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Through cont:.nu:.ng contact with teacher educ;ators and school teache.rs, '
along with an extensive survey of educators in general wé have found
that a very high proportlon of educators think values education should |

" be undertaken by the schools. Further, a majority bellev:a{ha

educatioh should be included as a camponent of existing courses rather .

t values

than as a separate course, espec1a11y at the elementary level: It is
interesting, however, that as many as 21% of respondents in the survey
. felt separate values,courses are approprlate even for K-3 students and
62% felt they are appropriate for teachers—in—training. We must :
conclude that, if permitted, a significant proportion of eddcators °
would opt for separate courses in values. Actordingly, pending the .y .
adoptjon of policies on these matters, it would seem adv:.sable to é '
develop curriculum formats, materials, and strategies that could be 2\

used either in an integral camponent of ex:Lstlng cox\lrses or in separate. N
courses. With respect to the precise nature of curriculum materials and %
techniques, whether for integrated"approaches or for separate courses, . d
it 1s apparent that wide variation 1§ necessary ih order to accord w:.th

. differences in the preferences and ab111t1

of educators. No slngle R
set of techniques, such as those\QLa\rr ce Kohlberg or "Values - h /
Clarification", can be presented as the approach to values- educatlon,. ’
whether in'the gchools or in teachér education institutions. = = -
In order to engage in values educatlon, teachers a.nd teachér o ]
educators need the competency to select and use approprlate currlculum
formats and techniques. They also neéd“to be able to reflect deeply on
value issues as these relate to their own lives and the lives of thelr -
students. An additional ccmpetency that, has become’ very apparent to us

in the past year is that ‘of creating conditions conducive to "rlsk?-taklng" '

iii




.~ and students .

on thepart of both teachers and students.. Unless students and teachers

feel free to explore value issues and make genu.me value decisions in the
classroan and the school (or teacher education mstltutlon) as a whole,

they will not make much progress in- value matters. At present our ' .
educatq.on System tends to reward.only the fJ.ndJ.ng of- "correct" answers, .
which has the effect of serlously undermining learnlng. The ability to
foster, rJ.sk-takJ.ng J.nvolves (a) an awareness of the" mportance of risk-
takihg in’ learnlng, (b) an awareness of what the students themselves
can contr/{:.bute to values learning, (c) a capagity to Create an a;
atmosphere of empathy, ‘trust, and mutual” res in the classroan, ‘and.,
+ (d) a'sense that one has the support of one's educational institution .
and the wider educational system Educational 1nst1tut10ns (including
colleges and faculties of educatlon) must became places in which an open, -
reflective, risk-taking approach to values is possible for both teachers
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In 1975-76 the members of the Moral Education Project were requested by -
‘the Ministry of Education to concentrate teacher education, while .
continuing their evaluation of alternatlv teachi strategies in schools.
Accordingly, liaison with teachér education instit tJ.ons in Ontario was °
maintained, culmlnatlng in May 1976 in a presentat_lon to the annual

» Spring conference of faculty of the .Ontario-Teacher Education College h
—®TEC) . In addition, when the Project's opinion survey was administered
to apgffoxi:mately 12,000 educators, a major target group was the staffs '

' of faculties and colleges of educgtion. Further, the Handbook
Perspectives in Moral and Values Education was prepared with teacher
educators in mmd as well as school teachers.

Of coursgy At has not-been possible (nor would it have been desn.rable)
to separate J.nf:;uiry into teacher education in the aréa of values frdm
inquiry into values. education i_n.general. The same principles app}fy
in each case: teacherl'educators and teacherg alike must grow in value

maturity if they are to help their students; and similar techniquee of

_values educatlon are appropriate in teacher education institutions and
in the sphools. This report, then, speaks to issues in’ values’ educatlon .
-as a whole while placing particular emphasis on'teach’er education.

The Handbook for .teachers and teacher educators (Appendix B of this
Report) was a central aspect of the work of the Project during 1975-76.
Many of the conclusiors of the research for the year are elaborated more
“fully there than in the main body of the Report. @¥ccordingly, the R
"Annual Report" should be read in close conjunction with rélevant sections
of the Handbook. ~ » 7 -
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1, INTRODUCTION ) . .
The major .focus of the Moral Education Pro;ect durlng the past year has ~ | l
been the dete:munatlon of what it means to Be a values and moral educator

We have attempted to gather data which could be useful to pre- and in- .
sexrvice teachers as well as teacher educators. We believed that.the best’ ¢
startmg p01nt for such a task would be to ask teachers and teacher
educators three basic questlons. what they believe values and moral
education is, how they think values education should be done, and the type )
~of training and resources which they believe would be most effective in

-~

the developnent of competence in values and moral education. A. sv.mmary
of' the responses to these questions based on an extens1ve survey will be \
',found below and in Appendlx A. . J
. The results of the survey and feedback <g1eaned by visiting schools

and teacher education institutiéns caused the project staff to conclude
that the form of the final product of the project should be usable by
teachers and te€acher educators. The result was. to produce a booklet |
(Perspectives in Values and Moral Education, see Appbndix B) which attempts'

to show the ccmplex1ty of the conoepts involved with values and moral
education concerns. This booklet has Jbeen reviewed by over one hurdred
‘teacher educatwrs, whose suggest:.o/ns have been incorporated in- the’ final
) version. . ' .
! . In producing the book}et (in fulfilment of 2.1 an;] 2.2'0f the
pro;ect contract) it was apparent: to qthe pro;ect staff, that a oonoeptual
base for values and moral gducation needed to be prov:.ded since the re-
sults of the s'urvey_and oyt "school visits indicated that educators were |
/def:m:mg values and moraj education in the narrow confines of one or two | ‘

well-known modeld of va j"es education. We deve\Lipef conceptual construct

«
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(entitled the "Moral Ple") and attempted to clarify the distinction
between moral and values education. Seven models of such education are
reviewed within this oonceptual framework: Perhaps _the most s1gng.f1cant
result of the process of-attempting such definition was the conmon- ground |
found to exist across what appeared superficially to be different and
d;'.sparate tonceptions of values education. Finally, the booklet presents
an extensive- bubl:.ography and an annotated listing of available films for
use in classrooms

We addressed ourselves to the problem of how teache.rs and teacher

) educators can do moral and values education within Ehelr present - school
and institutional settings. A traditional,. textbook, neutral teaching . Lo,

approach does not provide the flexibility necessary for moral and values
education. Nor does the present structure, which provides little time if
any during the day for teachers to interack other professwnal adults.
-’ Teachers must be §>qv1ded both examplars of ma erlals and time to study, ’
discuss with other professlonaﬁs and create matexials for classroom use.
But time is not a sufficient J_ngredlent in. such a process Teachers also ‘
reun.re Ssupport fram adm.1mstrators, 'school board members, and parents.
Wlthout each constituency beccm.mg fully aware of the problem, the move
intq a values and moral education prooess will result in a resort to
political power, demands, ult/:nmatums stubborn refusals, and- mcreased '
emmity. )

The w111mgness.of teacher educators to engage in the effort to
prcmote values and moral educatlon seems evident in the results fram the
qu:vey. Howeve_r, this w1111ngness does ndt necessarily mean that teacher

educators are &t present equlpped with anything more. 1In fact teacher

. educators are as much’ in need of their oWn retraining in thlS area as
N

are thea teachers they are going to train. Our talks with teacher

educators show that each discipline believes that values and moral ‘education
is best served either by their own or by somé other discipline of
knowledge; they don't understand that moral and values ‘education is a
dimension of all education. Teacher educators need to speak to each
other -at the program level in the same sense that was suggested for
teachers. They must also §xamine' the values th.ch they as teachers are
promotJ.ng and become aware of the pdlitical and social context of .
teaching.” Teacher education as it is presently constructed is madequate M

.

- to the task and should be given high priority for .change.
-

-
-
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Section S below reviews two-very. popular approaches to values and
moral education: the values ¢1arlf1catlon approach and the moral develop-
ment approach. . An awareness of the scope and purpose of each approach\
is necessary so that each can be jntelligently applled A reviey of “the
literature_ for both a&roaches 1s also included. *

.
.

.

2. -DETERMINATION OF CURRICULUM RMATS, TEACHING TECHNIQUES, AND S'I'UDY -
MMER%AIS THAT éRE EFFECTIVE IN-TEACHER EDUCATION

* ]

-

\ Values Edugation Survey

~

A values. education surv:ey of over 110,000 Q'xt::rio teachers, 650 adrniniét.rators, )
e and 550 teacher educators was conducted in March 1976. The survey asked

e

four ma#n questions of educators: : .

\ WHAT they think valyes,education is. ‘

HOW they rthink valugs education should be done. !

What they NEED to be able to do values education.
~ What RESOURCES they {may have already used.

A 35% return gave the following results.
s 1. WHO should be responsible for yalues’ edication? , .
Lt *. Some 92% agreed that values education should be undertaken by the schools.
It was also agreed that neither htlrne nor church alone was sufficient for

values educatlon COE

e

. “~
2. HOW should values education 'be| done? . . .
Virtually all respondents agreed with mo‘\;'ery important c_;oals for values
education: "helplng students to develop a style of 1ife which 1s based on
a deep respect for others" (97% gdgreement) and "helping 1nd1v1duals to

deVelop a full sense of social responsibility" (96% agreement)., Other ‘ o
responses show that there is a gy eat deal of uncertainty about the role >
of the. teacher in this process: ) ' .

v, .
J f

Should teachers prJovide students with solutions for
moral conflicts? |37% felt they should: This is the ot
{ p most authoritarian teacher p651t10n, in whlch the. )
students are spoon fed. e
Shouid teachers aftually tedth an exp11c1t moeral ,code
: (a fule, a law, etc.)? 25% felt they should. C,

Sh 1d the.teachgr help students, to understand amd
adopt society's yalues? in other words, socialize .
students? 58% agreed that values education should .
J.nciude thlS ’

-y
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Should the teacher help- students to clarify their
valu€s, then leave the decisions to them? 40% °
agreed that values education should do this. Note .
that this question definitely draws the line at” . ot
clarification of values and nothing beyond:
"Values education should be limited to helping .

» Students to Slafify for themselves their values;

.Students should then be able to proceed on their | L
own." ) :

. L d
- -

. Should the role of teacher *be to encourage students
¢ to decide what is'right.on their own, without inter- . :
. r fering? 58% agreed with this position. - o

Should- the 'teacher .simply be a good ‘example and B
leave it at that? Only 8% agreed that teacher N
example was enough.

- Should the ,administrative structure of the school.

be examined as part of a values education program?.
Only 21% agreed that this was necessary. This
question was intended to probe educators' ‘under-
standing’ of the scope of values education’-- ..
whether they see:that the administrative structure
of the school (for. example, rules and procedures,
how time and space are organized, etc.) in itgelf.
teaches certain things and therefore should be
examined in light of goals sich as helping students
to develop a style of life based on deep respect -
for others and helping individuals develop a, full .
sense of social responsibility. There does not T

appear to be a very strong sense from respondents’ -

to the survey that this structure is very important.

b

3: Does values &ucation invblve REABONING AND/OR BEHAVIOUR? . -

- There was a very clear statement from educators'cn this issue: values

<
.

educati?m should be concerned with both réasoning an__d behavi&ur.
. . . ’ .
4. Should valued education be a SEPARATE COURSE or part of existing courses? '
Most edycators felt that values education should be developed as’ part of
already existing courses (81% agreerfent) . The maﬂorij:y did not see valte
issueg as theé central concept of subject areas (29% agreement), but vét *
| they saw it as part of most subjects.. ¢ -

" There was same call for a sepag;at;.e values education course; and - - o7
the oldér f:he\ student, the more appropriate ‘values edu'ci’:itfion courses v:rere
considered to be. Whereas values education cougses for very young chiidfen )
(K-3) were seen as appropriate by or.xly. 21% of the respondents, values
education courses for teachers in training were seen as appropriate by

o

. 62% of the respondents. Co ‘ .

<
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5. Can values education be undertaken at all because VALUCS ARE REIATIVE"
A major concern’of educators has been whether values educat.r.on is possrble
at all, ‘sincé there are such d_\verse value systems whlch are held by people
m Ontario. Can values e ,any more than. personally held bellefs’> We asked
our sample in fact whether values education should not be "undertaken by

~the schools because each person should develop his own oplnlon of awhat
1s right.” - Only 3% agreed that values educatlon should noj: be undertaken :
by the sl:hools, ln fact, a very consistent and strong affmnatlon of values .

B
educatlon as a cpmponent of our Ontario educatichal system has been glven T

¢
[ TOV] . . N 3 ' . . )
'

6. WhatRESOURCESANDSERV@ESARENEIEDEDatthlst,lmelnordertocarry
out. values education?

A llst of twenty resources was glven as part of the survey. Respondents
were asked to indicate (oh a four—pomt scale) how useful they felt each .
item was. The resources listed were of flve different kinds: resources Y
which could help educators increase- thelr knowledge of theory about values
educatlon, resources which could help in the develomment of approprlate )
classrocm skills for values egucation; resources which could provide
increased opportumty to talk with varlous people involved in’ the ot

education of children; resources Wthh prov1de 1nformatlon ‘v1a prlnt or’

[
[N

film; and time to deVelop a program. , ¢ - Y.
Ontario ‘educators 1nd1cated that they feel the greatest need for
mcreasmg SpelelC classrocm skills which prcmote values education (such '
as the'ability to'set-up an &nosphere conduclve to exchange and to create.
approprlate activities) ard for further, deepening their understandmg of
how chlldreri's thinking develops; more time with students was felt to
be very. useful. While concrete materials and 1nterpersonal opportum.tles
_were- felt to be useful, they were not ranked ‘as hJ.ghly as classrocm skills

.and kno.wledge of the develogne.ht of thll’tklng. -

- & e

° [N * . . ) ~
7. What RESOURCES - are being used in'valués education?
~ Respondents were requested to llSt any materials‘in values education
which they may -have found useful ‘They suggested “over 200 different

resources. . . ‘ c L . ’

Two main concerns underlie the choice of diﬁferent resources: a
concern for helping students ta develop an-understandi‘ of: the self,

°

and a concern for hielping studénts to get along with ¢ther: . The

following is a brief summary of,.suggested resources.,




‘ relJ.gJ.ons) L . \‘

a. "Values Clarlflcatlon" is n‘entloned ten times more often than
any ot.her source. . ’

v b. The next mostg.\oged resource is the DUSO Kit ( velop_Jﬂg

) Understand.rng 'of Self and-Others)'. Others that have been mentioned
are: the Nbreland Latchford Kit on I»brai Decisjon Making, Novalis w:.th

its Growing Up series,; the Encylopaedla Britannica, ssyeral kits by Shaftel
and Shaftel on moral educatlon and values, and Peter McPhaJ.l s Lifeline
ser‘J.es. '

' "4

."_CJ The th_er most often mEmtJ.oned resourcés are fram relJ.gJ.on
-and 1nclude relJ.gJ.ous books (such as. the. Bible and the Catechism) '
religious teachers . (as seen in the clergy, Jesus Christ, and God) ,

rell\glous beliefs ( the Judaeo—ChrJ.stJ.an Ethic, the Golden Rule, and world

d. therature in general is the fourth most J.mportant resource

_ for moral education.

-

e. Films such as the Inside Outside series produced by OECA are
another often mentloned resource, followed by the Searching for Values
serles put out by Marlin Smﬁm Next are a serJ.es of .1solated movies
such as Johnny Lingo, Rebel withotlt a Cause, and Paper Chase

r f. Theoretlcal background in psychology (Plaget, DreJ_kers, Harris,
Gordon, .Glasser, Frankel and Satyr),” in moral educatlon ‘(Black, Wilson,
Beck Kohlberg, McPhaJ.l Eisenberg, Rat'hs) » and in education 1n general
(Holt, Welngartner, and _fowell) ,are all mentloned

3%,
»;

l
These resources J.n general seem to stress the practical nore than

the avaJ.labJ.'lJ.ty of kits’ rather than an increasing understandlng of moral

r

theoxﬁz i ‘general , , ) . . °

-~
-~

8 What main- crucial question should be asked about values education? -
The final seéction of the survey allowed respondents to express- their main
concern about’ values education. In all, 1506 teachers (48%) ¢+ 119 teacher
educators (55%), and 66 admlmstrators3 (25%) took the opportum.ty to

comnent on values education. The following-is a summaty of these comments.

$
a. The TEACHERS' -greatest concern is their role and the pafents'

role J.n moral education.

<

- { Ty,
the theoretlca}f rmch more emphas:.s is placed on discussion skills and 3““ =

‘3



The teachers main fear is that of mdoctrmatlon, ne—h'alf )
of them see it as a "confllct between teacher and parent values". They
- asked this questJ.on hmo has the ult:dﬁate responsibility and how much
shoul@ we ds teachers acceprt"' < - )
The teachers see a large nutber of their own gfeup as having
little moral in J.ty. Few choose to take leadership in moral education,
and they are £ : lq,about bemg explicit about thez.r own personal values,
. i yet they wish the'students to see them as they are. . Many teachers also
condemn the students Ias hav:.ng little morality and tie this in with the
) parents' values rather than soc1ety, the media, or their peers. While
+ ~ admitting their own need for training in moral education, the teachers
felt that the parents too would benefit fram such a training.

b. ADMINISTRATORS see their main thrust in moral “8ducation as its
implementation in the schools, "to help the students deévelop a personal

value sys;tem"'. Implementation is important "so that v‘e can expect
educated teachers who are responsiblé for taking leadership”.
c. TEACHER EDUCATORS are primarily interested in the "urgency to"
"get off our™asses" and "provide strategies in the field and in,training", -
"to produce skills in the area of valuing" 'such as "role-taking, clarifying,
. 4

discussion, and decision-making". They want to "spread the word" sp that
. students may be able to "articulate” and be comfortzble with their own -
valves. .h T '
A In summary, teachers, teacher educators, and administrators view
values education as the responsibility of our public education systen.
They see lt as part of already existingourses and programs Opinion
. is more d:LVJ.ded on the position the teacher takes in terms of society's
values: transmitter or eyaluator? ' -
~-Appendix A contains a full report of this-survey. - P

Q
w * »

Conferences, Workshops, and Interviews w1th Teacher Educators

In Septemher and October 1975 the progect members spoke with' 1nterested
faculty fram each of the twelve teacher education institutions in Ontario.
This was a follow-up to a meetlng in May 1975 at OISE of ‘teacher educators
‘ work:l.ng in values education In thege visits the prOJect staff menber
ex‘plan.ned the nature of the project, volunteered our w:.ll:.ngness to work

* closely with the J.nstJ.tutJ.on, and gathered data covering the degree of
| =epmelvargtit and interest in values education at the pre-service level
within that institution. ’



.« As will be discussed in greater detail in section 4 of this report, .
it was disoovered that the pre—serv:.oe dimension of mdral education requires
a major shift in the content and process of teacher education. Our
n;eetings with teachér educators in the province and most reéently at .the
OTEC conference indicaté that teacher educators are not well versed in the
. moral education dimensron of their own disciplines. 'That is, while many
teacher egucators agree that the training.of teachers should include a
moral education ocmponent (see results of survey) , few seem to be willing
to devote time from their own discipline concern to include moral education
i _’gme:r dimension of the.cufriculum. What this amounts to, of oourse,
is’ passa.ng the buck -- demanding that another course be added to the
training component. . . )

The Moral Education Project rejects the notion that simply adding YA

a "moral education" course would meet the needs of future teachers. /

) Rather as the thrust of this entire report 1ndicates, the entire process .
of teacher education as well as all of 1ts content must integrate values /
and moral education concerns. L) ‘

At present, teachers in training in Ontario are receiving explicit’
moral education training as a function of chanoe ~-1if they happen to be - .
taking the occas:.onal course in which a particular professor happens to.
consider the maral ahd values .dimension bf teaching. This suggests a
low-level approach to the training of teachers ‘and seems to require a _
strong in-service effort for teacher educators themselves a s

4 - -
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Conferences, Workshops, and Interviews with Teachers

Project members have made numerous oontacts with teachers in all of (mtario
during the year. We feel that the in—‘servn.oe camponent of moral education

is the single most important focus. for teacher education given the present
stabi"lity of the job market-- new teachers, even if appropriately trained \
in moral education, will'by virtue of their limited mumber make little

dent in the present‘moral education of pupils. -

The project's active involvement with in-service teachers ‘this -
past year indicates that they are quite willing and able to in integrat
moral and values education in all aspects of schooling. The call for ) e
this process in the survey lends further support for much in-service
training Our intensive workshop efforts with social studies teachers
in St'. Catharines and the majority of the faculty qf Ajax High .School
prov1de exemplars for in—serVJ.ce activ1t1es y :

\“ y '
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The St. Catharines group of teachers met for four intensive in-
service sessions with project staff. Between such meetings the teachers
tried out materials and processes in‘their classes; they then reported

- and analysed the results of their explorations during the in-service

’ sessmns. Con51derable growth in these teachers was noted by the pro;ect
staff and by the teachers themselves. .
. The' Ajax ngh School faculty chose to oonfront the issue of moral
and values educatlon on a school-wide basis and opted for a one-day in- ~
service program in their school and a two-day live-in retreat. Durlng
_these sessions the faculty as a whole attempted to hammer out a consensus
for their school-wide program. .
) Both attempts at change at the in-service level are valld. Each
school faculty must dec1de how they can best begln the Eocess of in- =’
'serVJ.oe training. - , v
Perspectives in Moral and Values Education . ‘
{So many educators in Ontario have begun to be familiar with one Qr two
approaches to moral and values educatioh that the projeéct felt it would .
be quite useful to provilde interested people with an overview of several
approaches and also to respond tO»SGTQ of the post frequently asked
- questg.ons about moral and values edﬁcatlon. This we have attempted to
& in Perspectlves in Moral. and Values Education (Appendix B). )

-

3. DE;Iﬁmm:Im OF CHARACTERISTICS AND COMPETENCIES REQUIRED IN
TEACHERS AND TEACHER EDUCATORS FOR WORK IN VALUES EDUCATION

‘o

An interesting finding of the project's efforts this year has been that
all models of values and moral education demand a particular set of

'oonditions. in school classroams as prereguisites’,: for values education.
These conditions seem to be camon to all the 1s and may be summarized,
here as the creation ’of conditions which maximiée dent risk-taking:

" that is, stidents must feel comfortable enough in then’—emrom\ent to
speak out in the presence of ‘teachers and peers. Without such verbal
interaction there is lessvchance that refleétien on values and moral °
issues will take place. A major task of the teacher, and therefore of -

 teacher trairling, is to develop competence to !create tHe corditions, for
risk~taking. Necessary conditions include an Eacceptant atmosphere




\ (acceptanoe does not mean agi:/eement) , a developnent of trust between, all e

persons in the class, and honesty, empathy, and justice,.so that’ the
, ethic of free dlsoussmn 1s'*valued and nomis are establlshed th.ch rein-
force such interaction.. This is a difficult task, sifice most ‘teachers /
fear 'student, interaction and have not been trained. to pramote such t

of discussion. Moreover, the§ tradltlonal school norms demand "cover e"
of materlal rather than an 1r;-depth analys:.s, apd to this er:d\ @ mor
dldactlc approach to teachmg 1s seen ‘as most efflclent"‘ )
\ : These findings have " important implications for teacher £
. TeachéF education institutions will-have tofbegin to model more
: and oonmstently the methods they wish 40 teach. Teacher educator  will
thus have to becane aware of both the content and the process dimensions
of their own programs.-- Time and fundlng w:.lI be required for ss:.ble -
restructuring of teacher education currlcula. The study of £ tions
of education, ’educational psychology‘} curriculum development :Iej}gxg

b

methods, etc. all have an important vdlues and moral education element s
heretofore neglected But blame for this prcoblem cannot rest with teacher
educators. The fact is that threerfourths of teacher édé ation takes
place in liberal arts courses, where professors rarely are oonoerﬁecﬁwuth
: the prablems of teach.mg. Unless same change occurs also within this
domain, it is nalve to assume that the remaln.lng one—fo can have major -
Jmpac’t v . L . '
' The numerous in-service days the project staff tonducted for schools
' = -in Ontario provided us with direct input frem teachers/as to the problems
of :implem}entation of a values ard moral education program. In essence .
teachers consistently told us in person (and the survey supports this
conclusion) that they (1) belleved schools should haye a role in values
~ and moral education; (2) needed time and help in developing curriculum ‘
' to fit into the present curr:iculum structure; . (3) fdared commnity and ..
admifiistrator reaction and believed that support frfm such quarte'rs would not
e ———be forthcaming. It is critical therefore to undersgtand that the proces_s
of mplementlng Ministry guidelines will require a synergistic effort
whereby several constituencies (pa.rents, boards _of educatlon, administrators,
teachers, and teacher educators) must all acquire sufflclent knowledge
to each have a frame of reference ccmnon to each/of the others - That is,

£

 there is a need for the creatJ.on of a cammunicatfion network for each of
these const:.tuenc:.es has intense mterest and re spons:.blllty for values

’

- and moral” educatJ.qn concerns. Begause this area is samewhat mdre o
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controversial than other educatlonal 1nnovatlons, since it hJ.ts so close
to hcme it is Jmportant that teachers not be put in the position of .. .
moving too far ahead of public understanding lest the public rebel out - '

of J.gnorance ‘

e Educators must take the J.mtlatlve in educating the publlc to the .
meam.ng of and the need for values and moral education in the school’. : s
'I‘hese educators must make the message clear that the schoel is not taklng
over the responsibility of the hame and church but rather living up ‘to ﬂ:s
ownl respons:.blllty as a moral enterprise by virtue of the very nature of ,
the schooling function “itself. ‘But educators, before they go to the . ‘
public, need to put their own house in order and begin to understand the
cdmplexity of the problems themselves. There is a need to create -
"ritical awareness” af all‘of the levels of educational concern. This

“means that each caohs_tituency mist became critically aware of the
" meaning(s) of values and moral education and develop a sufficient

intensity of concern to pramote action. The role of educators in schools

. and universities then needs to focus more on the clear explanation of the

problems of values and moral education to the public such that public

suppoxt may be dbtained and a collaborative effort begun. Unless this

happens communisties will reduce the camplexity of the task to their

naive understanding and deny schools the opportum.ty to cope efficaciously ——————

with the problem. | » ) ,

LN .

3. * ' ' : :
» h . \ .
4, D ION CF ADMINISTRATIVE AND GENERAL INSTITUTIONAL ARRANGEMENTS

NDUCIVE TO PREPARATION FOR VALUES EDUCATION
The recent concern with values and moral education is another example of
educational change reun_red to.>adapt to a camplex reallty. But if the .
Jmplementatlon of moral\and values education programs is to be more than .
a short-lived fad, it is important to understand such prOgrams in the
context of educatlo‘nal change in general. . o

.

.
A d

Educational Change: A Tendency towar&] Reduction
Human beings are meani’hg makers, and B¢ is this quality which educational

Py
-

< endeavours attempts to enhance. Our co nuous quest for meam.ng is

supported by a conception of educa_ﬁor/as raising our level of under- -
standing to the camplexity of the world rather than reducing such ) /

¥




camplexity to our naive or simple understanding. We smile now at explag

nations of the world as "flat" or as the "centre of the universe". But
today's complex truth is ofteh tomorrow's falsehood, and it is the dynamic
of the process of understanding tomorrow which education 1s 1n the
business of pramoting. Thus education produces change. B, t cha.nge cames
hard, and coping with change‘ in a world of "future " makes us prone
to find short-cuts, to reduce eanplexity in order to .manage. Educators

. are ot immune: Latin to -exercise the mind, programmed and computer learn-
ing to "guarantee" success, team teaching, flexibie scheduling, "open”
classroams, ‘schools without windows.... Whatever benefit these and other .
imnovations may have, they have been lost in the sea of rhetoric heraldihg‘
THE SOLUTION ta our educational problems. The ship seems_to keep

_ floundering along, occupied by educators who usually find to their dismay

(as do their taxpayer constltuents) that in their reduction they are doing
llttJ:e more for educatlon than would have been done if they had gone about
rearranglng the deck cha:Lrs of the Titanic. Such reductionism usually leads
to expectations which cannot be met, and then to a cred:.b:.l:.tykgap and o
finally a decrease in financial support for schools and education in

general. 'I@e public's solution — "back to the basics” —— whlle under-,
staﬁgéble, is no less naive. Teachers have been forced to ﬁgspond with
countervalllng power in the form of assoc:.atlons and umons, at t.unes further
undermining: their public credibility. The resolutlon of educatlonal

- issues by the use of powe.r reduces the oomplex.lty of teacru.ng and learning

" to a level of understandlng not capable of providing efficacious solutions.
Teacher education must- prepare teacher&to cope with and eventually avo:.d
this type of reduction. : 2 : £

. \
. e
Py

Teacher Education: -Part of the Problem or Part of the -Solution? .
, Teacher education has also been quilty of reducing complexity. Additional
coursework in liberal a.rts, additional coursework in Drofe351or1a1 education
(Master of Arts in Teaching programs) ' mcreas:mg field experlen::es,
videotape analys:.s, also all once heralded as ‘"THE SOLUTION, have created -
their own false expectations and’ credlblllty gap. This is not to say
“that any and -all of these changes have been wasted effort but only to
point out that no one change has been or fould be sufficient to the task
of producing more competent teachers. Indeed, one must explicitly ’
_ acknowledge thit teacher education cannot by itself bear the full
responsibility of solving educational problems. But it can do bette‘I-.

4
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Teacher education proérams must 1

capacity to recognize the compl
who have the varlety of SklllS necessary to more adequately solve such
‘problems. The issue of "dlsc1p11ne" may serve as an example. Many
teachers have been taught that cont.mgency management skills will solve
theit- classrdom- control, wor;r&es The number of books on this sub]ect
attests to its popularlty., ‘However, the issue of discipline involves
much more ccmplfexiti. T,he valldJ.ty of learning cbjectives, the natm.’e
of individual lea.rnlng d;fferences, and the design of “the curriculum a.re
_but a few of myriad varJ!ab‘les impinging on this problem. Teacher &
_educators are not prov:.ﬁmg teachers with the appropriate dlagnostlc
skills to meet the prohlen, much less the ccmpetence to sufficiently
alter the env:.romnent to solve it even if properly diagnosed. Without
such skills teachers reduce their explanation for sueh troubles and point/
to student "lazmess",- "low, IQ" "race", or 'you can 't reach everyone"
Lest we also be adcused of engagmg in reduction of cause and effect,
we wish.to make clear that we are aware of the fact that teachers cannot
and should not be held totally acoountable for all student failure.
Hompe, ‘the: media, and peers, for example, are powerful 5influences over
which teachers have little control. '

| This latter acknowledgment is crucial for understandlng the
' problem of change as it relates to values and moral education.: The area
of values and, morality has tradltlonally been considered taboo in schools
by the cammnity. Homes and churches have been thought of as sufficient.
But educators now realize that schools cannot help but be 1nvolved in
such an enterprise: if we wish not tdo reduce the complex:Lty of the
problem, we must understand that we must bring values and moral education
concerns to the public, to gain confirmation of and sipport for dur
endeavours. This area of educational change, more than others preceding
: it, is most vulnerable to community attack. The ctm&-tions for, change
involve the training of teachers presently on the. ]ob, reconcelvmg the,
training of pre-service teachers, and forming new coalltlons with the
public in ordek to prevent the credibility gap from’ w1den1ng

Our research has suggested that, for moral and values issues to

be raised in classrooms, an atmosphere which is conducive to‘risk-taking’
is requived. Such critical attributes as trust, honesty, respect far
others, empathy, and justice are required if dialogue necessary for
reflective thought is to be attamed The teacher must prcmote these
attributes and attempt to create a chmate of ccmnunlty 1n the classroom.

13~ ‘J




Traditional schooli‘ng -prohibits such conditions. Thg 'content

of values issues is ignored: currlculun nlaterlals have untJ.l quite recently’
};een writien so as to exclude most value.> and moral issues lest contro~
versy ensue. Teachers have not been tralned to examine the ‘substantive
values issues in their discidplinés -- a neglect for which .liberal’arts
educators must share the blame. Thus teachers: have felt campelled to be
"neutral in theinp content teaching,.a stance that results in sterlllzatlon
~ of the cu:arlcu.lum Indeed, believing in neutrality as a teach:mgcs\Q
is ditself a value pos:.ta.on and must be reconciled with our valu.mg the
democratic process, which demands that 1ssues be debated with differing=
pomts of view exposed to public inquiry. o .
. The present strucmre of schools prov:.des teachers iJ.ttle if any .
time during the school day to interact w1th other professlonal adults.
Lunch and the occasional free per:.od are barely sufficient forarest and

¢

recuperatlon. Values and moral education will requ:.;ce teachers not
simply to add a few units of values Work; it will demand that the entire
curriculum be examined in order to make explicit the values and moral
- dimensions, implicit in the study of each subject. It is difficult to
think of art, music, health, history, Engl:.sh, and science, for example,
" without at-the same time realg.zlng that each has a rich value camponent
inherent in 1ts very substance. Teachers have not been .taught in such a
‘ way as to recognize such a dimension in the:.r teaching and thus fear its
exlstence. Our experience with hundreds of teachers indicates that, once
freed of the fear of talking about values and mral issues, teachers do
— s0 with enthus:.asn " But they do need help and support for such an
*e‘ldeavcuz—ft—rs—not—eﬁeugh—ﬁmply—tﬁ—;mdate thatdthe curxiculum
will henceforth reflect the values and moral’ 1ssues 1n a more expl:.c:.t
and purposeful manrer. Teachers must be prov1ded w1th both exemplars
* of materials and the t:.me to create materials for classroan/use - As
well teachers must recieve addltlonal instruction in the process of
values and moral education. -Such time must in part be prov:.ded by the v’
schools themselves., - T

- ’

&

—
The creatlon of teacher campetence. and teaching materlals takes

energy And time. Teachers seem quite willing to prov:Lde theé -energy

But time’ may require money to release teachers fram normal work load *br 5

it will have to be found during professional days, m-serv:Lce sessJ.ons

after school hours, and the teacher s home hours. There. are numerous

ways in whiclr such can be created for the bringing together of staff

'
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*provided the time to do the job thoroughly.
ingredient.
, members, and parents. 1In our encounters w1t1'~1 teachers throughout the

_ provincé we have cons:.stently heard teachers say that théy are wz.lln.ng

M . . -, | N ) R i—\
Ratherj thahospread;mg fJ.ve to ten profess:.onal days through the year;
a school may find) it useful to cluster days and allow teachers to plan
£ over acperl of three days to a week. One day is, not:

; gin and ccmplete a task with any medning. A schoolmay,
*wh:.ch the teachers plan ‘ahd develop cur-

period free’ so as to meet on a daily basig for currlculum work. ‘I‘eam
chlng 1s§ another way of providing opportunities for teachers to plan

with professional peers. . o S . '

We are ayoiding the recommendation of any one type of structure,

since there is no evidenee that.any one method is best and s—ae\the

resources of each particular district differ. But what_is critical in

this process of in-service teacher education.is 'that teacliers myst be

But tlme is not a sufficient’

Teachers reun_re support fram administre S, .school board

to engage in values educatJ.on but they are fearful of doing so because

of what they perceive as a lack of support and relnforcement ‘from those
outside the school building. But our discussions with’ board members,
parent groups, and admlnlstrators indicate that they too are in support
of values and moral eddcation integration. 'I‘hey seem not to have ‘et °
their teachers knowrthis, however. Hence we are recommenging that
teachers and admlnlstrators in each school district begin to devote mre
time not only to m—-serv:.cmg themselves concerm.ng these issues but also
to developing mechanlsms for bringing parents and board menbers Ainto /
dq..;scussn.ons. §‘>_uch a "synergistic" enterprlse is v1tally important if
values and moral education is to become~a reality rather than a continued
Schools must begin to structure ways in which there is ’
dialogue created betwéen-professional educators and thése who are paying
the bills - the public. This may involve formal in-service- sessj 'f:or°
parents, teacher visitations to homes, invitations to parents fboard
menbers to- visit and ‘teach in classrooms, * parents ‘and board menbers- .
attending .sc’hool staff retreats and curriculum development mee_tings’_',
patent groups developing maferials for possible use 1n school, etc. .

llp sexvice.

Without each constltuency becaming fully aware of the problem and of each

of the others’ perceptions and needs, the move into a values apd moral
. e"’ w
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educatlpn process will result in a resort to pollt:.cal ‘power, demands
ultnmatums, stubborn¢efusals, and :mcreased enmity, as noted ea.rl:.er
It is important-to recognize the necessary breadth of a values
and moral education program wheh we cons:.de;r the need for organizational
change in a school. We have neglected to realize the cumulative impact
of the entire school program in the values and moral dcmaln ‘This neglect
has pemu.tted the naive belJ.ef that such a function m:Lght be fJ.lled by -
one or several courses appropriately labelled "values". Such a "solution"
will continue to deny the reality that both content and process of
* scéhooling at all levels and across all subjects constitute values and
moral educatjon. !
* Teacher ‘Education Institutions and Values/Moral Education d
Teacher educators are guilty of the same ignorance of values and moral
education problems as their teacher colleagues. Campartmentalized course-
work, passive learning, lack of individualized instructidn, and a small

amount of time for professional teacher Preparation prevent learning .
about and understanding the complexrty of integrating the values

dJ.mens:.on in the teaching/learning process. Unlver\s1ty professors cannot
be said to model good teaching, much less make explicit the values and
moral dimensions of their enterpr:.se. They are as intérested in "goverlng"
mass amounts of material as their dower-school-colleagues. In addition
Mt not forget that three-fourths of a teacher's education takes
place in a liberal arts program, where his or her future teachihg of -

' qthers is virtually ignored. ¢ - - -
v The willingness of teacher education faculties to engage in the
effort to pramote valueg and moral education seems evident in the results .
of ‘the project survey: 92% of teacher educators respondang to the survey
agreed or strongly agreed “that "values education should be the concern
and responsibility of all teachers", 81% strongly agreed’ or agreed that

values educat.loa should be developed as a-component of ex:.st:.ng school
subjects". We may infer fran this response that teacher educators are
willing to take the respons:.b:.llty for helpfng to, prepare‘teachers for
such a task. However, their willingness does cnot necessarily méan that
" they are at present equipped by anything more than a favourable disposition.
In"fac®, they are as- much 1n need of their own retraining in this area
" as are-the teachers they are going to train. )

. v ) 14 . .
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present teacher training curricula can
of teaching teachersrﬁntocopewithﬁhe.
ensions in the teaching of others. Such
ang untJ.l data are collected, further debate
‘ Rither, how might we consider changmg tea
educatJ.On organlzath and prac.t.lces to acoam\odate the necessary ges?
:‘ - Our visits- t(b and [ta with teacher educatars in the province
(point to a lack of standing of the cauplexlty of the 1ssue, and we
can only fin’d‘spot / atteption bemg paid to it. Rather, as is typical _
of educators, at allil"eve , those in each discipline believe that values and '
moral education is best ed either by their  owh or by some other
discipline of knowiedge Clearly there are implications for values
education in the stﬁdy ¢f the philosophy, sociology, and ‘history of
educat:Lon. Clearly there is mich to learn from psychology concerning °
the learmng of values and’morallty. Clearly curriculum and teaching
methods courses ¢ould have much to offer. Clearly. those who are con-
cerned with counselling,” media, and evaluation procedures have sqnethi.ng
to say. In addition to these professional areas, we must also ask what
each of the liberal 3 disc;plines must do to articulate the values
' and moral issues embddied within its area.
: Teacher educatprs, then, mustbeglntospeakboeachotlmratv
‘ the program level irf the same sense that we have suggested for schools.
g _In addition teacher|educators must expand their communication lines not
mﬂy across their gwn department but also across their coilege to work
in concert with their liberal arts colleagues; programs may benefit by
ccross—-department and cross-collede pla:mlng if not team tea?&ng. across
- disciplines. - -
Teacher pducators have falled to realize that they too harbour
. ( a hidden-curricilum. There are values and moral dimensions implicit in
. the varlous philosophies and psychologles of education, in the varlous
teaching methgdologies and means of evaluat:l.on, and in the history and
sociology of education. Yet these dimensions are rarely made explicit,
because the feacher educators either fail to percelve them or expect the
) prospectlve eachers to ;{ercelve them wrchout their being pointed out. -
The process/of teacher education is part of the problem. Teacher ‘educators
lécture abgut the superiority of classroom discussion as opposed to the
Jecture. [They tefll prospective teachers to ask "high-level" questions
of _meﬁ pupils, while they themselves give short-answer tests. The
same contradictions plague the liberal arts component of teacher education.

Al
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Teacher educatdrs-do not have to throw out what they are doind . .
Rather theymayneedtorestrucmremwtheydo 1t andtheymayneedto
modify the substance of their work by makmg the values and moral dimensions
) explicit.. Traditionally,. teacher educators have planned their activities
in a logical fashion without recognizing the fact that the logic of a _
discipline may not correspond to the psychology of learning that discipline.
Finally, educators at all levels must understand thé political and
" social context of teaching. Teacher ediicatars mustlearn to understand
and then commm:.cate the fact that teachers engagmg in expl:.c:.t values
and moral educatlon are more vulnerable to commmnity attack than those )
who ignore such concerns. Teachers must be trained to recogm.ze their
- . responsibility to camumcate with the carmm:Lty, not only to "be safe"
but to help educate pazents to the carplex:.ty of, the leamgng.pmgram.
That is, rather f:han continue the "closed door"-policy of prohibiting’
menbers of thecanmmtyfrmcamngm, wenaywa.shtoopepuptmse
doors and invite the community to help us. Parents are fearful of the
© - walues "bandwagon” because they are left in the dark about what it all
" means. . The credibility gap between teachers and cammnity mst be brldged
if valués and moral educatlon is "to be successful and honest.
Teacher educators must thus restzudtl:lre their curricula in llght
of a re-evaluation of teacher needs. What must the teacher be able to do
in a classroom in the realm of values and moral education? The enclosed - .
survey bng.ns to answer that questiQn but oertalnly is only a beginning. -
How teacher education famlt:x.es are to inCorporate the necessary tralm.ng '
into their programs is a questlon needing additional research. The facts
are clear, however. Teacher educat.lcn as it present"ly is constructed is
inadequaté to the task and should be given h:Lgh priority for change.

~
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- ﬁ}‘ 5. EW\IUATION OF ALTERNATIVE 'EACHING STRATEGIES FOR VALUES . -
! EDUCATION
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ﬁ;hm section of the report is an attempt to ampllfy several points made °
in earlier sections about values ola.rlflcatlon and Kohlbergian moral
development. In essepce this’ sectJ.on of analysis is a synthesis of an
extens:.ve llterature search of the most recent advances in each of these
< two models of mral and values education and of data oollected fram.both
on-site visits in schobls and results of the teacher survey summarized
- earller : \ L
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Valms Clarification and Kohlbe@ S Theory of Moral Developnent
.The most pervasive approach to the study of~values in schools is the values
) clarlflcatlon approach, developed by Raths, Smon, and Harmin. Through *
,several well=known publicaffions and through workshop sessions, teachers
have foand the values clarlflcatnon approach exciting and easy to use
but at t'}le same time ]:ackJ.ngw "sybstance" when the questioning of choiceg
in classroa!r discussion. Elther by .

fac1}.1tate maximum awareness of one's own values- as well a’s the values of
others, demands that the .studént need not be pressed for a Justlflcatlon
of a particular valde posltlon or for the "why" of resolving a particular _
value conflict .(internal ér external). ,In not demanding such.behaviour, -~
" values clarification implies the relativity of all values -- that one
. value or value system is as good as another and that each situation
determines the merit of a paxticufar value position. While making each
student aware of his own and others values stimilates mich discussion,
values clarlflcatlon strateg:.es pose a dilemma for both students and
teachers. The dilemma centres around the question, "How do I know after
1 have clarified a partJ,cular value (by utilizing the appropriate seven

value clarifying criteria) that my value is an’ approprlate valus to hold?"
This question of justification is }iardly satisfied by the maxim of Value'
relativity, "your values are as good as nune " since in real,classrooms -
there are scores of ¥hstances when the teacher's values or school values:
conflict with the student’s (and neither the teacher nor the school -
""processed" hlS or”its values as demanded by the value clarifying crlte.rla)
In such confliét the appeal to teacher or school authorlty is utilized

as a basis of adjudlcatlon, e.g., "while you may not value camng to class, I
as, teacher value such attendance and ‘hence you %ll atténd,'

The values clarlflcatlon approach thus seeris to, lack an underlying -
theoretlcal structure to help us resolve value confllct. By contrast, e
Kohlberg's approach to moral developnent prov1des substantlal psycho-. . )
logical, philosophical,.and empJ.rJ.cal substantiation for conflict
resolution. But there. are ‘similarities in both models. _ Both emphasize

. the cognitive aspects of th.mkmg, that is, thev focus on the student's
conscious internal thinking ahgut Values rather than on external environ- .

men'tal or internal unoonscious ressures to respord in a particular way.

Both im at increasing clarity f thinking and increasing adequacy of
‘cognitive processes rather than at J.mpartlfxg partlcular bellefs or values.
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The criteria for cognitive adequacy, however,: are different in

-each of’ the approdches. Simon and his ;colleagues use as their. cr,lterla

of valué adequacy the seven-step process by whlch a value is attalned
Lockwood points out that this set of criteria leads logically to the
conclusion that many of our values are not values by definition if we
have not engaged in each of the seven steps of the value clar:.fylng
process. Many times we cannot act on our bel:.efs, but does this mean

we do not value somethlng" Clearly, ore can value peace, and one can
either oppose or favour bomblng in order to further peace. On what basis
can one dec:.de this value J.ssue'> "The values clarification theory would
thus be in the position of assertlng that the same )ialue can support =~ -
mutually contradictory act:Lons. Such an assertion would appear to. vitiate
one of the fundamental objectiVes of value clarification —- developing

value's‘whi/ch provide a clear and comsistent guide to behavior" (Lockwood,
. . P

P. 5) .~ v
x ~
Lockwood further points out that values clarification is primarily
related to making decisions about personal preferences, such as a career
choice, use of leisure time, or kinds of people to admire. What the

. process seems to lack is the abJ.lJ.ty to-help students cope w:.th@the prob-

lem of value conflict dllemnas which confront questions of ethics, what
Frankena calls- "hasic principles, criteria, or stdndards by which we are .
to determine what we morally ought to ‘do, what is morally right or wrong,
and what our m;a_f rights are" (Frankena, p. 47). Values clarification
appears, at least by default, to hold the view that all values are equally

_ valid by pravoting the acceth.ng role of the- teacher, admom.shlng against
morallzmg, and urging the avo:.dance of conflict (Lockwood, p. 16). This

avo:.danoe tends to reduce the complexity of values issues, sidesteps

the oontroversles which.value confl:.ct usually engenders, and may unwittingly
teach a system of value relatJ.VJ.ty that preve\t} rather than pramotes
resolution of value conflict, For this reason teachers have been demand—

-ing an expanded notion of value oonfl:.ct, resolutlon.

Kohlberg's approach not only provides for personal conflict

" resolution but emphasized the interpersonal nature of value and moral

conflict. While values clarification is concerned with the descriptive
'is," Kohlberg is concerned with the next step -- the "ought" of human
relations. "What would you do?" démands a d:.fferent type of explanatlon

‘than "What g@ you to do?" The absence of presch.th.ve (skbuld/ought)

questions in values clarification .is related to the lack of distinction

&

between moral and .non-moral 1ssues.
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- While values clar'i'f'ication)argues against imposing valués, as
" does Kphlberg the teacher utJ.llz:mg values cla.rlflcatlon faces the prob-
T lem oﬁ&ﬁﬁos:.ng his or the "system's" values in face of student conflict
w1th those values. "An advantage of the Kohlberglan approach is 'that the
. teacher has grounds for giving and requiring respect for an J.ndJ.v_Ldual S
oplm.ons and values w1thout sanctioning those opinions or values. as morally
adequate. * He can recogru.ze the skddent's right to hold and express views *
without hav1rxg to maintain that those yiews are right or'justifW
so should be acted upon" (Colby, p. 414). ‘
. Teachers, then, may be operating at a higher stage than the students
e on Kohlberg's scale), and justification in terms of more adequate reascning
is part of- the teacher.'s responsibility as well as proper in terms of
Kohlberg's research. But the two approaches can be synthesized. We can \
J.nject moral issues and questJ.ons into, values clarification techniques
with a, focussing on issues of fairness, Just.lce, and reasons for value
preference, while providing opportunity for stullents to give responses
at various stage levels (Colby). We can teach the distinctions between
moral and non-moral issues. We can do, this not only on personal issues
but on issues of humanity in general as they occur in spontaneous class—
" roam d1scuss1on or within curriculum content (such as the Truman decision

to bamb Japan or the issue of "pranks in polltlcal campaigning). In re-

: verse, many of the values clarification strategiedzare excellent starting s
\meE dilemna discussions required in Kohlberg’y techniques -- for *
example, the "value" of cheatmg to achieve the "value" of hlgh grades. .
The conditions for dlscuSsJ.on demanded for values clarification are in
. large measure also required for moral discussions. Finally, many teachers

have found that students find*a’ non-moral solution to a foral dilemma in -
_ values c‘la.rlflgatlon. The Kohlbergian approach tends to force,_com‘f’rdﬁ '
«Ntatlon with the moral canponent ofd\(spddllema Hence, if we. accept the
underlylng phllosophlca“l and psycholdgical premise that developnent is the
aim of education, we do not have to reject the usefulness of. values
clarlflcatlon in the attainment of that dim.

- ' Kohlberg claims that the moral philosophy upon which his theory -
is based defines adequateé morality as principles — that is, that people
make judgments in te of principles ap'plicable to all mankind.

Ptinciples are not same as rules, since rules are derived from social
authority and are therefore variant across cultures. Moral principles are -
principles of justice, "for giving,each hig due," and decisions made on this’
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basis are better decisions})ecause they-are decislons on which all moral
people would agree. Decisions based on rules result in disagreement,’ )
because® moral rules are culturally relative, not unJ.versal Hence the .
attempt to teach particular values or moral rules is less than an’ adequate
solution to maral education, since we cannot gua.rantee aniversal agree-
ment ooncerm.ng which values to teach Such "v:.rtue"d education results
in value relat1v1ty, with educat.lon de facto defined by the opinions of N
.the teacher and the conventional culture. The unreflective valuing of -
the teacher that underpins "virtue" education becames the "hidden ’
curriculum" of the school. To avoid such, a dJ.lenma, values clarlf;cat_lon
has been put forth ag’the best method for values education. In essence,
values clarification elicits the student's judgment or opinion about
_ issues or situations in whi values conflict, rather i:han.the teacher's
impgsed opinion. But-values clarification attempts to go no further than
creating an awareness of the values or issues involved. Becoming aware .
‘is.an end in itself. This oconception results in the implicit hotion. of
value relativity, since no single answer to the value conflict can be '
- considered "right." The stress is on "values are different" and not on
one value being more adequate than another in a~given situation. '
On what basis, then, can we decide what rthe most adequate solution
to a value confllct 1s in such a situation? Kohlberg's theory provides
that solution in hlS notion of Jusstlce Hence moral education is defined
in the context of issues in a democracy, issues which involve the prlnc1p1e
of 'justice, for it is this prmc1p1e that is embedded in the U.S. consti- .
tutional system. Schools should not be' burdened with the problem of
teaching values-in general, since, such teaching is prohibited by the ’
U.S. Constitution. But the Constitution does mandate that justice -—-
‘the rights of others -- be the central consideration ofa democratic system..
Hence moral education is really civic, educat.lon in the sense that it
becomes the analyt.lc understandmg of value prmc1p1es and of the motivation
necessary for a citizen m a worklng democracy. It means the st.unulatlon
of develo;_:nent of more advanced patterns of reasoning about polltlcal and
Bocial dec1s1ons and their Jmplementat.lon Such stimulation is non-
1ndoctr1nat1ve for the followmg reasons (1) change' is-in*the way of -
reasom.ng not in the particular beliefs ”J.nvolved (2) ‘Students in a class _
aré at different stages of developnent, the aim is ‘to stimulate each to
the next stage, not to a common pattern of convexrgence; (3) the teacher's
" ." own opinion is \neither"stressed. nor invoked as authoritative but is entered
- A . a" . e
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as one of many opinions,"hopefully to' stimulate some to the next sta{ge;
and (4) the notion that some'judgments are more ﬁadequate than ‘o’i‘_hers is
comunicated in order to encourage a student to articulate a position that
seems most adequate to hJ.m and-to judge the adequacy of the reasom.ng of
others., - \i
X Philosophicaliy,‘ then, the values qlarification approach appears
to pramote a value relativity approach to moral education. Kohlberg's
theory denies the ef’ficacy of such a stance and attempts to stimulate a.
person's ability to resolve value conflict on the basis of justice.
. The technique of values clarification, however, appears to be an excellent
= method for (a) creating awareness of our own and others’ vai}_les, -(b) stimu-
1atmq discussion around value conflict, *(c) achieving high student emotiohal
,involvetrent, and (d) creating conditions for inquiry. Kohlberg's theory
requires these conditions but finds them lacking in pramoting moral
developnent Kohlberg s theory demands that, we go beyond values clari-.
fication technlques (a) teaching students to recognize moral dilemmas
- when they occur, (b) creating conditions for risk-taking, (c) stimulating
discussion not around value preference alone but on moral reasoning in a “
value conflict, (d) exposing students to various levels of stage reasoning, ' ~
and W(e) utlllzlng "Justice" as the oentral concept of resolvmg value .
cox}fllct. - . e ’ —
\ : )
Values Clarification - Review of Literature
The litérature oonoern:mg rlgorous values clar1f1catlon research is some-
‘what scanty. However, we find most teachers and students very positively .
disposed towards its use in the context of its limitations. That is, )
. affectively, values clarification seems to pramote more openness in class-
: roams. ‘Feachers seem to find the techniques easily adaptable to any grade
_level or subject.  There. is an abundance of values clarification material
available through commercial publishérs. Our survey shows that teachers
. have high positive regard. for values clarification techniques, as
- evidenced by, the following exan‘tbles of .responses: -

]

’

* "Excellent - helﬁs teachers arid potent‘ial teachers
. examlne their own valuing criteria.”

"A fantastlc conpendium that teaches people the skills
of 11sten1ng, q\':nestlom.ng, considéring and, acceptlng."

-

However other teachers feel that values clarlflcatlon is super- "

, . t
. . . -

-
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ficial and jus,t another fad:-"Values clarification-has become a

( C ’ fetji.sh «.. presen by some individuals who are /attemptlng empire bulldJ.ng "

Several problems arise when we at t to smmlarlze the avallgble

research concerning valueé clarification. | One of the reasons this approach
has became so, popular with teachers is t there is a vast popular
llterature aval.lable pramoting very explidit and practical ways of con~'
ﬂduct.lng values clarification activities. ut the research supporting the
practical” suggestions is of a different kihd to that,associatd® with

Kohlberglan research. The research support for values clarification

relies mainly on positive attitudes towards it among students and teachers
- (compared to students and teachers not exposed to it) and what appears
to be a more positive student response to teachers who utJ.l_J.ze the approach
(campared to a more traditional lecture—recitation approach) . The hope

that a more positive self-concept will develop through use of the values
clarification process ig at this point debatable.' The literature here is
confusing: Some studies ‘do find more positive self-concept outcomes, while
others find no change. To compound the uﬁcertainty of the results, the
various studies differ in their choice of J.nstrmnentatlon, and hence .
cannot be campared with each other. A

" Smith (1973) found that elementary teachers in, training who were
learn:i.ng about drug educationtpreferred, the valpes clarification approach. *
- Hopp-and Abbey (1974) found that teachers“trained in clarification strategies
were enthusiastic about their use in health &lasses. Curwin (1972) found .
pré-service teachers of secondary English to be\ccmnitted to using the
techniques J.n their own futuxe classroams. Guy (1975) found that téachers
previously exposed to the values clarlflcatlon process had a more positive
attitude towards its use than those without prior exposure; s1gn1f1cant
difference was found between those teachers who had actually used clari-
- . fJ.catJ.on strategie d those who had not in that the former were more

pos:.t:we .

Sinatra and Kinsler (1975) found that values clarification as an -
affectwe approach J.n the teachlng of reading .increased students"
motivation. Gurry ( 1975) supports this notion and suggests, that speech
commuhication educators should view values clarlflcation activities as

. qp?:.vat:.onal dev:.ces for teaching 1nberpersonal .cammm.catlon skills.

Guziak (1975) found some change in the development of a more
positive self-ooncept in grade 5 students.- DePetro (1975) found small
but sigrificant changes in self-esteem, but he also found with%his hlgh

«
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school senior class of psychology students that being taught 'generai
psychology was equally. effectlve to being taught values clarification. T
Coy (1974) found that there were no significant self-concept .changes in

elementary school children exposed to.values clarification technlques,

but the children did became more positive in their att:.tu@e towards school

and the teacher. Salzano (1975) also found mo change in'self-concept as’

a result of\clarification intervention with high school students.

; T’. ( ‘ ¢ ' »
Moral Develogment - Review of Literature ‘ l ‘
Blatt (1970) mdlcated that moral discussions could serve as a vehJ.cle
for moral developnent. By utilizing hypothetical moral dilemmas, encourag-,
ing interaction by students at different stages of development, probing
student responses, and presenting arguments by the teacher’ one sltage
above the students’ lével, Blatt demonstrated that moral development :
could be promoted by systematic pedagogy. Hickey (1972) extended the .
use of moral dilemma discussion by having group members raise personal

moral dilemmas, which they would then discuss in the group; this also
resulted in significant developnental change. = ’

\J

3 Several researchers moved beyond conducting moral dlSCUSSlon only

as a heuristic by building on Mosher arid Sprinthall’s (1971) concept of

'ﬂgeln.berate psychologlca.l education." Mackie (1974) found a significant

- developmental change in the moral reasom.ng of a group of "dlsadvantag

high school students who part:.c:.pated*:‘in peer counselling. ILorish (1974)
also found a significant effect on the mral reasoning of male prison )
immates who were taught to counsel. These studies revealed that the
development -of .empathy and more cofiplex social competencies were important
to stimilating moral 'de\;elppment,\ at least in late adolescence. "The -
assumption of real roles by students was indicated to be a significant ~

_ factor in prcmotion of development. Atkins (1972) extended the opportumty '

for assuming real roles by utilizing cross—age teaching, .which also
resulted in significant develbpmental change.
BuJ.ldJ.ng on the flndlngs of the above studies as well as on the \

. work of Beck, E. Sullivan, and Taylor (1972), who taught an ethics and

phllosophy course te adolescents, P. J. Sullivan (1975) constructed a ’
one~year psychology course for high school students. Sullivan, had his .
students (a)' engage in morel discussions using such feature-length movies

as Serpico, On the Waterfront, and The Godfather, (b) conduct peer

counselling, (c) lead moral discussions w1th elementary students, +(d) take

T T T Py



» integrated the discussion of moral dllenmas into existing curricula rather

an introduction to moral phllosophy In addition, the students in this
course organized a school-wide board of appeals to pramote increased
justice 'in their school. The s:.g'nlflcant‘results achieved by Swllivan
pointed to the cumulat:.ve effects of a variety of leéarning experiences.

Related intervention has been conducted at the eYementary and
Jum.or high school levels. Grimes ,(1974) ' recogplzmg the influence of
the family in the moral education of the elementaxy school child, measured
the effect of a ten-week course in moral reasoning taught to middle-class
fifth- and sixth-graders and their mothers. Those children whose mothers
also participated in the course changed more than ehildren whose mpthers
had not participated, while the control group’ not exposed to nqral dis~
cussions showed no change. Role playing was the major focus in the-Grimes
study. ) l

Paoclitto (1975) taught a one-semester course for eighth-graders
fram working-class and lower-class families. Paolitto's curriculum in-
cluded the discussion of both hypothetical and "personal" moral dilemmas
through the use of small-group discussions, films, journal writing, and
role play. In addition, the students wrote up the dilemmas and used this
material as a basis far interviewing and other role-playing activities. -
Later they conducted interviews of community members invited to cles ?uto
-share the moral dilemmas in their own lives. These people included
Jun, a wa_ltress, a ped1atr1c1an, a juvenile lawyer, and & fireman. 1S
currlculum did produce s:.gnlflcant stage change. ‘

A more recent approach to stm\ulatlng moral development has

-

than putting it in separate psychology or social studies courses. Currently,
curricuia in English, social studies, and guidance are being created -- irf
the Boston area (Brookline, Cambridge, Hyde Pa.rk.); in Pittsburgh; in Tacoma,
Washington; and in Toronto '-- to add the Kohlbergian apf)roach to already .
existing goals and learning methods. Kohlberg, Colby, Fenton, et al. .

(1975) conducted an initial pilot study in American history claseés in the

Boston and Pittsburgh areas. After a one-week workshop to introduce the

theory and pedagogy of moral edu&nﬁion to teachers 'in the study, each

teacher participant led moral discussions in the context of the history
currlculum over the course of twenty weeks. In a pre—test/posi:—test design

w1th an equal numbexr of oomparlson groups from the same school districts,

the results indicated a’ s:.gnlflcant increase in the students' stages of

moral reasoning in tife€xperimental classes. A significant finding bf

\
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thi's study was that the teachers' probing questions constituted a
critical behav:Lour in causing stage change. , K

The review suggests various strategies that teachers can initiate
to‘ stimulate moral developnex}t: role playing, peer counselling, learning
ethical philosophy, tutoring, interviewing, and moral discussions.
I-k)wevefr, the persons above wl"é/ experimented with thbse intervention
strateg:.es had a sophisticted philosophical, psychological, arnd methodo-
1ogJ.cal conceptlon of "function" ?r role of teacher as a noral.
educator. Teachers who wish to try such strategies must understand the
canplex1ty of .the teacher rOleﬂpllClt in the research literature. For
example, a dood deal of mscamnmlcatlon between teachers and students
about values occurs not because teacher and student values dJ.ffer but
because the level of explanation is not appropriate to the student's
level of moral development (Kohlberg and Selman, 1972). s R o
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in the education of children, were not included in this.suryey simply

1. Survey Description and Population ya

, » S
" In March 1976 a value educat'ion survey wes conducbed‘by‘ theMoral
Educat,lon Project, of thé O I.S.C. This survey was undertaken in order ‘to
poll the current views of Ontar:.o educators about, the nature of moravl/ —
value education and what resources and sexrvices they need at this time, '
The \stvaey asked 4 main questions of educators: | . e l .
e  WHAT they think value education is ; ) | P )
e HOJ they think value educatlon should be done S

e What they NCED to be able to do value éducation o
e What ROSOURCES they may have already used o .

s -

In addlt:l.cm general information about respondent [ aqe, level presently
teaching, ara presently teaching, sex, and.school board was asked.

'These questions and mformatlon weré asfced of 4 d:.fferent groups
. -

of Ontario educators: teachers, French-speaking teachers,, teacher educators,

and admn;su:'amrs. These groups were felt to be the main educators in \

Ontario. Parents,who are also recognized as very centrally involved

" due to time and financial limitations. Table 1 presents the mmber of

surveys sent and returned by the four groups (henoeforth we will refer . -

to teachers as T "‘rench—spealu.ng teacbers as FT, teacher educators -
; .

as 'IE, and administrators as A) .,,,, -



L

SURVEY POPULATION AND RETURN

. Nugber Number %
. Group Sent. Returned Retixn
Teachers, Eng. ('r)
Total 10,576 3110 20%
" tb (K=10) 2,316 ° 321 14
(R-13) 8,260 2487 308
hmdl Teachers (FT) - -539 160 308
Teacher Educators (TE) 550 ¢ .- 218 408
Administrators (A) 650 268 s -
. . 12,315 3756 3%

,'\'\

5 . ) .
. ¢ B .
] - . ®
, . .
.

,mga)aalﬁﬁscqnbemideredagmdmumnmﬂébasis.of
only one cover letter and surveys no follow-up vas sent. The best retum
wre,frm'méxﬁti,MeasﬂwpoomstrehrncmefzdnErglislkspealmig
separate school teachers. Teacher retun was quite good at 308, in spite -
of the teacher strike just past whén/'the survey went out. The _
omveryga\e:mslyagreedtospas?rﬂxemmveyfcr\teadersbyaumng, | E
uswmetheirlettecheadaxﬂpmwdm;asmmfmmamees,the
Secretary-Trdasurer of the Federation. Alsanrmchﬁanslatimwafgenerously_
donebyImiseBeauregaxﬂ-dmpagneo?theCanadianEducatimal
Associallticn for the French-speaking teachers. The letter. and survey

sent to,other groups was essentially the same; these are a\t{rLaJ.lable fran

°,

the Moral Education Project of the Ontarlo Instltute for Studies in Education.

t
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Aruitoxt provided by Eic:

' ‘LVALQE EDUCATION SHOULD BE DEVELOPED . 4. | - -
4 4 1

21. asa separate course in Value Educhtlon for 7-9. g \

teaching students an explicit moral code

helping students to#t€velop a st)}le of life which is based on a deep respect
fgr others. &

-

N

: teaching a subjéct called Value Education.
heiping»students to und‘erstand z.md adopt society’s values.

J 5.Yan exdmu'mtion of the admunistrative structure of the school.
6. .helping students to grow 1a the ability to roeason.about mo'ral issues.

7. encouraging students to decide what is right on their own without interference
from teachers.

8.. helping individuals to develop a*full sense of social responsibility.

9. accomplished #hrough the example which the teacher sets for students — no
further éffort is necessary. -

10. the training and education received 1n the home only — each family (not the
school) decides what 1t values.

11. the guidance and direction given by churches or synagogues (non-religious
schools should not be involved 1n value education).

127 not’undertaken by the sch}.)ols because each person should develop his own
opinion of what is right. ‘ !

13. concerned only with thinking about moral 1ssues (notiactnon). K :

>

14. the concern and responsibility of all teachers. '

15. limited,o helping students to clarify for themselves‘their values: students
should then be able to proceed on their own. : -

16. helping students to act morally and for soynd reason's.

17. handled gxplicitly within the school program singe it is already happerfihg
incidentally. 7 ‘ ~

.18. providing students with solusions for moral conflicts. ®
. -

I9. asa separate course in Walue Education fork-3. '

20, asa separate course 11‘1 Value Education for 4-6. .

g‘2. as a separate course in Value Education for 10-13,

23. asa separate course in Value.Education for teachers-in-trai-hing.
24, asa c’ar\nponent of existinémool subjects.

925, asa part of%e subjects but hot others. .,

26. only‘asa partXf religious géiﬁcation.

27, as a part of any‘feducation, public orvseb/arate’. ‘

28. as the central c§ncept around which a subje‘ét area is built.

1 31415
11213]475
11213415
112131415
112(3(4]s
11231415
112]3141{s

L ]2[s]4]5]

9

[1]2]3]a]s]w
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12, 5
1]2]3]4 5
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112734 s
203045
112 5
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1120314 s
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_ ~ |TOBEEFFECTIVE IN,DOING VALUE EDUCATION | NEED , o ) ﬁ*’¢@°b'°°~3>& @y‘
19. an opportunity to study different philosophical posmons on morality. 1[2(3)4]%
39 Q‘eater dnderstanding of how chnldren s thinking develops. R 112343
31. to be able to generate actlvmes useful for moral development of students. 112 ;T 3 )
32. experience and trammg in role-takmg and empathy activities. ' 112134} /
33. opportunity to further develop good discussion skills. 11217314]3
34" more experience and training in handling conflict in classroom discussions. 1{213]4]3
* ., 35 " to’be able to set up an atmosphere conducxve to meaningful exchange among — )
, _ students. . . A 112]314]3 ¢
¢ 36. training in inquiry skills, . ® =" i L. {1234 .
i 37. the ability to:ideniify mo.ral issues within a subject area. o 1123 |4]¥ y
38. an ar:notated list of resource materials which are available for classroom use. 112}314]38 L
. 39. a course outline in value education for specific grades.' ) 11213]4 e
40. list of important moral issues and questions within different areas (e.g., -
biology, social studieos, health education, etc.). , 112{3]4] 4 . ;
41.—aresource centre‘ or support systern among teachers. ; ’ 11213)4]a
“ S .42, night or summer courses on value education. , . 112 3]4]4 ,
= 43. media packages illustrating differgnt theoretical positions in value education. 112034} '
44. media packages illustm.tmg different classroom strategies in value education. '{2]3]4|
45. aforum in which to talk with school administrators (local). 1121314]a4s
46. a fonlum in which to talk with parents within the cor‘nmunity. ) ) 112134 4
) 47. much more time With a fewer number of students. 11234 @
. 48. time 1n which to develop a value education program. 12 i 314]as .
| GENERAL IDENTIFICATION | ‘ _ - ,
i 49. Age _' 50. Level Presently 51. Areas Presently 352, Sex
) . Teaching . Teaching i
T 20-9 -1 K-3 n Language Arts - . n M. . i
Z 30-9 ) 2146 ) Pure Science (Bio, Chem, F , °
. . etc.) -
40-9 3] 79 . Applied Science (Pys. Ed., .
Home Ec, etc.)
—4— 50-9 4110-13 n Social Sciences
"? 60-+ ’ | 5 | Teacher Education Fine Arts X
o - \ n Resource Service (A-V, Lib) .
. ! m . Admimstratiell : ) "
A 53. School Board . - i . ‘
=~ . o
- Ed
] : h ! }
: . : 3
- .
- : . , 'L ‘A
'v ‘ J : C .\
g ) L s ) [

ERIC « ’

[AFuiTox provided by ERIC -
FullToxt by . .. .




] I RESOUROES
R you are already ‘working in the area of value edluatlon with your students and have found useful

maternals it would be appreciated if you would cite the best resource which you have used (book, TV
program, vndeo-tg)e film, play, slides, kit, game etc. )

- . . X
. _é Name .

B Author

", Publishér

Grade L'eyel(sf
Themé/lssue

Comments

r

WHAT ONE MAIN, CRUCIAL QUESTION OR COMMENT.IS UPPERMOSTJN YOUR THINKING
ABOUT VALUE EDUCA TION"’ . , )

a L]
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I General Results of All Groups

.. . - ' o
'Ihezﬁ&e of the four groups to the sarvey‘ questions will be discussed.
" in detail in the following sections. Several distinctions of interest
+ appeatr that depend on the category of respondent.
Comparisons concerned with replies- to the questlons about
resources and naterlals néeded can be usefully displayed in table ‘form.
(See Table 2 on the two follow1ng pages.)

Reference back to thi$ table
-mllbemadelnthepertlnentsectlons. )
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TABLE 2 Responses to: "To be effective in doing values education I need ..."

" .
s . i Total respondents Teachers
. . ] marking "Very . - marking "Very
. . i Useful" Useful"
) . ) . (No.) Rank (No.) Rank
'I‘HEDIE'I‘ICAL KNOWLEDGE . ‘
-an opportunity to “study dn.fferent ' ° .
philosophical positions on morality. 954 14 T 747 16
-greater understanding of how .
“children’s thinking develops. 1747 2 . 1375 3
- CLASSROOM SKILLS
~to generate activities useful for :
norak develogmant of students. 1614~ 4 1315 4
-experience, training in role-taklng - .
~and empathy activities.. 1149- 10 . 915 0
) -to further develop good dlSCUSSlC}n < )
skills. .1418 5 1140 5
~-more experience, tralmng in handling RS )
conflict in ¢lassroom discussions. 1317 ., -6 ' - 1032 7
-to-set up an atmosphere conducive
to meaningful. exchange among students. 1870 1 1498 ‘2
-training in inquiry skills. 1007 13 791 13.5
-to identify moral issues within a . -
subject area. _, > 1271 -8 997 . 8 -
. INTERPERSONAL OPPORTUNITIES. . - -
-resource oentre or supﬁ system [
among teachers. . 1010 - 12 831 12
-night or summer courses. - 704 18 , 559 18
* -a forum 1n~wh.1ch to talk with . .
. school administrators. - 520 20 . 419 20
—<a forum in which to talk with = *
<t parents. - | B . 1060 11 864 11
-much n?re tine with fewer students -1735 3 1525 1
-an ﬁd ?d list of resource v .
materi. for classroom use. 1284 7 1079 6
-a co outline for specific . . :
grades. g - 745 17 ) 631 17
-list of important moral issues and
. Questions within different areas (e.q.,
. biology, social studies, etc.). - 923 15 791 A3.5 ..,
- -media packages. ilklustrating . . -
di¥ferent théoretical positions. 657 "19 557 19
-media packages illustrating . ’ : , -
different classroam strategies. 884 16 753 15
TIME S D .
-time in’which to develop a value . < . ) i
‘education program . 1169 9 = ‘992 9

NOTE: The statement presented for teachers was "To .be effective in do:.ng value
education I need..."; for administrators, "educators need..."; and for teacher
educators, "pre-service teachers need...®. . ' .

¢
~

36 : 42 -




) - i d ¢ ’
- Percentage response and :;I::-hby catego'ry:o ) v
‘Teachers’. T Educ's ‘rs T English T French T Public T Separ.. -
"% Rank % Rank % Ramk '%$ Rank % Rank © % Rank % Rank
3 N - > ’ v ’
< - = ;
ha ) . - ) .
27 15.5 39* 9 37* 8.5 [ 27 155 27 18 "| 26 15.5 28 17 .
4 “C: . - . - o
49 3 < 68 1 68*% 1 49 3 48 4 1" 48 3 61* 1
< N <
47 4 50 4 53 4. 47 4 48 5 46 4 57% 2
. ~ )
33 10 - 45 8 - ' 37 8.5 | 33.10 3 10.5| -32 10 235 513
v " . ) *
41 5 49+ 6 50* 5 a s 38 9 40° 5 4 6 -
37 7 °50% 5 55% 3 37 7 34 12 37 7 39 .8,
54 2 8% 2 65% 2 54 2 53° 2 53 2 57 3
28 13.5° 46* 7 - 39% 7 28 13.5  18* 20 28 13 30 167
‘36 8 53% 3 49* 46 3 8 . 30 15.5| 36 8 38 11 -
’ - . // * ’ - ‘
30 ‘12 20 14 . - 234125 | 30 12. T .46* 6 29 12 39* 9
20 18.3  31* 13} ;3//12 5 (20 18.5 T 31*13 | 19 19. 27% 18
15 20 16 18 16 18 15 20 20 19 |- 14 20 19+ 20
31 11 "39+ 10 35° 10 31 11, 39+ 8 30 11° 39% 10
5 1 36* 11 18* 17 5 1* 60 1 55 1 57 . 4
] £ L
39° 6 ' 26% 15 31411 [+39 6 50% 3 38 6 42 7
23- 17 10* 20 14* 19 23 *'17 41*. 7 21 17 33* 14
28 135 20+ 16 20* 15 .28 13.5 .30 15.5| 27 14 36* 12
20 18.5  11* 19 13* 20 20 18.5°.730% 15.5| .20 18 21 19
.27 155 19+ 17 19* 16 ° 27 15,5 30 15.5| '26 155 32+ 15
, :
3%6- 9 33 12, 2 1 36 9, 36 10.5| 35 9 45% 5
S‘ *SJ.gnJ.fJ,cznt dlfference at the .01 level, and t*significant difference at the .05~
level, in the following comparisons: Teachers/’l’eacher Educators (second colimn) ;-

'I\eachers/Adm.mstratOrs (third colum); English/French Teachers (flfth column) ;
and Publlc/Separate Teachers (seventhncolum) .

3740 . B S g
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- III. Teachers’ Response to Value Education Survey .

.
>

< & *

oy e méh per cent (ar-10576) of all teachers in Ontario were sent the

| value edycation survey. (;\bout one out of 20 mtario teachers teaches in
French. ' ™he results fmm this group, the French Teachers, will be dfscussed
separately.) Ahout ‘30% or 3110 Feturned their survey within the fJ.rst .
s:.x weeks. ™eir responses provided mfonnat;on on the teacher's perspective

" on eicht major questions about valve education:

1. X_dl_xg should be responsible for value education? -

-~

2. How should value education be done?

3. Ddes valwe education involve reasonmg and/or behavior?

4, ‘Should value education be a separate corse o %Xlsm
courses” \

_ 5. Can value education be undertaken at "all because values
are relative? . ..

¢ 6., Vhat resources and services are needed at thl" time in
. onier to carry out value education?

7. What PESOURCES are already be:mg used _in value education?

e 8. What main crucial, questlon should be ashed about value
’ education?

8

1. WHO should be responsible for value education?,

91% of toeachers who responded to—the-survey agree that value
[ . . 2
education should be "the responsibility of all teachers.” They back

-~ -



_this up by agreeing also (93%) that value education should be part of
’ :'any education, public or separate. Neither the home by itself nor the

_ church-by itself is'sufficient for the value education of students.

The follcw:mg ftlable summarizes these findings.

’ -

’

TABLE 3

A
L]

SUMRRY OF WHO SHOULD BE RESPONSTHLE -

¢

SUREY | . ' S TEACHERS
Item No. % Agree/Stroengly Agree

Sl 10 Home only _ .
- ’ 11 Church only - ' 7 !
| 14 All teachers responsible = . 91
26 Part of religious education . T
27 | Part of any education ’ ’ . 93

*

3 A
. 4 v v
N . - . )
R . . ¥
e . o : ]
~

- * 2. HOW should value education be done?

@ -~

~-m——-- =~ = —All teacher’ are very much in favour of two general goals for,

‘  value education: "a style of life based on deep respect for ot-.hgrs" and =
the development of a "£ull sense of social répmsibi_nty- (%% ‘and ‘
95% agreement, respectively). Teachers are not certain#bout the means
ﬂmxghvmidl these goals can be attained: .'ltéyareo_f somewhat divided

. epinion (as a group) about (a) the aount of input and direction which

the teacher should give and () about the relative position of the

indiv:.dmlias_deca.sim .n\aler vexsus'society as source of rules, conventions,

laws, and norms. ’ . ) ";




“a. Amountlf Input .

'i\eai:hers who, res_ponded to this survey do feel that they should ¢

@

be actively intolyed in value education; only 8% agée‘ed that sirply pro=-
viding aggood example was sufficient value education. “ore than one-
third of the tec"x‘chers would swing to the opposite pole (from just being -
a good exampl_e) to actually nro\nd:mg solutions for moral conflicts for- .
students (37%)' Suéh a position is tempered, however, by an affirmation

3
}",,

that the students do have the final dec.lsmn«to make by= thanselves.

‘

' look &t these two items toqéther (prw1qu,§§s_ol_utions/students decide .
on own) showed that under 10% ofw&achex;s would like to provide solutions
for moral conflicts without allowing Students the right to finally decide .

on their own.

~b. Individual versus Society T ’ o

™e teacher can he seen as t.fansmitter of society's values, cither
’ qu.lt@ explicitlgr (as Ttem 1 states: "Value education should ke ... teac}"xing
K stuﬁent;; a? e:mlicit moral code.") or fnorp implicitiy (.as‘ Item 4 statss:
"Jalue educatlon should he ... helping. students to understand and adont . e
society's values.") o fﬂ'eachers shoved more agreerent. 7ith the more implicit
transmlsslon of values (59% aqreed with thJ.s item, 4‘4) man w1th actually -
teachlnq expllcn.t codps, i.e. rules, laws, etc. (36° aqroed wn.th thlS, £1) .
The teacher also can assist students to knon as individuals

.

what values each persoh holds. The item is meant to he quite an exclusive o

position:i"value educatioﬁ should be ... limited to helping studen{:s to
-t clarlfy for themselves their values; students should then be able to
“ proceed on the::c own. " A0% of all teachers who responded agreed to this.

*,

-
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‘('metotélrespmsepattemslmthatthisitanwaspu:obablymtta]en
mtlusexcluswewaybutasonemttndanu\gmny) *
Anotherqtmtlmwhldlwasputvﬁudmwasmrealagindl\n.dual

lines was the follw:mq: "value education shauld be an examination of the

administrative structure of the school.” This question points to a critical

' 1pokatthest:ructuré (or society) of which students and teachers are a
part. 228 of teachers agreed that this was important. C
. Insumaryteachers are aiming forrelpmgsuximts to develop
astyleofllfebasedmrespectforothersandaf\ﬂlsenseofs:oclal
-responsibility. To do ‘this they favowr most of an\rhelpmg students to
mderstand and adopt society's values. ‘Ihey are mucia less mclimd to
su\ply_tea rules, laws, and solutxms 40% feel Studmts should be
clear about ir values and 22% would examine administrative structure.

" Table *4 sumarizes these items.

<

” . TABIE 4 2
"~ SUMRRY OF APPROACHES O VALUE EUCATION
Survey * . ) - 4 Teachers
I tem No. ) v , R Agree/Strqmgly Agree
style of life - L
social respaxs:bll:l.ty o/ * “ 95
18 solutions for conflicts ' 37 ’
A1 explicit moral code . - 36 :
<1 4 - adopt. society's values o , 59 g
15 help pi!.arify : 40
<7 students decide on own & 60
"9 . teacher example only Lo .8
58. '+  examine administrative structure ' 22




~

. . 9"
3. Does value edication involve REASONING and/or BEHAVIOR?

£

No matter which appmach is taken to value educat:.on a more

general question about method can be asked: Does value education—inmlve

‘reasoning and/or behavicr? “Teachers. are almost wnanimous in their tl'u.tﬂqn:\

Ay

that both thinking and hehavior {or action) are ix'nportant for value
' . . . |
education. Table 5 gummarizes this response.

/TABLE 5 -

< :
) SUMMARY OF REASONING/BEHAVINR
Survey . | T4 meachers |
f[tem No. ¢ Agree/Strongly Aqree|
L]
16 Apility to reason 96 .
13 Only thinking, not action’ . s -
16 ° Act morally, sound reasons - _ | 92
[
& = P * -
. 4, Should value educat.xon be a' SEPARATE (DU‘BE or part of
i exrsting oourses? .

. Table 6 shows over 3000 teachers'’ 'reépox“se on this question.

The -strongest opinion expressed J.E-*. that value education should -

-

be developed as a "camonent of exJ.stJ.ng school subjects" (823 agnee) . .

*gt\eachers do see it as a camponent and not .as the central conceot.

'Ihere is an obv:.ous pattern in the response about a separate

+

course in value education: the older the student,’ the more approprlete

€o '
" -
]

é‘ v ! : . - €




Subject: Value Educat:m
.19 Course K-3 22,
' 20 Course 4=-6 25
: 21 Course 7-9 31
22 Course 10-13 - 33
23 Ahurse for pre-service Teachers ( 61
INCORPORATED . SR 1 o,
17 Within school program - .43
24 . Camponent of existing subjects . - : -82
257 Part of some subjects -, 20
. 28 . The central «concept for subjects — 29 °-
o\ .-

a course in value education is seen to be. Aboutme.quarteroft-:eadmers
feel elareltary school children (K=6) should have a sépa.rate g\ourse of
value educatim, about me.tru.:d feel sudxaooursemﬂdbeapproprn.ate

S farmwmedlateandsecmdarysdmlsmdents,andabwtmﬂurds
o ' feel that students at colleges of educatlon should have separabe courses

« -
s
< 1 9 . s

in value ed}x:atlm.



" .5, Can value éducation be tmdertaken at all becduse VALUFS - fe :
AR RELATIVE? C .

°

A major concern of edutators has been whethet value educatlon is :
’ poss:.ble at all, s:ane there are such diverse value systems whlch are
held by people in Ontarlo. Can values be any more than personally held ~ -
beliefs? We asked teachers if perhaps value educatlon should not Be
undertaken by the schools "because each person should develop.hls own ot

vow

opihion of what is r:.ght. Oty 3% agreed that value educatlon should not N

be mdertaken by the schools; in fact a very consistent and strong affn.matlon
of value education as a omponent of our Ontarlo educational system has
been qiven.

{ . . . : ) . .t

6. What FESQUR(ES and SERVICES are needed at this t:une in
&—Her to carry out value education? ] -

9"%

A list of ‘20 rescuroeiwas glven as part of the survey (1tems . -

13

29-48) . '“eachers Were‘/asked to md:.,cate (on a 4-pq,mt%cale) how u;eful

felt each J.temwas f r 1 'me resources listed were of —
they fe . % ﬂ}?nsevés

-
5 different kinds: resourﬁgwhmh coul \help teachers increase their
e krmledqe of philosophical a&&%syduologlmi theory about value ‘education,
¢ e
resources which could help in the de\reloprent "o appropriate t:las.,mcm

)

~ skills for valug educition, resources vhlch&:ould prov;tde J.nc:reased _ -

opport\mz.ty to talk-with various people J.nvolved in the educata_on of

children, resources which provide Jformat:hon on papq: or. fl]m, and

. . . * - . ('
tire to develop a program. . .t .
Yy . - -

- . o
N




. £
In order to see which resources were seen as most valusble,.ye
looked at the nurber of times that resources Were chosen to be "very
(

‘useful® (that is, we did not include the categories moderately useful" '
Sand "useful"). Table 2 presents this information plus a ranking of all
20 resources (a rank of 1 indicates the greatest number of teachers
checked "very usefuJ‘) . : \\
a. Theoretical Kncwledge 1375 teachers J.ndlcated that they
would find "very useful" increased ‘understanding’ of how* chlld:en!s

tlu.nkmg develops. 'Iheydld not feel that an mcreased mderstandlm
B

of philosophical positions on morality was as necessary.
L& ., o ’ .
b. Classtoom Skills. Teachers indicated that the most important

skill to be developed for value education is the ability to set up an
atmosphere conducive to meaningful exchange anongsmdm*t':'s qver half
+(54%) of allteach;efs felt this would be "very useful." ‘Seen as next in
importance is the ability to generate activities useful for .the moral

" development of students. They would like to work on the more genetal
skil.l's next: discussion s}"d’ns and ways to handle conflict. Next they
‘would like increased abllJ.ty to 1dent.1fy mral issues, thg'x woric on role-
taking and enquiry sk:.lls. Different classroam sklﬁs in %p.eral are

of course what"teachers are continually developing. What is especially
wortl’xyofno{:mqherelsthattheyseevalmedu@tlmespeclallym

IN
‘

terms of "’qood atmgsphere which involves action, e
C. Interpersonal Opportunities, The survey asks 12ache.rs
whether they would like more contact among themselves, with university

a
faculty, parents,” school administrators, ‘and students. Teachers choose

i

=4




o

having more time vith fover number of students as the most desirable e

resource /of all 29 (1525 or 55% chose this as venr useful)., 1INs of

teachers wanted more contact among themselves and with p_a;.g‘ ents,  Only

29% felt wuniversity courses in value education are needed, and very few
(15%) félt that there'was need to be more involved with administrators.
Merall t‘*xelse resﬁmses: Seem to indivate that there is notn a very ;_rreat .
desire from teachers to aet together with other teachers, parents, -

universitv faculty, and administrators in order to do value education. e

. There is, however, a much greater need for more time with students.

~
> .

d. Materials. Five concrete materials were included in the
list of resources. An annotated list of resource materials for class~

room use was felt to be very useful by 39% of teachers. The other four

" materials were not rateé% very Ixiqluy: a list.of moral issues and augstions

f& each area, media packaces of theoretical positions, classroom LT
- -~ J .

strategies é’: value education,and a course outline of value education

- - - ” L

for soemt‘n.c grades.

lb."_ime for Program. Finally 36% of teachers felt that they

needed time in vhich to develop a value education progqramn. - Co

. f[n summary teachefs have indicated that they feel the qreates‘t

need for more time with fewer number.of students, then for J.ncneasmq

’énecn.ch classraon skfils which promote value education, then for f)@

deepening their understanding of hc;w children's thirking develoos. While
concrate materials and interpersmai opportunities were felt to be useful,
they mre not ranked as highly as classroam s and/or knowledge of

the develomment of thinkine,

46



ot 7. mthOUHESa:ebeixguSedinvalue‘educatim?
. Tespondents were requested to list any materials in value education
vwhich theymy have found useful, 'mey suggested over 200 different resources,
G including "inc:.dental eacpenence.. in.everyday life", "the ten to; songs .on -
.. the hit parade,” "every aspect of education" (i.e. musm, geography, ecology,
‘ econmtim, science, literature, health), _sumzlat:.cn games," "social cmn@t", _
"career search," "home", “wamen's mv'eman ," "my thoughts", "the daily news-
' paper,” "sexuality,” "the ten comandents,” "religious leaders" and "“The
Bibie." o 7
‘9 Two main concerné underlie the choice of different resources: 'a
' cancern for helping students to develop an understanding of the self ana

a concern for helping students to .get alomewith others, The following is

) . ‘a brief of suggested resources. L’\\b L
_at g : o
o . a. "Value Clarification" is mentioned ten times more often than °

" any other sowrce. "Value Clarification" deals with strategies of dis-

‘i cuséimwhereot{eis’"ledtoprdae"hi;ow‘nvaluesaswellasartimﬂate_
and defend before others these values. '

- b. 'menextmstrmhonedmswroelstheDUSO.K:Lt.(DeveloEing-

Understanding of Self-and Others) . This is a beautifully packaged . .

£ nult:.-med:.a klt cmtalmng posters, tapes, a mual, booklets, and several
puppets. 'Ih:.s kit cmbmes the two concerns mentioned earlier. Other k.':.ts/
. ¢ thathavebeennentamedare 'IhemrelandLatd'lfodeltmmralDeclmm
', Making, ;x!ovalls with its Growing Up Series, the Encyclopaedla -

e, Britax__m' ica, seferal kits by Shaftel and Shaftel on moral -education and

values, ’and Péter McPhail' s Lifeline series. When all of these kits are

[ <~
- . .

T X ‘
. - o
. ,
,




added together they would almost equal the number of times that Value

Clarlflcatmn hHas been sw;gested as a resonroe.

[y

.
. o®

c. The third most often mentioned resources are religious,
including religieus books (such as "the Bible and the Catechism), religious

teachers (as seen in the clerqy: Jesus,c:hris‘t,"and God ), and religious

beliefs (the Judaco-Christian Ethic, the Golden Rale, and world religioms).

Ly

. d. Literature in general is the fourth most important "resource
for moral educatim.
‘English literature forms the largest part of this section, from

- v
Socrates to Shakespeare, Emerson,”and the Moderns such as Camus and

Miller, to name only a few. !

*

e. FJ.lms“ such as[.l;Insz.de Outside series. p];oduced by O.E. C.A.

is another often mentioned resource. 'This is followed by the Sear chmg

for Values series put out by Marlin Studio. . Next are a series of isolated

o.$9
wmvies such as Johnny Lingo, Rebel without a Causeand Paper Chase. &

f. Theoretical hackground in psychology (Piaget, Dreikers,
- ’ o
Harris, Gordon, Glasser, Frankel, and Satyr), inp moral education (Black,

" Wilson, Beck, Kohlberq, McPhail, Eiserberg, Raths), and in education in ]

‘general (Holt, ‘Ieu.nqartner, and Powell) are all'mentioned. W

These resources in general seem to stress the practical more .’
,than the theoretical; much more enphas:.; is* placed on discussion skills

and the avallablllty of kits rather than a lncreasm? mderstandmg of°

i .

moral theory in general// ) . %

. -
v
L]




. 8. Mntminmlqmtimshaﬂdbeaskedabwtvalue
' Ehcatmn? R

'Ihelastsectimofthesxmleydlavedmfpmdents.toms
’then:nmncmcemabwtvalue echmt.im 1506 teachers (48%) toock the *
opportmltytocaumt. '.mefollowjnglsa,sumaryoft’rmecamts. “

"n}e.’IEAGIERS'.greatest cmcemmt-helr role and the parents'

=+ role in moral education (154)*.

. halfofthemseeltas a"cmfhctbetweenteadxerandpazmtvalues" (22).

.. Vhen the parents fear "Values Education” it makes "it difficult to teach!.

3 i There is suspended above tlp‘tead'xers' heads_ "the sword of .Damocles"

% ‘where the parents "abdicate their roles” if they don't like what is being

| tamht, or.they blame the teacher vhere there are poor results.  The
'teadmersquestlm"Wheredoesﬂwer&spmsibllityoftmmendarddmat
'ofmesdxoolbegmv" meygobeymdttu.sqlmummask"wmhasﬂae
ult:l.mabe respons:blllty and .how mach should we as teachers accept?"
they are left wmde.r:.nq "vet if the school does .not take the respons:tbll:.ty,

whodoes"'é dﬁmspmdentasksmd&epa:r"whypdshﬁmagrwpthat

¢ [

Al e

P

-

a

P L NN

. has 1ost the synpafhy of t’ne p\bllqj
WhJ.]e teachers "nmust recogm.ze the nghts of parents" (8) they

3

_want to kriow how to make y'alue education agreesble for them {5). For they
recognize‘ithe'difficulties "in telling the parents how to live" and "deciding
_what is right for other people's Idren”. The teachers would'like to = .

*

-
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The teachers' mainfear:.sthatofmdoctrinatim (96) and one- .)~ \




agree with theh parents wnon a set of values so that thev can wor}'.- together (26),
- 'Ifley dcoept that "for moral educatian to be effective it‘most he similar-
" to values held in the home". It should be family-initiated: if not, there
will ensue a los:mg battle in the schools.. In accordance w1t-h thlS
theme ‘a la.me number would like. rem*'orcarent b_{ the schools, rellqlon,
) and soc:Lety in ceneral (41) .
Mostof- the teachers see their own lvalues as ;'whiﬁe-iniddle-class"
and believe these to be at wiance yi'th‘the Values of the parents.
\ 't‘laile many are quick to reject, so:ie{:y‘s values ,.:there is an overtane
. that their persdnal values are superior to the parents'.. The teachers N
- sée:a large nunber of their owh gqrowp as ha;/ing little moral ix&tegrity (30).
Fel_choose to take leadership in moral education (19) and they are fearful
about being explicsit about their own personal values. They wish the
. sf:ud@ts to‘ see them as they are. Yet they accept themse]:vles as playing
an important role, as a mddel, .
he resoondents belleved that parents should not take the sole
re 1b11i for moral education t‘\)\eca use: "'me parenta enoom:aqe poor

! " values" and “show

- at viork", "They have|lost a sense of dJ.rectJ.on and moral carmitment". .

k]

examples" (8), e.d. "'Ihey brag about playina cards

"Their permissiveness and 1ack of concern leave the. children rostless".

. ~
"o rellglous; doctrlne or a bas:.c set/of values is present" or are the

il

pmduct of woirkma parents" 'Ihe children are led to acoept that "they \

A,
W e 2 wa

w:.ll go on we‘ifare like mv parents”. iThere is the presence of alcchol
and drugs in 'the hames™ (A( , "sexual immorality is rampant" (4). Sore .
teachers despair }Df/ 'c/:hanging these conditions and wonder "how to fight

S .
- - . £
- d ¥
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-

the violent outcome of the home" and "the prejudlce of the parents."
Many of the teachers: are reﬁentful\qﬁ/the role of the parents, claiming >
'that"teadxexsarepressedtoglveblrﬂutotheklxisforthenparén L
"Let us ot .assume respms:.b:.llty for' the child's upbrmg:.ng wh:Lle I~ )

am responsible for mine". 'me cynlcs move from the- qu&stlon "Am I my

brother's keeper?" to the statement "1t looks as if the state should

"adopt all children J.n infancy”. Many teachers condemmd the stuﬂents

as having little morality 'and tled it in with the parents values }ather

than society, themedla, or their peers (23)'. ‘Whl g a :ttmg their own

" need for training in morgl education (51) the beacher7/felt that the parents

too would benefit £rom such a training (26). e
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IV. Teachers’ Response Compared with Teacher Educators’ Response

]

™2 -

~ . -

. A'cazparism was made of the response from the Teachers:(1=3110)

. ) - ¢

with the response from the Teacher Educators (N=218) on the foll?ninc &
questions: .ot - _ s

*}"‘%ﬂ: »

1. Who should be responsible for value -education?
2, How should value educatlon be, done?

3. Does value educatlon involve reasoning 4nd/or behav:.or”

- 4, Should value education be a separate course or part of -
existing courses?

5. Can value educatlon be tmdertaken_ar, __all because values
. are relative? e ‘

2 -

R .. 9. R M i hd
. 6. ¥What resources and se.rvices. are needed attthis time in order
to carry out value education? . .

%
L3

-

The Teacher Educator response is. the same as the Teacher
4

resbms_e on four issues. ’Deachers and 'I‘eache;r F‘ducatars both agree that: ¥

WHO:  Teachers should be reoponsmle for the value education
; _\ mts.
i)

}E:ASOJDJP/BEHZ\VIOR- Value.Leducatlon"should :anolve hoth masoru.ng
v and behav:.or (action). °

g e

~

SEPARM}" QOURSE: Value education should not be develgged as a T
separate course for younger students; the older the student
the more aporopriate a separate course:might be. 57% of . >
Teacher Educators felt value education ‘should be a sepa:cate_r -
course for» pre-senn.ce teachers. P

S »VALUE PELATIVITY:: Value educatlpn can be undertaken in schools,
AR ﬂ values are not entirely personal matters which teachers
' : ) " should aveld.

. ’ ‘ <

(See Section IIT,Teachers’ Résponse to Value Education'Survey, for full | .

¢ - T - ’ .

- explanation of the Teacher response to these 4 issues). A
' . S e ! | !

<

A

7
i

. 4 {




« Teachers and Teacher Educgtors are not in full agréement as to

exactlyihow value educatlon shouldbe done., 'Iheydoagreeon the general
goals of\\belpmg students to develop a life style based on respect for l

others ant;\to develop a full sense of soc1al responsibility. 'Deachers,
\
M¢e\ver see themselves as holding a significantly stronger pos1t10n as

e

'cransrnltters .of soclety ) values than the pos:LtJ.on whlch Teacher Fducators |

cr:be'boteadlers 'Ihlslsrevéaledmﬂueeltansfranthesuwey )
N]

x andlssum\anzemeable 7. . *Ai v .
NET VA f
I . TBBLE 7 | . ’ {
_ . , i

_ ) . o {

) . H
. _ m.
= DIFFERENCES OM APPINACHES. TO VALUE EDVJCATION ,3

:Teachers/Teacher Educa.tors ;

| survey
|+ Ttem No. I$ Agree/Strongly Agree
1 - -explicit moral:code 36 20 * :
4, ’ adopt soc1ety's values 789 42 *
-» -
18 prov:Lde solutions for anfllcts 37 . 25 *

. Both groups hold \the'satne views on the importance of clarifying values

I N ‘gé\' OURES: i \ )
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Siq.Differenoe at .01 Level
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and examining the administrative structure of Jthe School. ’
3 : . ‘ 3 N

- aa
-

e -

TR SRSRPIY T

-

' ’Teachers d:ecked the usefulness of the 20 sugqesbed resources

for their own needs whereas teacher educators checked the” usefulness of

/
~
these same 20 resources for their smdenﬂs, pre—servlce teadlers. We

axe as.n:mmq that the Teacher qucators assessment of their students’

“

N .
b3 R T S

accurate. ¢ Table 2 presents the per cent of teachers
s ’ " J

v

needs is fairly

Il 4 I
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R B
and teacher educatorsg% checked each resource as "very useful." Ranks
_ are also included. o | S

v o a. Theoretical Knowledge and €lassroam Skills, Tt seems quite |

reasonable that pre-service teadne.rs would have a greater need for theoretical
knowledge and improved classmcm skills smce they are just beginnmg to .
build their knowledge about teadu.ng

b. Materia'.ls. TEadne.nse:(press more need for materials which
are of use to them in their classro::m teaching. Since teachers spend all
' ’of their 'time working in the schools while pre-service teachers spend
significantly'less time in the schools we would expect teachers to have

more need of materials. 3
¢

c. Time to Develop a Value Education Program. It is interesting .

here that both groups expressed the s;ame amount of need for time to
: ? %

develop a value education program. One-third of both groups nged time

to jork at valwe 'edué:aticn proqrams. \ , f /

g

4 ]

.. d. Intezpersonal Opportunlt:.es. .In this area wé find, as expected

that pract:.c:l.ng teachers express averygreatmedtohayemmwreto \
speﬁd with each student° even pre—-ser\nce teachers are ranked (llth of 20)

1

by teacher educators as having a need for more time w1th students., Other
mtérpersonal épportunities -‘with tdachers,” university faculty, parents, °

and? admmlstrators are not overwhehnmgly stressed by teachers. In

L4

faqt the need for contact by teache:cs w:.th parents is less than the pre-

sevvice teachers' need; teachers'’ need for contact withjother teachers
t ¢ m . 3 ;‘ -
. and administrators is the same as the need felt for pre-service teachers.
f . . ; \ w ’ f . -
- J |
E . PR . . o -
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Such rwpmsesxraise several qﬁestions, such as: Do teachers feel‘
that they have sufficient oppartunity td talk with other teachers, parents,
and administrators? Do teacher educa see education of children as
more actively J.nvolvmq teachers, : ts, and administrators than teachers

" themselves d0? No pre~service-tea need more c_onta‘ct than teachers
with everyone interested in’education because they are new to teaching,
or do teachers need more contact with everyme[i;nvolved because they axe .
J:ESponsible*for the education of children? In any caise, the general.

question is how should different segments of Ontario educators relate to
o

cne another? . . -
.'\ .
. ; ;
~ ' 3
&
]
z' *
- . i
In smnary, a comparison of the respense of teachers with t.‘ﬂ.%e
response of teacher educators showed that both -groups felt thats 2 s
1. . Teachers: should take respons1bn.l:|.ty for the value education .
of students (hame or church is not sufficient). , .
2 Valpe educatlon should mvolve both reasonmq and beh;av:.or. =
3. Value education should not be developed as a separate course .
’ in elerentary and seconﬂé?y schools but perhaps as a sepa.rate
o course for teachers in tra.Lm.ng.
e - v
' / 7 ' / L
. o .g » , < . . -
N 6-& g




4, Valve e:iucation is not precluded by divérsity of values in
Ontario. ,

5. Value education should help students develop respons:.blllty
and respect for others.

- o

Difference between the two groups was seen on the position the
teacher should.taice in terms of transmitting society's values. Téachérs
maintaired a stronger position on this than teacher 'educators.‘ The camparison
of the need for resources for value educatlm pointed to quastlons about

who should be actlvely involved toqgt‘n in m}value educ&tlon of chlldren.
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. V. Teachers’ Response Compared with Administrators’ Resi)or;se

I3

& -

-

7

A comparison was made of the response fram the 'l\eachers (N—3110)

on the followmg questmns

1.

! ".’?‘«2
-
Y

3. .

-7

4.

5.

6.

on 3 issues.

Who should,be responsnble for valwe education?

How should value education be done”

<

w1th the response fram (school and school board) Adm:.nlstrators (N—268)

‘Does value—educatmn involve W and/or behavior?

Md valué education be a separate couse ar part of

existing courses?

Can value education be undertaken at all because

values are relative? °

order to carry out value education?

FEASCONIMG /‘3FHAVI")'° :

q

VALUE mmmk

-

@A b

§

{ o
What resources and services are needed at this time m

e he 0
"l

»,*‘

) The Mimnmtrators resptnse is the same as the meacher s i'esponse

!

1

’ 4

Administrgtors and Teachers both aqre‘_ezthat:

~ =

»~

i
i
A4
i

§

!

1

Value educatlon shquld :anolve both
reasonmg and behavior,

-

g AR s e

?

-

-

i

PSP -

%

3
Value education can he:undertaken in the
schools; values are not entirely pg;gonal matters’
_ which teachers should avoid.

S

v
k4
b

.

. ’ i ﬁ’ . * -‘. -% .
wi0:  Teachers should be responsible for, the value edu%:at.l.on -
of students (hame and church are not sufficient) { ‘




h'd

. by both groups.

t

T

! i
3 . M
. o - &%

(See Section III, Teachers' Response to Value Educ:;tion Survey, for full

@

" explanation of the teacher response to these 3 1ssues)
v .

me Mdministrators' response is the same as the %\eachers

k J
response on the general goals of developing respect for others ahd’ a

1

HCX*I H

good sense of reSpmszblllty Both groups agree equally that the teacher'

exampj.e is not enouwgh. The J.mporta‘ce of clarifyirg one's values and of °

wnderstanding and adopting society's values is also given equal agreement

4 . R yoe
In addition there is no difference on the, view of the
{

two gqroups about providing solutions for conflicts.
There are three points of difference about approach to value

education'betveen Administrators and Teachers; these are sxi{wrarized in

v

~

Table 8. o ’ . s
& - TABLE 8 . i
4 : 4
r
- ')IFFEH:N(ES ON APPROXACHES TO VALUE EDUCATION . |
Survey . R Teacher Adminietrator t
Ttem No. : " $ Mgree/Strongly Agree k
= ~. * H
N1 e:%nllclt moral code 36 = 27% "
YEND students decide on own <60 Lo :
. * i
‘ 5 . e;gamme adnunlstratlm ] ‘ 22 16 o
|*siq. D;.fference at .0 - ;
— — — —
4 t ) §.
! ‘ ’ ),
[\]
, i
" ‘ .}
% - ’
. ¥
3 % i
. J i
‘* ) * i
‘ . 64 - v
{
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N o Teachers are significantly more 'in agreetent with teadung an

' explicit moral code (law, rule, etc.') than are Administrators. ’?nevthuﬂ
\ of Teachers vie:v value education in this way, whereas me-quarter\'\fof : -
iﬂu’.nistratcrs vielw it like thls (The stereotyped view of authoritarian
administrators receives a blow fram this result!) ,Hmever, +it should be
noted that at the same bine Teachers give the final decisions to the
Students more often than do mnietrams (Cf. Section III on Teacher's
Response for econments about ir;texp}:eting th:Ls item) “‘J‘.nally Administrators
are It{uch less likely than "ead'xers ‘to seé an examination of ‘the administrative

NN
structure of the school as connected to value educationy Even tlwwh

teachers aagree more w:Lth examinmq adxmmstratlve structure,tbey are not
strmglv inclined to such a pmcedure a
- SEPN?A’IEODUIBE 'Therelsad.lfferenceﬁeremhm’nead)ersand

Adninistratrs feel about whether to have a séparate codrse in value
{ ;

education or incorporate it into ex:.stm& courses. Adtﬁnistrators are
! ‘ s:anJ.f:Lcantly more in favour of having vélue educatlocn as a catponmt of

32
e:ustmq courses {rather ,than as a separate oourse) than am Teachers.

-

g + For levels K-13 Teachers indicate more des:.re for a separate ‘course than 4

Administrators, althouqh the actual call for separate courses oomes fran

i

dnly about one—quarter to one—thmd of teac:hers wlio responded to the

-
. -~ .

survey. At the level of teachers—m-trammg both 'I\ead1ers and Administrators

.
~¢
-

give equal agreénmt for a separate cmm;se Table 9 sumnarlzes these

_7 - results.,

ne




A

DIFFEFENCFS ON VALUE EDUCATION AS SEPARNTS COUPSE !
N Survey 8 ) ! "I‘éacper\ Administrator
“ Item Yo. . $ hgree/Strongly Pgree i
24 camponent of existing subjects .82 80 =
'17 | handled in school 43 | 53¢ - R
' 19 | course k-3 . 22 LR
_ 20 course 4-6 : .25 14% - g
|2 |eowsee ' 3 17% "
22 course 10-13 ‘ 33 2% .
23 | course teachers-in-training 61 65 '
#Sig. Difference at .01 .

-
v

g

. : 3
RESOURCES : | ™ere is quite a lot"of difference-hetveen Teachers
andgAdministrators %en 1t cores to which resources they feel are useful

in valm education.: Tablé 2 compares the per cent of response for the »
very usefwl" cateqory plus the ranking from the hlgh&:t resource diosen

\ (renk 1) to the lowest (ren}: 20) .

’ . ' J , A Y
a. ™ecdretical Khovledge and Classroom Skills. “In‘both these

»

areas Administrators congisterfitly indicate qreater need.  Administrators 2

fJ.rst 9 choices of the 20 resources are the nine resources in t:‘neSe two

categories. ™Meachers choose hlgh here but also choose hlgh in other

things. MNote that Adnmn.strators are nuch more mterested in the

[<d

‘. philosophical backaroxmd;for value ‘education than are Teachers. ]
’ . ! *

"

s !

§
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b. Intérpei:smal()pgorhn@ti& : . ' —é

Ad@ni;tt&orsand
~Qara'1t§inasimﬂa‘rway
Wk mﬂdlitetohawaf

g

A [
.

'beadaers See theoamo\mt of irivolvenmt of
Abmtone-tlu.rd ofbothgxm:ps felt they
mwlnchpaxents oouldbemone mvolved

*W OnlylS%of'nead\ersanle%bfAdmmstratorsfeltﬁxatﬂny

v

.~ needed a forum to”talk with.local adm.mstrators. Recalling that (m '

- thesectlmmhm}/elgvalmeducatlm) ne:.thergmzp made much

¥ cam'lction between value education and the administrative structure

ofthe schools, thls result:.s not surprising.
¢ Teadxersexpressmﬂxmreneedfornu:reasedtmewithsuﬁents

andmmoﬁ\erteadxersthandomnmlstrators

Of all these interpersonal situations adﬂ.mstratoxs express

‘ &wlgreatest need for more interaction v‘n.th parents,and teachers

expr&ssthégmatwtneedformmtimewimstlﬂmts. - !

c. Materials and Time for Program R

~ - \d P3

-

N 'Deadle.rsexpr&esnmeneedfor concrete materials for classman

usemﬁtimtodevelopapmgrmnmvalmeducatlmtrmdokkmmstratom.v

© We would mcpect this to follow from the greater classroom involvement of-




Insmnaryacmpansmoftherespmseof'neadmwlththe

msponseofmxusu'amslueedﬂntboﬂ\gmxpsagreedeqtanyﬁatx

\

™~ & 1, mdmsfmldbemsponsibleforthevalueedtnatimcf
© . students (home and church are not sufficient) .

2. Valme&mtimdnﬂdimlﬁbu&msmﬂxg’arﬂbehavim.

3. Value e&tx:atxmismtprecl\ﬂedbydimtyofvalms in
Ontario.

4. Value education should help students to develop respmsibihty'
andrespect for others.,

5. Itminportantboc]anfyansamva].uesandhomﬂerstmﬂ
andadcptaocietysvalms.. )

ﬁmemedﬁfemwbemmdnmmﬂmmm

1. 'Deachers felt mstmmgly than Administrators that students
slnﬂ.dbe taught an explicit moral code. )

2, 'I\eadxersmealsommclmedtotakea]od(atthe
. adnnu.su-atnaesmnt\,meofthesdml

3. 'I\eadxersaremreimhnedtohavimvalmedxmtm
as a separate course for K-13 than are administrators.
'meytlmacjmethatltstmldbeaseparatemfor
md\ers-in-training 5

4, 'madmfeelmreneedfortimewiﬁxsuﬂaﬁ:s class—

; mmﬁerials,andtinetodevelopavalme&mtiog
- program. Administrators express'more need for ﬂxem'etical
mledqeandclassmanskillswmd)m
of course also needforinpmvadchmman

MHS%W mgmxpsraﬁmﬁm

‘_\
\ }«4 v ,f . L




- VI. English-speaking Teachers’ Response Compared

with French-speakmg Teachers’ Respogse

{

»

- Acdtpansmwasmadeofthezespmsefranmtarmteadlerswho

‘ teadlinﬁreEngl1shlanguage(N-3u0,wew111refertomlsgmzpas
- English ‘Ibad')ers) with therespmsefmp Ontario teachers who teach in

ﬁeﬁuwdulanguage(N:mO-wewxllcantIusgmprrmdlteadlers) on

the follcwing questlms:

Who should be respons:.ble for v§lue education? -

How should value education be done? .

Poes value educatlcn involve reasom.m and/or behavmu:?
Shmﬂdvalmedumtlmbeasgarai:emseorpartof

R
- e,
3

4.

5.

6.

exlstmgco‘mses?

’

Canvalueeducatxmbemxiertakenatallbecause

valu&s are relative?.

What reésourses and services,are needed atk ‘this time

inoraértom;rywtvalmeducati&x?

L

'meEnghshmad\ersrespmselsthesaneastheFrmdlmad’xers

response on only: two very gener genera) points:
that a general goal of value education should be hélping students to -

L4

63

1)GoaL. Both groups agree




. -
‘developahfe stylebasedmrespectfor/oéersand d‘evel a?bodx -
sense of social zvesponsmblllty. 2) VALUE RELWITY They also agnee ‘
that val%s are not ent.u:ely personal matters; values can, therefore,

beworkedmmﬂunthesdnols The rest of thesmvegshwsadlfference >
of opinion between Eﬁ\glmh-speakmg and hrench-spealcmg Teachers. Each '

ofﬁxeunestlonsm:stbeexammedforboﬂlgroups

1. WHO shovuld be responsible for value ‘education?

- ¢ -

French Teachers give a stronger mandate to Value Education within
the lszcl'xools (items 27 & 17) than doE;xgllsh E\eedxers. Both groups concur
that thel>are alone or the dmrdx' alone is not sufficient for the valwe
education of students. 0% of French Teachers agreed that- the Church

(]
~

alone was respmszble for the value education of students.
It is lnterest:mg bo note that s:.gm.flcantly fewer French Teachers
than Ehgllsh Teachers felt that value education vJas the respons:.blllty of
all teachers This response may po;nt to the attitude in Frent:h ‘
'neadiersmatvalueeducatlmshouldbeaswjectmltself sothatsane
specialized teachers maybe necessazyandthen all teachers arenot

‘neceséiarily responsible, We will discuss tlus further under question 4.

Table 10 sumarlzes the items concerned w1th WHO is respon51b1e for -

L L
+

g value edmat.lm: : ‘ . . - ,




I

=7

A
-

. =
2. \Hmshmldvalue e_ducatimbedaé‘l’\’

’ _ SUMMRY OF WHO IS RESPONSIBLE J
- . » ; -
Survey % Agree/Strongly Agree
»] Item No. T " T
- 27 part: of any education 93 92
17 . in schools 43 58
10 hare only ‘ 3
11 chwrch only 7 o+
. 14 . all*teachers responsible 9 o 830

We,sawthatbothgroupsagmemthegeneralqoalofastyle

oflﬁebasedmmspectforothersandthedevelogmtofafullsense

of social responsxb:.l:.ty. Both groups are also equally in favour of

_helping students to understand and adopt society's valm, this response

showsthehlghestammtof agrestmtmanapproadxtovalueedwatlm

for both groups (59% Teachers and 62% French ’Deachers) . The rest of

the suggested approaches show: 1) differences between the” two groups

mthatﬁ\erespmseofthef‘rendl'neadmersmgenerally tronger

than the response of the English Teachers; 2) similarity between the

two groups in that both groups choose these different approaches in

the same order of importance.

“Yalue educatlcn should be helping stx.dents
e understand and adopt society's values." /

*Value educatlon should be: hmlted to -
toclanfyforthatselvesthelrvalues" o

1.

2,

Chosen first:

Chosen secondd
helping stgdaxts

5

T e

e
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'~ 3, .Chosen -third: "Value education should be:: prov:.dmg sttxients
writh solutions for moral conflicts.”

4, C#losenfom:th "Valueeducatlcn should be: teaching an | .
eb:pl:.cxtnnralcode i ¢

5. Ggrosen fifth: "Value education should be- an exam:mat:.on
of the administrative structure of the school."
6. Chosen sixth: . "Value education should be: aodunphshed
. through the exanple which the teacher set for the st\rlents.
\
Table 11 surmarlzes these results. :
: »,
¥ TABLE 11
_ SUMARY OF HOW VALUE EDUCATION SHOULD EE DONE
“g T. A ~ - . / '
. Survey| - o $Agree/Strongly
Ttem No, . - 3 T FT
P 4 adopt society's valyes " ° 59 62 e <
15 . |.help clarify e . 40 56+ !
. . . o N Y .
18 provide solutidns =~ . - : ’ 37 c.52% )
‘teach explicit code- . .36 . 46+ 4
) examine admmstrat:.ve structure - 22 40%
teacher example 8 2 ‘
Sig. Dl.fference 201, +.05, - "
{ . I 4 4 oot * ° .
. N < v c " w) ' -
'meseltemsshmthatthefTrespauselsmd’\stronéerMﬁ\e

S ..

\ET response Also reflectlng thJ.s stronger teacher posz.t‘zm ﬂue
_FT give significantly less agreement that stxxlénts should "dec:.de what

- is right on thelr -own" (49% agreanent for Ffiench versus 60% agreanent
g ° ¢ s ¢« o ’

fou:'Engl:Lsh) s ‘ e e

A [«2
[e)

¢
‘.
s
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o 'meFrenduTeadxemreallyslmthmselmasdﬁfemntfmnﬂwe
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4

3. Does value education involve reasoning and/or behavior? e

There is a general trend in both French and English Teachers
" toward an attitude that value education should involve both reason and oy
behav:.or. On the item "Value education should be cmcemedo;uly with ‘ .,ﬁ
thinking about moral issues (not action )" significantly rore French

'DeachersﬁxanEnglish'neadxersagreedwlth it ('alt-hmghﬂ\eictual agrearent
forbothwaslw°5%agrearentfmnEnghshmead1ersami20%agmamt '

fram French). Table 12 summarizes. ¢
TABLE 12
smmé OF IEASQ{DIG/EEHA\}OR

Survey $ Agree/Strongly Agree
Item No. : T  FT

"6 | ability to reason | 96 97 °

13 | thinking only : 5 20*
.16 | act moral/sound reason v , 92 94 i

*Sig. Difference .01 R ‘ . S

¥

4, Should :value educatwn be a SEPARATE QOURSE or part
of existing oourses?

1 4

English teachers on the. isSue of whether Value ‘Education ‘should be a’
i separabe course or a compofient"of e:nst.mg courses French Teachers are
. much more in favour Jof Value Education as a separate course than are -
)‘/

English Teachers (528 t of French vs. 19% agreement of English
x Teachers). The older‘ﬂ_aeituient the more desire there is far a separate

4

=)}

\’ .
-3 -
o
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course, ‘B
€

o6t half of the FT agree‘that value educatio&’sh&ud be

developed Mcaxtralcmoeptofasw)ectama 'Ihe.rwefsmlya

small nespmse
solely as part of religioys education.
Enghsh Teachers, on tha

ve education as a camponeny, of exlstmg_oqézrses réﬁ;h‘érﬂlanasa

* )
separate course..Table 13 shows these results.

TABLH 13 *

3 . '

catmgades:.reforvalv.eeducatimto%edeveloéed

other hand, gJ.ve a strmg affJ.rmatlon to

SIMMARY OF VALUE EDUCATION AS SEJARA'JE COURSE

%

Survey . - 7.7 7", % Agree/Stragly Agree
Item No. : T T
3 swject: Value education - -° 19 52t
-19 course. K-3 22 47%
20 course 4-6 _ .25 63%
21 ocowse 7-9 ¢ R 31 82
22 ; course 10-13 R 33 87*
23 course teadmers—m-trammg e . 61 84xr, -
28  central concept . o 729 g%
- 26 part religious’ education 7*
24 . component ;SSf':' couses . <8§ ' 64*
' ‘*Sig. Differenc":e O - | ‘ . ' -
P*' T ' . ' . b .. . .
5. Are values relat:.ve? Prev:.ously discussed. -
6. m:atresourcesandservmesafeneededatﬁu.smme ’

* © , In order to carry out value education? -

Boﬁxgmpsfeltabwtﬂmes&nemtents*ofhmﬁsefulBof&xe

°
" - °
. ‘.
% .
. .
- .
se
.
”

73

68
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resource categaries could be: theoretical knowledge, classroam skills,

and time to develop a program. In the other 2 categories the French
- Teachers showed themselves as different from the English 'Deadxexg.’

2

Interpersonal. Both groups 6§ Teachers wanted more time w1th

students and also did not feel they needed to be more involved with
administration. The difference, however, was seen in that FT wanted
'significantly more time (than English Teachers) with parents, other
teachers, and m:.versity staff. .

Materials. FT also md:.cated a ‘greater need (than English Teachers]
for a list of resources for classroom use, acoursemtl:me forvanous
grades, and illustrations of different theone.tlcal positions in value
education. Obviously these needs stem fram the greater desire of the
French Teachers for @m edugztj.'on as a separate course. Table 2. sunmrizés

these results.. ' o

aal

Insunnaryacarparismofﬁerespame'ofmd:ﬁpo’é)dmibaders L

with the r&spor‘lseJof English-speaking Teachérs- showed very few similar .
Irespa\ses.‘ French Teachers are a very different group than fkglislx Teachers.

o .




1. response -on how value education should happen shows a p{ttern
similar to English Teachers but is a-much stronger rmponse.

2. 'meyfeelﬁxatvalueeducatlmshouldbedevelopedasaseparate
co&mseraﬂ\erthanaspartofenstn\goourse ,

,,’.lhey are; much mone interested in having more contact with other
teachers’ wparents than ET.

4. They feel more need than ET for resources far classroom use, actual
course cutlines in value education, and 1llustrat1ms of dlfferent
tical positions in value education. -




VII. Putlic School Tedachers’ Response Con{pared
with Separate School Teachers’ Response  *

LR e - o _ ,

Acamarismmm%oftherwpaxseofi\egé;erswlmteachi;z -
"p.bl.‘l.c schools (K=13) w:.th ﬂemof madmersvvk:otead\ in
separate"s:inols(K-lO). AllofttmeareEnglishspealdxg Note that
30% (or 2487) ‘of p\bllc teachers respmdedwlméas only 14% (or 321) 7
of separate teachers responded. 'nu.smaymdxcaf:ethatthesegarate

‘sdxool'lbadiersmdndz’eepmdarea]xeaﬂyselecpedmmway. With o
ﬂaisinmindaoanparisqrfwasmdeofﬂlemgr?xpsdxﬁ)efom '
questions, '

1. Who shioild-be responsible for value education? — N
2s How should wvalue education ? .

3. Doesvalmeducatxmmvol\re%ﬂorb&mvim?

4, Slmldvalmedxmtambeaseparatecwmeotpartof
existing courses? - )

5. Canvalmeducatimbemﬁertakmatallbecmme

. Vvalues are relative?

6. mtrmn:s&amiserncesareneededatﬂdstime
mo:ﬂerto%ywtvaheed\mtnm?

.

Y

.
- .
- -
« . LN
- N — B

:Jg‘ . - ‘ R

1.'WHO should be responsible for value edtmtim? ) ‘ o

#  Both Public and Separate School teachers agree that v;h:eed:mtim
should be developed in the schools. Both growps maintain that neither

the church alon nor the home alone is sufficient. Table 14 summarizes

e ‘this information. . — ~ \
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U R P

A H -
- R ~

W_- : P— - . - :
<] . SUMMARY OF WHO IS RESPONSIELE FOR VALUE EDUCATION <

Survey | . I %wmlym -
Itam No. . Public Separate® | -

o
..
-~

: " 10 "+ | hare alone - .6 3 .

. g 11 | ciwch alone - - Y 6 . :
L‘ . 14 | all teachers fesponsible or 54 o

26 | only part of religious: educatim o *

t92 " 96

) ' 27 part of any education:
: * public or separate No sig. diffexence S

- . .. . . i . }

~ ¥ o 5 - -
2. Hmshouldv‘alméi'ucatjmbedaie?" o

©

BaﬂmPlle.c andSeparate Sdmool'veadmers agreemﬁ\egeneral
goalsofvalm.ﬁucatim tohelpst\ﬂmtstodevelopa "dtyle of life
basedmdeepr&epectfm:oﬂ')ers andtodevelop ful}.lsenseofsoca.al
mpcnsibility." Bo&xg:m:psalsoagmetimtagoode:&mplefmﬂte
wim'tangh . T e -~

Values whichamheldmseparatesdwoolsbyvirmeofthe
camectlmwiﬂmﬁxeCatl'nllcd'nn'dl a:eapparentmther&spmsesof "
.. separatesdxooltea/dxers. These teachers, fore:anple,aremdxmm
- ’ magreamtwim'teadmganexpljrcitqulcodeamp'mvidng studénts
with solutions than the public school teachers indicate. Conversely a
they are less J.n favour' of teaching soc:'.éty's valueﬁ or letting students

dec;*mﬁxelrmmorsmplyhelpngﬂ)entoclarifyﬂéuvalues

Itlsmterestmgtoseeﬂwatareflectlveelementz.salso', .
4 \/
. v s . /‘ ‘ -
- - - L
78
. \ 72 . # R
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pmsent in separate sdloolteaehersm that they arennrew:.lling to examine

»
the administrative structure of the SleOl than are public school teachers.

A
' Table 15 sum'arlzes this information.

13 .
® \ . .o -

& TABLE 15
l - L . - ‘h—i L
s@mornmmmmmnmnm I
Survey . . . - $Agrei/Strongly Agree '
Item No. .t ' Public Separate
2 style of life ‘ 97 98
8 social responsibility a96 " .97 .“‘
9 teacher  example . 8 -« 5 .
‘1 teach moral code 34 5% T
.18 provide solutions - | . 37 42
4 adopt society's valwes 59 53
7 decide on awn - P 62 49*
15 help clarify ) 41 31*
5. examme administrative structm'e .21 . 28+ -
Sig. Differenck. *.01, +.05

= ™ -
. .

3. _Does value education involve REASONING AND/OR BEHAVIOR?
. Included in the question of how to do value educaticn is the teacher's
conception of whether it involves reasoning and/or behavior. Separate -

school teachers are inclined to include action slightly more than public

school teachers. A.sumary-is found ire Table 16. .

~ 7

¢
2 G L AOLE LRI A rLL S R R e o a g




_ TABLE 16
P
YA ’ —
SUMMARY OF VALUE EDUCATION AS REASONING/BEHAVIOR'
Survey , . ' % Agree/Strongly Agree
Item No. ’ Public Separate
6 reasoning ability 96 97
13 . thinking only 5 ' 1+
16 act morally, reason ) 91 96+
+ Sig." Difference .05|‘> . o L
R

4, Should value educatlmbeaSEPARME(IanEorpartof

exlstmg courses?

The separate school beachers are SLgnJ.flcantly more in favour of -

value .education as a separate course than are ptbhc school teachers

'meacbnlmm\mtofagreemtfora‘separatemsemcreasesﬂxeolder '

thestmdmts. Atthesanetmeweqreatwtagreemtempmsedfran

bothgroupsmtodevelopvalmedwaumasacarpmentofaustmg

courses.

)

Table 17 shows this information. Note that ‘the greatest

separate school teachers see value education as a separate course for
- ‘k = . . .

grades 7-13. ° _ -

P T

+

* descrepancy between the groyps exists in grades 7-9 and 10-13. Half .of

L

4
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SUMMARY OF - VALUE EDUCATION AS A SEPARATE QOURSE
Survey " ': % Agree/Strongly Adree
Ttem No. Public Separate
3 value education course . *18 26*
19 oorse K-3 21 32%
20 ocourse 4-6 , 23 37*
21 ocourse 7-9 29 49%
227 course 10-13 31 51%
23 oourse teachers-in-training, 61 69% .
J 28 central concept 27 45% ’ { -
24 caponent of existing subject ' 81 - 86+
17 ° developed in school program 41 " 54
25 - part of same subjects - 20 20 < %
Slg. D:Lfference *,01,+., 05 .

~

. 5. Can value education be. mdertaken at all.because VALUES -
ARE IELATIVE? .

Ne:.ther group feels that values are telative, personal matters
We have seen that the separate school teachers hold a pos:.tlcn of actually
teadungsarevaluesasmesdloolswe:esetuptodo. Wealsosee )
that public school teachers although not cla.unmg to hold particular
sets of values, do not see values are mla%lve elther Only 3% publ:Lc .
© and 1% separate school teachers agree that values are relative.

of v s
' 6. What RESOURCES AND SERVICES are needed at ﬂ‘us‘t:memorder
t;ocar::yotut:vall.iee&xmtmn5 . ..

Table 2 presents choices on resources and servites for public
and separate school teachers: . R

-
i



’meoreti.calKnox&edge ‘\Iea.thergrmxplsvexymtamstedmthe

pmlosoptucal badegrotmd for value \eciucatlm. They are much more mter&st-;ed

in mcreasmg their mdersta.mimg of how children's thinking de\Jelops

'mismthemsamgedlosenbythe%nm%erofpeoplemﬂeseparate

.

school teachers (apd chosen third by public school Teachers).- p
) P
Classﬁnn Skills, There is only one pomt of d:.ffex:ence between

)
¢

- the t»o gmtps on classx{oan skills. Separate school ~teacha:s shcw more
‘d&s\.remmc:easethelr ablhtymganratgactlwmesmef\nmmei ¢
moral develo;j:ent of students than do public scl’iool'teag;ers.g Recall that
" séparite school teachers showed a- greater tendency to include a focus on. .
action than did piblic school’ Teachers. B A

4 Interpersonal Opportunities. Intmsamaﬂmmgmslmg
themselves as quite different. The separate schiool teachers indwat;e much
more desire for hincreasec} contact'with other teachers, parents, .
administratars, and university staff (courses). Both :;roups indiéate“‘a‘w
needfou:mé\' with students; t?uslsthehlghwtdloicefm:public
" school t:eadmers , - ) \
Mterials. ‘ %lectmg the greacter‘d&sire on the _part-of separate
' sdml teadxers for a separate oourse,they indicate greater need for ¢
' axn'se outlines in'value educaum, a list of important moral issues fn
different , and :.Ilustrat:.ons of clLssroan strategles .
Time.. In add:.twn almost half (and 51gm.f1cantly more teachers

than public) oftheseparate school teachers saldﬁmeywouldlxkenme

time to develop their programs.

™~

J
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*

In sumary a comparison of sepairatesd]oolar;dpublic school
teachers (alk English speaking) showed that: -

@

t

'_i. Both public and separate school teachers felt the school

slmldbemvolvedmvalueedﬁcat:m (church and hame .
mtenough)

2, Boﬂmgrwpsagreedtogeneralgoaisofvalueed&:atimbut
separate- school teachers stressed teaching explicit values
—more than public school teachers.

3. Separatesdmlteachershavemreconcemmﬂxtheactim_ i

partofvaluesedmat:mthandopubhcsdmiteachers.

4, Separate school teachm:s ‘show same desire far value
educnt:xm as a separate course, .

-

5. . S;cga.rx;olte. §chool teachers indicate more d&ure than public

teachers far increased contact with other teachers,

pa.rents, and administrators in crder to do value educatlm

6. Almsthalfoftheseparatesdmoolteadmerswmﬂdlﬁcemre

time in which to develop value education prbgrams. ’

»
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VIII. Differences due to If/vel Taught, Region, Age. and Area

. / '
v 'Ihe folloning is a summary of differences in response to the

surveyduetol.evel‘raught, Reglon, Age,andArea
PP Y . o

vel: Public - ngh - 'Deacher Educators

1. Pub cScrnol'I\eadxersta}eafJ.mer stand on codes,
ety's values, solutions etc. "

ic School Teachers are the most in favour of separate
at all grades.

3. Public School Teachers are very interested, in
learning more about how thinking develops; Teacher .
Educators are: even more gnterested in this for theJ.r
;+ \ . students.
4. The most interest by,all 3 groups is shown in developmg

- .
/’ . . skill.in generat:.ng approach activities and a good
o . atmoesphere. .
- & k
Deal;mg With'Region in Ontario : ' L. J

" 1. Easi:ern Ontario seems mast attadled to the Church as. -
tr .. sole agent or teacher example as sufficient and is
_— least likely to be objectlve about’. authorlty : o
) =
«2. The French in Ottawa and in th Eastern and Mid Northern -
Ontario .are very favourable value ’
education- (and as a separate course) . ‘

" " . 3. The Mid Northern region seems most open to examining
: administrative structure. :
Dealmg With l#; o .
+ A 'I\eachers 20-9, 30-9, 40'95 50+ .
. . . \ ;
- X . 1. BAs age increases Teachers agreed more /
. " -that all teachers were responsible for value education.
< —that value education’is teaching an explicit abral code.
) -that an examination of the admnlstratl structure
. , .~ .of the school was importants S -
. 2, Asage increages s Téachers dlsagreed more 1th :
‘ . —=students should dec:.de what is r:.gh on” their am
. -~ . -students should ly be helped to £larify values.
:’ } ) / ‘/1 ¢ j
3 ¢ ;’ ‘ . -‘8 ‘1 / . ) R
- ) ’ .* ) ’ e LY e
e .98 o . L
) & -



B, French Teachers

; -l As age incréases French Teachers agreed more
5 —that all Teachers were responsible for value eﬁucatipn.

;‘2. 'Ihezosseemqmbeadlstmctgrmlp )
-most in favour of rexamining adm.m.stratn.ve structure,
clarifying values,
concern with ‘thinking only.
4 3. The 50's also a distinct group:
-least in favour of letting stugents decide on own, Or
of helping students to adopt society's values. |
3 -most in agreement with teacher exanple is suffn.clent.

i <

- 4, Both 20's and 50' s the highest in teaclung an expl:.c:.t code.

C. Administrators 20-39, 40-9, 50+ - _ : :
l. As age increases ‘Administrators agree more
oL —~that value on is helping-students adoft society's
& , ;
¢ . valwes.
" =that students -

ould-decide what is right on thei.r own.

72 2, As agé mcreases istrators disagree more with'
© ©  -moral educatign should help s ts clarify values.
. *.-value education should be a separate course.

-
~

‘D, Teaclier Educators 20-39, 40-9, 50+ - NP
1. As age increases Teacher Educators agree more .
~-that all Teachers are responsible. . - "
~that Vvalue-education helps stxﬁe_nts to adopt soc1ety'

, . Values.

2, The 50-9 group (44%*01' 3 Teacher Educamrs) shows .
. * itself as tending ard Iow involvement. - They are
« *less inclined to administration or favour .
a separate: course They are more.in greenent with
‘ "dxehcxremendugh students should decide on’their
. own; the teachers example is enough and helping clarlfy .

o . is enough .

IV> Dealing With Area of 'Deadung )
Academic (Soc. Sc., Fine Arts, Religion, S Language) (\
Applied (Hame Sc., Shop) :

Service ‘(Lib., AV., Gaidance, Sp. Ed,) ;o
| Administration (include' principals) - —

. . . o/ ¢ N C .
’ * . 9 ! : 79 \ “ ¢ )
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' Appendix B: Perspectives in Moral and Values Education |
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““é INTRODUCTION o | /

. ’ 4

Moral development and values education programs are
&etablishedpartofmtariosdbolcxmnmla Itisnow_sevémyear:ssince
. "Ibl;gm Infm:natnm and Moral Develogment”, The Report of the Committee
on Religious Education in the Public-Schools of the Provi
was published, That report included-the -following

N . . T .

We recammend that the high duty of public education

tofostercharacbarb\uldmgbedisdla;gedﬂmough

ackearlypursued,mlversalprogrampervadingevery
. curricular and extra-curricular activity in the publi®
, - . sdxoolsystanfranthebeg:.mmofelmta.rytotle
ot ) . close of secondary education. This program, which is

L to be. distinguished fram a course of study, should be

~carefully planned and adninistered incidentally through-
out the whole school spectrum. It will have as its \
focus character building, ethics, social attitudes and
- moral valmsaxﬁprmmples. (Religious Information .
arxiMoralDeveloglent p. 93)
InJ\me1974 MimsterofEdumtJm 'BnnasWellsrecamerﬂedtoall .
Ontario school boards that they estabhsh ptblic adv.\somy cqmd.ttees
including parents, teach trustés, and othet -interested citléns
~ tocmsidertheapproadmtonoraleducatlmoutlmedbycliveBeckm
Moral Education in the Schools, Same Practical Suggestions. Lastyear
(1975)thempcrtanceofsareseriascmslderatlmofvalwsmthe .
> curnathwasmceagamartlwlatedbythemmstryof&imtimm

'mefmnatlveYearsanaEdwaehnmthePrmmyandeimiaxs J

L . .'memleofﬁmeteaduerlstoprc\nde’thecmwct
o 'invmid'xtheduldmnbegmtomkoutapersmal
o -t . .system of values and in whith he ar she has.oppor-
/ tmities ‘to analyze values in a societal context. :
' ' .+ The teacher should provide a tonsistent example of | -
an individual who lives by a clear set of values )
, ) axxiwhor&epectstherightofdlenﬁln&nlto . )
0 ) . diverge fram, majonty opiniop. (Education in ° N -
° , ' .the Primary Dlvisicns, P . ‘
- : .
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The duld in the Primary and Junior Divisions w:.l.l v
be given opporttmltles tOeeee
Begmtodevelopapersmalvaluesystenmtluna

context that reflects the prlOtltl& of a‘oonce.mad
swletyarﬂatﬂmesateunereoogmza te integrity

. of the individual.... _(The Formative Years,p. 20) -

Educatars throughout Ontario have attended emferems}*cmrses,
and seminars, have read a myriad of publications and have mt:.abed pro-
gransofvaluwmdmraleducaumwlﬂxintheuams}imls in an-

- —attempt to implement Ministxy policy. Yet\ﬂae task 14 more camplex
t'hanmanyhade)mctad For teachers, where ﬂxebudccerfauﬂ.ystops
the burden of becoming campetent values and moral edugators 'is genuinely
greatgms:.der;.ng that their prior ta:amu_mgm_suchanendeayorhasbeen
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IO,RESU{LLS_' OF -SURVEY OF}ONTARIO EDUCATORS

s ; & o -
¥ o . ‘
- MOIS.E.MméumJectz}asbemfmﬁedbyﬂe .

o Mma,st:yofEdu:atzmtobégintomﬁgatewhatlsmededbyteadxers

y andrnvtheymghtbeoanes}ulledvaluesarﬂmaledtmtors
' Inorﬁertoassessvﬁxere&ﬂ:armteacﬂexsammtemsofvalms T
andmoraleducat:m,avalueeducatlmsurveyofoverloooomtarm
teadxers, 650 a&mmstrators,andSSO teadnredwatorswascmducted
in March 1976. 'mesmveyasked4mamquest1msofthetead’:ers,
adnmlstratdrs,andteadmereducators ] o7

M{ATﬁ'zeyﬂmﬂ{valueeducatlmns.

HOW they valueeducatlmstn;ldbedme

. - What they to be able to do.value educaticn. « '
What theynayhavealmadyused -- 7

R ’ 35%ofﬂ1esuxveyswereret:m1ed Heremabn.e.fsumazy
oftherwpms&s © X v - L/
) ‘% 4. : %’ '<
b 1.,mxosmu1dberespmsjb1eforvaimmwaum? .
_ ' 92%agreedthatvalmeﬂwat1mstn:ld"bemﬂertakmbyﬁ1e
schopls. It was also\agzeedﬂmatnelther}unenor church alone was ' /
gufficn.ent fqr the value education of stndents% N R “

-

.

< 2 ‘ ) ) * .
¢ 2. HOW sln:.ldvalueedtmtmnbedwe‘?

Allrapaﬂmtsagreedmﬂlmmymporbantgoalsforvalm
© v education: ". helpmgsmdentsbodevelopastyleofhfewmdmls
.« "+ based on a deep respéect for others” (97% agieement) and 2) "...helping
o '.lndlvmualstodevelopafullsmseofsoclalr&spmsmihty' (968 , R -
.agreemmt) Other responses ﬂlattherelsaﬁigreatdealofmcértamty '.'
abmrtmemleoftm/teadmr thlsproows- Co.

students with solutions for moral

y e. Should the teacher
onflicts? 37% felt & should.. Thid the most authori-

. : tar:.anteadlerposz.tl J.nwhlduthestwlentsarespomfed. ,/




3 4

°. Slnuldtheteac}m yteachane.xphc:.tmralcode (a
rule, a law, etc)? 25% felt they should.

it oSlmldﬂmetead‘xerhelpsttﬁentstomderstandandadopt

i society's values? in other words, socialize students? ‘58%
L agreed that value education should include this.

- ; e Should the teacher help studené‘ to clarify tt‘melr values,
: , then -leave the decisions to them? 40% agreed that value v
education should do this. Note that this question definitely .
draws the line at clarification of ues and nothing beyond
"Value education should be Limited to helping students to
clarify for themselves their values, students should then
be able to proceed on“their own." ‘ % .

oA A I

e Should the role of ‘teachers be to encourage students to .
decide what is right on their own, without interfering? ‘

" 58% agreed w1'ch this pos:.tlm T
Should the teacher simply be a good exanple and leave it
at that? Only 8% agreed 'that teacher example was efiough.. .

)
PPN

s

- @ Should the admlmstratlve structure of school be examined
‘a5 part of a ‘value education program? ly 21%- agreed that
« this was necessary. This question was‘intended to probe
educator” mwderstan%:rq of the scope of value education,
whether they see that theadministrative structure of the
school (for example rules and procedures, how time ‘and space
are organiged, etc.) in itself teaches certain things and
= therefore should be examined in light of goals such as helping:
students to develop a style of life based on deep respect for
others and helping individuals develop a full sense of social
responsibiljty. There does not”appea.r to.bé a very strong
serxsefranresporxientstotbesumythattrusstructm'els
very mportant. &Y .

w
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3. Does valie edtmt'ion involve REASNING AND/OR Bumvfém

* . 'Iher? was a very clear statement fram educators "on this issue:

- value, education should be_@cemed with both reasoning and behavior. .
! . - . o=

. o 4. S}xmldvalueeducatlmheaSEPARA'mODUIEEorpartofexmtJng
‘ cou.rses” ‘

4

Most educators felt that value educat:n.on should be developed as

part of already existing courses (81% agreegn.th this), The majorlty
. ¢

< > 0 .
+ . [ R -
. .
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dldmtseevalmissmsasﬁxewcegtofsvbjectamas(z%

-

. 62% of the mpcndents. i

-

g ) " .5, Canvalme&;catlmbemdertaka\atallbecausemmsm
' : RELATTVE? - - ,

~

possxble at all, since therearesachdlverse value systems which are
) held by people in Ontario. Can va.luesbeanynoretlnnpersmally held
“.»b&h.efsl'_'de.askedmrrsanple in¥fact whether value education should not.
be \mdertakenbythesdxoolsbecauseeadupersmwoulddevelophmam
opinion of what:.srlght. Only 3%agreedthat value education should .
mtbemﬁertalenbytheschools,mfact, vexyomslsbentandstrom
Ve affxrmat:.m of value education as a t of our Ontario educational
| systanhasbeengwen X . .

N

. 64 WhatlESOURCESANDSERVICESAIENEEIEDatthlstmemorder
) to carry out value education?

= .

. Alz.sto%ZOmsomueswasglvenaspartofthesmvey Respondents
were asked to indicate (maﬂh-pomtscale)harlusefultheyfelteachl
item was. The resources listed were of ‘5 different’kinds: resources Wthh

/ .couldhelpeducatqrsmcreasemeumlea;eofémryabmtvalm
education, resources which could help in the developrent “of appropnate
classroam skills for value education, resourceswhldmomﬂdprmde

ofdnldrm,arﬁresmrceswudlpmdemfo&?tauonmpaperorfmn,"
.andtmebodevelopapmgram. ' ™~

Ontano educators indicatéd that they feel the greatest need- for

mc:oeasmg spec:.fic classroansklllswhlch pranote valuwe e&mtim (such

. 4 . -

increased opgorb.m:l.ty to talk with various people erolved in the educa’aon

Amajorccncemofeducatorshasbeenmethervalueeducatlmzs A

¢
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Q

assettj:yq)angmmspherecmdmivetoéxchameardﬂxeabuitytocreate
appropriate activities) and for further deepening their wnderstanding of
how-children's thinking develops; more time with students was felt to be
"very useful, While concrete materials and interpersonal opportunities
were felt to be useful they were not ranked as hlghly as classroom skills
and krmledge -of the develogment Bf thinking.

-

7. m:athOUKESarebemgusedmvalueeducatlm? . L 3

R%ponden& were requested to list any materials in value education
;which they may have found useful. They suggested over 200 different resources.
Two main concerns underlie the choice of different resources: a’
concern for heiping students to develop an widerstanding.of the self, and
a concern for helping students to get along with others. The following:
is a'brief smmaryofsuggested resources .

a. "Values-Clarification® is mentioned ten times more often than'
any other source. -

b. The rfext most mentloned resource 1s ‘the D.U.S.0.. Kit (Developing
‘Understanding ,of Self and Others). Others that have been mentioned
are: the Moreland Latchford Kit on Moral Dec15:Lon Making, Novalis with

_ its Growing Up series, the Encyclopaedia Britannica, several kits by N
Shaftel and Shaftel on moral educatlon and values, and Peter M:Phall s .
Llfellne series. R N

- c. The third most often mentioned resources®are religicgs, in- -
cluding religious books (such.as¥hé Bi;.ble and the Catechism), religious )
-teachers (as seen in the clergy, Jesus Christ, and God), and religious
beliefs (the Judaeo-Christian Ethic, the Golden Rule, and warld religions).

d..~ ‘Literature in genfral is the fourth most nnportant ‘resource for
moral education. _ '

. e FJ.]ms suchf as the In51de Outside, series produced by O. E.C.A. are
another; often mentloned resource. This ig followed by:the ‘Searching e
for Values séries put ‘out by Marlin Studlo Next are a series of [ l
1solated mav:.es such as &hnny Lingo, Rebel without a Cause, and g_@

Chase.




[ . * * . R N . . N ]

£. Theoretical background in, psychology (Piaget, Dreikers, Harris,
Gordon, Glasser, Frankel, and Satyr), in moral educatior (Black, Wilson,
Beck, Kohlberg, McPhail, Eisenbery, Raths), and e&ucatim in general (Holt,
Weingartner, and Powell) are all ment.wned
'mesermxrcesmgeneralseentost;essthepractl@lmxethan
thetheoret:.cnl; nnc:hmreenphas;sxsplacedmdlsmssims)ullsaxﬂthe \

——— _ava.xlabmlity of kltsxatherxhaniﬁ].ncreasnx; understandmg of_ mral theory
in general -

-

ry ”

8. ,wnatmam@rmialquestimstmldbeasl}eaabmmVamechmtim?

L4

'melastsectlmofthesmveyallwedx&%paﬂentstoeu@ressﬁ)eir

mamcmcernaboutvalmeducntlm. lSOGtead:ers( 8%), 119 -teacher educators
(55%), 6 administrators (25%) took the opportum to comment on valwe
> educati ,"mefollo.ving ié..ammuaryofthesecaments.

.
a) ﬁemmgreatestcmcammmelrroleandtheparmts'
rolemmoraledumtlm. ) ) o
] . The teachers' mamfearlsthatofmdocgmt*im me-halfof
. themseeltasa wuflictbeb»eenteadmeramiparentvalues 'Ihey
aslcedﬂusquestim"w}nhasﬂ\eultxmtempmsmilitywarqdwm&
shouldmasteadnrsaccept?" . . .
e 'Ihebeachersseealargenmberofﬂ\elromgruzpashavingllttle
moral integrity. Fewdwosetotakeleadermpmnmaleducztimand
' theyarefearﬁnabwtbenx;acphcztaboutt}euovmpermlvalm&-f
yettheymshﬁlesttxientstoseettmastheyare Many teachers also
oondamed‘thestudentsashavuxglittlemorahtyandtledltmwlth ,
thepaﬁnts'valmsraﬂmermansociety.memdm,ormeupeers vhile ™
admttlmmenzmneedfomtrammgmmraleducatnmtheteadmers
fe,,lttl'x.att.:lEparent:s too would Benefit fram such a training.

b).'m:rs'mérom'- . ' ;

. Admmstratorsseethelrmmthrustmmoraledwahmasltsv
mg_l_armtatnmmﬂxesdnols, "to help the students developapersonal

+
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value system". nmletentatlm is mportant so that we can expect éducated

teachers who are responsible for takmg leadershlp.

i, L

4 c) TEACIER EDUCATORS i

’Iheteadlereducatorsareprnnarllylnterestedmﬂme urgencyto" B

"get off our asses" and pmv:.de stratﬂ&s in theJ:.eld and in trammg -

~

_"to produce skills in the area of‘valu:mg such as "role-taking, clarlfymg,
discussion, anddec:.smn—makmg . Theywantto spreadthemrd" so that
students may be able to "art:.culate" and be canfortable with their own.

values. , ] \
— ) .

s b ™A
It is clear from t-:he response to this survey ‘that Ontar:.o educators
have a very general )crmledgg of values and noral educatlon Hm:evex,
they showed that they would llke to have more spec:.f.lc krmledge abont R
moral and values education s that they tan deve10p amropnate classrocm "

" skills., In ade.tJ.on literally hundreds of *conversations with teachers

and teacher educators have alsc )revealed that teachers and teacher educators
are asking for information which respé?lds to the questlons "ihat is moral:
and values edufation?" arid "Hog dofs one.engage in such an endeavour‘?"
This pamphlet is an attempt tillk: 1det$§

¢

4 o problems qulckly emerge for .anyone mterested m prov:.glmg
answerstotheabovequestlms 1) There is a staggering amount of 1i
cmoe.rru.ngthewplc. 2) 'Iherem tobeasmanyd:.ffermt answers

" "to the questions as thepe are pleoes of llteratm'e. Yet project researchers
have found that the appearance of dlffe.renoes ‘may not be as difficult a

, .problem as: first imagined because hldden uider much of the rhetoric and

.

%
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i . verbiage are common concerris, cmcepts,andconstruct:swmchmaymakethe
o issuws of moral and values education more manageable. ' The project staff .

’ hashadtlmlmnmyoftmeardfmdsmthwhldltomkesenseofﬂxevast-

' arrayofdataandrecogmzesthateducatommthefleldwulmtbe'
“affarded such luxury. We have thus attempted to Sumarize and review | ‘
inmesmallvolmetheresultslofourlabor.'i'lhepurposeofthissunnary
andreviewistopmvideeducators‘withamourbewimwhidatobegm
annwest:gatlmofwhatlsneantbynoralandvaluesedumtlmandto
make explicit what we feel are the implications for teaching behaviar. -
Wemakenopre‘oenseforsufflcn.encyofﬁuspmduct nor do we believe ’

thatthenessagecmtamedthhmtherenavcanleadmetobeheve ’
“that such-education is easy. Indeed,ourfmdngsmdicateﬂmatthe
task is ccmplexanddlfflcult BUT necessary, worthwhile, andposs1ble.

v '

e
/ .

The book is divided into 5 sections: |,
. 'm{efirst‘sectim'isﬂmebeginningofaquestiomanmerdialogw-
. " which we have felt compelled to inclixe because these are the questians
‘most often asked by eduators we mest in school commmities, .
. secm'xi'sec':tionofthepanphletrevimssevehseparate con=-
i cept.lms of moral and/or values education. Each review focuses ori three
«  issues: l)‘meAmofh'bralorValuesEducatJ.m, 2)'IheMet1ndo£Nbral
. ' or Values Education,and 3) The Teacher's Role in Moral or Values Education.
Wehavechosenthesepartlcularcmceptnmsbecametheyappeartobe
. , trnsewzthwmchmstedwatorshavehad’é&reacquamcanceandwmch
'.attarpttoaddzesstherealltyofclassroans This is not to say that
_qmceptlms excluded from this review do not fit those criteria,but space
doesrﬁtpemutsuffmcmncyarﬂwebehevethatﬂmsewehaverevmwed
o mwtareasmablemtumofttmghtmﬂemttex We al clude
- msectlon'IasumaryofJeanPalgetandemDaveybecausemstof
liferature we have reviewed refers to their work and readers who go beyond)"
L our modest reviews will need same acquaintance with the thinking of these




The third'sectien, entitled "Moral Pie," suggests an analytical
£ rk within which any conceptioh of moral or values education ma;y
be better understood. . This sectlon we consider extremely mport:ant’ \
. “for it endeavors to cla.rlfy the bas:.c moral_ concepts that programs ‘“

. in value and moral education must consider prior to and during
implementation. - +'- ’

v ’

The fourth section ig entitléd "The Process. of M&a}. and Values
 Educatioh: Prevequisite Conditions®. ‘This’section endeavars to make
explicit the HOW of glassrotm interactiai which most conceptions of moral -
and values education seem to assume or demand for ﬁt\plenentetim. The -
_Sectmn is not all J.ncluszveof those necessary conditlms, butwe think
it does hlghl:ught enqugh to damnstrate that embarking on such a task

is not one best left to the n.aJ.ve. Issues of trust, anpathy, honesty,

and respect' in classrooms are contmu:.ng concerns for all teachers.

“

The fifth sectlon conta:ms not’ only the usual blbllography of d
read:mgs but also an annotated list of vailable films wh1d1 we have pre~"
v1ewed for use in moral and values education curricula. Aga:m we hope
that both will be expanded by the inclusion of reader additions,

. 'Il'u.spanphletlsmtendedasavehlclettmmhwhldleducators
canbegm to farmulate a framework about moral education. It does not
clamtomcltﬁeallﬂlemrkmmraleducatmntodate, nor does it
go into great depth on the many, many philosophical issues involved in
a consideration of moral eduwt.mn It is: intended as a rough overview
whldlwz.llthenallmandmtlvate ﬂ'lereaderto@__study of moral

educatlcn. Please note that we have tried to create a fomat which w111

" allow for additions and deletions. We are hopeful that the pmjec;h:"n%
. initiate 3 cammmication network which will result in’educators

ideas and materials and thus contribute to the pamphlet in ’

and q'uallty

-
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(DavEsTIONS OFTEN ASKED ABOUT MORAL | .
BND VALUES EDUCATION S .

T
i

Moral Education Project sf:aff cdmes in constant contact with
teacher eﬂucatm:s, teachers, parents, students, school administrators,
andgove.ﬁ mment officials. 'mesepersons, while having different view-
points concerning various edicational matters, do in‘fact ask many of-
\(hesaxreqtmtlmsabmtmralandvaheseducatlm In this section we ~
attanptbonakethosequestlmsexphcltandprovmbrlefrespmsesw '
those e beljeve toberepresentauveofmesmryofreseardxmf’
literature we hawve rev:xewed The responses we provide are not intended
tobefullyaéequate, notmlybecausethepurposeoft}usbodcletand
space do not allow for sudl eluc:l.datlon, but also because many of the
questions demand fur that? scholarly and public discussion. Indeed, our
reseandihasprmredtobeveryhmblng, forwhllewehavebeenhopmg
foransverswehaveendedupw:.thnoreqmtzms ’ <
T 'Ihelastsentencemaybedepressmgtosanewhohavealsohoped .
that this booklet would prov:.dge an easy acqess to the’ "truth”" concerning
moral and value education. One reason that the school's mvolvenmt with .
mlueaxximmledumtlénlscmtrove:?mllsbecéuseeasyarmersare
not- available,r But Wwhile there are no easy answers there are reasonable
r&spméesandevzdencemmmeshaﬂ.dbeadamofmfonmﬂatmga
pomtﬁ:n with regard to moral educata.on issues. Pleasia treat our brief
responses as,only the mtrodwtlm tobeccmmg carpebent in this educational
adena. - The responses must beé supported by’ data ava:.lable th.rough further |
reading as noted in our b:blmgramy '

A




VHAT 1S MORAL AND/OR VALUES EDUCATION? . Lo

L4

In part we will a toreépaxdtp.tghisthestioﬁby’sumvarizﬁug. .

several models of moral and values education in the next section, Or |
analysis of the "moral pie" will be a second attempt to construct

‘a response to-this’ question. kexplanat:.on of the moral pie
hexewov.zldrequzretoolengthyane:q:lanatlm, we‘g\ll, m»ever, attenpt
to provide a sxmnaryresponse here,

There J.S\a distinction to be made between values educat.l.on and
imraled\mtlcn,butltls mportanttomtethatthebmarerelated
"Valu:mg" may mean many things: the articulation of what has worth, or
our attempts, to defme what is "good", orwhat has merit. foryeach of
us, Weseefmnﬂusthatsuchapmsofvalumglscammtoall
persans, ‘Yet, the process of valuing leads to different as well as
camon values among f:eople.. . Indeed, campounding this issue is the
fact that in our political and social system we value differences, at
least up to a point. ¥alues educaticn then is usually articulated in
terms of creating conditions which he 21p students understand the factors
nnrolvedmdetenmmngonesvaluesarximdecldmgwhathasworthor
what is good,

- Values came in'two varieties, moral and non-moral. ljbral values
pertain to issues of human rights, welfare,and justice. Non-moral valubs
concern themselves with aesthetics, personal taste, apd those cbjects
and procechures which are instrumental to valued goals or are int.::r.jir.xsicaliy
worthwhile in themselves.. To prefer Beethoven over the Beatles is‘a
non-moral choice. The choice of political democracy or diétatgorship,

ri\ay involve moral issues. Further reading and analysis will demonstrate « .

that such an easy distinction be moral and non-moral values is ot
this simple and we recognize that limitation. Asking oneself what I
prefer to do when faced with a value decision is somewhat ‘different than
having to face the question: What should I do? Moral issues demand an

N

_appealtostandardsvﬁucharennremuversalmnabareandmlereasonable

'people disagree as to what constitutes appropr:ate moral standards w1fh

" ' °
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A I‘Lw SHOULD SCHOOLS BE INVOLVED ‘IN VALUES AND MORAL EDUCATION?

Ve

-

4

A

* hdas things much easier. 'S:i.mplyf i tealltéthepari;yline. Thus
sthe role'of a school in a democratic setting is difficult <—— pramote °

Y AY

N — <
v&ﬁ&toénsqer&xequestimofl&xght' *should® tl‘u.-.rensadn.ffereme
bei:veenjuigmgofwmnralvalue cmflmct:.ssxmandt:fmralmperatlve.
Moraleducat:mistlmscmcemedwithhelpmggeoplemsolvethose o
valwismsmllfemdupartambo@estlmsof mgj'nt"aistheyrelate .
to the 1ssues of human rights, welfare, and Justlce. Such questwns of
"ought" or "should® arise because conflict is created by the social
J.nteract:.on ofpersmswkwsvevalues dlffer, ie., between dz.ffermgcon—
cept:.msofvdlatmgoo& . » & \ - . a

Vo - \

/ " : . &‘1

>

'Rmréam%everalreasonswhysdxmlsstmﬂ.dbeinvolvedi’n ..
values and moral. educatlon. while same would argue that sdlools must
benmlvedmsudlanendeavorbecausesuchanandatehasbeendecreed
bythegoverm\ent (as mdlcatedmthe introduction to this bocklet)
s_uch a reason is not at all adequate. The fact is that schools are,
in part, political institutions formed to purposely “socialize" the
yamgmtothehablts,values,ardmmofﬁlesoclety As such,
sdnolscamothelpbutbeen;agedmthenmalamivaluesedﬁcatlm
" enterprise. 'matls,bydeswnsocletyhasdeclaredthatsdloolsmght
to be .doing so. 'Ihecrmchcmeswhenmeasksthequestmns-"wm.dx (\'
valuesarxinoralsshouldbetaughtarxihavshouldsudmanmterpnse
bemanaged?”

' A democratic society attexpts to create conditions 'ccnducwe

‘ fcn:' d:.ver31ty and pltxz‘aln.sn. But the pluralistic mt:.m of tolération

ofdlffexmwesmmtmtbecmfusedtomantmtgudmdiffermcesareof .
equal worth., Thus while toleration o%dlfferaaees is normal there s_tllZ_L ‘
exists the'need to adjudicate such differences. A totalitarian regime e N




rgépect/‘for differences of values and pramote skills which help per’sons
Y S . td:esolve such differences. Hence schools bytheirvezyput&gsétohelp
( . maintain a democratic state must endage in values and moral educatlon
in order to fac:.htate 1earnmg how™ to tolerate value dlfferences R make /
value cholces, and, decide betWéen conflicting value claims, e e
~ It must be recognized thatnoonehas suggested that the schools
_becane the only institution’ cpncerned with values education. The recent
. survey discussed in the mtro&ucuon showed that the traditional role -
of parents and rehglous grmxpS-J.n such educat:m has been acknowledged .
tobelessthansuff:.c:.enttothetaskandthere S been an increased ~~
v + _understanding of the implicit ‘and explicit role’schools play in thé oo
) proms. Schools have been, are, and will be involved in such an
enc.’eavor Wﬁﬁtmaybenavabmt,—tlusstateofaffalrslsthatweare _ ’

, openly adcrmledgmg that fact of llfQ.

v

WHAT HAS BEEN AND-IS THE ROLE OF SCHOOLS IN MORAL AND VALUES EDUCATION?)

. of. v - °
. 'I&mrearetnoseparatebutrelatedlssmsmrespm&totms
qlmtmn WHAT «one 1earns in school (content “or Sti)stance) and HOW
‘ meengageSmleammg (thepmc&ssornethods) va‘I‘onelearns‘z_s
oy &Lrectly J.nfluenced by HOW dne processes such’'data, Until recently
+  educatars and the publ:.c have naively assumed and/or hoped that Sd’l.OOlS
[ were engag:.ng in an educational progess which was value-free or value-
" neutral in both content and proceds. *When.schools seemed to cross the |
.»  border of neutrality(the public has ofteh cbjected, demanding the
‘ remgval of spec1f1c literature and/or -personnel frcm the building.
' Educatars acknowledge sthat nelther content nor process has
~ .been or can be value free. At the extrane the call for value neut:rallty,
A 'even if possible, is a value position in J.tself, and one that is difficult -
.. to ae.ferxi given that even a denocratlc soc:.ety has values it cherishes. .
. mﬂmshestoprarotemareasonednarmer (e.qg. freedom of speech,
property rights ,~voting) . The content of- education most cbvious to the

”"
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Public has been that which is-embodied in textbooks, curriculum guides, .
teacher tests, and ministry guidelines. We now, recognize in such materials,
pastandpresent, the extent of their value dimension, whether 1t
pertains to the role of wamen; minority groups, y)llt.unl dogma,or
_ Gemocratic ideals,. 'mesnbtleandsmbhnumlnatureofthatpartof
Sdloolmghasbeenorcan}ae “eliminated,
‘ meﬁmortheprocessofvalueandnnraleducatnmhasbeen
lws well recognized and-has' bedn labeled the "hidden" curriculum. 'Ihe
authonty and role relationships in schools -- the way in which’ mw-
persmalrelatlcnshlpsarecarnedmtlnanmtlmtlmalsetmm \ '
"~—_called school - J.sackrmledgedtobeequall mpoctantaxﬂaspwerfﬁl
as the more explicit content dimension. authors{as Jackson, Holt,
>,meebenandothershavedocurentedﬂ1e curriculum. Rules of
'behava.or, evaluation and gradlng procedures, conditions for acceptanée
by adult authorities and peers, the nature of social reinfcu:canent‘férﬂ.
certain specified behavn.or all have'a values ‘ahd moral education d:mensmn
Psychologists recognize and have cogently pointed out theeffect. of T
mdehngbehanorandltspwerfuleffectsonleam:ngandltlsmly._
recently that educators andn'cmthe,plﬁllchave attended to the problens
and camplexities such a hidden curriculum portends. Students also have
‘demanded changes 'in this "hidden” cwrriculun. That educators do now .
hmthehmtsofappropnatesharmgofpwer,hwever,doesmt .
negate the concern for justice in“the schooling process. e ’
The present public concern for moral and values education reflects
ﬂwfact&atmasaswmtyaemmofbththekuddmnabzre
amidangersofmmeasonedprogransmﬂusarea. Such fear, Ibwever,
l~camot1gnorethefactthatsd1ools bythe.l.rverynamrea.remraland
values enterprises. ¢
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. [T ABOUT THE PROBLEM OF INDOCTRINATION AS SCHOOLS TAKE ON THE TASKY
: \

- 7 N Instrugtlmmsdmolsz.ssupposedt:obeaboutthebusmessof )
teaching oneé to do or to believe for same good reason. Thus there is ¢
ﬂxeappealtoevidmceforbeliéfsandthéfodsonopminquyandfree

. ‘ mterdlangeofldeas Oanpetltlonofldeasz.stlnaghttobemesafest
T vayofsearcrumfor"uuth"mm,hmever the educational® concern Y
) focuses exclusively on the’ transmttalnof the beliefs without regard to
the evidence and readons for holding such beliefs, then one has entered
the realm of indoctrination. . Indoctrinatitn, the transmission of doctrine,
lsﬂmsnotconcemedmthwhymebelle\morthequahtyofhmme°
* believes but rather THAT one believes. 'mat Santa claus exists far duldrenl
J.safonnofmdoct:rmatlm'i. In fact mdoctrmatlmlsperhapsmore .
emdmtmsdmlstlmedwatorswmldcaretoadmt. Teachers acting ., '
like God andtextﬂoooksbmsedmcmtmtmman;?caswdoanmjustlce '
to school:mg in a democratic society. : °
. To combat the possibility of indoctrination the models which
winbésmmiizedintheneasectimpiaces&mge@asismthefom
.. .‘orproc%sofeducatlm 'mecreatlmofanaw:.rmmtwhmhprmotes
) reasaxequulryandanacploratlmofdlfferencesmsemasthebest

ant:.dote to bl:md values’ and moral inculcation. Beck _points-this out;

T

o~ 4

"'n‘xesc:hoolwz.ll playapartmthedu.ld'
value development, whether through a ‘hidden? -
L : value curnculun or through explicit value pro- -
- grams. And a school that attempts to remain . .
: 'value neutral'. ... will drive its value cur-
’ ) C raculum ... further away fram the open reflection
- n \ that is necessary if we are to ayoid indoctrination."
. . (The Case for Value Education, p. 14). /

Dr. Beck believes that teachers and school administrators have a
rlghtboavolce@thlsmatter Aslongascnre:.stakento intain
freedam of thovghteand speech in the classrooin, school members.can be
introduced to a great deal of relevant knowledge, theory, and rience
without being indoctrmated" as a result, Indeed, part of the school
matba:s' protectz.on against indoctrination lies in expofure t explicit k

.
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L and informed consideration of value issues. In fact, each of the models
' ofvalmsardmaled\matimrenaoedmﬂusbooklettakesastrag ‘

I, stand against indoctrdnation and

1zesprocessofmqu1.ryapdﬁ1e

use of reason as an appfopu:iate antidote,

-

Al -
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lv.w\T IS THE RELATIONSHIP BETWEEN VALLES AND MORAL EDUCATION AND THE ,
<|PERPETHATION OF 'THE STATUS QUO? . o \* o

(

. Many people cortce:.ve of the schools functam in moral and values
education as perpetuation solely of e:.ther thg past and/or the present.
" Several problems prwent themselves in this questions? The first is that
toperpetuatethestatusqmthepibhcandltseducatorsmuldhaveto
rea&awnsermusastowhatltlsrthatlsworthpmervmg while mich -
agreementhasbeenandmnberead:ed(seeOhversdmcussxmofcreed
values, for example) there also exists great differences of opinion.
Seoowxlly,dwangg;smthusandwedonotwmhtoprondeasystanOf:
education which condemns its's tstollveonly in the past or present.,
They must be able to cope with futire, meofthevalwswhlchnu.ght'
havetobetaughtlsthevalueofdlanglrgmesvalmsv&mgoodreasms_
and evidence so warrant. Asocigtytzmothaveltboﬂawgys teaching
a fixed set of values and the promotion of the valye of changing’one's,
values, S |
i - John Dewey ‘probably best articulates the need for education to
s;arveaswecatalystforrefleptiméndre&nstructimofmmexperience.
> Swhaprocessisdyrmnicandﬂnisrislqrsincesudlfeflecﬁimmydenmﬁ
changing matwebelievetobegoodané/or right. Hence schools have the
dual responsibility of attanptmg to help students, becane aware of the
"best" of our values through the study of hlstory, llta:ature, etc.
axxiatthesametzmecreateanermrammtandopporb.mltytoleamw
torejeqtarﬁd)ange'_values v@mmason pomi:s:.nthgt dz.rect:.on

i
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thT IS THE RELATIONSHIP BETWEEN REASONING AND BEHAVIOR?

I N . .
Mpny critics %f the varlous models of values and moral education
mgg%tﬂmtﬂxeer@msmsupmmasmu:gbegs&equesﬂmofmstmportance-,
huvdowegetpeopletob&avemrally? Weareawarethattokrmgood
mmtmcessarﬂytodogood ’mecrltlcsarecotrectmsofarasreascmng
orvalumg is not a sufficient condition for predlct::.m;or m(plasm.ng )
behaviar, Reasom.ng,mfzever,lssemasaneoessarycmdltxmfar
nmahtysmcebehavmrbyltselflsneutmlmulmehms@xsmethug
wasdcne Psyd'xologlstsaremtcertalnofmyoneeiplazmmralbehav:.or
DevelogmtahstssudxasKmlbergmu]darguethatones"stmctwe” !
of thinking 4interacts with' the external enviromment and such interaction
accamtsfozsbehav:.ou:aswellasmisemmg Others argue that emotion
plays a powerful role'in behaviaral determination, * Behaviorists such as
Skmnernaintammatambehawnraxﬂmmghwareshapedbyemmmntal
condltammg The connection between these dn.ffermg expldnations is

st:Lllbemgsought. \ A
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. ()CONCEPTIONS OF MORAL/VALUES EDUCATION,

The puppose of this sestion is to provide an initial introduction
tos:xmajorcmceptlmsofmralandvalmeducatlm These six ,are:
1) Values Clar:.flcat.lm, 2) Cognitive Moral Develqment, 3) Clarifying
Public Issues, 4) ca'rpcnents of Moral 'nunk.mg 5) Ultimate Life Goals, 6): Learn-
. m9‘tC’CaI‘BSenes Prewd:mﬂmrwxmofﬂ;eseoaxoept:mxsmasunmry "
g of the work of John Dewey and Jean Piaget.
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. BACKGROUND IN EDUCATION - DEWEY , - S

John Dewey was very active dur:mg the entire fi;sthalfof-tiﬁs.
century: in formulating educatlmal pluloso;hy. He was very much copcarnea
with the moral education of the duld. In Eth:.cal Principles Underlving
Education (1897) he stated that “intellegtual" education and_ nm:a]:"‘- '
*  education were not separate activities - he considered them as'one thmg

“He felt thattheseparatlmofﬂle "intellectual" fram the "moral" was’
. art:.flcaally manufactured out of anothe? (artificial) geparation pecple
. ' _ maintained bemeen *learning” and domg" Samehow morality became
_ associated with doing (action) but. not learnmg He describedpanother
confusion people have about moral educatlm, that morals are elevated to
such a high place that .they have nothing to do with everyday hfe: . He
sa:,S: - . ’ ] ‘/ -~y ) -

We need to see that moral principles are not

. . arbitrary, that-they are not merely transcendental;
Y . " that the term "moral" does not designate a special
region or portion of life. We need to translate
) _ the moral into the actual conditions and working "
*  forces of our commmity life, and into the impulses - -

- :and habits which make up the doing of the individual. _
: , (Ethical Principles, pp. 137-138). : . -

-
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'.ForDeweyall educatlonlsnmal educat.wn s:.ncethetaskofeducatmn-

"givihg shape to hunan pcmers and adapt.mg them to. soc:al serv:Loe... -.

wbasxcallyamral one, S . o s

'Ihe bas:.c purpose of educat.mn for Dewey was not to produce

L

o™

scientists, hlsborlans, teachers, ett., not to take care of ‘children durmg_q__q

the day, not to prepare students for employment (although all thesSe may,
J.ndeedl happen as a nesult) + 'The purpose of education is the mderung
and deepenmg pf oonsc:Lous life, and J.ncreased capac1ty to live as-a
soc1al member of soc:.ety. ¢

-t

A
A narrow and moraI:tsuc \m.ew of marals is respo:ns:.ble for

. the failure to recognize that ali the aims and values which
. are desirable in education are themselves moral. Discipline, .
natural: development, culture, social efficiency, are maral
traits — marks of apersonwho is a worthy metder of that
society which it is the business of education to further. .
""There is an old saying to _the effect that it iS'mot enough:

.+ for a man to be good; he must be-good for samethihg. The °
samething for which a man must be good is capacity to live
as a social member so that what he gets from living with *
others balances with what he contributes. What he gets and .
gives-as a human being, a being with desires, emotions, and-

[

.
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. ideas, is not ekternal” possess18ns but a widening and deepening °

* of conscicus life — a more intense, disgiplined, and expanding
,realization of meanings. What Je matenall receives and gives -

is at most opportunities and means evalution of coniscious

life. Otherwise,-it is neither glw,ng nor taking, but ashifting’
about of *the position of things in $pace, like the stirring of
water ard sand with a stick. Discipline, culture, social . -

- efficiency, personal refinement, improvement of character are
butphasesofthegrwthof capac1tynoblytosha.re1nsud1a;
balanced experlence. And educat.lon is not a mere means to such

v a life. Education is such a life. 'To maintain _capacity for such
educatlon is the eSsence of morals. For.consciocus life is
a continual begn.nn:mg afresh. (Danoc.raqy and Education,
Ppv 359-360) : .. :

- - .
He a:uns at the develgment, the expansmh, the mtensﬁlcatlon, the

socializatjon of human beings. ‘The meaning of this enphas:.s can be
seen even.mare clearly through a lock at a speéific subject such as
history. History should not be studied flerely' to see vhat  happéned
ar ‘to s.peculat'e about the causes of Wdrdd War I and so ‘on. _The purpose .
of studying histary is to develop.a way to mderséapq preseri't social

|




" reflective thinking you have purely ‘instinctual behavior, ' The individual's

-

L]
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) life- ...toseematsort criticalandcmstmct.we, it °

.reallydanands" So Hie mismﬂxedevelqmentofanindivz.dual Iy
fmctimﬂagwithsocialcmte:&raﬂmerﬁ:anme"teadung'of'hlstoxy' .

to & clasécfstlﬁmts" -~ .

'mepmcessofreflectlwmoughtwasfornwey\pheessemeof

"theermcatimalpmcess Mlect.wetl*mght:sap:;owsswhidlls

necessary in arder to liwe cooperatively w‘:l.t‘hfother human beings - without

Y

need for reflective thouwght arises out.of a problem - something in the
person is‘disturbed, -irritated, .or confused, causing discomfort. This

. isbavaysbasicideaastoﬂledrivingforceforleamirg 'thebiological :

po:.nt of view that an o:gam.sn seeks a state of- eqtnl:lbnun, balance,
rest, ' &, ‘, L . ' ) 2*
o - — ‘
If a.person has been irritated in this way, he has a motive to do
reflective thinking. ,‘The process of reflective thinking has’five'stages:

# 1, Suggestion: Poss:ble solutlcns to the pu:oblen spring up
‘ spontaneously in the mind of the person.

2. Int:ellect:ual:.zatim. 'me problen is clarified so that you
have an mtellecmai problen rather than just

an annoyance.
3. G\ndmg Idea, Hypothmm. ;me mq.tial su;g&t‘l.m is mod:.fa.ed, e
corrected, and. expanded. . ‘%;“ G e

“w 3

4. ;ns_l_saygg 'mefullmpllcaumsofldeasareelaborated:
. t‘tusbm;ldsmwl'xatishmamiacpandsm.

. 5. ’IbstixgﬂleHypdt%J.s byActJ.m Exper:hrental co:rmboratlm
r orverfﬁcatammam:ght. e .

’ -

'Ih:.sprocess of "ne.flectlm" is: descnbedbyneweyas: "Active, pers:.sbent, E
and careful carisideration of any belief or supposed farm of knowledge in . .~
ﬁxehghtofﬂmegraxﬁstlatsupportltandﬁxefwthercmcluslmsto

which' it tends ,.. it includes a conscious and voluntary efforttoestabhsh

beliefupmafinnbaasofev:.ﬂenceandratlmality.

»
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In general. terms Dewey is talking about a "project" approach, that

is, anappu:oadxwhlqlbegmsmmaprd:lenﬂmathasmeanmgfor .the person,
' then‘examines and woks with ‘that prablem ‘and finally {.nds +4n a solution.
. 'Ilu.s,}saveryactlve\n.ewofleammgmwhldutheprmaryfocusmthe

need (mterest’i%;waﬂmx) of the child and the primary activity is the -\

activity of the d'x;:id. The légitimation of the process of reflection lies
‘ . in opportunity.in the school catmuxuty for act:.v:.ty which has genu;me . W
meaning for the individual and the comunity. . - : yo T '

dom

Dewey, repeatedly enphas:.zes that t.he person llves within a sozi
milieu, a social context; he is not one of many individuals like.one le
~ in a bowl of marbles with no particular, relationship ar associations to .
'bind them together. The person lives his life with other people - and
..  while he is‘attending a school most of the other pecple are within the
school context. The school society is real, it is a weal l:Lfe~soc1al
situation and nét samething different fram a social life which supposedly
happens outside  or after school is over. The reality of this social
+  and physical*enviroment is as much a part of Dewey's methpd as refieqtive
tlu.nkmg Indeed reflective th.mlung is of use only within a living social
milieu which has purpose, Ind1v1duals working together on a camon. task
areanoccasicn for problems to arise and to be solved. ‘Thus Dewey sees '
the. school as a genuine canmmlty, as a social medium, as real llfe J.nvolva.ng
canmmcatlm and oooperatlm
_ ““In this context the teacher should be a leader, a professional who
- is engaged in mutual interaction with his students. This means that the
" . teacher Tust (a) be sensitive to the direction that the child wants to go
' ~and structure learning experiences out of the lead given by the child or .
(b) provide same kind of stimilus if the child has stopped foving, then try
to detenm.ne vhere the child wants to go. Such an ongoing interaction be-
b:veen -teacher and child is very essential. The teacher shofild not simply
T impose the partlcular curriculum recommended for Grade X; ot can he leave
) everythmg up to the ChJ.ld. There nmust be a continual. interaction between
student and teacher, The more knowledge and talent that the teacher has
‘ at his disposal, the more able he w111 be to respond to more chJ.ldren in
mare situvations. ‘“The teacher, must be knowledgeable in many a.reas 1n

. ’ H \‘ T .
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cmtmtazeas,inﬁaepsydblogyofthemdivi&alandﬂ)egw;lppa!ﬂin
' principles of learning. In having all of this readily available the -
teacher is in a position to conpose a learning enviroment in respl
to his students, Feravey:.tisessent:.al that teadxersbe sensitive,
flexible, and fimm wiﬁ'lthea.rsuxients, stmmlatmgwhm

thestuimt, the student finally determines if and how he 17Y1h1n'selfgrw,
-develdp, leam,andbecauerespmsz.vetohmselfami . :

-
Dewey, John. How We 'm.mk A Restatement of the Relation of
( Reflective toB:e Educative Process

'(ﬁostom Heath,

: . *  Democracy and Edwatim,
) < * No .r: FI& P
« . =~ Ethical Principles lyding Educatlon (1897)

#in R.D, Archambault (EQ f, John on Education
Chicago Press,,EﬂS. -

{Chicago: University

26: 'Theory of
S, 1916' 1966) . ‘
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: and mutual x%peamm "AU'IQ‘IOMY")

BACKGROUND IN PSYCHOLOGY = PIAGET -

<
T

e

‘ Piagef studied the development of children's maral judgment by

'Sb.ﬂyinghmdlildrenprescribed and adhered to rules in;gaune situation

‘(marbles). His cbservations led him to the conclusion that moral judgment
in children evolves through four stages: ° -

I Motdr or individual: the child does what he wants to without
cons:.deratlon of othe.rs

©II Egocentrlc (2-5 yrs.) sthe child ines imitation of others -
- w:Lth an mdlwl/qﬁtca)f rules, )

I1I Cooperatlon (7-8 yrs) the/ehﬂ/ is how concerned that everyone
. . follows the same rules.

& :.

IV Codification of Riles (1112 grs.): the child must have'alt———

wthe rules fixed and known bythewhc?re

t A 'j’ soc1etyofwh1chhen.sapart

He also studied moral judgment of chlldren by askmg them questions
about stories he bold tlﬁm mvolvmg issues_of clm\smess, lymg, steallng,
and punishment., e T *

‘ Usingf children's responses to many stories and obse.rvatlons about
rule-following Piaget formulabed a theory of how a child's notiors about ° .
morality develop. Aan early morality develops but of the conditions of
constraint and unilateral respect which spring from adult-child relations .
(called‘iE'IEKNOMY) ; this further develops into a morality-of cooperat.mn

HETERONOMY | -- -

The early morality of the child arises out c;f 'the (necessary)
constraint which ‘surrounds the child; he is very carefully watched and _
directed by adults. The child has not yet developed his own rules; he. .
is subjected to-adult-made rules. These take on so much power in the \

) ch.le's eyes that he may delzberately distort reality rather than trangress -

© . )

& [

-
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az;ule 'nleduldfeelsthat'?bedmcetotheserul&s;sregardless

’ofwhat&ncmtentofﬁlerulesmlghtbe. Breakmgarulecwrselead
andmustbepmished Noteﬁntwh&t:.sreallyseenasbadbreakmg

a rule, any mle, abov.xta.nytlu.ng andthatﬁmep\m.sment s/ far brealung
a rule,not for wha particularaptltwasorwhylt frred. The /

&l
-

-

. many different kinds fpnﬁslmmtforbreakngarule seenbythe /
‘dlildasbasmlly thing'pamful ‘this is expiatory gbmishment. ¢
., +Te child also £ that&xerenmstbeduepmport:.m A the gravity
. ofﬁmeactandthe fering. There is.such an close tion between
andtheautl'm'ltywhidlpmduces_'tpajn;ﬂ'xat

mlebreak:i.ngand i
A - "there arises a i thatanypammxstbeagmislmmtforsanewmmg
\\ " * daing. In this 'nafnn:e, inthech:.ld's eyes,:.sseenasptmishing <
wrong acts, e.d. J.:Lghtmnglsapmlshnentfrcmcod The most

primitive form this takes is that purishpent emanates from things them-

selves. This a sense of immanent justice.

{:9. :

H

L3

mxflmbera‘ctimwi:ﬂxﬁeersﬂaednlddevelopsmand

. atapom vtxenthesenseofequalltywulbestzaxgerﬁxanthepre-
o8 ofauﬂ:onty. Atttuspomtcooperat:.mandmtualrespect

hools maintain solidarity between people. Here when a rule is broken

- what ig important is not simply that a rule is broken (the early contentless
- . 'view) put that the group solidarity has been injured. So the punisiment .
nust‘ intoaccomtwhatwas&mewmmgmordertoputltbadccqrrectly '

téu:ethesocialbond 'nuswcalledp\mlstmtby_re_cjm.}y_
beweenmisdeedamipmlskmztmoxdatorestore




In&he Moral Jhdgrent,of the child Plaget describes his research
and conclusions about the' develogtent of notions of morality; he does
notdevot;eaqreatdealoftmetothequestlmofhmtoadueveautmmy ',
andcoope.ratlmwn.thpeers. He does, however point to the direction = * - °
which moral education would take for him: an envirorment of matual respect
and cooperation.  That which fosters™this is desirable. . T ey ER
In order to build this env:.q:ment he notes that adult authority ‘.
nmstbegradually lessenedmtll therelsequalltyanaxgall Ift-hisis
not done, then one is left with the early heteronamous form of morallty ,
with its punishment for the sake of punishment (paln) and lack of cooperation
and solidarity bebneen people. Adults must be willing to openly admit their
mstalesandmperfectlmssothataémldcanhaveadmancetofonnan
| object.we view of justice. If a child is submitted to uhjust treatment
by teachers or parents, it will be difficult for him to form a healthy
ddea of justice. Adult aythority can be diminished to the extent that
000pe.rat1m and mumal respect develop in chlldren. In fact the only
way to achievé a justice of\equallty is to foster a context of good social
relathms between peers Hence we see that if the school envirdmment con-
tinues to be auttmrltarlarmg can only expect the child to feel constrained

. tod:eymlésamiassocn.abemsdeadswz.thpam What 1sneededlsan

envirament which encoukages activities which bring peers together to
coope.rate. Learning and social actlv:.tl&s shotild be oooperat:we ard
governance by authorities *should gradually give way to student self-
goverrment! Piaget calls for Cooperation in all areas of the school, B
moral, social, and mtellectual and a spirit of " individual experm\a'xtatmn
and reflection” necessary to do it.

. Accorduxgmﬁleﬂxeoretlcal perspect.lve of PJ_agetthechJ.ldof
about? . expectsandneedsthestnlctureofadultcmstramt. "Ihe )
'adult, however, should exercise this constramt; w:.th a mind to the developnent
of the child, as the d'u.ld grows Pla,get belleves that he naturally
develops towards cooperatlcn and mutual respect if he is "given sufficient
liberty of actlon « The adult or teacher's role must eventually be one
_of "collaborator and not. a"master" 'Ihe teacher should not "try and transform

o
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. the child's mind from outside®™ but rathe:shoi&suppm‘tthedﬁlg in
his growth toward autonomy. 'me'bead?er should, in other words:‘help the
dﬁldtodevelopinhisqmway, givinghelpandcarefuldi_rectimwhm
) necessary, and not impose himself on the child.
i
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s Gmsburg, H.,a& Opper S. Piaget's Theory of Intelléctual )
- . t: An Introcuction (Engle»ood Cliffs,
\\S‘/__*\ FI'.J.. Prentice-Hall, 1969) .
Piaget, Jean. !The Moral Judgment of the Child (I\_I.Y.f Free
‘ ; Press, 1965). .
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VALLES CLARIFICATION - SIMON, ~ , ) )

Y
-r

-~

D 'IHE AIM: to‘help students’ (l) -increase_their awareness ‘of values issues °
(2) clarify value issues' (3) develop a value-clarifying reasoning
process (4) develop thelr own \ml\g systems.,

4
P -
1

Perhdps’ the most pervasive approach to the study of values dn -

. ' . schodls is the value clarification approach developed by Raths, Simon
- and Harmin, %cognlzmg that the complex modern world confronts each o g
person with: many value cho:.ces, values clariflcatlon pm:oponents qemi‘vr;cat:e
a process for arriving at one's own values in a ratn.onal and justifiable T
way. 'Ihey point out the need for such a process by suggesting that in 8
the consideration of-values there is no-single correct answer. Attempts
to "teach" values to students through "moralizing" or what some would call

v sermonizing have not been successful; ‘in large part because there is’'no ‘

. agreement as b what are the correct values. This results in conflicting
opinions gi;en by parents, teachers, c_:lergy, nediﬁ; and peers. Secondly,
.:st;Jdents rapidly; iearn that what ane says is good foften does not square
with what people do in value conflict situations. . N

o ]
By
E

x

- -
N

‘ T mHE DE'I{iOD: to pmv:Lde opportumt.les for students to engage m t'he

i . seven-step process of valuing.

5 ) ‘me approach does not attenpt to :unpose a particular set of values but—r
allcws the student to clarify his own positiont 'Ihe process of valuing,
acoordmg to S:unon ana Raths, cons:.sts of seven sub-prooesses~

' =1, B Choosmg freely. If an individual, is*coerced to adopt a .
.« . particular value, there is little likelihood that he will .
T censciously integrgte that value into his value *structure.

2. Choosing fram alternatives. Making a number of alternatlves B
*  available to the individual increases -the probability that’
€ the individual can choose freely. ‘ P

4
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dmi%;fteromsldermmeconsgmmces. Valu.mglsa .,
thoughtful process in which the individual attémpts con-

tscimxslytopmedictwtmtmllhappenlfhedxoosesapartlcu]ar
value, Choosing impulsively w111 not lead to an mtell:.geni:
valmsys'oan N\ .

Pnzlrganidlenshz.rg AecordmgtoSmmandRaﬁms,

respectommvalmsandcms;dertlmanmtegraiaspect
ofourefc':.s .

%f_em. If we have chosen our values freely after considering
consequences, then we'should be willing toraffirm these

" values publicly. We should not be ashamed of our values but -
s}mlldbewz.lhngtoshamtlmmentheoccasmanses

Actingupmdxoloes 'mevalwsweholdshouldbeapparmt -
Fram or actions. Infact,ttewaxwespendb\mtnneslmzld ‘
reflecttlnvalueswechensh

f

"

£

’ .
4

. Ifweactonourvaluesweshoulddosoma
consistent and repetitive pattern If our actions are incon-
sistent with our values, thén we should examine mare closely
t'he relationship between our values and actions. (Cf. J. Miller)

. J—

‘mué, the values-clarlflcatnm approach does not aim to instill
. any i set of values. mther the goal of the values—clanflcatlm
approach i to bhelp students utilize the above seven processes of valuing
.‘in their own lives; toapplytl'iesevalumgprocessestoa].ﬂéadyfomed
beliefs and behavior pattems and to those still emerging.,

/ ‘
. SR

'IHE '.IEACHER'S ROLE: _I{_'_'J:proaches and strategies conducive to
. e c:.tngstnxientrespmseandbehaw.orf
- -, of the seven sw-gooessesofﬁuevalmxgprooess.

ibacmmlmhﬂns,ﬂmeteaderusesappmadleswhldlhe)p
shﬂentsbecuneawareoftkebehefsandbetmorstheypnzemdmuld
bew:.ll:i.ngtostandupfarmandcutofﬂneclassmu 'metéacher
uses materials and methods whidh ‘encourage students to consider alternat:.vé
_modesofttu.rﬂm\gandactmg Students learn to weigh the.pros and cons
andthecmsequencesofthevanousaltematwes 'meteacheralsohelps
the studerits to consider whether ﬂ1e:|.r .act:l.ons match their stabed bellefs

v
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arxi:.fmt, }uﬂtobrmgt'het%domto closer hannmy. Fmally, the _' e
- teacher tries to give students options, in and out of class; for only
‘wmnsumnmbegmtoma}eethenamdmcesa:ﬂevalmtemeacma ,

consequences, do they develop their own values {Cft. Mlller). Y .

In their books Values, and Teaching and Values Clarz.flcatlm

Simen and his associates provide examples of classroom actlvita.es or s

value clarifying exgrc:.ses (e.g. value continuum, {Iwénty things ‘you love ¢

to do," valve grid). mteadmdmosesfmmwee:énpl@orcm- h

structs ariginal a(auples, always attempting to prov:.de opportt:mtn.es

for students to &hgage in scme aspect of the seven-step procass. Such

activities demand that the teacher create an atmqsphere of .trust and

respect for others' 1dpas, an env onment in th.ch each student feels ,

accepted by both the teacher and S. : L
- , - . ‘ " y * ‘ * 5
. - . NN ) ? . . -
IEER!:NCES T , . )
) Mak:mg Sense of Our Lives by Argue éammrucat:.om Na.les,
. Ill:.no:l.s. /
Mllle.r Jam P. Hunam.zmg the Classroan Models of 'Deadu.ng
N o % in A‘ﬁfectlve Educatlon (New York: Preager, 1976) p. 51:

ot
(1]

People Projects, by M. Harmin (
of 3 sets of act1v1ty cards
with teacher's ins

%ley, 19;3) ; series
A=ages 9-10, B=10-12, C=11-13;
focus on values, feelings,

e oo

_ problem-solving, tive th.m!u.ng; values clarl.flcatlm >
N approach. ) ) .
. : "3, Q‘j A
N ' Raths$1 Lou¥s E., g/ imon, Sldney B. Values and .
b Teachlng Workin Values in the Classr ZColunbusJ

Ohio: Charles ?‘nll 1966) . S
Simon, Howe, and Ki . Values Clarification: A Hand- -

book of Practlcaj. Strategies for 'Deache.rs and Students.

(New York: Hart PubllshJ.ng, 1972). . ’ ] ;
YA : / ' -
s 5 ‘ %
2
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JEXAMPLE OF CLASSROOM MATERIAL' FROM |
VALUES CLARIFICATION APPROACH |

<

~

Strategy Nuvber 49 - Cave-in Simulation*
'm.].s simulation activity encourages s&:depts to think about 4

iuportant,arxis&ti:n&everyscary,valu&sissms:.%tdolwantto J

get out of life?* and "What do I have to contribute to my world?" ' /

Procedure

‘ - j
'The teacher has the students sit close together in ohe carner of
the classroam, on_the ;‘.loor, if possible. He turns out the lights and |
pulls dom. all the shades. He puts a lighted candle in the center of N
-the group. 'menhee:qalamsthesz.matn.m \ /
'meclaSS,manoutmgtosarenearbycaves,hasbeentrapped_ .
hmmedsoffeetbelwﬁlegmmdbyacave-m. There is a narrow p
}qidmgupandoutofthecavemmereﬁwyaretramd Night i
coming astandtherelsmmeammdformlestohelp. They decide
'dzeyformasuvgleflleandtrytoworkﬂlelrwaymtofthecave. But - |
. atanymrmxtﬁhexemightbeamﬂ)e;:mdcshde. The ones nearest /to ™~
.z‘ thefrmtofthelmemllhaveﬁnrbestdzancesforsmival Egc /
’manberoftheclassmllgwehismasmsforvhyheslnzldbeathe’ y
headofthelme Afterlrearingead)oﬂler'sreasms,theymlldetemme
ﬂ‘xeorderbywhld'zﬂxeywz.llfllewt._-’ . " /

\ - b
Al // 'T .

/ L. - /';«"
, . . /
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' an Sﬁm,\s.,che,LW'., & Kirschenbaum, H. Vi ves
Clarification: A Handbook of Practical Strateqies far Team

' §Ex§ents (New York: Hart, 1972}, .- 28780, i . N
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4

saying, 'Sorm:mwillgoammdourc:rcle,oneatqtme,andeach
persqu.llglvehlsreasmsforwhyhemldlﬁcetobenearthehead

;efthelme qurreascnscanbeofmokmds Youcantellus)vmat
yazwanttol:.vefcr,orwlgtymhaveye::togetoutofl:.fethatls

impartant to youi. Or you can talkaba;g:.what you have to catribute

you could do for others,"

~ Eadxstnﬂmtgétsad’xancetoofferhisreasms;
pass, althoughmﬂussxtuatlm apassmeansthestudentasdecldmg

- to others in the world that would. justify your being near the front
of the line; Bo&ltypesofreaémwillbecaxsideredeqtzall;the\' 2
thmgsywwanttohveforcanhave}ustasnudxwezqhtas

things

Students may |

toa]lcmhamselfu)beplacedneartheerﬂofﬂlelme ,f

To The Teacher
This can be a very powerful activity.

entering into the szu]atlon "

'Butit‘wouldonly
if there is a great deal of_ trust in the group and they have
déne quite a few values-cla.rlfymg exercises.

Iflt:.sdmetoo

/.

ar before the trust level is establlshed, students will avo:.d serldusly n/;;.
:
4
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coemnvsmnevﬁ.dnm - KOHLBERG
Kdﬂberglscawernedwlththetradluonalprdnbltmnofsd)ools
>'fmteadungvalmor'morahty'manyfelttobetheprmceof
thel'm\eandc}nmch. Inkeepingfamly, church, and school separate,
luvever,edmatorshaveasmuedmvelytkntﬂmsc}mmhavebeen
harbors of value neutrality, which is dbviously inaccurate. The result
.hasbeenamraleducat:mmrrmuunwmchhashmkedbeneaththesufwe
msdloolshmdenasuwerefranboﬂxthep\bllc'sandeducatms' senses}
“This }u.ddmm:wlﬂ.un hasbembestd%cnbedbyWaller, Jackson,
Dreeben,Kozol,andHoltmthedescrlptlmsandanalysesofsdmls. The
hldéen cm"rjl.mlun, with its egnphas:.s on abedience to authority (“stay in ‘
~ your seat; make no noise; get a hdllway pass" -- thefeelfr};of"prism"
espoused by so many students), implies many underlying moral assumptions

) axidvalm, which maybequlte different fram what ‘educators would call
the:.rcmscmsystenofmorallty, Whatsdioolshavedom:.stopreacl}

whath'leergcallsa"bagofvn.rtues" approaci: the”teaching of a particular
set of values peculiar to this culture or to a particular subculture,

by nature relativistic and not necessarily better than any other set of
values.. Bixttheteachingéfpartictﬂ.arvirhxeshasbeenpxarenbobe
ineffective. Kohlbergmshes{:ogobeycndthls approachmnpral educata.cn_
andamformaldevelqnentma@mtwe—develmtalsmse-wtmard
whatPJ.agethasaddressedasanmqreasedsenseofJustmearﬁmr )
..autq\uny.' = | . . )

' MoraldeveloprmtasdefmedbyKdﬂbefgdowmtrepresemtan
mcneasmg knowledge of cultural values; rather it nepresents the trans-
formations that occur in the child's fonuorstructnn:eofﬂ:m:ghtor

i -has found that the content of values varies*fram

: ; hence the study of cultural values camnot tell us .
hkmthepersmmtaractsctldaalsmwhlssoclalmrmmt. This
~requn:es the analysis of "developing ~ structur&s of moral’ judgment, wlud1
Kdﬂbergfomdtobemvarsalmadevelopmtalsequemeacmss
cultures, As Piaget and Kohlberg suggest, devglopnent (structural change)




2 R y 4 (7% -~
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., derives from the person s.mtenactlon\wa.th his exm.rom\ent, with his

ccnt:umous attarpts to ou:gamze social mcperlence.

THE Am: facilitaum ‘tlmgg each of t&e moral stages of devel@rent.
6 e

. - . Kohlbergresearch across vanous cultur&s demmstratedtohnn 3.
. overtmetrmx;haser:.esofsn.x
Stag&s The concept of s :ofdevelopnent(asusedbyPJ.agetand,'
-Kohlberg) .- referstothest.nzctm'eofmesreasmmgarﬂmpliesthe
follamvgcharactens.tlcs. " - ) _ .. ‘

*

- 1. Sta%és are "strlict:ured’wholw",' or oxgamzedsystars of
: thought. This means individuals are consistent in level - :
of moral judgment. - o

2. Stages form an invariant sequence. Under all conditions
except extreme trauma, movement is always foarward, never \
backward. Individuals never-skip stages; movement is
alwa}(stoﬂmenextstageup. 'misistrueinallcultures_,

3. Stages are "hierarchical mtegrat:.ms" Thinking at a

) higher stage includes or camprehends within it lower-stage .
thinking. - ﬁwrelsatendmcytofmctlonatorprefer
.thehlgheststageavauable.. . . >

.

. The Stages of Moral dewelopment are defined below: T,
1. Preconventipnal level* ’

At this leveltheduldlsrespmswetoculmralrulesandlabels
" of good and bad, right or wrong, but interprets these labels either in -
terms of the physical or, the hedonistic consequences of action (punishment,
reward, exchange of favors) ormbennsofthe;hysmalpweroftlmse
‘who .enunciate the rules and labels. The level is dJ.VJ.dec'f into the folLom.ng

twostages .

Stage l' 'Ihe pumslmt-axﬁ—d)edlmce orientation. '.me physunl
consequences of action determine 1ts ‘goodness or badness regardless of | |
‘ thelnmanneam:ﬁcrvalmofthae&consequences Avo;.danceofp.mlslmt .

4 B hd
. -

. : *lbpm‘inted fram: Lawrence Kohlberg, "'lhe Claim to Moral, Adequacy
{ -of a Highest Stage of Moral Jud t" The Journal of Phllos@x 70(18) '
L. 630-45; October 25, 1973. ’
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andu@nétimingdefexmcetopmarevalwdhxﬁmramnght, not .
" in’ terms of respect for an underlying moral order supported by punishment
- and authority (the latter being stage 4). -

Stage 2: The instrumental-relativist orientation. Right action con-
sists‘of that which Instrumentally satisfies one's oan heeds and occasionally
the needs of -others. Human relations are viewed in terms like those of
the market place. Elements of fairmess, or reciprqcity, and of equal
sharing are present, but they are always mterpretedma;hys:.cal pragmatic

: ways, Mupmcityisamatbuof*ymscxatdlmybackandl‘llscratm
. yours,” not orE loyalty, gzatlttﬂe, or justice. - ) c s

[

o

” i
At this level, maintaining the. timsofﬁxéindividual's "y
group, or nation is perceived as le in its :own right, regardless of
, immediate and cbvious consequences. ttlb.xielsmtmlycneotcah 4
.. formi tonersmala:peciatiaxsandsomalorder,b\rtofloyaltytolt, P .
- mai.n , supporting, andjustzfymgtheorder/amiof \
persmsorgmup involved in it. At this level, there Y
areﬁ:efollwmgmsmges: - : ‘
) \
Stage. 33 'me mteggersaal concordance or “good boy-nice girl" \ ,_

ariéntation., Good behavior is that which pleases or helps others and is
them, 'merelsmx:hcmfonrutytostemotyplwlmages& Vv

what is majority or "natural® behavipr. Behavior is frequently judged

by intention - 'hemeanswell"becaminpoa:tantforthefirstt:me One

Stage 4: ‘'The "law and order" orientation. There is arientation
toward anthority, fixed rules, and the maintenance of the social order.
Right behavior consists of doing one's duty, showing respect for authority, ,
and maintaining the given social order for its own sake. ) ’ 4

JeR
- LU

~

CIIT Postéomeﬁtfmal, autonamous, or principled level

Atﬂuslevelﬂxem:sacleareffcrttodefmemlvalwsand
principles that have validity and applicaticn apart-fram the authority
ofﬂwgzwpsorpersmsholdmgﬁweprmclplaardapartfranthe x

. 'mdi\n.dml'samidentiﬁcatim with these group8. This level again ‘
hasblostages e

, Stage 53 ﬂeswuLum, Imgalistic orientation, ga\erally e .
_ with utilitarian overtones. Right action tends to be defined in terms. / ,
.~ of general individual rights and standards which have been critically
. examined and agreed upon by the whole society. There is a clear awareness
w“”‘ﬁf'&lemhunauofpermlval\maxﬂopmmswﬁampamm '
. e:rphaslsupmpu:oce@ralnﬂ.esforreadmugconsensm , Aside fram what

‘e N -

-
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is cofstitutionally and denoci;atically agreed upon, the right is a matter
of personal "values" and "opinion". The result is an emphasis upon the
"legal point.of view", but with an emphasis upon the possibility .of
,changing law in terms of rational considerations of social utility: (rather
" than freezing it in terms of stage 4 "law and order") Outside the legal
realm, free agreanent and contract is the b:mdmg -element of cbligation. )
This 1s {'he off:.clal" morality of the American government and gonstitutian. s
" Stage 6: 'The universal ethn.cal-prlnmple orientation, Right is
defined by the decision of conscience #In accord with self-chosen ethical
- principles appealing to logical comprehensiveness, umiversality, .
: oonsistency. These principles’ are abstract and ethical (the Golden
’ Rile, the categorical imperative); they are not concrete maral rules.like
Tt the Ten Commandment’s, At heart, these are universal principles of ‘justice,
ofﬂxereca.pmc:.tyandequallt;yofhunanrl ts, and of respectfor
dignity of human beings as individual persons (Kochlbery, L. "Fram Is to -
Ought." In Cognitive Development & Epistemology. New York: Academic Press, 1971) .
- . Vo /
A major goal of the teacher who efibraces cognitive developmental

psychology is not simply to help students accumulate knowledge but to
help them develop more camplex ways of -reasoning. In’essence, the teacher
wants to facilitate mtellectualA or cognitive develogment. Moral judgment
is defined as that aspect of intellectnal functioning which focuses on

. a person's ability to reason about moral questions. The purpose of moral
education fram a cognitive developmental framework therefore ‘becomes
the stimulation of the student's capacity for moral’ judgment.

' THE METHOD: the facilitation of condjtions for social interaction -
’ the creation of dialogue with others, - . ‘

The developmental conception of cognition assumes. that mental pro-
cesses are structures —— internally organized wholes or systems which- .
relate an J.dea*to anotiier, These systems or structures function according
— to logical "rul&s" for processing G}@)(matlon or connectJ.ng events.,
*  The codnitive’ structxm consist of active processes which depend on
- experience to produce change or development . in the way the individual
_ » makes sense of the world. Cognitive development therefare results from
- the dialogue between the child's structures ‘and the camplexity preésented
by envircoment, This interactionist definition of moral development
demands an envi t which will facilitate dialogue betireen the self

-

vt
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and others. 'mepmsofmraldevelogmtwinvolvmboﬂxstinulatjm
ofreasmmgtohigherlevelsandane:@nsmofreasmmmrew )
areas of thought.- The more pecple encounter sitvations gf moral conflict
.that are not adequately resolved by thgir present reasoning structure,
the more likely- they are to develop more camplex ways of thinking about
and resolving such conflicts. . ‘
' The stimilation of moral development requires that the teacher
create the conditions far specific modes of alassrgan interaction. Sugh
_ interactionrequires thaglstudents gb beyond the mere sharmg of information;
they must reveal thoughts which concern-their basic beliefs. The theory
.of moral develogment demands 'self-reflection stimulated by dialégue. The'
teacher within this framework must be concerned with four types of inter-
action: (1) student dialogue with self, '(2) student dialogue with other
students, (3) student d:alogue with teacher, and (4) teacher dialogue .
with self, Ultimately the interaction-dialogue process is intended to -
stimulate student refléction upon one's awn thinking process. It is
‘the student's dialogue with self that creates interfal cognitive conflict.
The need to resolve such conflict eventually resultS in development.

The teacher initiates those conditions necessary to all’ subsequent
interaction that develops at the teacher-student, student-student, and
student-with-self levels, This prerequisite does not imply that the -
teacher is the center and controlling farce of the moral education class-
rotm. Rather, the teacher enters the moral educatién classroam with
deliberate and systematic pedagogical skills and acts.as.a- c‘ai:alyst

- whereby interaction leading to development may take place. <'mese inter-
act:Lons expose students to stages of thinking above the:.r own and thus
st:mmlate them to move beyond their present stage of th.mkmg Such a
process may also result in the teacher's dialogue with self, since the
teachercan#sogrowmsuchapmcess. '

]
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'mE 'mAaiER's ROLE: that of st:xmzlatmg student self-mflectim Wlthln - |
. the context of moral dilemmas,

'memstcaquteadxerbeha.viorinxotﬂbergianmsear&lhas N

. been the conducting -of moral dilemma dlscgss:.ons with students. “Such
. dism:ésimisrequiiesuﬂenwtoengageinnnralreasmingarﬁmin
'.cmtactw1thstagesofreasmmgabovetheumn. Anacarrp!‘f ofaﬁ

.« Mmoral: dllatma is that of Helga: _ { .
R T T T
) B \\ f He'iga‘s Dilexma o

v . ,( - - + o '

» Y

©. Heflgaand Rachel had grown up together. 'meywereb&st friends
despite the fact that Helga's family was Christian and Rachel's was
Jewish, For many years, this rel:.gmxs difference didn't seem to
matter mach, in Germany, but after Hitler seized power, the situation
changed. Hitler required Jews to wear’ ambands with the Star of David
on them, Hebegantoencouragehlsfollwerstodestroytheproperty
of Jewish peopleand-to-beat-them on the street.’ Finally, he  began to
arrest Jews and deport them. Rumors went around the city that many " e
Jews were beingkilled. Hiding Jews for whom the Gestapo (Hitler's

secret police) was logking was a serious crime andvmlateéalmvof

the German govermment.

w . N . .
/ One night Helga heard a knock at.the door. Mmsheopenedlt,
. she found Rachel on the step huddled in a dark coat. Quickly Rachel
: stepped: inside. Sl'xehadbeentoameetmg,shesald,andwhenshere
b.xrnedhate,shehadfmmdcpstaponmbersallammﬁhertnlse Her
parents and brothers had dy been taken away: .Knowing her fate -
if the Gestapo caught her, 1 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 fat&s But hiding the Jews broke the law.. Helga would risk her
ownsec\mltyandthatofherfmlylfshetnedtohldemdxel. But
v *shehadatnwmnbekundthecrmmeymthethudfloorwhereRachel
mlghtbesafe. \

Q . ' W L 120




. ( ‘Question: Should HelgahiﬂeRad)el?l . / ‘ ' . ‘ ‘
Stage 1 ‘IfHelgaletslhdmelmshemghtalsogetimomxble
‘ withtheGestapo
Stage 2! ."Helga shouldn't lethermbecausemdmel;robablymuldn't
N : htﬂdgainxfshegotmtotrwblemﬂxﬂ:eGestapo
" Stage 31 'nelgarasanobugatimtohm:fmuy. She will reglly
lettlundmmifshegetsﬂmallmtrable'

Stagé 42 ‘Helgahasmobligatam,toobey_thelawsofhersoq-iety".

’ St.age'ES: " "Friendship is not the issue. IfHélgavasreallyc;m-

cerned about the problem in her society, she should be ° ‘
S helping all the Jews in arder to protest-the government . ]
= = ees —— .. —— - action. She should not hide Rachel unless she intends )

tohldeotherJewsandtonakeapubllcprot%tmz '
- L f”oppositimtopattirgJavsinconcmtratjm camps". ’ .

Suchad:leunadzsmssxmmaybedlscussedbytheclassasa
vﬂnleorbysnallgroups Kohlberg and his colleagués have found that
dilemma discussions stimulate moral development (stage change) when
Wts at a variety of stage levels interact. Varigpus additiofial
strategm‘for teachers to stimilate moral develophent have been fcund °
role playing, peer counseling, learningethmal;iuldsqhy mtm'.tng,
interviewing, and moral discussions. However, the persons emyaging in
these intervention strategies had a sophisticated philosophical, psychological,
and methodological conception of the "function” or role of teacher as '
a moral educator. Ibadmswhow?shtoengage°inad‘t:ivitiesasdescribed°
" above must understand the ‘camplexity of the teacher role implicit in the
- L < .‘// ) . e
- . LmlsdlléxtuaappearsmtheM&VmualKltwhldmaecméanles.
--- thesecondedltlmof'mgﬁ)apmgofwatemswjety,acoursemme s
‘ Holt Social Studies Curriculum, Each cne-semester course in the series

—contains six moral dilemmas developed at the Social Studies Curriculun
Center at Camegie—Mellon lm::.versitx

.

.
, ‘-P

Ga]bra:.th, Fonald E., ad- Janes, Thamas M., "Teaching Strai:egles
for Moral Pilemmas: An Application of Kohlberg's Theory of Moral Development
to the Social Studies Classroom," Social Education, January, 1975.
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‘researdn literature., For exanple, a good deal of m:.scamnmlcatlon
. between teachers and students about vilues occurs ndt because teadxe.r
kD andst:.ximtvaluead;ffetbutbecausethelevelofa:planatlmmmt
appropriate to the student's level of moral. develognent (Kohlberg and
Selman, 1972), ’
i By virtue of the tedcher's own developmental d:.fference as an
adult he/or she has a different soc:.a:l. perspect:.ve, personal and-emotional
perspectn.ve, andprcbablyad:.ffemtmralreasomnglevelﬁxanthe
sb.:dents. The teacher brings interpersonal and pedagogical skills into
the classroam which hopefully reflect this more camplex developmental
~ pattern. Recognltlmoftmsdlfferencelsfmﬁanentaltoalloﬂmer
" areas of c.reat:mga clmatew:.thm which student develognent can take
place, since the teacher needs to be able to camprehend the perspectives .«
of the students and thereby Stimilate their thinking to more camplex
levels, The revarseofthisprocessismt'lﬁceiybobetrue, however,
That is, the students. Jay not have the ability to take the oogm.t.we
perspeqt:.ve of the adult. .t . . - :
* It takes time for mutual trust and respect to evolve in the moral
tion classroam, especially among students who are at the preconventional
; . of moral reasoning. That is to say that development takes time. Cer-
" tain-activities like role plays and-interviews require the group to cooperate
< in order to organize themselves effectively in deciding what t do and '
e - what::.sfalrtoeaq:ectofeachothermaocatphstungatask For students
® tolearntoevaluatetheuwndlscusmmsandmleplaysmansﬂ)at
critical self-reflegtlm ‘and evaluation of others are encouraged in
relation to developmental goals. o
Creatl?x:: an aunosphef'e of “trust dapands the capacity for empathy.
‘Understanding what the students in the class are experiencing from their
o » point of view is a cr&tlcar\Qspect of .developmental classroam. Cognitive v
developnentaltheomydefmesthestructlralaspectofezpaﬂlyassocm \
role-taking, ortl}eabllltytoputoneselfmtheplaceofanotherand
seet'nemr.dtrm)gl;x;theotherpersonseys Takmgtheperspectlve
of others is a necessary pre-condition for moral development. Selman (1976)
notes that the link between intelléctual development and moral, develogment

E 2
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‘~ may be fomd in thé ability of a person to take an increasingly differ-
entiated view of the interaction between cneself and others. This process

3

involves helping students to perceive others as similar to themselves BN
but different in respect’ to their specific thoughts, feeli.ngs,andways e
of viewing the world.- ! ' \
'ﬂnteachermannraleducatimclassxstheprmarymle—taker
"in the group, The ability of the teacher to take the perspective of
each student is a vital "skill®. It is all too frequent that during a
teacher-student dialogue, the teacher is unaware of how the student per-
ceives a given situation. This failure often leads to a belief on the
partof‘bomsmmtam'teaamﬁuteadxismtheaxingueoum. .
In-one sense this problem is a case of not camumnicating., Within a P |
cognitive developmental framewm:ktlus lack can be further identified
asanmstameofmtmderstarximgormtaccepmngapartiwlarcmplaxlty
of perspective taking. 'memusqffalltnemtmsregard,m»ever,
mstbeplaoedmthewadxer, since the teacher will most often be
mabetterposmtlmtotaketheparspectlveofﬁ:esuﬁmtsrat}m
thanthereverse. At the same time the teacher will need to create. °
caﬂitlms inwl'lidastudmt-to-shﬂentdlaloguehelpstodevelopan /. o
mc.reasmgly more differentiated and integrated soc:nal role-taking per- - .’
spective, Questions. like, thm&kamemmm ’
about this situation?" "or "meldso—and—sotm:ﬂcmmldresolve
this question?" are as important to -the development of social role- -
taking as the question, "What, do you ‘think about the problem?"

Oolby, Am, Blatt, Moshe, and Speicher, Betsy. H%timl
Dilemmas for Use in Moral Discussiong - (A e
+  Trom Center For Moral Education, Harvard Imn.vermty,

1973). \ . .
Fenton, Edwin, (ed.). The Shaping ‘of Western Society. Holt |
Social Studies Curriculum., Carnegie-Mellon Um.versmty,

- Soczal ‘Studies Curriculum Center, 1975.
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Fenton, Edwin, Colby, A., and Speicher-Dubin, Betsy. Developi
Moral Dilemmas far Social Studies Classes (Amge‘
in mimeograph form Center for Maral Education, Harvard
. University, 1974).

/

* First Things: A Strateyy for Teaching Values, Filmstrips
" from QﬁdaxxceAsso?lates, New York, 1974,

Ganraith, Ronald E., and Jon&c/ Thamas M, "’I\eadung Strateg:.es
" for MoralD : An Application of Kohlberg's mhecry
of Moral Deve t to the Social Studies Classroom”.
Social Educat:.cn,‘January 1975, 39. .

Iockwood, Alan. Moral Reasoning: The Value of Life. A Xerax J
g Education F‘aihcauons Umt Bock, Middletown, connecta.cut,
1973, i .

Pag]j‘.ixso, Susan. A Warkbook: Understandlgg.Sta of Moral .

@E (Paulist Press, in press, 1l ). .
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EXAMPLE OF CLASSROOM. MATERIAL 'FROM'

COGNITIVE ‘MORAL DEVELOPRMENT APPROACH

N
i 4
»

Dilemma . " ' B
’maremsacasemcwrttheoﬂmerdayaboutaman,m.Jones,
who had an accident in his house. Hlsd'uldMlJ@pWaSmmdedmthechest.
HewaSbleaimgheavuy,hlsshoesandpantsweresoakedmﬂul%lood M:.ke
was scared, ﬁebeganscream:.ngmt:.lhefmallylostconscmusngss
Hz.sparentswerescared,too His mother. began cry:mg
She thought her child was dying. The father no: longer hes:.tated
lJ.ftedMakgup,randmnthestausarximtoutsmdemmpesofigtting‘
-acabandgoingtothehospital\Hetluxghtthatgettingacab{«'iw be
quldcertlwncallmganamhﬂance But,therewerenocabsmthe £
andMlke'sbleedngseatedmrse. \ )
Swddenly, Mike's father noticed a man parking his car. He ran
marﬂ&slcedﬁ&gmantotakehmwthemspltal The man replied, "Look;
I have an appointment with a man about an important job. I really must
be on-time, I'd like to help you but I éan't."* So Mr. Jones said, "Just
give‘ne'i:he car,” The man said, "Look, I don't know you. I don't trust
you." Mr. Jones told Mrs. Jones to hold Mike. She did. Then Mr. Jones
dﬂ?dthenan,beathlmup,mmskeysanddroveawaytwé:rdﬂxe

" hospital.” The man got up fram the street, called the police, and toock v
* them to the hospital. The police arrested Mr. Jones for car theft and. \

l ) a

Discussion w1th Eleven-Year—Old

Mr. Blatt: What is the problen” Was the man legally wrong for
refusing to‘drive Mr. Jones-and Mike to the hosp:.tal”

¥

s . Student A: It_ s his car, he dogsn't have to drive. "ﬂ

-

*Fran: Blatt, M., & quflberg, L. "Ihe effects of classroom moral ¢
discussion upon children's level of moral development. Chapter 38 in Kohlbérg
and Turiel (Eds.), Recent Research in Moral Dgvelopment (New York: Holt, 1973).-
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’ . Sttxlent F:
St\xiant G:
Student F:

. M. B:

.

Well, Mike was hrt. You/sald no, he's not legally
responsible, because why not?

| Pr_éa 'G
Be@auselt'shlscar ) co

-
‘

I€'s his car. It's his pmperty and he has the rlghb
of p and he can legally- p .

B N £ -
But a life is at stake ro

Okay. It's not so easy. LJ.kehereJ.spur:operty but _
‘lmelsl.xfe,sotheconfhctherelsbeWemhfe, °

Mike's life, or that min's car. ? . *

Butlfmkedles,ﬂlent‘natguyoalldbechargedmth A
murder, because, you know....

No, he couldn't (Argutm'xtove.rwhetherhe couldqr .
couldnotbechazgedwlthnmrder) C et

Butdoyoupeoplethuﬂcthlsmnhasarlght,alegal
right, to-refuse to gJ.ve Me, Jonds the <car?

Does that man have children, heprobablyhas tosupport
a family, he's got a family, he can't just- ,

So? He can always find a J&)-

* LI * -

'mequestlonls,doyoutmmcthatthemanmradthe
Job,muldnthemderstandlfyoucanem;&ml'umam
Iook,Iwashere,Iwantedtobemtme,but ¥

Isawtlu.sboybleedin; and I wanted to help him out." (

Dmtyouttmﬂchewaﬂdtmderstand” (d'xorusof"yes"'
and "no"). y ‘ e .

No,beczuse:.fyouresupposedtogomthejnb- -

-

chouldmakehlmatmsarepmof . Lem

< *

Bruxgﬂm}sldtherewl'mhe'swell T ,w“

-
"

I don't know:.f they ooulddxargehzmlegally, butymre

" right; there's samething very wrong with that, because .

whatzsthlsmandomg? Which is more important: -
property or life?  (Charus of "life")  Why? ‘(Confused. - #
answers, on the principle that life is irreplaceable.) -
Life is samething you can't replace, righit? ’'Everybody ‘ .
wants to live, Now this guy, what was m{puttmg first;
life or a job? Whatdoydmthmkls important, .




Mr, B: ‘ losmgajobandnaybegettuganother ,orsavmg\

(con\:’) . “a life? (Answers: "saving a life.") . ing to save
I * a’life. But this guy refuses to help Mr. Jones and
.,"7 : ,Mike out, to take-them to the hospital. What was:he

‘domg? Hewasputtmgha.sproperty oxesanebody
else's life. - He saiq, ! "This is my M Mr, Jones
‘ . .asked him, Look,I'lekeymtol me your car,
~ - I'llhrmgltback The guy said,/"No, I don't trust

you," .
' ‘ - /-
. Student A: ‘Well, he didn't know Mr. Jones, he didn*t trust

- » Student D: What did he lock like?
) \
\J Student A:. Yeah, I wouldn't trust nobody/with my car. .
Student H:  Well, I would trust him if ¥ knew him, (Ocnfused
. comments about whether wouidcu:wmldnottrust
- samebody with their car.) _
étpdmtB:" Wouldyoucareifyou t him or not? .o

Student E:  Well, I wouldn't go so far as to beat him up and to
take his car. He mighy still need it. (Conversatien

N . ' on beating .)
" + Mr, B: So what you're saying is, this man's value, what he
thought was most t was his property. His
) ’\\ ' property was more i t to him that samebody else's
e . life., You said legally he was right, Right? (Agree-

ments) Can you morally he was right? (Undis-

tinquishable s) What do you mean by morally?
Canscmebody uswhat:xsmeantbymorallw

Student C: Lts-the.resnotalawbut-

a

Mr, B: Whatkmdofalavngrbemvolved? It's not a legal
' . law, al it may”be, it doesn't have to be, What
. kind of law/is it? Mntwereyousay:.ngbefore, about
' . your ? Whatd;,dshesar : \

StlxientB: God'slaw

-_Mr. B. God's Law, whatdoes:LtsayaboutklllJ.ngx’

. Student B: Thou shalt not kill, >
Students B '
and F: God's law is moral law.

- T ' ‘ 3
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. . [ |
Mr. B: ‘What do yc:vu.mean'> o -
{

Student B: Causetlusa.sthelausofhmcmmtryandcodhas :
mrallawsforeverybody : S N

N
[ i€

7

. Mr. B: .gbfsowﬁatyouresaymgls didymllstentowhat :

SR he's saying? Would you repeat what you said? Tevg 2
v * very important. . o . b
\S'Xﬁxder)t,B. God's law is for everyone and there's different laws - ||

‘ in different countries, so God's law, his moral laws - |1 R

- are.far eweryme * .

t H “ i ‘F

Student Ds God's laws include more people than laws down here, .

- . ., y&. ‘ \ . ‘_ k

Mr. Bs . ' % Now what you're saying is that God's laws are for all

‘ people regardless of where you live. And so, they're . ||
N - wniversal ‘laws, right? Theéy're for the whole universe, |
. . . is that what you're saying.. All right. Now you said, |

. fram the legal point of view he was'right, fram a moral -

: point of view he was wrong. He had a legal right to
-0 refuse his property but no moral right to do so, Now
« what about Mr. Jones? - Was Mr. Jones justified, fram a
legal point of view, in"beating up{the man and tak.mg
) his car? (Chorus of "nd") Why not? X
Studenthg Becausetheresalawthatlﬂce,ﬂuatguyscar,yw
. krm,hecansayvmateverhelﬂcesabwtlt,hehas
. a right to do what he wants with it, bt;thththennral
. . 71aw[M:.Jones]wasﬂomgprettygood .

, Mr. B: He was 4doing right? Do you agree with him? - He says
‘ ' that Mr. Jones was doing right fran a morg], point of
] .. view. .
> “? \ i ’ ;
@ .~ Student B: But it still went outiside God's'law, going agamst .

the law. 'I'noushaltmtsteal

- . Mr. Bs - Sowhatyouresaymgls-

'
E

+  Student D 'I'nere's a problem. It's still stealing:

Q,M_._Sttﬁé;xt F: Yesw}e should have asked him. If the man said no,
Coqw t shobld have been the answer. ; X

! ’Mr.B.: . Dldhehavea,mralnghttobeatupﬂaemanarﬂtale
his'car? (Chorus of "no") Why-not? .




" Student F:
Student B:
. Mr, B:

‘Student B:
Stwdent D:
Student B:

Mr. B:

Student F:

Mr, B:
-Student D:

Mr:_. B

Student D:

Mr, B:

»

He didn't have no right to do it. .
/ .
'Iher.’e's anotherlmral m..nn

-~

Now, Mr, Jcﬁes was brought before the judge Should

. thejudgeoenmde.rthemrctmtancesandletm.Jcnes

off free--(Chorus of "yes") or should he give h:qn
punishment and what punishment andwhy?

I'd give him a week, (Argment in wh:.ch the following

is distingyishable: Mr, B: . "Why would your give him—-2
Student F: “Yes, hedldnthurt:theguy * Student I:

"It still was a car theft,* Student F: "He's got to<

get out and support his family agam.")

Whatlsthereasmforp.nushment’ Why-do you think
he needs to be punished? And, should he be punished
f@rﬁmthed:.dortoteadllumnexttmemttodo
something like that? ; 2

Well, it [wouldn't] tead\ him to do that.
No, he'll go out and do it again if you don't—"

If your son was bleedlngyoucantsaylflthappens
»agam,z_fyouregomgtodothesamdﬁm

Whatdldyou whatwereyouaboutbosaﬁ

He couldn't help it; he cwldn't stand there; by
thetimesanehelpcanehecould‘havebemdead.
So what, you re saymg is, you wouldn't give him a ‘
big punishment? .

I wouldn't give him one at all.

You wouldn't give him one. at all, th not?
Look, he couldn't help it thatmuchfor savmg a life.
He cwldntjuststandthereand—- .

. What you're saymglstomderstandﬂlesituatmn
hewasm,thec:.rcmnstancethathehasaboywhowas
dying, his son was dying in his hands, . And you would’
‘understand that he didn't steal to Be-greedy, he did
1ttosaveal:fe,andymdmderstanithlsandyoud
let him off because what he was doing, savmga life,

was moral. Is that right? xcrnrus of yes") .
t punishment—#hy do we give pmusl'ment? Why do
:xmish c:rnmnalS? ¢
ng - '
12 3 0 A




Student: B:

Y ¢ Mr.B: ¢
- - s

Stufent B:

.y Student F:

Mr, B

.’Student B:

° m.‘ B:

Corment

The experimenter in the early portion of the transcrigt is endeavorn)g

Like I said, sotheywm'tdoitaga‘jn.

Do you think that given the same ‘situation, if he

.would get pmusm\ent, he'd do the same thing again?

Well?

I think he would, too.
.He'd prebably go'and be hysterical.

P
Is it a matter of being hysterlcal or a matter of
sav.mg a life again? .
y { \

He'd be out Of his mind,

He'deaveahfeagam. Evenlfywweremyour
right mind~ And therefore, pmus}u.ng hzmivould not

) really teach,h:.m a lesson, would it?

¢

-~ T

to-get, the students tq sense a conflict between the legal and the moral.

axdeavowstogetsttﬂentstoseeﬂlatﬂmemasonswhlchleadﬂlamtoféel
that, the law is not the dec1dmg element are general or mral, that.

they can relate to a moral universal mara/k’law The experimenter is -

attempting to translate. the Stage 2 and Stage 3 thinking of the children
into a Stage .4 letel which J.salsocanpatlblemthstageSreasonmgand

to deve;op a set of distinctions (mdral versus legal, etc.) in terms of

which there is some poss:.b:.l:.ty of omsensus across levels,
‘of teaching, effect:.ve with the Study 1 children, may have been oriented
“totoohlgha stageandtoohlghalevel ofabstract:.onforﬂusgroup

&)

[y
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|PUBLIC ISSUES PROGRAM = NEWMANN. OLIVER, SHAVER

sEudents. capable of abstract and hypo’cheta.cal thinking. The dbjective
‘ofﬁzelrap;roadxtocluzmslupedwaummtoteadmaratimaldls-
‘ cuss:.a’x method which is* seen as requisite to fulfilling the fmﬂarental

H

THE-AIM:- o pramote citizenship education through the teaching ofa - _

rational discussion process, utilizing p.xbl:.c issues as the
contmt of discussion.

e

Y

-Nesmann, “Oliver, and Shaver dlrect their appmadl to high scheol

value of lman dignity. Althmghhm»and:.gmty:.smderedtobe

.‘themstfmdatmtalval\g of all, Namann,OhverarxiShaverixescnbe
-otherbasa.c values,\called Creed Values, to be respected and applied as -

standards in making public pof:.cy. Individuals develop arxiljysta.fy
their views on the basis of these values. The Creed includes values

‘sudxasequahty,majontyrule,anddmmocess. “They see the Creed™
'mvalmsas}elpugmdimeandswgestmforaddevﬁugﬂnnme
- bas:.cvalueoftnnand:.gm.ty. Public controversy is described as the

mam.f&tatm of conflicts bebveen the diverse values; between dJ.ffenng

. -ccncept:msof}nmandigm.ty. 'merelsassunedtobenndxdzsagreem
; arﬂanblguityinﬂ)edeflmt:mof}nmandlgmty,buttheysuggestbn

facets which are necessary far 1ts fulflllnmt. freedam qf choice (pluralism) ~
and rational consent. Newmann-says each perSon harbors some vision of
fulfiliment, same vague definition of huyman‘dignity. There is a pluralism
ofcmceptimsof‘l'nmand.;gmty. Acritlcalaspectofd:.gmtylsthe
freedanofthemdivmzaltodnosemlgthealtemauvecmoeptlms
Ebrttusreason,praervmgandenmagmgdaversealtemat;vesisa
requisite for human ‘fulfillment. -4
'mesecmdomgeptofmmanda.gmty, rata.malconsmt, is ocon-

',-smeredequalmsmﬁlmcetofmedmofdnmeasarequlteto
" hunan dignity. ticnalconsentiSaprocessbywkudmtodealmth - .

.
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confhcts arising out of the plural:.sm they advocate, It affimms the
’nght of each.individual to have a voice in dec:.s:.ons affecting 1f
_ and requires persons ‘to clarify and justify their views on public issues
thréugh reasoned discusSion. The consent aspect involves citizen
-involvement in forming public policy through majority rule. .The right
of the mmority to resist majority decisions is granted 1f the majority
, denies \malterable rights to life, hberty and the pursuit of happiness
. , without due process., The rational aspect stresses reasaned discussion
as a means of developing a persona‘l position on issues and dealing with

dlsputmg parties, NI r\“:\)

+ €
5

-

THE METHOD: the rational discussion of public controversy.

} ! . i Throygh dialggue,‘ individuals are to cl?rify and develop positions
on pwblic policies. The rational discussion method involves a number of
elements, First, there muist exist a problem-solving attitude toward the .
- function of dialogue. Honest inquiry, where one modifies one's position
in response to persuasive points, differentiates this type of discussion
franoneinx:midxtﬂleaimi‘smmly-tomloadfeelingsandopinionsor '
. winandbersuade. The discussion is locked upon as a means for parti-
c:.pants to figure out and develop their beliefs and justifications.
“* A rat:.ornal Justlflcatlon requires an awareness of certain concepts
and s‘" 1ls: One nmst be able #o distinguish between factual, definitional,
. and value disagreements relevant to policy issues. A factual dispute is
A over what the world is like, was,or will be; a definitional diSpute is )
‘ overthemeanmgofspecﬁlcmds,andavalmdlsputelscverwhat
ought to be or what is "good". ~One must also be able to employ™ intellectual
—J  strategiés for dealing with each type of issue, such as providing evidence
to support factial claims, defining temms by example or criteria, and
g USing anolog:.es to resolve value conflicts. An analogy is "an authentic .
or hypothetlcal s:.tuatlm introduced to test the consistency and extent
. of one's value or policy judgment on a original situvation". It s‘rg,xld
mvolve the same confllctmg values as the orn.gmal case, but elicit a

RN
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denial of the value initially supported. The resultant feeling of
being ‘inconsistent forces one to seek criteria by which to d:Lfferentxate
the tno situations characterized by the same ccnfl:.ctmg valxm This °
slmldthenleadtoaqual:.f:.eddeclsmwhldumll ant:.c:.pate future
cases and hov to deal with them.

’ As part of the clarifying process, md:.vxdualsnnstalsobecate
avaxeofthecarplemﬁesardanblgmtlsmthecmceptsarﬂ{alws
w}uduﬂxeyusetojustnfyﬂm.rweds Newmann hds identified five sub-
stantive areas - nnrallty-:espmsabmty, equality, consent, welfare-
security, andp:waitg-—wh?amadm&ovexsyfwmea. Shortcomings in
a position are often due to a failure to understand and to iake dis-
“tinctions in these areas, sudxasﬁledlfferenoebewemlegalandmoral
nghts, or equality oconstrued as the same treatment versm equltable
treatment.

. Lastly, a rational discussion method J.nvolv&s leammg skllls
for moving the discussion along, called c:rltlcal or reflect:.ve thmkmg
strategm. These mclxg;J raising questions’ ‘of relevancy, questioning
the reliability of sources for factual knowledge; explicitly stating the "
issue under ‘dispute, stipulating and conceding points, and sumarizing . ©
différent positions. "It is assumed that mutual exploration with, others \ '
will contribute to the sophistication of one's own posxt.wn and that even
thowgh at the end of discussion no definitive soluticn has been reached,
the effort will have been productive if it brings increased carplex:.ty \
in justifying apposing positions®:The value of rational analysis of =’
_controversy lies in developing J.ntellectua.l power for understandmg

impinging controversies, a comht:.cn for effective participation in the
consent process. . ~ e ' 5

v

( ] ) -

T™HE 'IEMHER'SR)IE tobeactlvel involved in the creation of conditions
for E.Ecussicn and teaching discussion skills,

The teachef's majou: responsibility is to help students- engage in
the rational discussion process. As students engage. in solving the problem

0

! L)
.

~ . .
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) of p\:bl:.c value confl:.ct (pwlic controversy) the te.adler needs to direct
studems o gather appropriate data and utJ.lJ.ze intellectual strategies

. to resolve points of dn.ffecence. Justlfymg one's position is heav:.ly

rehedmintmsprocess,andﬂleteadxermsthelpsttﬁents learn

_intellectual ‘'strategies such as using analegies, identifying types of ) —

issues, asking for evidence, pointing to inconsistencies, making distinctions
in substantive concepts. " Discussion skills such as'listening and responding
to points, stlpulat:n.ng quéstlmmg relevancy, and summarizing pos:.tlons S
mstalsobeencouraged The tead)er must be able todlooseappropnate -
public issues, provide enough relevant data to begin the discussion pro-

cess, and construct model analegies from which students may begin to develop
the:r.r oWn.,

-~
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EXAMPLE OF CLASSROOM MATERIAL FROM
AMERTCAN PUBLIC ISSUES PROGRAM SN

o

0
*

A Tale of the Tuscarora:.To gwenal':aﬁe electric power, a state agency
‘ plans to flood an Indian reservation.*

. .
'3 . .

AN - o .
. on Apnl 17, 1958, WJ.llJ.am Rickard sat in jail J.n Niagara Falls, N.Y.,
arxicursedatﬂiebars a.romdh:m Whatgodwere treata.a,apramses, agree-
ments, or c:.v:.l rights laws? It seemed to Rickard that he was caught in
agrnnbutfanul;arplay,f:.ghtmgabatt]ehehadmchanceofwmmrx; ’
Hmcouldatmybandofm\encanlndlanshope todefeatﬁaeNewYorkState
. Pmer Authority, and its energetic .and powerful director, Robert bbses"
Earlir in 1958 Mr. Moses had announced a vast project to harmess
- . Na,agara Falls for the production of electricity. The generators and other
famllt:ues were to cost $750 million, but would ultimately provide power
atgreat savings to the entire stateandthevmoleNortheast Mosespro—
cla.uned an ambitious and rigid construction schedule, to begm irmediately.
ﬂi‘e‘urged citizens to support the project,
o Asthefullplanswererevealed, J.tbecameclearthatsarepeople
wouldseembenef:.tsatallmtheplan About 1,300 acresoftheTuscarora
. Indian Reservation (one-fifth of its area) were to be flooded to form a

L

24 &
- reservoir against dry. seasons in the main river. The reservation site -

_ .involved about -175 Indians- livmg in 37 houses. The ¢only altemate site .
|-~ for‘the reservo:.rwasmthebomof I.ew:Lstm It J,_nqludedamlllm- . '

dollar school, two cemeteries and about 350 homes. Rl

’ *Fran Nesmmarn, F.M., and Oliver, D.W. Clarifying Public Con- - .
" txoversy: An Approach to Teaching Social Studies. (Boston, 1ittle,
. Brown, ¢ PP. 229-232, o - - -

) by
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" During. preliminaryork on the project plans, engineers had visited
Willism Rickard's father, Chief Clinton Rickard, to ask pemmission to test
'soils on Indian land. They assured him that there was nothing behind
" ‘their request except a need for camplete maps of the area. The Chief
called a Wll, which refused permission and made clear that the Indians -
were not prepared to "sell, lease, or negotiate for any land t.ransact:.ms
of any kind." ’IheIndlansheardnoth:.ggmremt.tl th&yreadmthepapers
‘that 20 percent of their reservation was to be flooded. Several months -
Iater they learned at the last minute that hearings on the subject were
to be held the next day before the Federal Power Ccmnission in Washington.
Chief Rickard dispatched his son Willian to Washington. = '
‘ Rickard explalnedtothecanmssz.oners that the reservation was
not for sale, that its "inalienable"*ush had been guaranteed by 18th-century
treaties, and that according to tnb?l religion, the land "did not belang
to us, we were only the cusEdians of it, andweweretoPr&serve it for
the caming generatlms As .such the land camot be sold and is pra.celess,
tberecanbenovalueplacedupmlt. ™ :
Socn afterward, Mr. I\T";S Tried to persua.de the Tuscaroras with
an- open’letter . o

. .. .Obstructions in the way of the project have a].ready '
ca unconscionable econamic loss to the whole state.
Absence of cheap power is aggravatlng the general business

- recession, Ten thousand”constructions jobs which will be -
provided when the project is fully under way are badly needed
to offset lslng wemployment. You yourselves have as much
at s s your neighbors, since the local industries where -

of. you are employed cannot invite much longer the

.econanic difficulties“resulting firam increased power costs  _.
and uncertainties as to the campletion of the pro;ect....
It will be necessary in the very hear future for our engineers
to enter your propérty. ...\le are carrying.out an urgent project
of vital public importance, under State and Federal law. We .
have mo more time for stalling and debate.:.. :

Tn dase his persuasion failed, Mr. Moses also had a bill passed
in the New York State Legislature giving the Power. Authority the i:ighti
to oonf:.scnte, without _any prior legal procedure, any land needed for
the prOject. . The Authorlty had merely to file a map of the territory
with the State and depos:.t with the State Corptroller a sum equal to-

'ﬂle_larﬂ's market val:e . )

14z -~ .
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But Tuscararas began to fight, through the courts. With trials
stlllpmdinginAprillssa,lt@easashocktothetnbetohearm
ﬂnradmﬂatpaverm&mitysmveyorswem;oenterﬂmrlandmder'
policeprotectimthenéxtmrning True enowgh, ten carloads of State
troopers, depxtysheriffs,andplamcloﬁmmn arnvedthenextnnnu.ng,
annedwithteargasandmhradmmgms,topmtectthehandfulofsm .
- veyors. ‘meIndianvm\enwe.regreatlyupset,andweptattheprospect ’
‘of Tosing their hames. Many lay down in front of the trucks, while others
gave way to their feelings by punching and scratching the officers. ™o
Indlanmwerejalledonduazgesof"mﬂawfulassaxbly, and the leader
of the demonstration, William Rlckard, was dxaxqedw:!.th disorderly conduct
anddraggedtoﬂ)epaddywagm. '

. Astheagmtsber.bbsesfmmhedttmr.flrstdayssmveymg,
Wlumaumdwrdsatmadarkoeumxdermgwherehlstnb&mmcould .
turn how, - .

1]

’-Qcéstims For Discussim - : ) )

Y

1 T S i;gﬁ;m&tﬁ
thedisp\med territory on the Indian Resenrat:m"
An Analogy: EbggIsland’:sasnalllslarxioffﬂleCarohna
) ooast.«It:.sdenseleoodeda:ceptforaboutfl acres of lush fields
: and afile of sandy coastline. bbstpeoplemthemamlaxxitln:ghtlt
deserted , btrt"ﬁeunits"werenmnredbollvetherevmowentm"ranpag&s"
shooting wild game. Inrealaty,thelslandwaspopulatedbywopeace- -
.} " loving brothers in their early sixties, Alvin and Calvin Hemmit, who
. hadllvxedt)xerealmeforfortyyears 'Iheyspendmstofthel.rtme
- cultivating a vegetable garden.

During two weeks in the fall the brothers' quiet was distrubed |
by hunters who came annually to hunt the deer, pheasant, and rabbits
thataresoabtmdantmﬂxen.slaxﬂ 'meHemu.tbrothm:sresmted
these mtrusn.ms but they did little about it, becausé" the }nmbers

actuallyhadfuedattheb:othersvmentheytnedtostopﬂlesmoting.

. : . S S -

"~
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That was the condition of Fogg Island wntil Leroy Smith decidéd to
make it intb a resort Upon careful mvestlgatlon, Leroy found that the
federal goverrment thought it was under state jurisdiction and-the state
thought it was wnder federal jurlsdlctz.on Nelther govexnmment cared to
becaneuwolvedmdetennmmghmltwas to'beused Smith then hired
.an attorney who camposed a legal-som'dmg letter to the-Hermmit brothers, ,
infomingthemthat.:theymuldhaveto\}acatebecause they'hadnoiegal ‘
~claim. Letters were also sent to the hunters (who were -actually wealthy
oilmen from Texas).

The Hermit brothers were shocked when they heard that they were .
supposed to leave the island. Alvin immediately wrote to his cousin |
Thomas in New York, who was apraunentclergymanmtheEclm:.czl <
C‘nm:ch. 'Ihanasqulcklyvmnedthe mlandashavmgagreat deal more
pdhent:nal for the good of humanity “than 1twouldhaveas a vacation resort,
or, for that matter, as a haven for his two unsocial cousins. He wrote
_‘back saying that he would be glad to find lawyers for them, but they
mu]dhavetojomhls church and work to make the mlandmtoarellglous
retreat for clergymen and laymen who wanted to get away fram the hurlybprly
of c:.ty life, ) N =
. Alvm and Calv:.n refused to go along with 'lhc:mas But Thamas had
become engrossed with hlS idea. Because no one had clear rights to
the land, including his cousms, he though{:, why het work to cbtain 1t
- for the church?

}Ucn'xathan Perrbroke heard of the dispute over the island and had
.a vague hunch that he had heard of this islarid before. One day he dug
through same old papers and found a very old parchment, which stated
thatthecmefofasmalllndlanbandwhohadonce lived on the island
 80ld it to James Pembroke, who had later deeded it to George Pembroke.
Jiﬁjhaﬁ‘was a direct descendant of these Pembrokés. -

“Ha," thought Jonathan, "the island clearly belongs to me. There
is no legal basis for anyone else's ownership. Of course, the deed is
‘not made out’ to me, but it was clearly my relatives who bought it fran\
the Indians. I 1thadntbeenforr them, it would.still belong to the - |
Indians," |




e L
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SOthedJ.sp.lteoveeramedeggIslandgm Noonedazed
takethemattertocm;rt,bemusemclanmt‘wassureenoughthathe
cc;:ldwm, andrx:nelmamvhat courthad jur:.sdictlm. At first all
wrote nasty threatening letters to one another. Flnally,allagreedto
meet and f;alk The bas:.c arguments follow:

T 2

'meHenmtbrothers "Wehavellvedonthelslarxiforfqrty\
years., Durmgthattmemonebothenedusandwebotheredno

one else. We care for the land and leave ‘it pretty much in its
natural state. At the very least, we have a right to live out .
ﬂxerwtofmrdaysﬂxerewithoutbeingdistmbgad." &

J.P. Oildrip, a hunter: "We consider the island our private game
preserve because we have used it, without incident, for many years.
Welettheoldﬁenmtbrothersstayﬂxereaslongastheydont )
bother us. Anymewhotrlestoclaamn.tlsgongtocmtendmﬂf =
sare first-rate sharpshooters.” ’

. . - .

> Leroy Smith, resort king: "I have already invested considerable
money having the island surveyed and interested same investors
in its possibilities as'a vacation and resort area. This is the
bestpurpose'oowhldnltcanbeput,becauseltlsmecamucal

: tofarm,andltwouldallwﬂlenammnmberofpeopletoenjoy
its fine beach and quiet woods.! . ‘

Thomas Hermit, clergyman: "The best purpose to witich the island
canbep:tlssateﬂmngﬂxatlsdnmomlymthep.ﬂohcgood a
religious retreat., My close relationship to Alvin and Calvin
hassanebearmgmrryclamonthensland e

Jonathan Pembroke, desdendant of ariginal "owner™ "'me pard'ment, ’
establishing me as heir to the ariginal owner, clearly gives me \

the right to the land."\

Wh.;.tt general criteria foi' owning 'land are implied by the various
people mvolved mthed:.spute? Wh:.chseens to make the most persgas:.ve :
, case for leg:.tmuz;mg his pmersh.lp; How would you apply these criteria
in settlmg the Tuscarora dispute? ) .. iy

N




PUBLIC ISSUES PROGRAM =~ EISENBERG . : .

£
¥

e - The need to niake decisions and value_judgments arises at virtually
' every level of hupan, existence. No one, whether student, teacher, plurber,
:pollt:l.cn.an, judge, cab driver, scientist, magician, or ptulosqi’xer can ‘
avoz.ddealmgmﬁ'xpersonalorsoclal issues, Noraretheskxllsand}mmr-
ledge to deal effectiively with such issues the monopoly of any one group
of educatlcnal spec:.alz.sts or My one discipline,
The Canadlan Pubhc Issu&e program aims at providing a rational
- method for develeping these skills in students. ‘The authors of Canadian
"* public Issues believe ‘that “other moral education programs are too far
rem:ved from the actual situations we face and that moral decisiaon-making r
must take into acccunt the actual s:.tuatlcn in all its complexity. .The
' C.P.I. program believes that one ought to first begin with the consideration
ofanactualcaseofeth:.talcontroversy then . determine the moral o
‘ :principle operatlve in that case, and not ~ begin with asgeneral moral
principle to be appllai to sxtuatlms of a cer‘t:a:m type in which -a moral

"

o

e decision is to be made o — " .’
. h . % , c e 3:" ;‘;9‘ .' /
- - s Q‘a ° . ’ > sk ® ® -
. ,& < -
. THE AIM: to develop &JSC&BSJ.% skills in students tdwenable them to deal

with matters of ethical or hormative controversy a.nd to aevelﬁu Lo
‘~aCanaii:TanSocia1$mgrogram. S Co

- ° >

, . Basically the program has two §oals. 'Ihe. férs‘t 1s¢to enable i
students to gain an mmderstardmg of the soc&etg in which' hey live through.
the active dJ.scussn.on of its major social cgnfl:.cts »The second, which o
in pract:.ce is inseparable frdm the flrst, is to enab}e *st;udents to acquire,
those skills: necessary for the analys:.s{d:scmmon, and,z?&solutlm of
such conflicts or issues.

Two mportant pomts Tust be made in thJs regard.o F:Lrst, !

than cognitive skills and dnscurs:.ve reasoning are mvolved The very °

nature of the material treated invites affective elements, such as feelings
/ . N . .

/ -
. - .
. ] .

oy T
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and attitudes, which play active roles in detemmining ethical posm.wns
The program is thus not just a set of loglcalexercn.sesbutattetptsto S
acoount far the complexity of moral deliberation and action: Second, the
develogmt of skllls does not mean that-students are taught to arrlve .
at correct positions. One cannot literally "teach" someone what ‘is r:.ght.
It %s a basic assumption of the program that the process of determining
right is the goal of any program in social ethics. Ethical positions
aremttobefoisteduqm‘émdents. .The onus is on students to attempt
to arrive at a position on the cmtrwersml 1ssue Wthh they consider
acceptable. )

Since its inception in 1969 the CPI program ‘has developed a

series of case~study units in paperback format with topics chosen from

areas of greatest current social interest and relevance. The units . ®
already published, deal with 'problem areas such as Canada-U.S.A. relations,
labor-managm\“e;t? relations, French Canadian separatism, rights of native
people, human life and the state, govermment and education, youth in
society, police methods, the current Status of wamen in Canadian s,ociety,'
and Canada's ethnic minarities. ‘ T H

L.y

THE METHOD: the use of a "strategic" reasoning discussion model. 4

‘A general ‘means-end' or 'strategic' reascning model has been .
dev:.sedforusemtheprogram 'nusmodelldentn.flesthevarlwsfactors
requ:.redforcbns:dermganddecmdmgupmvaluelssms As stigh it also
servesasananalytlcaldevmeforteadxersandresearchersm}}ﬁtlt
pr&eentsthoseoaweptsneededtoanalyzeMmfactpeopledodealwmﬂl'

rroblems. There are six factors represented in this model: .

1. The recégmtlon and formulation of specific goals in the
context of a.value system. Goals are never set up -in’ isolation
from other Yalues and goals. For example, as much as we value

: . . clean air and find pollution undesirable, we also value those .
) products derivéd fram polluting industries. Obviously we must
strike a balance between the two conflicting values dealing

- -

with problems of pollution. &

— v
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2. 'The recognition and formulation of relevant conditions.
These are the material comditions, including political, -
social, and econamic conditions, that affect that attainment

’ .the specific goals either positively or negatively.
‘ Knowledge of scientific facts and principles enters here,
4 : as doe® perception and understanding of the positions of
all individuals and.groups involved in the issuwe.

.

3. ‘The recognition and forrulation of campeting strategic or -
~ means~end principles. 'These principles constitute the basis
on which,are constructed the various alternative policies |
that can be ysed in dealind“with the issués at hand. ~Any .
policy that we adopt will rest on the belief that it will
. establish the conditions that constitute the most effective,
acceptable means for achieving the goals. In any situation,
we are likely to be confronted with a choice among a number -~
of possible dourses of action, each of which rests on a | .
general means-end principle. It is usually helpful to list
the campeting principles or courses of,action and to estimate .
the degree to which each of them can he expected to establish
the necessary conditions for achieving the dedired goals.
.. That is, by comparing the various principles we then see
' which one is most likely to bring about a particular goal.

4, - The camputation and strﬁ_mg’ ing of balances between g@ting
inciples. Given ternative courses of action stated.
in (3), on the basis of our own value system and preference,
a choice is made of the principle expected to achieve the - -
ﬁired goal most closely,and satisfactorily. In choosing !
sort of action we consider appropriate - that is, in .

deciding on means - we are applying a principle of action
in which our own values as well as cbjective expectations

N ot are iI@liCit; .

] 5. Dga.dmgupon a best course of action. ‘'Therefore, I shall

, Use means X (or Y or 2)'. The inference drawn here is not

a deductive inference but an instance.of a distinctive kind ..
of moral inference or moral reasoning. We cannot-make moral |
decisions simply by mathematical formula; we must always
affirm a value position or value preferences in doingc SO0,

6. i -ﬂuatis,'taldngél'xenecessarysteps;operfomneans\-
Crygpd). - I

t
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THE TEACHER'S RIE:

the c¢reation of a classroom atmosphere oanducive to
1deas

f) " The teacher must be open to studept ideas and their ctiallenges. :
mebeadmerismtexpectedtohmalltheanmssincepdalmwsms o
" coverawxderangeoftopicsandnomecanbee:qzectedtohaveallthe
¢ knowledge relevant to those issues. Both the teacher and the class must 1
\\ -+ " accept that there are no absolutely right answers and be prepared to ‘
: oopewimuambiguityinmrmtmuﬁscaﬁi?im. It is the teacher's’ |
task to lead students to a position of )
to.cxitically assess the evidence,and t the validity of their position’
in the light of new evidence. . : '
"méi:ead'xermy'needtoﬁ several teaching postures during
‘ q thecmmseofadiswssxm/séri&eofdmcmsm Exanples of such
postures are: . &

&l

A

1. mermmgpz(objectlvenndlator do&snottaleapoéltlm

manzssuebutstatwafgumtsmbomm,mmes

- : the discussmand requests student clarification of their

L pos:.t:msdurmgdiswssm The teacher is also a

. A person in this role. ..

\ ' ! : >

2. 'mesocratlcapproad'x tlusreqmresthattheteadaermt

‘ take a firm position but rather requires the probing-of

v . student dialogue by raising questions not asked by others .
in the class. He:eﬂweteadmattatptstom:posemalmesses -
andirmmistmc:.esmeverymesargtmts. :

3. The devil's advocate - takes the point of view in oppos:.tlm
to the majority, as yoc1ferously as necessary. .

: 4. Removed cbserver - teadrerdqwnottakepartmthedls- s
. cussion at all., This is often used when the teacher feels
. > ﬂlathlsorherprresmcewxllbeumibltmgtothemltlatlm
of continuation of discussion.

- ‘ - . \

I
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are available from Publications s‘ales, OISE~ M, Levin and C, Sylvester,
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-7 CEXAMPLE 0F [CLASSRO.OM MATERIAL -FROM

CANAD AN PUBLIC -ISSUES PROGRAM -

4

o2 SpecialStat'usorqualii_:y'?* '

The St. Regis Mohaks
. 'Wheniéatreatyhotatréaty" Same native people would claim 4
tlntatreatylsnotatreatymennatlvepeoplemuldbenefltfranlﬂs i
e appll@atih'f Take the case of Jayl . Treaty for instance. In 1794 Britain 7
andthetmlwdStatessn.gnedJays'Ireatymanefforttosettlemany '
--.'ofﬁxedlswtestmtraramedbemeentremonaumsafterﬂeknencan
revolutlm Anmportantpartofthe treatxidravupanacceptablnborder
between the young Unlted States and its nelghbor British North’ pmenca.
UnforumtelyforthevbtwklmilansoftheupperSt.Iawreme '
River, the new "internaticnal border ran through their ancestral land ' '
‘holdings, The treaty negotiators, recof;m.zmg the dlfflcultles the new
- boxaermghthave for the Indidns who traveled andtraded throtghout .
. ‘the bom‘der region, included a clause granting Indlans special exemption
ﬁ){' from custems and, tariffs. ArtJ.cle ITI of the treaty states: .
Y U 'Nodutyonentzyshaueverbelmedbyemaerparty

[Britain or the United States] on paltries browht! by
land or inland navigation into the Said .territories
, . © * respectively, nor shall Indians passing or repassing
= 40 e mﬂxthe:.rampmpergoodsgnieffectsofmtever
e ) naun'e,payforthesameanympostordutymatever
But goods: in bales or other large packages unusual t
. annxgthelxﬂzansshallmtbecmsmeredgoodsbe- 3

oot Jonging bona flde to Ind1ans~ - o y
1 N » . 4 i - . Ve
] &‘ i v
. *E&an EJ.Séﬁbﬂ‘g, Jey) & m&.v:, H. Nat:.ve SurVJ.Val ('Ibronto/
!/ N O.I.S.E. ’ 1-973) ’ W' e/3’32. . . Ve i




The Indians interpret Jay's Treaty as giving theém the unchallenged right
to -carry their personal goods back and.forth across the border without
" However, according to parllamentary practice, treaties can apply
“'inside Canada only after’ the Canadian Parliament votes them into Canadian
law. Since Jay's Treaty was drawn up by Bntam and ‘the United States
) more than seventy years before Confederation, Canadian Parliament never
\  Vvoted to enact the treaty. Canada:.sboundbylntematlmalaspectsof

States, but it is arqued that ghis does fot apply to those matte.rs that
_are mternal Canadian affairs, such as custams dutles.

e 'lbtheMdlawkIndianscft}mSt. ReglsmserveonﬂueSt. Lawrence
Rwer at Corrwall, Ontarj@; ﬂue nghw granted by the custams provision
of, Jays'I‘reatyaz:en/\orethan justatedmlcalpomtoflaw It affects
theiz day-to-day/hfe. The Canada/United States boundary cuts through -

. the St., Regis/Réserve. Indlanscaxry;.ngpersmalgoods into the United
States are/exen'pted fram duties; Indians moving north are not.
i AN 1956 a member of the St. Begls Reserve, Louis Francis, bought
)Aée/ffw\ gmachmemtheUmtedStat& Whenhearrlvedatme

/ Canadian border his washing machme vas seized by custams officials be-
/ cause Fr cis would not pay the required duty Fraricis’ took his case’
to andg.twentallﬂuewaytoﬂxeSwrereOommtofCanada The

court ruled that the Canadlan govenment is not bound by Article III

qf Jay S 'I}:eaty, because Canada has not rata.fled the tmaty, and payment

of - custams duties ab‘leBS equally to all persons 11v1ng in Canada. CL
Althou;‘a the federal government won this. 1956 customs case, it -

did not carefully enforce the rcustams regulations for t:uelve years. Iné

1968 custams offJ.c:Lals began a mare systematic check of cars and persons |

crossing -the SeaWav Intemat.mnal Bndge at Carmvall, and ‘the Indians '@

. gr,ewangryasmrbersoftheSt PeglsReservewerebeJ}xgstoppedfor

. ' On December 18, 1969, & protest demonstration to dramatize the.

’ Indian concerns took place on the Canadian side of the Seaway Inte.rnatlonal
. Bndge. With televmsmn crews ’ reporters , and ;hotographers /mllln.ng al;out,

‘ . '] i . 1&
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St. RegisIndianssetupgroadblockacxpssthebridgeforthreelmms. i

The St: Regis Mohawks.were joined by Kahn-Tineta Hatn, a 26ryear-old - '

Mohawk Indian woman from the Caughnawaga Reserve near Montreal. She was, >

welllcbmat:mss(hnadaasbothafashlmmdelamianmdmnnghts

- activist: . . . .
Aftertrafficbackedupforsanedlstancealaxgtheroadleadlng .

to the bridge, Cormwall police miwved in to clear the road., The Indians
refused to Lift their blockade and a scuffle broke out. Farty-nine |
“Endians were arrested for cbstructing traffic, incluling Kehn-Tineta e
Harn, who was also charged with carrying a.concealed weapon - lier knife.
Bail for most of those arrested was paid by the St. Regis Indians at
$25 each. Kahn-Tineta Harn's bail was set at $300., Eventually all .
'dlargesweredroppédma&legaltedmicality. ) )

' Two weeks latar, on January 5, 1970, the Indians again dramatized
~__ theit protest. Leadnx;asnallbandofhﬂlawls,Kam-TmetaHomaxrlved
//,\atCanadJancustmﬁmthehr:dgefranthemtedStates She. declared

the goods she bought in the United States - a peace pipe,, an Indian '
‘headhand, and same groceries - but ignored: the duties demanded by
custams officials and walked through the custams station accompanied
by a dozen Mohawk men., When reporters later asked the .custams officer
why he did not detain Kahn—T:meta Hom,hereplled, "I. couldn'i:vexy
well tackle her," . i .
. A fazr-yearholdbﬂmkboy, Alex Bums, d:ldmtg:.ve custans
officials as mich trouble, Within an hour after Kahn-Tineta Horn disre-
gardedthedemandsofthecustansoffmlaJ,s trmeeKIPccnstablesfran
Long Sault arnved to assist the custcms offlc.lals, should it becane
necessary. AstheR}Pswodby,Alexwasstoppedatthecustmspost.,
Hehadjustpalledaboxofgrocanes,manmgsugarardbanam& .
'acrossthebndgemhlssled Alex and‘h:.s fatherrefusedbopay duties
mthe$1294vnrt310fgrecer1esandmacoordanoew1ﬂ1federalmstans
regulatimsthegoodswerecmf:s&ated ’ ) .

That day the actums of the custansofflcmls ‘and RO officers were-
mtcmsmtent. Mothermhawkduldrenpassedtmmghcustansmth
a sled loaded with groceries as officials a,gxipollce claimed nhot to see:.
them, - S o . 3 ! *

Both sides had made their point. Cust;arsofficialsclaix‘nedthey‘

- ’ N o o . / , .
‘. . 15 ‘ ‘ .
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. Jay's 'I‘reaty. ‘ ' \\ \ s

'Historical Context = D e ‘ "4

-had applied the customs regulations equally to Indians aminm-Ind:Lans

Kahn-Tineta Horn, inatelegramtsol?rme Minister Trudeau, immedia y
following her violation of custans requlations, stated that throug her
action'the native people had again ‘asserted their rights as granteds;n

Mo days later, on January 7, 1970, an hour-and-a-half-long A e
meeting was held in Ottawa between then Minister without Portfollo
Robert Andras and a delegation fram St. is Reserve on Jay's Treaty

- issue, Dressed in traditional Moliawk clothing the delegation demanded

the recognition of native rights as set down in Jay's Treaty of 1794. N
While the minister conceded that ‘the Indians had legitimate grie »ces, °\\
he felt the solutlons lay in consultation not demonstrati Any solutionsw

.wouldtaketm\etofmd Inthemeant.xmehesmgestedtothenatlve

people that they ‘not rely on three-century-cld treati @r their r:.ghts
but take steps relevant to the present. He suggested ﬂeb same native
people be elected to parliament. The delegation returned to St. Regis.
Jay's Treaty has still not been ratlfled.

1 i

'me Issues

e Should the Canadian gmremnent ratify the Jay's Treaty pmV:Lsn.on
exempting native people from custams duties?

3 ¢ .

. -
)

e After Ccr;lfederatlon in 1867, was the new danmlon conmltted
in any way to' continue respecting all treaty obl:.gat.mns made )
‘" by Britain? .

e Was the Canadlan gcverrme.nt justified in accepting existing
criminal and civil law codes and internmational treaty obligations .
while rejecting .the cbligation to fulfill treaty omgi’cments ’

. .made to J.ts c1tlzens" . . >

® Do you believe that the native people had an historical ,
right to bring their personal goods into Cahada unhindered?: oo
Do you believe they should Stlll have that r1ght‘> Why? i’

-

o

N
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. ® Sl’uﬂdthenat:we peoplehavebeen carpensated‘for the loss
of their specmlpnv:.leges? Why°

'o Do you believe that changed pol.tt:.cal situations entitle
govermments to reject agreements or obl:.gat:.ms made by

aprev:.ousgwerment?

Parallel Situation I
After the 1917 Russian revolution, the new Soviet government
. brought about sweeping d’xa.ngg,g,in social and econamic policy. These were

" radically different from the ‘policies of the deposed Czar. One of these

dlanges was the natiocnalization of the mining industry in the Soviet
Union, mcludmg holdings of Canadlan investars. ‘The new Soviet ‘govermment

wlamed 1twasmtbamdbyagreenentsmadebebveenﬂ1eold€zanst

govermment and foreign investors. Those Canadians affected by the: change
protested but they, could not hope to save ‘their original investments or
win canpensat:.m from the Soviet govenmmt without the agreement of the
Soviet gowverrment. After more than fJ.fty years the issue is still not
settled, : - .
" ., ® Was the new Soviet governnént within its rights to violate
older agreements? .
® Were they Justlfléd? Why”
otDoyoubel:.eve thatthemtarshadanghttoexpect
campensation? - i . < ‘

) ® Does this case parallel that of the native pecple? If so,
how? If not, why not?

Patallel Situation II - - g - S
In the peace settlement afterthekrer'ican;revolutimmenew

American govermment agreed to ‘compensate loyalists who had left the

mltedStatesomw}ghadothem.selostpmpertydurmgthemseof

the revo]:utlon It was left’ to the separate states to supply the necessary

funds tocdnpensatethe loyalists, Sqne stag:a, however, were reluctant

to pay. ‘Until the Americans paid, the British threatened to keep troops

(9

-~y
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stationed intfortified trading posts in the Ohio Valley, officially
part of the United States, However, as part of .Jay's- Treaty the
Americans agreed to act  effectively in settling loyalist'clai:rs: 4
The British left on schedule; the Amerigans never fully settled the
loyal:.st claims, )

’ 4 "® Do you believe that péople who lose property as a result
- ofwars}mldbecmpensated" 8

. @ Should they-be carpensatedbythenctoreveyﬂnxghthey
supported the loser? &

e Should ‘the Americans Bave been forced tor‘uphold their
side of the agreement? .If so, how? ’
e If the Americans did .not fulfill an agreement that they
ratified,, is there any reason to expect the Caradian govern-
~#*  ment to fulfill an agreement it did not ratify? Why?

e Do you believe that both the native people and the descendants
of the loyallsts have continuing grievances? Just the
descendants of the loyalists? Just ¢he native people? Neither?
Just:.fy your choice.

K , e

’ . ; -

Custams Requlations

; oIntheSt.fmglscase,theIndlansdanandedthatﬂ)e\ﬁ:
;/ right to exemption from custams dutles be remstated Is
1 this a legltlmate demand? . v
" : d ) o
‘ ® Since the govermment did not enforce ,customs regulatlons -
for twelve years between their 1956 v1ctory in the Francis
e . case and 1968, does this make the position of the native
people stronger? ‘What if the gcvcrm\ent had not enforced

tne regulatlons for one hundred years? For one year?

o If the nata.ve pecple are to be exenpt from custams duties, -

: . should it once again be without intexference of custams
! ' inspectors? Should they be exempt from custams for all
: , personal goods, such as ) i
) - fish caught for food in the Uméed States, to be eaten
i in Canada? :

~ pelts fram animals caught in the Uru.ted States, but

to be sold in Canada? K

i A i
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- groceries p\mchased in the Um.ted States?
,;"acarfdrpe.rsmaluse? S

- marijuana, illegally purchased in the United States
‘ for personal use in Canada?

On what grounds do you support yowr answer in each case?

-

3

Spec:.al Privilge

° IftheCanadnangme.rmentra‘tlfmﬁ theﬁmv:simsofJays
: Treaty granting exemption from custams duties to native
s ‘pecple,, the native people would gain a privilege denied all °
otherCanadJans Is this just? Whyorwhynot? ! :

”‘Do‘you ag‘iee that the custams exaxpt:m‘for native— -~
peoplewasmcltﬂedeays'Ireatytoneetspec:.fJ.c

s pmblensml794andhashttleormrelevancetomd1an

. life today?

° Doywbellevethatbecauseapersmlsbomanlndlan
helsentltledtospeca.alomsz.deratlms? What are ‘the
_ argurents for and against special ccnsnieratlon?

,2,;; ___ e .Do you think native- les}nuldbe"beyondﬂle],aw"
S in other areas such &s hunting and fishing regulations,
o cmwlsoryeducatlon of children, and taxes and death

- duties? ’

3
i

Parallel Situation III - L
’ & { .

] Anmgthenanymtarnatmnaltreatl&mgovemimﬁomal
3“relanzlons between the United StatesandCanadaaretreatlesprotectmé
, migrating birds fram mmters, especially those hmting for sport. . -
Inorde.r to meet its obhgat:.ms under these international tnea’t:.es,
the Canadian Parliament enacted the Migratory Birds Cmvent:.g\ Act.
chever, foryearspnortotheMmratdxy Birds OmvenumAé:t land
treatx&sbeweenlndlansandthefederalgovenmenthadspec;ally
exemptedIndzansvmohtmtedbirds for food fram any hunting reg\ﬂatlons

In1964mtheNortlmst 'llerrlbonwanlndlannanmsmyea
. waschargedwnhshootmgadudcwtofseasmcmtxarytothe
e Mlgratt;ryB:.rds,OonventlmAct Smyeawasnothtmtmg forrsportbut

.
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for food. Since 1959, when Sikyea spent time in Edmonton for treatment
. of tuberculosis, he arid his family had suffered financial hardships.”
‘ They lived on welfare and Sikyea.did a little trapping of muskrat to
~—eamext7':am1ey. On the day he was discovered with the ‘duck, Sikyea, ‘
eqmppedmthasmalltent,hlsgun,andtrapswascnhlswaymtothe'_
bush for a two-or threewseek trapping trip. - i
Sikyea claimed that he was exempt franthehmtj.ngreg\ﬂatims'
"oftheM:.gratoryB:.rdsCaNentlmAct Hearguedthatthelamitreaty
between his people and the federal government spec:.flcallyallmed the
Indians to hunt for food at any time regardless of any game regulations
thatmightbepassedlater 'mecasewenttotgeSuprenéCourtof

Canada, Which ruled Sikyéa quilty. The Migratory Birds Comvention  ° .
Act, thegCom:texpla:.ned, took preceqence over any treatyv_ufh the
Indians.I
Iron:.cally, the hunting season in the Northwest 'Dernton&s
-forthetypeofdudcthatslkyeashotforfoodlsJ.neffectatthe
: J)tmleofyearwhenthesedudshavealreadymgrabedsoutl'x.‘

o Do you believe tlntS;kyeawasmﬂunhlsrlghtstos}mt -
_ the duck for food? Why? s ‘ -
¢ .

> ® Should he be granted special htmtmg pr1v11eges that are

»  denied -other Canadians? 3

~

' ® Should other people who must hunt for food be exempt? Why?

'® Are Ind:ans entitled to ccxrpensatlon for losing their
rlghts'imder the Mlgratory Birds Convention Act? .

N 3 ‘
, @ Tonld the Indians have *the:.r traditional hunting rights
' T tablished outside of the Mlgratory Birds Convention :

N i . Act? i - g i

‘o Howdéyouexplam the factthatﬂxelrxilans lose tgxe.\.r .
right to bring goods across the border duty free because °
; the Canadian govermnment did not rat.l.fy an internatignal
) treaty, and they lose- their hunting rights because the
S ' goverrment did rat::.fy an J.ntematlonal treaty? .

8 . |

4




Altematives - -

. oIfywwereanIndaan,}mvadyour&epmdtothelbss
. ofr:.ghtsasax&sultofgwenmentactlmormactlm?
Would you

o-notwantspeclalrights not grantedoﬁxerCana:hans
andbegladthespeczalnghtsaregme"

-atbatpttoinflmncethegavenmenttodxangeits

position through legal protest? »
" - resart to civil.discbedience if all legal protest failed?

- : -omtmuetohmtfdrfoodoxcarryfoodsim:oCanada 5
\ regardless of regulations?
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: ‘C(MPONENTS OF MORAL THINKING = WILSON . . B

y . THE AIM: the s;% and exercise of those E i:incigles and'r%' ing
y . e me of mor ation

..
action. . . .
. -
- »

.

o

For John Wilsen "being reasquable in moral education" is to

d:.rect attention to those rules, principles, or standards in v:Lrtue
e . ofvtumwecansaythatonemlbelmflsbetterthanamﬂaer.
Wilson has isolated a set of qu.al:.tleswhldxareomtanndmthe
notion of bemg reasonable in morality'. The main headings for
these moral wmmts@re \ : ‘ " e
1) Treat:.rx; others as equals that is, giving the |same

welghttoﬂ'xewantsandneedsofotherpeopleagto
cmesown. . v

2. Awarenessofonesomandotherpeoplesemm

3, * Awareness of the thard' facts relevant to mral
dec::.s:.ons. Vi .

13

i 4, -Bringing the abcve to bear on particular situations,
- soastodec:.dearxiactmaccordancewn.ththem.
(p. 28 A 'Beacher s Guide to Mm:al Education)

» ¢ N

A ' The approach is ained ot at the content. of particular roral.
’ - beliefs but at helping’ student develop a methodology for working
througl'rmral problems. 'I'm.s approach is based an the assmpt:l.m
. thattherelsaneduodofdomgmralltywell, Justasthe.ren.sa
\ ) method of éomg science, history, or literature well. The challenge
i . . for the moral educator is tp be clear about (a) Just what ar&-the
’ skllls whléﬁ are requisite "to 'domg morality' well and(p) the criteria
' .9 by which one can assess whe;ther or not these skJ.lls have been learned.
' _ 'mg approach is Based not only on definitions 6f reason ‘and
S methodolcﬁgy but an assunptlm that feelJ.ng, prejudlces, and dlSpOSJ.thﬂS

. i
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are cenﬁral to moral and hence to moral education.

“The conceptl of moral education demands more than jus',t
' .a set of (perhaps conditioned) movements. It
demands -more than intentional behavior, since we are
interested in a person having the right sort of intentions,
prov reasons and ives, It demands even more than this,
since we are interested in a person's disposition or
_state of mind,’ from which his reasons and motive$ and

v
H

"the act:.v:.ty of moral deliberation is not to extract’ r:.ght answers'

hence ult:unatgl his behavior will flow." (p. 67,
Introduction to Moral Education)

THE METHOD: the selective use of (almost any) educative techniques that

. alds students in their development of the different camponents

,

ofmorElreasmmg

w
" Wilson makes it clear that all educatlve (as distince from

nﬂoctrmatlve) techniques are relevant to some extent. Their reievance L

is based on the degree- to which thectedml_ques contnbutetothe
exércise of specific moral companents (such as empathy, awareness of
'hard facts', etc.) by students with specific cultiral and academic
backgrounds. -The claims that Wilson makes about the nature and role

of 'reason' in moral deliberation are based to some extent on his
concerns for (@) a more adequate notion of 'authority' for persens -
makirwg moral choices, (b) theoretical clarity about the forms of thcmght/
the loglc mderlymg sound moral deliberation. Wllson wrlbes that "what
we need first to agree about is not same sr.sc;flc authority or set of
values, but’ about the rules or principles by which we are to judge"
(Intmductim to Moral Education . Pe 26). In sum, educating people in.

{

ou:clamstoauthx:.tybuttoteadl them what edints as 'a good reason'
J.nmm:als. He:.solates3rulesofpmcedure1nthesearchfqrgood

reasons J.n’mo:rallty (and other subjects) (p. 76). S ‘
t. 5
! S Weshwldstlcktothelawsofloglc.\

3. We should attend to the facts.

. 161 S .
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2. Wes}nulduselaxmaagecorrectly.( o !
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. T . The methodology also’includes examination of feelings and dis-
positions, w:Llson makes sane succinct points about the relationship
between reason and emotion in the methodology of moral deliberation.

(1) We are Not saying
- (a) that all moral (or other) decisions -should be
. worked out by a conscious prooess of ratlocmatlon.
(b) that showing a person how to act or think reasonably
will, irf 1t'self actually get him to do so. B

.
o
v

(c) that human be:mgs always act or think reasonably.
" AN g
(2) We are saying g )
(a) that there aﬁ scme criteria of success (good reasons,
grourds, ev:.denoe, ways of justifying) for moral ,
thoughtandactlon, ie. t1'1atthere.1$sud1attung

as 'being reqsonable‘ or behav:.ng justifiable' in !
morality. f

(b) that people z.lsght to be éeasonable about moral matters,
since this o yneansthattheuthoughtandactlm
should be Justlflable - that is, it must measure up to

. ' E the reasons m which the justification cons:st-s. -

¢ (C) 4 that, althouéq a person can act vxrtuously -or well .
- : without able to give a clear account of, the |
. ' reasans for sactldn,ltlsplalnthat@.t_a:._agf ‘
- whatlsmeanﬁbyaperson 'acting well' is that

; certain reasgns (é.gi others interests).-operated in|
him, and not certamotherreasons(e.g.tomake 1
- the other issc:n look bad). Co
{
(@ thattobeeaucatedmanareaneans(atleast) to] .

- be more awaré of what reasons are to be used in that

} area, and hc touseqtlmmpartlcularcases. 3
(pp. 33-34 in A 'Deacher s Guide to Moral Educatlon) b=

. . ] VL
- . 3 i ) " s N j‘
| E 'mzscu:'z's MIE: (a) to také an actlve role in teadﬁ.rg the components
) : of moral reasoning and{b) to be aware of the effects
of his orlher own: psychological dl@osltlons on!the
xind of l@arm.ng that 1S fostered in the classroam.
- -
Wllson makes it clear g:.hat he belleves that the oanponents of

4
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\ nm:al reasoning " .. don't somehow rub off,on'tbe pupils, They need to
be taught.” The challenge to the teacher is (a) to be theorétically clear -

[

‘about the _a_i%r_s; of moral education, o) to cmstmct practlcal objectives -

&

wh:.ch would help part:.cular students bu.lld an- increased capacity to
use theﬁe camponents) ) ©8 articulate the gengral approach(es) ) which

‘. & Wwould b&st‘reahze the dbjectlves (This could involve anything from
% %’ra or classroom discussion  to rmountaineering), (d) to develop spec1f1c

“echniques, or specific, detailed ways of ysing the approach(es),

. @) to remain sensitive to '})\nlt-mﬂ factors' which may affect the puplls e
_mr:’al components Se),/l{ane ba'ckgrmmd, persorlity of the teacher, '
- etc.).) ' ’

Wilson also’ emhasues the, mportance of self-reflect:.on and
even psyd'lot-he.rapy for the teacher who does moral educztlon He stresses
the subtlk and often unconscious role, of the teadxers' "hidden agendas",
personalblasesandneeds (t:obelmedbycertmnsmdents, to be seen as
"tough', aor 'sensitiye', etc., ), on the students' willmgmass to d:.scuss
openly and reflect critically. . 3 .
Finally, the evaluat:.ve catpment within Wilson's approach.is
sa.gm.flcant.. He emphasmes that ﬂ)e teacher can and shouldl assess
the progress of students' abﬂ%t:.es to'exercs.se each of the npral ocom~
ponents. He also emphasmes thats : -

13

3

*Any teacher whous interested at all in moral education - ¢
: mnwanttoknmmtl'lervmathedoesworksor.mf and -
- the only way he:can find-out is 1) to.be absolubely clear
in His o mind’ just what to look for, and 2) to make sare
attempt toslook. for it coherently and in an arganized way.
(p. 47, Teacher!s Guide)

3 ° . °
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EXAMPLE " OF CLASSR0OOM MATERIAL FROM
~ [COMPONERTS - OF MORAL THINKING APPROACH| .

. .
. . 4 ‘ '

. - R - * <~ . L]
LY

4" Lord of the Fl:;.es (Wllllam Goldlm)* ‘ ;

) f Gold;.ng 8 novel is deservedly popuﬁar for use with pupils,
L . because 17%. is directly and straightforwardly relevant to their own s:.tuatlcn.
T Itlsaboutboysofsdwolage,abouttheurelatmnshlpsmtheachother .
andthe(absent) adultvqld,ﬁbaxtﬂxeubehavmmrealltyanddn R
fantasy He.noe it is not easy for pupils, to '.mlss the point': the events
andcharactersmﬂlelsland-worldspeakforths!selves
Itmmldbéawasteoftmetorepeatthennred:ums ‘points' .
which Goldmg brings out so skllfully. inevitably one would merely repeat,
in a duller and less compelling form, ‘things that are bétter said in the
_ mvel:.tself Whattheteadxermayusefullydo,'however is to try to
. generallze these and less obvmu}z points under a number of head.mgs that )
. will be useful for the puplls' moral llfe in general, For ﬁmough pupils - ¢
, _ ' may need llttle encouragement to respond to the novel, they will need -
L . . to be shown the applicability of it to kife as a whole. It is dangerously.
easy not anly to respond to the island-world, but to remain in it.

. .
N . ° , -
.

np———
~ . _

ml%" - N . ) . ) . . * ”-
Inthisislarxi-mrldorsocietf, the:peis{'éhattamittonalgé' ‘
apf keep various rules and contracts: to keep the fire going, to give

I . ' Fran WJ.Ison, J. A 'neacher's G\nde to Moral Educzt.lon ..

(Im Cha.pnan, 11973) ’ w. 1\}2—? hd
j .
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therlghttospeakonlytotheboywhohol cohch to N
e chief (Ralph), and so an. This progresslvely br down, - .

. until at ti end Piggy and the conch (both represent:.ng 'law and order'). :
are destroyed. Of course there are various underlying psychological
causes of th:.s but it 1s worth considering the mala.ng and breaking

of rules in its own rlg‘lt. '

»

P:.ggy sees at, 6nce the need for planning and action.

"We

got- to fmd the others.

We'got to do samething’... Having a meeting.'

" He is purposeful.

e wants rules because rules are necessary to get.

L4

things doné. _Ralph sees samething of the point of this, but is
occasionally in a dream world ('Daddy ...‘he's‘a camander in the Nawy.
When he gets leave he'll come and rescue us.') Jack, though he is open
to such possibilities as friendship and cooperation with Ralph, has no
real concept of rules and contracts.at all as head chomboy, he sees
. the only purposes of rules as an excuse to enforce his will "('We'll
have rules', he cried exczﬁaadly.. 'Lots of rules!
breaks 'em - Whee-ch!, Wacco., Bang!, Doink!').
-to anyone except Piggy that rules are for fulfilling certain purposes: +
and this is vhy they break dom so quickly. The purposes get forgotten,
Ralph forgets the point of havmg a fire: Jack says 'We've got o have
rules and cbey them. After all, we're not saw)ages._ Wle're English; and
the Englist are best at everything. So we've got to'do the right things.'
' ' These boys have been used to cbeying rules imposed by adults,.
buj:havehadnopractlce mmalunga.nddoeymg the:.rown rules, and
consequently have no Lmderstandmg of rules. We might sayp they have

no Elltl cal mderstand.l.ng for the whole basis of politics, whether

Then when anyone N
It is not really clear

" in large stat;es or snall island-worlds, depends on same contractuals

bas:.s. mmmmnmndependsontheablhtyandthedesmtocamnmcate .
{ang reflect sufficiently. When the boys first méet, Ralph tells them

that they'must make a fire. 'At once half the boys were on their -feet.
"Jack clamoured among .them, ¢the conch forgotten ”Come on: Follow mel"'
They* cagnot wait to talk and think: they have to do samething, 'Like .

- kids,} Piggy says scornfully. 'Acting 1ike a crowd of kids!' But’

-+
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_ Raiph himself follows themwp the mowntain. Nor do they have any idea |
' of what sort of leader it would be wise to appoint.. 'I ought tobe 3
chief', said Jack with simple arrogance, 'because I'm chapter chorister .-
and head boy. T'can sing C'sharp,' And they accept Ralph because he
is' reassuring, large, attractive and possesses the'semi-magic cconch. @ -
. 'Ihebreak-do.«mofrules is, above everything, thebreak—dmn ~
| of decisioi-procedures. The constitution is violated, The elected chief- AN
/ mmtobeyed ﬂueassen‘bllesaremtheld,therearenoproperrules
’ ofprocedure It is not so much a matter of agreeing to do the wrong
thing - makmgthewrmgsortofcmtract asoffallmgtonakeany
seripus and. ‘lasting® agreement at all. (If Jack had been mch&llenged

. dueffranthefu-gt, the resulting society might have been in fhany: * , »
4 respects evil, but it might also have been more t.) Part of the ° . e

reasmforthemcoherencelsthefallmetoba th rules by proper -

sanctions, Ralph and P:ngy are not realists: ‘Ralph 1s anxious to placate

Jack, and Pigdy hopes (even believes, to begin with) that pecple will

be sensible enough to keep the rules. Oonsequently there are no means

of enforcement, no way of checking the impulse-gavexned actions that |

i wreck the constitution’and destroy the society. ° ‘

> N 'medueflessmherelsperhapst}eadamnessofthemnense
Mofmysoclety,srmllorlarge Pup:.lsareusedmatradl-
tlmoflawandordervtudahasbeenbmltupsloxlyaqdpamfullysmpe
man's earliest days, and which even now is easily broken down. If péople
were reasonable, if they could reflect and commumnicate like Piggy, if
tieyoouldmms_teadilyinﬂmrnﬁmsmeaﬁsmdameygesmd,
and calmly agree on the means to achieve theni, politics would be simple.

. But people are not like that.’ Kmﬁ.ngﬂxatwearenot,weiightlydevise

- vapidus. mechanisms to keep owrselves on the right lines - the mechanisms
which appear, in camplex and large-scale societies, as voting, courts
of law, elected representatives. 1egltmu.sed author:.tl&s, police and -~
law-enforcarentbodles,,anddebatg‘, Allth&e, J.fonlymsmple’foms,
arerequuedfor.anysocxalgrwp,tuvevermall Practice by acting . .

— or role-playing or (better) by taking same respcnsxb:l.llty in real llfe
° orin 'simulating situations® for social order and control,- may bring + ™
) these points -hame to pupils and help them to bridge the gap betwee® the
'~ primitive insights gained from the novel and their real-life behaviour.
\ 0 \I - , M 1 6 '? . ~::
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ULTIMATE LIFE GOALS - BEGK - ' : ‘
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INTRODUCTICN
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-

Beck's proposal's regarding Value Educé{:iorl' may be described. as
the "values discussion" appmadn or the "ultimate life goals" approach . .
. « Systematic reflect:.on and discussion, which tend to be neglected bv some
o . other appmoaches, are enphasmed ‘as crucial processes. His approach does, .
/ however, incorporate certain aspects of values clanflcatn.cn, role—playmg,
casestudy dllem\a,anqumryskllls bectmquesasthesehavebeen
developed by other ‘authors. In this sense, Beck's approach is botht’
eclectic and canwprehensive. - :
The word “dlscussz.on“ is not meant to mply an exclus:.vely
cognitive enphas:.s, although cognlt::.dn is seen to be mportant. Various V!
> affective experiences may .serve as the focus or starting point fox;
reflection and discussion. The discussions themselves may.be }ughly . '
affective in nature. A sharp separation between the cognitive and L o-e
affective damains is strongly rejected in ,Bcck's view.- . ‘ ’
) The descrlptlon "an ultimate lJ.fe gbals approach" is apt because
’ Beck proposes to take certain fmdanentale or "ultimate" hmnan value.: , ‘ .
as the basis for reflection on more spec:,flc, value questlons These ~
ultimate goals must themselves, of course, ‘be subjected to constant
reflection in texms of vhether they are, in fact, fmdamental, and m s i
terms of thg emphasis to be pla’cednon ead”; of them, all things ocon- )
* sidered, in any given 51tuat:|.on ( - | b
Beck's views are duaractenzed by a concem for.‘ samdﬁess,«-e&:rmg X
that values are grounded on their relation to uItJ.mate life goals, ‘and
by a concern for vholeness, “taking jnto account ali relevant aspects of
. the individual's percept:.ms and capabllltleﬁ, hls rel‘:atedness to others
(and this, in vary:.ng and s:.gm.f:.capt degrees) ' t'he J.nfluence of feelings, - ‘
o intuitions, and conscience; - and ‘the role. of tradltlon and authority.
: ) IQ his emphas:.s on reflectlon and open dlscuSSJ.on and mteractlm .

(’
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he attempts to foster a balanced approach between a ':;igizi and tmenlightened
acceptance of rules and stereotypes and a value base which is totally

- relativistic and unjust:LfJ.able in terms of ftmdammtal prmc:.ples and

sound reasons.

.

- 'nmkmxtohelpsuﬁmmtsdevelopasetofsdmdvalminéccordance
© with which they can make lmportant déciEimsabbut].ife.

This involves developing an mderstand:.ng of the concept "ultimate
life goals", bemgabletoldentlfyasetogvalueswhldzarefmdamental
mﬂlesensethatﬂ\eyampursuedfo:thelromsakem\dﬂxattheymke
thepursu:atgﬁother things mrttwhxle,and being abletorecogm.zethe
relatlmshlp of more specific or intermediate values and goals to those
vhich are considered ultimate or fundamental. -

In order that this perspective be operative and effective and -
haves&geg\nranteeafsomdnessintemsdfﬁakingdecisims,sttﬁalts
need to deyelop an ability to think reflectively and in a principled
A manner., Specn.flcrulesanddmcesneedtobejustlfledmtemsof

whether. in fact they really do contribute to what is mrtlwhlle for
ﬂlenxilvn.dualandforsomety. )
o° Beekdescrzbesthaspmcessasmcludmgfmn'typesofzeflectlm

1. lbensmothatonelsmtmstakenabout "the facts

. Ofﬂem . , ¢ ¢

E 4
2, 'Ibbrmgthevaluesonelsmtsureabwtmtolmmth
: thevaluesonelsmzreabout o ' _

3

. 3. To bring neans-'val\ns, :;.nto lme w:.th emis—valt:es. e

4, To arrive atasetof fundaméntal or, ult:mate life goals-
th.mgstlatmevaluesforthelromsalw in the light ) d
-of which'one cah assess specific and mﬁermedlate values.

(Or:.gm of Values, pp. 3-4). S
£

' Beckmakma i:rorxg;casetlxat it is a major respaiéibilityof
t-hesdml to ensure ﬂxat, in an expllc1tandsystemat1c way, students
havet;heopport\mltyw ;optl'usklndofvalueperspectwearﬂbo
havetheecperienceofdomgvaluemqulrymanopen, reflective, and
sound manner.
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This coftent deals centrally with "ultimate life goals” . He
descr:.bes this conoept as ollows: . .

‘that for the great majorlty of people,
ultimate life goals: surv:.val, health,
t, pleasure, etc), dship (love,.
lping others (to. extent)-, wisdam,
iti ,\%reedcm, self-respect,

of meaning in life, and so

» _ ..'Ih%eareultm\atesm'ﬂwsensethatwtoala.rge *
“ extent (though in va.rymgd ) they provide a final

about value and purpose.
be happy, fulfilled,

: wise, free?' one may legifimately reply I just do,
that's all.' By contrast, if asked,'Why do you vant

to go to mlversz.ty" or 'Why do yo& want to get a new °
jab?' it is not legitimate to reply 'I- just do, that's
all'; achlevmg such geals as these is’only wortiwhile
if 1t enables cne to achieve a oertam quality of life,
.characterized by the fulfillment of ultimate life Joals.
THe 'Why?' . questions must be ashed and answered." (Origin
of Values, pP. 4-5) <t

>
1 - i »

Rather than attenpting to identify one overriding fundamental
life goal, Beck suggests.that there is a set of interrelated goals -
+ which serve as ultimate justifications forg the decisions which people
make. These are interrelated because théy aye often dependent upon
one another both for their maanmg and for their achlevenent, and r}p
e of them can be pursued without mference to the ot-hers and to b

. limitations and denands* of the human s:.tuat.lon.

! . "There, a.re probably no life goals are «pursued only
2 for their gm sake. Bodily health, exarple, is
K pursued partly for its ¢wn sake, but. partly as a basis
.fér the achievement of other life goal& such as security, ’
a}' - love, survival and happiness.” b_(LthJ.cs, p.,lG)

s
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"One must determine preCJ.sely what fonn an ultimate life
goal should take, in the light-of various facts about

- human nature, human resources, ‘and human circumstances
generally, Even if freedom, survival and happiness are
goals with a high degree of ultimacy, tlusdo&s not -mean
that they can take just any form. 'lheYamboundby
limitations of the human situation. They must be form-
ulated in such a way that they are reallstlc goals, "
(Ethics, p. 17) ) . .

. Another significant aspect related to "content" as preseﬁted by
Beck is that of "the mitually beneficial arrangement" or "the best possible
'canpranise" (Ethlcs, p. 2Q). He suggests that "In the major:.ty of cases,
we can look after our own needs to a conside.rable extent, vhile at the )
same time giving other petple a fair deal" (E_t‘h;cg, p. 20). An extremist
position of living only for ourselves or only for others is -neither"vay
justifiable nor very helpfui. Attempting to resolve value questions in
“terms of "mutually beneficial arrangements" provz.des, generally, a more
realistic, more balanced, and more creative approach to. morality.

Degh:ugmﬂmValm content as Beck proposes - in terms of ultimate
- life goals, the inter-relatedriess of values, and "the best possible’com-

T pram.ses - -avoids the extreme positions of either {a) accepting tradlt:.onal

rules and stereotypes without understanding their appropriateness and A
. their effectiveness or(b) , promoting an approach to values which has, -
" no substantive basis and hence provides no terms of reference for either
solridness or efficiency.” . T e
. Reflectlononvalues‘hegdnotbecarrledonm@slwptlcaland
descrlptlve spirit. _Beck uses the exarrple that one may reflect on the-
_Value of pram.se-'keepmg without belng pred.xsposed to reject promise~ .
keeping as a prlnc:l.ple of living: -

"The result of F reflection on camonly accepted values -~
will’in many - perhaps the great majority of - cases .
. be simply -.:hat one will refine the values in certain
’ ways, come to understand their point more fully, learn
—hoW to implement them more efficiently, and be more

solidly committed to them than one was before.”

(Origin of Values, p. 6)
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ﬁl\e?lection on values will also help's ; tand the °*°
role’ of authority and tradition and will take into account the influence
of £ s intuition, conscience as they, the students, are given the
CPPOE?; to q:eflect, in a systematic and principled way,- upon their
perception—and experience of life. )
~ There is a substantial number of topics which can be included,
in an explicit way, within the school curriculum and which can be dealt
with by means of the "value discussion" approach. A suggested outdine
©f topics has been designed by Beck and is included in Moral nducatmn

/m‘tl‘leSdloolsonpages3tl'1rc>\1§h7.
il

-

-

THE {METHOD AND. TEACHER'S ROLE: to Erarote value discussion constantlx
‘ relating specific value issues to ultima

< ]:lfe 903.15 - N T— —

y- In the "value dlscussmn" approach, attention is mcved constantly
back'and farth between value prmples and J.deas and concrebe examples.
These examples are drawn mamly from a familiar, close-to~hame context
with which students can deal realistically out of their own expgrience.
and"lnsight. This fact also reinforces the cognitive-affective relationship,
as stated in the Intrpduction. . ’

* - .The central focus of the discussion is.reflection in which the
specific issue at hand 1s seen in the perspectlve of more fundamental :

g‘human values. The discussion technique ray, and often does , incorporate *
othe.r kinds of activities, such’as the use of media presentatlon, sane
student research, drama, clarif_ication strategies, etc.,as a means of .
éicpldn‘:’xg and presenting relevant factual material, of sensitizing -
students to different aspects of the issve, or of suggedling various
consequences and solutigns. - But it remains érucial that the results

- of all these experlence.» be brought m’co same kind of synthesis and
perspective in terms of the value principles which are mvolved

The teacher's role in this approach is central in ensuring that ‘s
the 'principles are explicated, that.relevant arguments.are consideréd, S

and that concrete, significant examples are brought f’orth.{ The teacher
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-_classmaybegmw:.thsever,al different points ofv:.emandendupwmh

< : (Bostcn L:.ttle, Brown & Co., )

A s s e —

ngedsalsotoensureﬂaatmvmfomatlmandweasaremjectedm

. @ediscussxmanithatﬂ:exelsaposxtlveduecuonmbemsof .
mtanuve’val\es. Pmsuppged is an atmosphere of mutual respect, of- ’,

freedam, of open interaction such,that students are able to question,

" to disagree, to supplement i.rxfonnatim,_fe propose alternatives,, to
. change their minds,and so on.

Bedcn.somcemedﬂxatst:udents (andthebeacher) should make

progress tavardsmnﬁervalmposltlcns This does not mean that they
must arrive at a consensus on what is "the right answer". Indeed, a

several different points of view. It is essential, however, if the
class activities are tb be worthwhlle at all, that the various view-
points arrived at should be more! informed, better thought out, and
somder in terms of ultimate life goals than the viewpoints held at |

°

the begmru.ng of the discussum. . ' =

FEFERNCES : ) -

" Beck, Clive. Moral Edtmtlon in the Schools ('Ib;o_nto: . .
. ° ., .OISE, 1971). : .
. Ethics: AfIntroduction ('Ibr‘énto, McGraw-Hill
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. EXAMPLE "0E CLASSRANN MATERIAL - FROM - | o
i . ULTIMATE LIFE GOALS APPROACH |

, The Need For.Rules.in Society*
) Principle for Discussion: It is important to have rul&s and
L‘ principles in society, (if they are good ones). Rules are imparatant
. . for individuals and for society as a whole. They, let the i idual learn
from the past experiences of other people. A rule can be a Way of passing -
on good ad&ice-fmnmepex:s&utoamthei:andfmone age to another. :

£ N
™ Possible Examples:. (1) The rule-of driving on one particular
side of the road iIs clearly very ifmportant. Imagine what would happen
if drivers did not know which side of the road other drivers were going
to travel on. - : ’ , -

. " 4 "(2) The rulé of pramise—keeping is important.

#° %- 2 Tink what it would be-like if football teams could not rely on the coach
being there when he said he would; orifbpsesdidmtcarewhenthebus
company said they would, -or if guests,did not come for dinner on the night
they said they would. ° . .

’ . (3) Health rules, for both indiwidudls and
public institutions (like hospitals, hotels, restauraats and schools’ﬁa.re
}'mportant, if dood standards of health are to be maintained.

Nb

°
“»

. (4) Noise rules, if they are reasonable ‘.

>»
v
-

ones, are a help where several people have to work together.in the same
avea (as in offices and school rooms). -

B

Same Ideas and Theories: (a) Even good rulesgfrom society o
must often be Followed differently (that is, adapted). by different people
to suit their own-needs. The rule "Get plenty of exercise" should be .
followed differently by .different. individuals, depending on how much o
time they have, what kind of exercise they enjoy, and what is the state
of ﬂmisg.:lﬂa (a person with a weak heart, for example, should perhaps
hot exer very hard). The rule "Be generous", similarly, depends aon,
various factors: in what ways can you help other people, how large is
your circle of relatjves and friends, and how u@ is generosity

__*From Beck, C. "Man In Society: A Discussion of Ideas about
Human Life in Society" (Toronto, available fram Moral Education Rx;ojéc/t, ‘
OISE, 1972). _— ‘ v AN
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in your way of life, In each case, the rule stays the same in its general
form - "Get plenty of Y. and "Be generous" - but it is interpreted
and’ followed ch.fferently by erent people. It is-still important to ¢
have the rule in soclety, otherwise people might. farget about it, or

never even think of it in the first place. But different people can
follow it dlffe.rmtly. '

r

[ 4 -

« (b) Not all good rules need came fmn society.

Just as individuals can adapt rules by themselves, so they can often make
up rules all by themselves., A ship-wrecked sailor like Robinson Crusoe,
living alone on an island, can make up rules for keeping the. date, planting

'~tuscmps, and looking afterh:.sanmals 'mesemybe’veryuseful rules

andyet not came fram at all.

' c) It is important not to.take rules too far
even when “they are good cnes. For exdiple, the rule "Work hard" (or "Be
diligent") should not be taken #oo far; othexrwise you will have no time
with your family and friends, you will not have enough recreation, .and
you may ruin your health, - (There is another rule: ’&Allworkarx;lno.“
play makes Jack a dill boy"). As another example, the rule Lookbefore
you leap” shouldnotbetakentoanextreme,othezwmeywwuloften i
take too long to make up your mind. (There is another rule: "Don't put
things off"or"Dmtpu:ocrastJ.nate"). Again, the rule "Be generous"
should not be taken too far. You cannot be giving everything away: you
shauldlookafterymmselftosareexbenm -

(@) Some people-say; "There is no need
fornﬂesorprinciples. you.should just decide what to do when the °
prablem cames up, taking everything into account." However, 1tsqus :
to me that in practice people do often need rules td help them think >
abdut what to do. Even when .they decide not to follow a particular rule,

" the rule may have helped them in thinkihg about the, problem. Most people.

cannot just "start fram the beginning" when faced with a problem: they
need the help of rules-they have found to work well in thé past.. Also,
mules can save a lot of time in deciding what to do: there is no need

to go through the whole process ofdec:.d:.ngwhattodoevexytmethls
.klndofproblenomesup. )

L4

Scme Further Subjects for Studyi
3 \ .
(l) - Think of other rules or principles in

"‘soc.l.ety wh:.ch aregoodmes. In each case, give examples of how they’
.mqhtbetakentoofar:g Doyoutlurﬂcthitltlssaretmeswmmgtotake

a rule to dn extrene?

Do you Bu’.nk &mu‘saxé‘}ules should
t people? If so, think of some examples
why different people might follow them

be followed differently by
of such Yules, and explain h

differenﬂy. . . ; - :
' 3) Doyoureall?thinkthatwgmedrulesi‘n
- _- . ) Q‘

. -
. .o
-
. . - ] v .
e - .
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LEARNING TO CARE = MCPHAIL .~ _ ' \

THE ATM: to help stulents.upderstand and adopt a Lifestyle shich is based
- on care cansideration for O _as as .
; .

Peter McPhail and his colleagues developed a curriculum approach
to moral education wh:.ch was based on vhat students themselves thought to
betheessenceofmoralbehav:.or In brief, the research team found that

~ the’ vast majorlty of 12-15-yr.-olds saw consideration, care, and mutual
.. respect "as the most important characteristics of moral action. The ,survey
. also indicated that students expect the schools to @) be arganized in such
a way that these dimensions 'are key features in the everyday conduct of
- scthol life and (b) provide opportunities for students to explore exarmples,
implications, and decision-méking' opportunities related to practicing
a "eonsiderate- life style . .
The team has isolated 5 basic tools of: J.nqulry which can a:Ld
students in their effarts (and des:.re) to treat others as equals/ to be .
< amareoftheuownandotners emot:.ons, tobeccgnlzantbothefacts
= of the s:.tuat:.on, and to rélate t;\ese to. particular s:.tuat:.ons in such
tes a way that the actions taken reflect a considerate life style.

'__\, These are (p.® llLearmngtOCare -All quotes tak
>+ this teachers' guide): , o )
. iy 1, Ident:.fymg contemporary human needs s )
! A 2. Dec1d1.ng on prlorlta.es among these needs -
) v 5. F‘volv:.ng policies to sat:sfy these n and |,

meet these pr:.or:.t:.es.

.4, De51gmnq systerb m wmch the process of education
. ° for @mge is built in‘as part;of the essent;al

- .
cs b N
- ® . Y
. -
.-

5. Persuadmg and rotivating those within- thlS system
. toworkltandenjoymrklrgltbyneetmgthelr )
own and others' needs.

L Y
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\  The values education program we have deve10ped for use in
juniar and senior high schools provxdes direct educational
‘support for all these aims. Even on the fommal academic
level, it makes several contributions to education, For
one thing, it encourages observation, t is, the‘recogni-

ta.mofallthemm,ve.rbalandm 1, that are pointers
to people's needs, interests, and feelln;s. Second it sharpens

the abilities to calculate and ict the consequences of
actions and the range of o people's responses to them -
oé possibility and. probabili Third it encourages the
ition of scientific kncwledge relevant to the under-
starﬂmg of consequences. Fourth, it has a holistic impact;
that is, it is much concerned with bringing together facts,
* , ideals, skills, and experlenoes “that bear on decisions

affecting men and women. It is vitally infportant in decision-

) making tb be able to cross the boundaries between subject
- d.xsc.tplmes and to relate and combine the fullest knowledge.

The program can be used at different levels with all students, {
including those who are unable to read and write and those of

outstanding -achievement. Moreover, such a program, when it

helps young people to begin to find answers to their problems,

- frees them from same of the anxi®ties and distractions that
make it difficult or impossible for them to concentrate on
reqular schoolwark. (Learning to Caré, p. 11) '

mE NE’J}IOD° to ask students what they need and to encourage dJ.SCuSSlCﬂ’l
in a way which re@ects ‘the needs and feelings of each person.

The raticnale for ther eurriculum approach 1s squhrely based on -
the assumption that one can extrapolate the ought" from the "is"., To
quote McPhail, "... .'Lf you want -to kntw what people need and how to
‘meet that need, the flrst; step is to ask them to identify and -articulate

their problems as.theyseethemqndmttotell them what their problems - -

are. 'Iheboys' and girls' own‘use of 'goodf and,'bad’ inthe surveys
s}medusl'x:wthe omht'quralltyshouldoarefranme "is" of

real:.ty ‘To a large extent, the rational,.the emotlve, and the moral L

- converge on the quest:.on of. rec:.pu:ocal benavmr, which is seen to have
-a universal rather than a merely md1v1duallst1c or subjective quallty" '

(ibid., p. 30). . ] R
o - \i:;
£‘ @ - .)! -
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. The neﬂbgused  ascertain the "is" was a serigs of surveys
od in the early 1960's (with studentS) and in 1967-1968 (with
rs) . 'mereseardlteammrkedm.th 90 secondary:schools (800
ts) in England using pe:csonally adninistered questionnaires and
mte.rvm({s to find out“'.x. what sort of treatment they expected ot;hers
to acoord, ,xwhat‘ their behav:.or responses were to various forms of
treatment labelled 'good' or 'bad', and what perplexed them in the .
behavior and tredtment of others" - (ibid., p. 18). Students were also |
N asked to cite me%ple of a situation in which an adult had treated
mple in which an adult had tréated them badly. o
.'wgll' 'badly . . ° Ce

o

" less to encourage tudentstospendthe:rt:mcrltl- R
cizing adults and 3 their lot. The last thing
we want is mutual recx imination. Our cbjwctives were,

operag:.onal pmocesso§ lesoent social and moral ~ €

a considerate style of life,

people as far as possible to lea

- stand, and becane more inde

- * experiences they suffer at the

tku.rd,toenableypung ] .

t of the umhelpful . =%
of others.

. * One conclusion, however, was unavoidable from the first
¥ two surveys, particularly from the subjects' statements | - ‘

] .~ about their emotional responses to "bad" treatment of

- e various sorts.. "his conclusion was that \treatnent by
others duding childhood and adolescence is\the greatest N -
~ Tormative Influence on an adolescent's style of life, , '

° 7 Onthebas:Ls of the data coll from these surveys.aims and” ©
a currlcul were developed that would to the expressed ‘
of studen ™ese learning materials are sequenced to move from
sideration of personal concerns, to consideratior 6f_tbeAcaqcerns
ideas of a few others, and finally to consideration of broadly based
events such as the Vietnam war. 'mebOO}csllstedhereazethenewer \
American versmxs of the Lifeline Serles, which were orlgmally produced \
by I.augmans in London, England, 1972.

q
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. TE TEACHER'S ROIE: to act as a facilitator in freeing students to
’ : -, dccept and express basic concerns for the welfare
) * of others. Iy

- Several assumptions about, motivation and learning guide the
sugéestimsgiventoteadxersusingtheLifelinelSeries‘ One of the )
most bas:.g_premlses 1s that moral education is "caught not taught. '
'Ih:l.s assumption places s:.g'xaflcant responsmlhty en the teacher to
I demonstrate care and ‘consideration for eal:h smomﬁatlm - e

for a *morality of cammmnicatien within the classroom". "If a teacher ¢
deumstrat&sthatshe/heca.resfartheyowg, theymllleamtocare
foreachoﬂlar (p. 9). ‘Another related assurptlonls that reason and
” delzheratlmaremtexmghtomspuemralbeha\nor. 'Iheroleoftfwe
-ﬁeadxermtlnlsregazdnstocr classroanclmatemmlmltls -._"
na possible for students to express their 1 land uncensored) feelmgs " 2
abom:annrélissue He or' she should helpsmdenw to maintain ..
a workable balance between self-expression and consideration for the

. effectscnothersofwhatlssaz.dorckme A third premise which can

a - bedramfmnthe’l?phars ‘Guide is that there is a™core of consideration®

- -within all of us.” This assmtpt:.on about human nature calls for the
N teadmerwactasfacn.lltatorlnfreemg students to accept and express
tlusbas:.ccmcernfm:thewelfareofothers. To‘this end she/he can )
"create" a climate of considerate camuumtioﬁ by working- Jin two ways: *u
l) by working (w1th students) to refove-bloeks to such camumlcatlon‘
and respect and 2). by working (agam, with students) to bulld the four
o ab:l.llt.:.es Whldl best facilitate a Frahty of commumnication®: ‘

+

A

ES

: ) 1. lbcqtlmablhq,meanmgtheablhtytobearﬁremm
. . Fswitched on™ tother:.ghtwavelength to listen, to
: lock, and to receive the messages sent out by others.

.' L
- : tetptétatlvé amlm. ablllty to interpret , -
ST . accuratelytHerressage sent theotherpersonreally .

L. . means . what he’r ywants w:.t'noutdlsﬁortlrgltbyam

R K ° "7 ¢ prejudices and ml ceptz.ons R . - oo
S .. Lo 3. Responseabxhtz,neam.ngtheabihtytodecxdemand .
‘ . . . ‘adopt appropnate reactmns that meet the message sender's :4“’

¢ B need, Itmvolvesdelnslonmakm“evalm\tlm,theuseof« ’
% L ~ + reasom, andpsydxologlcal ms:Lght. N Vo o %




LY [

4, - Megssage abili _ty,meamngtheablhtytotranslateour

X . appropriate reactions into clearly transmtbed, mamblgucms
| messages. . ¢ 4 ‘ c
o _ .\ , -

- > . . . . s e —_—— . n .
) ) ", McPhail, P.Jer.ng +to caJ:e 'Deacher's Qn.de._for Lifeliné )

- s Values Edumtlon Curnculu'n. .
% g In other pe\gg]le s shoeé series: ée.nsitivi_t_:z',' ,
7 ulonsequenws oints of View.:
\ Prmn.ng the rule? series: Ruf% and Indlv:.duals,
’:D . | ¥gzg;ggégg%%§§;xn: , Who do‘y?u think 1 am I , in whose
'{»",? . SN Whatwouldpxhavedme series; uthdaﬂSout-h \

. Africa 1904, Soh% confinement, Linco .re g S

, A t. Amns ¢ , Street scene, Los Angeles 1965,
e , .. , South Vietnam 1966, Gale in, tal, Laondon, 1959.,
’ o e Argue Camunications (1975) . m—%"—o Na Ave., N1
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EXAMPLE “0F CLASSROON - 4ATERII\L FROM.

LEARNING T0 CARE /\PPROACH | \

- all eveningy for'you - what 'apout My pi

'mama:rﬂvsettusplacelﬂceauho

1
2 The Al‘ithority of a Father*

Paulwa]kedmthefrmtdoor at 11 p.m. ane Eriday evening. He °
stoppedmthehall-way, llstem.ng tOhlS fathersvo:.ce. He heard a chair

scrape,andtl’xekrtche.ndooropened ' / w =

. _'That you, Paul?' called his ‘mother. ' _

" paul didn't move; 'He hesitated, then called back, 'Yes, Mm,'

" The kitchen door flew open apd his'father stormed into the hallvay.
"What the hell do you cmu.ng in, at\this time? -1 waited %n

ofis? IfIvetoldyouonceIfﬁ
en ‘Friday and help me with
? '\Noig«\; You go off with your - -
He stoppéd for breath, his hands
clenched by his. sides.' ‘Thien hel said, nenac:.ngl.y‘“ 'Listen here, Paul, this
house, " this )" he repeated, jerking'his finger towards the floor, 'is.

toldyouado;zent.‘imestoﬁstaYinfhis
my jobs. And do you listen to your fa

‘_rg_t_:-anhotei, J.fymwanttostaymﬂ;youp\ﬂ_lymmwen.ght.

‘s

paul didn' t answer., He edged his way cautiously past his “father.

'meblkebrdedam,',henmttered . . ",‘

"Oh,sothebz.kebrdcedam(andrttaook... ,helookedathm
watau, !, .. four hourstomerﬁdldzt? Dld 1t?' l{e .thrust his head wﬂards

'No, Dad. Not four ‘hours, but I di couple of t&st runs ‘on it

_‘aiﬁdgaveltabltofa,clean' & . " .

. "You did, did you? Wellyoucan Just get out there now with the

¥

F‘rcm Gmapnan H. Pmrinétmmle?s WhyShculdI’?. (London:

‘ Icngmaﬁ, 1972) , pp.‘6-7. ' ' ] ' . . P




]

—then he should &3'it. Iwmttakemyhpfmhm Ifheg:.ves@ue

torch and clean thatp:.geéns loft-out foar me. G‘om. He*bookaxstep
tanardsPaul,Mmruahedpastmm,mm\x;hﬂ)eMtdenandoutofthe

=M . 1*@
MM\ "

Paul leant aga.mst the wall out:s:.de the kJ.tchen savagely bear:.ng
" leaves off the garden hedge. He felt sick with anger at his, father, whom

l’lecouldhearrantmgmmﬁlek:.tdwenathlsnm. wé
"matboygetsallhlsownway °°IfItellhimtodoscmetlnng

any, I'll thrash him, Imhnsfather,andaslmgashe'smnylnxse
he does as I say. Anddm'tyoutakesidwwzthhmagainstneor;tll
betheworsefctyw ‘ !

] Hlsmﬂmer'smloeslwokassmsald, 'waoulis@to
GeorgéLowe 'Ihatboyhasqmteermx;htodowxgnutcleanhqmt*ymr
pigeons! muck. Hehasmssdxoolmrkandmsg,ob’}{megarage He's
’agoodladtohlss:.sbe.r-lt'sherymou;httogettou;hwiﬁi,thé.
little minx. You leavehma.l,me. If your pigeon Ioft meedgicleaning .
'mt.ymcleanltyourself. B _° o ' f%.ea%’q

<
T
y
)
"

_7’,\«"»‘

Questions- - " ot

et 1, waouldfeelﬁymwere?aulmdyourdadto&ﬁle{% .-
- attltudeh.edld” ledyo\zdoashesald,ornot° Why?

2, DoyouthmkthatPa;ul's dad was wufzedmgetung

3. Whatwouldyoudomtlussuuat.rmﬁyouwe.rePaul"g
,dadarxiyoursg'xhadnt&measyou'dasked? '

4. Paul's dad said, "Ihlshonselsmtanhétel' Moy
pazentsfeelthatthelrsmsanddaughtersuseﬂehdﬂse
l:keanhort:el bemmeﬂpydmtdomdmtohelp. Do

° * you syrrpath:.se wlth ﬁiemrents' feelmgs? Why?
i ! . . » ) . b-, f
Ms/to m - I © : ' ) © *
~~ 1. KEinish the‘st-nry, saylncj what you-think mlght happen n
LT 2. Re—belIthestorywmthdadnotgettangangzy;éx_rxisay
. . you think mJ.ght happen next. ° o
- ’ ‘ . ﬁh"‘ u}ék:“\"(«

lﬁ"lgf‘:  om

§ %

'
.




o)

. ' 3. Descr:bea}memthafather, mother, teenagesmand
¢ daughbe.x. in it and say what youtm;ﬂceadgpexsm should
' do to help.around this house. -

Il
.
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DISCUSSINN AND ANALYSIS OF DIFFERING
“» ICONCEPTLONS O0F7 WORAL AND VALUES

DUCATION - ™ORAL PIE™ * :

A} - [3

3

- ibbofter\many hzmvatn're cause tﬂ'xe'innpvatimisreducedto\
; same simple sjetblance of® ltS orJ.g meaning‘ Persons utilizipg the
' 3S:l.up].ever-.v»u:n, behev:m?tlat 1tzsocnplete, fallarxdﬂxmblaneﬁ:e:.r
model. This has alreadybegmtohappenmvalmandﬂoraledumum :
values clarificdfion, for Gxarple, is.the most often refefired to label’
when ‘values education is meant, But values clarification does not suffi-
H CJ.ently ‘Gefine ﬁhe characteristics of moral and value edumtmn The
*/project has to concéptualize the problem in such a way as to <
. demonstrate ch of the»s.mgle models of moral and values education
gmaybeanecessary:.ngredmntmsa taskandnoone%delhasbem

¢ defined as' sufficient. Thus the Moral Pfe was oonstructed »
. 1Y - ¢ -
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4 f ‘ .
i « 'Right Mrong' -
. Characterizes: Characterizes: '
. ohjects, activities,| acts, practices,
e ey states. of affairs...| institutions .., ’
\ ’ in terms'of the 7in the -context oi .
. - intrinsically adjudicating .
° worthwhile interpersonal conflict
- § .
° . . "
, -
= o, ' ’,
L THE NRAL#®DIE o
Sven . ’ r“r‘ . .
I'd ‘ H o . , . . -~ -
- N * . o . o .. A
t - \’ -) N . 5 A ._ . .
; THE MORAL PIE ., ~ "% . ‘
I d O, - t .20 .
v Each sect.lcn of the pJ.e represents one aspect of values and moral
o education ‘concerns: . a . », i
. Gedmed o S
oL Consideration of is of worth, "What‘has mt.rms:.c wort‘h for
b - me" "What do I value"" éuse (questlons usually’ asked by persons attenpting
o . "' . ,' : e “ . . v




to deﬁne and clan.fy their values. This is a natural occurrence in .
life and can easily be incorparated into all aspects of school:.uq since
each;discipline of knowledge provides same insight into questions of - ’

. ‘valug Hence the study of literature, any' of the social sciences, art,
ete.. allows schools” to enrich the awareness of values in life for studen’Es

and can help ane critically evaluate the complexity of human relatmnshlps. .

Valu%s clarification as a set of strategies is espec1ally helpful in this
area of the " p:.e ° '

1

V. (@) Rightong - .

N ) ] . L N

.. The process of. building awareness and sensitivity to gne's own
values and those of’gthe;:s does raise new questions such as, "I}ow do I y
decidé what values are right?* ar "How do I decide what to do when my
valul:es corfflict with others' values which they believe are equally
‘valid®" fThis type of question occurs often in our lives, especially if
teachers and parents have been effective J.n fac111tat1.ng values awareness.
The lssues e revolve around conflicts of values and the concern for

defnung iteria for solvmg competing claims between persons.’ Caurt

systérshavebeende\(elowdtohandlesudgcmcernsmﬂxelegaldanam N

butwe cannot expect that each time apersmhasavalue conflict with
another that a céurt must hear the case. This concern, for values con-
fllct adjudlcatlon 1s the oorﬁrn of the second piece qf the pie, labelled
"Right wrong" . - '

Ty Issu?s of right and wrang usually result when ‘persaons , have ~

sare{:oupnofwmeydefmwhatlsgood that is, theyvaluepartlcular
things' or ideas and came into conflict w1th others who values\thmgs in”’

a dlgferent order g of a dJ.fferent kind, ~This is an especially difficult
problen in a nation which espouses cultural dmers:.ty, for example, |
because . there exists little formal help in hov to tell when one value is
x{ecessanly better, than another. De'nocracy Jsl one ati:enpt at systanatlcal\ly
adjudicating value confllct. Lawrence Kohlberg S oogx’&t.wc moxal develop~

'mentnbdélattanptstofocusonﬂieseconcems?‘_ -,
: SR . . AN .
' . , W - . M ﬁ [ .
4 . * > hd P o4
L 4 ﬁ.
‘ L&C,
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Yethhlberq s work gays little about haw one%ay defme what is worth-
< whlleandlfonereducesthedefmltlmofvaluesandmraleducatlon
- » tohlsmodelalmeltmﬂdbeanmjustlcetothecmcept.
-+ © 3 PraiseBlate L ' —
Once persons have.been able to define what they believe has worth
andvhat’“tﬁey believe is right,they often make Judgments about other persons
moral worth, That is, we make praise amd blame statements about other
persons - "He is just another inmo;:al politici " or"she is a kind person" -
.andthesejudgmentsaboutother'saj:e' lypredicat:edon'c:!‘u-:-aforc.L
rentioned notions of what we conceive as good and.right, This oconcern -
far the fture of the pralseandblane process .is the concern of the.
third piece of the pie,But ongé again a focus on just thrs‘aspect of
, »" reral ard values educatlon would be a disservice to the ccmplexlty of
s the problem. - : : L, e

‘ v
. .

e -

. In classroams teachers* and students constantly engage in all‘*'*
. g three p:.eces of the pie, psual]&y w:.thout bemg aware of what they are
.  dding,hosver, Take for example the teactier who has decided that it
would be "Good" to have- the 'students study a Shakespearean tragedy. “he »
‘ studmts may not, of ocourse, agree to such a definition of "good". ’Ihe l '
stxﬂentsmayask.-.f1tsr1gHtthattheyd1dnothavetheopporbm1tyto
» - cheose what area of literature Eheyweretostudy since their notion of
; what-is good differs from that of the teache.r. The teacher may resolve
- ghe matter by referring to teacher au'd\orlty‘ to make such g‘gc.\smns
. (power) or may decide-that the teachmg objectlves are 'such that any
number of pieces of literatute may be approprlate and agree \:hat the¢ .
shﬁentsshwldhavesaredmme.'Dependux;mﬂaeo&tcmeofsmﬁ R
deliberations it is easy to ‘envisiop the kinds of posatuJe and negatlve
Judgments coneerned with th:Ls issue ¥or both the tea and the students,
. Indeed, parents "and teachers are tantlzymakz.ng praise and'blame Judg-
ments of their children and students usually on ah’ inplicit value~

Ny




system upon which there has been liktle reflection. The middle-class

teacher in an mner—city school poses the typical instance of .value i

' dJ.fferenc&c . ! .-
K] . : : ' N
i ; ) ’
‘ “ s ,
o ~ ’ ‘ //(
4 Moral. and Jvalues education may noW be clarified as‘concepts in

tenns of the—merai pie construct. If one's conception of moral or
H
cmcemed w:.th 'What is Good?" then we would class1fy such a conception
;as belcngmg to "Values" educat:.on If one! s conception £d11s mainly
within the realm of the section labeled "Praise/Blame" we would call
that "character" education. That which falls into the sectison in whlch
‘the ma.jor &lcern is for what 1s "r:.ght" ‘has traditianally been referred
to as "moral" education, and we ‘would continue with that label. WMAT Is
mmm ™ NO'IE HERE IS 'I}IAT WE QONCEIVE OF P'DRAL/VALLES EDerTIQ\I A
REQUIRING ATTENTION TO' ALL THREE SECTICNS OF TE PIE. SNO one model does’
fthis,ar@ thug we do not recommend the exclusive use OF any ane type of
conceptual fi:amework. Teachers and parents must becave aware of the,

S 2

relatlonshms inherent m values questions and prov:.de students opportmm.les

-for explqrat.mn in each of theé damains.

values education falls mostly within the realin of \that piece of the pie'

é - ’ > >‘ ' .
. { ‘ . "o
7 ~ < :

MORAL PIE APPLIED TO CONCEPTIONS OF MORAL AND VALUES EDUCATION

s L [

3 * - —\ .
‘ - . The moral pJ.e can be used to help Us cempare and contrast

dlfferent theories’ of noral educat.mn whlch we have reviewed, Since
theories of moral educat:non are, clearly about ra111:y_ as, opposed to
science or music, e.g., and:since theyporal pJ.e canprises !

~ _the basic concepts of nnrallty, it ‘should be pgssmle to usé each-of the

¢ 4 . . -

* - 4 . o,
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Co ‘ - 4
ok . T - &oral Pie Table =~
. & } . s > -
1Good/Bad' . > %J’ght/Wrong' v - 'Praise/Blame’
Values Clarification -« . oo n
. Ultimate Life Goals Moral Develéprmmt ! .
® 4 RS

. ‘ . Camponents_ of Moral *Itunk.mg o x
S American Pu#lic.Issues .

: Ca.nadJ.anPubllc Issuesf
= "(—Leanu.ng toCane—-—) ?

: ,
I ot

kY ' . - . é . N

5 f Ve say 'rough' for two reasons: (1) Same of the ’éases are mare, difficult
to assess than others,» m&eam’tndlcatedmﬂietablebylinésextermm
cvernmet}qnonecategoryandbyqtmtxmmarksf By listing these theories

inthlswaywedonotneantomplythatﬂleydealequallymthnnrethan

one concept, but rapher that therelssm‘eanblgq:.tymthetleory (orm o
. ‘our mderstandmgoflt). (2) wgatlsbemgcategonzédlsthe__l__
é_c_glas_;ofea&ﬂleoryasfomﬁmvanouswn s about it. In-same
cases, eg. Kohlberg, this anmasxs is quite clear (although it m.l.ght not
. / mmatway franasuperf1c1a1 consxde.ratlm of thewordshesdretmes
- ’ ) - . . o, Cy

- . We aremot‘mcludmgneweyand Plagetonthetablebecauseboth
are more theoretical framesworks, built on by ane or, mbre of the others, .
. rather than a theory of moral education per se, ~




usés in describing his stages). In other cages it is much more of a -
judgment on our part; e.g., values clarification’proponents are usually
\ ‘ somecxsemﬂmuseofmralcmoeptsthatmecanouuy(andmst)
’ nahewarrantedmfemcesaboutmattheymallynean In either case
oweamlwknxgm'ﬁeneaﬂxﬂmmrds-attrewayﬂzémrdsaretxsed-
" in,or to expose,the kind of concepts being dealt with. Therefore,
- . after llstmg each theary ‘in the table, we V'Jlll try to illustrate what
we are doing by concentrating briefly an Moral Development, Comporients C:
. of Moral Thinking, and Values Clarification. However, since even these
__mare eldborated analyses are necessarily superficial, the point of them -
and the table as well - should not be taken as°an attempt to provide a
rigid categarization which cannot be contested, but tather an attempt to
suggest a way in which you can go on to further develop and clarify your
understanding of these theories and others. "

-

\ - — ®,

Moral Developnent LT . >

@

Asmngtedmtbesectlmmhdﬂbergabove x(ohlberg s theory
‘ does not categox:ize different kinds of culturally specific moral beliefs.
r 'Ihatls,1tdoesmtstartfranap031tmnonwhatkmdsoft}u.ngsa;e'
i right or good. However, it does start from definite assumptions about
% ; theboundanesdfthemalrealm,le.,mthwhatcmmtsasa "moral® .
; _problem orsjudgment, What this means first of all'is that Kohlberg d de- '
. ‘fmw a moral s:.tuata.masoneof confllctmg claims.

. - A'moral conflict is a confllct between cimpeting
i - . - claims of men: you susm,youversushlm
, The precondition” for a moral cdonflict is man's "

i N . .capacity for role-taking. Most social situations "

\ ' . are not moral because there is no conflict in | . | .
i ) , mle-tia}u.ng between the expectations of gne person
AN ang . Whére such conflicts arise, the |,

. principles we use to resolve them are prmc1ples
' of’ justa.ce * . . ; : )

Lo

L3 -‘. . . sy

* ) : .
Stages of Moral Develogment, p. 51.
. - X .

+
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.o . " , *x
) . v .




o

'I'nat this ‘is the starting point of the theory can be seen most clearly-

. in the nature of the questions which Kohlberg uses to measure a person's
level of moral development. The data with which Kohlberg “works are
collected by first presenting a _person with a hypothetical moral dilemma,
asking the person vhat is the r:Lght thing for the actor in. the dilemma
to do, and then trying todramroutw:.th asern,esof probing questiars
ﬂmestruchueofﬂ)epersmsreasormugfomung,thecognltlvebamsof
his judgment. Each of the hygothetlcal dilemmas preﬁents a person w:Lth
a situation in which different claims -are gpposed, whether these claims
came fmn same physical need, ectional ties, the social order, or same
felt moral fnlpe.ratiye. Whether a ‘ ‘judges. X or not-x to be right
is inmaterial; what is important is why he thinks x or not=x is right.
The important point to kiep in mind here is that ‘the context of this
deliﬁerat;"@iv is always a sitvation of conflict, and that thorefore
Kohlberg's theory is logically restricted to the ccncept of 'nghtNrong
. Having pn:ev:.ou.sly noted that his theory does not cons:.der issues of 'pra:lse/
blame' as central to morality, in/the following gquote Kohlberg clearfy=
ackmwlédg&s that he is also not concerned with the 'good!, but solely

. w:.th the concept of rlght/wrong ' . D . . t

Wemakenod:.rectclams aboutt-heult:mteazmsofmen,
. about the good life, or about other problems which a
teleological theory must handle. These are problems *
° bemxdthescopeofmesmereofmraht&ormral
. principles, which we define as prmc:.p1es of cholce,
"¥or resolving conflicts of dbligation. (71S to -

m pp. 214-215, my italics.]

,a»nﬁi_\ . . . \ . . \
Oarpcner‘sofma:almnﬂu{g o

- N

As mn be seen from the table, we have also dla.racterlzed Wilson's
appmach to mqral education as primarily concerned with the concept of '

.'rlght/(nrong 'Bus;.sperhaps clearermsareofhlswrltmgsthanm,
others. Asanemmple ofaplaoe ih which ﬁlsnotsoclear in*A '

". Teacher's Introduction to’ Moral Education WilSon séems ms1mally to 7"_

_- be talking about‘t-he, 'good' as wel]t.a’s the 'right'. ‘qu instance, he

. N . 4,

. g




, important in a person's li_fe ety those prlnCJ.ples of thought and action
which are the most i tant for h.un, irrespective of thexr content" (p. 21).

. And in giving exanp]es or students, he mentions not only qu%twns of ‘
\)) . ~ 'rightArong', "such as “\Qght you to steal?" and "Is it right to hit back
\ if sameone’bullies you?" but also questions about the good life, e.gs, .
- ."Oughtymtomakealotofmxey...goinforthisorthatmree.r?" ’
 (p. 91). However, most of the time, in this book and his other mare™ —
philosophical writings (See Introduction to Moral Education, with W:Llhans
and Sugarmn) he mequ:.vocally anphasizs the oconcept of 'right/wrong’
asthecaneofnmallty,andthusofnoraleducatlm. 'nuscanbeshonm N
in two ways: (l)Heac}amled;esttmthezstalkmgabout mterpersonal o
er’mral:.ty' i.e., he is focussind on that area of morality in which people -
havemdecldehmtoactwmdeachotherwhenmhxéarwtsare
¢ samehow in conflict. (2) His first ;nd most importafi® "camponent” "of »
morality is basically a pnrlnc:.ple of the. ‘right' - trye claim ﬂxat a major
\pa.rtofmrahtylsthedlsposxtlmtotreatoﬂmersasequals to give
thesanewelghttothelrmterestsaswmesownmterwm.

‘A ) SN

Values Clarification ‘\
o : . Fmally, and by -way of” cx:ntrast, let us look brie.fly at the .
- ) values clarif1¢:at.mn theory, , m suggest-ed above, more jtxigrrent is. ’
neededmtlnscasebecause oftmewr aboutvalmsclar:.—' T

- fication is usually vague. H er, the following clazins ocould, we. ’ : .

. ° thirk, be supgorted: (1) The ‘ues clarification approach ignores the R

ccnoept of 'nght/wrmg That, is, there’ is néﬂ'xing'ig the theory that . .« °

o saysanytlurqabmtm«rpeople deal with interpersgmal conflicts. ' (2) .In
, they treat all 1ssues/quest1ms.zas "values" in the Sense of what
an md.wxdual thinks counts'as the good The best support far this!
O claim is that the basic questmn is always wha'c the' individual "prizes"®
o ‘and "cherishes", . i.e. "what he of she wants, ris ‘llvmg for, and may perhaps
| * T rdie for". The emphasm is clearly not on thg ‘area of morallty that aims .

1 ~




| st B Eective adjudication of conflicting wants, but vather on the
ﬁig!ﬁy personal” nature of those individual wants, i.e,, on the concept

of 'good/bad’ (see Raths, Hormin, and Simon, Valmsarﬁ'madﬁ:gf PO 35-37}“
{3} Cne fiirther consideration muddies this analysis a bit. Although what
the, theory doals with- ie., the conceptual focus of the analysis of the -
“valuing procuss® ad the clarification *tochniques™- is clearly the ’gbed',
mmﬁmf&mwﬁummmmﬁwm
of ‘praiso/blamet, In short, thevﬁw&cmcat.mprqnaenmm

' cut to produce better or nicar people: they want to tum apaﬁntic"

a0d"Elighty* students into pmtﬁ“ and pu:poseful“ stzﬁents {ibid.,

) ;2N 3“8);

Y. Finally, ﬂniollwingtmobaemtimsarem&forﬁ\epurpm
c.helphaqyoutolo&claarlyatallﬁzeapgrmdm {1) ™he
incmﬂeainthisbad:lntqexmahyagxeeﬁmtmamﬁmisa
Wﬁafrtaii ,andthus of maral education. 'meymytal}'abaut‘
‘m&smmg in gsfferent ways; e.g., Kohlbexy stresses the notion of ™foun® T

versus content of moral. "judgment”, hedctammut"mﬁectim and
; McPhail txlks about Mconsideration® of others' interests, But they all
T : mmmﬁmmﬁwm-mmmﬁatmmﬁtyismt iy a
' . matter of "feelings®, but xather, one must.also think about problems,

(Z)Aquesummmﬁdamet}mnasparbcmmy isﬂzequmum .
of the relativity of moral judgments. mummyofpommngmthw B
aimmsimisintemsofmeexben*bo'ﬁndx}mmlnud;mntscanbe
justified, 'ﬁﬁsmavarycamleaquﬁsumfm:semralxeam, not N\

thslmstafh%udxisﬁnfactﬁmtﬂmmdﬁferim;kmdscfmhdm

- __,___zmd Qiffering philosophical accounts of 3\ﬁﬁfimhm However, at
Mtﬁafomdmmintsmdmrezﬁmsforxdﬂbcmmdm}sm,

e,g.; moral 3uﬁg:mts are not purely SliﬁFCt..% but can ba justified from

an cbjective a-personal point of view, fér the values clarification pro-
mmmdjmmmpemmchbiwsaﬂﬂmcanbam ) o
q\:\esdmcfbaing"wrcm mpt:mtha-e\nseof"&mfmawsalf

et [

ar et =W e mommoem \‘

€
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o~ ' " THE PROCESS OF MORAL AND VALUES

‘fﬁBCATJmm*PREREQUISITELCH&DITIONS

'mmemjerpointsnaybehig&nightedfmntmpmviéussecﬁms
bfthisbook Fimlyf atﬁnlevelofcmtmt&uxeamm (for-

. muwmi conmunication), concepts (of right/Mrong, good/bad, and

gl T

life ooals) which wogether c:mstltube the basis of what. is generally

mﬁarstoodbymralandvalues edmatqu:x ’I}:euploratimofseveral

representative ;mbazpmtations of the way these skills, concepts,and

primiplesfit togethar was ﬂmsxﬁsjeqboft}mﬁrstportmofthis ‘

book. Secmdly, there are mmber of tadmiques and ’strategies'
- > for introducing and working systaxati&allytlmnghvalm issves and

appmachesanﬂsevemlmllbeexploredmmredetailmthelast
portimofﬁlisdmpt;er These techniques and strategies aré often
o B *eferxedboasthe'p:ocess of moral and values education, but we have
drosentamqﬂﬁmame:qgamedmmmofthis . In this regaxd
: ve can lock at the way key elements in the role of the teache, the
relationship between reflection and dialogue, und the establishment of

i ‘ classroom climate can be seen as preconditions for doing moral education.
' In ‘essence this is an attempt to focus in on those hidden values dimensions .

of teaching in general which must ‘.:e necchﬁzad, made explicit, and
relatedbotheamof aomgmralandval\ns educatimmrep\mposefully.
Aﬂnr&pomtﬂnt;socnmﬂvadmwledgedbymmladwamm
thattheocmeptof 'teacher® nustbeexpaxﬂedtoincludecmpebmnmes
~¥hich promote the discmsimandamlysis of valves. The source material
hstedforeadxofﬂmmdelsmllpmvideamalthof information with
resgardboﬁxecmtert of values and moral education curricula which,
bechﬁseofspace Tinitations, we-cannot provide here, ~The same; source
matsrials, however, provide relatively little guidance as to HOW teachers
might organize and implement discussions about valuve issues. Thus the *
, purpose of this section of the booklet is *o provide an overview of
“+s . those Wisues and quidelines which seem to be the most salient in relation

B
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"praise/biam), and puinciples (of justicd, the dignity of man, ultimabe
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to points.2 and 3 above,

-

[THE ROLE OF THE TEACHER. SOME CONSIDERATIONS AND GUIDFLINES

At least two assumptions coﬁtri}:ute to the importance of taking

‘a broader view of the process of values and moral education than that of

Simply strategies and techniques, ¥or one thing there are implicit
teachings/learnings in the ovetall perspective of and conmitment to
values inquiry on the part of the teacher. The sense of perspecéive and
cammitment to sound inquiry that foim the backdrop for implementation

of particular techniques or strategies commnicate certain valve priorities

to the students and can be cmss.dered part of the process... of what
actualiy goes on when a class engages in valuss education. It is scon
chvious to both teacher and student when techniques and strategies have
been grafteé onto rather than integrated into the teacher's normal way
of going about teaching., Although it usually takes same time to achieve
a natural integration of valves inquiry into class discussion and to
reoogmze value issues in the way students talk about and conduct their
l:.ves, it is all more likely to fall into pla:;:e if the teacher is on the
lockoat for a more adequate perspective (as well as for better teaching
tecm:.ques) . In this section on the role of the teacher we offer same
guidelines for building a perspective that couples concern for general

_aims (of autonomy, conmitment, and fairmindedness) with the necessity of

grounding those aims in the actual practice of teaching.

Another aspect of the more hidden and implicit process of values
e&umt:.:.on is reflected.in the extent to which both reflection and dialogue
are fostered by the classroom climate. Serious and honest exploration
of value issues deperﬁs not only on critical thinking skillg but on an
acceptant classrocm climate which allows for risk-taking and the sharing
of questions, tentative ideas, personal experience, and feelings as
well as more carefully worked out insights. The acknowledgement of these
features of deliberation is part of making values/moral education real
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to students simply because each of these is usually jpresent to some extent

when one tries to make an important decision., These dimensions of the
poncess of walue educaticn will be axplofed in more detail in the section
on Creating an Appropriate Atmosphere for Moral.Education; Dialogue and
Reflextion,

(UESTYON OF INDOCTRINATION

One of the most important and legitimate concerns expressed by
teadlersmntxmtoergageinvalmseducationisﬂmepmblanofiﬁdoc—
trinaticn. 'How can I know whether I will be unconsciously or subtly
guidmg my students towards the adoption of my values?' ‘'Is it legxti-
mate to tell studentsmatxbelxew value, and samething about. the questions
Iamstrugglnxgmth"' 'mﬂ:fldothls,tmcanlhopeﬂmtotakeng
i "forvhattheya.remrth"andthenhelpthemgomtoforgecncltically
their om?' 'Do T use different criteria in answering these questicns

‘when Iaconsider younger students?'

Simply bearing such questions in m%nd while designing and working
through lessons on value issues can do much to counter the possibility
of mdoct.rmatmn and to lay the gzmndmrk for the teacher's individual
response o these (imposing) questicns. By way of supporting this effort
we have found 1tmpcrt.anttoad<now]ﬁdgethatdn.rectinputfmthe
teacher is both inevitable and potentially very helpful for students.
We have also found that it is helpful to consider what capacities on
the part of students will enable them to deal most constructively with
the input that the teacher andoﬂmars have into their decision-making.
The teacher's role in fostering development of student capacities for
the exercise of autonomy, camitment,and fairmindedness will be explored
in this context. T

By way of background we can include what Clive Beck writes below
about two ways in which the direct input from the teacher can be loaked
at as (nurturant) non-indoctrinative.




. "\ / .
Teachers consta/ntly inculcate values through the judgments
they express ut people and events, the rewards and '
punichments tHey administer, the routines and expectations
they establish in the classroom, .and so on. One major
- arqument fof value education in the schools is that if the,
"hidden" value curriculum of the teacher was brought out v
into the 6pen and made the object of sustained examination
by students and teachers alike, we could diminish the amount
of i ination in values that currently goes on in the -
s. But how, more specifically, is a teacher -to avoid
indoctrination while engaging in value education?

.F;{rst, the class Anust be conducted in ‘such a way that relevant
information, ide?s and principles are, constantly being injected
into the discussion, from the teacher himself or herself, from
the students, from visitors (whereé possible), from films, video~
tapes, books, néwspapers, study notes, and so.on. ' It has 6ften
been assumed that in order to awvoid indoctrination we must .
keep ideas about values out of the classroom. But on the con-
trary, students can only fight indoctrination - from teachers,
peers, the media, other adults - if they have a wealth of
relevant information and theory at their disposal on the basis
of vhich to make up their own-minds:  The free, non-directive
group discussion, long se#n\as the symbol of the truly free
classroom, can in fact‘lea‘\re the student easy prey to group
indoctrination, teacher innuendo, a defensive return to early
childhood prejudices, or a clutching at hotions picked wp in
this film or that newspaper article, for want of some altermative.

Second, there must be a genuinely free situation in the class-
roam, such that students arp not afraid to disagree with a
viewpoint that has been @chessed, propose an alternative,
suggest modifications, and So on. The teacher mist exhibit .
a will:.ngness to admit mi es, learn from students, and ot
acknowlefge limitations in his or her knowledge base and
capacity to solve value prablems. The prevailing atmosphere
. should be one of ‘teacher and\students learning together.' ,

‘/ In areas vhere certain students have more relevant knowledge

/ and value sensitivity than the ‘teacher this should be under-

j stood by the class (including teacher) and taken into
account in determining the i procedure to be followed.
(Beck, Appendix E, Final Report, Mordl Education Project,

' 0.I.S.E., 1975) » ’

No one teaching style or role is sufficient ‘to the task of doing
moral education. Rather, there appears to be a question of the appropriateness
of different kinds of teacher input. Each kind of input can be considered
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m terms of (a) the students' capacities that ‘the ‘teacher is attempting
to mmture,(b) the particular nusmﬁerstardmg and inhibiting conditions

- which might be affecting students' willingness or a}_o:.l:.ty to exercise

those capacities, and () the teacher's own capibilities and overall teachirg
style. With regard to(a) above, we can focus in on three general .
capacities which we have found help students to be discriminating about

the ideas and inputs of other-people and to be reascnable and fcrthrlght

in their examination of value issues; these are the capacltles to e:oerc:.se

- autonomy, to became more committed to the worthwhileness and seriousness
’ ofvaluesuqu:.ry,andtobefalrmnded

N

) Developnehtg% these - capaci ties functions as a general aim of
Toral education. Each capac:.ty will be erplored. in terms of relevant
msmxderstandmgs and tendencies wm.ch we have found to inhibit its
development. We will also present a teacher role continuum suggestive
of the range of teacher inputs appropriate to aiding develogmt of each
capaclty (and overcoming relevant inhibiting condltlons).

~

AUTOOMY | is a crucial dimension of sound moral reasoning.
It can be generally defined for our purposes as th_e' willingness to reflect
upon and express one's own ideas and questions about value issues. It.

zls/:!mportant that this be done within.a perspec*.ive which acknowledges

both the influence of and uxslghts gained from other- people and the
:xmportance of weighing these agamst one's own experience and insights.

Two inhibiting conditions with regard to the development of autoncmous
thinking are 1) rejection of \\the experlence and insights oi others (perhaps’
born out of fear of being proved wrong, inadequate, or less capable than
others or because 'of a false sense of superiority and pseudo-independence)

~ and 2) undiscriminating adoption of the standards and conclusicns of

others (perhaps born out of a peor self-image or. because of a belief

t authority resides in other people's hands) . The role of the teagller
in building autonomy and counterirg the abovementioned inhibiting conditions |
can be seen as lying along a continuum of INSTRUCTIONAL LEADERSHIP...
NURTURANT LEADERSHIP.
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Gates, Blanchard,and Hersey (1976) address this point in terms
of the educator's dual concerns of task’ and relationship. They construct
the noticn of situational leadership where, depending upon' the needs and
maturity of both the ieader and the group, the type of leadership will

vary along a coatinuum of task/relationship. Thus, during the.initial
stages of the development of a climate for reflection and dlalogue the
teacher may need to be rﬁlatlvely dlrectlve and may find it necessary
to mmt that students take account of the exper:.ence and insights
of others on the one hand or to point out the mportance of being dis-
criminating with regard to other people's standards and conclusions
on the other hand. A related consideration is that of when and to what
extent it is best to encourage students to forward their own ideas and
questiorsand when it is best to help them acknowledge or examine the
function of socially sanctioned beliefs and explanations. As students
beocame increasingly more able to initiate and to carry on discussions
in which autonomy as defined is being nurtured, then the teacher can
reduce the amount of instructional leadership input and adopt a more
nurturant or helper role.

‘Another ‘aspect of the.Instructional Leadership ... Nurturant
Leadership continmm involves a sensitivity to when it is appropriate
to take an active role in initiating, shifting,or terminating a dis-
cussion and when it is appropriate to let things go far enough that
students can gee and learn from their own mistakes.

Yet another aspect of this same continuum includes the teacher's

willingness to be involved in and affected by the process of value inguiry.

If students are going to be helped to understand that the teacher is ‘an'
but not 'the' authority on value issues, then the teacher has to be
willing to take the steps necessary to make sure the students are not

guessiné for either the teacher's answer or the okright ansver.- Many =

value issues have no clear-cut answers, and the teacher's willingness to
be unsure and to tolerate anb:.gun':y can be a tremendous force in helping
students see the importance of their own autonomous pursuit of better
and better answers to importart questions/decisions.
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'mefollmring;sadiagmmticmnaxyofthepoints raised
withregardtothemlatimshipofautormwasananmofmraledmtim
bothemleoftheteaém

. people and from their own experience?
2. Are students learning from the )cmd of discussion
) - which is taking place?
- 3. Arestudentssl'mdngautormymth regardtothe
teacher's beliefs and input? /

CAPACITY: AUTONOMY

INHIBITING REJECTION of the BLIND ADOPTICN of the

OONDITIONS: -  experience and insights standards and conclusiong .
of others of others ’

TEACHER ROLE »

OONTTNULM ¢ Instructional leadershlp...........Nurthrant lea.dership

ONSIDERATIONS: 1. Are students being open to insights both from other

~

ot to, the importance of value inguiry is the second
capacity which we have found helpful in moving students to more honest:
and principled reasoning about value issues. It is important that students
see values education as serious, in the same way that they might see
math, science, or history as important and challenging areas fo;é study.
For one thing, if they don't recognize the importance of disciplined ,
:.nqm.ry into values both generally and for themselves personally, they
are more likely to be susceptible to indoctrination by people and ideas
whose value biases they might not consider important enough o understand
and critique. Inthiscontextcamiurentmybedefinedasthevdllingness
to acknowledge and act on the understanding that engaging in values
mquirycnnhave important effectsonthewaywevn.ewandcondmtour
lives. It involves discipline and skills development; it is serious

\bus»mes\s_gxit\ it is also an exciting forum for looking at the goals, ideals,

activities, friendships, and commitments which make life both enjoyable
and meaningful. oo _ s,




. Two  inhibiting corditicns for building commitment to the
seriousness of value education come to'mind. 1) Pirst is the tendency
many people have to compartmentalize value education to specific areas
or topics of human behavior (such as sex), to rules (such as ‘never
tell a lie'}), or to judgnents (such as 'Hitler was evil'). Decisions
sbout any Sf these cannot be separated from considerations about basic
principles and values; articulating life goals and questions which are
most exciting and meaningful for us and understanding what goals, needs,
and questions are important for others are both inportant and .
challenging. If moral or value issues are seen as calling for
isolated decisions apart fram a broader moral perspective, they will
not be taken seriously enough and they will not call for comritted inquiry
on the part of either student or teacher. Another related imhibiting
condition in this regerd is insufficient recognition of the influence
of cultural, socio-econamic, religious, and historical values ot
unly on the solutions that teacher and/or student may come up with
but alsc on the kinds of questions and values issues that the
teacher feels ready to entePtain., This is another dimension of a broader
perspective which can, if recognized, make values inquiry more exciting
in its implications.

) 2) A second inhibiting condition is consideration of value issues
that are so impossibly broad and large, so unresolvable that they are
vritten off as unimportant, or at least as merely food for speculation.

The role of the teacher in building a commitment to the seriousness
of valves inquiry and countering the abovementioned inhibiting conditions
can be geen as lying along a continuum of IDEALISM ......SKEPTICISH.

" Semetimes it is necessary to help students reqain their confidence

about the possibility that they can reach important insignts irto
difficult value questions. Sometimes also ' it is necessary to lift the
vision of the students above a tendency to be blasé about *he importance
of value questions by helping ther. to recognize that there are goals,

ideals,and crucial (if some unresolvable) questions f’i‘é’,@/@nﬁnwm ,

MMMWS to struggle towards deeper understanding, greater

-~
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joy in life, and more authentic contributions to others. On the other
hand, it is sometimes fmportant to counter tendencies to naive idealism
orawidmmaftmghvalmismbybdrgm&mtmmadmﬂskegtiml-
byjtﬂicimm]:yphyﬁ'gt}uedwil:samm. In this regard, when working
with older students, it may be appropriace to examine scme of the cultural,
socio~eccnamic, religious, and historical value biases vhich might be
affecting their reasoning about valve issues. From this “ekeptical”
aﬂﬂfﬂecmmnmmitbmmpossiblefmjmeteadwrwmlpmﬂenw'
Wxﬁ&é&typ@mﬂmﬁ&ﬂmﬁﬁ&ﬁﬁd&mwo&mbmt
to bear on moral deliberations, especially at what Kohlberg cills the
conventional level of reasonirg.
inpo:tan*dimimofmdbmttnﬂleserlmmsofwlm -

inquiry is discrimination. 'fmsistmewpedallyvdﬁlmgardm
reflectﬁgmvdmtismaremrﬂzspaﬂmqaigrﬁﬁmtﬂmdxin
class,tov&mtextmtﬂwseizmahouldbepxmedbackintoapmbirg
ofﬂmm-mpecdmwﬂerlyingthamandtov&atexmntitispaagjble
* and worthwhile to evamine the vaiue biases that might be affecting both™
thereasomngardthgkinds wtiamﬂmtambm@lttnbearmﬂxe
dacision-making process. To extent both teacher and students
have to grapple with these of discriminations; they are part of
taking the vhole thing seriously. There can be no fim quidelines
except to consider the developmental stage, the needs and capabilities
ofbothteadxerardstnﬁents,ﬂyeovaraﬂaﬁwoftmmw...ard
to keep bearing the ruestions in mind. i

The follawing is a diagrammatic summary of the points raised
with regard to the relationship of cammi.trent to the seriousncss of
valmirquiryasfanaimofmraledamtimm@:hemleofthetmm.
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CAPACTITY: COHIT™MET TO T SERICURESS OF VALE DYLIPY

L
THHIBITING OOt OARTMENTALY ZATINN _PRESENTATICN of roral
COMITIONS of moral education into issues as irpossibly

toolcs, rules, or judgments large, unresolvabled..
. and thus vnimportant

OXNTRIH:  IDEPLISY euvesossessssssse SHEPTICISY Wevil's advocats)

CNSITERM™MIRES: 1. Pre students aware of the questions, ideals, and
;o life goalg which, they hold in camon with othars
' as well ag the different ways in which pecple eardss
/ their valves? ' .

/
2. MAre sbidents aware of the importance of the hmader
/ roral perspective repvesented by the way they
/ and others go about making decisions ubout values?
Am‘jtudap.{s aware of the ways in.which the ‘big'
valué isgiies are practical as well as timeless...
in that fthe amoftegreflectedinﬁmmlueéecjsm
‘e in their own everyday lives? One way of
/ putting this is to askido students see themselves
/. as 'cafge! (as being part of, as contributing to the
: irpoytarce of the big life questions) as well as
' tefféot! (being deeply influenced, awed,and soretires
fred indecisive by valve gquestions)? '

u

{ ./

/ " he third capacify which w2 are focussing on i3 FATRIUDEDESY.
I’:-could be defined a:;z.lﬁfw:eclztiea'of tha importance of mchrirg
&5 many points of viewén a wnlue/moral issve as is reascnably possible.
There an. two 1 levagh dirensioas of fairmindedness which ave important
in the context of mordl education, First is the willingness to atterpt
0 understand the ?'9{5': zalient factors (of culture, personal exporience

and cpals, and iddniogical comitments) which helped to formlate arother's

pergpective; fz‘w/"mis basis one can qo on to develop a more Just,
fairminded c:r'i/ ique of that perspective on a value is=ue. Secord 13
vha dimensiops bf discriminaticn as to vhich points of view are worth

. exxmining izf{éwﬁ cepth and as to how o ber of point. f view can e

ranged mz}ye reprezentative categories of response to a valoe Lgus
oy .
{i.02. ové’;‘;énzatwe, 1iberai, radical, etody. I thas praoess it i crastial -

;
S
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- mmmm;muymmtmmwmt@am
ehauntive research into everyone's point of vies, but it is irportant
tnmiﬁercriwriat’e*dcﬂ‘qu\-hid mzelmnt‘ac‘wa:ﬁpo&nta
of view,

- - Ono of th irhibiting cand.itjafa‘ is a wwcytbmmimufy-
to txy to reke ong principle fit all itmtios, This might be an ?
arquable point for some, as }M'amcfﬁmmpmd'awtmﬁ
arxionve.randzm.m'amofmeprhdpleofﬁw‘Digxﬁtyofmn’m ¢ o
mm@mmwmmmijmmmpw f
The cautionaxy note that is intended hore is that oo narrow a definition
ofamof&mmmmmmmwmmobrmdam |

. of valve issues or yoral dilenms, : .

\ N The other inhibiting condition is a mﬁﬁmc:,' to relativien,
.tobavmgmcryar‘.afcxdeddinq on the relative worth of different
argirents about 3 value isgve. Students who have a tendency Lo avald
mmasm,m§aymmduimmmdmmly,¢o
mwmm,mwmmmofmmmm '
mﬁm;:ﬁdirgmm!matlwta;mmﬂmmﬂtiaj som .
mwmmfmmwawmhﬁﬁstmpmﬁmywwm
tlutiftheydot:}:eapcaiumtmymymmumwmxitwa

. long time. Inﬁﬁsmr&ztinhelp&zlifthetmwm&hnrd

v encourages an aperociation tiat it iz inevitable and often very healthy

% mwMMmmmmﬂwﬂthmlgmmmmlpoﬂtmmc

mm%dm&mﬂmmmofmmmmmmm;

can now be recognized as invipguate or wrong. ; ' s an aside, it is Jlten

encouraging to take note of 'mmwahm*eminwlmmingi"
ﬁmt&dmrmlﬁmﬁuscmmtwﬂdbamasfmm A

7 N SENSE OF STABRLLITY, (%‘CQ%?& PREECDES S e nes

a8ty SE CITIVITY TO AMBIGUTIY, PLURALITY. A3 in

the aim of develp mwkrummn 'Lxmwmar&%dzc«f
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inlife?‘}‘wiﬁxtmamcffaimﬁwéﬁsﬂm'mmmsmm
rhat Kilson calls ‘enpt, Mobhall wms ‘other-considering!, and Xohlberg
& Selmsn identify as ’mle—tz&dm’éhﬁity‘ Tat is, a careful,
reficctive consideration of shat these goals and value gueestions really
mean to others, as woll ag to curselves, It is inportant to give _
stidonta opportunities to tast and expand thelr abilities to identify
with other people. This fn turn can fom a more legitdmate standpodnt
 free vhich it s sossible to identify and conp to deeper wnderstanding
;| of those goals and principles shich are beld in commn as woll as those
which are differeat and poasibly conflicting,

A conplementary focus to that explored above is on helping
students aprreciate the inportawe of divergent and conflicting points
of view, Wwhen an idea or valwe principle is’turmed around, exardined
Erem many parspectives, and allowed to xub & against cenflicting per-

/ spectives, there can be a mxch fuller understanding of its many dimensions
angd drpldcaidons. mxmm*smmmwsmma&m
fairmindedness is to model this gpenness to other idess, coupled with
ameelﬁ:aofomﬁmtmc:i&mlmmﬁm 'ﬁmteadmmt, then,
mmm—mm@mmmmtmmmmsmmm

'mmmwmmmmmmwmmmsm Accepting
a studant's percoption is not the sxme as agreeing with i€, but that
initia) acceptance can go a long vay to encourdging others to be inquiring,
Eairminded, honost,and adventuresame in their deliberatisns. These
deliberations will probahly hove themes: the sensitive tsacher will be
listening for cues indicating the larger concerns of the students as
well as he  appreciative of isolated perceptions and questions.
Students' deliberations are likely to turn around same basic coficerns

. and avalve isgues which emerge cut of thelr experience of being at a
mmmmmmofmr&mm o
thelir role~tzking ability, as well as cut of their shared experience of

. a particular school and commmnity. The more these ¢an be picked vp on
and related to broad roral principles, the more real the endeavour of
roral aducation.  to the students and the more authentic their reasoning
ig likely to he. )
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The following is a disgrammatic sumary of the ooints raised
with rogard to the relaticnship of FATRMDIEMESS as an aim of moral
edumation to the role of tha hwacher,

lowacrrv:, FALPMDITEDHESS '

DEERITRG

COMITINS VERSRELIFICATI(N ' FLATIVISM

TEMIER ROYE Ruilding Sense of Stability. Taking a Corplex

QTN YR Cormon Principles § GoalS ....es...Approach; Sensitivity
to armbiquity, plm‘aliql

CONSIDEONTINS 1. Are students willing and able to listen with

openness and discrimination to other people’s
paints of vies? ~

2, 2re students able tw recognize.the rance of
wmestions, points of viev, and facts that are
relevant o consider?

3, Ara students able to recoqnize the irpartance of
probing for the most appropriate principle to
e uwsed in coming tc decisions about particular
s value issuves or moral dilerma?

CREATING AN APPROPRIATE ATYSPHERE FOR MORAL EDUCATION

- .

B, WS AP NLAOUT M FLECTIN

e previous discussien cutlined both considerations aroud autorary,
comed. grent, and  fairmindedness as general aums of education and the
role of the teacher in facilitatima development of these capacities in
students. The parsuit of inquiry into valves issves as it taves place
in the classromm hinges not ondy on the perspectave that the teacher is
able to work from but the quality of wsdsiei hal reflection and interpersonal
dialoque that the teacher is able to foster. These features of- the )
actual procege of doina roral adocation are often treated separatelv, and

-~

»
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it is the purpose of this section of the chapter to point out ways

in which reflection and dialoque are interrelated aspects of values
ingquixy. Itbecamsanparent “that themaremsomre subtle dimensions
of vhat might be called classroom climate which contribute to the
‘Tdallt}' of reflection and dialogue that take place. These dmensxms
incluge the willingness: to take risRs and the acceptance of tentadive

1deas, feelings, persor-l experience, goals, ideals, and resistances

as inputs into the prooess of decision-making about valves issuves,
These will be e}qilored in the context of a look into the complementary
reles of rgflectxm and dialoque in fostering sound valves inquiry,
Dr. John Fisenberg and Paula Fourne make the point below that
the reasoning and’ coovumicatfon skills which comprise this process of

; doim moral education are mtegrated and mutually enriching., This

:mslqht is deceptlvely simple; it holds broad curricular implications;
it Is often missing from the literature which deals with commmication,
dizloque, and group process skills on the one hand and the literature

vhich reviess develoomental aspects of mral reasoning or skills necessary
. for principled inxon t:he other hand.

for teachers who are concerned with evaluating the =ffectivensss
of specific teaching techniques and strategies for dealing with
roral isswes, it:.sgxas.u.bletoreoogmzeanddocmentthe
develogzmtofanmberof integrated skills used by students in
discussing moral issves. Included among these skills are the
following: ) ;

1. social skills in relating to others;
2, verbal skills for expressing ard articulating positions etc.;
3. self-awareness in recognizing one's awm valuves and belief
\structure
sensitivity to the thoughts and feelings of others;
varceptual abilities to recognize relevant conditions;
a conscience or sense of right;
an imagination or creative abilities for discovering new
ways of dealing with prebhlems;
rational abilities to argue persuasively and consistently,
AN to use analogies effectively, etg.;

"9, practi¢al abilities for imolementing decisions or putting

decisions into practice.

3 O LN I
» . - .
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!manam:eardvalneofsudlsklllsarﬁabmtmsare, however,

partly dependent on how they are intégrated with other aspects
of the discussion. Skills canmot be developed singly and
independently; - the-use of each depends on the use of the others,
Yor example, sensitivity without reason is undirected, while
reason without sensitivity is crass and mechanical; and both
sénsitivity and reason without a conscience or sense of right
could ba humanly and socially disastrous.

(Orbit 30,Vol. 6,No. 5, Dec., 1975, p. 18)

O approach to the interrelatedness of these skills is to step
back and lock at them as-general features of the way reflection and
dialogue intaract. The firocesses of individual reflection and
dialogue can each elicit different features of a values issue initially,
and together they can usually provide deeper insights into those same
features of values issues than either might separately.

Initially, individual x:efiection might take the form of identifying

‘insights based on personal experience, identifying ome's present under-

standirg of experiences shaxed by friends, family, authors, poets,

musicians, historians, filmmakers, dramatists, etc., or evven ident:l.fymg

hesitanaies, questions, and feelings that are aroused when considering

a moral problem. These may be elicited in any numbex of ways including

writing, drawing, and silent reflection. Methods for tapping into

individuzl insights will be discussed in the last section of this chapter.
Initially, interpersonal dialogue might take the form of what

is often called reflective listening: that is, when one person's role

is to do the talking (about an insight, experience, question, resistance,

orvhateverelsens found important in relation to a values issue) and

theoﬁxerpe.rsonsroleJ.stobeattentlveandm’,tosayanymmmlle

the speaker is exploring ideas out loud. The listener can then summarize

{without judging) his or her understanding of what the other person

has just said. (If necessary the speaker can go on to clarify any points

which were unclear.,) Finally, bc}ﬂx can explore further ideas about

the issue(s) or :3za(s) raised by the speaker. Roles are then reviersed.

Thig reflective listening can also be done in small groups, althty#h

usually it is easier to begin with pairs.

'
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'ﬂus kind of dialogue process can help students became aware

"of the extent to wvhich their ideas, questions, and insights are clear

enonghibltheuummndsﬂmtmeycanbesumanzedtoamﬂmerpersm.

) “l:t can help to sensitiZe students to the igdeas, confusmns, etc,
that thelr peers bring to initial discussion of a value issue. It

is a wa‘y of acknowledging the importance of the initial perceptions,
and exp"erié.nce they already have; it is a way of helping to articulate
and shqire these in such a way that the gaps and differences in their
mﬁersf:andings can became more available for exploration at a later

phase;inthsprocess, and it is a way of building a comon set of shared .

tand.mg All these can form a base for going on to explore other

ples, insights, questions, and facts that would put their initial
mderstandmgs into more perspective and would help them to generate

1n519hts and to practice more principled reasoning. Here the role
of t?acher is crucial - both in helping students sumarize what they
havg shared and learned and in helping themgoon to explore other
pr:.‘rmples, examples, etc.

' After gathering this kind of data base, the next level of dis-
cmss:.on calls for a closer alliance between the inputs of reflection
and dmlocrue Reflection can help to make dialogue/commmication more
autl}entlc and clearly articulated. If one is able to step back and
reflect on just what one means to say and on how it might be received
and} understood by a listener, then it is prabable that the discussioas
wil?. be more productive, with less chance for misunderstanding and
defF.nswe reactions., Reflection also involves making room for new
idests by acknowledging inconsistencies, irrelevancies, and generally
ina;pequate responses. An enerqmg moral perspective which is more ocon-
s:LsFmt, relevant and generally adequate is often forged by the creative
interface between an openness for new ideas and the challenge (through
dialogue) of other perspectives. And finally, reflection helps
cam%xmication by the process of stoppmg to identify reasoning patterns,
dﬁa@,and ideas which can he gleaned from previous conversations and
appli.ed to new ones.




e

_ Dialogueinmrnanhelptoclarifyanddeepenone‘smﬂection
and understandings., It should be noted ttmt-dialogue encarnpasses not
only the intersction between teacher and students, the traditional
operational defmitnm, but also requires that students interact with
fellow students and that both teachers and students reflect upon the .
process itself. The prooess of sharing ideas and probing for honesty h
and clarity can unearth feelings, motivaticns, fears, and ideals which
are often important undercurrents in the stream of ideas being explored.
Dialoque also helpe us acknowledge and experience the fact that a key
part of our moral learning stems from what we learn from'and how we
react to others. And finally, the act of voicing ideas and questions
is\uiually a call for expressive clarity - a key factor in a person's
ility to be an active and responsible participant m values discussions.
/ ‘

\ B. TE ROLE OF CLASSROOM CLIMATE: ELEMENTS OF RISK~TAKING AND
ACCEPTANCE

\Classmcm climate is the most elusive but perhaps one of the
most crucial elements?in values education. Classroom climate may be /
loosely defined as the "feeling tones of the growp", those different °
carbinations of attitudes-(to self, others,arxi the group s\purpose) -
leadership ‘roles, and friendship and camnmlcat_wn pattetns vhich

generate the learning atmsphere. In turn,. different a a T
climates elicit different kinds of learning. What is possible, and
an impartant aim for moral educators is to create g conditions ~

which can best facilitate what the various conceptlons{ of values and
moral ‘education pu:evim:sly /).ev.ed have labeled as "d;scuss:.on ' .
"reflection®; "scoial interaction", and "dialogue". |

The Reflectim/bialogue process is in reality a creatlve con-
frontation with self and others. Such a process calls for some degree
of risk-taking on the part of both teachers and student& Teachers
whohavebeenusedbooperatmgastheAuﬂ\orltyamwhohavebeen

umwilling to share with the students reasons for their bel:.efs and the .




. T~
fact /t there are still questions and moral issues for which they,

too, have no clear (or satisfying) answers might find such a requirement

somewhat threatening. No less threatening does the process seem to

students who not only are concerned with what the teacher thinks about

them but also worry about what their classmates are thinking. Miller

Oatmenﬁ?: { ’ .

- ‘ "Not only is the teacher-student relationship often
’ '~ an impersonal one, but institutional pressures

encourage lack of cammunication among the students.
Because the emphasis in many classes is on discipline.
and contrél, the students learn not to conmumnicate
with one ther except in the manner prescribed by e
the teacher." As Jackson puts it "In a sense, then; :
students mpst try to behave as if they were in solltudg,
vhen in point of fact they aré not." (1972)

Jules Henry further illustrates the nature of the pmblem in a flfth

grade arithmetic class. \

Boris had trowble reducing 12/16 to the lovest tems, AN

and could only get as far as 6/8.- The teacher asked ‘

him quietly if that was as far as he could reduce it.

She suggested he "think". Much heaving up and down

and waving of hands by the other children, all frantic '

to correct him., Boris was pretty unhappy, probably

mentally paralvzed. The teacher quiet, patient, ignores

the others and concentrates with look and voice on Boris.

After a minute or two she turns to the class and says,

"Well, who can tell Boris what the number is?" A forest

T o~ of" hands appear, ana the teacher calls Peggy. Peggy says
"ﬂtatfour»may be divided into the numerator and the

denominator;--. .

S
-
- —

R

Henry comments:
Boris' failure made it poss:.ble for Peggy to succeed
- ‘his misery is the occasion for her rejoicing. This-is i
a standard condition.... (lenry, p. 295-6) T
The teacher in this example certainly @id not intend to hurt'
Boris, nor did she probably realize the cons ces that the repeating
of this process has on students' willingness engace in dialogue.
"School metamorpnoses the child, giving it the kind of Self the school
can manage and then oroceeds to admmJ.ster to the self it has made."

(Henry, p. 296). -

\
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The phenomena of student isolation and eventual withdrawal may
also be seen through a moral develorment perspective as articulated by
_ Kohlberg, Classroom conditions which irhibit risk-taking, acceptance,
| * and social interaction in classroom are not conducive to moral development.
The Kohlberg model terminates with the post-conventional or autonamous v
level of development (stages 5 and 6), and it might be asserted that
— - . forcing stidents into merely passive receptors of "truth" fram the
authority called “teacher" creates conditions which reinforce the
student's operating at the preconventional (stages 1 and 2) and con=
ventional (stages 3 and 4) levels. The exanmple of Boris e:aatp’llifia
‘ the lesson that one must succeed at another person's expense, possibly
\7.‘,‘ reinforcing a Kohlbergain stage two notion of justice which causes cne
. \tonavoﬁxersmtamsofcnesmmneeds Vhenschoolsdatarxiadhereme
s to external authority as the sole arbiter of moral decision making they
thwart. mve;rent toward post-conventional development. "In sum, an
institutional morality which supports instrumental hedonism and action
in adcordance with extermal e.xpectatimsis not conducive to moral
developmt and the eventuality of autonomy.".(Miller, p. 13).
One of the most important elenemts of classroom climate is what
Rogers calls\ag 'acceptant climate.' "Such a climate would generate trust,
, Opermess, tolerance, empathy, and a respect for divergent points of
view; that cooperation rather than competition, for example, hecomes
the norm depends to a large degree on the extent to which the teather
models these dimensions of ‘acceptance' in the way he/she conducts the class.

-

\ _JINTRODUCING AND ORGANIZING VALUES DISCUSSIONS

\““"'"“‘ ~A;~~INTRODUCING VALUES TOPICS

\ fa——

\ 1. FRole-Playing

' \ Role~playing is one way of animating personal interest
i\n values topics. Michael Scriven (p. 12) asserts:
\ .

212 .‘ .

206




The domain of morality is simply the damain vnich is
concerned with assessments of actions, attituwdes, and in
general any behavior that may affect other people, judged
fram a particular point cf view. This point of view-is_
not the point of view of self-interest of the actor, or
victim, nor of the government, nor is it the point of view
of a particular church; it is simply the pomt of view
of all involved treated alike!— A first step in lifting-
ourselves:- into that stance fraom which we can really judge
on the hasis of all involved being treated equally might
be to role-play the feelings, cbservation, reactions and
desires of the particular points of view - of each of the
main people involved in the value-conflict.

| It is debatable whether role-playing can actually duplicate the
emotions, fears, and spontaneous reactions that right occur in a real-
life situation - this would depend to some degree on the dramatic
capabilities of the students and on the complexity of the role-playing
situation itself. Role-playing can, however, provide an opportunity

for students @) to take risks in interpreting and expressing both feélings
and ideas, (b) to practice empathy and role-taking skills, o) to exercise
, acceétance of other people's dramatic interpretations and points of
view,and (d) to relate affective and circumstantial dimensions of moral
decision-making to the value principles and personal life goals which

can be brought to bear ‘on the situation. It is :meortant in the context
of moral/values educatiFn that mle—playing sessions be followed up
- {even on the next day) with opportunities to discuss principles that
were both explicit and ﬁ{plicit in the way the situa%ion was dealt
with, reasons for principles and for actions, examples of similar value
conflicts, and examples where the same value principle or the same
decision might not he applicable. -

Pole-play’ng can also give students an opportunity to recreate

and evalvate the different roles they play or have played in coping with
a values issue: i.e. the ‘ide-lizer', the 'pessimist', the 'compromiser',
the 'cynic', the 'moralizer', etc. These enactments should also be
followed up with discussion of reasons why and when it might be appropriate
or inappropriate to approach a decision from any of these perspectives.




) /
Same general guidelines for the use of roleplaying are provided
by Shaftel and Shaftel in their book ROLE-PLAYING FOR SOCTAL VALUES.
ﬁéys&usﬂeﬁ@ortameofbejngasclearasmssibleaboutﬂ{emhme
of "the situstion, the circumstances surrounding it, and the characters
thav e~ stufents will be volesplaying. Brian Way's DEVELOPMENT THROUGH
DRAMA provides same =xcellent graded exercises in listening, concentration,
imagination, movement, use of sound, characterization,and improvisation
as skills that wil) help students be clear in their presentation of the
Sitwtim, ‘the circuomstances, and the characters.
Shaftel and shaftel suggest 9 basic steps in the mle-p]ay.uvg
Sequence: ~

. wamming up the group (problem-confrontation)
selecting the participants (role players)
preparing the audience to participate as cbservers
setting the stage
role~playing (eractment)
discussing and evaluating '
further enactments (replaying revised roles, playing
suggested next steps or exploring alternative possibilities)
8. further discussion .
9. sharing experiences and generalizing
Shaftel and Shaftel also emphasize three tasks for the teacher who is
facilitating a role-playing session:

-dd\U‘l:bowN!-‘_

1. a non-evaluative pos.;t:.on with regard to different solutions
possible during the role playing;

2, a supportive attitude

3. a 'listening® for the underlying meaning/feelings in the
way students are enacting their roles.

'mebeadxercznuseopen-endedqtmtlonstoplayavervdiréct
andcrucmlrole in helping participants to get a sound grasp of the
roles they w:.ll be playing. It is usually best to choose role players
who you think can fairly quickly gain - =amd sense of the character, .
but it is also important to encoura . them NOT to play the roles in a
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manner which is too 'adult' or ‘socially acceptable’.

In preparing for the roles each participant can drav on the ins:.qhts
and creative imagination of a small group of classmates. Group menbers
could help the role player to make inferences about the reasons, assxmpt:.om,
needs, and intentions, etc. which are affecqlnq his judgment and hehavior.
In discussing and evaluating the mle-play:.ng( session it is helpful to
relate the dramatic situation to the personal experience of the students.
Scme;aossxble questions in this regacd are: "*What do you now know ahbout
this person's beliefs and experiences?' ‘What would you have done? Why?'
"iave you ever been in a similar sitvation?*® 'How did you act and what
Criteria were you using to judge and act?' ‘what does your action teil
you about yourself?® 'why {why rot) are yod satisfied with the role-playing
session?' ‘'With your own response?' ‘'What else might you have needed
’to know to have made the role-playmg better?!

4

2, Using mrrent r‘vents and Personal r‘.xpers.eme

Another set of strategies clusttamarotmd the use of the current

~ concerns and interests of the students. Such approaches “can be used to

generate a’sense of rersonal involvement in the task of clarifying and
working through,, vaa.ue jssues; they can also be used to help students to

becare awvare of the range of value issues vhich other 1rxi1va.duals, T

cultural groups, nat:Lons, etc. are facing. Tne followmg are a few
suggested strategies for generating values toplCS‘

. ask students to fmake a collage of pictures/ads from magazines,
Journals,and neswrspapers “hich reflect the three most. important events
of the last six months (or last year, week, etc.). Can they isolate
the different values and value conflicts imbedded in each event? Compare
collaqes and the issues they represent that were the criteria that
‘different students GSed? '

PPl
e A - -

b, Take a school rule-such as campulsorv attendance and discuss
the intention of the rule from different points of view {(principals,
teachers, parents, students, emplovers) and discuss the value assumptions
underlying each. What types of value conflicts can emerge? What criteria
could be used for dec:.dnig which value is mos*t important/realdstic? Alsoc,
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, L,
discuse in temms of distinctions between "mefis” valdes and "ends"

each day, ﬁ\emstirrportantmmtséfﬂaeday, the most important
learning, the most important question they are left with, what thay didn't
do, and what they wish they had done. that velue 'means' or ultimate/‘'end’

value prioritiee in their lives? How/why might these shift in the future?

d. Examine the value issues raised in the songs/msic they listen
to, cartoons, different kinds of newspapers and megazines and graffiti
they see on the streets, "™.V. programs, movies, advertisements, parlour
games, and arganized sports. Aieﬂ:ereanythamin&semlugissues
they see around them? How do these themes compare to value issues their
parents were confronted with at the same age? Are the criteria for
weighing the issues any different? If so, why? ' ’

3 - i . .

3. General Considerations for a,Problem-Solving Approach

It is often helpful to keep a checklist of the corsidérations that
one wants tobaaremnd:ﬁvmile desxgnirqande'mluatmg a lesson unit
relamdtovalu&msw mefonmnmlmtismggestiveafamrge

of comiderations to which the teacher wﬁl’ﬁrﬁbtedly make additions °
- and deletiong. - LT

= {

- ;—a. Is the mral dilamm or value issue pltched to the interests
and reasoning levels of the students?

b. How can I best help them to recognize the central problem?
2nd have I helped them bresk the central problem or issue into
mamqe‘ables*.b-p:cblats?

c. Have we dealt with and reansvalues(sud\ashdm.uﬁg
a track meet) and ends/ultimate values (sudﬁasp.msuﬁqmwellqwe,

self—fulfiilment, meaning, ebc.)? R
d. Are they (am!aml) clearabov,xtvmatoamts as a good
solution?

e. Have T helped them see, whexe.relevant, that ﬂxere might be
.several alternative good solutions?
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f. ¥ave we taken acomt of past experience., t'eelings, beliefs,
values, attitudes, assurptions, life goals, self-concept, cutside
influences from family, peers, cultwre, ete, - as well as takimg
acoount of relevant nprinciples, concepts, and facts?

9. alhxnlremgdsedmé;zalw.sinthempicmﬂi—nﬁm
level? ‘ )

Iy

h. Have I been able to yeintrodiuce the topic at a later date in
a say which sumarizes what has been leamed and how At relates
hoﬁxemoicmtlyat‘mﬂ,mﬂinamywhi&es
. renewed interest?

i. Have we deait with possitle action, with activit:ie:f vé’!idx students
could engage in 25 a way of following throwgh on = and.posgibly -
realizing, 1iving, ard testing - their value cofmitments?

Have we tackled this in a way which Is zealisticrivm the con-

straintsteadmmﬂ/orsmﬁentshmmmpemth’

4, Are the notes that students take maywimﬂmweful Do
they have copies of the evercises, ism:escrdi%zmas principles
for reflection, andmlusims?

X. Have I given. students opwrumitiw to ra:L,e ue ism vhich
amreauvmportantandmtforﬂﬂn? (Anarm;ums -
"almmwtimnoxmnbeusefulhexe.) .

1. Have I helped' them rela‘t:e the values issues atﬁim:inciples to
their own lives? Have T also given them the ’z‘:.ghtbopass
when we talk about persomal experience? ]

By 03@&1211?} VALLES NISCUSSIAS

The follgring three cutlines indicate different vays of-organizing
values discussions. "he first outline is oriented to working with

* vaivs principles and ultimate life goals; the second and third are more

oriented to moral dilerras.

QUTLRE I

t
1. a. Introduction of topic
b, Find and discuss principies
¢c. Discussion meaning of principle(s)

2. Tind and discuss evamples

2, comnter exarvles
b, other relevant exarnles
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3. E"..:ﬁ and discuss roasons
p:imiplm
\ b. againat principles i
‘ 4. MmambackhoulﬁmmMeqmln\&whﬂW
self-fulfillment, sto.d

5. ?h'darﬂdi.saxss rolesrt conditions, cirmmtam,
whilch the principle
&, bolds
b, doesn't hold

6. Find and discuss relevant information.
v . 'nﬂrks&mt:}mmndda, feel, sy

- 9. Mmtoth&p&mmﬂdﬂo, ferl, say . .
10, Act out vhat you vould do ' "
}.1 Maxtmmtoﬁw:permmxlddo S =
12, ﬁymmtywmﬂd&inwml,mdty

13, Pelate the toplc to filrs, plays, 1iterature, popular sayings,
ete,

-]
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AR . . ¥ N
S QUTLINS IX

1. SIIUATION

. Who is involved? And what is thmr'(a} present stand?
- ~  (b) stake and pbwer with regari to the situation?
{¢) goals/ideals?

Have I considered all the facts?
. Do I understand the facts, teoms, concept, issue? ’

2a Mﬁm
LA mt are the alternatives?

MIable/winirgtowﬁerstandthese from others' pomts
. of mafevente?

What are the consequences of each alternative?
fm I aware of my cwn feelings, biases, values, assunptions?

: ) 3‘ . m—mm -

" Have I omsidered the appropriate criteria and ultimate
principles? i.e., right-wrong/goxi-bad/praiseworthy-blamaworthy?

Bow does my view of huran nature affect the criteris/ultimate
prizmples I will vse to decide amcng alternatives?

L o realistic and universalizable are my criteria?

' 4. Decision

3 - Am I willing to support my decision in the form of action?
o vhyshy not? How?

*that can I learn about my own values/valmq process fram all
thig?

) What analogmus moral dilemmas I'm reflecting on might be
: affected by this decasion/valuing process? How affected?

p—_——
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CUTLINE ITDN

TENTATIVE DIAGRAM OF PROCESS OF WORKING THROUGH A MORAL DILEMVA

: CONERONT a Moral Dilemma

1. DPRESENT THE DILEMMA. State it in temms of conflicting valves.
2. STATE the curcumstanoes.

3. FIND AND DISCUSS the temms, conoepts, principles.

4. STATE the value conflict(s) for the central character(s).

STATE a qualified position

5. Reflect -n an individual position:
a) state the alternatives.
b) state the probable consequences of each alternative.
c) review the cmsequencesofthecmseqmnoes"
d) state the criteria and ultimate principles which could be
used to decide what alternative is best.
e) state a _tentative position and 3 reascns why you believe
yourpos:.tlmlsthebes*-youcanthirkoh
6. Reflect on a class or small group position: -
a) share tentative individual positions and Teasons.
_b) discuss/debate steps a-e in #5. “*-«;;{ S

-

EXAMINE REASONING -

7. . Check factual assumptions behind qualified value ’%)osltlon.

8. Examine different reasons in temms of:

- analogous dilemmas
- dilemmas class has worked with previously -

~ applicability of the ultimate principle bemg used to choose
among alternatives (i.e. Justice, Dignity of Man, Ultimate
Life Goals)

- any perceptual or ideological biases which may be masking out
other alternatives.

REFIECT & DECIDE on individual position

9. State reasons for an individual pesition.
10. State an intended action which would support that value
position.
11. Consideration of .nintended effects of the actiar.; consideration
of whether/where are the means to carry out that action.

2,20
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7ne filmography is based on films that are readily available. While
excellent American and foreign films exist, the difficulties inherent in
getting them preclude their listing here. The list offered is.by no
means f£inal but rather an initial one to which the educator can contin- .
wusly add. The attempt at classification is rough, and in no sense
should it substitute for the educator's own appraisal and use of the film.
Several of these films would be classified by different. educators in many
different ways. The film Free to Be You and Me, while being of great
interest to pre-school and elementary students, also has great apmai to
the secondary school and adult population and indeed is a treasure house
. for those interested in psychi:logical developmental theory. In short,
many films have a multifaceted appeal for audiences of différent ‘ages.
While no attempt has been made to prescriptively evaluate these
films, there does seem to be a general consensus that the tollowing are
particularly appealing to a wide audience in the field cf value education: .
Rock A Bye Baby, Child Behaviour - You, Three Looms Waiting, Here Comes
the Judge, Shows Promise Should Go Far, Bridging the Gap, Children of
Our Time, Free to Be You and Me, and Coming Hame.
//It is useful to ;\areview the film and draw up a list of issues
‘ risi/r)g‘ out of it so as to initiate discussion.
The reviations below indicate where the films may be obtained
i /énd the disciplines into which they may be roughly'categorized. (In
a many cases the source listed is not the only one where the film may be

/

/ founh.) All films are 16 mm.

/




Souxce

Central Ontario Regional Library System
Metropolitan Toronte Library MTL
Ontario Institute for Studies in Education

National Film Board

TITLE

Adolescent Resg)rsz.-
bility

' All the King's Men

Anything You Want
to Be

Authority and
Rebellion

Beauty Knows No Pain

Bill Cosby aon
Prejudice :

Bridging the Gap

Discipline

CORLS Communications C

Drama D
OISE . Psychology (Dev) P
NFB Ethics E
Sociology S
- Values \Y
TIME AUDIENCE SOURCE DISCEIPLDIE
25 min.  Sec-Adult MIL PEVS

Being a parent is difficult, but so also is being

a teenmager. The film illustrates the struggle for

independence and formation of new values.

Sec-Adult Marlin Films EPS
Port Credit

A popular politician fights to retain his office

20. min.

with a panoply of unethical tactics. Do the
., ends Justify the means?
38 min. . —zsdultl——m‘mm/l SVEP
Port Credit

A young girl describes what she would like to be,
but the accompanying visual tells a bitingly,
different story, -

32 min.  Sec-Adult CORLS ESPV
Edited from The Caine Mutiny. Shows the disinte-
gration of Captain Queeg and the gr;ow:.ng moral
dilemma®f Ensign Keith.

28 min.  Sec-Adult CORLS "ESVP
Documents the selection and training of the Kil-
gore College Texas Rangerettes and raises serious
questions about the soc1a1 values of such an
enterprise.
25 min. Sec-Adult CORLS EVPS
Bill Cosby does a monologue as a bigot by starting
outasamanwhohasmthmgagalnstanyone . e e

except . . . .

Sec-Adult- MIL
Parent

An enlightening session with Doctor Thamas Gordon,
who engagingly discusses various methods of resolving
parent—child conflicts by the application of his
methods of Parent Effectiveness Training.

32 min. PVsSC

22
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TITLE
The Broken Ii;ridge

{
!

The Burden 'I'héy Carry

%
d

. .
But What Happens, If
the Dream Caves True?

. 3

3

Can a Parent Be Human?

L
Challenge of Change

-

Changing Life Scripts

éhild Behaviour - You

Children of Our Time

TIME AUDIENCE SOURCE DISCIPLINE
42 min, Teacher- CORLS PCV
Sec~Adult

Shows American therapist Irne Kassrla during a
session with mentally ill children who are unable
to comunicate with the outside world.

a

28 min. Sec~Adult MTL ‘ . PSC

A Swedish sex education film Pased on informal
talks with young children and' teenagers.

52 min. . Sec-Aduls CORIS PVS

An American documentary on an affluent family who
achieve the Great American Dream but find
resulting dissatisfaction.

12 min. Sec-Adult CORLS bPvs
A group of teenagers discuss qualities they

consider important for parents to have and act
out role-playing situations.

15 min. Gen MIL ) PVS

7

A kaleidoscope of noverrent and sound, a montage

"of urban and rural life reflecting on the

creativeness of man.

'30 min,  Sec-Adult CORLS PVS

Eric Berne talks about how people are born princes
and princesses and are later turned into frogs.
They learn to feel not "O.K:" and thus live out
their lives. Method of changing their life scripts.

12 min. Sec-Adult- NFB PSVECD
Parent 106C-0172070

Carleton University and the Vanier Institute

combine on a very useful cartoon on behaviour

modification as employed with children in all

stages of develcpment.

57 min. Sec-Adult- CORLS PSVE
Parent
A CBC documentary of children from broken homes.

‘Their problems are poignantly acted out, with

cammentaries by Doctor Rabinovitch and many
other experts.

11 min. Sec-Adult- CORLS SV

Gan
The dilemma of a society in a rigid dictatorship
and the emergence and victory of the free spirit
over dull conformity.

>
LS
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T

Conscience in Conflict

Coping with Parents

The Early Years

The Education of
Phyllistine

Epilogue

A Fable of He and She

ERIC

TIME AUDIENCE SOURCE " DISCIPLINE
25 min. Teacher OISE P
e A mp 131
Based on P.Laget s developmental theory. Inclusions
and hierarchical formations. -
85 min.  Sec-Adult- NFB PSEVDC
Parent 106C-0173007

Excellent portrayal of a cammunication and value
block in a Canadian family. Provides excellent
discussicant base for a wide range of value topics.
. ; s

32 min. Sec-Adult- MIL EPDS

Based on the movie A Man for All Seasons, Sir \
Thomas More must choose between his oonsc:.enoe R
and his k.mg. T

R t

20 min. - Teacher OISE DP
mp 132
Piagetian oonservatlon of quantity, length, akea,
and volume. 5
15 min. Sec~Adult CORLS PSVC

Three typical conflicts between teenagers and ~»
parents with each situation shown twice, the
wrong way and the right way.

50 min. Sec-Adult- London Life PVSEC :
Gen Box 5560 , -
London

Examines what many experts consider to be the most
crucial years in a human's life, from birth to the

beginning of school. .

Sec~Adult- OISE
El-Gen mp 480
Alienation and prejudice as they affect a young
Indian g:.rl in a white school in the north.

56 min. EVPSC

Pre-El- NFB
Sec-adult  106C-~01.71048
From outer space, and then as camera closes in,
shows what man is doing to our planet; many
challenges and responsibilities are presented.

16 min. V Ecology

12 min. = Sec-Adult OORLS PSV

A humworous view of life on a mythical island where
male and female roles are clearly defined until .
umsual events force both sexes to assume different’

roles for survival.
224 ;
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The Firsf Mile Up

. “~Five Easy Pie

owers on a One

L Way Street

F<]:.'nnal Thought

. Formal Thought

Free to Be You and Me

Fram Sociable Six to
Noisy Nine

Fram Ten to Twelve

The Frustrating Fours
and Fascinating Fives

A = R
.‘_‘\ \_\;
{
1
| L
TIME AUDIENCE ~ SOURCE : - DISCIPLINE
18,nin.  Gen NFB .V Ecology

-

. 106B~061085

_ A f1 ]m on air pollutJ.on with surprising disclosures.
Dlsqussed by engineurs, health authorities, and
Lmus Pauling.

l7~gn1r;: Sec-Adult Marlin Films ECPS

/ T — Port Credit e
Edited. Shows & young man, estranged from his
famly and his past,,returmng‘hare to face
gy;j:_a.onal—»ax:dfaﬁfumcat:.on prob‘i\e\rS‘and%
new insights.

—

57 min.  Sec-Adult MIL SPV
A story about Yorkville Avenue, dealing with °
carmumty issues and social -confl 1cts ‘and
interactiens. . . e

s
S —
e ——

32 min. Teacher OISE . P

mp 481
Deals with Piagetian application of formal operations
of secondary school children.

37 min. Teacher OISE ‘ P
mp 490

Piaget. Deals with spatial relations, object :
permanence, schemas, and other aspects. ’
38 min. El-Gen- CORLS . PSCDEV

Sec-Adult o
Delightful film urging children to make their life
choices on what they want. Includes some of
America's best actors. Encourages a strong -
positive self-image and’ interpersonal relations.

21 min. Teachers- NFB PSvV
Parents- 106C-0154012 /
g El-Sec

Shows the meaning of various types of behaviour
and a way to guide children through these baffling
times.

26 min. Teacher- NFB PSvV
Adult-Sec  106C-0256020

Shows young adults in the making at home in

school, and in groups .

21 min. /Teacher— NFB . PV
Adult-Sec- 106C-0153012
~Gen

A study of their behaviour, which vacillates
between helplessness and vigorous self-assertion.

R25
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TIME AUDIENCE SOURCE DISCIPLINE

' 58 min. Sec-Adult- QRIS . -VEST
Gen -
A questmnfof moral:.ty A dlst.mgulshed group of

I i tists fram various disciplines examine and
T probe hts of an individual and society.
Produced by s
i b T T ——— .
He Acts His Age 15 min_  Sec-Adult = NFB PS
\ 106C-0149013

How a chlld's development keeps pace with his
phy.:lcal growth and play habits.

Here Comes the Judge 25 min. . El-Sec- ML EDPE
: .+ Adult
Ethical mprcv:.sed drama by Dorothy Heathcote.

T A dilemma is acted out by children of different
ages with surprising results.

Herces and Cowards 32 min. Sec-Adult. . MIW EVP
* EQited from the movie Lord Jim. Peter 0'Teoole as’
) a young sailor is caught in a dilemma when he must
choose between himself or his passengers.

High School 75 min. ) Marlin Films
. Port Credit
A documentary on a large high school which seems
to be confusing discipline with learning. '

-I Owe You Nothing 10 min. Sec-Adult CORLS PSSV

& Group of teenagers act out two' intense role-
plaving situations between.mother and son and
daughter; lively discussion on parent-child
mutual obligations.

I Who Am Who Am I 17 min.  Sec-Adult MIL SV P

Edited from The Swimmer. Burt Lancaster finds
himself losing his job, family, and material
possessions; allegorical journey that ends in
isolation.

Is It Always Right 8 min. Sec-Adult MIL SVP

A parable told b Orson Welles highlights the
centres of decisiveness in-society: the generation
gap, war, poverty/s

Jamie e 28 min. El-Sec- NFB PVSE
’ ‘ Adult 166B-0164112
] / Shows how the emotional development of children is
pd \ affected by parental attitudes and how campetition
’ carried to extremes can be detrimental.

s
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fomm——

[ —————life in a Tin

Little White Crimes

TIME AUDIENCE SOURCE ’ DISC IPLINL

50 min. El-Sec- Iondon Life "p SV T 5
Gen »  Box 5560 .
London

Exactly how we learn, what is the best way to
impart knowledge, inhibitors to this impartation,
why people sametimés- have photographic memories,
and why same otherwise bright children- have
difficulty in readlng T

7 min. El OISE PSV
mp 422
in_cartoon fashion with a chlld's pure joy
of life beln?dmreéebz\gri y buildings'and over-

whelming respons:.bllltles .
\\

10 min. El-Sec- CQORLS EVsP
Adult

Adventures of a business man on his way up,

building an image to match his ambitions as' he

leaves a trail of hurt amongst those he steps on

as he es his way towards his goal.

Z
e TE_Moon .Follows Me

\vl

o

My Country Right or
- Wrong

{

-

New People for 0ld

No Reason to Stay

One Plus One Equals
Three

26 min. = Teacher- QISE VPS
t-8ec mp 415 )

Based on Plage‘tx Tells us about the_ construction

of reality! \1n acg ld's mind, psycholmgulstlcs.

8 min./ $ec—Adult ML, PSVE"
Sequences taken from the film Sumertree, a
rejection of the Vietnam War; parencal and
societal pressures orr a co 1e§e student as he
must make crucial value defisions.

48 min.  Sec-Adult MIL EVS ‘

Research in genetics brings a start .ing discovery
with grave moral consequences; the Jiscovery
could tyrannize the world.

28 min.  Sec-Adult NFB EVPSC
A‘look at the school dropout and what he drops
out.fram. D s high school przpare young people
for adult life?

10 min. El-Sec CORLS EV

Deals with the problem of power. A giant convinces

a dwarf that 1l.plus 1 equals 3 until a larger giant
cames along and then it's 1 plus 1 equals 4.
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TITLE

Paddington Lane

fhoebe

Pride and Principle

.

Reflections

The Right to Live

Rock A Bya Baby

A Rock in the Road

The Seriousness of

Play

*

TIME AUDIENCE SOUP.E DISCIPLINE
24 min. Sec-Adult CORLS PVS

A young couple living together offer a unique
view of life behind the facade of young ideas
challenging society.

28 min. 12-13-323ult OISE PSVE

mp 422
A teenage girl's feelmgs of uncertainty when she
realizes that she is pregnant and faces a )__-obl\em
that will change her life. .

19 min. El-Sec- MTL EV
Adult

Fram The Bridge on the R.wer Kwai, Japanese and

British commander’s engage in a battle of wills

over questionable matters of principle.

12 min. El-Sec- OISE EV
Adult mp A65
Prcb conscience, motivation, honesty, and

integrity of £ _and others. .

15 min. Sec-Adult-m\ . P SVE

El
A short, sensitive film probing the nature of
friendship between children of different ethnic
background and the damaging effect of parentai
prejudices.

17 min.  Sec-Adult CORLS EV P

Edited from the movie Abandon Ship. A céptaln
must decide when a storm cames up who will be
thrown out of the lifeboat to save the ranalnlng

passenjers. )

30 min. Adult-Sec~ MIL PSVEC
(‘ﬁn - .

A dramatic, powerful film showing the devastating

effects of'the withholding of tangible love, first

with monkeys, then with humans. Once s=en, not

likely ever to be forgotten.

6 min. Pre-El CORLS EV S'

Animated film designed to stimulate discussion
of an individual's responsibility to society.
Different reactions of persons finding the rock
in the road.

28 min. Sec-Adult- CORLS ‘ PSV

Gen
From "The Nature of Things" (CBC). Concerned with
early childhood education and behaviour.
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TITRE
The Shattered Silence

Shows 'Prcmise Sl:xould
Go Far

- . Sixteen. in Webster
¥ Qrove - ,

i

.
1

Strokes .

The Task of.-the .
Listener

. The Terrible Twos and
Trusting Threes

The Tést

: : Illustrates clearly the human need for recognition.

TIME AUDIENCE SCUKCE . DISCIPLINE
27 min. Sec-Aduit CORLS - EVPS

What are the rights and obligations of young -
ﬁple in a scciety in the matter of acceptable
ial behaviour?
sb min.  El-Sec- York Univ.; PSVE
i . Adult OISE
most unusual BBC film deplctmg four gifted -
en in one family ralslng important questions
'a.-. to the effect of enviromment and teaching methods.
/ 47 min. Sec-Adult OISE SPVE
mp 468 ‘
Themes concerning parents. schools, marm.age, and
societal pressures as they affect teenagers in a
‘prosperous. small American urban commnity. The
dangers of conformity carried too far.

30 min, Sec-Adult OORLS M

-

20 min.  Sec-Adult COORLS PESVC

Presents an incident where both the teenagers and
the police ser;.ously misjudge each other, take
amother look. . ’

30 min. Teacher-:  OISE PVC
Sec-Adult mp 363

Doctor S. I. Hayakawa brilliantly exposes the

relatlonshlp between personality and communications

in terms of -the role of the self-concept in

accepting or rejecting message, plus value in

nonevaluative listening. -

26 min. Sec-Adult NFB PSvV
106C-0157014 .
Behaviour. of three teenagers in urban family:
their attitudes, actions, similarities and
dmsmular:.tles, time of adjustment, and mouldiry.

24 min. Teacher- NFB ’ PSV . .
Adult-Gen  106C-0151028

How parents and teachers can constructively deal

w:.t:h behaviour at this age.

29 min. Sec~Adult CORLS EVPS

A teacher re&gns rather than condone cheating,
Who is responsible? ,

LY




TITLE

This Is No vime for

Romance

/o

Three Looms Waiting

. Wait Until Your Father

Comes- Hame

Walk in Their Shoes

* The World of Three

-~

TIME  AUDIRCE  SOURCE DISCIFLOE

-

28 min.  Sec-Adult IEB PSVHC

106C-0166114
At a sumer cottage a woman takes stock of her
life, her children, her hushand, amd her
fantasies ... a time to renew.

g
-

55 min. Gen OISE

Abnlllantdoc\mtaryontruecamlogmand .
comunications through four improvised dramas’
sl‘mmgwhataglftuadteachercandoandhavé
chxldrendotharselves,aswellashavekrm-
ledge £low through from the children to the te

6 min. Pre-El- MTL ES
Sec-Adult ' N
Humorous dealings with the. right and\yn:ong way

H

!

tousefllmsandothermmlaldsmthebast!'
) f‘

British Navy tradition |
11 min.  Sec-Adult OQRLS PS r\:

Teenagers role-play situations-of female vamu&
male roles. X .

23 min.  Sec-ddult CQORIS . cpgs

Emphasizes the need for understanding between

parents and teenagers. Older brother left! in

charge finds himself echoing mamy of his parmt:s'

admonitions.

18 min Pre-El- NFB PSE
Sec-Gen 106B-0166076 - ‘

) 'I‘hemrldofthreeasseenthrwghﬂnzeyesofa

three-yuar-old ch the receiving end of what is
called child training.
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