George Shaftel
PURLISHER: Holt, Rinehart and Winston, fhc.; 383 Madison Ave., New York,
| New York 10017 ‘ |
- DATE: 1970 °
GRADE LEVEL: :7-‘9
MATERIALS AND COST: 10 filmstrips (9 colo;3, three records, and a
- : teachexr's guide, $99.00.
‘DESCRIPTION: Values 1in Action uses ten filmstrips and three recordings
. io encourage studencs, through discussion, problem solving,

and role playing, to "examine their values and to realize
. .

~ . .
.
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that there are varied ways of solving their problems." An .
accompanying teacher's guide provides an introduction to
the program as well as an overview, recording transcript,

and guidelines for each of the ten student sections.

i

Rationale and Ob ectlves

“The ratxonale. which is clearly stated in the teacher's guxde,
explains that "children need help. in confrontzng the many dilemmas in
their lives"--dilemmas involving their values. According to the develop-
ers, role playing is an effective tool for helping students work with
such confrontatfbns‘ The technigue provides help and practice in problem o §
solving. In the rationale, the term value is defined as a aegply held S ﬁ
conviction, but valuing is not defined or addressed ﬁy the developers.
They do, however, acknowledge their own biases and position toward values
education. ‘

Stressing a values clarificntion\appxoach, the~rationalé\for the
program emphasizes rational-analytical processes and personal ievelation %
and reflection. It also encourages students to act upon their values. |
.The objectives for the entire program are specifically étated in the
rationale. The discussion and role-playing experiences offered by the
materials are intended to : ‘ \

a. develop spontaneity in éhildren;

b. give children rich and varied stimulation to talk, to oA
describe their experiences, and to express their feelings in gestures
and language;

c. provide children with opportunities for dlalogue with a v
sympathetic adult; )

d. give children a forum in which to discuss values w1th their \\g/ : ;
peers and an opportunity to practice making value decisions, especially hp ., f
in the citizenship area; \ ’

e. provide children with chances for defin1ng and exploring
alternative ways of solving a difficulty and the probable consequences
of these solutioms...;

£. provide children with opportunlties to see unxversal problems
and situations. in a familiar setting;

?

g. help children of all ethnic grou§5‘to develop desirable n
self-images. '
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The objectives for each section are described only in vague form. They

cl&rify the problems, values, and specifie dflemma of each story. =~

Preconditions and Usability i e

Designed for students in the intermediate grades, the materials can
be used as a unit, occupying several class sessions. Values in Action

can be sﬁccessfully adapted to traditional, progressive, open, free, and

'nonschéol settings. The materials require that the setting maintains a

climate of openness, trust, and understanding: The program must be
purchased in its entirety but the filmstrips and records can be used in
any sequence. Becausg;of its visual-audio format, the material fééuires
little competency in reading skills. No evidence of racial and sexual
stereotyping is present; the stories fairly represent children of both

sexes, several races, and various socio-economic backgrounds.

<

Content
The program focuses mainly on values education and stresses personal
value issues and problems. For example, in the story "Benefit of the

Doubt," students investigate the following dilemma: "Can you have the

‘courage to see--and to admit to gthers--that your actions have been cruel,’

even though this admission may cost“you the approval of otheys?" The nine
problem situations deplcted in the fxlmstrlps 1nvolve the values of group
and peer pressure, honesty, rules, frxendshlp. helplng others, prlde, and
responsibility. In addition, the storles emphasxze the process of valu 1ng,
value dilemma epmsodes and role play are the two modes used in presentlng

the content. . P

i

Procedures and Activities f

¥

Clarifiéation is the dominant values education approach reflected i
the stories. The procedures and act;vmties are specafxcally outlined by7
the developers and usually encourage 1earne\§ to examlne their own persunal
behavior patterns and to ‘act upon their value-based decisions in role-play
situations. Teachers, for example, are glyen a list of questxons to a,k
students as an introduction to each fllmstrlp and recording. In the story
"Over the Fence Is Out,” students examine their own behavior by answering

the following questions: "How many of you have a group of special pals
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that you like tc xun around with? Have you and your fnonas ‘aver been v,
-carried away with ‘an idea or plan that got you in troub;e? ‘Has it ever S
.“happened t.hat a new boy ox girl camo along and mesaed up your plans?" =
Sometimes the stoues encouw‘ge leatnars to unaerltand their owa value

v .. positions, provide xouons for the positions. and share them with other.t..‘
‘ -developers protect ~1:‘ho rights‘ of learners by encouraging all students

N \\\ N 1

Q*}\“ﬁ‘ othrs " The mtorials encourage toachers to gently urge children to
{bute to role-play s:i.t.\mtions and discussions rathor than foxcing

\‘v,‘

: \ oF leaving studonts completely alone. TwO types of activities, discussison ‘ ~
o \ _ and role play, are co:mor; to the materials. Leamers are often provided
opportumtias to develop sk:l.ns of listening and attend:lng, empathy,

:group work, .and problem solving. Occasionally, self-awareness. discussion-
a‘nalysis, \ decision—making, and conf-lict-rosolu‘tion skills are also otre~ssed.

-~ . 1

\,‘:‘.valuation S ‘ ‘
The materials provide no help with evaluation.‘ There is no datia

available on learner verii:.cation. Informal coments fxom users to the

‘publishers have, however, been favorable. o - L

TITLE: The Valuing Approach to Career Education, K-2 Series \
;cun;ucm.un; 'rhe ‘Valuing Approach to Career Education, K-8
DEVELOPER: M. F., Smith, P. K. Xonge Laboratory School, College of Education,
o " university of !‘lorida. Gainesville, Florida 32601
PUBLISHER: Education Achievement Corporation, P. O. Box 7310, Waco, Texas o )
‘ 76710 : : |
DATE: 1973 o
MATERIALS AND COST: 11 filnstrips and cassettes, $170.50; 11 storybooks, - N
| ' $27.505 2 }.ms, $30.70; 10 wall posters, $12.00; | \
36 activiy:y spirit masters, $15.00; 1 glove puppet, \
- $8.00; one file box and individual student folders,
$29.95; \pracourso and postcourse tests, $4.00; a
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two-volume teacher's guide, approximately 606 PP : S

o $49.95; total, $347.50. ) - o
DEsgngTIpN: This is a 3equentia11y planned:multimedia instructional \
| systam aeaigned to teach several valuing'skills, thinking

P
P

~on. PR

skills, and sareer concepts to primary-age childreni . <
Hannibal dﬁppo and Do-It-Dust Factory are the two major

storybook serias.
]

°

Rationale and Objectives

i
s
I
i

The* ratienale for these materials, in terms of career educatxon anﬂ
values educataon, is clearly stated in the' 1ntroductory section of the
teacher’ s-guide. The developers ekplicitly acknowledge the values clari-
ficptioneappreach as the best way to deal with the affect;ve aspects of
career education. The rationa1e~emphasizea rational processe%, personal
refiection, and action based on one's values. A value is defined in one
of the lessons‘as‘“soﬁpthing that is important~or'&orthwhile.? ‘Although
not specifically defined, the "valuing process was incorporated. to denote
the, dynamic nature of a person's assigning merit and,!orth‘“

The objectives forwzach lesson are stated specifically (not
behaviorally) in the teacher'e guide as the “intent" of the lesson. They
are also directly linked to the p%iibdic evaluation that occurs at the
end of each of the 14 1earning sequences. These objectives reflect the
developer‘s attempt to integrate the clarification of student's personal
values with‘the.learning of several career concepts and the development :
of various thinkin§ skills. The intent (objective) of Lesson Seven in : if
Learning Sequence A, for example, is "for the child to compare and contrast B
work roles with play roles. and to clarify those,}OIes that are most
important and 1east importapt to him now."

Preconditions and Usability

The materials have been deaigned for use with children in klndergarten ;
through grade two (from five to eight years of age). If used én an alter- S
nate—day basis, as suggested byjthe~developers, there is sufticient ‘

. .material in this multimedia system for two full years of instruction. The °
\materials may be purchased as a completeeﬁackage or the kindergarten/
‘first-grade and the second-grade materials may be purchased 5eparately(

A
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" In either case, it is.strongly recommended that the lessons be taught in
the %eqpence presented in the teacher's guide.

Littlel or no basic competence in reading is required of students for
a sucéessful experiénce in the KQ? Series of The Valuing Approach to Career
Education. There are many oral and game activities ‘hat require little
reading. Moreover, the stories are either read to the students or played
-on cassegte tapes., Persons from various racial and ethnic backgrounds are
fairly répresented in the stories and activities. Men and women are
depicted ! in various career positions, without sexual stereotyplng,

The materxals seem very appropriate for use in tradxtional ox
brogressive school settings. Many of the audiovisual camponents could be
used effectively in oben school and nonschool settings. ‘de relatively
rigid structure of the system, however, indicates that theég‘materials
have been designed primarily for the typical school situation. Depending
“upon the amount of materials purchased, a one-day iraining‘ﬁzrkshop is
provided by the publishgrt More training in values education appears
' necessary for\the effectiQe implementation of the valuing component of this
progrhm. A classroom or group climate that fosters opennéss. ttust, and
understandinévis another necessary precondition. |
“Content )

Values education is one of three iﬁboxtaﬁt concerns of these materials.
The other two are the teaching of ten career concepts and the development
5 12 thinking skills. The main emphasis of‘ihe values education component
:Z:on personal value issues in xelation to careers and work. The process
of\valning rather than the content of particular valqés is stressed. The
materials focus on tea&hing‘fo&? valuing skills: identifying values,
clarifying values, maﬁaging conﬁlicting values, and developing empathy.

The three career‘concapts‘treate most héavily in the leséong are "people
work to satisfy many needs,” "career development is a lifelong process,"”
and "worker roles are interdgpendent." The emphasis in thinking skills is
on observing and reporting, making comparisons, classifyihé. and imagining.
" Each lesson incprporates one or more of the‘thiniing\ané valuing skills
with one‘pr.more career concepts. In Lesson Threa of “Learning Segquence

A, for example, the children watch and listen as Lannibal the Hippo gets

-
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loét and is helped by many persons who work in the neighborhood,
each of whcm\explains the reasons why they like their jobs. In the
discussion activity foliowing the filmstrip, the children are asked
questions that require hoth cognitive ("what happened in the story?")

and affective ("How do you feel when you help someone?") responses.

Procedures and Activities .

The teaching procedures and learning activities are specifically
outlined in the detailed lesson plans in the teacher's guide. A varicty
of procedures and activities are used. These include games, stories,
role playing, puppet enactments, audio-visual exercises, dittoed work-
sheets, and art projects. Clarification is the dominant values education
approach reflected in these procedures and activities. The lessons stress
articulating value positions, making simple either-or choices, providing
and sharing reasons, and discovering what one values and aous not value
by examining one's personal behavior. The amphasis is not on reconstruct-
ing one's values as a result of new and deep awareness, but on discovering
one's values and on feeling good about them, Sometimes the students are
encouraged to decide and act on their values. Rarely are they redquired
to analyze value i1ssues oOr confiicts rigorously. The following guestions,
which are typical examples from the lessons, illustrate these points:
"Which play activity do you like most? Explain. Least? Explain.”

"which is more important, the way one looks {can see) or the way one

feels (can't see)?” "What makes something hard for yéu to do? Easy?"

"Can you think of fun activities that you can do all day and never get
tired?" "How do you feel when you help someone?” Students are, therefore,
frequently provided with experiences that develop self-awareness, listen-
ing and attending, and empathic skills. Help-giving and group work skills
are sometimes developed. Discussion analysisf criteria development and
application, decision-making, and conflict-resolution skills are rarely
stressed. The rights of learners are protected by‘making it legatimate

to "pass" on any activity. and by encouraging learners to understand and

empathize with others.

. 100117
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Evaluation

Procedures for evaluating student progress are specified in the
teacher's guide. Precourse and postcourse and periodic diagnostic
instruments are provided. These printed tests consist of 12 to 14 yes/no
items as indicators of cognitive and affective growth. They can be
administered orally or in written form. The diagnostic tests are basic-
ally objective-~correct responses are possible. Comprehension of the
cognitive and affective facts and concepts of the lessons are stressed.
These tests do not indicate growth in thinking or valuing skills. In
relation to the affective items, some of them should not have correct
responses. In the Learning Sequence B Test, one of the items is "When
I'm sad, I should try to think of ways to make myself happy." The correct
response given is yes. Some educators and psychologists might argue that
going with and accepting a genuine feeling of sadness is more important
than thinking of ways to be happy.

The Valuing Approach to Career Education materials have been field
tested in three Florida counties. Results are available in the FAIS Final
Research Report. Procedural problems during the testing resulted in
inconclusive findings. Differences in self-concept and in content and

process related to the program did favor students who used these materials.
N A

Criteria for Choosing Values Education Materials

The preceding summaries contain a great deal of information concern-
ing 13 sets of values education materials. If summaries were provided
for more than 100 resources, that amoﬁnt of data would be nearly as
overwhelming as the quantity of materials themselves. In order to help
educators make decisiops concerning these materials on the basis of the
analysis summaries, some guidelines must be provided. In short, now that
a person knows all this information about the 13 sets of values.education
materials described above, how is he or she to decide which are the best
ones for his or her needs? Grade level and the nature and cost of
materials are obviously important criteria to anyone thinking of purchas-
ing materials for values education. Other criteria to apply to materials

-

may not be so obvious. Those suggested by the authors are embodied in
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the analysis instrument. The following exercise has been devised to help

readers personally clarify those and other criteria.

EXERCISE 11

1f you are interested in choosifg from among various sots o}
values education materials, what are the important questions to ask
about each resource? Twenty "key guestions" are suqggested by Lhe
authors on the follewing pages. Read this list of guestions now.

I1f you have any other guestions you think are important- to ask about
, curriculum materials, add them to this list. Then from this list,

. choose the ten guestions that seem to be the most important to you--
that would be of most help to you in providing significant infor=-
mation to make a decision. Place an asterisk (*) beside each of
those ten guestions. MNext rank order the ten asterisked gquestions
from most important (1) to least important (10). In deciding on
which materials to select, you should focus your attention on the
criteria underlying these ten guegtions in the order of ranking.

Key Questions

Is the approach embodied in the materials similar to the approach
you believe is the best? :

Is there a clearly stated rationale for the materigls?

Are the objectives clearly stated somewhere in the materiala’
Do the rutionale and objectives fit your own?

Is the reading level appropriate to your students?

Is there little or no racial or ethnic bias and stereotyping in the
materials?

1s there little or no sexual bias and stereotyping in the materials?

Is special teacher training reguired to use the materials? If sc,
is it provided?

Will obtaining school or community acceptance for using the materials
be a problem?

Is the time segquence of materials suited to your needs?
Will the content and activities involve and interest your students?

Do the materials emphasize process of valuing instead of content?

00119
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‘Do the materials stress personal as well as social value questions?

: Do the materials use a variety of teaching methods and learning
activities?
Does the teacher's guide (if provided) offer guidelines for applyiny
the procedures or strategies?

Are the rights of learners to withhold personal information protuectedy

Is some skill practice in decision making, conflict resolution, oy
gocial participation provided?

Are specific evaluation procedures or instruments provided to
determine student growth?

Have the materials been ard do they continue to be field tested or
learner verified?

Do the materials contain carefully planned, detailed lessons, or are
they basically a resource that teachers can use any way they see fit?

00120
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Chapter 3

A Bibliography of Values Education Materials

This bibliography is divided into two parts. The first section ié*
organized according to approach and contains annotated references for
three categories 6f vnlué&ieducation materials: student, teacher, and
theoretical background. For those materials that have been analyzed in
Chaptar 2 of this work, the annotations conclude with a statement refer-
ring the reader to the appropriate pages.

The second part is a selective bibliography of works related to
values and values education which the authors of this papexr have not
classified by approach and annotated.. Included in this section arxre lists
of other bibliographies on values, teacher materials related to values
education, and other background materials on values and valyes education.

Both sections of the bibliography contain works that are indexed in
the ERIC system. These are identified in the citation by their educational
document (ED) number {e.g., ED 684 352). 1If a nearby library or resource
center has a complete ERIC microfiche collecticn, readers may usce the FD
number for locking up the document and perusing it on the library's
microfiche reader. 1If the reader would like to order a microfiche orx
"hardcopy"” (xerography) of the document, write to the ERIC Document
Reproduction Service, P.0. Box 190, Arlington, Virginia 22210. EDRS will
advise of the price for microfiche and hardcopy. The price is also indi-
cated in the resumé’of~thé document found in the monthly ERIC index,
Resources 1in Education. Readers should refer to the ED number when

requesting price information or ordering.

An_Annotated Bibliography of Values Education Materials Classified by
Approach

A. Inculcation
l. Student Materials

a. Blanchette, 2elda Beth, et al. The Human Values Serins.
Austin, Texas: Steck-Vaughn, 1970, 1973.
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a

Y 1% 73 |



n

k"c.

108

X-6: A supplementary textbhook series desiyned to help
students think about and develop eight basic human values,
including affection, respect, well-being, and :ﬁliqhtenment\
{For more information on this series, see pp. RI=6i,)

Leonard, Planche A. Buildiny Better Bridges with Ben. HSanta
Monica, California: Sunny Enterprises, 1974.

&~8: Teacher's guide and monthly student calendar to encour-
age students to act in accordance with 12 of Ben Franklin's

13 virtues, including humility, justice, sincerity, frugality,
and industry. \

Sayre, Joan. Teaching Moral Values' through Behavior
Modification. Danville, Illinois: The Interstate, 1972.

4-6: A S54-page book containing 21 situation stories, including
suggestions for guiding discussion of those stories and an
accompanying set of 84 picture cards designed to encouranje
students to think about and also accept certain moral values.
such as honesty, tolerance, sportsmanship. and responsibility.

2. Teacher Materials

Brayar, Herbert 0., and Zoella W. Cleary. Valuing in tie Damaiyg
A Workshop Guide for Parents. San Diego, California: Pennant
Educational Materials, 1972.

A hardbouk outlining actions parents can take to develop
family relaticnships around sharing the eight values first
postulated by Rucker et al. (see References, p. 148) and
embodied in The Human Values Series textbooks (see pp. ©3-06) .

Character Education Program Staff. Character Education
Ccurriculum: Living with Me and Others. San Antonio, Tuxas:
American Institute for Character Education, 19371, 1973.

1-6: A character education program consisting of lesson plans
and curriculum guides for each grade level and designed to
encourage students to adcpt the standards of behavior embodied
in Russell C. Hill's Freedom Code (be honest, be kind, do

your fair share to help those in need, make creditable use of
your time and talents...).

Coronado Plan. Teacher's Guides. San Diego, California:
Pennant Educational Materials, 1974.

K=-12: Grade level teacher guides that integrate the Rucxe:
values education approach with a drug abuse curriculum.
Outlining activities for various subject areas, includinyg
social studies and English, these guides were developed as
part of a drug abuse project in the Coronado, California,
school district,

..Q0122
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d. Hargraves, Richard B. Values: wanguage Arts. Miaml, Uloyiaa

Dade County Pwblic Schools, 1971, ED 064 733,
w

A curriculum guide tfor a values program based on a ntudy o
literature, including "The Man without a Country” and "1 Awm a
Rock," and designed to help students become aware ol and develny
a value system that incorporates a positive scif-image and
the values of peace, justice, and freedom.

e. Lakota Woskate: Curriculum Materials Resource Unit 6. Spear-
~ fish, South Dakota: Black Hills State Collece, 1972. ED 06%
B 240,
}
Games and sports to teach ninth-grade children of the Oglala
Sioux people the values of endurance, risk, desire to excel,
and respect for others.

f. Los Angeles Tity Schools. The Teaching of Values: An Instruc-
tional Guide for Kindergarten, Grades l-14. Los Angeles,
California: Division of Instructional Services, Los Angeles
City Schools, 1966. )

1-14: A curriculum guide designed to help teachers encourago
students to develop certain values, such as love, respact lor
law and order, reverence, justice, and integrity.

g. Pasadena City Schools. Moral and Spiritual Values. Pasadena,
california: Division of Instructional Services, Pasadena City
schools, 1957.

A curriculum guide based on the conviction that the school
should instill certain moral and spiritual values into students.

h. Rucker, W. Ray, et al. Human Values in Education. Duburque,
Iowa: Kendall/Hunt, 1969.

The teacher text upon which programs embodying the eight value
categories of Lasswell and Rucker (well-being, rectitude,
affection, etc.) are based. This work contains a list of
classroom practices that promote those eight values, discus-
sions of order and discipline, enhancement of self-image, and
measurement of value growth, and a report of a school pruject
using this approach to values education.

i. Simpson, Bert K. Becoming Aware of Values. San Dieyo,
(»California: Pennant Educational Materials, 1973.

A teacher handbook for applying the Rucker {eight value
categories) approach to the classroom. The book contains a
discussion of the principles and processes involved in this
N approach and summaries of activities, materials (especially
games) , and evaluation instruments based on this approach.
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j. United States History: From Community to Society. Teacher's
Guide, Grade Six, Project Social Studies. Minneapolis,
Minnesota: Minnesota University, 1968. ED 068 383.

Teacher's guide to the sixth-grade component of a seguential
X-12 social studies curriculum. The seven units composing .
the course are designed to help students learn scholarly
values, democratic values, and the value of human dignity.

3. Theoretical Background Materials

a. Sears,‘nnbert R., et al. Patterns of Child ﬁegring. Evanston,
Illinois: Row, Peterson, 1957.

Presents a Freudian interpretation of the process of valuing
whereby the child forms an ego-ideal within his or hexr own
personality which corresponds to the value of the parents.

b. Whiting, John William. "Socializatiorn Process and Personality."
In Psychological Anthropology, edited by francis L.K. Hsu.
Homewood, Illinois: Dorsey Press, 196l.

. Desdribes the process of value development as the internali-
zation of social yules oxr standards.
) »

B. Moral Development
‘1. Student Materials

a. Fenton, Edwin, ed. Holt Social Studies Curriculum.. New York:
. Holt, Rinehart and Winston, 1973, 1974,
: J

(1) Comparative Economic Systems, 1974

(2) cbmparative Political Systems, 1973

(3) The Shaping of Western Society, 1974

(4) Tradition and Change in Four Societles, 1974

9-12: Revised versions of the Holt Curriculum containing
several Kohlbergian moral dilemmas with topics relevant to
their particular subject matter emphases. The teacher guides

contain brief explanations of Kohlberg's theory. {(For more
information on Comparative Political Systems, see Pp. 66-9.)

b. Kohlberg, Lawrence, and Robert Selman. First Things: Values.
) Pleasantville, New York: Guidance Associates, 1970. Series
‘includes the following titles:

" Who Do You Think You Are?
Guess Who's in a Group?
what Happens between People?

SRR AL AN ! ~
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You Got Mad: Are You Glad?
Nhat Do You Expect of Others?
A Strategy for Teaching Values {see Teacher Mzterials)

- X-6: Five sets of sound filmstrips that present children in
moral dilemma situations: Teacher's guides provide guide-
lines for leading discussions so that .students develop more
complex moral reasoning patterns. {(For more information omn
this whole series, see pp. 69-73.)

c. Lockwood, Alan. Moral Reasoning: The Value of Life. (Public
Issues Series). Columbus, Ohiow’ xdpx Education Publications,
1972. .

. A

9-12: This bocklet vontains short readings describing various

moral dilemmas related to the value of human life. Also

included is a short explanation of Kohlberg's theory of moral
development.

d. Selman, Robert L., et al. First Things: Social Reasoning.
Pleasantville, New York: Guidance Associates, 1974. Series
incluies the following titles:

How Do You \Know What Othexs Will Do?
How Would You Feel?

NHow Do You Know What's Fair?

How Lan You Work Things Out?

A s‘trétggy for Teaching Social Reasoning (see Teacher Materials)

H - .
Kr6: |Four sets of sound filmstrips presenting children in
spcial probiem situations. Teacher's guides provide guidelines
. for leading discussions so that students will advance in their
. Ki‘m; of social reasoning (egocentric, informational, self-
reﬂiﬂtive, and mutual perspective taking).

2. Teacher Materials

a. Boyd, D. "From Comventional to Principled Morality." Unpublished
man"script. Cambridge, Massachusetts: Harvard University,

A paper describing a cellege-level moral education course that
made extensive use of Kohlberg-type dilemmas and Rassag‘es from
the classic moral philosophers. -
!
b. Gi;lbraith, Ronald E., and Thomas M. Jones. "Teaching Strategies
fp: Moral Dilemmas: An Application of Kohlberg's Theory of
Moral Development to the Social Studies Classroom.” Monograph.
Pittsburgh: Carnegie-Mellon University, Social Studies Curriculum
Center, 1974. {To be published in Social Fducation, January
1975.) )
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. R Paper explaining Kohlberg's theory of moral deﬁéiaﬁment\ggg
describing a detailed teaching process for using moral T~
dilemmas in the classroom. : ‘

¢. Galbraith, Ronald E., and Thomas M. Jones. Traini..y Manual
for Teaching Moral Development Lessons. Pittsburgh: Carnegie-
Mellnn University, Social Studies Curriculum Center. Forthcoming.

peveloped by the Valuas Education Project at the Social
. Studies Curriculum Center, Carnegie-Mellon University. This

. manual for helping teachers to apply Kohlberg's ideas to the
classroom is in the process of revision and is not yet
available. -

d. Hickey, J. "Designing and Implementing a Correctional
Program Based on Moral Development Theory." In Moralization:
The Cognitive Developmental Approach, edited by Lawrence
Kohlberg and Elliott Turiel. New York: Holt, Rinehart and
winston (in press).

Presents an account of an attempt to establish Kohlberg-~type

discussion groups inside a prison. Instead of using hypo-

thetical moral dilemmas, however, the priscners used their

own real dilemmas and problems. .

e. Lickonia, Thomas. First Things: Values, A Strategy for
Teaching Values. Pleasantyville, New York: Guidance Associates,
1972. :

K-B: The teacher training component for the First Things:
Values series, which contains three sound filmstrips and

a teacher's guide designed to help teachers apply Kohlberg's
theory of moral development to the elem~ntary classroom.
Part 1 discusses the rationale for the roral development
approach, Part 2 shows the teacher's ro.e in implementing
this approach, and Part 3 depicts a classroom discussion and
debate based on this approach.

f. Porter, Nancy, and Nancy Taylor. How (O Assess the Moral
Reasoning of Students. Toronto, Ontario, Canada: The Ontario
Institute for Studies in Education, 1972.

A manual explaining how to interpret responses to several
of Kohlberg's moral dilemmas in order to determine a stage
of moral development.

g. Selman, Robert L.,~ef al. First Things: Social Reasoning,
A Strategy for Teaching Social Reasoning. Pleasantville,
New York: Guidance Associates, 1974.

.
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K-6: The teacher training component for the First Things:
Social Reasoning series. Three sound filmsirips explain the
theory of social reasoning and depict a teacher leading
elementary students in the discussion of interpersonal
dilemmas.

3. 'Theoretical Background Materials

a. Bull, Noxrman J. Moral Fducation. Beverly Hills, California:
Sage, 1969. :

Explains McDougall's theory of moral development and its
implications for education. This theory postulates four
levels of development--pre-morality, external morality,
external-internal morality, and internal morality. ’

b. Xohlberg, Lawrence. "Moral Education in the Schools: A
Developmental View." School Review, Vol. LXXIV (1568&), pp.
’ 1" 30.

Detailed presentation of Kohlberg's theory of moral develop-
ment and its implications for education. ‘

c. Kohlberg, Lawrence. "The Child as a Morxral Philosopher."
Psychology Today, Vol. 7 {1968), pp. 25~30.

A short article introdycing Kohlberg's theory of moral
development. ' \

d. Konlberg, Lawrence. "Moral Development and the New Social
Studies." Social Education, Vol. 37 {(May 1973), pp. 369-375.

Relates Kohlberg's theory of moral development to the new
social studies and discusses stages of moral reasoning as
they relate td‘pigh school students.

\

e. Kohlberg, Lawrence, and Elliot Turiel. "Moral Development
and Moral Education."” In Psychology and Educational Practice,
edited by G. Lesser. Chicago: Scott, Foresman, 1971, pp. 410-
465,

Includes a discussion of the relationship  of moral development
to other forms of moral education, a presentation of the
research findings related to Kohlberg's theory, and a rationale
for using the moral development approach in the schools.

f. Pexry, William G., Jr. Forms of Intellectual and Ethical
Development in the College Years. New York: Holt, Rinehart
and Winston, 1970. /

Presents findings from research on adolescents and - ~st-

adolescents and describes a nine-stage scheme of ethical
development.

. . o S
" T 0LR?
!




‘Cr

S

114

g. Piaget, Jean. Moral Judgment, of the Child.  New York:
Colliexr, 1962. N c |

e aFiny - : :
First postulated the>theory that structural change bases
for moral judgmont\ea&pted within tﬁ? person and were rooted
both in the experience of the personand in a largely
genetically determined Jevelopmental sequence. From clinical
studies of children's concéptions of rules in various common
games and of theixr ideas about| cheating and justice in .
hypothetical dilemmas, Piaget first formulated a developmental.
theory of morality which included four stages: premoral,
cbedience to adult authority, autonomous-reciprocity, and .
aPtonomous-idaal reciprocity.

h. . Rest, James. "Developmental Psychology as a Guide to Value
Education: A Review of Kohlbergian Programs." Review of

/  Educational Research, Vol. 44 {1974), pp. 241-59.

Includes a critical discussion of the fundamental ideas of
the cognitive developmental psychology, of Kohlbexg's own
educational programs, of several other programs related to
moral development (e.g., the Sprinthall-Mosher psychological
education program), and of future prospects for using
developmental psychology as a guide to values education.

Analysis
1. Student Materials

a. Allender, Donna S., and Jerome S. Allender. I Am the Mayor.
‘Philadelphia: Temple University, Center for the Study of
Federalism, 1971. . "
8~12: These'inquiry materials- for the study of city govern-
ment present students with documents, questions, decisions,
and films to intrcduce them to a mayor's duties and expose
them to the issues related to city government.:

b. Bender, David L., and Gary E. McCuen, eds. Opposing
Viewpoints Series. Anoka, Minnesota: Greenhaven Press, 1973.
8-12: These seven sets of materials provide a basis for.
student exploration into the values, conflict, and change of
seven topics: race, welfare, ecology, philosophy, foreign
policy, the penal system, and the sexual revolution.

c. Berlak, Harold, and Timothy R. Tomlinson. People/Choices/
Decisions. New York: Random House, 1973.
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4-6: :These‘mmltimédia‘mnterialn focus on change in various
gocieties and the types of social and ethical problems arising

- as a result of such change. When completed, the materijals
will contain 12 six- to eight-week units.

LR ’ : ‘
Brandwein, Paul. The Social Sriences: Concepts and Values.

. New York: Harcourt Brace Jovanovich, 1970.

7~9: This program has two main titles, Sources of Identity
and Settings for Change; it provides sequential and cumulative
learning experiences to help students form and use concepts

‘that fit the real world, empathize witl: othexrs, and recognize

the obligations of individuals to each other in everyday human
situations. (For more information on Sources of Identity,
see pp.-. 79-82.) ‘

purkin, Haryic.,~ét al. The Taba Program in Social Science.
Menlo Park, California: Addison-wesley, 1972.

1-7: Using social science concepts, this multimedia program
places heavy emphasis on thinking skills, which are divided
according to three student tasks: forming concepts, induct-
ively developing generalizations. and applying princ1p1es.
(For more information on the second-grade text, People in
Neighborhoods, see pp. 75-76.)
Lippitt, Ronald, Robert Fox, and Lucille Schaible. Social
Science Laboratory Units. Chicago, Illinois: Science
Research Associates, 1969.

3=7: This séven-unit package of materials confronts students
with social realities and encourages them to gather, organize,
and use data on human behavior. ;

Nelson, Jack L. American Values Series: Challenges and
Cholces. Rochelle Park, N.J.: Hayden, 1974, Includes City
Life, Dissent and Protest, The Environment:- A Human Crisis,
The Poor, The Rights of Womsn, Urban Growth, War and War
Prevention, and An Introduction to Value Ingquiry: A Student
Process Book. -

10-12: Each of the seven books in this series presents a
fxi mework for examining a gsocial issue in contemporary society.
Each of them presents case studies, factual information,

‘divergent views and opposing value judgments, futuristic

scenarios, and recommendations for further study.

Oliver, Donald, and Fred M. Nawn;nn. The Public Issues Series
(Harvard Social Studies Project). Columbus, Ohio: Xerox
Education Publications, 1972.

\
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7-12: These 24 unit books train students to examine and
analyze the origins of social conflict and to discuss the
value dilemmas of public controversy. Students explore such
concepts as due process, separation of powers, and human
dignity.

Origins of American Values: The Puritan Ethic to the Jesus
Freaks. Wwhite Plains, New York: The Center for the Humanities,
1973.

9-Adult: This two-part sound-slide programgexamines values
systems to help students understand the ethical structure of
America. The slides focus on the values of such groups as

the Puritans and the Utopians and present many aspects of
American culture, including spirituality, war, and materialism.

Rogers, Vincent R. Values and Decision Series. Columbus,
Ohio: Xerox Education Publications, 1972. -

7-12:. These ten student booklets examine the value conflicts
behind crucial decisions, in America's history, including the
Cuban missile crisis, the Boston Tea Party, the Vietnam
buildup, and thq)Mexican‘War~of 1846-48.

Shaver, James P., and A. Guy Larkins. Analysis of Public
Issues Program. Boston, Massachusetts: Houghton-Mifflin,
1973. ‘ :

9-12: The problem booklets and multimedia materials present
concepts and case studies to help students make rational
decisions about public issues. (For more information on this
program, see pp. 73-75.)

Tooni, Linda. ﬂLaW‘and Order: Values in Crisis. Pleasantville,
New York: Warren Schloat Productions, 1969.

10-12: The six color filmstrips deal with the nature of law,
values, justice, and order in our changing society.

Teacher Materials

-

‘Barr, Robert D. Values and Youth. Washington, D.C.:
National Council for the Social Studies, 1971. \

1104-12: By focusing on the value dilemmas present in today's

society, the book aims to help teachers seriously consider
the dilemmas of today's youth and focus their social studies

. courses on significant issues.

Conner, Shirley, et al. Social Studies in the School Proqr.am:
A Rationale and Related Points of View. Towson, Maryland:
Baltimore County Board of Education, 1970. ED 066 343.

..90430
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K-12: One of the papers included in this rationale focuses on
values and valuing, stating that “providing students with

techniques for value examination, clarification, and evaluation
is more important than inculcating a particular set of values."

c. Evans, W. Keith, et al. Rational Value Decisions and value
Conflict Resolution: A Handbook for Teachers. Salt Lake City,
Utah: Granite School District, 1374.

Using the conceptual frahmework found in Values Education:
Rationale, Strategies, and Procedures (Lawrence E. Mectcalf, ea.),
this handbook provides teachers with ways for developing student
capability in making and/or justifying value decisions and
resolving value conflict.

d. The Good Man, Good Life, and Good Society, Social Studies and
Language Arts: 6448.17. Miami, Florida: Dade County Public
Schools, 1972. ED 073 962.

10-12: This nine-week unit introduces students to differing
views and cultures. By focusing on three value issues--What

is & good man? A good life? A good society?--students axamine
the geographic, political, economic, and social settings of
Athens, Florence, and New York.

e. Metcalf, Lawrence E., ed. Values Eduvation: Ratlonade, Stratvgles,
and Procedures. Washington, D.C.: 4lst Yearbook, National
council for the Social Studies, 1371.

Containing four essays on teaching values, the book stresses
the goals, teaching procedures, and strategies for analyzing
values and suggests methods for resolving value conflicts.

f. Meux, Milton, et al. Value‘Analysis Capability Development
Programs: Final Report. Salt Lake City, Utah: Granite School
District, 1974.

This report, also based on the theories described in Values
Education: Rationale, Strategies, and Procedures, presents
instructional materials to help students develop competency
in rational value analysis.

g. Miller, Harry G., and Samuel M. Vinocur. "A Method for
Clarifying Value Statements in the Social Studies Classroom:
A Self-Instructional Program." 1972. ED 070 687.

Designed to aid social studies teachers with values clarifica-
tion, this self-instructional program includes teachiny
strategies and examples for stimulating and clarifying student
value statements.

- 00131
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h. Nelson, Jack L. American Values Series: Introduction to Value
Inguiry, A Student Process Book. Rochelle Park, New Jersey:
Hayden, 1974.

Focusing on the inquiry process, this book proposes a way for
developing a questioning attitude toward social problems and

2 framework for seeking sclutions. The exercises, case studies,
and illustrations describe connections between facts and values
and discuss values in ways that assist in clarifying value
problems, .

i. Payne, Judy R. Introduction to Eastern Philosophy, Social
Studies: 6414.23. Miami, Florida: Dade County Public Schools,
1971. ED 071 937.

10-12: By comparing and contrasting five major Eastern
religions--Hinduism, Buddhism, Confucianism, Taoism, and
Shintoism, this course aims to guide students in their univer-
sal search for values and beliefs about the meaning of 1life.

j. Social Studies Methods Texts With Some Emphasis on Values
Analysis:

(1) Banks, James A. Teaching Strategies for the Social
Studies: Inguiry, Valuing, Decision Making. Reading,
Massachusetts: Addison-Wesley, 1973.

(2) Brubaker, Dale. Secondary Social Studies for the '70s.
New York: Crowell, 1973.

(3) Fraenkel, Jack. Teaching Students to Think and Value.
Englewood Cliffs, New Jersey: Prentice-Hall, 1973.

{(4) Hunt, Maurice P., and Lawrence E. Metcalf. Teaching High
School Social Studies. New York: Harper, 1968.

(5) Joyce, Bruce P. New Strategies for Social Education.
Chicago, Illinois: Science Research Associates, 1972.

(6) Massialas, Byron G., and C. Benjamin Cox. JInquiry in
Social Studies. New York: McGraw-Hill, 1966.

(7) Michaelis, John V. ©Social Studies for Children in a
Democracy. Englewood Cliffs, New Jersey: Prentice-Hall,
1972 - ’

(8) Oliver, Donald, and James Shaver. Teaching Public Issues
in the High School. Boston, Massachusetts: Houghton-
Mifflin, 1966.

(9) Smith, Fredrick, and C. Benjamin Cox. New Strategies and
Curriculum in Social Studies. Chicago: Rand McNally, 1949,

;.j00132
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(10) Taba, Hilda, et al. A Teacher's Handbook to Elementary
Social Studies: An Inductive Approach. Menlo Park,
California: Addison-Wesley, 1971.

3. Theoretical Background Materials

a. Bond, David J. "A Doctoral Thesis: An Analysis of Valuation
Strategies in Social Science Education Materials." Berkeley:
School of Education, University of California, 1970.

A discussion of various types of definitions for the term
values which have been used by social science educators, and

an analysis of social studies materials to determine the extent
to which they embody a strict, analytical approach to values
education.

~ b. Gray, Charles E. "“Curricular and Heuristic Models for Value
Ingquiry."” 1972. ED 070 737.

Presents a rationale for a social studies program that emphasizes
the analysis of value systems and value judgments and explains
and illustrates two models for value inquiry: (1) a curricular
model designed to assist teachers in developing a values—~oriented
social studies curriculus, and (2) a heuristic model consisting
of a set of 1nstruct;on3¥§§5fategies for dealing with value
judgments. ~—

¢. Handy, Rollo. Value Theory and the Behavioral Sciences.
Springfield, Illinois: Charles C. Thomas, 1969.

A discussion of several theories of value, including those of
Pepper, R. B. Perry, Dewey, and the author himself, each of
which reflects the rational and empirical orientation of the
analysis approach to values education.

d. Scott, William A. Values and Cognitive Systems. Bethesda,
Maryland: National Institute of Mental Health, 1972. ED 073
407. .

Explains and discusses an approach to the study and measurement
of values based on a research model and strategy designed to
examine "natural cognitions"--ideas entertained by people
before an experimenter has disturbed their thought.

e. Scriven, Michael. "Values, Morality, and Rationality.” In
Concepts and Structures in the New Social Studies, edited by
Irving Morrissett. New York: Holt, Rinehart and Winston, 1966,
PpP. 133-46. (See also "Values in the Curriculum,"” pp. 127-32.)
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In a roundtable discussion with several other scholars,
Scriven presents the argument for a rational basis of
morality. In the previous chapter, he discusses the relatien
of values to education and the curriculum and suggests "it

is still an open guestion whether any values are needed that
go beyond that which is supportable by rational appeal to
logical analysis."

Shaver, James P. Values and Schooling: Perspectives for
School People and Parents. Logan, Utah: Utah State University,
1972. ED 067 320.

Discusses the role of the school in relation to students'

values and suggests that teachers can help students build

their values on a firm rational basis within the framework
of a democratic society.

Related works:

{1) Blackham, H. J. Humanism. Baltimore: Penguin Books,
1968.

{2) Ellis, Albert. Reason and Emotion in Psychotherapy. New
York: Lyle Stuart, 1962.

{3) Kelly, George A. The Psycholoyy of Personal Constructs.
New York: W. W. Norton, 1955.

{3) Pepper, Stephen G. The Sources of Value. Berkeley:
University of California, 1958.

{5) Scriven, Michael. Primary Philosophy. New York: McGraw-

{6) Toulmin, Stephen E. An Examination ot the Place of
Reason 1in Ethics. Cambridge: Cambridge University Press,

D. Clarification

1. Student Materials

a.

Allen, Rodney F., et al. Deciding How to Live on Spaceship
Farth: The Ethics of Environmental Concern. Winona, Minnesota:
Plover Books (North Country Publications), 1973.

9-12: Textbook consisting primarily of short case studies

and value-clarifying activities related to various environmental
issues, such as noise pollution, energy crisis, use of natural
resources, and the politics of environmental development.
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Anderson, Judith L., et al. Focus on Self-Development, Stage
One: Awareness. Chicago: Science Researxch Associates, 1970.

1-6: The filmstrips, story records, and photoboards in this
rrogram are designed to help children understand themselves,
others, and their environments. Specifically, through Stage
One, children are made aware that some of their experiences
are common to others and axre encouraged to express themselves
freely.

Anderson, Judith L., and Patricia Miner. Focus on Solf-
Development, Stage Two: Responding. Chicago: Science Research
Associates, 1971.

1-6: This multimedia program, the second in a series, 1s
designed to stimulate active response to a variety of situations
ranging from a child's doing something because it's expected

to pursuing something on his or her own and getting satisfactaon
from it.

Anderson, Judith L., and Melody Henner. Focus on Self-
Development, Stage Three: Involvement. Chicago: Science
Research Associates, 1972.

1-6: The 18 units in this third phase of the Fouus surryculum
aim to help students become aware of their own involvement and
the involvement of others, relate behavior to values, accept
and understand others, and make decisions toncerning Tuture
involvement,

Brandwein, Paul. Self Expression and Conduct: The Huminities.
New York: Harcourt Brace Jovanovich, 1974.

1-3: A multimedia, activity-centered, sequentially structurcd
humanities program designed to help children learn to use
various modes of expression, including art, dance, drama,
music, and language, to convey their feelings about themselves
and their world. Each of the lessons and activities explores
one or more of the fundamental values of humanity: truth,
beauty, justice, love, and faith. Instead of inculcating
these values, however, the activities help students to clarify
their own concepts of these values and to make decisions
according to those beliefs.

Carey, Mauran, et al. Deciding on the Human Use of Power:
The Exercise and Control of Power in an Age of Crisis.
winona, Minnesota: Plover Books, 1974.

9-12: Textbook consisting primarily of short case-study
readings and value clarifying activities related to the use
and control of various kinds of power, including individual,
group, political, and economic power.
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Church, John G. The Social Sciences: Concepts and Values, A
Probe into Values. New York: Harcourt Brace Jovanovich, 1971,

4-6: A series of 40 pamphlets that describe a variety of
dilemnas drawn from everyday experiences of young children
and include Questions to stimulate group discussion of alter-
native solutions toe the probhlems.

curwin, Gerri, et al. Dimensions of Personality: Search for
values. Dayton, Ohio: Pflaum/Standard, 1972,

9-12: A kit containing 44 lessons and 77 spirit masters
desagned to help students examine their behaviox and clarify
theiy values in relation to time, competition, authorxity,
personal space, commitment, relationships, and images. {For
more information on this program, see pp. 87-9C.)

Dinkmeyer, Don. Developing Understanding of Self anc Others
(DUSO) . Circle Pines, Minnesota: American Guidance Service,
1970, 1973.

X-4: The eight units in these materials provide personal
development tasks designed to help students with their self-
image. The students study their own feelings, the feelinys
of others, and their relationship with others.

Elder, tCarl A. Making Value Judgments: Decisions for Today.
Columbus, Chio: Merrill, 1972.

7-12: The 14 chapters in this book focus on important
problems. including drugs, crime, prejudice, and personal
relationships, to help youth clarify their values and give
them a better understanding of decision making 50 they can
learn how to make their own personal value judgments. (For
more information or this book, ses pp. 82-85.)

Environmental Values Action Cards. Curriculum Guide published
by the Minnesota State Department of Education, 1974.

1-6: Intended as idea books for teachers, these cards attempt
¢o make childrern aware of themselves and of others, and to
encourage children to explore intrinsic and extrinsic values
and means of expression that are significantly different from
thoss normally used in the clasaroom.

Fischer, Carl. Dimensions of Personality: Grades 1, 2, and
3. Dayton, Chio: Pflaum/Standard, 1972.

1-3: These materials are designed to help primary students
with their physical, social, and emotional development. The
seven units developed for each grade level present activities
for developing self-concepts--activities such as "Making

Priends,” "Solving Problems,"” and "Thinking about My Feelings."
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m. Gelatt, H. B., et al. Deciding. New York: College Entrance
Examination Board, 1972.

9-9: This course of study contains three sectlons that incluue
activities and exercises designed to present students with
decision-making principles that can be applied directly tu
their lafe choices.

n. Gelatt, H. B., et al. Decisions and vutcomes. New York:
College Entrance Examination Board, 1973.

8-12: The four sections in this program provide role plays
and simulations of various real-life situations, helpinu
students to learn more about themselves and their peers by
developing and applying decision-making skills.

o. Goodykoontz, William. Contact. New York: Scholastic Book
Services, 1968-74. {

7-12: As a junior-high program, this multi-unit readinw
serier. presents various anthologies to whigh students react
by expressing their thoughts and feelings in a loghodk, 1n
class discussion, o> in simulation activities. (For more
information on one of the units in this seraes, Projudice:
The Invisible wall, ser Hp. 85-87.)

p». Hanley, Jim, and Don Thompson. Searching tor Values: A e
Anthology. New York: Learning Corporation of Ameriva, 1m0,

9-12: A series of 15 films that have been adapteua and oditedd
from major motion pictures for classroom use. Fach film 1o
approximately 16 minutes and deals with a particular value
problem--loneliness (from Five Easy Pieces), killing (from

Bless the Beasts and Children), truth (from On the Waterfrontl,
and so on. Teacher's guides with specific values clarificaticon
activities are provided for each film. (For further information
concerning this series, see pp. 90-94.)

. g. Harmin, Merrill. Making Sense of Our Lives. San Dieqgo:
Fennant Educational Materials, 1974.

7-12: Containing three kits, this multimedia profgram presvisdee
experiences to help students clarify their values: to mak:
thoughtful choices in real-life situations, listen to others,
and express personal convictions with confidence.

r. Harmin, Merrill. People Projects. Menlo Park, Calitornia:
Addison-Wesley, 1973.

4-9: The project cards comprising this program are desiue !
to help students think about personal events, tind satlstac-
tion in such thinking, clarify their confusions and
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inconsistencies, appreciate others' experiences, and develop
small-group skills, abilities for responsible self-d;rectxon,
and mature value thinking.
3
s. Klein, Ronald, et al. Dimensions of Personality: Search for
Meaning. Dayton, Ohio: Pflaum/Standard, 1974. ‘.

7-10: ' The 36 lessons in this junior high program are desianed
to provide students with opportunities to reflect on their
lives and to clarify their personal values in relation to
external forces, internal drives, and relationships with -
others.

t. Limbacher, Walter J. Dimensions of Personality: Grades 4,h5,
6. Dayton, Ohio: Pflaum/Standard, 1969-70. *

4-6: Through various readings, cartoons, and pictures, this
intermediate program helps children know and understand .
themselves by ‘engaging in activities and discussions on such
things as self-awareness, emotion, heredity, environment,
growth, behavior, prejudice, learning, and self-image.

u. Man and His Values. White Plains, New York: Ti.~ Center for
the Humanities, 1973. )

9-Adult: This sound-slide program traces the historical
concepts of good and evil, presents students with situations
for making value decisions; and includes activities in which
students iist and rank' their own values.

v. McPhail, Peter, et al. ULifeline. London, England: Schools
Council Publications, 1972.

7-12: This program of moral education contains three phases,
"In Other People's Shoes,” "Proving the Rule," and "What
Would You Have Done?" Its objective is to help students
_acquire "a considerate life style--one in which they are

J*w,,~w~“"“ committed to the idea and practice of taking the needs,
interests, and feelings of others into account as well as
their ow. .

w. O'Fahey, Sheila,~et Ql. Deciding How to Live as Socliety's
Children: Individual Needs and Institutional Expectations.
Winona, Minnesota: Plover Books (North Country Publications),
1974.

9-12: A textbook consisting largely of short case-study %’
readings and clarification activities related to femininity/
masculinity, education, work,.and family. The last chapter
encourages students "to consider ways in which individuals

and groups can bring about significant change in the structure

of society.” T
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x. Paulson, Wayne. Deciding for Myself: A values-Clarification
Series. Minneapolis: Winston Press, 1974. )

. \ 6-12: A series of thrae sets of short booklets with valucs
clarifying strategies and activities. Set A--Claritying My
values organizes the strategies around the key elements of
the valuing process as defined by Rathe et al. (1966):
"prizing, alternatives, conseguences, acting on beliefs,
speaking out, choosing freely, and acting with a pattern.”

Set B--My Everyday Choices focuges on topics such as
relationships, possessions, roles, leisure, and careers. The *
final set, Where Do I Stand?, stimulates students to clarify,
their values in relation to social issues such as the environ-
ment, politics, drugs, cars, and advertising. An extensive
teacher's guide explains the theory and several technigues
of values clarification and offerg specific guidelines for
sequencing and structuring the use of the clarifying strate-
glas.

y. Raths, -Louis E. Exploring Moral Values. Pleasant™i. :, New
York: Warren Schloat Productions, 1969.

4-12: Containing 15 filmstrips, this program provides
opportunities for students to discuss human realities in a
variety of relevant life situations requiring moral or ethical
judgments and to explore and clarify their responses.

2. Shaftel, Fannie, and George Shaftel. Values in Action.
New York, New York: Holt, Rinehart and Winston, 1870,

7-9: An audio-visual package consisting of ten filmstrips and
three records which present problem situations and encourage
students to think about, discuss, and role play possible.
solutions to those problems. (For more information concerning
‘Valuetin Action, see pp. Y'?-lOOo)

o i

aa. Smith, M. F. The valuing Approach to Career Bducation. Waco,
Texas: Education Achievement Corporation, 1973.

K-8: A multimedia instructional system divided into three
series, X-2, 3-5, 6~8, and designed to teach several value-
clarifying skills, varjous thinking skills, and certain tareer
concepts to elementary children. ' The materials include color
filmstrips, tape cassettes, storybooks, games, posters,
puppets, and tests. The teacher's guide contains detailed
lesson plans for each series. (For more information on the K-2
series, see pp. 100-104.)
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Teacher Materials

Dunfee, Maxine, and Claudia Crump. Teaching for Social Values

in Social Studie.. Washington, D.C,: Association for Chilad-
hood :xducation International, 1974,

X=9: A resource for elementary and junior high school
teachers which illustrates the application of various valuc-
clarifying technigques and strategies in relation to student
self-concept, prejudice, friendship, the environment, and
democxacy.

Hall, Brian. Values Ciarification as lLearning Process. San
Diego: Wennant Educational Materials, 1973. '

A series of three books designed to help teacliers implement
the clarification approach: Book l--Sourcebook examines
values and how people apply them in their own lives; Book 2--
Guidebook contains descriptions of projects and exercises to
help persons examine and clarify their values; and Book 3--
Handbook for Christian Educators presents guidelines for
using values clarification in religious education.

Harmin, Merrill, et al.. Clarifying Values Through Subject -
Matter. Minneapolis: Winston Press, 1973.

Illustrates the uss of various clarification techniques in
20 subject-matter areas, including social studies, biology,
earth science, mathematics, health, art, and music.

Hawley, Robert C. Human Values in the Classroom: Teaching
for Personal and Social Growth. Amherst, Massachusetts:
Education Research Associates, 1973.

Explains specific techniques and procedures for clarifying
values in traditional and open-space schools. Sections of
the book include the topics of human values and needs,

. achievement motivation, communication skills, values

clarification, and decision making.

Hawley, Robert C., et al. iComposition for Personal Growth.
New Yorkx<uart, 1973.

7-12: Explains and illustrates .he appllcat1on of various
clarification strategies in secondary English composition
programg. Activities focus around the topics of identity,
interpersonal relations, and personal growth.

Knapp, Clifford E. "Teaching Env;ronmental Education with
a Focus on Values." 1972. ED 070 614

-
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- L . Short paper illustrating the agplication of several clarifi-
) : " cation technigues to envxronmcntal issues. . Strategies used
include value sheets, role playing, contrived incidents,
. values continuum, values votmng, and rank orders. - This paper
. : . also appears in Readings ;h Values Clarification (Simon and
Kirschenbaum, 1973, pp. 161-74).

g. Kuhn, -David J. "ValuevEducatlon in the Sciences: The Step
Beyond Concepts and Processes.” 1973. ED 080 317.

ghort paper that discusses how students' values can be - A
*clarifaad in science classes and illustrates the appllcat;bn

" of various technigues to science topics. The techniques

usaed include simulations, role playing.‘sensitiv1ty modules,

» ‘and attitudinal surveys.

j h. McPhail, Peter, et al. ~Moral\Educatioh\in Lhe Secondary
: School. london, England: Longmans, 1972.

Part I of this work discusses the rationale for stressing
moral education and the nature of adolescence. Part II deals
with the practical aspects of implementing a program of moral
education. This section outlines and describes the Lifeline
- program and discusses the teacher's role, curriculum planning,
" and school organization in relation to the program. The
appendices provide suggestions for extending the Lifeline
approach in areas such as sex education, racial. relations.
and community services and present some research findings
based on the work oxr the authors.

i. Raths, Louis E., et al. Values and Teaching. Columbus,
Ohio: Charles E. Merrill, 1966. :

Original teacher resource on the clarification approach to
values education. The authors explain their theory of
values, jllustrate the use of several strategies to help
students clarify their values, discuss guidelines and
problems in applying this approach, and review the early
research on values clarification.

%

j. Shaftel, Fannie‘R., and George Shaftel. Role-Playing\fbrv
: Social Values. Englewood Cliffs, New Jersey: Prentice-Hall,
-t 1967 [] . .

Part I of this text explains the theory, rationale, and
methodology of role playing. Included in this section

is a discussion of the social studies objectives that can

be attained through role playing, suggestions for guiding

the role-playing process, and various uses of this dramatic
technique. Part II consists of problem stories that can

serve as the stimuli to~the role-playing activity. The stories
deal with individual integrity (honesty, responsibility, fair-
ness), group responsibility (accepting others), and self-
accaptance. ‘

-
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- . k. Simon, Sidney B., and Jay Clark. More Values Clarification:
~ Strategies for the Classroom. San Diego: Pennant Educational
~ Materials, 1974.

An ertension of the previous Values Clarification handbook
(Simon et al., 1972). Presents new strategies cspecially
geared for helping teenagers and young adults clarify their
values.

l. Simon, Sidney B., and Howard Kirschenbaum, eds. Readings\in
Values Clarification. Minneapolis: Winston Press, 1973.

An anthology of readings related to values in general and
the clarification approach in particular. The first section,
"values Clarification and Other Perspectives,” includes
articles by Rogers, Rokeach, and Kohlberg, as well as several
by Simon and his associates. The second section of the book
consists of articles discussing the application of values
clarification to various subject areas, including history,
environmental education, foreign languages, and English.
Other parts contain articles relating values clarification to
religious education, the family, administration, and group
dynamics. The book concludes with an annotated bibliography
on values clarification.

m. Simon, Sidney B., et al. - Values Clarification: A Handbook
of Practical Strategies for TeAGhers and Students. New York:
Hart\» 1972.

A ual consxsting of 79 values clarification activities or
strat eg@es for elementary children, secondary students, and

adults. “Each strategy is explained in terms of its purpose

and proceduxe. Additional suggestions and applications are

also provided. ' (For more information on this book, see pp.

94-97,)

n. Wwalz, Garry R., ed. Communique: Resources for Practicing
Counselors. Vol. 2, No. 8 (May 1973). Ann Arbor, Michigan: ..
ERIC/CAPS, School of Educat;on, University of Michigan. ‘
ED 075 766. -

Part of this issue of Communique contains a description of
the values clarification process and of specific techniques
for use by teachers and counselors.

o. Williams, Elmer. Values and the Valuing Process: Social
Studies for the Elementary School, Proficiency Module #5.
Athens, Georgia: Department of Elementary Education, University
of Georgia, }972. ED 073 990.

A teacher training module designed to help prospective
teachers become aware of the affective domain and develop
competence in using clarification strategies with their

indun 00142
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students. The first part deals with Rloom's taxonomy uof
affective objectives. The second part focuses on the valuinyg
process, and the last section is a teaching strategy built
around an unfinished story that will help children identify
alternatives to a problem situation and examine the possible
consequences of each alternative. Appendices include additional
activities and & biblioyraphy of materials.

) L |

. YMCA. Y Circulator. Vol. 4, No. 1 (Spring 1973). New York:

National Council of YMCAs. ED 080 403.

An issue of the Y Circulator detailing the process used to plan
and implement a program of values clarification at a Hi-Y

. Conference in Blue Ridge, North Carolina.

3. Theoretical Background Materials

A.

Maslow, Abraham H., ed. New Knowledge in Human Values. New
York: Harper and Row, 1959.

A collection of 15 articles based on addresses delivered to
the First Scientific: Conference on New Knowledge in Human
Values organized by the Research Society for Creative Altruism.
contributors include Bronowski, Hartman, and Margenaw, who
reflect a naturalistic or scientific orientation to values;
Allport, Maslow, Fromim, and Goldstein, who reflect a humanistic
viewpoint; and Tillich, Suzuki, and Weisskopf, who propound an
ontological (spiritual) orientation. The first group of
scholars relate to the analysis approach, the second group to
clarification, and the final group to the union approach to
wvalues education.

Moustakas, Clark. The Authentic Teacher: Sensitivity and

-Awareness in the Classroom. Cambridge, Massachusetts: Howard

Presents a theoretical basis for and classroom illustrations
of teachers helping students to develop as healthy, whole
persons. Emphasis is placed upon understanding children in
terms of their own values and meanings rather than in terms
of external diagnosis and evaluation.

Raths, Louis E., et al. Values and Teaching. Columbus, Ohio:
Merrill, 1966.

Part Two, "A Theory of Values," presents +he theoretical basis
for values clarification. :

Rogers, Carl. Freedom to Learn. Columbus, Ohio: Charles E.
Merrill, 1969.
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Explains how and why classrooms should be organized to allow
students to be free to learn. Contains the articles origi-
nally published in the Journal of Abnormal and Social
Psychology (1964, pp. 160-167) elaborating a theory ot the
evolution of the valuiny process which relates directly to
the clarification approach to values education.

Related wWorks:

(1) Allport, Gordon. Becoming: Basic Considerations for a
Psuchology of Personaility. New Haven, Connecticut: Yale
University Press, 1955.

(2) Allport, Gordon. "Values and Youth." In Studies in
Adolescence, edited by Robert E. Grunder. New York:
Macmillan, 1963, pp. 17-27.

{3) Fromm, Erich. Man for Himself: An Inquiry into the
Psycholoyy of Ethics. New York: Holt, Rinehart and
wWinston, 1947.

(4) Murphy, Gardner. Human Potentialities. New York:
Basic Books, 1958B.

E. Action Learning

1. Student Materials

a.

Newmann, Fred M. Social Action: Dilemmas and Strategiles
{The Public Issues Series). Columbus, Ohio: Xerox Education
Publications, 1972.

9-12: This booklet investigates the ways young people can
influence public policy and suggests value dilemmas ‘regarding
what tyves of social and political actions are appropriate
for youth.

2. Teacher HMaterials

a.,

Allen, Rodney. Teaching Guide for the Plover Books. Winona,
Minnesota: Plover Books, 1973.

Presents some theoretical background on values. An instruc-
tioral model for values education to be used with the Plover
Book Encounters with Life series. The emphasis on "social
self-realization" and community, which is reflected in this
teacher work but not in the student materials, is the reason
why it is classified under the action learning approach.

Citizenship Education Clearing House (CECH). P.O. Box 24220,
St. Louis, Missouri 63130,

A nonprofit organization that will furnish information on
establishing qgtion programs for young people.

199344
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C.

d .

13

Jones, W. Ron. Findihg Community: A Guide to Community
Research and Action. Palo.Alto, California: James E. Freel,
197.

Admittedly biased toward an activist philosophy, this book
is valuable mainly as a source of possible community action
projects in relation to welfare, food costs, selling prices,
the police, and schools.

National Commission on Resources for Youth. New Roles for
Youth in the School and Community. New York: Citation Press,
197‘ - \\

A description of 70 bommunity action and service projeéts
carried out by students. ‘

Theoretical Background Materials

Aoki, T. "Controlled Change: A Crucial Curriculum Cumponent
in Social Education." Paper presented at the Annual Uoniervnce
of the National Council of the Social Studies, Denver, 1971,

ED 065 404.

Advocates a “transactional”™ approach to social education which
focuses on the interaction between students and their signifi-
cant world and calls for students' participatory commitment
to the processes of change.

Bigge, Morris L. Positive Relativism: An Emergent Educational
Philosophy. New York: Harper and Row, 1871.

‘Postulates the educational philosophy of positive relativism,
which stresses that "a person is a psycho-social being," and
that "personal development is largely a matter of individual-
social development.” The discussion of the nature of values
reflects this viewpoint.

Blumer, Herbert. Symbolic Interactionism: Perspective and
Mathod. Englewood Cliffs, New Jersey: Prentice-Hall, 1969.

Interprets the ideas of Georyge Herbert Mead from a sociclogical
perspective. Blumer contends that a person is not fully
detemined by the society or culture. The possession of a
"gelf,” according to Blumer, makes the person "a special kind
of actor,” who can help guide his or her own behavior within
the social context.

Cherryholmes, Cleo H. Toward a Theory of Social Education.
Haghington. D.C.: Office of Education, DHEW, 1971. ED 065 373.

Explains a theory of social education based on the axiom that
"students are social actors engaged in purposive decision
making who process information in acquiring and acting upon

++- 080145



132

normative and empirical beliefs about social phenomena.”
Normative assumptions of this theory are that social cducalyun
should increase the ability of students to {1l) make swrtially
effectave choices, (2) systematically assess alternative
social ftutures, and (3) bhe continuous social learners.

e. Dewey, John. Theory of Valuation (Internativnal Encyclopedila
of Unified Science. Vol. 11, Pt., 4. Chicago: University ot
’ Chicago, 1939,

Postulates a theorxry of valuing to which educators and theorasts
from other values education approaches claim to be related.
Dewey was classified as an "action learning” theorist because
of his emphasis on the social and personal aspects of valuing.
These are reflected in the following guotes: Valuing "is as
much a matter of interaction of a person with his social
environment as walking is an interaction of legs with a
physicil environment”; "We must realize both the degree to
which moral beliefs are a product of social environment and

the degree to which thinking can alter that environment."

f. Raup, R. Bruce, et al. The Improvement of Practical Intelii-
gence. New York: Harper and Brothers, 1950.

Presants a model for makiny group value Jjudyments whith
emphasizes both the nature ot the situation (environment) amd
the "moods" of the characters ({person).

Y. Ubbelohde, Robert. Social Studies and Readity: A Commiir o
to Intelligent Social Action. Greensboro, Noxrth Carclina:
Fublication No. 1, Humanistic BEducation Project, University
of North Carolina. 1973. ED 0Bl 711.

This essay argues that practices allowing teachers to help
students deal with society in an effort to bring about needed
social change and action would include values clarification
techniques, the methods of the social and physical sciences,
and the dialectical method.

F. Other Approaches

l. Evocation

a. Ayer, Al{red J. Language, Truth, and Loyic. London: Vittor
Gollancy, 1946.

Propounds an "emotive theory of values,"” which contends that
values "are simply expressions of emotion which can be nerthry
true nor false" and, thus, are unverifiable.

-~ 00146
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Combs, Arthur wW., and Donald Snygg. Individual Behavior: A
Perceptual Approach. New York: Harper and Row, 1949.

The classic work on phenomenclogical psychology which empha-
sizes that there is no objective reality, merely reality as
perceived through subjective frames of reference.

Rogers, Carl. "Towarxd a Modern Approach to Values." Journal
of Abnormal and Social Psychology. Vol. LXVI1I, No. 2 {1964d),
PpP. 160-67.

Presents a theory of valuing which claims that the valuiny
process within a person has an "organismic” base and evolves
through three stages--infant, adult, and self-actualizing
adult. The first stage, which conceives of valuing as a
flexible, changing, unconscious, and full organismic procuess,
closely relates to the evocation approach to values education.

Samples, Robert E. "Value Prejudice: Toward a Personal
Awareness." Media & Methods. Vol. 11 (September 1974), pp.
14-18, 49-52.

Samples contends that since most important decisions are
"based on emotion and intuition, not logic and rationality,"
teachers ghould focus on the emotional drives that underlie
a person's value structure rather than on the rational
expression of those values. He 1s co-director of an educa-
tional group called Essentia, located at Evergreen State
College in Olympia, Washington. This group 1is developiny
student and teacher curriculum materials desiygned to focun
on the intuitive as well as analytical processes.

westermarck, Edward. FEthical Relativity. New York: Harcourt,
Brace and Company, 1932.

Presents a theory of values which conceives of values as
moral emotions indicating approval or disapproval. Since
values oxr moral principles are grounded in emotion,
wWestermarck contends that morality is relative and that
moral principles have no objective validity.

whitaker, Carl A., and Thomas P. Malone. The Roots of
Psychotherapy. New York: Blakiston, 1953.

Elaborates the authors' "experiential or non-rational"
psychotherapy, which stresses the feeling experience of the
patient rather than the intellect and which strives to have
the patient develop the ability to make spontaneous,
unconscious, autonomous choices without rational thinking.

00147
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whitaker, Carl A., and Thomas P. Malone. "Experiential or
Non~Rational Psychotherapy.” In Psychotherapy and Counseling,
edited by Joseph Sahakian. Chicago: Rand McNally, 1969, pp.
414-36.

A more concise summary of the "experiential" approach to
psychotherapy.

Union

ﬂ -

o]
.

Driscoll, Francis. "TM as a Secondary School Subject.”  Iin
Delta Kappan. Vol. LIV {Decermber 1972), pp. 236-37.

A New York superintendent discusses how and why transcendental
meditation (TM) has been made available to students and teachers
in his school district. ‘

Foster, Arthur L. "Valuing as Religious Experience.” In
Values in an Age of Confrontation, edited by Jeremiah W.
Canning. Columbus, Chio: Charles E. Merrill, 1970, pp. 119-
23'

Discusses various other definitions of valuing and then
contends that valuing is aessentially a religious experience
of making contact with the Godhead.

Harman, Willis W. "Experience with a Graduate Seminar on
Personal Growth." 1In Approaches to Education for Character,
editad by Clarence H, Faust and .Jessica Feingold. New York:
Columbia University Press, 1969, pp. 301-14.

Discusses three processes of transforming the sclf, twe of
which relate directly to the union approach to values educa-
tion--the use of imagination and transforming symbols and
the experience of cosmic consciousness.

Hartoonian, H. Michael. "A Disclosure Approach to Value
Analysis in Social Studies Education: Rationale and Components."
Paper presented at the Third Annual Conference on Social
Education and Social Science, "Aspects of the New Social
Studies~-Some Theoretical Perspectives and Programs." Lansing,
Michigan: Kellogg Center, Michigan State University, 1973.

ED 083 059.

Presents a rationale for a disclosure approach to value
analysis which involves student construction of value profiles
of his or her own mythic thought.

Jung, Charles C. "The Next Revolution: Education and the

Evolution of Self." Paper presented at the American Education
Research Association Annual Meeting, Chicago, 1973,

. 00148
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Postulates a theory ot the “evolution ©of the social-
psychological self” which tlosely resambles othey deve Tupmens
ta)l theories. The last stage, however--the creative sell--
seems to reflect a view of thu person similar to thal o the
union approach to values education.

f. Suzuki, D. T. “Human Values in Zen." 1In New Knuwledye in
Human Values, edited by Abraham H. Maslow. New York: lHarper

Presents a Zen Buddhist conception of the nature of values,
which sees the ultimate source of values and valuing in the
“"isness" of things. In typical 2en master fashion, Suzuki
claims that "the value is a value when it is a no-value."

g. Tillich, Paul. "Is a Science of Human Values Possible?" In
New Knowledge in Human Values, edited by Abraham H. Maslow.
New York: Harper and Row, 1959, pp. 189-96.

Discuasses the ontological foundation of values which,
according to Tillich, are derived from "man’s ¢wh essential
being.” -

h. WwWatts, Alan W. The Book: On the Taboo Aéainsc Knowiny Who
You Arse. New York: Collier Books, 1967.

Wwith fre. .ent use of parables and stories trom Eastern
shilosophy and religion, Watts discusses in Western torms Lhu
task, meaning, and value of attaining cosmic consciousness--
the feeling that you are IT lat one with God).

1. Yeomans, Thomas. Searck for a Working Model: Gestalt,
Psychosynthesis, and Confluent Education. Santa Barbara,
california: Development and Research in Confluent Education
{DRICE), Occasional Paper No. 22, University of California,
Santa Barbara, 1972.

Attempting to establish a theoretical basis for the program

of "contluent education,” this paper summarizes the key iudeas
of Perls'® Gestalt therapy and Assagioli's psychosynthesis.

In using the ideas of the latter psychologist, the advocates
of confluent education seem to be affirming that "transpersonal
experience and spiritual development are...legitimate and
patural directions of growth" and, thus, legitimate and
natural concerns for education.

j. Related Works:

{1) Assagioli, Robert. Psychosynthesis. New York: Viking
Press, 1971.

(2) Bugenthal, J.F.T. The Search for Authenticity. New
York: Holt, Rinehart and Winston, 1965.
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{3) Jung, Carl G. The Integration of the Personality. New
York: Farrar and Rinehart, 1939.

{4) Maslow, Abraham H. Religions, Values, and Peak Experiences.
New York: The Viking Press, 1970.

{5) Progoff, Ira. The Death and Rebirth of Psychology. Now
York: Julian Preas, 1956.

{$) Sorokin, Pitirim A. "Reply to Professor weisskopf.” 1n
New Knowledge in Human Values, edited by Abraham H.
Maslow. New York: Harper and Row, 1959, pp. 224-32.

{7) Tillich, Paul. The Courage to Be. New Haven: Yale Uni-
versity Press, 1952.

{B) Weisskopf, Walter A. "Comment." In New Knowledge 1n
Human Values, edited by Abraham H. Maslow. New York:
Harper and Row, 1959, pp. 199-223.

A Selected Bibliography of Related Works on Values and Values Education

Ai

General Bibliographies on Values

1.

Albert, Ethel M., and Clyde Kluckhohn. A Selected Bibliography
on Values, Ethics, and Esthetics In the Behavioral Sciences and
Philosophy, 1920-1958. Glencoe, 1llinois: The Free Press, 1959,

Thomas, Walter L. A Comprehensive Bibliography on ' 'the Value
Concept. Grand Rapids, Michigan: Project on Student Values, 1967.

Bibliographies Related to Some of the Approaches

1.

Glaser-Kirschenbaum, Howard, and Barbara Glaser-Kirschenbaum.

"Ap Annotated Bibliography on Values Clarification.” 1In Readings
in Values Clarification, edited by Sidney B. Simon and Howard
Kirschenbaum. Minneapolis: Winston Press, 1973, pp. 366-85.
(Clarification)

Lickonia, Thomas. First Things: Values, A Strategy for Teaching
Values. Pleasantville, New York: Guidance Associates, 1972.
(Moral Development~-see the references section of this article.)

Rest, James. "Developmental Psychology as a Guide to Value
Education: A Review of Kohlbergian Programs." Review of Educa-
tional Research. Vol. 44, No. 2 (1974), pp. 241-59. (Moral
Development--see the references section of this article.)

Selective Bibliography on Valuing as an Educational Approach to

Drug Abuse and Other High Risk Behavior. Coronado, California:
Coronado Unified School District, 1973. (Inculcation)
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Teacher Materials Related to Values Education

1. Bassell, Harold, and Uvaldo Palomares. Human Development Program.
San Diego, California: Human Development Training Institute,
1973, 1974. >

2. Brown, George. Human Teaching for Human Learning: An Introduction
to Confluent Education. New York: Viking Press, 1971.

3. Epstein, Charlotte. Affective Subjects in the Classroom: Explorinyg
Race, Sex and Drugs. Scranton, Pennsylvania: Intext Educational
Publishers, 1972.

4. Schrank, Jeffrey. Media in Value Education: A Critical Guide.
Chicago: Argus Communication, 1970.

5. Weinstein, Gerald, and Mario D. Fantini. Toward Humanistic
Education: A Curriculum of Affect. New York: Praeger, 1970.

Background Materials Related to Values and Education »>

l. Baier, Ku\‘rt, and Nicholas Rescher, eds. Values and the Future.
New York: The Free Press, 1969.

2. Barrett, Donald N., ed. Values in America. South Bend, Indiana:
University of Notre Dame Press, 196l.

3. B-“k, Clive M. Moral Education in the Schools: Some Practical
Suggestions. Toronto, Ontario, Canada: The Ontario Institute for
Studies in Education, 1971.

4. Beck, Clive M., et al. Moral Education: Interdisciplinary
Approaches. Toronto, Ontario, Canada: University of Toronto
Press, 1971.

5. Belok, Michael, et al. Approaches to Values in Education.
Dubuque, Iowa: William C. Brown, 1966.
» .
6. Berkowitz, Leonard. Development of Motives and Values in the
Child. New York: Basic Books, 1964. p

~J

Brameld, Theodore, and Stanley Elam, eds. Values in American
Eduration. Bloomington, Indiana: Phi Delta Kappa, 1964.

8. Broudy, Harry S. Enlightened Cherishing: An Essay on Aesthetic
BEducation. Urbana, Illinois: University of Illinois, 1972.

9. Combs, Arthur, ed. Perceiving, Behaving and Becoming. Washington,”
D.C.: Association for Supervision and Curriculum Development, 1962.
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12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

248..

25.
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'Dihlke, H. 0. Values 1In Culture and Classrcvom. New York:

Harpor and Row, 1958.

-
N

~Drews, Elizabeth ., and Leslie Lipson. Values and Humanity.

New York: St. Martins Press, 1971, .
Faust, Clarence H., anu Jessica Feingold, eds. ~Approaches .to.
Bducation for Character: Strategies for Change in Higher Education.
New York: Columbia University Press, 1969. \
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EPILOGUE

Two decades ago few educators were advocating or providing ways for
di:ecﬁly~dealing‘with values in the social studies classrooms. A decade
later many social studies educators propounded elbquent, reasoned pleas
for teachers to help students work with values and value issues in schocl.
"Usually, these rationales included explanations of one or more of the
-following factors: the rapid rate of social chgpge, the wide range of
o value alternatives available to yohng people in bnr modern society, the

mindrboggling-developments related to ecology and atomic~destruction; and

the failure of other institutions to deal effectively with tﬁe‘value
confusion and conflict among youth. Few educators, however, offered any
speciEiC‘mbthods,‘activities,~or materials to achieve that aim. Since

then a vast amount of curr;culum and teacher background materials in values

education have been developed and distrxbuted. Thus, whereas there was a

dearth of resources to help teachers work with values in the classroom ten

years ago, a plethora of materials now exists which makes it nearly
impossikle for teachers to select values education resources thoughtfully
and carefully. Educators must now begin to focus their energies on
comprehending, evaluating, and using these materials morxe purposefully
\ and effe jtivel‘y. .
Thiz publicatzon represents the efforts of two educators to ‘begin to
- attain those goals. The central thrust of this work was toward collecting,
comprqhending( and analyzing the vast number of materials in values
- education and communicating that information so that educators can evaluate
andféhoose those resources most appropriate for their needs. We attempted
!
tofaghieve those objectives by providing the following: a typology of

jor values education approaches, an instrument to analyze values education

terials. sample analysia summaries for 13 sets of materials, two exer-
ises to help educators determine their priorities in relatxon to approaches
//and materials, and o bibliography, 1arge1y annotated, of more than 200

resources in values education.

! We realmze that these items w111 not solve all the problems involved

/ in dealing wlth such a large quant;ty of materials. We,also realize that
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there are other critical problems that must be confronted in valuesﬁ
education which this book has not even touched upon. Two of these are
briefly discussed below as recommendations for other needed efforts in
values education. ‘ ‘

Oné need with which this book has dealt only slightly is for more
and better ways to evaluate growth in values education. With the twin
trends toward accountahility and back to traditional ecucation, teachers
must be able to obtain evidence that efforts at teaching values and
valuing skills have been successful. From several analysis summaries
infchapter 2, one can see trat the availability of quality instruments
and techniques to é#aluate values growth varies greatly from approach to
approach. Whereas few instruments exist to measure clarification and

~ action learning objestives, several compiicated systems have been devised
for inculcation and moral development. Proponents of the former categories
should devote -their energies toward developing better evaluation proced-
ureé; EdquFors from the latter two approaches need to make fheir systems
simpler and more useable for teachers.

A second vital need is for experienced, qualified, and committed
persons to work with teachers and students on a long-term, in-depth basis
in establishing, maintaining, and improving values education programs or
values education witnin existing programs. One-, two-, or even five-day
workshops are insufficient. These persons muét be willing to work
throughout ﬁie year for several years in order to help teachers on a
oancrete, realistic basis; Moreover, these educators should not be
motivated primarily by monetary gain or self-recognition, but by a deep

desire to help others and. themselves cope with the value—issues in our

world.
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