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Abstract

,#

Through Continuing contact with teacher educators and school teachers,

along with an extensive survey of educators in general, we have found

that a very, high proportion of, educators think values educltion should

be Undertaken by the schools. Further, a majority believelhat values

educatibh should be included as a component of existing courses rather

than as a separate course, especially at the elementary level: It is

interesting, however, that as many as 21% of respondents in the Survey
0-

felt separate valuescourses are appropriate even for K-3 students and

62% felt they are appropriate for teachers-in-training. We must
O

conchide that, if permitted, a significant proportion of eddcators

would opt for separate courses in values. Actordingly, pending the

adoption of policies on these matters, it would seem advisable to ti

develop curriculum formats, materials, and strategies that could be
4

used eithei- in an integral component of existing courses or in separate

courses. With respect to the precise nature of curriculum materials and Ao

techniques, whether for integrated-approaches or for separate courses,

it is apparent that wide variation i necessary i order to accord with

differences in the preferences and abiliti- o educators. No , single

set of techniques, such as thoseNKrIeNr ce Kohlberg or "'Values

Clarification ", can be presented as the approach to values.education,

whether in'the schools or in teacher education institutions.

In order to engage in values education, teachers and teacher

educators need the competency to select and use appropriate curriculum

formats and techniques. They also; need-to by able to reflect deeply on

value issues as these relate to their own lives and the lives of their- 4

students. An additional competency that has becane very apparent to us

in the past year is that of creating conditions conducive to nriPk-rtaking"

iii
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on the'part of both teachers and Students. Unless students and teachers

feel free to explore value issues and make genuine value decisions in the

classroam and the school (or teacher education institution) as a whole,

they-Will not make mush progress in-value matters. At present our

education system tends to reward. only the finding of'"correCt" answers,
which has the effect of seriously undermining learning. The ability to
foster risk- taking involves (a) an awareness of the'importance of risk -

taking in learning, (b) an awareness of what the students-themselves

can contribute to values learning, (c) a capa ity V create an
a

atmosphere of empathy,'-trust, and inutuafres in the classroam,*and.

(d) a sense that one has the support of one's tcational institution
and the wider educational system. Educational institutions (including

colleges and faculties of education) must became places in which an open,.

reflective, risk-taking approach to values is possible fot both teachers

, and students.

4 6,

iv 5



Conte? ts.

'7

elf

Preface vii

The Moral Education Project (Year 4)

1. Introduction 1

2. DeterMination of Curridulum Formals, Teaching Techniques,
and Study Materials That Are Effective in Teacher
.Education

3. Determination of Characteiistics and Campe'tencies Requi'red
in Teachers'and Teacher Educators for Work in Values
Education 9

c

v4.Dete tibrit of Administrative and General Institutiontl "
Air gements Conducive to Preparation for', Values Education 11'

,

4

er Evaluation of Alternative Teaching Strategies for
i Values Education 18

I+

Appendix A: Survey of Ontario Teachers, Administrators,"and
Teacher Educators ' . 29

Appendix B: Perspectives -in Moral d Values Edudation...,s.... 81

Filmography...
.

24:5

225
,

Bibliography

S

V

o4

O w



1

Preface
9 vs

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 alternativ teachin4 strategies in schools.

Accordingly, liaison with teacher education institutions in OntariO was

maintained, culminating in May 1976 in a presentation to the annual

Spring conference of faculty of the,Ontatio,Teacher Education College

--01/ITEC). In addition, when the Project's opinion survey was administered

to apoximately 12,000 educators, a major target group was the staffs

of faculties and colleges of education._ Further, the Handbook

Perspectives in Moral and Values Education was prepared with teacher

educators in Mind as well as school teachers.
JrOf courst.has not-been possible (nor would it have been desirable)

to separate iniquiry into teacher education in the area Of values from

inquiry into values. education in general. The same principles apply

in each case: teacher' educators and teacher4 alike must grow in value

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

values education are appropriate in teacher education institutions and

in the schools. This report, then, speaks to issues in"values'educaqon

as a whole while placing particular emphasis on teacher education. '

The Handbook for.teachers and teacher educators (Appendix B of this

Report) was a central aspect of the work of the Project during 197576

.Many of the conclusions of the research for the yeaf are elaborated more

'fully there than in the main body of the Report. ocordingly, the

"Annual Report" should be read in close conjunction with relevant'sections

of the Handbook.

"vii
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The Moral Education Project (Year 4)

;

4

1. INIRODUCTIal

The major locus of the Moral Education Project during the past year has

been the determination 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-

service teachers as well as teacher educators. We believed that. the best

starting point for such a taskwould be to ask teachers and teacher
o

educators three basic questions: 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 development of competence in values and moral education. A_summary

of the responses to the questions based on an extensive survey will be

,found below and in Appendix A.

The results of the survey and feedback gleaned by visiting schools

and teacher education institutions caused the project staff to oonclude

that the form of the final product of the project should be usable by .

teachers and teacher educators. The result was. to produce a booklet

(Perspectives in Values and Moral Education, see Apphndix B) which attempts

to show the complexity of the concepts involved with values and moral

education ooncerns. This booklethas.been reviewed by over one hundred

'teacher educa1Dra'r4 whose suggestions have been incorporated in-the'final

version.

In producing the'bobk t (in 'fulfilment of 2.1 al 2.2of the

project contract) it was ap ent to the project etaffsthat a conceptual

base for values and moral wducation needed to be provided since the re-

sults of the survey, and o -school visits indicatOd that educators were

fining value% and moral education in the narrow confines of one or two L

well-known models of va es education. We deve Aped a conceptual construct

1
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(entitled the "Moral Pie") and attempted to clarify the distinction

between moral and values education. Seven models of such education are
,

reviewed within this conceptual framework: Perhaps the most significaut

result of the process of-attempting such definition was the common ground

found to exist across what appeared superficially to be different and

disparate Conceptions of, values education. Finally, the booklet presents

an extensive - bibliography and an annotated listing of available films fdr

use in classrooms.

We addressed ourselves to the problem of how teachers and teacher

educators can do moral and values education'within ieir presehtSchool

and institutional settings. A traditional,, textbook, neutral teaching .
approach does not provide the flexibility necessary fbr moral and values

education. Nor does the present structure, which provides little time if

any during the da for teachers to interact other, professional.adults.

Teachers must be ppigvided both exemplars of ma erials and time to study,

discuss with other professionalai and create materials for classroom use.

But time is not a sufficient ingredient imsuch a process. Teachers also

require support fran administrators, school boerd members, and parents.

Without each constituency becoming fully aware of the problem, the move

in-6o a values and moral education process will result in a resort to

political powerf demands, 1.01.imatums, stubborn refusals,.and-increeeed

enmity.
.

The willingnees,of teacher educators to engage in the effort ba

promote values and moral education seems evident in the results fran the

survey. However, this willingness does.nobt necessarily mean that teacher

educators are At present eqUipped with anything more. in fact teacher

educators are as much in need of their am;hn retraining in.this area as

are the 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 some 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 Ixemine' the values which they as teachers are

promoting and become aware of the pOlitical,and social context of

teaching." Teacher education as it is presently constructed is inadequate

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

2



Section 5 below reviews two-very.popular approaches to values and

moral education: the values Clarification approach and the moral develop-

ment approach.. An,awareness of the scope and purpose of each approach,

is necessary so that each can be intelligently applied.,A review of 'the

literature.for both akoadhes is also included.
D

2. -DETERMINATION OF CURRICULUM. FORMATS, TEACHING TECHNIQUES,AND STUDY
MATERIA,LS THAT ARE EFFECTIVE IN,-TEACHER EDUCATION

I

Values Education Survey

A values, education survey of over

and 550 teacher educatcrs was oon.

four main questions of educators:

WHAT they think val
HOW they,think valu
What they NEED to
What RESOURCES they

10,000 Ontario teachers, 650 administrators,

cted in March 1976. The survey asked

es education is
s eaucation should be done.
Able to do values education.

may have already used.

A 35% return gave the fol owing resUlts\

1. WHO should be responsible for alueweddcation2 f

Some 92% agreed that values educa ion should be undertaken by the schools.

It was also agreed that neither nor dhuich alone was sufficient for

values educgtion. N

2. HOW should values education'be done?
, -

Virtually all respondents agreed ith two'very important goals for values

education: "helping students to velop a stideog life which is based on

a deep respect for others" (97% greement) and "helping individualb to

delielop a full sense of social r sponsibiiity" (96% agreement) . Other

responses shimw that there is a eat deal of uncertainty about the role

Of theteacher £n this process:

Should teachers p
moral conflicts?
most authoritari
students are spoo

Should teachers a
(a Pule, a law,

Should the%teac
adot society's
students? 58%
in4ude this.

I I

ide students with solutions for
37% felt theYshould,- This, is the
teacher position, in which the.
fed.

lly teath an explicit moral code
c.)? 25% felt-they should.

help students to understand and
alues? in other words, socialize
eed that values education should

II
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Shotild the teacher help- students to clarify their
values, then leave the deciions to them? 40%
agreed that values education should do this. Note
that this question-definitely draWs the line at'
clarification of values and nothing beyond:
"Values education should be limited to helping
students to celarify for themselves their values;
.student should then be able to proceed on their ,
awn."

MID

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

= Should-the'teacher.simply be a good -example and
4 leave it 'at'that? Only 8% agreed that teacher

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 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 responsibility. There does not
appear to be a very strong sense from respondents'
to the survey that this structure is very important.

3: Does values education involve REAbONING AND/OR BEHAVIOUR?

There was a very clear, statement from educators'On this isle: values

education shou ld be concerned with both reasoning and behaviwr.

4. Should values education be a SEPARATE COURSEor part of existing courses?

Most educators felt that values education should be developed a'part of

already existing courses (81% agreement). The majority did not see valUe

issues as the central concept of subject areas (29% agreement) , but yet

they saw it as part of most subjects..

There was same call for a separate values education course;

the older the student, the more appropriate'values education courses were

considered to be. Whereas values education courses for very young children

(K-3) were seen as appropriate by only 21% of the respondents, values

education courses for teachers in training were seen as appropriate by

62% of the respondent's..

4
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5. Can values education be undertaken at all because VALUES ARE RELATIVE?

A majorconcern'of educators, hasbeenrwhether values educationis possible

at all,'since there are such diverse value systems:which are held by people

in Ontario. Can values be any more thampersonalay held beliefs? we asked
0 1

our sample in fact whether values education should not be "undertaken by

the schools because each person should develop his own opinion of what

is right." -Only 3% agreed that values education should not be undertaken
. -

by the skhools; in fact, a very consistent and strong affirmation of values

education as a component of our Ontario educational system has been given.
441

6. What RESOURCES AND SER%4CES ARE NEEDED at this time in order to carry

out values education? .f
A list of twenty resources was given as part of the survey. -Respondents

were asked to indicate (dn a four-point scale) how useful they felt each

item was. The resources listed were of five'different kinds: resources°

which could help educators increase-their knowledge of theory about values
1 .

education; resources which could help in the development of appropriate

classroom skills for values education; resources which could provide'

increased opportunity to taik'with various people involved in'the =

% 'a
education of children; resources which provide information 'via print or

.

film; and time to develop of program.

Ontario'educatorS indicated that,they feel the 'greatest need fir

increasing specifid classroom Skills which promote values education (such

as ,the'ability to'set-up an as sphere conducive to exchange and to create.

appropriate activities) and'for fuither.,deepening,their understanding of
,

haw childreA'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 highly as classroom skills

.and knowledge of the developr fit of

7.- What RESOURCES-are being used in.valu6s education?

Respondents were req ested to listany,materials.in val'ue's education

which they mayhave found useful. They suggested over 200 differ=ent

resources.

Two main concerns underlie the choice of different resources: a

concern for helping students.to develop an-understand' ofthe self,

and a concern for helping students to get along, with thers. The

following is a brief summary of,suggested resources.

V
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a. 'values Clarification" is mmtianed ten times more often than

any other source.
-

0

b. The next mast mentioned resource is the DUSO Kit (Developiw.

'Understanding'of Selfand-Others)'. Others that have been mentioned

are: the Mbreland Latchford Kit on Mo;ralDecision Making, 14ovalis with

its Growing Up series, the Encylopaedia.Britannica, Neral kits by Shaftel

and Shaftel on moral education and values, and Peter McPhail's Lifeline.

series.

4
c: The third most often mentioned resources are fran religion

and-include religious books (such as. the. Bible and the Catechism),

religious teachers.(asiseen in the clergy, Jesus Christ, and God), and

religious beliefs (the Judaeo- Christian Ethic, the Golden Rule, and world
religions).

d. Literature in general is t1e fourth most important resource

for moral education.

e. Films such as the Inside Outside series produced by OECA are

another often mentioned resource, followed by the Searching for Values

series put out by Marlin Studa., Next are a series of isolated movies

such as'johnny Lingo, Rebel without a Cause, and Paper Chase.

' f. Theoretical background in psychology (Piageti Dreikers, Harris,

Gordan,. Glasser, Frankel, and Satyr),'in moral educatibli' Black, Wilson,
,

Beak', Kohlberg, McPhail, Eisenberg, Rat6), and in education in general

Wolt, Weingartner, andiowell) tare all mentioned.
1 w 7

I

C.

These resources in general seem to stress the practical more than

the theoretical.;much more emphasis' is placed on discussion skills and A'il_N, $

the availability:of kits'rather than an increasing understanding of moralA ,
. .

theo#17 in general..

8. What maincrucial question should be asked about values education?

The final section of the survey allowed respondents to express-their main

concern about' values education. In all, 1506 teaChers (4, 8%), 119 teacher

edUbators (55%), and 66 adminAstrators0;5%) took the opportunity to

comment on values education. The following-is a summaly of these comments.

a. The TEACHERS!.greatest concern is their role and the pare

role in moral education.

'a
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The teachers' main fear is that of indoctrination; one-half

of them see it as a "conflict:between teacher and parent values". They

asked this question: "Who has the ulttflate responsibility and how much

shouldi we as teachertaccept?'t

The teachers see,a large number of their own Obup as having

little moral in it. Few choose to take leadership in moral education,

and they are f -tabOut being explicit about their own personal values;

yet they wish the'students to see them as the'' are. _Many teachers also

condemn the students as having little morality and tie this'in with the

parents' values rather than society, the media, or their, peers. While

admitting their awn need for training in moral education, the teachers

felt that the parents too would benefit from such a training.

b. ADMINISTRATORS see their main thrust in moralTeducation as its

implementation in the schoOls, "to help the students develop a personal

value system'. Implementation is important "so that tie can exQect

educated teachers who are responsible for taking leadership ".

c. TEACHERI_EDUCATORS are primarily interested in the "urgency to"

"get off our%sses" and "provide strategies in the field and in, training ",

"to produce skills in the, area of valuing "such as "role-taking, clarifying,

discussion, and decision-making". They want to "spread the word" s9 that

students, may be able to "articulate" and be comfortable with their own

values.

in summary, teachers, teacher educators, and administrators view

values education as the responsibility ofcur public education system. .

They see it as part of already existingbourses and programs. Opinion

. is more on the position the teacher takes in terms of society's

values: transmitter or evaluator?

-Appendix A contains a full report of this-survey.

.4,

Conferences, Workshops, and Interviews with Teacher Educators

In September and October 1975 the project members spoke with'interested

faculty from each of the twelve teacher education institutions in Ontario.

This was a follow-up to a meeting in May 1975 at OISE of teacher educators

working in values education. In these visits the project staff member'

explained the nature of the project, volunteered our willingness to work

closely with the institution, and gathered data covering the degree of

--knwelvet5g6t and interest in values education at the pre-service level

within that institution.

7



As will be discussed in greater detail in section 4 of this report,

it was discovered that the pre-service dimension of moral education requires

a major shift in the content and process of teacher education. Our
0

meetings with teacher educators in the province* and most recently at the

OTBC conference indicate that teacher educators are not well versed in the

moral education dimension of their own disciplines. That is, while many

teacher educators agiee that the training. of teachers should include a
e.

moral education cdinponent (see results of survey), few seem to be willing

to devote time fran their own discipline concern to include noral education

inotheir dimension of the.cutriculum. What this amounts to, of course,

is"passing the buck -- demanding that another course be added to the

training compopent.

The Mbral Education Project rejects. he notion that simply adding

a 'boral education" course would meet the needs of future teachers.

Rather; as the thrust of this entire report indicates, the entire process

of teacher education as well as all of its content must integrate values

and noral education conoierns.
1

At present, teachers in training in:Ontaiio are receiving explicit

moral education training as a function of chance if they happen to be

taking the occasional course in which a particular professor happens to. ,

considet the moral and 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.

Conferences, Workshops, and Interviews with Teachers

Project members have made numerals contacts with teachers in all of Ontario

dUring the year. We feel that the in=service component of moral education

is the single most important focusfor teacher education given the present

stability of the job market--newteachers,-even if appropriately trained

in moral education; willby virtue of their limited number make little .

dent in the present morl education df pupils. -

The projects active involvement with in-service teachers'this

past year indicates that'they are quite willing and able to integrate
,

moraland values education in all aspects of schooling. The call for

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 If Ajax High .School

provide eXemplars for in- service

8 .1A5



The St..Cathatines grout, 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

sessions. Considerable growth in these teachers was rated by the project,

staff and by the teachers themselves.

The!Ajax High School faculty chose to confront the issue of moral

and values education on a school-wide basis and opted for a one-day in

service program in their school and a two-day live-in retreat. During

,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 valid. Each

.school faculty must decide how they can best begin the process of in-

Service training.

Perspectives in Moral and Values Education

fSo many educators in Ontario haVe begun to be familiar with one or twp

approaches to moral and values edUcatioh that the project felt it would ,

be quite useful to.provTP interested people with an overview of several

approaches and also to respond to -same of the Most frequently asked.

questions about moral and values education. This we have attempted to

do in Perspectives in Mbral.and Values Education (AppendiX B).

3. DETIMINATICN OF CHARACTERISTICS AND COMPETE LIES REQUIRED IN
TEACHERS AND TEACHER EDUCATORS FOR WORK IN VALUES EDUCATION

An interesting finding of the project's efforts this year has been that

all Models of values and moral education demand a wticular set of

'conditions in school classrooms as prerequisites for values education.

These conditions seem to be common to all the 1 d may be summarized

here as the creation of conditions which maximize dent risk-taking:

that is, students must feel comfortable enough 'in th4t:environment to

speak out in the presence of teachers and peers. Without such verbal

interaction there is less chance that reflection on values and moral

issues will take, place. A major task of the teacher, and therefore of'.

teacher training, is to develop competence to create the conditions, for

risk - taking. Necessary conditions include an!acceptant atmosphere

9
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(acceptance does not mean agt,eement), a development of trust between, all
0 . ' '

andpersons ix the class, and honesty, empathy, and justice,-so that the

ethic Ot_ftee discissiori is valued and nouns are established which rein7
.

, .

force such interaction, This is a difficult task, siIce most teachers /

fear student-interaction and have-not been trained,to prate such t

of discussion: Moreover, thetraditional school norms demand "cover

of material rather than an in -depth analysis, apd to this enda mor
didactic approach to teathingis seen 'as most'efficient:'

. - ,

These findings have important impli tions for teacher

Teatheieducation institutions will-have t begin bo model more

and consistently the methods they wiSh.to teach: Teacher educa

thus have to became aware of both the content and the process

of their own programs. Time and funding will be required for
- .

restructuring of teacher education curricula. The study of f

of education, educational psychology, curriculum development tea
--.'1

methods, etc. all hae an important values and moral education element;

hetofore neglected. But blame for this problem cannot:Ir t with teacher

educators. The fact is that threerfourths of teacher ddu tion takes
- , A

place in liberal arts courses, where professors rarely ar- conderpedkwith

the problem of teaching. Unless same change occurs al within this

e"

fining.

cefully

r will

nsions

ssible

tonsf

domain, it is naive to assume that the remaining one-fo can have major,

.impact.

The numerous in- service days the project staff nducted fbr schools

_in Ontario provided us with direct input from teachers as to the problems

of implementation of a values and moral education pr am. In essence

teachers consistently told us in person (and the sury y supports this

conclusion) that they (1) believed schools shoUld ha e a role in values

and Moral education; (2) needed time and help in dev loping curriculum

to fit into the present curriculum structure;,(3) f= -red commumiand

aministrafor reaction and believed that support fr such quarters would not

be-forthcoming. It is critical therefore to under tand that the process

of implementing Ministry guidelines will require synergistic effOrt

Whereby several constituencies (parents, boards o education, administrators,

teachers, and teacher educators) must all acquir= sufficient knowledge

to each have a frame of reference common to each of the others., That is,

there is a need for the creation of a cammunica on network, for each of
*it

sponsibility for valuesthese constituencies has intense interest and r

and moral'edUcatiqn concerns. Bedause this ar is sanechat miswe

1.0
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controversial than other educational innovations, since it hits so close

to horns it is impOrtant that teachers not be put in the position of
.

moving too far ahead of public understanding lest the public rebel out

of ignorance. .
.

Educators must take the initiative in educating the public to the.

meaning of and. the need for valneq and moral education ,in the school,

These educators must make the message clear that the school is not taking

over the responsibility of the home and churdh but rather'living up 'to its

atm responsibility 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

complexity of the problems themselves. There is a need to create

awareness" aall'of the levels of educational concern. This

means that each constituency must became critically aware of the

meaning(s) of values and moral education and develop, a sufficient

intensity of concern to prOmote action. The,role of educators in schools

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

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

support may be obtained and a collaborative effort begun. Unless-this

happens, communities will redlice the complexity Of the task to their

naive understanding and deny schools the opportunity to cope efficaciously--

With theproblem.

4. D TERMIN TION OF ADMINISTRATIVE AND GENERAL INSTITUTIONAL ARRANGEMENTS
NDUCIVE TO PREPARATION FOR VALUES EDUCATION

t.-

The recent concern with values and moral education is another example of

educational change required to adapt to a complex reality. But if the

..implementation 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 educational change in general.

Educational Change: A Tende- ncy toward Reduction

Human beings are meaning makers, and t is this quality which educational

endeavoiars attempts to enhance. Our continuous quest for meaning is

supported by a conception of educa Dorf as raising our level of under-

., standing to the complexity of the world rather than reduging such

°° 11
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Complexity to our naive or simple understanding. We smile now at expl%

nations of the world as "flat" or as the "centre of the universe"- But

today's complex truth is oftehtomorrow's falsehood, and it is the dynamic

of the process of understanding tomorrow which education is in the

business of prcmoting. Thus education produces change. B t change comes

hard, and coping with change in a world of "future It makes us prone

to find short -cuts, to reduce complexity in order t8manage.. Educators

are not immune: Latin to exercise the mind, programmed and computer learn-

ing to "guarantee" success, team teaching, flexible scheduling, "open"

classrooms, schools without windows.... Whatever benefit these and oiher

innovations may have, they have been lost in the sea of rh6toric heralding

TBESOLUTION tatour educational problems. The ship seems.to keep

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

(as do their taxpayer constituents) that in their reduction they are doing

little more for education than would have been d6ne if they had gone abdut

rearranging the deck chairs of the Titanic. Such reductionism usually leads

to expectations which cannot be met, and then to a credibilitylgap and

finally a decrease in financial support for schools and educatiOn in

general. 11Zle public's solution -- "back to the basics" -- while under-,

staillble, is no less naive, Teachers have been forced to iespond with
.

countervailing power in the form of associations and unions, at times further

undermining. their public credibility. The resolution ofoeducational

issues by the use 'of per reduces the complexity of teaching and learning

to a level of understanding not capable of,providing efficacious solutions.

Teacher education must prepare teachersto cope with and eventually avoid

this type of reduction.

Teacher Education:Part of the Problem or Part of the Solution?

Teacher education hag also been guilty of reducing complexity. Additional

coursework in liberal arts, additional coursework in professional education

(MaSter of Arts in Teaching programs), increasing field experiences,

videotape analysis, also all once heralded as.TBE SOLUTION, have created

their own false expectations and'credibility gap. This is-not to say

that any and all of these changes have beeriwasted effort but only to

point out that no one change has been or dould be sufficient to the task

of producing more competent teachers. Indeed, one must explicitly

acknowledge that teacher education cannot by itself bear the full

responsibility of solving educational problems. But it can do better.

12
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Teacher education: programs must in to prepare- teachers who have the

capacity to recognize the compl ty of teaching/learning reality and

who have the variety of skillevnecessary to more adequately solve such

problems, The. issue of'"discipline" may,serve as an example. Many

teachers have been taught that contingency management skills will solve'
r .

their- classraan-oontrol, scrries. The number of books on this subject
r

attests to its popularity.', :However, the issue of discipline involves

much more e complexity. Tie validity of learning objectives, the nature

of individual learning differences, and the design of 'the curriculum 9re

but a few of myriad variables impinging on this problem. Teacher

.educators are not providing teachers with the appropriate diagnostic

skills to net the problem, much less the competence to sufficiently

alter the environment, to solve it even if properly diagnosed. Without

such skills teachers reduce their explanation for such troubles and point

to student "laziness", "low, IQ ", "race ", or "you can't reach everyone ".

Lest we also be accused of engaging 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 accountable for all student failure.
5

Hope, the media, and peers, for example, are powerful influences over

which teachers have little control.

This latter acknoWledgment is crucial for understanding the

problem of change as it relates to values and moral educatiort.:; The area

of values and,morality has traditionally been considered taboo in schools

by the community. Homes and churches have been thought of as sufficient,,

But educators now realize tht schools cannot help but be involved in

such an enterprise: if we wish not t6 reduce the complexity of the

problem, we

goncerns to

endeavours.

it, i'most

must understand that we must bring values and moral education

the publicita gain confirmation of anhstipport for our

This area of educational change, more than otherb preceding

vulnerable to community attack. The contitions fdrachange

involve the training of teachers presently on the., job, recdnoeiving the,

training of.pre-service teachers, and forming'new coalitions with the

public in order tp preVent the credibility gap from'widenin4.

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

be raised in classrooms, an atmosphere whiCh is conducive torisk-taking'

is required. Such critical attributes as trust, honesty, respect for

others, empathy, and justice are required if dialogue necessary for

reflective thought is to be attained. The teacher must prdmote these

attributes and attempt to create a climate of community in the classroom:

I,



Traditional schooling prohibits such conditions: Thi content

of values issues is ignored: curriculum materials have until quite recently:

been written so as to exclude most values and moral issues lestcontra-

versy ensue. Teachers have not been trained to examine the substantive

values issues in their'disaplines -- a neglect for which liberal'arts

educators must share the blame. Thus teadhers.havefat comoelled ta"be

"neutral" in thei*content teaching,.a stance that results in sterilization.,

of the curriculm. Indeed, believing in neutrality as a teaching-stance

is itself a value position and must be reconciled with our valuing 41e

demociaticprogess, which demandg that issues be debated with differing:

points of viewexposed to public inquiry.

The present structure of schools provides teachers little if any,

time during the school day to interact with other professional adults,.

Lunch and the occasional free period are barely sufficient for4rest and

recuperation. Values and moral eduqation will require teachers not

simply to add a few units of values T.,Ork; it will demand that the entire

curriculum be examined in order to make explicit the values and moral

dimensions, implicit in the studyof each subject. It is difficult to

think of art, music, health, history, English, and science, for example,

without at.the same time realizing that each has a rich value component

inherent in:its very substance. Teachers have not been4aught in such a

way as to recognize such a dimension in their teaching and thus fear its

existence. Our experience with hundreds of teachers indicates that, once

freed of the fear of talking about values and moral issues, teachers do

so with enthusiasm: But they do need help and support for such an

to thatthe curriculum

will henceforth reflect the values and moral issues in a more explicit

and purposeful manner. Teachers must be provided with both exemplarg

of materials and the time to create materials for classroom
/
use. .As

- -

well, teachers must recieve additional instruction in the process of

values and moral education. Such time must in part be provided by the

schools themselves4

The creation of teacher competence_and teaching materials takes

energyiand time. Teachers seem quite willing to provide theenergy. X

But timeimay require money to release teachers from normal work load,'Or

it will have to be found during,professional days, in-service sessions

after school 'hours, and the .teacher's home hours. There.arenumerous

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

14
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Rattprithaprea ng five to ten professional_ days through the year,

a sch6o1 may findhif' useful to cluster days and allow teachers to plan

and work toge over aiperiohif three days to a week. One day is not:

enough time to 'in and complete a task with any meaning. ,A school may,

schedule a s workshop'inubich the tedher'planfanddevelop cur-

riculum for year, A school may wish to plan a schedule NACidh allows.

teachers in 'cular groupings (history, for ekample) to have 'the same

period free so as to net on a daily basis for curriculum work. Team

teaching is\another way of prbviding opportunities for teachers to plan

with professional peers.

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

since there is no evidence thatany one method is best ands the

resources of each particular ditrict differ. But what.is critical in

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

'provided the time to do the job thoroughly. But time is not a sufficient°

ingredient. Teachers require support fran administragrs,,school board

members, and parents. In our encounters withrteadhers throughout the

province we have consistently heard teachers say that they are willing -,

to engage in values education but they are fearful of-doing so because.

of what they perceive as a lack of support and reinforcement-from those

outside the school building. But our discussions with'board members,

parent groups, and administrators indicate that they too are in support

of,values and moral ealcation integration. They seem not tohave'let

their teachers knowvthis, however. Hence we are recOmmenOing that

teachers and administrators in each school district begin to devote mote

time not only to in- servicing themselVes concerning these issues but also

to'developing mechanisms for bringing parents and board members into

scussions. Such a "synergistic'.' enterprise is vitally important if

values and moral education is to became-a reality rather thah a continued

lip service. Schools must begin to structure ways in which there is

dialogue created between-piofessional educators and thOse who arm* paying

the bills - the public. This may involve formal in-service'sess. for

parents, teacher visitations` to homes, invitations to parents board

members to. visit and teach in classrooms,'parents.andboandiunbers

attending school staff retreats and curriculum development meeting4,

parent groups developing materials for possible use in schoolbc.

Without each constituency becoming fully aware of the aoblem and of each

of the others' Perceptions and needs, the move into a values acrd moral

15 2
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educatipn process will. res4t in a resort to political power, demands,

ultimatums, stUbborn,refusals, and increased enmit', as noted earlier.

It is importantto recognize the necessary breadth of a values

and moral education program wheh we consider' 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 domain. 'This neglect

has permitted the naive belief that such a function might be filled' by

or several courses appropriately labelled "values". Such a "solution"

will continue to deny the reality that both content and process of

schooling at all levels and across all subjects constitute values and

moral education .

Teacher 'Education Institutions and Values/Maral Education

Teacher educators are guilty of the same ignorance Of values and moral

education problems as their teacher colleagues. Compartmentalized course-

work, passive learning, lack of individualized instruction, and a small

amount of_time for professional teacher preparation prevent learning'

about and understanding the complexity of integrating the values

dimension in the teaching/learning process. UniveMty professors cannot

be said to model good teaching, much less make explicit the values and

moral dimensions of their enterprise. They are as intdrested in "Covering"

mass amounts of material as their lower- school - colleagues. 'In 'addition

t not forget that three- fourths of a teacher's education takes

place in a liberal arts program, where his or her future teaching of

Others is virtually ignored. f

The willingness of teacher education faculties to engage in the

effoit tb promote values and moral education seems evident in the resulth

of the project survey: 92% of teacher educators responding to the survey
-

,agreed or strongly agreed that "values_education should be the concern

and responsibility, of all teacherS1'; 81%' strongly agreed'or agreed that

"values educatioe should be developed as accmponent of existing school

subjects". We may infer fran this response that teacher educators are

willing to take the responsibility for helping toL:prepareAteachers for

such a task. However, their WillingnessdoeS;not necessarily mean that

they are at present equipped by anything more than a favourable disposition.

In'fact, they aie as,much in need of their own retraining in this area

as are-the teachers they are going to train.'
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until data are collected, further debate

then, how might we consider changing tea her

practices to accommodate the necessary Changes?

with teacher educators in the province

ding of the coMplexity of the ,issue, and we

tion being paid to it. Rather, as is typical.

those in each discipline believe that values and

ed either I** their own or by some other

Clearly there are implications tor values

f the philosophy, sociology, and history of

e is much to learn from psychology concerning

an&morality. Clearly curriculum and teaching

ve much to offer. Clearly. those who are con-

(nedia, and evaluation procedures have something

these professional areas, we must also ask what

disciplines must do to articulate the values

ed within its area.

tors, then, must begin to'speak to each other,at

the sane sense that we have suggested for schools.

ge

only across their

in concert with

educators must expand their communication lines not

department but also across their College to work

it liberal arts colleagues; programs may benefit by

cross-department d cross-college planning, if not team `tea across

disciplines.

Teacher cators have failed to realize that they too harbour

ta hidden-curri in. There are values and moral dimensions implicit in

the'various losophies and psychologies 2f education, in the various

teaching me logies and me san of'evaluation, and in the history and

sociology of cation. Yet these dimensions are rarely made explicit,

because the educators eitlier fail to perceive thei or expect the

prospective achers to perceive them without their being pointed out.

The process of teacher education is part of the problem. Teacher'educators

lecture ut the superiority of classroom discussion as opposed to the

lecture. . -y tell prospective teachers to ask "high - level" questions

of their pils, while they themselves give short-answer tests. The

same cone adictions plague the liberal arts component of teacher education.

17
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Teacher educatiors,do not have to throw out what they ate doing. .

Rather they May need to restructure bow they do it and they may need to

modify the substance of their work by making the values and moral dimensions

.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 the political and

social context of teaching. Teacher edacators must:learn to understand

and then communicate the fact that teachers engaging in explicit values

and moral education are more vulnerable to communitxattack than thbse

who ignore such concerns. Teachers must be trained to recognize thekr_

responsibility to communicate with the community, not only to "be safe"

but to help educate parents to the complexity of, the leariling.program,

That is, rather than continue the "closed door"-policy of prohibiting'

members of the community from coming in, we may wish to cpep up those

doors and invite the community to help us. Parents are fearful of the

.values "bandwagon",because they are left in the dark about what it all

means. The credibility gap between teachers and community must be bridged

if values and moral education is'to be successful and honest.

Teacher educators must thus restrudture their curricula in light

of a reevaluation of teacher needs. Wha4mustthe teacher be able to do

in a classroom in the realm of values and moral education? The enclosed

survey begins to answer that question but certainly is only a beginning.

How teacher education-faculties are to incorporate the necessary training

into their programs is a question needidg additional research. The fact's

are clear, however. Teacher education as it presently is constructed is

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

2
FUTIUMTIEVALUATION OF ALTERNATIVE TEACHING STRATEGIES FOR VALUES
EDUCATION

I

section of the, report is an attempt to amplify several points made
4,

in earlier sections about values miarification and Kohlbergian moral
.

development. In essepce this section of analysis is a synthesis of an

extensive literature search of the most recent advances in each of these,

two models of moral and values education and of data collected from,both

on-site visits in Scholols and results of the teacher survey summarized

earlier.
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Values Clarification and Kohibefg's Theory of Moral:Development

.The most pervasive approach to the sthdy of.values in,sdhools is the values

clarification approach, developed by Baths, Simon, and Harmin. Through

several well known publications and through workshop sessions, teachers

have found the values,clarifidation approach exciting and easy to usee-
blit at the same time lacking's stance" when the questioning ,of dhoicep

between so u. -ting values ari in.classrocurdiscusSion., Either by

accident or design the 4arification approach, in attempting to

facilitate maximum awareness of one's own valu.sas well ass the values of

others,,demands that tile,student need not be pressed for a justification

of a particular vane position or 'for the "why" of resolving particular

value conflict Jinternal or external). .In not demanding such..behaviour, :;

values clai-jfication implies the relativity of all valueS -- that one

N'value or value system is as good as another and that each situation
°

determines the merit of a particular value position. -While making each

student aware of his own and others' va;ues stimulates much discussion,

values clarification strategies pose a dilemma for both students and

teachers. The dilemma centres around the question, "How do I know after

I have' clarified a particular value (by utilizing the appropriate seven

value clarifying criteria) that my value is an'appropriate value to hold?"

This question of justification is hardllisatigried by the maxis of'kue,

relativity, "your values are as good asinine," since in realclassrooms"

there are scores of Mstances when the teacher's values or school values,

contact with the student's (and neither the teacher n6r. the school
4

'processed" his or'its 'values as demanded by the value, clarifying criteria). .

In such conflidt-the appeal to teacher or schoa authority is utilized

as a basis of adjudication; e.g., "While you may not 'value coming to class, I

as. teacher value such attendance and hence you 411 attend."
4

The value clarification approach thus seems to, lack an underlying'
. -

theoretical structure to help us resolve value conflict. By contrast,

Kohiberg's appTach to moral,deveiopment provides substantial psycho-. .

logical, philosophical,,and empirical substantiation for conflict

resolution. But there.are'similarities in both models. Both emphasize

the cognitive aspects of thinking; that is,'they focus on the student's

conscious internal thinking ahqut \values rather than on external environ-

mentalbr internal unconscious ressures to respond in a particular way.

Both aim at increasing clarit f thinking and increasing adequacy of

-cognitive processes rather than at impartirg particular beliefs or values.
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' The criteria for cognitive adequacy, however,-are different in

each-ofthe approaches. Simon and his,colleagues use as their, criteria

of value adequacy the seven-step process by which a value is attained.

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 clarifying

process. Many times we cannot act on our beliefs, but does this mean

we do not value something? Clearly, one can value peace, and one can

either oppose or favour bombing in order to further peace. On what,basis

can one decide this value issue? the values clarification theory would

thus be in the position of asserting that the samvalue can support :

matuallY contradictory actions. Such an assertion would appear to. vitiate

one of the fundamental objec ves of value clarification -- developing

value's which provide a clear and c29nsistent guide to behavior" Wockwood,

P. 5)..

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 ability to.help students cope withthe prob-
e

N
lem of Value conflict dilerrmas which confront questions of ethics, what

Frankena calls- "basic principles, criteria, or standards by which we are.

to determine what we morally ought to'do, what is morally right or wrong,

and what our moral rights are" (Frankena, p. 47). Values clarification

appears, at least by default, td hold the view that all values are equally

valid by promoting the accepting role of the-teacher, admonishing against

moralizing, and urging the avoidance of conflict (Lockwood, p. 16). This

avoidance tends to reduce the complexity of values issues, sidesteps

thg controversies which.value Conflict usually engenders, and may unwittingly

teach a system of value relativity that prevenTtsprev rather than promotes

' resolution of value conflict. For this reason teachers have been demand-

ing an expanded notion of value conflict- resolution.

Kohlberg's approach notionly 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?" demands a different type of explanation

than dwhat ought you to do?" The absence of prescriptive (should/ought)

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

between moral and.non-moral,iSsues.
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- While values clarification argues against imposing values, as

does Kphlberg, the teacher utilizing values clarificatiOn faces the prob-

lem oft.litbsing his or the "system's" values in face of student conflict

with thbse values. "An advantage of the Kohlbergian approach is that the

teacher has grounds for giving and requiring respect for an.individual's

opinions and valu6s without sanctioning those opihions or values, as mRraily

adequate.' He can recognize the sOgnt's right to hold and express views

without having to maintain that those views are right or justifiable and
,0*

so should be acted upon" (Colby, p. 414).

Teachers, then, may be operating at a higher stage than the students

on Kohlkte.rg's scale', and justification in terms of more adequate reasoning

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

inject moral issues and questions into, values clarification techniques

with a, focussing on issues of fairness, justice, and reasons for value

preference, while providing opportunity for students 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 discussion or within curriculum content (such as the'Truman decision

to bomb Japan or the issue of "pranks" in'political campaigning). In re-
,

verse, many of the values clarification strategic are excellent starting

for dilemma discussions required in Kohlberg' techniques -- for

example, the "value" of cheating to achieve the "vaille" of high grades.

The conditions for discussion demanded for values clarification are in

large measure also required for moral discussions. Finally,, many teachers

have found that students findwa'non-moral solutiori to 'a ftoral dilemma in

vat we dlarifigation The Kohibergian-approadh tends to force,con4±611

-;-----ros.,,4_tation with thelmoral component 0i/0:dilemma- Hence, if we:accept the

underlying philosophical and psycholOgical premise that develobment is the

aim of education; we do not have to reject the usefulness of. values

plarification in the attainment of that aim.

' Kohlberg claims that the moral philosophy upon which his theory

is based defines adequate morality as principles -- that is, that people

make judgments in t4ms of principles applicable to all mankind..

Principles are not he same as rules, since rules are, derived fram social

authority,and are therefore variant across cultures. Moral principles are

principles of justice, "for giving,each hit due," and decisions made on this
41116.1..
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basis are better decisions, because thepare decisions on which all moral

people would agree: Decisions based on rules result in disagreement;

because moral rules are culturally relative, not universal. Hence the

attempt to-teach particular valueS or moral rules is less than an adequate

solution to moral education, since we cannot guarantee, agree-

meat concerning which values to teach. Such "virtue'16- education results

in value relativity, with education de facto defined by the opinions of

-the teacher and the conventional culture. The unreflective valuing of

the teacher that underpins "virtue" edimation becomes the "hidden

curriculum" of the school. To avoid sudka dilemma; values clarification

has been put forth the best method for values education. In essence,

values clarification eiici the student's judgment or opinion about .

issuer or situations in values conflict, rather than the teacher's

imposed opinion. Butvalues clarification attempts to go no further than

creating an awareness of the values or issues involved. Becoming aware

i.s.an end in itself. This conception results in the implicit notion 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.ithe most adequate solutiOn

to a value conflict is in such a Situation? Kohlberg's theory provides

that solution in his notion of justice. Hence moral education is defined

in the context of issues in a democracy, issues which involve the principle

of'justice, for it is this principle that is'eMbedded in the U.S. consti-

tutional system. Schools should not be'burdened. with the problem of

teaching valuesin 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 of-a democratic systan..

Hence moral education is really civic education in the sense that it

becomes the analytic understanding of value principfes and of the motivation

neoessary
SP

for a citizen in a working democracy. It means the stimulation

of development of more advanced patterns of reasoning about political and

Social decisions and their implementation. Suc h stimulation is non-
.

indoctrinative for the following reasons: (1) change isin'the way of

'reasoning, not in the particular beliefs Invollied; (2) 's'tudents in a class

are at different stages of develoianant; the aim is to stimulate each to

the next stage, not to acommon Pattern,of convergence; (3) the teacher's

: own opinion is neither-stressedndr invoked as authoAtative but is entered

0
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as one of many Opinions,'hopefully to stimulate some to the next stage;

and (4), the notion that somejudgments are more adequate than *others is

communicated in order to encourage a student to articulate a position that

seems most adequate to him and-to judge the adequacy of the reasoning of

others.

Philosophically, then, the values glorification approach appears

to promote a value relativity approach to moral education. Kohlberg's

theory_ denies the efficacy of such a stance and attempts to stimulate a.

persan''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' values, -(b) stimu-

latingrdiscussion around value conflict, lc) achieving high student emotiohal

involvement, and (d) creating conditions for inquiry. Kohlberg's theory

requires these conditions but finds them lacking in promoting moral

development. Kohlberg's.theory demands thatwe go beyond values clari-,

fication techniques (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,(e) utilizing "justice" as the central concept bf resolving value
Ai
conflict.

t

Values Clarification - Review of Literature

The literature concerning rigorous values clarification 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 promote more openness in class-

rooms. 'Teachers seem to find the techniques Pasily adaptable to any grade

level or subject. There. is an Abundance of values clarification- material

available through commercial publishers. Our survey shows that teachers

have high positive regard.for values clarification ,techniques, as

evidericed by the following examples of.respbnsei:

"Excellent'- helps teachers and potential teachers
exagUne their own valuing criteria.",

-
"A fantastic compendium that teaches people the skills
of listening, questioning, considering and, accepting."

However, other teachers feel that values clarification, is super-
,
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ficial and just another fad: "Values clari icaticimhas become a

fetish ... presen by some individuals are attempting empire building."

Several pr lems arise when we at t to summarize the available

research concerning valueS clarification. One of the rea sons this approach

has becOme so popular with teachers is that there is a vast popular

literature available promoting very expli it and practical ways of con-

.ducting values clarification activities. ut tbe research supporting the

praCtiCarsuggestions is of a different k. t6 that,associatdtwith

Kohlbergian research. The research suppoq 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 Utilize the approach

(compared to a more traditional lecture-recitation approach). The hope

tfiat a more positive self-concept will develop through use of the values

clarification process is at this point debatable.' The literature here is

confusing: tome studies*do find more positive self-Ooncept outcomes, while

others find no change. To compound the uncertainty of the results, the

various studies differ in their choice of instrumentation, and hence

cannot be compared with each other.

Smith (1973) found that elementary teachers in training who were

learning about drug educationpreferred.the valges approach.

EW4leta-an- Abbey (1974) found that teachera\trained in cl4rificationStrategies

were enthusiastic about their use in health c asses: Corwin (1972) found .

pre-service teachers of secondary English to be\committedto using the

techniques in their own future classrooms. Guy (1975) found that teachers

previously exposed to the values clarification process had a more positive

attitude towards its use than those without prior exposure; significant

difference was found between those teachers who had actually used clari-

fication strategie d those who had not in that the former were more

Sinatra and Einsler (1975) found that values clarification as an

affective approach in the teaching of reading. ncreased students"

motivation. Gurry (1975) supports this notion ,and suggests,tbat speech

commuhication educators should view values clarification activities as

motivational devices for teaching interpersonal communication skills.
.

Guziak (1975) fOund some change in the developme nt of a more

positive,self-concept in grade 5 students.- DePetro (1975) found small

butsilgilificant changes in self-esteem, but he also found with4his high

24

31



4

school senior class of psychology students that being taught general

psychology was equally-effective to being taught values clarification.

Coy (1974) found that there were no significant self-coAcept,dhanges in

elementary school children exposed to.values clarification techniques,,

but the children did become more positive in their attitude towards school

and the teacher. Salzano (1975) also found no change in'Self-concept a'

a result of clarification intervention with high school students.

Moral Development - Review of Literature

Blatt (1970) indicated that moral discussions could serve as a vehicle

for moral development. By utilizing hypothetical moral dilemmas, encourag-,

ing interaction by students at different stages of development, probing

student responses, and preseriting arguments by the teacher one stage

above the students' level, Blatt demonstrated that moral development

could be promoted by-systematic pedagogy. Hickey (1972) extended the

use of moral dilemma discussion by having croup members raise personal

moral dilemmas, which they would then discuss in the group; this also

resulted in significant developmental change.

Several researchets moved beyond conducting moral discussion only

as a heuristic by building on MOsher add Sprinthall's (1971) concept of

liberate psychological edtcation." Mackie (1974) found a significant

deYelopmental change in the moral reasoning of a group of "disadvantaged"

high school students who participated>in,peer counselling. Lorish (1974)

also found a significant effect on the moral reasoning of male prison

inmates who were:taught to counsel. These studieS revealed that the

developmentiof,empathy endure caftplex social competencies were important

to stimulating moral 'developmentat least in late adolescence. The -

assumption of real roled by,students was indicated to be a significant '

factor in promotion of development. Atkins (1972) extended the opportunity

for assuming real roles by utilizing cross-age teaching,which also

resulted in significant developmental change.

Building on the findings of the above studies-as well as on the

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

philosophy course to adolescents, P. J. Sullivan (1975) constructed a
4:*

one-year psychology course for high school studentS. Sullivan. had his

students (a) engage in moral discussiOns using such featu,re -length movies
as Serpico, On the Waterfront, and The Godfather, (b) conduct peer

counselling, (c) lead moral discussicns with elementary students, -(d) take



an introduction to moral philosophy. In addition, the students in this

course organized a school-wide board of appeals to promote increased
.

justice-in their school: The significanteesults achieved by Sullivan

pointed to the cumulative effects of a variety of learning experiences.

Related intervention has been conducted at the elementary and

junior high school levels. crimes ..(1974), recognizing the influence of

the family in the moral education of the elementary 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 children whose mothers

had not participated, while the control group not exposed to moral dis-

cussions showed no change. Role playing was the major focus in the Grimes

study.

Paolitto (1975) taught a one-semester course for eighth-graders

from working7class and lower -class families. Paolitto's curriculum in-

chided 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 for interviewing and other role-playing activiti
?-

Later they conducted interviews of community numbers invited to alp to
-share the moral dilemmas in their own lives. These people included

cntri, a waitress, a pediatrician, a juvenile lawyer, and a fireman.

curriculum did ploduce significant stage change.

A more recent approach to stimulating moral development has

, integrated the discussiop of moral_ dilemmas into-existing curricula rather

I

than'putting it in separate' psychology or social studies courses. Currently,

curricula in English, social studies, and guidance are being created -- id

the Boston area (Brookline, Cambridge, Hyde Park); in Pittsburgh; in Tacoma,

Washington; and in Toronto*-- to add the Kohlbergian approach to already

existing goals and learning methods. Kohlberg, Colby, Fenton, et al.

44 (1975) conducted an initial pilot study in American history classes in the

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

theory and pedagogy of moral eduChion to teachers %in the study, each

teacher participant led moral discussions in the context of the history

curriculum over the course of twenty weeks. In a pre-test/post-test design

with an equal number of comparison groups fran the same school districts,

the results indicated a significant increase in students' stages of

moral reasoning in the-4xperimental classes. A significant finding bf

26 3 3 .
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tiffs study was that the teachers' probing. questions constituted a

critical behaviour in causing stage change.

The review suggests various strategies that teachers can initiate

to stimulate moral development: role playing, peer counselling, learning

ethical philosophy, tutoring4 interviewing., and moral discussions.

However, the persons above who experimented with thLse intervention

strategies had a soOlitticted philosophical, psychological, and methodo-
-N

logical conception of th,,...7unction" or role of teacher as 4 moral

educator. Teachers who wiNil to try such strategies must understand the

COmplexity of,the teacher role elicit in the research literature. For

example, a good deal of miscommunication between teachers and students

about values occurs not beCause teacher and student values differ but

because the level of explanation is not appropriate to the student's

level of moral development (Kohlberg and Selman, 1972).

^me
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Appendix A: Survey of Ontario Teache ;s, Administrators,
'and Teacher Educators

Susan Pagliuso

0
I. Survey Detcription and Populatiql

*

-II. Gekieral Results of-All Groups

III. Teachers' Response

IV. Teachers' pespanse CarparedWith/Teacher Educators'
Response

V. Teachers' Response Cbnpared with Administratore- Response

VI. English-speaking Teachers' Response Compared with French-

speaking Teachers' Response

VII. Public School Teachers' Response Compared with Separate

School Teachers'.Respanse

VIII. Differences due to Level Taught, Region, Age, and Area
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I. Survey Description and Population

4

In March 1976 a Value education survey was conducted by theMbral

Education Project, of th6 0.I.S.E. This survey was undertaken in'order.to

poll the current views of Ontario educators about the.nature of morai/
.

value education and what resources and services they need at this time.

,

Thesurvey asked 4 main questions of educators:

WHAT they think value education is
4 /4

Hal they think value education should be done .

4p, What they NEED to be able td do value education

What PESOU'RCES they may have already used

In addition general information about respondent's age, level liresen
0

teaching, aria presently teaching, sex, and. school board was asked°.

y

These questions and information were asked of 4 different' groups

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

and administrators. These groups were felt to be the main educators,in

Ontario. Parents,who are also recognized asvery centrally involved .

in the education of children, were not included in thissuryey simply

due' to time and financial limitations. Table 1 presentilthenumber of

'surveys sent and returned by the four groups (henceforth wewill refer

to teachers as T, French- speaking teachers ps FT, teacher educators

as' 7E, and adMinistrators as A).;

r.
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TABLE 1

SURVEY POPULATION AND FETURI

, .

Group -

.

-NUMber
Sent

,

-.

NuMber
Returned Return

.3 .
Teachers, Eng. (7) -

.

Ttital :. - 10,576 \ 3110 , 29%
N ti (R-10) 2,316 321 v14%

Pub (K43) 8,260 2487 30%

French Tiachers (FT) .539 160 ' 30%

Teacher EduCa7tors (TE) 550'.. 218 . 40%

Administrators (A)

q

650

,,

268 -,
.

41%

12,315 3756 - 31%

DI general this can be considered a good return on the basis of

only one cover letter and survey; no follar-up was sent. 'The best return

came from TE anaA, whereas the poorest return came fria English - speaking

separate school teachers. Teacher return was quite good at 30%, in spite -

of 'the teacher strike just past when the survey went out. The

OTF very generously agreed to sponIF the survey for\teachers by allawirbg

us to use their letterhead and providing a signatUre from Bill Jones, the

47

Secretary -Treasurer of the Federation. Also a French translation %fa*, generouslY

dbne by Louise Beauregard-alanpagne of the Canadian liklucational

Association, for the French-speaking teachers. The letter and survey

sent tcy,other groups was essentially the sane; these are fran

the Mims' Education Project of the Ontario Institute for Studies in Education.

31
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Pleas check the appropriate box

V LUE EDUCATION SHOUL4 BE .. .

1 teaching students an explicit moral code.

helping studentsjoevelop a style of life which is based do a deep respect
for others.

teaching a subject called Value Education.

helping students to understand and adopt society's values.

, 5. an exIniviation of the administrative structure of the schoOl.

6. helping studeAts to grow in the ability to reason.about moral issues.

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

8... helping individuals to develop afull sense of social responsibility.
9. accomplished ttrough the example which the teacher sets for students no

further effort is necessary.

10. the training and education received in the home only each family (not the
school) decides what it values.

11. the guidance and direction given by churches or synagogues (non-religio-us
schools should not be involved in value education).

not-undertaken by the schools because each person should develop his own
opinion of what is right.

13. concerned only with thinking about moral issues (not action).

14. the concern and responsibility of all teachers.

15. limitedtto helping students to clarify for themselves their valuts: students
should then be able to proceed on their own.

16. helping students to act morally and for sound reasons.

17. handled ekplicilly within the school program since it is already happenchg
incidentally. /

18. providing students with solutions for moral conflicts.

IIIVALUE EDUCATION SHOULD BE DEVELOPED . A. I
4

/19. as a separate course in 'Value Education for K-3. 4

20. as a separate course in Value Education for 4-6.

21, as a separate .course in Value Education for 7-9.

22. as a separate course in Value Education for 10-13.

23. as a separate course in Va ue-Education for teachers-in-training.

24. as a component of existing 'chool subjects.

425. as a part of s subjects but tibt others.

26. only asa part f religious education.

27 as a part of anyleducation, public or separate.

28. as the central c ncept around which a subject area is built.

4,
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I TO BEEFFECTIVE IN,DOING VALUE EDUCATION I NEED ...1

30.

31.

32.

33.

34!

an opportunity to study different philosophical positions on morality.

Alk:eater understanding of how Children's thinking develops.

to be able to generate activities useful for moral development of students.

experience and training in role-taking and empathy activities.

opportunity to further develop good discussion skills.

more experience and training in handling conflict in classroom discussions.

35. to'be able to set up an atmosphere conducive to meaningful exchange among
students.

36. training in inquiry skills.

37. the ability to:.identify moral issues within a subject area.

38. an annotated list of resource materials which are available for classroom use.
v.

39. a course outline in value education for specific grades:.

40. list of important moral issues and questions within 'different areas (e.g.,
biology, social studies, health education, etc.).

41.a-resource centre or support systeM among teachers.

.2. night or summer courses on value education.

43. media packages illustrating different theoretical positions in value education.

44. media packages illustrating different classroom strategies in value education.

45. a forum in which to talk with school administrators (local).

46. a forum in which to talk with parents within the community.

47. much more time kith a fewer number of students.

48., time in which to develop a value education program.

GENERAL IDENTIFICATION

49. Age

1

2

El
4

5

20-9

30-9

40-9

50-9

60-+

50. Level Presently
Teaching

K-31^1^
2

El

4-6

7;9

51. Areas Presently
Teaching

4 10-13

5 'Teacher Education

53. School 'Board

4
M

A*

1 Language Arts

2 Pure Science (Bio, Chem,
etc.)

Applied Science (P1(ys. Ed.,
Home Ec, etc.)

El
4 Social Sciences

5 Fine Arts

6 Resource Service (A-V, Lib)

7 Administrati8n

4 _

7

17 2 3 4_, 35

1 2 3 4. 36

1 2 3 eit 37

2 3 4 38

1 2 3 4 39

401 2 3

1 2 4 41

2 3 4 42

1 2 4 43

2 3 4 44

1 2 3 4 45

1 2 3 4 46

1 2 3 4 47

1 2 3 48

;52. Sex

1

2

M

F
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.

I RESOURCES lite.

It you are already,w.orking in the area of value eduction with your students and
materials, it would be appreciated if you would cite the hest resource which you
program, video -tie, film, play, slides, kit, game, etc.):

Name

Author

',Publisher

Grade Levels)

Theme/Issue

Comments

have found useful
have used (book, TV

p

A

ft
WHAT ONE MAIN, CRUCIAL QUESTION OR COMMENT-IS UPPEROSTsIN YOUR THINKING
Ak011.T VALUE EDUCATION?

If

4 0
34
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II. General Results of All Groups

6

The of the four groups to the survey` questions will be discussed.

leo

.in detail in the following sections. Several distinctions of interest

appear that depend on the category of respondent.

.
Comparisons concerned with replies-to the questions about

resources and materials needed can be usefully displayed in tablelform.

(See Table 2 on ;the two following pages.) Reference back to thi$ table

will be made in the pertinent sections.

e.

r

646
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TABLE 2. Responses to: "It-be effective in doing values education I need ..."

THEORETICAL KNOWLEDGE .

- an opportunity to-study different

philosophical positions on morality.
-greater understanding of how
children's thinking develops.

CLASSROOM SKILLS
-to generate activities useful for
moralidevelopment of students.
-experience, training in 'role-taking
and empathy activities.4
- to further develoe good discussion
skills.

-more experience, training in handling
conflict in Classroom discussions.
-toset up an atmosphere conducive
to meaningful exchange among students.
training in inquiry skills.

-to identify moral issues within a
subject area. ,

Total respondents Teachers
marking "'Very marking "Very
Useful" Useful"

(No.) Rank(No.) Rank

0

954 14

1747 2

1614 4

1149- 1.0

.1418 5

.-

1317 6

1870 1
1007 13

1271 8

747 16

1375 3

1315

915
..ir

1140 5

1032 7

1498 2
791 13.5

-

997 . 8

INTERPERSONAL OPPORTUNI
- resource cebtre or support system
along teachers. . 1010
-night or planer courses. 704
-a forum in-which to talk with e

school administratorS. -' 520
.---=a forum in which to talk with

parents. . 1060
-much mo tine with fewer student's --1735

-0..._

-an eta --e list of resource
materi for classroom use. 1284
- a co '4- outline for specific .

grades: ' - 745
- list of important moral issues and

questions within different areas (e.g.,
biology, social studies, etc.). 923
-media packages. illustrating

dilferant theoretical positions, 657
-media packages illustrating'
different classroom strategies. 884

0

TIME
-time in' which to deVelop a value

education program 1169

12 831
18 559

20 419

11 864
3 1525

7 1079
t

17 631

15 791

'16 557

16 753

9 .592

12

18

20

11

1

6 .

17

,13.5

19

15

9

NOTE: The statement presented foi teachers was "To.be effective in doing value
education I need..."; for administrators, "educators need..."; and for teacher
educators, "pre-service teacherS need...'.
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Percentage response and ri#11k by category:0

'Teachers'. T Edua's Adninirs T English

Rank % Rank % Rank c% Rank

T French ) T Public T Separ.,

% Rank % Rank t Rank

27

49

---. .,

15.5

3

39*

1..-

-.° 68* 1

37* 8.5

68* 1

27

49

15.5

3

27

48

18

4

26

48

15.5

3

28

6.1*

17

-1

c

47 4 50 4 53 4, 47 4 48 5 46 4 57* 2

33 10 45* a 37 8.5 33 , 10 36 10.5 32 10 :35 r13

41 5 49+ 6 5Q* 5 41 5 38 9 40' 5 44 6

37 7 50* 5 55* 3 37 7 34 12 37 7 39 , 8 ,

54 2 68* 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 16'''

4.

'36 8 53* 3 49*)6 36 8 , 30 15.5 36 8 38 11

/
' .

/ s

30 '12 29 14 , 23+ "12'.5 30 .12. '46* .6 29 12 39* 9
20 18.5 31* 13 5: X73 12.5 26 18.5 31* 13 19 19 a 27* 18

15 20 16 18 16 18 15 20 20 19 14 20 19+ 20'
\I,

.

31 11 '39+ 10 35' 10 31 11, 39+ 8 30 11' -39* 10
55 1 36* 11 18* 17 55 1 ' 60 1 55 1 57 4

-- 1..- - .

,

39' 6 26* 15 31+ 11 '39 6 50* 3 38 6 '42 ' 7

23' 17 10* 20 14* 19 23 47 41 *. 7 21 17 33* 14

28 13(15 20+ 16 20* 15 .28 13:5 .- 30 15.5 27 14 36* 12

20 18.5 11* 19 13* 20 20 18.5' :'30* 15.5 .20 18 21 15

27 15.5 19+ 17 19* 16 27 15.5 30 15.5 26 15L5 32+ 15

.

36- 9 33 12.' 22* 14 36 9. 36 10.5 35 9 45* 5

level, in the following camparisons: Teachers/teacher Educators (second coltiMn);-
Teachers/AdministratOrs (third column) ; English/French Teachers (fifth calumn);
and Public /Separate Teachers (seventhcolumn).
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HI. Teachers' Response to Value Education Survey ,

.

Ten per cent (or-10576) of all teachers in Ontario were sent the

value ed9cation survey. (About one out of 20 Ontrio teachers teaches in

French. The results from this group, the French Teachers, will be diScussed

Ce

.

separately.) About 30% or 3110 'returned their survey within the first

six weeks. Their responses provided information on the teacher's perspective

on eiaht major questions about value education:

1. Who should be responsible for value education?

2. Howtshculd value education be done?

3. Dries value.education involve reasoning andjor behavior?

4. Should value education be a separate course o
courses?

5. Can value education be undertaken atali, because values
are relative?

6., Mat resources and services are needed at this time in
order to carry out vane education?

existing

7. What IPFISOuRCES are already being uSed.invalue education?
o

.

8. What main crucial question should be asked about value
education? -

1: WHO should be responsible for value educatiorat

91% of teachers who responded ta-the-stArvey agree that value
4

education should be "thee responsibility of all teachers.I! They back

04
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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 isduqicient for the value education of students.

The following table suMmarizes these findings.

TABLE 3

AmlW .111.

I Silo IAMI OF WHO 81D1P23 BE IFSPCNSIBM 1 .

.

SURVEY
IterriNto.

. .
. ,

_

.
. .

TEACHERS
% Agree/Straxjly Agree

10

11

14

26

27

Home only .

Church only

All teachers responsible .

Part of religious education .

Part of any education
.

6 .

7

91

. . '

1

91
- .

2. HOW should value education be dale?

All teacherb are very moth in favour of too general goals for,*

value education: "a style of life based on deep respect for others" and

the development of a "full sense of social responsibility" (9S7% 'and

95% agreement, respectively) . Teachers are not certaiwebout the means

through which these goals can be attained: 'It* are of somewhat divided

opinion (as a groqp).about(a) the amount of input and direction which_

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

individual- as decision maker versus society as source of rules, conventions,

lewd, and norms.

45
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a.' Amountadf Input ,

'feathers who, responded to this survey do feel that they should

be actively introlyed in value education; only 8% agreed that simply pro-

viding aggood example was sufficient value education. More than one-
,

third of the teachers would swing to-the opposite pole (from just being

a good example) to actually providing solutions for moral conflicts for

students (37%). Such a position is tempered, hoWever, by an affirmation

;4'7'7

that the students do have the final decisionAo makaqthemselves. A

look at these two it tOgethei. (providing,sautions/students decide

on own) showed that under 10% of .'teachers would like to provide solutions

for moral conflicts without allowing btudents the right to finally decide

on their cwn.

b. Individual versus Society

"'he teacher callbe'seen as transmitter of society's values, either

quite explicitly (as Iteth 1 states: "Value education should he ... teaching

students an exnlicit moral code. ") or more implicitly (as It 4 states:

"Value education should he ... helping.students to understand and adopt

society's valms.")., teachers showed more agreement T7ith the more implicit

trandmission'of values (50% agreed with thiltem, #4) than with actually

teaching explicit codes, i.e. rules, laws, etc. (36% agreed with this, '1).

The teacher also can assist students to knew as individuals

what Values each person holds. The item is meant to he quite an exclusive

position: "Value education should be ... limited'tO helping students to

clarify for thethselves their values; students should then be able to

, c

proceed on their own." 40% of all teachers who responded agreed to this.

40
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Me total responserettern Shows that this it was probably not taken

in this exclusive:way bist as onevethod among may.)

nother,questionwhichwas putWhiclivas store aiding individual

lines was the followings "Value education.shduld. be an examination of the

administrative structure of the stool." This question points to a critical

look at the structure (or society) of mbidh students and teachers are a

part.. 22% of teachers agreed that this was important;

In summary teachers are aiming for helping'students to develop

a style of ife based on respect for others and a full sense of Socl ial

:responsibility.
To do this they favour nest of al helping Students to

understand and adopt society's values. -They are mudh\ less inclined to

sizrply tea rules, laws, and soluti6ns. 40% feel Students should be

values and 22% would examine adMinistrative stiuctureclear about

"lableN'summarizes these items.

siimmue or APPROACHES TO VALUE of TICK

urvey
ten No.

.

97
.

2 style of life

95
8 social resixxssibilitl /

37
18 solutions for conflicts

1 explicit moral. cod .36
.

4 adopt society's values
59

0
15 help clarify

4

0,7 students decide on ci.an 60

... 9 . teacher examle only .

examdne administratiyestructure
22

/ Teachers
% Agree/StrOngly Agree

41
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3. Does value education it o1 MASONING pd/or BEHAN/TOM

No Matter which approach is taken to value education a more

general question about method can be asked: Does value education - involve

ti reasoning and/or behavior? "Teachers,. are almost unanimous in their thinking

lam

that both thinking and behavior {or action) are important for value

education. Table'5 summarizes this response.

-TABLE 5

..
,

SUMNPY OF REASONINGAEHAVIOR

Survey ,

Item No.

.

Teachers
% Agree/Strongly Agree

6

13

16

Ability to reason

Only thinking,'not action'

Act morally, sound reasons
4.

96 .

. 5
. .

92

4. Should value education be aSEPARAIE COURSE or parti of
existina courses?

Table 6 shows over 3000 teachers'reiponSe on this question.

The strongest opinion expresSed its that value education should

be developed as a "component of existing school subjects" (82% agr:ee).

impeachers do see it as a component and not .as the central concept.

There is an obVioUs pattern in the response about a separate

course in value education: the older the student,"the more appropriate

vio
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SLR OF WHETHER VALUE EDUCATION
4

SHOULD BE A SEPARATE COURSE

It No.

.*., Teachers
% Agree/Strongly Agree

SEPARATE

3

.19

20

21

22

23

ENCOPPORATED

17

24

25-

28

abject: Value Education

Course IC-3

Course 4-6
.

Course 7-9

Course 10-13

'eurse for pre-service Teachers

,

Within school piip4rm

Component of existing subjects

Part of same subjects

The central .00ncept for subjects

19 or
.

22,
. .

. 25 1-

- . ,

31

-33

61

. J / '

N

43
.

---82

, 20

29

a course in value education is seen to be. About ale-quarter of teachers

feel elementary school children (K-6) should have a sepaate course of

value education, about one-third feel such a course would be appropriate

for intermediate and secondary school students, and abouitwo-thirds

feel that students at collages of education should have Separate courses

in valtE edynatial.

Oft

4S
43
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-5. Can value education be undertaken at all because vALUES
ARE RELATIVE?

A. red or concern of edupators has been whether value education is

possible at all, since there are such diverse value systeMs which are

held by peop16-in Ontario. Can values be any more than personally held

beliefs? We asked teachers if perhaps value education should not be

Undertaken by theschools "because each person should develop as on

opihion of what is' right." 0 3%-agreed that value education should not

be undertaken by the school's; in fact-a very consistent and strong affirmation

of value education as a component of our Ontario educational system has

been Given.

6. What RESOURCES and SERVICES are needed at this timein
order to carry out value education?

A list of res was.given is. part 9g, the survey (items
It, ... . -.,

,
.

29-48). Teacberh.were14skpd to indicate (on a 4-poiht5bcale).hcia useful

t., -
. .

- 8v

they felt each itemfwas f6rtel,cemslves ,.,"rne resources listed were of ..,

qSi. ,,,4 ''.'"I''.. zit: jk\\ ..-t'' t

5 different kinds: resourot,which,couldelp teachers increase their

knor..,hedge of philososphicalsyth9logiCal theory a'obut value 'education,
,,

%
. . ir

. ..

resources which could help in the dtvelo* ...i tplf.apPropriate-classroom

%
*

skills for value education, resources which&ould pro4de increased

opportunity to talk mith various people' involved in the.education of

.6
- t.. ..

children, resources which provide itforrnation on tzlaptt or. film, and

. .. .

time to develop a pzograrn:

44
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In order to see which resources were seen as most valuablei..ye

looked at the number of times that resources were Chosen to be "very

useful" (that is, we did not inclupe the categories "moderately useful"'
qs,

and "useful"). Table 2 presents this information plus a ranilng of all

20 resources (a rank of 1 indicates the greatest number of teachers

dheCked "very usefuV).*''

a. Theoretical Knowledge. 1375 teachers indicated'that they

would find "very useful" increased'understandingl,of howchildrenPs

thinking develops.' They did not feel that an increased understanding

of philosophical positions on morality was as necessary.

b. Classtoan 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 amongstudelts. aver half

(54%) ofall,teachers felt this would be "very, aseful." 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 genekal

,skillS next: discussion skills and ways to-handle conflict.. Next they
e

would like increased ability to identify moral issues, then work on rola-.

taking and enquiry skills. Different classroom skillS in 59-peral-are

oiccumse what'teachers are continually developing. What is esped.iAlly

worthy of noting, here is that they see value education especially in

terms of ecood atmoisphere which involves action.

c. Interpersonal Opportunities, The survey asks teachers

whether they would like more contact among themselves, with 'iversity
411k

faculty, parents, school administrators, 'and students. Teas ers choose

45
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having more time 0,..th forger" number of students as the most desirable

resource
0
of all 20 (1525 or 55% chose this as very useful). 10% of

teachers wanted more contact among themselves and with rents Only

20% felt university courses in value education are needed, and very feW

(15%) felt that there'was need to be more involved with administrators.

Overall these responsesrSeem to inditate that there is not a very great

desire from teachers to aet together with other teachers, parents,

university faculty, and administrators in order to do value education.

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

d. Materials. Five concrete materials were included in the

list of resources. 2\n annotated list of resource materials for class-
.

roan use was felt to be very usefill by 39% of teachers. The other four

materials were not rated very highly: a list.of moral issues and questions

6r each area, rediapackaaes of theoretical poSitionsl classroan
2

strategies c value educationland a courseourse outline of value education

for specific grades.

e. kime for Pioyiam. Finally 36% Of teachers felt that they

needed time in which to develop a value education program.

In summary teachers have indicated that they feel the greateA

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

/
specific classr952.5,9±1.1s which promoteyalue education, then for f

deepening their understanding of how children's thinking develops. While

concrete materials and interpersonal opportunities were felt to be useful,

they ,/,-ro -not ranked as highly as classroan

the development of thinhincT:

46
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7. What RESOURCES are being used in value education?

Respondents were requested to list any materials in value" education

which they may have found useful. They suggested over 200 different resources,

including "incidental experiences in-everyday life", "the ten top songs.an.

the hit parade," "every aspect of education" (i.e. music, geography, ecology,

economics, science, literature, health), "simulation games," "social comment",

"career search," "home", wwomen'sim74nemet," "my thoughts", "the daily news-
,

paper " "sexuality," "the ten comuldiments," "religious leaders" and "The'

Bible."

¶I main concerns underlie the choice of different.resources:,a

concern for.helping students to develop an understanding of the self and

a concern for helping students to«get along -with others. The following is

a brief of suggested resources.

a. "glue Clarification" is Mentioned ten times more often than

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

cussion where one is 'led to probe" his own values as well as articulate

.

and defend before others these values.

b. The next most mentioned resource is*the D.U.S.O. Kit ..(Developing

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

multivnedia kit containing pasthxs, tapes, a manual, booklets, and several

puppets. This kit carbines the two concerns mentioned earlier. Other kits

that have been mentioned are: The MorelandLatchfmd Kit on Moral Decision ,

Making, Novalis with its Growirig Up Series, the Encyclopaedia
. %.

4 Britannica, seferal kits by Shaftel and Shaftel on moral. education and

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

5
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added together they would almost egyal the number of times that "aloe

Clarification has been suggested as a resource.

c. The, third most often mentioned resources are rqigioUP,

including religious books (such as'theltable and the Catechism), religious

teachers (as seen in the clergy, Jesus,Christiand God ) , and religious

beliefs (the Judaeo-Christian Ethic, the Golden Rnle, and world religicns).

d. Literature in general is the fourth most important.resourCe

for moral education.

English literature forms the largest part of this section, from

Socrates to Shakespeare, Emerson,' and the loderns such as Cams and

Miller, t6 name only a few. ./

4

e. Films such as /the Outside serries,poduced by O.E.C.A.

is another often mentioned resource. 'This is followed by the Searching

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

movies such as Johnny Lingo, Rebel without a CabseoPand Paper Chase.

f. Theoretical background in psychology (Piaget, Dreikers,

Harris, Gordon, Glasser, Frankel, and Satyr), ip moral education (Black,

Wilson, Beck, Kohlberg, nCPhail, Eisenberg, Raths), andiin education in

general (Holt, Weingartner, and Powell) are all' mentioned.

These resources in general seam to stress the practical more

than-the theoretical; much more emphasis isplioed on discussion skills

and the availability.ofkits rather than a increasing understanding of-

moral theory in general.

'48
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8. What nain crucial question should be asked about value

education?

The last section of the survey allowed respondents to express

their main concern about value education. 1506 teachers (48%) took the

opportunity to comment. The following is a,summary of these comments.

TEACHERS'greatest concern is their role and the parents'

role in moral education (154)*.

The teachers' main felit:.that of indoctrination (96) and one-
. -

half of them see it as a."conflict between teacher and parent values" (22).

When the parents fear "Values Education" it makes "it difficult to teach ".

There is suspended above the' teachers' heads sword of,parocles"

where the parents "abdicate their roles" if they like what is beihg

taught, orthey blare the teacher where there are poor results. The

teachers qUestion "Where does the responsibility of the hOme.end and that

Of theschcol begin?" They go beyond this question to ask "who has the

ultimate respofisibility andlimmtxli should we as teachers accept?";

they are left wcridering "yet if the school does .not take the responsibility,

who does?"1 One respondent asks in despair "why pUsh it on a group that

has-lost the sympathy of the public"

While teachers, "must recognize the rights of parents" (8) they

want to knOw how to make value education' agreeable f6r them .(5). FOr they

recognize'ithe'difficulties ;belling the parents how to live"and."deciding

what is right for other people's idren". The teachers wou/a'like to

a

.1

. / ,\
The numbers represent the number of teachers who gave this

regponse

L_
4.40.044.

1
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agree with the parents anon a set of valus so that they can work together (26).

Mel' accept that "for moral education to be effective it must be Similar-
/

to values held in the home". It should be family-initiata4 if not, there

will enkue-a losing battle in the schools,. In accordance with this

theme,'a large number would like. reinforcement by the schools, religion,

and society in general (4i).

iostof-the teachers see their own values as "white4aidd1 e-class°

and believe these to be at fiance with-the Values of the parents.

While many are quick to reject.societyls values,,there is an overtone

that their personal values are Supetior to the parents'- The teachers

she a large number of their oih group as having little moral integrity (30).

Pe4,choose to take leadership in moral education (19) and they are fearful

about being explicit about their own personal values. Tiiey wish the

studqets to see them as they are. Yet they accept themselves as playing

an impo t role, as a model.

The respondents believed that parents should not take the sole

re for norAl education `because : "The parents encourage poor

-values" and "shwa pox examples" (8), e.g. "They brag about playing cards

"They have4 ost a sense of diredtion and moral commitmene:

"Their permissiveness and lack of concern leave the, childien restless".

"No religious] doctrine or a hasic set, of values is present", or "are the
.

piOduct,of wokking Parents". ,7he children Are led to accept that "they

will go Op' welfare like my ,parnnts". it here is the presence of alcohol

and drugs in ithe homes" (*), ".sexual immorality is rampant" (4). Same.

teachers despairofChanging these conditions and wonder "how to fight

5
50

6



- t

O

the violent outcome of the home" and "the prejudice of the parents."

Amy of the teadhers'bre resentful the role of the parents; claiming

that "teadhers are pressed to give birth to the kids for their pard.nts"..

"Lat'Us'not,aSsume responsibility for'the child's upbringing while I

am responsible for mine". The cynics mow from the-question "Am I my

brother's keeper?" to the statements, "it looks as if the state ould

Adopt all Children in infarmy". Many teadhers condemned th6'stupent

as having little morality and tied it in with the parentsYvalUesather

than society, the media, or their peers (23):. e a tting their own

need for training in morel. education (51) the teachers/felt that the parents

too would benefit from such a training (26).

0 0

5
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IV. Teachers' Response Compared with Teacher Educators' Response

A comparison was made of the response from the Teachers,(11=311M

with the response fram the Teacher Educators (N =218) on the followina

questions:

1. Who should be responsible for value education?.

2. How should value education be, done?

3. Does valUe education involve reasoning and/or behavior?

4. Should value education be a separate courseor part of .

existing courses?

5. Can value education be undertaken_at_all because values

are relative?

6: What resources and services. are needed a1 this time in order

to carry out value education?

The Teacher Educator response is, the same as the Teacher

response on four issues. Teachers and Teacher Educators both agree that:

WHO: Teachers shobld be responsible for the value education

of students.'
,)

REASCITRIVBEHAVIOR: ValueleducAion-should involve both reasoning

and behavior (action) .

SEPARATE COURSE: Value education should not be developed as a
separate course for younger students; ihe oyez the student
the more appropriate a separate course might be..57% of
Teacher Educators felt value education 'should be a separate--

course for= pre - service teachers.

,iVALEE PELAI;YVITY: ,Value pducatipn can ,be undertaken in schools;

values are not entirely personal matters which teachers

should avoid.

(Sob Section III,7tachers'ilgesponse to Value Education1Suivey,for full

explanation of the Teachei,response to these 4 issues) .

O

I
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c_Teachers and Teacher Educators are not in full agreement as to

cfl Tootvadue education shouldlbe done. They do agree on the general

goals of\helping students to develop a life style based on respect far

others an\to develop a full sense of social responsibility. Teachers,.

however, see themselves as holding a significantly stronger positictlas

transmitters.of society's values than the position which.Teacher Educators

ascribe to teachers. This is revdaled on three items from the survey

,and is stlymarized in Table 7.

TABLE 7

t- DIFFERENCES ON APPPOACHES.70 VALUE EDUCATION

Survey
;tem No.

;Teachers /Teacher Educatorsl

q Agree/Strongly Agree I

1 explicit moral;tode

adopt society's values

provide solutions_ for cOnflicts

siq.Difference at .01 Level

36

59

37

20. *

42

25 *

. Both groups hold the same Views on the importance of clarifying values

3

,

dmin)and examining the a iS tia ti ve structure of;the chool.
)

_ it 'SOUR )

Teachers dhepked the usefulness of the 20 suggested resources

for their own needs, whdreas teacher educators checked the-usefulness of

these same 20 resources; for their studentt, pre-thervice teachers. We

are assuming that the Teacher Educators assessment of their students'

5

needs is fairly accurate. Table j presents the per cent of teachers
1,

53
J
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and teacher educator ,checked each resource as "very useful." Ranks

are also included.-
.

4

o

a. Theoretical Knowledge andtlaSsrcom Skills. It seems quite

reasonable that pre-service teachers would have a greater need for theoretical

knowledge and improved Classroom skills since they .are just beginning to.

build their knowledge about teaching.

b. Materials. Teadt-ber i express more need for materials which

are of use to them in their classroom 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.

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

here that, both groups expressed the see amount of need fpr time to

develop a value education piogram. One-third of both groups-Ned time

to cork at value education programs.

d. -Interpersonal Opportunities. _In this area find, as expected,,

that practicing teachers express a very great need to haiie more time to

spud with each student; even preservice teachers are ranked (11th of 20)

by teacher educators as having a need for more time with students. Other

in4ipersonal opportunities -'with t4adhers,'University faculty, parents,

andiadhinistrators - are not overwhelmingly stressed by feathers. In
.

fadt the need for contadt.by teachers with parents is lelss than the pre-
,

i 0 1--

service teachers' need; teachers' need for contact withiother teachers

i

4414k ,--

.... ,1

and administrators is the same as the need felt for pre - service teaChers.

f10
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- Such responses raise several questions, such as:Do teachers feel

that they have sufficient oppcmtunity' talk with other teachers, parents,

and adrdnistrators? Do teacher educa see education of children as

more actively involving teachers, ts, and administrators than, teachers

themselves do? Do pre-service-tea need more contact than teachers

with everyone interested in'education because they are new to teaching,

or do teachers need more contact with everyoneinvolvedbecause they are

responsible for the education of children? In any case, the general,

question is how should different segrents of Ontario educators relate to

one another?

.

In Summary, a dampariscn of the response of teachers with the

response oflteadher educators.showed that both-groups felt that:.

.

1.. Teadhers Should take responsibility for the value palpation
of students (hone or church is not sufficient).

2. Va4 education should invole both reasoning and beliavior.

;3'

e .

Value education should not be developed as a separate course

in elementary and secongaiY schools btit perhaps as aSeparate

course for teachers in training.

55
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4. Value education is not precluded by diversity of- values -in
Ontario.

5. Value education should help student's develop responsibility
and respect for others.

Difference between the two groups was seen on the' position the

teacher should, take in terms of transmitting society's values. Teachers

maintained a stronger position on this than teacher educators: The comparison

of the need for resources for value educaticn pointed to questions about
4-4

who shaaldbe actively involved tow itot in th value education of children.

1*
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V. Teachers' Response CoMpared with Administrators' Response

A comparison was made of the response frau the Teachers (g=3110)

with the response from (school and school board) Administrators (N =268)

,on the following questions:

1. Who should,.be'responsible for value education?

, Had shoulrd value education be done?

3. ,Toes value-education involve reasoning4and/or behavior?

4. thlgrild valuO education be a separate course or part of

existing courses?

5. Can Value education be undertaken at all because

values are relative?

6. What resources and services are needed a this time

Order to carry out value education?
ir\

The Administrators' response is the same the Teachars'.fesponse

on 3 issues; Administrators and Teachers both agreelthat:

WHO: Teachers should be responsible for
of students (home and church are he

PEASONTIT-03PHAVIOR: Value education 4s1411.

reasoning and behavior.

>

the value education
t sufficient) I

;

id involve both'

4

VALUE PELATIVITY: Value education can be'undertaken in the
schools; values are not entirelyfpersonal matter'
which teachers should avoid.
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.4,

(See Section III,Itadhers' Response to Value Education Survey, for full

explanation of the teacher response to these 3 issues).

0',

H(7: The raministratats, response is the same as the Teachers'.

4 Ti
response on the general goals of developing respect for others 4id'a

good sense_of.responhibility: Both groups agree equally that the teacher's

example is not enough. The importance of clarifying one's values and of

understanding and adopting society's values is also giVen equal agreement

by both groups. In addition there is no difference on the,view o the

two groups about providing solutions for Conflicts.

There are, three points of difference about apprOich to v&lue

edtr.uM,:icn\between Administrators aneLl'eadiersf these are mimarized in

Table 8.

TABLE 8

nIFFEPENCES ON APPRaN37..5 TO VALUE EDUCATION .

. .

Suxvey . .
, Teadher Adirdnistrator.

Itarilb. -1
% Agree/Strongly Agree

1

.1',7 ,

5

eknlidit'morai code

students decide on awn

. ermine _administration
,

*Sig. Diffenance at .01 -

k

36 -,

60

22

,

.

k ,

27*

4'9*

16*

4-

4

.7.

0

-Y.

*Ma

58
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Teachers are *ginificantly more in agreement with teaching- an

explicit moral code ( rule, etc.) than are Administrators. 'one-third

Of Teachers view value edupation in this way, whereas one-quarben of

atinistrators view it.like this. (The stereotyped view of authoritarian

administrators receives a blow from this result!) .However,tit should be

noted.that at the same time Teachers give the final decisions to the

students more often than do Administrators (Cf. Section UT on Teacher's

Response for' comments about interpreting this item). Finally Administrators

are much less likely than Teachersto see an examination of 'the administrative
\

structure of the school as connected to Value educatian Even though

teachers aaree more with examining administrative structure, try are not

strongly inclined to such a procedure.

SEPARATE COURSE: There is a difference nere in how Teachers and

Administrators feel about whether to have a separate course in value

education or incorporate it into existing courses. Administrators are

significantly-more in favour of having value education 'as a comporignt of

9,
existing courses (ratIvar,#an as a 'Separate course) than are Teachers.

For levels K-l3 Teachers indicate moreaesire for a separate `course than

Administratorsialthough the actual call for separate courses comes from

okily about one-quarter to one-third of teachers who responded to the

survey. At the level of teachers-in-training both Teachers and Administrators

give equal agreement for a separate course. Table 9 summarizes these

results.

Uv
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TABLE. 9-

DimPENCrS ON VALUE EDUCATION AS SEPA]Wt' amours!:

Survey 0
Teacher Administrator

Item "1o. % APiee/Strongly Ppree

24

'17

19

20

21

22

23

component of existing subjects

handled in sChoof

course K-3

course 4-6
.

course 7-9 ,

course 10-13 ,

course teachers-in-training

*Sig. Difference at .01 .

-82

43

22

25

31

33

61

89*

53*

12*

14* --

17*

22*

65

4

TZESOURCES:"; There is quite a lot4of difference.botween Teachers

andieministrators when it oomes to which resources they feel are useful

in value education.= Table2 compares the per cent of response for the r
"very useful" cabliclory plus the ranking from the highest resource chosen

(rank 1) to the lcwest (rank 20)..

a. Theoretical v,howledge and ClassroOm Skills. to -both these

areas Administrators con5isteAtly indicate greater need. Administrators

first 9 choices of the 20 resources are the nine resources in these two

categories. '%achers choose high here but also choose high in other

things. Note that Administrators are much more interested in the

philosophical backaround'for value 'education than are Teachers.

6G

60



b. Interpetscoal

Adniiniar' &tors and

parents in a similar way.°

would life to .have a'f

1F04
Only 15% of Teachers and 16* of Administrators felt'ihat.they

'ties .

se/

Teachers see the amount of involvement of

About one-third of both groups felt they

in which parents could be more involved.

needed a forum to'talk with local administrators. Recalling that (in

the section on hcmr#1.4d(value education) neither group. made much

comiction between value education and the administrative structure. .

of the schools, pis result is not surprising.

tTeachers express much more need for increased time with students

and with other teachers than do Adt'ninistrators.

Of all these interpersonal situations adranistratars express

the greatest need for mare interaction with parents, nd teachers_

express th4 greatest need for more time with students.
4!.

c. Materials and Time for Program

J

4t-

Teachers eXPtess mere need for concrete materials for classtocm

use and time,,to develop a program in value education than do Administrators.-

We would expect thi; to follow fibm the greater classroan involvement of,

TeaChers.

he

0
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In summary a comparison of the response of Teachers with the

response of AdMinistrators showed that both groups agreed equally bats

1. Teachers Should be responsible for the value education of

students Chose and church are not sufficient).

2. Value edlication should involve bothreascning and behavior.

3. Value education is not precluded by diversity of values in

Ontario.
0

4. Value education should help students to develop responsibility

and respect for others.

5. It is important to clarify ones own values and to understand'

and adopt society's values..

$ There Were differences between Teachers and Administrators:

1. Teachers feltmcrekstrongly than Adeinistrators that students

Should be taught an explicit moral code.

2. Teachers were also tore inclined to take alodk at the
administrative structure of the school.

*
F

3. Teachers are more inclined to having ialue education

as a separate course for K-13 than are administrators.
They then:adree that it should. be a separate course for

.7tachers-in-training.

4. Teachers feel more need for time with studeAst'class-,

roam mat and time to develop a value edimatioa

program. Adrdnittrators express.more need for theoretical

-'Rnowledge and classroom Skills than doAtadhers.

of course also q res need' for improved-clakaroom iss
thisiseil two groups rather than

haw need each grouv,expressed.

I

41M
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VI. English,speaking Teachers' Response Compared
with French-speaking Teachers' RespoRse

Acaricar4on was made of the response from Onfario-ieachers who
.

teaCh trithe English language (NF 3110; we will refer to this group as

English Teacherskmith the response frail Ontario 'teachers who teach iii

the Frenchlanguage (N=160; we will call this group French teachers) ai

the follbwing questions:

. 1. Who should be responsible for value education?:

-2. Had should rrdlueieducation be done?

toes value education involve reasOning and/or behavior?

4. Should 'value education-be a separate course or part of

existing courses? c.

5. Can valueducatian be undertaken at all because

values are relative?,

6. What resourses and serviCesore needed at this time
in order to carry out value educatibm?

.
The English Teachers'respon:ie is the same as the French Teachers'

response ai only,two very genp_r51'points: 1) (DIAL. Both groups agree .

that a general goal of value education should be helping students to -

63



develop a life style based on respect for tilers ;and to d'evelog a good

sense of social responsibility. 2) VALUE RELAWITY They alsoagree

that values are not entirely personal matters; values can, therefore,

beioarked on within the schools. The rest of the survey Shows a difference

of opinion between English- speaking ,and French- 'speaking Teachers. Each

of the 6 questions must:be examined for both groups.

. WHO should be responsible for value 'education?

French Teachers give a Stronger mandate to Value Education,within

the schools (items 27 & 17) than do English Teachers. Both groups concur

that the,home alone or the church alone is not sufficient for the value

education of students. 0% of French Teachers agreed thatthe Church
.40,4

alone was responsible fo'r the value education of students.

It is interesting to note that significantly fewer French Teachers

than English Teachers felt that value education was the responsibility of

All teachers. This response may point to the attitude in Frenbh'

Teachers that value education should be a subject in itself so that same

specialized teachers may be mammary and'then all teachers are not

necesSarily responsible We will discuss this further under question 4.

Table 10 summarizes the items concerned with WHO is responsible for

' value education:

4

6'4
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TABLE la r'

Survey
Item NO.

SCHIARY OF to IS BESPCGSIBiE,

1

% pAgree/strcogly Agree

27 part of any education

17 in schools

10 have only

11 church only

14 . alltteachers responsible

I

" T FT

93 92

43 58

6 3

7 0+

91 - 83,

2. 'Hal should value education be

4,

We ;saw that both groups agree on the general goal of a style

of life based on respect for others and the development of-a full sense,

of social responsibility. Both groups are also equally in favcuicf

helping students to understand and adopt society's values; this response

shows the highest amount of agreement on an approach 'to value education

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

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

in that the response of the French Teachers is generally stronger

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.

1. Chosen first: 'Value education, should be: helping students

to Understand and adopt society's values."
y.

2. ChosenssedandL "Value education should be: limited to --

helping studerit1.7to clarify for the:Km:elves their values."

7"
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Cposen- third: "Value eddcati,on should be: providing students

wth, solutions for moral conflicts."

4: Chosen fourth': "Value education should be: teaching an
explicit moral code." '

, .

5. fifth: "Value education should be: an examination
of the administrative structure of the school."

6: Chosen sixth: "Value education should be: accomplished
through the example which the teacher set for the students.'

Table 11 summarizes these results.

TABLE 11

.

. .

St? APX OF Hai VALUE EDUCATION SHOULD BE DONE

«,

Survey
Item W4

S .

° %Agree/Strongly
T Fr

.
.

4

15

18

1

5

9

adopt society's valves

.help clarify .,'

provide solutions 4 -

.

'`teach explicit code, .

examine administrative structure
- :

teacher example ,

0 -

Sig. Difference*01, +.05% 4

,

'59

.40

37

36

. 22

8

62

56*

52*

46+

40*

21*

.

.

%. .

.

. ,

These items dhow that the FT-responseip.much'stron4er the the
'a.. -

ET response. Also reflecting this stronger teacher position the

FT give significantly less agreementthat studdrits should "decide what

is right on theirown" (49% agreement for wrench versus 60% agreement.

for English)

C.,

.

e 4 ,

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

There is a general trend in both French andr English Teachers

' toward an attitude that value education should involve both reason and

behavior. On the' itan "Value education should be concerned only with

thinking about moral issues (not action ) " significantly More French

Teachers than English Teachers agreed with it (although the. villa' agreement '

for both was low: 5% agreement from English Te4ers and 20% agreement

from French). Table 12 summarizes. .

TALE 12
,

SUMMABY OF REASUCDPTEHAS!

Survey
Iten No,

% Agree/StronglY Agree
T FT

6

13

16

. .

ability to reaion .

thinking only .

act moral/scund reason

*Sig.
Difference .01

96. 97

5 20*

92
. .94

.

.

4. Should,value education be a SEPARATE COME or part

of existing courses?

o The French Teachers reaLly. show themselves as different from the

English teachers on the. iseue of whether Value EdUcation 'should be a
t,

,

separate course or i cartoalentPof existing courses: French leachers are

nth more in faV6ur-bf Value Education as a separate course than are

EngLish Teachers (52% t of French vs. '19% agreemant of English
A

i*achers) . The older -the tudent the more desire there is far a separate

)

5,

t . 67 '



course. half 'of the Fr agree 'that value eincitticn, shOuld be

developed IHE central concept of a subject area. "There is only a

small response ting a desire for value education,toU deVeloped
0

solely as part of religi. education.

English Teachers, on other hand, give a straw affirmation to

4

education as a oompanen of existing courses rAh6r than as a

separate course..Table 13 shows ese results.

TAB s 13

SUMMARY OF VALUE EDUCATICN AS SEPARATE COURSE

Survey
It No.

3 subject: 'Value education

19 course. K-3

20 course 4-6

21 course 7-9

22 a course 10-13

23 course teachers-in-training

28 central concept

26 part religious' education

24 .'cartpcnent of courses

Sig. Difference .01'

% Agree/Stralgly Agree
T FT

19 52*

22 47'

.25 63*

31 82*

33 87*
A

4
61 84*.

e
29 46*

7*

8? 64*

5. Are values relative? Previously discussed.,

6. Shat resources and services ate needed at this time
f in order to carry out value education?

Both groups felt'about_the-time in terms-of bow Useful 3 of-ifie

43,

o

68
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resource categories could be: theoretical knowledge, classroom skills,

and,tine to.develop a program. In the othei 2 categories the Frendh

Teachers showed themselves as different from the English Teachers.

Interpersonal: Both groups of Teachers wanted more time with

students and also dim not feel they needed to be'rore involved With

administration. The differeace,however,ums seen in that FT wanted

significantly mare time (than English Teachers) with parents, other

teachers, and university staff.

Materials. FT also indicated a.greater need (than English Teachers)

for a list of resources for classroom use a course outline'far various

grades, and illustrations of different theorekical positions in value

education. Obviously these needs stem from the greater desire of the

French Ttadhers for value education as a separate course. Table 2 summarizes

these results.

O

In summary a comparison of the response of French-speaking Teachers

with the respanse4of English-speaking Teachersdhowed very few similar

'responses.. French Teachers are'a very different group than English Teachers.



I

1. r respcnse-on how value education should happeri shows a pOttern
similar to English lbachers but is a-much stronger respcnse.

2. They feel that value education should be developed as a separate
'course rather than as part of existing course.

3. imey aret,much more interested in having more contact with other
teachers-elltpareits than ET.

4. They feel more need than ET for resources for classroom use, actual
course outlines in Value education, and illustraticnS of different

tical positions in value education. M

70 17 6
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VII. Public School Teachers' Response Compared
with Separate School Teachers' Response

CT

o

A ompariscnwasmade of the response of Teophers who teach in -

" public" schools (R -13) with' the responif of Teachers who -teach in

"separate* schools (K-10). All of these arealiglishspeakirif. Note that

30% (or 2487) of public teachers responded whereas ally 14% (or 321) d

of separate teachers responded. This may indicate that the separate

school Teachers who did despond are already selected in sane way. With

this in mind a canparisanwas made of the two groups an the following

guesti6ns

1.--1466=durld- responsible for value educating'"? ,

How should value education

3. Does value education'invo/ve reasoning and/or behavior?

4. Should value education be a separate course or part of

existing a,urses?

Can value educatiambe underbakqn at all becausd

values are relative?

6. `that riasourses and services are needed at this time

in order to outout value education?

1. MO should be responsible for value education?

Both Piibtid and Separate School teachers. agree that value' education_

should be developed in the schools. Both groups maintain that neither

the church along nor the hortle alone is sufficient. Table 14 summarizes

this information.

1
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TABLE 14

St mmyr OF WHO IS RESPCNSXBiE FOR VALtE EDMIWTON

. .
.

Survey -AgreeAtiongly AgVee

In No. . Public Separate

10 ''. home alone 6 3

11 Churth alone °7 : 6

14 all teachers "responsible 91: 94

26 :

27

only part of religiouseducation .',,

part of any- education: ':

1

92 1111

3

96
public or separate No sig. difference

47

2. HOW Should v_ilue education be done?,
3

Both Public and Separate SdhoaTtachers! agree on the general °

goals of valueJanucation: to hell; students to develop a "*yle of life
)

based on deep respect for others" and to develop a "full sense of social

responsibility." Both groups also agree that a good eXample from the

teacher isn't enou4h. t.

Values which are held in separate schools by virtue of the
°

connection with the Catholic Church are apparent id the responses of

separate school teachers. These taadhers, for example, are laxt: more

in agreement with teaching an explicit moral code and providing students

tR

with solutions, than the public school teachers indicate. Conversely

they are less in faveur'of teaching society's values or letting students

disc:iron their own or simply helping than to clarify thbir valves.

It is interesting to see that a reflective element is also

A

78
72
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present in separate schcolteachersin that they are tore willing to examine

the administrative structure of the school than are public school teachers.
,f

Table 15 summarizes this information.

TABLE 15

. -...-

.

.

OF HOW TO DO WILIEMEXMOUDDN .

.

, 0

Survey , - . AAgree/Strongly Agree
Item No. . '. , Public Separate

.

2 style of life . 97 98

8 social responsibility x96 .R1 .4
9 teacher example . 8 . 5

'1 teach moral code , 34 58*
.

provide solutions. .

. 37 42,18

4 . adopt society's values 59 53

7 decide on cwn 62 49*

15 help clarify
.

' 41 31*

5. examine administrative struCture' :21 - 28+ .

Sig. Difference. *.01, +.05

3. Does value education involve IFASCNING AND13R BEHAVIOR?

Included in the question of how to do value education is the teacher's

conception of whether it involves reasoning and/Or behavior., Separate

school teachetrs are inclined to include action slightly more than public

school teachers. A.summaryis found ilf.Table 16.

.737fJ

or-

.,00,GIIV,VArAS.044D100,Q,V,L0400L 0
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TABLE 16

SUMMARY OF VALUE EDUCATION AS FSASCNING/HEVAVDOR.

Survey
Item No.

% Agree/Strtogly Agree
Public Separate

6 maiming ability
13 thinkinganly
16 act morally,

+Sig.-Difference .05

96 97

5 1+

91 96+

A. Should value education be a SEPARATE COUFSE or part of

existing courses?

Vile separate sthcol teachers are significantly more in favpur of

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

The actual amO4nt,of agreement for a 'separate course increases the older
.44

the students. At the same time f4le 'greatest agreement expressed from

hoth-groupe is to develop value education as a =Foment of eXisting

causes. Table 17 shows this information. Note that "the greatest

clescrepancy between the grows exists in grade:, 7-9 and 10-13. Half,of

separate school teachers see value education as a separate course for

grades 7-13:

'
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TABLE 17

00,

&MARY OF-VALUE EDUCAT1tP As A SEPARAUE ODURSE'

Survey
Item No.

I
% Agree/Strongly Agree

3 value education course
19 course K-3
20 course 4-6
21 course 7-9
22-- course 10-13
23 course teachers-in-training.

28 central concept
24 component of existing subject
17 developed'in school program
25 part of some subjects

Sig. Difference *.01,+.05

Public Separate

18 26*

21 32*

23 37*
29 . 49*

31 51*

61 69*

27 45*

81 - 86+

41 -54
20 20

, 5. Can value educaticnbe.undartaken at al.Lbecatise VALUES
Ai RELATIVE?

Neither group feels that values are relative, personal matters.

We have seen that the separate school teachers hold a position of actually

teaching same values as the schools were set up to do. We also see

that public school teachers, although not claiming to hold Particular

sets of values, do not see, values are relative either. Only '3%' public

and 1% separate sc hool.-teachers agree that values are relative.

.6. What RESOURCES AND SERVICES are needed at thietime in order

to carry out value education?
.

Tabie 2 presents choices on resources and servites for public

and separate tc.hcol. teachers,,

75
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Theoretical Knoledge Neither group is very interested in the

pialbsophicalioackground for value education. They are Wadi more interested

:in increasing their understanding of how children's thinking develops.
7

This is' the resource chosen by the highest number of people in the' - separate

school teachers (and chosen third by public school Teachers).-

Classroom Skills. There is only one point of difference between

o

_. the b groups on Classroom skills. Separate school-teachers show more

dedtre to increase their ability to generate activities useful in the ,

mural development of students than do public school'teachers4 Recall that

separate school teachers showed wgreater tendency to include a focus on .

action than did public school-Teachers.

Interpersonal Opportunities. In this'areA the two groups sho.4

themselves as quite different. The separate school teachers indicate much

more desire for increased contact"with other teachers, parents,

administrators, and university staff (oolarses). Both groups indiCateQa°

need for mcmq&with students; this is the highest choice for public

school teachers.

Materials.' Reilecting the greater desire on thepart.of separate

school teaillers far a separate courselthey.indicate greater need for

course outlines inrvalue education,'a list of important:moral issues n .

different and illustrations of c roam strategies.

Time,. In addition almost half (and significantly more teachers

than public) of the separate school teachers said they would like more

time to develop their programs.

I
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' In summary a omparison of separate school and public school

teachers (all* English speaking) showed thht:

.1. Both public ana separate school teachers'felt the school
should be involved in value edwation (church and home
not enough) .

2. Both.grcups agreed to 'general goals of value education but
' separate" school teachers stressed teaching explicit values

--more-thanr public school teachers.

3. Separate school teachers have more concern with the action
part of values' education than do public schOoi teachers.

4. Separate school teachers show same desire for value
education as a separate course". .

5. Separate. school teachers indicate more desire than public
sthool teachers for increaged contact, with other teachers,
parents, and administrators in order to do value education.

6. Almost half of the separate school teachers wouidaiie more
time in which to develop value education prOgrams.

4
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VIII. Differences due to L vet Taught, Region, Age, and Area

a The fcalowintyis a sunnary of differences in response to the

survey due to Level Taught, Region, Age, and Area:

I. Dealing Wi vel: Public - High - Teacher Educators

1. Pub c School Teachers take a firmer stand on codes,

eiy's values, solution; etc.

2. is 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 interested in this for their

students.
4: The-most interest by,,all 3 groups is shown in developing

skillah generating approach adtivities and a good

atmosphere.

II. Dealing laitE,Region in Ontario

1. Eastern Ontario seems most attached to the Church as

Sole agent or teacher example as sufficient and isr

least likely to be objective about.authority.

2. The French in Ottawa and in Nor-th Eastern and Mid Northern

Ontario/are very favourable td value
education.(and as a separate course).

3. The Mid Northern region' seems most open to exam±ning

administrative structure.

O

III. .flealing With e

A. Teachers 20-:9/ 30-9, 4094 50+

1. As age increases leachers agreed more

-that all teachers were responsible for valUe education.

- that value education' is teaching an explicit4Moral code.

that an examination of the administrative structure

.

.of the school Was important. /
2. As,age increased Teachers disagreed more ith

.
-students should de4de what is righ on their crvn

. -students should pnly be helped to 'larify values.



1. As age increases FLeuch Teachers agreed more
-that all Teachers were responsible for value ehucation.

. The 20's seem quite a distinct group:
-most in favoUr of ,examining administrative structure,

clarifying values
concern with'thiinctingcmlp

. The 50's also a distinct group:
-least in favour of letting students decide on ownlor

of helping students to adopt society's values.

-most in agreement with teacher example is sufficient. .

4. Both 20's and 50's the highest in teaching an explicit code.

C. Administrators 20-39, 40-9, 50+

. r
1. As age increases Administzators agree more *

-that value :. ...on is helpingstudents addOt society's
,velues.

-that students- ould.decide what is right on, their awn.

As age increases trators disagree more with'

-moral educe... should help students clarify values.

. b.-value education should be a sepaf ate Course.

dit

#
t

.

'D. ;reacher Educators 20-39, 409, 50+' c-

.

- ,

. .

1. As age increases Teacher Educators agree more
-that all leachers are responsible. , ,..

-that Value-education helps students to adopt society's
Values:

.

2. The 4)-9 group (44% or 3 Teacher,EducafrorsY shows.. ,

. itself as tending and low involvement. -lhey are
'less inclined to administration or favour i4, .-

.

a separate-coufse. They are more_ in agreerent with

the home is enOugh,, students should decide owtheir
own; the teacher's example is enough and helping clarify

,-

is .eriough

IV. Dealing With Area of Teaching

Academic (Soc. Sc., Fine Arts, Religion, S

Applied (Home Sc., ,Shop)
Service.(Lib., AV., GuidanCe,eSp. Ed.)
Administration (include. principals)

< , 7
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INTRODUCTION

Moral development and values education programs are an

established part of Ontario school curricula. It is now seven years since

-"Religious Information and Moral Development", The Report of the Committee

on Religious Education in the Public- Schools of ttb 'ff. of Ontario

was published. That report included,the,following

We recommend that the high duty of pub education
to foster character building be discharged through
a clearly pursued, universal program pervading every
curricular and extraurriodar activity in the pUblit
school system from the beginning of elementary to the

close of secondary education. This program, which is
to be distinguished fram a course of study, should be
carefully planned and administered incidentally through-
out the whole school spectrum. It will have as its \

fOcus character building, ethics, social attitudes and
Moral values and principles. (Religious Information.

and Moral Development, p. 93)
, .

In jtne 1974, Minister-of Education Thaaas,WellS recommended to all

Ontario sc hool boards tht they'establidh public advisory committees

including parents, teachersl, trustelis, and other interestedCitiLns,

to consider the approach to moral education,oitlined by%Clive Beck in

Moral Education in the Schaalse Same Practical Suggestions. Last year

(1975) the importance of same serious ci-onSidsration of values in the

curriculum wad once again articulated by the Ministry of Education in

the Formative Years and Educaaan in the .Primary and Junior Divisions.

'.44
.The role ofthe teacher isto providerthe context
in which the child can begin to work out a personal
.system of values and in whibh he or she hasoppor-
tpnitissto analyze values in a societal context.
The teacher should provide a bonsistent example of
an individual who lives by a el Par set of-values

and whp respects the right of the individual 'to

diVerge.fraT4T majority °Tinian. (Education in 1 4

the Primary, Jtmj.or Divisions, p. 5)

,
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The child in the Primary and Junior Divisions will

be given opportunities to....
Begin to develop a personal value4system)within a,
context that .reflects the priorities of a concerned

society and at the same time recognizeS the integrity

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

Educators thro9ghout Ontario have attended comfertsxxsycxurses,

and seminars, have read a myriad of ptiblidations and have initiafld pro-

grams of values and moral education within their own
Ahools1

in an

attempt to implement Ministry policy. Yet VtE! task i$ morecamlex

than many had expected. For teachers, where the buck certainty stops,

the burden of becoming-cgmpetent values and moral edugators is genuinely

great considering that their prior training in such an endeayor has been

#ot
1
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O_R1SULT, OF -SURVEY OF.IONTARIO ED'UCATORS

. The 0.I.S.E. Moral Efcaticn Project is been funded by the

ministrY of Education° to begin to investigate what is needed by teachers

and 14.* they might became skilled values and oral educators.

In order to assess where OnItario tea4ters'are in terns of values

and moral education, a value education survey: of over 10,000. Ontario

teachers, 650 administrators, and 550 teacher° educators was conducted

in March 1976. The survey asked 4 main questions of the teache:ri,

administratdrs,sand teacher educators:

IsliM they Willi( value education cis.

HCW they value education should be done.

What they :Of to be able to dot?iralue education.

What -.3%. *D they may have already used._

35% of the surveys were returned.! Here is a brief summary

of the responses.

1. WHO should be responsible for value Education? °
°o

"'Now

4*.

92% agreed that value .education shou1d), be undertaken by the

sc4rpl.s. It was also\agreed that neither hare' nor church alone. was

sufficient fqr the value education of student3s*
....

..

i
2. HCW should value education be do:'?

All respondents agreed with two very important. goals for value

education: *whelping students to develop a style of,ilife'which is

based on a deep respect for others" (97% agreement) and 2) "...helping

individuals to develop a full.sense of social responsibi/fity" (961,

agreement) Other responses that there is a\great deal of uncertainty

about the role of the,t:eacher this process:

if. Should the teacher students wi solutions fOr moral

conflicts? 37% felt thouL:1,_ the most authori-

tarian teacher positi in which' the stodeiits are spoon fed.

, .

9
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. Should the teacher ad .y teach an explicit moral code (a
rule, a law, etc)? 25% felt they should.

Should the teacher help students to understand and adopt
society's values? in other words, socialize students? '58%
agreed that value education should include this.

Should the teacher help studenCto clarify their values,
then -leave the decisions to them? 40% agreed that value r
education_ should do this. Note that this_question definitelS,
draws th4 line at clarificationyof Xalues 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 awn." 4

Should the role of teachers be to encourage students to
decide what is right on 'their own, without interfering?
58% agreed with this position.

Alt
Should the teacher simply be a good example and leave it
at that? Only 8% agreed 'that teacher example was dough..

Should the administrative structure of the sohOokbe examined
ab part of "a value education prograre 041v2l%-agreed that
this was necessary. This question was<intended to, pirobe
educator- understanpg of the scope.of value education,
whether they see that iheadministrative stricture of the
school (for example rules and procedures, how time'and space
are organized, etc.) in itself teaches certain things and

-.therefore should be examindd 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
responsibi4ty. There does noeappear to,be a very strong
sense from respondents to the survey\hat this structure is
very important. r, .

3: roes value ecluOation involve REASONING AND /OR BDIAVIOR?

Them was a very c1 ear statement fran educators on this issue:

luee education shotild be.-concerned with both reasoning and behavior.

4. ShoUld value education be a SEPARATE COURSE or part of existing
courses?

Most educators felt that value education should be developed as

part of already existing courseS'(81% agreeNith this). The majority

r
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.

.

did not see value issues as the

agreenent), but yet they saw it 6.: part of

There was sane call f. a separate

the older the Student the .. appropriaie

of sObject areas (29%

t subjects.

ue education course; and

education courses

considered to be.

(K -3) were seen as

education courses for

62% of thp respondents.

value education for very young children

fate by only 21% of the resPonaents, vaboe

chers-in-training were seen as appropriate by .

.5. Can yalue education be
NELATIVE?

undertaked at all because VALUES APE

A major concern of educators has been whether value education is

possible at all, since there are smch diverse value systems which are
.

held by people in Ontario. Can values be any more tha*n personally held

___bFaliefse_asked our sample inifact_Whetber value education should not.

person shthld develop ,his omn,

that value education should .

very consistent and strong

t bf our Ontario educational

be "undertaken by the schools because each

opinion of what is right." Only 3% agreed

not be undertaken by the schoolsr.in fact,

affirmatAnn of value education as a

system has been giwn.

6: What RESOURCES AND SERVICES ARE NEEDED at this time in order

to carry out value education?

A,
A list of 20 resources was given as part of tile survey.. Respondents

were asked to indicate (on 0-point scale) how useful they felt each

item was. The resources listed were cif5 differenekindss resources whidh

could help edUcatqrs increase their hmowiledge of 4leorrabout value *.

education, resources which could help in the developmeneof'appropriate.

classroom skills for value education, resources which could,provide

increased opplortunity to talk with various people involved in the education'.

of children, and resources whidhprthride infcfmatiou an paper orfilm,

and time to develop a program.

.

Ontario educators indicated that they feel the greatest need for

indxeasing specific cla:ssioam skills which. promote value education (such

77:7' 1.4.
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as setting up an atmosphere conducive to exchange and the ability to create

appropriate.activities) and for further deepening their understanding of

how.children's thinking develops; more time with students was felt to be

"very useful. ;Idle concrete materials and interpersonal opportunities

were felt to beuseful they were not ranked as highly as classroom skills

and kncwaedge.of the develdpmentl5Esthinking.

7. What RESOURCES are being used in value education?

Respondents were requested, to list any Materials in Value education

which they may have found useful. They suggested over 200 different resources.

TWo vain concerns underlie the choice of different resources: a

concern for helping students to develop an understanding-of the self, and

a concern for helpihg students to get along with others. The following -

is a'brief summary of suggested resources.

a. "Valuesctarificationn is mentioned ten, times more often than

any other source.

b. The ifext most mentioned resource is the D.U.S.0..Kit (Developing

Understanding ,of Self and Others). Others that have been mentioned

are: the Moreland Latchford Kit on Moral Decision Making, Novalis with

its Growing Up series, the Encyclopaedia Britannica, several kits by

Shaftel And Shaftel on moral education and values', and Peter'McPhaif's

Lifeline series.

c. The third most often mentioned resources are religious, in-

cluding religious books (such.askhe 4ble and the Catechism), religious

teachers (as seen in the clergy, Jesus Christ, and God), and religious

beliefs (the Judaeo-Christian Ethic, the Goldep Rule, and wrld religions).

d..-4*ite'rature in gen4ral is the fourth most important 'resource for

moral education.

e. Films such(as the Inside Outside,series produced by 0.E.C.X.

another often mentioned resource. This 4 followed bIrtheSearching

for Values series put'but by Marlin Studio. Next are a series of

isolated movies such as Johnny Lingo, Rebel without,a Cause, and Paper

Chase.

si
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f. Theoretical background in, psychology (Piaget, Dreikers, Harris,

Gordon, Glasser, Frankel, and Satyr), in moral education (Black, Wilson,

Beck, Kohlberg, McPhail, Eisenberg, Paths), and education in general (Holt,

Weingartner, and Powell) are allifientioned.

These resources in general seem to stress the practical more than

the theoretical; Mudh more emphasis is placed c)ri discussion skills and the

availability of kits-rather understanding of moral theory.

in general

a A
4

1B, .What main crucial question should be asked about value education?

The last'Section of the survey allowed redpczients to express their

main-cancern about value education. 1506 teachers (.48%), 119-teacher educators

(55%), a6 administrators (25%) took the opportunity to comment can vale

educatiCW,' She following ika summary of these cannants.

ti

°

a) The MACHEPS'greatest concern is their role and the parents'

role in moral education.

The teachers' main fear is that of indoctrination; one-half of

them see it as a "confli:Ct between teaCher and parentivalues". They

asked this question "whohas the ultimate responsibilitlrand how much

should we as teachers accept?"

The teachers see a large number of their own group as having little

Moral integrity. Few choose to take leadership in moral education and

they are fearful about being explicit about their own Personal values__

yet they wish the students to see them as they are. Many teachers also

condemned the students as having little morality and tied itinsath

the paPtnts'values rather than society, the media, or their peers. ,While

admitting their own. reed for training in moral education the teachers

felt that the parents too would Bnefit from such a training.

b) ADMINISTRATORS' ; %la

Administrators see their main thrust in moral education as its 1.

implementation in the schools, "to help the students develop a personal

,
a
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value system". Implementationis important "so that we dan exct ucated

teachers who are responsible for taking leadership." .

c) TEACHER EDUCATORS

The teacher educators are primarily interested in the "urgenCy

"get 'off our asses" and "provide strategies in the field and in training's,.

"to produce skills in the area of'valuin4" such as "role-taking, clarifying,

discussion, and decision-making.". They want to "spread the worTiso that

students may be able to "articulate" andibe comfortable with their own

values. .

4.

4

It is clear from the response to this surveythat Ontario edUcators

have a very general khowledgk
/

of values and neural education. However;

they Showed that they would like to haveMoreSpecific knowledge about

moral and values edudationsop that they can develOp appropriate classroom -

skills. In addition literally hundreds ofconversations with teachers

and teacher educators have also)revealed,that teachers and teacher educators

are asking for information whidhresPads to'the questions: "What is moral,;

and values education ?" and "H ,does one, age id such an,endeavour?"

This pamphlet is an atte;Ipt ide'ten ve answers to those que

.* t 4
;

4

Two prokplems quickly emerge fdt,anyone interested in' providing

answers to the above questions: 1) There is a staggering amount e:

conderning the topic. 2) Itiere'appear til.:?e as many different answers

to the questions as there are pieces, of literature. Yet project researchers

- haire found that the appearatice of differences may not be as difficult a

problem as first imagined because hidden under much of the rhetoric: and

9 0-
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verbiage -ate =mon concerns, concepts; and constructs which may make the

issues of moral and values education more manageable. Ile project staff

. has had the luxury of time and funds with which to make sense of the vast

array of data and recognizes that educators in the field will not' be

'afforded such. luxury. We have thus attempted to summarize and. review

in one small volute the results of our labor. The purpose of this summary

and review is to provide educators' with a resource with which to begin

an investigation of what is meant by moral and values education and to

make explicit what we feel are the implicaticns for teaching behavior.

We make no pretense for sufficiency of this product, nor do we believe

that the. message contained within the review can lead one to believe

that such education is easy. Indeed, our findings indicate .that the

task is omplex and difficult BUT necessary, worthwhile, and possible.

The book is divided into 5 sections:

The first section' is the beginning of a question-answer dialogue .

which we have felt =Impelled to incite because these are the questions

most often asked by educators we meet in school ccemunities. °

gte second 'section of the pamphlet reviews seven separate cat

ceptions of moral and/or values education. taah reviea-focuses tmi three

issues: 1) The Aim of Moral or Values Education,- 2) -The Method of Moral.

or Values' Education, and 3) The Teacher's Role in .Moral or Values Education.

. We have chosen these particular conception because they appear to be ,

r
those with which most-educators have haciltme acquaintance and which

attempt to addisss the reality of classroans., This is not to say that

.conceptions excluded fran this review do not fit those criteria, but space

dOed'iliSt permit sufficiency and we believe that those we have reviewed

represent a reasonable .continun of thought an the matter. We alsciclude

in section I a summary of Jean Paiget and John Dewey because most of

literature we have reviewed refers to their work and readers who go beyond'

air Modest reviews will need same acquaintanie with the thinking of these

two men.

91
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The third section, entitled "Moral'Pie," suggests an analytical

krau.&k within which any conception of moral or values education may

be better understood. ,This section we consider extremely important-
.

for it endeavors to clarify the basic moral:concepts that programs

in value and moral education must consider prior to and during

implementatjon.
`r

a

The fourth section is entitLgd "Me Process.cf 1,4a). and Values

Educations Prerequisite Conditions". 'This section endeavors to make

explicit the HOW ofOlassrobm interaction which most conceptions of moral-

and,values education seat to assume or demand for implementation. The

_section is not all inclusive of those necessary conditions, but we think

it does highligInt.enough to demonstrate that embarking on such a task

is not one best left to the naive. Issues of trust, anpathy, honesty,

and respect in classrcams are loantiming' concerns fat all teachers.

The fifth section contains not' only the usual bibliography of

readings but also an annotated list of available films which we have pre-w"

viewed for use in moral and values education curricula. Again, we hope

thatbothwill.be\eXpanded by the inclusion of reader additions.

This pamphlet is intended as a vehicle through which educators

can begin to formulate a framework about moral education. It does not

claim to include all the work in moral education to date; nor does it

go into great depth on the many, many philosophical issues involved in

a consideraticn of moral education. It is:intended as a rough overview
Or

which will then, allow and motivate the reader to begin study of moral

education. Please note that we have tried to create a fonnat which will
allow for additions and deletions. We are hopeful that the pxoject may

initiate a ommunicatim network which will result inoeducators

ideas andlmaterials and thus contribute to the pamphlet in

and quality.

92 98-
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0Q,UESTP.ONS ASKED ABOUT MORAL

AND ki4:11ES EDUCATION c

Moral Education Project staff cooties in constant contact with

teacher educators, teachers, parents, students, school administrators,

and govenment officials. These persons, while. having different view,-

,ppints concerning various educational matters, do in'fact ask many of

the samerquestions about moral and values education. In this section we

attempt to make those questions explicitrld provide brief responsesto

those we be24eve to be representative of the summary of research amid,'

literature we have reviewed. The responses we provide are not intended

to be fully adequate, not only because the purposeof this booklet and

spade do not allow for such elucidation, but also because many of the

questions demandfurth5scholarly and public discussion: Indeed, our

research has proved to be very,buMbling, for while we have -been hoping

for answers we have ended up, with more questions. .

The last sentence may bedepressing to some who have also hoped.

that this booklet would provide an easy access to the "truth" concerning

moral and value education. One reason that the sdhoors.invellvement with_

imaue and moral education is controversial is because easy answers are

not.available., But `While there are no easy answers there are reasonable

reepontes and evidence which one should be aware of in formulating a

positIOn-with regard to mayal education issues. Pleas treat our brief

responses as, ohly the introduction to becoming.competent in this educational

Aera. ..The responses must bd supported W:daa available through further

reading"as noted in our bibliography.

VP.
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WHAT IS MORAL AND/OR VALUES EDUCATION?

In part we will a t to respond to this question by'summarizirg.

severakmodels of moral and values education in the next section. Our

analysis of the "Moral pie" will be a second attempt to construct

-a respbnse torthis'quesion. A full explanation of the moral pie

here. would require too lengthy an explanation; we a.11,. however, attempt
to provide a summary -response here.

There isNa distinction to be made between values education and
,

moral education, but it is important to note that the two are related.

"Valuing" may mean many things: the articulati.on of what has worth, or

our.attemPts,to define what is "good", or what has merit.for(each of

us. We see from this that such a process of valuing is common to all

persons. "Yet, the process of valuing leads to different as well as

common values among people. ,Indeed, oompounding this issue is the

fact that in our political and social system -we value differences, at

least up to a point. Values education then is usually articulated in

terns of creating ocnditiens which help studer}ts understand the factors
involved in determinin one's values and in deciding what hasworth or

what is good.

Values come in :two varieties, moral and iron - moral. Moral values

pertain to issues of human rights, welfare, and justice. Non-.moral valjas

concern themselves with aesthetics, personal taste, and those objects

and procedures which are instranental to valued goali or are intrinsically

worthwhile in themselves., Tb prefer Beethoven over the Beatles is'a

- non - moral choice. The choice of political democracy or dictatorship,

may involve moral issues. Further reading and analysis will demonstrate

that such an easy distinction beistrb4moral and non -moral values is not

this simple and we recognize that limitation. AsIcing 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

appeal to standards which are more universal in naturejand while reasonable
. 6 .

people disagree as to what constitutes appropriate moral standards with

b
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1,.... which to kwyer the question of "Ought* or "should" there is a difference
:

betweefi.judging of nonr moral valhe conflict issues and OffXcial imperative., 4
'4'

'Moral education is thus'ooncerned with helping people resolve. those

value limes in life which pertain to questions of "Ought" as they relate
W #

to the issues of human rights, welfare, and justice. ".Suah questions,of

"ought" or ."should" arise bescause conflict is created by the ,;:pciai

interaction of persons whoke values differ, ie., between differing con-

, ceptions of what is goc4.
t.

'

4
fr

'
.

is4e SHOULD SCHOOLS BE INVOLVED 'IN VALUES AND (ORAL EDUCATION?

There are 'several reasons why schools,should be involved in

values and moral.education. While sane would argue that schools must

be'involved in such an endeavor because such a mandate has been decredd

by the goveimment (as indicated in'the introduction to this booklet)

such a reason is not at all adequate. The fact is that, schools are,

in part, political institutions formed to purposely "socialize" the

young into the habits, values, and mores of thesociety. As such,

schools cannot help but be engaged'in the moral and values edhcation

enterprise. That'is, by design society has declared that'sdhoOls ought

to be.doing"so. The crunch comes when one asks the questions. "Which

values and moralS should be taught'and he should such an enterprise

be managed?"

A democratic society attempts to create conditions truLdUcive,

for diverSity and pluralism. But the pluralistic notion of toleration

of differences must not be 'confused to mean that such differences are of

equal worth. Thus while toleration oi,differences is ,normal there still

exists theneed to adjudicate such differences. A totalitarian regime

has things much easier. Simply te all to the party line. Thus

the role'of a school in a &mocra..ic setting is difficult =-- promote'

101 O
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respect for differences of values and promote skills which help persons

to resolve such differences. Hence schools by their very, puri6se to help

maintain a democratic state must engage in valbes and moral education

in order to facilitate learning how -to tolerate value differences, make /

value choices, andvdecide between conflicting valme claims..

It must be recognized that no one has suggested that the schools.

become the only inst.itution'cOrx.mmed with values education. The recent

survey discussed in,the introeuction Showed that the traditional role -

of parents.and religious groups-in such education has been acknowledged
,

to be less than sufficient to the task and there been an increased

,understanding of the implicit 'and explicit role schools play in th&

process; Schools have been, are, and will be involved in such an

endeavor. Whtt may be new abOUtrthis state of affairs is that we are

openly acknowledging that fact of life.

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

k .

There are two separate butrelated issues in responee to this

question: VEUMrane learns in school.(6onteneor Substance) and HOW

one engages in learning (the proOess 'or methods). WHAT odeearns is

Airectly influenced by HOW One pr6cesseS guch'data. Until recently

1-r

educators and the public have naively assumed and/or hoped that schools

1 were engaging in an educational.pr which was value -freR or value-

neutral in both content and procegs. 'When..,schools seemed to cross the

border of neutrality(the 'public has ofteh objected; demanding the

removal of specific literature and /or personnel freer the building.

Educators acknowledgo:that neither content nor process has

,been or can bevalue free. At the extreme the call for value neutrality,

even if Possible, is a value position in itself, and one that is'difficult

to defend given that even a democratic society has values it cherishes.

and wishes to promote in a reasoned manner''(e.g. freedom of speech,

property rights,'.Noting). Thecontent of most obvious 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,

past and present, the extent of their. value dimension, whether

pertains to thd role of women; minority groups, naitical dO4Ma,or:.

democratic itiPain.. The subtle and subliminal nature of that part of

bchooling has been or canbe

The HOW or the process of value and moral education has been

less well recognized and Chas. labeled the "hidden" curriculum:The

authority and role relationships in schools 7tHe way in:which.inter-.

personalrelatiOnships are carried out in an institutional setting

school - is acknwiedged, to be squall important and as powerful

as the more explicit content dimension. Su authors
1

as Jackson, Holt,'

Dreebenland others' have documented the hidden curricaum. Rules of

behavior, evaluation and grading procedures, conditionstor acceptance

by adult authorities and peers, the nature of social reinforcement for

certain specified behavior all have'a valueiafid moral education dimension.

Psychologists recognize and have -cogently pointed out the'effect:of

modeling behavior and its powerful effects on learning, and it is only.

recently that.educators and now the70d6lic.have attended to the problems

and complexities 'such alltilari curriculum portends. Students also have

'demanded changes:in this "hidden" curricultn. That educators do now

know the limits of appropriate sharing of power, however, does not .

negate the concern for justice inthe schooling process.

The present Public concern, for moral and" values 'education reflects

the fact that we as'a society are more aware-of'both the hi nature`

and dangers of unreasoned programs in this area. Such fear, however,

amot.ignore,the fact that schools by their'very nature are moral and

values enterprises.

,r3
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WHAT ABOUT THE PROBLEM OF INDOCTRINATION AS SCHOOLS TAKE ON THE TASK?

\ Instruction in sdhools is supposed to be about the business

teaching one to do or to believe for some good reason. Thus there is

the appeal to evidence.for beliefs and the focus on openoinquiry and,free

interdincje o ideas. Competition of ideas is thop4ht to be the 'safest

Way of searching for "truth*. When, however, the educational` concern

focuses exclusively on the transmittal,'of the beliefs without regard to

the evidence and reams for holding such beliefs,then one has entered

the realm of indoCrination. .Indoctrinatitn, the transmission of doctrine,

isthus not concerned with why one believes. or the quality of how one

believes but .rather THAT one believes. That Santa Claus exists for dhilaren.

is a form of indoctrinatiod. In fact incloctrInatibn is perhaps more.0

evident in schools then educators would care to admit. Teachers acting ,

like God and textbooks biased in content in many cases do an injustice ;

to schooling.in a democratic society.

Tb combat the possibility of indoctrination the models which

will be summarized in the next section place strong emphasis on the form

or process of education. The creation, of an environment which promotes .

reasoned inquiry and an exploration of differences is seen as the best

antidote to blind values-arid moral inculcation. 1Neck.points.this out;

\\.

"The school will play a part in the child's
value development, whether through a 'hidden"
value curriculum or through explicit-value pro-
grams. And a school that attempts to remain
'value neutral'...: will drive its value cur-
ruculum ... further away from the open reflection
that is necessary if we are to avoid indoctrination."
(Thp Case for Value Education, p. 14) /

Dr. Beck believes that teachers and school administrators have a

right to a. voice matter. As long as care is taken to maintain

freedom of thought *and speech in the classrocih, sdiool members ,can be

iptroduced_to a great deal of relemtpaworledge, theory, pnd ience

without being "indoctrinated" as a result. Indeed, part of th school

mothers' protection against indoct:tinition lies in expoiare explicit'

4.
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and lammed consideration of value issues. In fadt, each of the models,'

of values acid moral education'reviewed in this bookletakes a strong

stand against indoctanation and el ahasizes process of inquiry and th6

use of reason as an appropriate antidOte,
L

WHAT IS THE RELATIONSHIP BETWEEN'VALUES AND MORAL EDUCATION AND THE

PERPETUATION OF11-1E STATUS QUO?
I in

Many people conceive of the sthdas function in moral and valUeS*

education as perpetuation solely of either the past and/or the present.°

qeveral prOblems preient themselves in this question: 7 The first is that

to perpetuate the status quo the public and its, educators would have to

reach a consensus as to what it is that is worth preserving. While much

agreement has been,and can be reached (see Oliver's discdasion of creed'

valueslfor.example) there also exists great differences of opinion.

Secondly, change is With us and we do not wish to provide a system of

education whicti condemns its to live only *the past or present.

They must be able to cope with futOre. 'Coe of the values which might

have to. be taught is the. value of changing one's values when good reasons

and evidence so warrant. A society cannot have it both ways - teaching

a fixed set of values and the promotion of the value of changing'dhe's,

values.

.John Oewey'probably best articulate the need fgr education to

serve as the catalyst for reflection and reamstructico of our experience.

Such a process is dynamic and thus risky since such reflection may deMand

changing what we believe to be good and/or right. Hence schools have the

dual responsibility of attempting to help students, became- aware of the

"best" of our values through thestudy Of. historY, literature, etc.

and at the same time create an environment and.opportunii to learn had

to reject and changeyalues reason points in that direction.
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WHAT IS THE RELATIONSHIP BETWEEN REASONING AND BEHAVIOR?

Many critiosiOf the various models of values and moral education

suggest that the empilasis upon reasoning begs the question of most importance -

hew, do we get, people to behave morally? We are aware that to know good,.

is'not necessarily to do good; The 'Critics are correct insofar as reasoning

or valuing is not a sufficient condition for predicting or explaining

behavior. -Reasoning, however, is seen-as a necessary condition,for.

morality since behavior by itself is neutral until one knows tx.something

was done. psycholoists are not`cextain of had one explains moral behavior.

Developmentalists such as Kohlberg would-argue that one's "structure" .s

of thinking interacts with the external environment and such interaction

-acoounta for behavior as well as reasoning. Others argue that emotion

plays a powerful role'in behavioral determination. Behaviorists such as

Skinner maintain that our behavior and thoughts are shaped by enviromental

conditioning. The connection between these differing explanationi is

still 'being sought.
. 4 (
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OCONCEPTIONS OF MORAL /VALUES EDUCATION,

The !moose of this section is to provide, an initial introduction

to six majorccoceptions of moral and values education. These six ,are:

1) Values Clarification, 2) Cognitive' Moral Development, 3) Clarifying

Public Issues, 4) COmponentsof Moral Thinking, 5), Ultimate Life Goals, 6): Learn-

_ ing to Care
t

Series. Preceding the review of these conceptions
.

is a summary

of the work of John Dewey and Jean Piaget.
4

BACKGROUND IN EDUCATION DEWEY

John Dewey was very active during, the entire first half' of. this.

century'in formulating educational philosophy: He was very much copcerned

with the Moral education of the child. In Ethical Principles ,Underlying

Education (1897).he stated that "intellectual" education and."Moral":

educatialloarenot separate activities - he considered them as:one thing.

He felt that the separation of the "intellectual" from the "moral" was'

artificially manufactured out .of
-
anothet (artificial) separation people

maintained between "learning" and "doing's. Somehow morality became

associated with doing (action) but. not learning. He describedonother

confusion people have about moral ediacation, that morals are elevated to

such a high place that-they have nothing to do with everyday life. He

says:

.We need to see that moral principles are not
arbitrary, thatthey are not merely transcendental;
thht the term "moral" does riot designate a special

region or portion of life. Wei need to translate

the moral into the actual conditions and Working
forces of our community life, and into the impulsaz,
and habits which make up the doing Of the individual.
(Ethical Principles, pp. 137-138).
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. For Dewey all education is moral education sincethe task'of educatio n -

"giving shape to human powers and adapting than po.social

is basilally a moral one.

The basic purpose of education .fix Dewey was not to produce

scientists, historians, teachers, etc., not to take care of 'children during

the day, not to prepare students for erplorent (although all these may,

indeedthappen as a result): The pu tpose of education is the widening
44:

and deeptriingpf conscious life, and increased capacity to live as
. .

.

.e,

).

social metier of society.

A. narrow and motaiidticew of morals is 'responsible for
the failure to recognize that all the aims and values which
are desirable in education are themselves moral. Discipline,.
'natural:development, culture, social efficiency, are moral
traits -- marks of a Person who is ,a worthy member of that ,

society which it is the business gf 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 samediihg The
sarething for which a man must be pod is capacity to live
as a social memberso that what he gets'frnrt living with
others balances with'what he contributes. What he gets and
givesas a human being, a being with desires, emotions, and-
ideas,. is not,ekternal'possessidns; but a widening and deepening
of conscious life a more intense, disciplined, And expanding
,realization of meanings. What he materiall receives and gives
is at most opportunities and mans or evolution of conscious
life. Otherwise, it is neithet giving nor taking, but
about of'the position of things in Space, like the stirring of
water and sand with a stick. Discipline, culture, social
efficiency, personal refinement, improvement of character are
but phases of the growth'of capacity nobly to share in such &'.
balanced experience.- And education is nbt a mere means to such
a life. Education is such a life. 'Tio.naintain capacity for such
education is the edsence of.morals. Foi.conscious life is
a continual beginning afresh. (Democracy and Education,
'pp. 359-360)

.

He aims at the development, the expansion, the intensifiltion, the

socialization of human beings. The meaning of this emphasis can be

seen evenxiore clearly through a look at a specific subject such as

history. History should not be studied iterely'to see whaehappened

or to speculate about the .causes of.Wcka.c1 War Z and so 'on. .The purpose

of studying history is to develop.away to understand present social

1
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life to see What Sort critical and constructive, it

.really demands." So the is is on the:development:of an individual

functiottimwitti social Context rather than the "teaching" of "history"

to d "Cl asi Of studehts".

'The process of reflectite,thougiA was for Dewey the essence of

the educational process. eflectiye thought is a process which is

necessary in order tp live Cooperatively with other human beings -without

reflective thinking you hale purely instinctual behavior. *lhe individual's

need for reflective thought arises out. of a problem - something in the

person is'disturbed,irritated,.or confused, causing discomfort. This

is, bewey's basic idea as to the driving force for learning,-.the biological

point of view that an organism seeks a state of-equilibrium, balance, or

rest.

O

If a,person has been irritated in this way, he has emotive to do

reflective thinking. Zhe process of reflective thinking has'five stages:

1. Suggestion: pcesiblesoliations to the problem spring up
spontaneously in the mind of the person.

. e

Q. Intellectualization. The problem is clarified so that you
have an intellectual problem rather than just
an annoyance.

,

.1

3. Guiding Idea, Hypothesis. The initial suggestion is modified,'

correotpd/ and expanded.
- -

4. Beascoing. The full implicatices'atideas are elaborated:
this bliildA on Whailsknadal and expands it.

, , 5. Testing the HyktfiNki by Action. Experimental corroboration

r or verification' is eought.

This process of "z'eflecticn" is described by'begey as: "Active, persistent,

and careful consideration of any belief or supposed form of knowledge in. ".

the light'of the grounds that support it and the further conclusions to

whichit tends', it includes a conscious and vcauntary effOrt to establish
0

belief upon a firm basis, of eviAtence and 'rationality."

1 0
103



C

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

is, an approach whit begins with a problem that has meaning for:the:person,

then Wines and with that problem m-and finally,ends tin a solution.

This is a very ,active 'view of learning in which the primary focus is the

need (interest vatiori) of the child and' the primary activity is the,

activity of the chiid. The legitimation of the process of reflection lies

in opportunity4n the school cammunity for activity which' has genuine 2
meaning for the individual and the caumunity.

Dewey. repeatedly emphasizes that the paison lives within} .a

milieu, a social context; he is not one of many individuals like.one

in a bowl of marbles with no particular,relationship or associations to

'blind them together. The person lives hid life with other people - and

while he is'attending a school most of the other people are within the

school context. The school society is real, it is a Neal life- social

situation and 'not something different from a social life which duppodedly

happens outside or after schOol is over. The reality of this social

and physicaPenvironment is as much a part of Dewey's method as reflective

thinking. Indeed reflective thinking is of use only within a living social

milieu which has purpose. Individuals working together on a cammon,task

are an occasion fox problems to arise and to be solved. Thus Dewey.sees

the. school as a genuine community; as a socialM6dium, as real life involving

cannanication:and cooperation.

this context the teacher should be a leader, a professional who

is engaged in mutual interaction with his students: This means that the.

teagleriitioW 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 ntving, then try

to determine where the Child wants to go. Such an ongoing interactions be-

tween teacher and Child is very' essential. The teacher shofild not simply

impose the particular curriculum remanded for Grade X; mot can he leave

everything up to the child. There must be aoontinual,interaction between

student and teacher. The more knowledge and talent that the teacher has

at his disposal, the mcre able he will be to respond to more children in

more situatidns. The teacher, must be knowledgeable in many areas: in

104



J

ccantent areas, in the psychology of the individual and the group, and in
principles of learning. In having all of this readily available the
teacher is in a position to canpOse a learning envircment in
to his students. For Dewey it is essential that teachers be sensitive,
flebcible, and firm with. their students; stimulating when ,supporting
when necessary; leading and directing or en03.3raging EittIdal in their

directions. The teacher does all he possibly can in close teracticn with
the student; the student finally determines if and hag he himself grow,
devil:14;1 learn, and became responsive to himself and
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[BACKGROUND IN PSYCHOLOGY PIAGEY

.Piaget studied the development of children's Moral judgmentby

Studying how children prescribed and adhered to rules in a game situation

(marbles). His observations led him to the conclusion that moral judgment

in children evolves through four stages:

I Motor or individual: the child does what he wants 60 without
consideration of others.

.

II Egocentric (2-5 yrs.) ;the child combines imi sidan of others ..

with an individ of, rules.
.

-
III Cooperation (7-8 yrs):the-ehifdis how concerned that everyone

follows the same rules.

Codification of Pales (11 -12 yrs.) the child must haveall------
1---,the rules fixed and known by the whale

society of which he is a pait. .

He also studied moral judgment Of children by aking that questions

about stories he told ttiam involving isdues,of,c1lamsiness, lying, ,stealing,

and punishment. ,
,

Using(dhildren'S responses to many stories and Observations about

rule-follcwing Plaget formulated a theory of how a child's notions about

morality develop. An early morality deirelops out of the conditions of

constraint and unilateral respect which spring from adult -child 'relations.

(calleditHETER*W; this further develOps into a morality-of Cooperation

and mutual respectAcalled "PanctimY").

HEIEPONOMY

The early morality of the child arises out of 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

child's eyes that he may deliberately distort reality rather than trangress

.112
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a rule; The child feels that obedience to these rules .s
of what the content of miles' might be. Breaking, a rule
andynustlbe punidhed. Note that what is ready seen as bad

a rule, any rule, about anythin, and that the,puniAlnent

a rule, not for whabe pazticularape it was or why it

f punishiFt fOrbreaking a rule
thingpainful;-'this is expiatory

that there must be due proportion
iering. 'Thereis.such an close
and the authority which produces

many different kinds

child as basically
14e child also f
of the act and the
rule breaking and

there arises a

regardless
course is bad
breaking

for breaking
. 'The

seer by the
t.

the gravity
tiai between

t pain that
that any pain Rust be a punishment for sane wraxj-

doing. In this 'nature, in the child's eyes, is seen as punishing
wrong acts, e. lightning is a punishment fran God. The most

primitive foil:in takes is that suishinent emanates fran things then-
- selves. This a sense of immanent justice.

AUTCNOttl

more a
at a Poin

much interaction with peers the child develops more and
0

Of equality about people and, if all goes well, will arrive
when the sense of equality will be stranger, than the pre-
of authority. At this point cooperation and mutual respect

will him to agree with others about rules. These will serve as
.tools maintain solidarity between people. Here when a rule is broken
what important is,not simply that a rule is brciken (the early caitentless
"vied) that the group solidarity has been injured. So the punishment

must into account what was dale wrong in order to put it back correctly
and; 1= trim the social bond. This is called punishment by reciprocity:

between mi.sdeecl and punishment in order to restore
reLaticus anicrig equals. The fullest develcixnent of this * bf

ve justice is justice based on a consideration of equity, a
ation of the equal rights of each individual in, their awn particular

am

OA *.
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In 49:he Moral alivent Of the Mild Piaget describes his research

and conclusions aboutthe'developnent of notions of morality; he does

not devote a great deal of time to the question of haw to achieve autonomy'

and cooperation with peers. He does, however, paint to the direction

which moral education would'take for him: ari environment mutual respect,

and cooperation.- That wlaich fostersthis is desirable
r

.%

In order to build this enviment he notes that adult authority

nwst be gradually lessened until there is equality among'all. If this, is

not done, then one is left with the early heteronomous form of morality

with its punishment for the sake of punishment (pain) and lack of cooperation

and solidarity between people. Adults must be willing to openly admit their

mistakes and imperfections so that a, child can have a chance to form an

diojective view of If a child is submitted to unjust treatment

by teachers,or parents, it will be difficult for him'to form a healthy

,idea of justice. Adult authority can be diminishedto the extent that

cooperation and mutual respect develop in children. In fact the only

way to achieve a justice Of,equality is to foster a context of good social

relations between peers. Hence we see that if the school environment oon-

tinuS to be authorArlan-we onlycan onlexpect the child to feel constrained

tO,,cbey L= and associate miaepds with pain. What is needed is an

environment which encoukages activities which bring peers together to

cooperate. Learning and social activitieS'shoUlci be cooperative and

governance by authorities' should gradually give way to student self-'

governmentt Piaget calls for cooperation in all areas of the school,

ncral, social, and intellectual, and spirit of "individual experimentation

and reflection" necessary to do it.

According to the theoretical perspective of Piaget the child of

about 7 expects and needs. the structure of adult constraint. The

'adult, however, should exerIe this constraint with a mind to the development

of the child. As the child grows Piaget believei that he naturally

develops towards cooperation and mutual respect if he is "given sufficient

liberty of action". The adult or teacher's role must eventually:be one

of "collaborator and ndt.a4Master". The teac her should not "try and transform

=
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the child's raind-fram outsides but rather should support the child in

his growth toward autonomy. Thefteacher should, in other wordslhelp the

child to develop in his own way, giving help and careful direction when

necessary, and not impose himself on the child.
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VALUES CLARIFICATION - SIMON,

THE AIM: to 'help students (1) -increase their awareness of values issues

c value issues,(3) develop a value-clarifying reasonimg,

process develop their own value systems.

Perhips"the most peivasivea0proadh to the, study of Values in

,sdhoOls is the value clarifidation approach developed by Raths, Simon

and Harmin. Recognizing that the complex modern world confronts each

person withltany Value choices, values clarification proponents advocate

a process for arrivingatone's own values in a rational and justifiable

way. They point out the need for such a proceSS by suggesting thit in c
0.

the,consideration ofvalues there is nosirigle correct answer. Attempts

to "teach" values to students through "moralizing" or whit sane would call

sermonizing have not been successfuL'in large part because there is'no

agreement as to what are the correct values. This results in conflicting

opinions given by parents, teachers, clergy, medie; and peers. Secondly,

:students rapidly learn that what one says is gbod Apften does not'square

with wha'pepple do in value conflict ,situations.

THE METHOD: to provide opportunities for students to engage in the

seven-step process of valuing.
/

The approach does not attempt to impose a partibular set of values but

allows the student to clarify his own positiour. The process of valuing,

'according to Simon and Paths, consists of seven sub-processes;

Choosing freely. If an individualiSc-cceroed to adopt a
particular value, there is little likelihood that he will
consciously integrate that value into his valuesstructure.

2. Chbosing_fram alternatives. Making a nuMbei of alternatives

available to the individual increases.the probability that
( the individual can choose freely.

s-

O
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3* oeing after consider' the consequences. Valuing is a

tt oughtful process in whidi the indivfidual attempts-co6-
%odiously to predict what will happen if he chooses a particular
value. (housing impulsively,will not lead to an intelligent
value system.- .\

4.

:WIT and Cheris4ing. According to Simori' and Paths, we
respect our values and consider than an:integral aspect

of our aistence.

5. Aff If we have chosen our values freely after considering,
consequences, then we'sbculd be willing to affirm these

values publicly. We should not be ashumed_of our values but
should be willing to share,thamMuan theccasion arises;

6, Acting upon choices. The values we hold should be apparent
Fran our actions. In fact, thole/ay:we spend our time should,
reflect the values we cherish.

4

7. Repeating. If We act on our values we should do so in a
consistent and'repetitive pattern. If our actions are incon-
sistent with our values, then we should examine more closely
the relationship between our values and actions. (Cf. J. Miller)

. - - -

Thua,'the values-clarification approach does not aim to instill

set of values. Rather- the g6a1 of the values- clarification

approach to ,help students utill4e the above seven processes of valuing

.'in their own lVes; to apply these valuing Prodesses to alibady-formed

belieft and behavibr patterns and to those still. emerging.

a

THE TEACHER,' S ROLM to use approaches and strategies conducive to
eliciting student response and behavior for each xr

of the seven sub-processes of the valuing process.

Tb acoonplidn'this,,the.teacher uses approaches with Wp

students become aware of the ,beliefs and behaviors they prize and would

be willing to stand up for in and out of the classroan. The teacher

uses materials and methods whictren-courage students to consider alternativi

modes of thinking amd'acting. Students learn to weigh the.pros and cons

and the consequences of the various alternatives. The teacher also helps

the students to consider whether their .actions match their stated beliefs
,

,
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and,if not, how to bring the 4Ao-into closerharMony. *Finally, the

teacher tries to give, stddants opitions, in and out of class; for only

when students begin to make their an choices and evaluate the actual

consequences, dO they develciTtheir an values (Cf. Miller).

In their books Values, and Teaching and Values Clarification

Simon and his associates provide examt4es of clas4roam activities o

value clarifying exercises (e.g. value continuum, "Twenty things'you love

to ao," value grid). The teacher chooses from these*ex&Mples,or con-

structs original examples, always attempting to provide opportunities
d

for studehts to ewage in sate aspect of the seven-step:process. Such

activities demand that the teacher create an atmosphere Of.trust ana

respect for others' ideas,'an environment in whIch eachstudent feels

accepted by boththe teacher and

AmariticEs

Making Sense of Our Lives by Argue cations: Niles;
Illinois.

Miller, John P. liunaniz

in Affective Education (New York: Preager, 1976); p, 51.

eslei, 19g3); series
cards: A =ages 9-10, B=10-12, C=11-13;

; focus on values, feelings,
tive thinking; values-clarification

4

People Projects, by M. Harmin (
of 3 sets of activity
with teacher's ins
problem-solving,
approach.

RathsrLou!s E., Hakmin, M., and!
Teaching: Working
Ohio: Charles

Simon,

.

.,..
,

,7,

. . ._
imon, Sidney B. values and .

wi Values in the Classroom (Oplumbus--
ill, 1966).

4 Howe, and, um. Values Clarification: A.. Hand-

book of Practical. Strategies for Teachers and Students.
(New York: Hart Publishing, 1972).
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EXAMPLE OF CLASS:RO-OM MATERIAL- FROM

VALUES CLARIFICATION APPROACH

Strategy Number -49 - Cave-in Simulation*

Purpose

Thl.s simulation activity encourages students to think about

important, and setimes very scary, values issues:. "What do Iwant to

get out of life?" and "What do I have to contribute to my world?"

-1-

The teacher has the students sit close together in cue corner of

the classroom, °lithe floor, if possible. He turns out the lights and

pulls &mall the shades. He puts a lighted candle in the canter of

the group. Then he explains the situation.

The class, on an outing to some nearby caves, hassbeen trapped

hundreds of feet below the ground by a cave in. There is a narrow

w eading. up and out of the .cavern where they are trapped. Fight

coming ast and there is an one around for :vales tolelp: They

they form a single file and try to work their way out of the cave. But

at any moment there might be another rock slide. The ones nearest to

the front of the line will have-the-best chances for survival. t

member of the class will give his reasamSlfor why he should be a the

head of the line. After hearing each other's reasons, they will, determine .

othe order by which they will file out.

* , 1
,

Fran: Simccil.kS. Hcwe, & Kirsarbaum, H. V LieS

Clarification: A Handbook
L.W.

Handbook Practical. Strategies for Teachers \and

Students (New York: Hart, 1.9172), pp.- 287-7£19. , ...,. '. ,,
,,-... i
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The'teacher concludes his scene-setting and instructions bY

saying, "So now we will go around our circle, one at a time, and each

person w 1.1. give his reasons for why he would like to be near the head

°Lille line. Your reasons can be of two kinds. You can tell us at

..yoti!mtntto live for; or wtiat you have yet to get out of life that is

important to yod. Or you can talk about,1what you have to contribute :

to others in the world that would, justify your being near the front

of the line: Both types of reason will be considered equally; the

thingi, you want to live for can have just as much weight as 116 things

you could do for others."

Each student gets a chance to offer his reasons: Students may

pass, although in this situation a pass means the student is deciding

to allow himself to be placed near the-end of the line.

To The Teacher

This can be a very powerful activity. But it would only

if there is a great deal of, trust in the group and they have

dine quite a few values-clarifying exercises. If it -is done too Soo

or before the trust level"is established, students will avoid seriously

entering into the simulation.
,
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COGNITIVE MORAL DEVELDRIENT - KOHLBERG

Kohlberg is concerned with the traditional prohibition of schools

from teaching. values 'or "natality" normally-felt to be the province of

the home and church. In keeping family, church, and school separate,

howeverleclicators have assmned naively that their schools have been

harbors of value.neutrality, which is Obviously inaccurate. She restilt

has been a moral education curriculum which has lurked beneath the surface
.

in schools hidden as it were from both the public's and educators', senses! .

This "hidden curriculum" has been best described by Waller, JaCkson,

Dreeben, Kozol, and Holt in the descriptions and analyses of'schools. The

hidden curriculum, with its euphasii4on.obedience to authority ("stay in

your seat; make no noise; get a hallway pass" -- the feeling of "prison"

espoused by so many students), implies many underlying moral assumptions

and values; which may be quite different from whateducatorswould call

their conscious- system of morality. What schools have done is to preach

what Kohlberg calls a "bag, of virtues" approachtthe'teaching of a particular

set ofvalues peculiar to this culture or to a p'articuLar subculture,

by nature relativistic and not necessarily better than any other set of

values.. BUt the teaching of particular virtues has been proven to be

ineffective. Kohlberg wishes to'go beyond this approach in'moral education,

and aim for moral development in a cognitive-developmental sense --,tomard

wtiat.Piaget haS addressed as an increased sense of justice and mar
o

autray.'

Mbral development as defined by Kohlberg does not represent an

irforeasing-knowledgeof cultural values; rather it represents the trans-
9

formations that occur in the child's form or structure of yoUght or

action. ... has found that the oontent of values varies-from

culture to Ful hence the study of cultural values cannot tell us ,

had the person interacts or deals With his social environment. This

requires the analysis of developing structures of moral` judgment, which

Kohlberg fond to be universal in a developmental sequence across

cultures. As Piaget and Kohlberg suggest, development (structural change)

"at
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derives fran the person's-inteoactia+thhAqnvirommant, With his

continuousattampts to organize social `e:xperience.

111E.,A1m: 4,facilitatiOnthreugh each of moral: stages of development.

Kohlberg research across various cultures demonstrated to him,

that air moral.," .over thhethrough a series of six

Staged. The concept of development ,(as used by Piet and

-Kohlberg) .refe'is to the:structUie of one's reasoning and implies the

`following Characteristics:

1. Stagesare "structuredrwholes"; or organized system of
ti)ought. This means individuals are consistent in ,level -
of moral judgment.

2. StV(mitorm an invariant segUence. Under all conditions
except extreme trama,'movement is always forward, never
backward. Individuals never-skip stages; movement is
always to the next stage up. This is true in all cultures.

. .

3. Stages are "hierarchical integrations": Thinking at a
,

higher stage includes or comprehends within it lower-stage
thinking. - There is a tendency to function at or prefer
the highest stage available.

.

tt,

The 'stages of Moral development are defined below:.

1. Preccnventicnal level*

At this level the child is responsive to cultural rules and labels
of good and bad, right orodrong, but interprets these labels either in
terms of the physical or the hedonistic consetpenced of action (punishment;
reward, exdhange of favtrs) or in terms of the physical power of those
'who .enunciate the rules and labels. The level is divided into the following
two stages: 4

Stage 1: The unishment-and-cbedience orientation. The physical
consequences of action determine its 'goodness or badnes's regardless of
the human meaninlj-or value of theset-oonsequences. Avoidance of punishmixit

.

7

Reprinted from: Ladrence Kohlberg. "Tile Claim to Moral.Adequaci-
.

of a Highest Stage of Moral The Journal of Philosophy 70(18),

630-45; October 25, 1973.
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and uriquestirning deference to power are valued in their mei, right, not

in' terms of respect for an.underltingurcal order'supportedby punishment
- and authority (the latter being stage 4).

Stage 2: The inetrittental-reLativist orientation. Right action 031Y-
sists'of that which instrumentally satisfies one's citzn needs and occasionally
the needs of .others. Human relations are viand in tams like those of
the market place. Elements of fairness, or reciprocity, and of equal
sharing are present, but they are always interpreted in a physical pragmatic
way,. Reciprocity iS'a matter of "you scratch my back and I'll scratch
yours," not of loyalty, gratitude, or justice.

II. Conventional level
, .

At this level, maintaining the tiaras of the individual's
. group, or nation is perceived as le in its =van right, regardless of

Immediate and obvious ccrommpiehoes. ttitude is not only me of con,
. formi ty,to nerscnal exixtctaticus and social order, but,,of loyalty toil,

velymaintatting. supporting, and justifying the order and of

identifying with the perSons or group involved in it. At this level, there
are the following two stages:

Stage 3: 'ft in al concordance or "good bo?-nice girl"

orientation. Moil behavta that which pleases or helps others and is
approved by them. there is rouchcceconnity to stereotypical images Of
what is majority or "natural" behavior. Behavior is frequently judged
by intention - "he tmeans weir becomes important for the first time. One
earns approval by being "nice".

Stage 4: The "law and order" orientation. Mete is orientation
toward authority, 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. ,

Postocnventianal, autonomous, or principled level

_ At.:this.level there is a clearseffort to define moral values and.

principled that have validity and application aparb-from the authority
of the groups or persons holding the principles and apart from the
"individual's own identification with these groupk. This level again

has, two stages:

Stage 5: Toe sociaLantract, Itvalisticorientation, generally
with utilitarian overtones. Right action temds 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 soreness

relatimismia personal values andopiniond and a corresponding
_.emphasis upon procedural rules for reaching consensus. Aside from what

I e
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is codstitutiona4y and democratically agreed upon, the right is a matter
of personal "values" and "opinion". The result is an emphasis upon the
"legal point.ct view", but with an emphasis upon the possibility .of
changing law in terns of rational considerations of social utility'(rather
than freezing it in terms of stage 4 "law and order") Outside the legal
realm, free agreement and contract is thebinding;element of obligation.
This is the "official" morality of the Anericangovernment,and constitution.

Stage 6: The uniTreal ethical-principle orientation. Bight is
defined by the decision 'of conscience tin accord with, self-chosen ethical
principles appealing to logical comprehensiveness, universality, and
consistency. These principles'are abstract and ethical (the Golden ,

Pule, the categorical imperative); they are not concrete moral rulesaike
the TenJCbmmandhentS., At heart, these are universal principles of justice,
of the reciprocity'andegpalitv of human rights, and of respect for the
dignity of human beings as individualpersons (Kohlberg, L. "From Xs to
Ought." In Cognitive Development & Epistemology. New York: Academic Press, i971),_

A major goal of the teacher who eMbraces'cognitive developmental

psychology is not simply to help students accumulate knowledge but to

help then develop, more complex ways of - reasoning. In "essence, the teacher

wants to facilitate intellectual, or cognitive development. Moral judgment

is defined as that aspect of intellectUal functioning which focuses on

a person's ability to reason about Moral questions. The purpose of moral

education from a cognitive developmental framework therefore becomes

the stimulation of the student's capacity for morarludgment.

0

THE METHOD: the facilitation of conditions for social interaction -
the creation of dialogue with others.

The developmental conception of cogriition assumes. thatemental pro-

cesses are structures -- internally organized wholes or systems which.

relate an idea to another. These systems or structures function according

to logical "rules" for processing Afocmation or connecting events.

The cognitive. structures 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 therefore results from

the dialogue between the child's structuresand the complexity: presented

by environment. This interactionist definition of moral development

demands an enviroratteapt which will facilitate dialogue between the self
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and Others: The process of moral development involves both stimulation

of reasoning to;hisgher levels and an expansion of reasoning to new

areas of thought.- Shemore people encoUnter situations 2f,moral conflict

that are not adequately resolved by thqir present reasoning structure,

the more likely they are to develop more thrtolex ways of thinking about

and resolving such conflicts.

The stimulation of moral development requires that the teacher

create the conditions for specific modes of classroom interaction. Such

interaction requires th4students gb beyond the mere sharing of infoi7nation;

they must reveal thoughts which concerwtheir basic beliefs. The theory

.of moral development demands 'self-reflection stimulated by dialogue. 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 dialogue with teacer, and (4) teacher dialogue .

with self. Ultimately the interaction-dialogue process is intended to

stimulate student reflection upon one's own thinking` process. It is

the student's dialogue with self that creates inters' al 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 force of the moral education class -

roan. Rather, the teacher enters the moral education classroom with

deliberate and systematic pedagogical skills and acts.as.a-catalyst

whereby interaction leading to development may take' place. <These inter-

actions expose students to stages.of thinking above their own and thus

stimulate them to move beyond their present stage of thinking. Such a

process may also result in the teacher's dialogue with self, 4nee the

teacher can Aso grow in such a process.

s eo
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THE TEACHER'S ROLE: that-of stimulating student self-reflection within
the =text of moral. dilemmas.

The most common teadtver behavior in Kohlbergian research has

been the conducting-of moral dilemma discussions with students. Such

discussions require students to engage in moral reasoning and come in
,-;

contact with stages of reasoning aboVe their own: An of as

ineral.dilemma is that of Helga:

Helga's Dilemma

Helga and Rachel had grown up together. iheywerebeSt friends
despite the fact" that Helga's familyt,was Christian and Rachel's was
Jewish. For many years, this religious difference didn't seem to
matter much, in Germany, but after Hitler seized power, the situation
changed. Hitler required Jews to walearatemds with the Star of David
on them. He began to encourage his followers to destroy the property
of Jewish peoplemand-to-beat---thern the_street._ Finally, he began to
arrest Jews,mnd deport them. Rumors went around the city that many
Jews were being-killed. Hiding Jews for wham the Gestapo (ittler's
secret police) was ticking was a serious crime and violated a law of
t derman government.

4 One night Helga heard a knock at.the door. When she opened it,
she found Rachel on the step huddled in a dark coat. Quickly Rachel
stepped, inside. She had been to a meeting, she said, and when shere7
turned home, she had found Gestapo members all around her douse. Her
parents and brothers had algye been taken away. .14:ncming her fate
if the Gestapo caught her, 1 ran to her old friend's house.

*No./TAat should Helga do? If she turned Rachel away, the Gestapo
would eventually find her., Helga knew that most of the Jews who were
sent away had' been ,killed, and she didn't. want her best friend to share
that fate: But hiding the Jews broke the law.. Helga would risk her
own security and that of her family if.she tried to hide Rachel. But
she had a tiny roan behind the chimney on the third floor where Rachel
might be safe.
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Stale 1

Stage 2:

V

Stage 3i

Stage 4:

Stage 5:

.o

WeStion: Should Helga hide Rache311 .

"If Helga lets Rachel in she might also,get'into trouble

with the Gestapo"

"Helga Shiouldn't let her in because Rachel probably wouldn't.
let Helga in if she got into trouble with the Gestapo".

"Helga has an obligation to her family. She will really
let them down if she gets them all in trouble".

"Helga has an obligationIto obey the laws of her society".

"Friendship is not the issue. If Helga was really con-
cerned about the problem in her society, she should be
helping all the Jews in order to protest the government
action. She should not hide Rachel unless she intends
to hide other Jews and to make a public protest in
opposition to putting Jews in concentration camps".

'Such adilemma discussion may be discussed by the class as a

whole or by small groups. Kohlberg and his oolleaguks have found that

dilemma discussions stimulate moral development (stage change) when

,---isiakkaltakat.a variety of stage levels interact. Varigus additiofial

strategies-for teachers,to stimulate moral developMent have been found:

role playing, peer counseling, learning ethical phil8sophy, tutoring,

interviewing, and moral discussions. HoWever, the persons engaging in

these intervention strategies had a sophisticated philosophical, psychological,

and methodological. conception of the "function" or role, of teacher as

a moral educator. Teachers who wish to engage 'in activities as described4

above :rust understand the'oom6lexity of the teacher role implicit in the

1This-dilemma appears in "the Audio-Visual Kit which accompanies.
the_seoond edition of T4 Shaping of Western Society, a couree in The
gat Social Studies Curriculum. Each one-se-Tester course in the series
oontairts-stx =Ira dilemmas developed at 'the Social Studies Curriculum

Center atCarnegie-Plellon University.

2Galbraith, Ronald E,, and-Jones Thomas M., "Teaching Strategies
0

for Nora Dilemmas: An Application of Koh berg's Theory of Moral Development

to the Social Studies Classroom," Social Education, January, 1975.

eV

A

121



research literature. Fbr example, a good deal of miscommunication

between teachers and students about Values-Occurs ndt because. teacher

and student values, differ but because the levelOf explanation is not

appropriate to the student's level di moral. development (Kohlberg and

Selman, 1972).

By virtue of the teacher's an developmental difference as an

adult heior She has a different social perspectiOei personal and-emotional

perspective, and probably a different moral reasoning level than the

students. The teacher brings interpersonal and pedagogical skills into

the classibanwhiCh hopefully reflect this mare complex develoiomental

pattern. Recognition'of this difference is fundamental to all other

areas of creating .a climate within which student development cap take

place, since the teacher needs to be able to comprehend the perspectives

of the students and thereby Stimulate their thinking to more complex

levels. The reverse of this process is not'likeiy to be true, however.

That is, the students nay not have the ability to take the cognitive

perspeoplve of the adult. ,

It takes time for mutual trust and respect to evolve in the moral

classroom, 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-interviewsreguire the group to cooperate

in order tocrganize themselves effectively in deciding that to do and

what is fair to expectpf each other in accomplishing a task. For students

41.
to learn to evaluate their own discussions and role plays means that

critical self-reflection 'and evaluation of others are encouraged in

relation to developmental gbals.

CreatAg an atmospheie.oetrust demands the capacity for empathy.

Understanding what the students in the class are experiencing from their

point of vied 4..5 a critical\aspect of.developmental classroom. Cognitive

developmental theorydefines'the structural Aspect of empathy as social

role-taking, or the ability to put oneself in the place of another and

see - the world throuAlAthe other person'S eyes. Taking the perspective

of others is a necessary pre-condition for moral development. Selman (1976)

notes that the link between intellectual development and moral, development

12-2
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(-may be found in the ability of a persOn to take an increasingly differ-

entiated vied of. the interaction between oneself and others. This process

involves'helping students to perceive others as similar to themselves s\!.

but different in respect' to their specific thoughts, feelingS, and ways

of viewing theirorld.-

The teacher in a moral ediicaticn class is the primarirxcle-taker

in the group. The ability of the teacher to take the perspective of

each student is a vital "skillTM. it is all too frequent that during a

teacher-siudent dialogue, the teacher is unaaare of how the student per-

ceives a given situation. This failure often leads to abelief on the

part of both student and'teaCherthze: each is not hearing the other.

Insane sense this problem is a case of not catraunicating. Within a

cognitive develqinental frartework this lads can be further identified

as an instance of not understanding ,.pr not accepting a particular omplexity

of perspective taking. The onus of failure in this regard, 1x ever,

rust be placed an the teacher, since the teadier will most often be

in a better position to take the perspective of the students rather

than the reverse. At the same time the teadlea: will need to Create,
P*

ccnditians in which student-ta-student dialogue helps to develop an

increasingWmoredifferentiated and integrated social role-taking per-

spective. Questions. like, "What do youkthink so-a-nd-so is thinking

about this situation?" °or "Haw would soand-so think mwould resolve

this question ?" are as important tothe development of social role-

taking as the question, "whit,.clo.think about the problem?"
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EXAMPLE OF CLASSROOM. MATERIAL FROM

COGNITIVE 'MORAL DEVELOPMEAT APPROACH

Dilerrva

Mere was a case in court the other day about, a man, Mt. Jones;

who had an accident in his house.. His child,Mike, was wounded in the chest..

He waS bleeding heavily, his shoes and pants were Soaked with *cod. .Mike

was sca*ed. He began screaming until he finally lost consciousness.

His parents were scared, too. HiS mother began screamir , crying.

She thought her child was dying. She father no,longerhesitated;

lifted Mike up, ran down the stairs and went outside in hopes of-_g tting

a cab and going to the hospital. He thought that getting a cab Wiou be

quicker than callimg an ambulance. But, there were no cabs on the s

and Make's bleeddng seemed worse;

Suddenly, Make's father noticed a man parking his car. He ran

up and eskad man to take him to the hospd.tal. The man replied,."Look.

have an appointment with a rnan about an important job. I really must

be cm-tin'te. I'd like to help 'You but tan't."' So mr. Jones,said, "Just

giveme'..the car," Ste 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

puncir the man, beat him up,. took his keys and drove away taward the

hcspital: The man aot up fram the street, called.the police, and took

than to ;the hospital. Me police arrested Mr. Jones for car paft and.

. aggravated battery.

Discussion with Eleven- Year -Old

Mr. Blatt: What is the problem?, Was tha man legallywrang fors
refusing to*drive Mr. Janes-and Mike to the hospital?

Student A: It's his car, he doesn't have to drive.

Fran: Blatt, M. & Kohlberg, L. She effects of classroom moral 4
0 discussion upon children's level of moral development. Chapter 38 in Kohlberg'

and Turiel (Eds.), Recent Research in Moral DOveloprent (New York: Holt, 1973).
".1
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Mr. B:-', Well, Nike was hurt. You4aid no, he's not legally
responsible, because why not?

Student Because it's his car.

Mt. B: It'srlotrzr. It's his property, and he Dias the right
of p and he can legally- ,

Student B: But a life is at stake.

Mr. B: Okay. It's not so easy.. Like here is property, 100
here is life, so the conflict here is between life,
Mike's life, or that rnanta car. I .

Stude4 B: But if Mike dies, then that guy could be charged with
murder, because, you know....

Student C:

Mr. B:

No, he couldn't (Argument over whether he cOad or
could not be charged with murder.).

But, do you people think this man has a right, a legal
right, to- refuse to give Mr. am4e the _car?

Student D: Does that man have children, he probably has to,support,
a family, he's got a family, he can't just-

.

StudmitE:4 So? He can always find a job....1

Mr. B: The question is, do you think that the man wh6 had the
job, wouldn't he understand if you cane 4 to him and40
.said, "Look, I was here, I.wanted to, be on timer but' 1.

I saw this-boy bleeding, and I wanted to help him out."
Don't you think he would understand? (Chorus of "yes"
and "no") .

Student F:

Student G:

Student F:

Mr. B:

No, because if you're supposed to go on the j ob-

You could make him show some proof.

Bring the kid there when he's well.
1.

I don't knave if they could charge. him legally, hit' you're
right:, there's saiething. very wrcngwith that, because

.

what is this man doing?. Which is more important:
property or life?' (Chorus of "life") Why? ICionfused.
answers, on the principle that life is irreplaceable.)
Life is something you met replace, right? 'Everybody

cs wants to live. Now thls 'guy, what was hem putting first;'
life or a job? What do, yen think is. important,

1 3 2
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Mr. B:

cC°4;)

losing a job and maybe getting another or saving.
a life? (mss: "saving a life.") im to save
a'life. But this guy refuses to help . Jones and
Mike out, to take-them to the hospi What waszhe

He was Putting his property ore' sarebodY
else's life., He said, "this is .my ." Mr. Jones
asked him, "Look, I'd like you to 1., me your car,
I'll bring it back." The guy said, "No, I don't trust
you."

Student A: 'Well, he didn't Iowa Mr. Jones,
him.

Student D: What did he lock like?

Student A: Yeah, I wouldn't trust nobody with my car.

Stiudent H: Well, I would trust him if knew him. (Confused
&intents about whether
sarebody with their car.)

he didn't trust

Student B :" Would you care if you

Student E:

Mr. B:

Well, wouldn't go so
take his car.e migh,
on beating u -. z- )

So what you're sa
thought was most
property was more
life. You said
means) Can you
tinguishable
Can somebody

would or would not trust

t him or not?

ar as to beat him up and to
still need it. (conversatim

is, this man's value, what he
t was his property. His
t to him that sarebody else's

ally he was right. Right? (Agree -

morally he was right? (Undis-
s) What do you man by morally'

us what is meant by morally?

Student C: - there's not a law but-

Mr. B: What kind of a lag may be involved? It's not a legal
law, al . it may be, it doesn't have to be. What
kind of law is it? What were you saying before, about
your ? What dfrd she say?

c

Stmt B:"e God's

Mr. B. God's law, what does it say about killituf?

Student B: 'thou shalt not kill. '34.

Students B
and F: God's law is moral law.
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B: What do you. an?

Student B: Cause this is the laws of -his.country and God has
moral laws for everybody.

7.: 1.

Mr. B: 91if so what you're saying is did you listen torWhat
he's saying? Would you repeat what you said?

'very important.

.

studentB: God's faw is for everyone and there's different laws
in different countries, so God's law, his moral laws .

are,for everyone.

Student D: God's 1 include more people than laws down here,
".

B:. ',Now what you're saying is that God's laws are for all
people regardless of where you live. And so, they're
universal *laws, right? They're for the whole universe,
is that what you're saying.. All right. Now you said,
fran the legal point of View he was right, fran a moral
poinf.of view he was wrong. He had a legal right to
refuse his property but -no noral right to do so,. NI
what about Mr. Jones?' Was Mr. Jones justified, fran a
legal point of vied, in beating upthe man and taking
his car? (Chorus of "no") Why not?

Student B Because there's a lag that Like, that guy's car, you
lalaw, he can say whatever he likes about it, he has

a right to do what he wants with it, but with the moral
law [Mr. Jones] was doing pretty good. .

Mr. B: k He was doing right? Do you agree .with tiim? He says
that Mr. Jones was doing right fran a moral point of

t view.

Student B: But it still went outside God's'law, going against
the law. Thou shalt not steal.

Mr. 13: So what you!re saying is-

Stude,nt D: 'there's a prcblem: It's still stealing:

st Student F: Yes should have asked him. If the man said no,

-Tv .

t should, have been the answer.

Mr. B: Did he have a,,noral right to beat up the man and take

his car? (Chorus of "no") Why-riot? _

"of

128., 134



4

,' Student F: He didn't have noright to do it.

AA /-
Student B: There's another moral law....

Mt. B: Na,, Mt. Jokes was brought before the judge. Should
the judge consider the circumstances and let Mr. Jones
off free--((horus of "yes") or should he give ,hip
punibhment andwhittpunishrtent and why?

Student 8: I'd give him a week. (Argument in which the following
is distingashable-: "Why would you-Five him- -?
Student F: "Yes, he didn't hurt the guy. "' Student I:
"It still was a car theft." Student F: "He's got to
get out and support his family again.")

1

Mr. B': What is the reason .for punighmpnt? Why-do you think
he needs to be punished? And, should he be punished
for what he did or to teach him next time not to do
something like that? 7 0

Student B: Well, 'it [wouldn't] teach him to do that.

Student D: No, he'll go out and do -it again if you don't---

Student B: If your sonswas bleedihg you can't say if it happens
.4again, if you're going to do the same thing.

Mt. B: What did yiou -- what were you about to say?

Student F: He couldn't help it; he couldn't stand there; by.
the time some help came he could'have been de;ad.

Mt. B: So what you're saying is, you wouldn't give him a
big punish:Tent?

,Ptudent D: I wouldn't give him one at all.

Mt. B: You wouldn't give him one at all. Why not?

Student D: Look, he couldn't help it that much for saving a life.
He couldn't just stand there and--.

Mt. B: What you're saying, is to tinderetarld the situation

he was in, the circumstance' that he has a boy who was'
dying, his son, was dying in his hands.. And you would'
"understand that he didn't steal to Be-greedy, he did
it to save a life, and you'd understand this and you'd
let him off because what he was doing, savingia life,
was moral. Is that right? (Chorus of "yes") Now

t punishment-4c- by do we give punishment? Why do
criminals?

1213 5
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Student: Like I said, so they won't 016 it again.

Mr. B1 10o you think that given the same' situation if he
.would get punishment, he'd do the same thing again?

4 Well?

Staient t: I think he would, too.

. Student t: He'd preicably go-Fld be hysterical.

Mr. B:" Is it a matter of being hysterical or a matter of
saving a life again?.

4

Student B: He'd, be out of his mind.

Mr. B:

Garment

He'd save a life again. Even if you were in your
right mind And therefore, punishing him would not
really teach ,,him a lesson, would it?,

. 4..

11'

The experimenter in the early portion of the transcr4t.'is endeavoring'

to-get the students tot sense 'a conflict between the legal and the moral. 'He

endeavors to get students to see that, the reasons which lead.them4o feel

that; the law is not the deciding elementlare general or moral, that.

they can relate to a moral universal moraklaw The experimenter is

attempting to translate. the Stage 2 and Stage 3 thinking of the children

into a Stage,4-1e*1 wbidh is also compatible with Stage 5 reasoning and

to develop a set of distinctions (moral versus legal, ete.) in term of

which there is 'some possibility of consensus across levels. This pattern

of teaChing, effective with the Study 1 children, may have been oriented

to too high a stage and too high a level of bstraction for this group.

y

.J

,s.
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conflicts arising out of the pluralism theyadvocate. It affirms

'right of eadhindividual to have a voice in decisions affecting lf

and requires persons`to clarify and justify their views on public issues

through reasoned discus5ion. The consent aspect involires citizen

involvement in forming public policy through majority rule. The right

of the minority to resist majority decisions is granted if the majority

denies unalterable rights to life, liberty, and the pursuit of happiness

without due process. The rational aspect stresses reasoned discussion

asp a means of developing a personal position on issues and dealing with

disputing parties.

THE METHOD: the rational discussion of public controversy.

Through dialoguel'individuals are to clarify and develop positions

on public' policies. The rational discussion method involves a number of

elements. First, there must exist a problem- solving attitude toward he

function of dialogue. Honest inquiry, where 'one modifies one's position

in response to persuaive points, differentiates this type of discussion

from one in which the aim is merely to unload feelings and opinions or

Win and persuade. The discussion is looked upon as a means for partir

cipants to figure out and develop their beliefs and justifications.

" A rational justification requires an awareness of certain concepts
. , .

and skills: One must be able to distinguish between factual, definitional,
wok

and value disagreements relevant to policy issues. A factual dispute is

over what the world is like, Vas,iii will be; a definitional diS'pute is

over the meaning of specific words;, and a value dispute is over what

ought to be or what is "good". One must also be able to employ- intellectual

strategies for dealing with each type of issue, such as providing evidence

to support factual claims, defining terms by example or criteria, and

mousing anologies to resolve value conflicts. An analogy is "an authentic

or hypothetical situation introduced to test the consistency and extent

of one's value or policy judgment on a original situation". It

involve the same conflicting values as the original case, but elicit a
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denial of the value initially supported. The resultant feeling of .

being 'inconsistent forces one to seek criteria by which to differentiate

the two situations characterized: by the same Oapflicting values. This

Should then lead to a qualified ck.c.isiczywhich will anticipate future

cases and how to deal with them.

As part of the clarifying process, individuals must also become

aware of the complexities and ambiguities in the onnospis'andlues.

which they use to justify their views. Naumann has identified five sub-

stantive areas --mirality-responsihility, equality, consent, welfare=

security, and property -- where controversy focuses. Shortcomings in

a position are oftlen due to a failure to understamd and tobake dis-

-tinctions in these areas, Such as the difference between legal and moral'

rights, or equality construed as the sane treatment versus equitable

treatment.

Lastly, a rational discussioon method involves learning skills

for moving the discussion along, Called critical or reflective thinking

strategies. These includd raising questionsofrelavancy, questioning

the reliability of sources for factual knowledge; explicitly stating the

issue under'dispute, stipulating and conceding points, and summarizing' ti

different positions. "It is assumed that mutual exploratialwith,others

will contribute to the sophistication of one's own position and that even:

though at the end of discussion no definitive solution has been reached,

the effort will have been productive if it brings increased complexity \\

in justifying opposing positione--;--7The value of rational analysis of \

controversy lies in developing intellectual power for understanding

impinging controversies, a condition for effective participation in the

consent process.

A

THE TEACHER'S 'ROLE: to be actively involved in the creation of conditions
for discussion and teaching discussion

The teachef's major responsibility is to help students engage in

the rational discussion process. As students engage,in solving the problem

O
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. of public value conflict (public controversy) the teacher needs to direct

students to gather appropriate data and utilize intellectual strategies

to resolve points of difference. Justifying one's position is heavily

relied on inthis process,and,the'teadher must help students learn

intellectual' strategies such as using analogies, identifying types of

issues, askirg.for evidence, pointing to inconsistencies, making diStinctions

in substantive concepts: Discussion-skills such as,listening and responding

to points, stipulating questioning relevancy, and summarizing positions

must also be encouraged. The teacher must be able to choose apPi=opriate

public issues, provide enough relevant data to begin the discussion pro-

cess,and construct model analogies fran which students may begin to develop

their awn.
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EXAMPLE OF CLASSROOM MATERIAL FROM

NITERI:CAN PUBLIC ISSUES PR,OGRAM

A Tale of the Tusearoras,To generate electric power, a, state agency

plans to flood an Indian reservation.*

On April 17, 1958, William Rickard sat in jail in Niagara Falls, N.Y.,

and cursed at the bars'around him. What cood were treaties,Apromises, agree-

ments, or civil rights laws? It seamed to Rickard that he was caught in

a grim but familiar play, fighting a battle he had no chance of winning.

How .could a tiny band of American Indians hope to defeat the New York State

Power Authority, and its "energetic .and powerful director, Robert Moses?

Early in 1958 Mt. Moses had announced a vast project to harness

Niagara Falls for the production of electricity: The generators and other

facilities were to cost $750 million, but Would ultimately provide, paler

at great savings to the entire state and the whole Northeast. Moses pro-

claimed an ambitious and rigid construction schedule, to begin immediately.

'He-urged citizens to support the project,

As the full plans were revealed, it became clear that some people

would see no benefits at all in the plan. About 1,300 aces, of the Tuscarora

Irrliar Peservation (arse -fifth Of its area) were to be flooded to form a

reservoir against dry seasons in the main river. The reservation site

-involved about .175 Indians living in 37 houses. Ihe:only alternate site

for the reservoir was in the tcwn of Lewiston. It included a million-

dollar school, two cenleteries and about 350 homes. .01

*Fran Newmann, P.M., and Oliver, D.W. Clarifying Public Ccn-

troversy: An Approach to Teaching Social Studies. (Boston, Little,

Brawn, 1970) pp. 229-232.
a.
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During preLiminarUtark on the projeCt,plans, engineers had visited

William Rickard'p father, Chief Clinton Rickard, to ask permission to test

soils on Indian land. They assured him that there was nothing behind

'their reqUesi':excePt'a need for complete maps of the area. The-Chief

called a couiwil, which refused permission and made clear that the Indians

were not prepared to "sell, lease, or negotiate for,any land transactions

of any kind." The Indians heard nothing more until they read in the'Papers

that 20 percent of their reservation was to be flooded. Several months.
/.

later they learned at the last minute that hearings on the subject were

to be held the next day before the Federal Power Commission in Washington.

Chief Rickard dispatchedhis son William to Washington.

Rickard explained to. the Commissioners that the reservation was

not for sale, that its " inalienable" `u been guaranteed by 18th-century

treaties, and that according to tribafreligion, the land "did not belong

to us, we were ar0.17 the cusP.Odsians of it, and we were to preserve it for,

the coming generations. As,such the land cannot be sold and is priceless;

there can be no value placed upon it."

Soon afterward, Mr. ices tried to persuade the TUscaroras with

anopeeletter:

...Obstru&ions in the way of the project have already
causE unconscionable economic loss to the whole state.
Absence of cheap power is aggravating the general business

recession:. Tien 'thousand constructions jabs which will be

provided when the project is fully under way are badly needed
to offset ising unemployment. You yourselves have as much

at s 5 your neighbors, since the local industries where
you'are employed cannot invite much longer the

,economic difficulties resulting from increased power costs
and uncertainties as to the completion of the project..
It will be necessary in the very hear future for our engineers

to enter ycpr,property. ...We are carrying tout an urgent project

of vital public importance, under State and Federal law. We
have no more time for stalling and debate..

In rase his persuasion failed, Mr. Nimes also had a bill passed

in the New Yprk State Legislature giving thePaeler:Authority the right

to confiscate, without any prior legal procedure, any land needed for

t=he project. ,The Authority,hadmaiely- to file a map of the territory

with the State and deposit with the State Comptroller, a sum equal to-

the land's market value.
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But TUscaroras began to f4ht,throuqh the courts. With trials

still pending in April 1958, it Cape este shock to the tribe to hear on

the radio that Power Authority surveyors were to enter their land under

police protection the,nextmarning. True enough, ten carloads of State
.

troopers, deputy sheriffs, and plainclothesmen arrived the next morning,

armed with tear gas and submachine guns, to protect the handful of sur-

veyors. The Indian women'were greatly upset, and wept at the prospect

'of dosing their himes. Many lay down in front of the trucksp.while others

gave way to their feelings by Flinching an scratching the officers. SA)

Indian mn were jailed on Charge of "unlawful assembly," and the leader

of the demonstration, William Rickard, was charged with disorderly co:Id:fat

and dragged to the paddy wagon.
.

As the agents of Mr. Moses finished their. first day's surveying,

William Rickard sat in a,dark cell wondering where his tribesmen could

turn haw.

--Questicns For Discussion

1.' Establishing Rights to Property. What rights should the
ftscarora and the New York State Power Alithority have to
the disputed territory on the eIndian Reservation?,

An Analogy: Fogg'Island-is a small island off_ the Carolina

comst.i, It is _densely wooded except for about fivejacres of lush fields

and a-inile of sandy coastline. Most people on the mainland thOught it

deserted , but "fiemnits" were rumored to live there who went on "rampages"

shooting, wild game. In reality, the island was populated by tWo peace.

loving-brothers in their early' Sixties, Alvin and Calvin Hermit, who

had lived there alane for forty years-. They spend most of their time

cultivating a vegetable garden.

During two weeks in the fall the brothers! quiet was distrUbed

by hunters who mme annually to hunt the deer., pheasant,and rabbits

that are' so Abundant on the island. The Hermit brothers resented

these intrusions but they did little about ito'because' the hunters

actilallarhad fired at the brothers when they triedito stop the shooting.
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That was the condition of nogg Island until Leroy Smith decided to

make it "into a resort. Upon careful investigation, Leroy found that the

federal government thought it was under state jurisdiction 4ndthe state

thought it was under federallurisdiction. Neither goveenment cared to

become involved in determining how it was to 'be used. Smith then hired

an attorney who composed a legal-sounding letter to the -Hermit brothers,

informing then that they would have to vacate because they:had no legal

claim. Letters were also sent to the hunters (who were-actually wealthy.

oilmen from r.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 a prominent Clergyman in the Ecumenical 4L

Church. Thomas quickly viewed the island as having a great deal more

pOtential for the good of humanity'than it would have as a vacation resort,

or, for that matter, as a haven for his two unsocial cousins. He wrote

lback Sayindthat he would be glad to find lawyers for then, but they

would have to join his Church and work to make the island into a religious

retreat for clergymen and laymen whb wanted to get away from the hurlAarly
.

of city life.

Alvin and Calvin refused' to go.oalong with Thomas. But Thomas had

becort;'engrossed with his idea. Because no one had clear rights to

1 tle land, including his cousins, he thought, why hot work to obtain it

for the church?

4:Tkonathan Pembroke heard of the diAmte over the island and had

a-vague hunch that he had heard of this island before. One day,he dug

through same old papers and found a very old parchment, which stated

.

.

that the chief of a small Indian band who had once lived on the island

sold it to James Pembroke, who had later deeded it to George Pembroke.

jCinahariwas a direct descendant of these Pembroke's.

"Hai" 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 frorr

the Indians. If it hadn't been for them; it would,still belong tothe -

Indians."

1.38

144



,*

So the dispute tmer who owned Fagg Island grew. No one dared

take the matter to court, because no claimant-14as sure enough thatine

Cocipad win, and none knew what court had, jurisdiction. At first all

wrote nasty threatening-letters to one another. Finally, all agreed te
meet and talk.. The basic arguments follow:

The Hermit brothers: "We have lived on the island for forty--

years. During that time no one bothered us ande bothered no
one else. We care for the land and leavelt. pretty much in its

natural state. At the very least, we have a right, to live out, -

the rest of our days there without being disturbed."

J.P. Oildrip, a hunter: "We consider the island our private game

preserve because we have used it, without incident, for many years.

We let the old Hermit brothers stay there as long as they don't\

bother us. Anyone who tries to claim it is going, to cantend.withr

same 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

best purpose to which it can be put, because,-,it is unedanamical

to farm, and it would allow the-maxirmrn number of people to enjoy

its fine beach and- quiet woods."

Thames Hermit, clergyman: "The beat purpose to, which the island

can be put is something that is obviously in the public good: a

religious retreat. My close relationship to Alvin andCalvin

has sane bearing on my claim on the ibland."

JonathanNabrcke, descendant of original "owner": "The-parchment,

establishing me as heir tb the original owner, clearly gives me

..,
the right tp the land.4-

What general criteria for awning land are implied by the various

people involved in the dispute? Which seems to make the most persRasive

case for legitimizing his ownership? How would you apply these criteria

in settling the Tuscarora dispute?

14
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PUBLIC ISSUES PROGRAM EISENBERG

The need to rake decisions and value_ judgments arises at virtually

every level of huTameastence. No one, whether, student, teacher, plumber,

politician, judge, cab driver, scientist, magician, or philosopher, can

avoid dealing with personal or social issues. Nor are the skills and know-

ledge to deal effectively with such issues the monopoly .of any one: group

of educational specialists or of.Any one discipline. .

The Canadian Public Issues program aims at providing a rational

method for developing these skills in students. The authors of Canadian,

Public Issues believe,that-other mural education programs are toorfar

removed from the actual situations we face and that moral deciSion-making

must take into account the actual situation in all its complexity. .The

C.P.I. program believes that one ought to first begin with the consideration

of an actual case of ethital controversy, then, determine the moral

:principle operative in that case, and not begin with aigeneral moral

principle to:be applied to situations of acemtain type in which a moral

decision is to be
t,

made:
./

,

4 8
THE AIM: to develop &softsi99 skips ih Students tdctnable than to deal

with matters of ethxdkl;tor,homative controversy and to develop
a Canadian Social $tOdD41 Jr/70gram. , .. , , .

.
?, , . n '

A

t
* g

Basically the program has two 16a1A. The:first isoto enable
# .

students to gain an underdtanding of the societtin whiah%pley live throyfigh,

tile active discussion of its major social conflicts. ..111e-*ond,'which

in practice is inseparable from the first, it to enable students to acquire,
01 t,

those skills,necessary for the analysisirdiscussion, antesolution of

such conflicts or issues.

Tao important points must be made in this regard.. First, more

than cognitive skills and discurSive reasoning are involved. The very

nature of the material treated invites affective elements, such asofeelings

140 14G
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and attitudes, which play active roles in determining ethical positions.

The programi.s thus not just a set of logical exercises but attempts to

account for the complexity of moral deliberation and action-. Second, the

development of skills does not mean thap-students are taught to arrive

at correct positions. One cannot literally "teach" someone what lis rIght.

a basic assumption of the program that the process of:determining

right is the goal of any program in social ethict. Ethical positions

are not to be foisted lawn kudents. ,The onus is on students to attempt

to arrive At a position on the controversial issue which they consider

acceptable.

Since its inception in 1969 the CPI program'has developed i

series of case-study units in paperback fcmmet-with topics chosen from

areas -of greatest current social interest and relevance. The units 0 .

already published. deal with'problem areas such as Canada-U.S.A- relations,

labar-management relations, French Canadian separatism, rights of native

people, human life and .the state, government and education, youth in

society, police methods, the current status of womeh in Canadian society,

and Canada's ethnic minorities.

1

THE METHOD: the use of a "strategic" reasoning discussion model. 4

A general 'means-end' or 'strategic' reasoning_madel has been. ,

devised for use in the program. This model identifies the various factors

required for considering and deciding .upon value'issues. As such it also

serves as an analytical device for teachers and researcils in plat if

presents those concepts needed to ahalyze how in fiOt people do aaal With

problems. 'flare are six factors represented in this model:

1. The recognition and formulation of specific goals in the

context of a. value system. Goals are never set up -in` isolation

fran other balues and gnats. For example, as much as we value

. clean air and find pollution undesirable, we also value those ,

Products derived fran polluting industries. Obviouslywe'must
strike a balance between the two conflicting values rn dealing

with problems of pollution.

\
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2. The recognition and formulation of relevant conditions.

These are the material conditions, including political,
social, and economic conditions, that affect that attainment

,of .the specific goals either positively or negatively.
Knowledge of scientific facts and principles enters here,

t as doeS-pexception and understanding of the positions of

all individuals and.groups involved in the issue.

3. The recognition and formulation of competing stra is or

meant -end principles. 'These principles constitute basis

on which are constructed the various alternative policies

that can be rased in dealiri4-1With the issues 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 course's of action, each of which rests on a

general means-end principle. It is usually helpful to list

the competing principles or courses of. action and to estimate ,

the degree to which each of them can le expected to establish

the necessary conditions for achieving the dodged goals.
That is, by comparing the various principles we then see
which one is most likely to bring about a particular goal.

4. The tation and striking of balances between .carpeting

principles. Given the alternative; 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 -

iced gOal)most closely4and 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 an values as well as objective expectations

are implicit.

5. Dciding 'upon a bdst course of action. 'Therefore, I shall

use means X (or 'Y or 4'. The inference drawn here is not

a deductive inference but an instanceof 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 doing so.

6. Acting - that is, taking the necessary steps to perform means

X ofLyl5p.4*.

148
1.42



TEE TEACHER'S IOW: the dreation of a cladsrote1 afro 'condudiVe to
free diddussiat aryl exchange of

The teacher must be open to studept ideas and their challenges.

The teadher is not expected,to have all the answers since public issues

cover a wide range of topics and no one can be expected to have all the
.00

knowledge relevant to those issues. Both the teacher and the clasi must

' accept that there are no absolutely right answers arid be prepared to

cope with the ambiguity inherent in this condition. It is the'teacher's4

task to lead students to a position of le to justify their views,

to .critically assess the evidence, and t the validity of their position'

in the light of new evidence.

'The teacharraay'nuad to several teaching postures during

the course of a discussions= .series of discussions. Exarples of such

postures are:

1. the neutrai objective mediator -1 does not take a potation
on an issue but states afguments on both sides, sunuarizes
the*scussionond requests student clarification of their

positions during discussion. The teacher is also a
person .in this rola.

2. The socratic approach - this requires that the teacher not
take a firm position but rather requires the probingof ,

student dialogue by raising questions not asked by others
in the class. Here the teacher attempts to expose weaknesses
and inconsistencies in everyone's arguments.

3. The devil's advobate - takes the point of view in opposition
to the majority, as vociferously as necessary.

4. Femoved obseiver - teacher does not take part in the dis-
cussion at a11. This is often used when the teacher feels
that his or her presence will be inhibiting to the initiation
of continuation of discussion.

BEFEFENCES

Foui units are

Kevin and C. Bylvester,

'The Law and tie Police;

4

available from General Publishing Company: M.

FOreign Owniardhip: P. Bourne and J. Eisenberg,

J. Eisenberg and G. Mac Queen, Don't Teach That;

0
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and M. Levin and C. Sylvester, Bights/of Youth. The following units

are available from Publications Sales, OISE: M. Levin and C. Sylvester,

Crisis in Quebec; J. Eisenberg Well. Tyr, Native Survival; C. Sylvester

and M. Harris, On Strike!; J. Eisenberg and Bourne, Thellight to Live
-7

and bierP. Bourne, Women in Canadian Society; and H. Troper and L. Palmer,t

Issues in CulturalTiversity.
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. EXAMPLE .0-

ow

'CLASSROOM MATE -RI AL 'FROM

CANADIAN PUBLIC .ISSU.ES PROGRAM

2 Special Status or Equality'e

The St. Regis Mahmaki'
I

When is a treaty not a treaty? Sane native people would claim

that a treaty is not a treaty when native people Would, benefit frtm its

application: Take the case of JtVik*Treaty for instance. In 1794 Britain
.

and the United States sided Jay's Treaty in an effort to settle many

of the disputes that remained betweeh the tsgo nations after the American

revolution. An important part of the treat/ drew up an acceptable border

between the young United States and its neighbor, British North' America.

Unfortunately for the Mohawk Indians of the upper St. Lawrence

River, the new international border ran through their ancestral land

holdings, The treaty negotiators, recognizing the difficulties the nea

Wonder might have for tlie Indiins who traveled and traded throighout
.0.-1ns ,"

the border regicn, included a clause granting India special exerrption

frcm customs and, tariffs. ArtiCle III of the treaty states:

No duty or- entry shall ever be levied by, either party
[Britain or the United StateS] Oflpaltries roughti by
land, or inland navigation into the taid.territorieth
respectivelSr, nor ,shall Indians passing or repassing
with their cwn proper goods gnd effects of whatever.
nature, pay for the sate any impost or duty :whatever.
But goods: in bales or Other large packages unusual
among the Indians shall not 1e considered goods bd-
.1anging bona fide to Indians.

" Fran :Eis'er'iberg, J.,

. 0.I.S.E. p 1.973) Pp.23-32.
I
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The Indians interpret Jay's Treaty as giving them the unchallenged right

to-carry their personal goods back and,:forth across the border without

interference.

However, according to, parliamentary practice, treaties can apply

inside Canada only after'the Canadian Parliament.votes them into Canadian

law. Since Jay's Treaty was drawn up by Britain and-the United States

more than seventy years before Confederation, Canadian Parliament never

voted to enact the treaty. 'Canada is bound by international aspects of

the treaty, such as border lines agreed to between Britain and the United-

States, but it is argued thatghis does. not apply to those matters that
Irw 7 ,

are internal Canadian affairs, such as customs duties.

lb the Pthawk Indians ofthe St. Regis Reserve on the St: Lawrence

River at Cornwall, Ontadythe rights granted by the customs provision

pftjay's'Treaty are!FECthan just 4 technical point of law. It affects

their' day-to-day life. The Canada/United States boundary cuts through -

the St. Pegis/Peserve. Indians carryipg personal goods into the United
4

States are4.cempted from duties; Indians moving north are hot.

/In 1956 a member of the St. Regis Reserve, Louis Francis, 'bought

4,med waphing machine in the United States. When he arrived at the

Canadianitboraer his washing machine was seized by custoMs officials be-

/// cause Fr cis would not pay the required duty. Frencisqoak his Case'

to courtJand j:t went all the way to the Supreme Court of Canada. The
.

mart ruled that the Canadian goverment is not bound by Article III

of,Jay's-Treaty, because Canada has not ratified the .treaty, and parent

of-cuttous dutiesapplies'equally to all persons living in Canada. .

Although the feder41,go;ernrent won this_1956custas case, it

did not carefalyenforoethe7customs regulations for tWelve years. In

1968 customs officials began a more systematic chedkloicars and persons

crossing .the Seaway Internation41 Bridge at Cornwall, and the Indians

grew angry as meMbers of ItheSt. Pegis Reserve were be. ng stopped for' 1

.inspection.

On December 18, 19'69, a protest demonstration to aramatize the

Indian concerns took place cn the Canadian side of the Seaway International

Bridge. With television or6as, reporters, and photographerspillign aobut,

1
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St. Regis Indians set up a road block across the bridge for three hours.

The St: Regis Mbhawksowere joined by Kahn-Tineta,H4n,.a 26ryear-old

Mohawk Indianwilnan,fram the Caughnawaga Reserve near Montreal. She was,

well knOwn across Canada as bath'a fashion model and. an Indian rights

activist;

After traffic backed u0 for. sane distahce along the road leading

to thsbridge, Cornwall police moved in to clear the road. The Indians

refused to lift their blockade and'a scuffle broke out. Forty-nine

~Indians were arrested for Obstructing traffic, including Kalni-Tineta

Hawn, who was also charged with carrying a. concealed weapon her knife.

Bail for most of those arrested was paid by the St.-Regis Indians at

$25 each. Kahn-Tineta Horn's bail was set' at $300. Eventually all

charges were dropped.on aslegal technicality.

Two weeks later, on January 5, 1970, the Indiani again dramatized

their protest. Leading a small band, of Mbhawks, Kahh-Tineta. Horn arrived

at Canadian custani on the bridge from the United States., She declared

the goods she bought in the United States - a peace pipe,. an Indian

-headband, and same groceries - but ignored the duties demanded by

custans officials and walked through the CUstions station accompanied

by a dozen Mohawk wen. When reporters later asked the.cdstions offider

why he did not detain Kahn- Tineta Horn, he rePiied, "I.cotildn't very

well tackle her." .

A fair -year -old :Mohawk boy, Alex BUnrs,,dia not give custams

officials as much trouble. Within an hour after Kahn-Tineta Horn aim-

grarded the demands of the custains officia;s, three-MVP constables from

Long Sault arrived to assist the custars'officialS, should it become

necessary. As teiRCMP Steal by, Alex was s,

He had just pulled a box of groceries, #taining

across the bridge cri..his sled. Alexand'his

on the $12.94 worth of grecerieS and

regulatiOns the goods were confiscated.

That .day the-.actiaT of the customs oificialS 'and RCMP cfiicers were

not consistent.- TWo other 4chaWkchildien passed through Customs with

a sled loaded with groceries as official§ and police claimed hot to see:.

Bath sides had made their point. CuStans officials claimed they'

topped at the

sugar and

father refused

occcrdan8e with feller

customs post. ,

bananas,

to Pay duties

al customs'
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-had applied the customs regulations equally to Indians and non-Indians.

Kahn-Tineta Horn, in a telegram to Prime Minister Trudeau, imMledia y

. following her violation of custom; regulations, stated that through her

action'the native people had againasserted their rightS as grantedin

,Jay's Treaty.

Tte.970 days later, on January 7, 1970, anhccr-an&a-half-long °\

meeting was held in Ottawa between than Minister without Portfolio

Robert Andras and a delegation from St. Regis Reserve on Jay's Treaty

issue. pressed in traditionarMohitwk clothing the delegation demanded

the recognition of native rights as set down in Jay's Treaty of.1794.

While the minister conceded that the Indians had legitimate gr ces, 1"-\

- ,

he felt the solution's lay 'in consultation not demcostrt -Any solution-would

take time to find. In the meantime he suggested-to the native

people that they not rely on three - century -old treatieslpr their, rights

but take steps relevant to the present. He suggested tliesane native

people be elected to parliament. The delegation returned to St. Regis.

Jay's Treaty has still not been ratified.

The Issues

Should the Canadian governmen t ratify the Jay's Treaty provision

exempting native people from customs duties?

,'Historical Context 4

?

o, After,Confederaticn in 1867, was the new dominion committed,

in any way to'continue respecting all treaty obligations made
by Britain?

41.4

Was the Canadian government-justified in accepting existing
criminal and civil law codes and international treaty obligations.
while rejecting.the.obligatiqn to fulfill treaty commitments

,.made to its citizens?

Do you believe that the native people had an historical

right to bring their pit'so*al goods into Cahada unhindered?,
Do you believe they should still have thit right? Why?



a Should the native people have been compensated or the loss
of their special privileges? why?

Do you believe that changed political situations entitle
governments to reject agreements or obligations made by
a previous government?

Parallel Situation I

After the 1917 Russian revolution, the new Soviet government

b rought about sweeping changes,in social and economic policy. These were

radically different from thepolicies of the deposed Czar. One of these

changes was the nationalization of the mining industry in the Soviet

Union, including holdings of Canadian investors% The new Soviet'47Amament

4-claimed it was.7not bound by agreements made between the, old Czarist

government and foreign investors. Those Canadians affected by the:change

protested but they, could, not hope to save4their original investment's or

win compensation from the Soviet government without the agreement of the

Soviet government. After'more than fifty'years the issue is still not

settled.

Was the new Soviet government within its rights to violate
older agreements?

Were they justified? Why?

Do you believe that the investors had a right to, expect
compensation?

Does this case parallel that of thejnatiN.6 people? If so,
how? If not, why not?

Parallel Situation II 1,

In the peace'settlement after the American' revolution the new

American government agreed toccmperisate loyalists who had left the

uhited States or IA had otherwise lost property during the course of

the revolution. It was left to the separate states to supply the necessary

funds to compensate the loyalists. Same states, hoWever, were reluctant

to pay. 'Until the Americans paid, the British threatened to keep troops
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stationed inxfortified trading posts in the Ohio Valley, officially

part of the United State However, as part of.Jay'sTreaty the

Americans agreed to act mate effectively in settling loyalist claims.

The British left on schedule; the Americabs never fully settled the

loyalist claims.

-4m Do you believe thai4people who lose property as a result
of war should be campensated?

Should,they.be compenSated by the victor evey though they

supported the loser? itri

Shouldtha Americans have been forced ta'uphold their
side of the agreement? If so, haw?

If the Americans did,not fulfill-an agreement that they
ratified, is there any reason to expect the Cariadian govern-
ment to fulfill an :agreement it did not ratify?. Why?

Do you believe that both the native people and the descendants
of the loyalists have continuing grievances? Just the
descendants of the loyalists? Just the native people? Neithpr?
Justify your choice.

Cbstams Regulations

In the St. Regis case, the Indians demanded that their
right to eemption from customs duties be reinstated. Is

this a legitimate demand?

V . .

Since the government did not enforce )custams regulations
for twelve yeas between their 1956 victory in the Francis

i- case and 1968, does thls:make the position of the native
people stronger? Nhat if the government had not enforced
the regulations for one hundred years? -For one year?

-**

If the native people are to be exempt from customs duties,
should it once again be without inteeerence of customs
inspectors? Should they be exempt fan =tams for all
personal goods, such as

- fish caught for food in the United States, bai-je eaten

in Canada?

pelts from animals caught in the United States, but;

to be sold in Canada?

-411114,

I

150



1

86

- groceries purchased in the United States?

- a car far personal use?

- marijuana, illegallyT;JMtbased in the United States
for personal use in Canada?

On what grounds do you support yiaar answer in each case?

Special Privilege

-If the Canadian government ratifies the grovisiqms of Jay's
Treaty granting exemption from customs dutiei to native
people& the native people would gain a privilege denied all

other Canadians. Is thii just? Why or why not?

DO you agree that-the customs-morptial-for native--
people was included in Jay's Treaty to meet specific
problems in 1794 and has little or,no relevance to Indian ,

life today? 1

Do you believe that because a person is born an Indian
he is entitled to special considerations?" What are "the
arguments for and against special consideration?

.Do you think native-people should be "beyond the lawm
in other areas such as hunting and fishing regulations,
compulsory education of children, and taxes and death
duties?

Parallel Situation III
se

Among the many international treaties now governing ormal

-relations between the United States and Canada are treaties protecting

migrating birds from hunters, especially those hunting for sport.

In`order to meet its obligations under these international treaties,*

1 the Canadian Parliament enacted the Migratory Birds CalventiOn Act.

Bqwever, for years prior to the Migratory Birds Convention AC't, land

;'treaties between Indians and the federal government had specially

exempted Indians who hunted' birds for food from any.hunting regulations.

In 1964 ii.the Northwest Territories an Indian names Sikyea

was cbargedwithlishootiig a duck out of season contrary to the

. Migratory Birds Convention Act. Sikyea was not hunting for sport but
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for food. Since 1959, when Sikyea spent time in Edmonton for treatment

of tuberculosis, he and his family had suffered financial hardships."

They lived on welfare and Sikyea .did a little trapping of muskrat to

earn extra money. On the day he was discovered with the duck, Sikyea,

equipped with a small tent, his gun, and traps was on his way into the

bush for a two-or threeveek trapping trip.

Sikyea claimed that he was exempt from the hunting regulations

of the Migratat Birds Convention Act. He argued that the Land treaty

between his people-and the federal goVernmni specifically allowed the

Indians to hunt for food at any time regardless of any game regulations

that might be paSsed later. The case went to tNe Supreme Court of

Canadalialich ruled Sikyea guilty The Migratory Birds Convention
Act, the Court explained, took precedence over any treaty with the_

Indians.;

Ironically, the hunting season in the Northwest Territories

for the type of duck that Sikyea shot for food is in effect at the

_)) time of lyear when these ducks have already migrated south.,

Do you believe that Sikyea was within his rights to'shoot
the duck for food? Why?

a

Should he be granted special hunting privileges that are
denied'other Canadians?

Should other people who ,must hunt for food be exempt? Why?

Are Indians entitled to compensation for losing their .

rights under the Migratory Birds Convention Act?

Shio}sd the Indians have their traditional hunting rights
redstablIshed outside of the Migratory.Birds Convention
Act?

s' Haw dfc) you explain the ta4t that the Indians lose' tileir
.

right to bring goods across the border duty free because '

the'Canadian government dill not ratify an international
treaty, acid they lose-the=nting. rights because .the
gaveihment did ratify an international treaty?

4
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Alternatives

If you'imere an Indian, hot/would you respond to the loss
of rights as a result of government action or inaction?

Would you

- not want special right's not granted other: Canadians
and be glad the special rights are gone?

- attempt to influence the government to change its
position through legal protest?,

- resort to civiLdisobedience if ally legal protest failed?

- continue to hunt fad food or carry foods into Canada
regardless of regulations?

K.
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CCIIPONENTS OF MORAL THINKING 'WILSON

P,

THE AMR: the,s and exercise of those principles andr

skills define the method of moral deliberatIcn and

action.

Far 'Jahn Wilson "being reastable in moral education" is to

direL't,attention to those rules, principles, or standards in virtue

of which we can say that one moral belief is better than another.

Wilson has isolated a set of qualities which are contained' in the

notion of 'being reasonable in morality'. The main headings for

these moral componentsbare:, )1t-

11 ,Treating others as equals: that is, giving the Isame

weight to the wants and needs of other people as to

one's own.

2. 4mareness of one's awn and other people'S emote cns:

3. ,Awareness of the 'hard' facts relevant to moral'

,decisions. /

4. -Bringing the above to briar. an particular situations,

so as to.decide;and act in accordance' with then.

(p. 28 A Teacher's Guide to Moral Education)

The approaCh IS aimed not at the content, of particular rtioral.

beliefs but at helpingstudent develop a methodology for working

thravivnr,'Ll problems. This approach is based on the assumption

that there is a method_ of, doing morality 'just as the is a

method of dicing science, history, or literatui.e well. The challenge

for the m601 educator is tp be clear about (a) just what ard--the,

Skills whiCh are requisite $o !dOingmorality' dell.,and(b) the criteria

by which one can assess whether or not these skills have been learned.

The approach is based not only on definitions Of reason and

methodology but an assumption that feeling prejudices, and dispositions

POP

o
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are central to moral and hence to moral education.

'Prae conce of moral education demands more than just
,a sat of (perhaps conditioned) movements. It
demands ,more than intentional behavior, since we are

interested in a person having -the right 'sort of intentions,
reasons and mgtives. It demands even more than this,
since we are terested in a person's disposition or

f fram which his reasons and motiveh and
hence ultimately his behavior will flow." (p. 67,

Introduction to Moral Education)

THE METHOD: the selective use of (almost any) educative techniques that
airs students in their development of the different components
of moral reasoning;

Wilson makes it clear that all educatiNie,(as distince from

indoctrinative) techniqms are relevant to same extent. Their relevance

is based on the degree-to which the/techniques contribute to the

exercise of specific moral components (such as empathy, awareness of

'hard facts',, etc.) by students with specific cultiltal and academic

backgrounds. The claims that Wilson makes about the nature and role

of 'reason' in ioral deliberation are based to same extent on his

concerns for (a) a more adequate notion of 'authdrity' for persons

making meal choices, theoretical clarity about the forms of thought/

the logic underlying sound moral deliberation. Wilson writes that "what

we need first to agree about is not same specific authbrity or set of

values, but' about the rules, or principles by which we are to judge"

(Introduction to-Mora Education, p. 26). In sum, educating people in.

'the activity of moral deliberation is not to extract''right answers'

or claims to authority but 4, teach than what mints as 'a good reason'

in mocks:I:He isolates 3 rules of procedure in the search for good

reasons in'morality (and other subjects)` (p. 76).

I. We should stick to the laws of logic.

2: We Should use language' correctly.

3. We should attend to"the facts.

161
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The methodologialso'includes examination of feelings and dis-

positions. Wilson makes same 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 process of ratiocination.

(b) that showing a perion how to act or think reasonably
will, in itself, actually get him to do so.

(c) that human beings always act or think reasonably.

t

(2) We are saying

(a) that there ale same criteria of success (good reasons,
grounds, evidence, ways of justifying) for moral
thought and action,, that there, is such a thing
as 'being reasonable' or 'behaving justifiable'
Morality.

(b) that people aught to be seasonable about moral matters,
since this only means that their thought and action
Should be justifiable - that is, it must measure up to
the reasons in which the justification consists.

(c) 4,that, althour v a person can act virtuously .or well

without being Able to give a clear account of, the
reasons for HisactiOn, it is plain that Ert of
what is meant by a person 'acting well' is

certain reasons (6.4; others interests).operated inl
him, and noticertain:other reasams.(e.g. to make 1,

the other *son look bad).
1

(d) that to be ebucated'in an area means (at least) to!
be more aware of what reasons are to be used in that
area, and h to use; them in particular cases:
(pp. 33-34 A Teabi!,)er'S Guide to Moral'Education) )-

TUE 'r;JCIERIS RaLE: (a) to take an active role
of "moral reasoning ami(b)
of his oriher own, 41°1

in teaching
to be aware
ical

t iso OS

the components
of the-efEects
itiohs onithe

c assroam.

Wilson makes it clear that he believes that the camponents of
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moral reasoning ft... don't somehow rub of f,a1 the pupils. They need to

be taught." The challenge to the teacher is (a) to be theoretically clear

'about the a ns of moral education, (b)- to construct practical objectives

which would help particular students build an- increased capacity to '

- .
use these canponentse bS articulate the genezal approach(es) which

wculd bestt realize the objeCtives (This could involve anything from

or classroom discussion to mountaineering), (d) to develop specific

4 4e.e.chniques, or specific, detailed ways of ysing the aPproach(es) and

0) to remain sensitive to factors' which may affect the pupils

rPoial components (t21.3,A/ictre background, personality of the teacher,

-- e tc . ) .

Wilson alsol emphasizes the of self-reflection and

even psychotherapy for the teacher who does moral education. He stresses

C the subtlb and often unconscious role, of the teachers' "hidden agendas",

personal biases and needs- (to be liked by certain students, to be seen as

'tough', or 'sensitive' , et.c.), on the students' will:hip-less to discuss

openly and reflect critically.

Finally, the evaluative carponent within Wilson's approach_is

'significant.. He enichasizeS' that the teacher can and should assess

the progress of students' 4bi.14ties tor exerc-i Re each of the npral can-

ponents. He also emphasizes that;
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EXAM<P,,L/E/- OF etASSIROOM MATER.IAL FROM

CO 0 fiEN,,T5-* MORAJ... THINKING A.PPROACH

-%/ Lord of the Flies (William Golding) *

. Golding's novel is deservedly popular for use with pupils,

1;eoapse it.is directly and.straightfoxwardlyrelevant to their own situation.

It is, about boys of school age, about their relationships with each other

and - the (absent). adultyairld, 'bout their behaviour in'reality and.in

fantasy./ Hence is not easy fOr pupils, !miss the point':/the events-

and characters in the island-world speak foethemselves.

It would be a waste'of time to repeat the mare obvious 'points'.
.

which Golding brings out so 'skilfully: inevitably one would merely repeat,

in a duller and less compelling form, 'things that are }fitter said in the

Hove' itself. What the teacher may usefully do,lowever, is to try to .

generalize "these and less Obviop4 points under a number of headings that

will be useful for the pupils' moral life in genera4 For though mils.

may need little encouragement to respond-to the novel, they will need

to be shown the applicability of it to life as a whole. It is dangerously,

easy not on1S, to' respond to the island - world, but to remain in it.

In this island-world or society, there is0n attempt t6 make'

apekeep various rules and oantracts: to keep the- fire going, to give

ve!

Fran Wilson, J. A Teacher's Guide to Moral Education

: Chapman,1973), PP. 1.12:)15*

. .
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the right to' speak only to the boy Who holds the conch, ,to

chief (Ralph) , and so an. This progressively br down,.

until at til; end Piggy and the conch (both representing 'law and order')

are destroyed. Of course there are various underlying psydiological

causes of this; but it is worth considering the making and breaking

of rules in its own rfght.-

Piggy sees atoncethe need for planning and aCtion. 'We

got-to find the others. We' got to do smething.... Having aameeting.'

He is purposeful. He wants rules because rules are'necessary tjo get.

things done. .alph sees scmething of the point of this, but is

occasignally in a dream world ('Daddy ... he's a cammander in the Navy.

When he gets lealie he'll care 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 choir-boy, he sees

the only purposes of rules as an excuse to nforce his will '('We'll

have rules', he cried ex4;4dly 'Dots of rules! Then when anyone

breaks 'em - Whee-oh:, Wacoo!) Bong!, Doink!'). It is not really Clear .

to anyone except Piggy that rules are for fulfilling certain purposes: *

and this is why they break down so quickly. The purposes get forgotten. .

Ralph forgets the point of having a fire: Jack says 'We've got to have

rules and obey them. After all, we're not savages._ We're English; and

the Engii9ft are best at everything. So we've got to'do the right things.'

These boys have been used to obeying rules imposed by adults,

bud have had,no practice in making and obeying their cwn rules, and

con9eq_ntly have no understanding of rules. We' might say t, they have

no political understanding: for the whole basis of politics, whether

in Large states :or small island - worlds, depends on some contractual,

basis. This in turn dependd on the ability anti the desire to cannunicate

land reflect sufficiently. When the boys first rreet, Ralph tells than

that they'must make a fire. 'At once half the boys were on their'feet.

Jack clamoured among.themothe conch forgotten. "Cane on Follaw me!"'

Thercannotwait to talk and think: they have to do something. 'Like.

kidsd. Piggy says scornfully. 'Acting like a crowd of kids!' But'

160
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Ralph himself follows them the mountain. Nor do_theyhave any idea

of what sort of leader it would be wise to appoint., 'I ought to be

chief', said Jack with simple arrogance, 'because I'm chapter chorister ..

and head boy. -eloan sing C'sharp.' And they accept Ralph because he

is reassuring, large, attractive and possesses the'semi-magic conch.

The breakdown of rules is, above everything, the break-down l

of decision-:procedures. The constitution is violated. The elected chief

is not obeyed, the assemblies are not held, there are no proper rules

of procedure. it is not so much a matterof'agreeing to do the wrong

thing - making the wrong sort of contract - as of failing to'make any

seripusandslastineagreement at all. (If Jack had been undhglenged

chief from the first, the resulting society might have, been in Amy. , D
.,

../

respects evil, but it might also have been more t.) Part of' the ° . a

!reason for the incoherence is the failure to berh rulesules by proper .

sanctions. Ralph and Piggy are not realists: 1010h is anxious to placate

gadk, and MAY hopes (even believes, to begin with) that people will

be sensible enough to keep the rules. Consequently there are no means

of enforcement, no way of Ohedking the impulse=governed actions that

wreck the canstitution'and destroy the society.

The Ohief lesson here is perhaps the awareness of the immense

omplexity of any society; small or large. Pupils are used to a tradi-

tion of law and order Whidh has been built' nap slowly and painfully since

man's earliest days, and whidh even now is easily broken down. If people

were 'reasonable, if they could reflect and coMmunicate like Piggy, if

they could hold steadily in their minds the ends which they desired,

and calmly agree on the means to adhieve theM, politics would, be simple.

But people are not like that.' Knowing that we are not, we rightly devise

ma56atmechanisms to keep ourselves on- the right lines - the mechanisms

which appear,, in _complex and largescale societies, as voting, courts

of law, elected representatives,. -legitimised 'authorities, police and

law - enforcement bodies, and ddbatO All these, if only in simplerforms,

are required for, any social group, however small. Practice by acting -

--.4..

or role-playibg or' (better). by taking some responsibility in real life

or in 'simulating situations! bar'social order and control, -may bring A'

these points .home to pupils and help than to bridge the gap betweefio the

primitive insights gained from the novel and their real-life behaviour.
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ULTIMATE LIFE GOALS BECK

Beck%s proposals regarding Value Education may be described,,as

the "values discussion" approach or the "ultimate life goals" approach. .

Systematic reflection and discussion, Which tend to be neglected bovpsame

other approaches, are emphasized'as crucial processes. His approach does,

however, incorporate certain aspects of values clarification, role-playing,

case study, dilemma,and inquiry skills techniques as these have been

developed by other authors. In this sense, Beck's approach is both"

eclectic and comprehensive. -

The wordMiscussion" is not meant to imply an exclusively

cognitive emphasis, although cogniiiOn is seen to be important. Various

affective experiences may .serve is the focus or starting point for

aqsction and discussion. The discussions themselves maybe highly

affective in nature. A sharp separation between the'cOgnitive and
.

affective domains is strongly reject gd injleck's view..

The description "arCultiMate life goals approach" is apt because

Beck proposes to take certainjundamental. or "ultimate" human values

as the basis for reflection on more specifiovalue questions. These"
7

ultimate goals nustthemselves, ofcourse,.be subjected to constant,.

reflection in terms of whether they are, i fact, fundmnental, and in

terms of tho emphasis to be placedkon eacil of than, all things con-

sidered, in any given situation.% ( ,
,

Beck's views are characterized by a concern.fot'sdUndAdts;4ing

that values are grounded on their relation to'uiiimate life goals, and

by a concern fcr'whcaenessl.ctaking4vbo account 'all. relevant.asp46ts

the individual's perceptions and capabilities, his relatedness to others
0

and this, in varying and significant degrees), the influence of feelings,

intuitions,andoonsciencePfandthe le- of tradition and authority.

In, his emPhaSis on reflection and open discussiCnrand interaction'

ca
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."......____

he attemts tro foster a balanced approach between a rigid and unenlightened

,

acceptance of rules and stereotypes and a value base which is totally

relativistic and unjustifiable- in terms of fundanental principles and

soUnd reasons:

THE AIM: to hel
w3.

tudents deve a set of Sound values in accordance

-

This involves developing an understanding of the coact "ultimate

life goals", being,able to identify a setA values which are fundamental

in the sense that they are pursued foF their own sake and that they make

the pursuitO,other things worthwhile-,--and being able to recognize the

relaticpShillpof more specific or intermediate values and gOali- to those
;

which are considered ultimate= fundamental.

In order that this perspective be operative and effective and

have icime guarantee of soundness in terms of Making decisions, students

need to., develop an ability to think reflectively and in a principled

manner. Specific ruleS and choices need to be justified in terms pd

whether, in fact they really do contribute to what is w6tthwhile for

the indiVidual and for society.
.

Betk.desciibes-this.process as including four types' of reflection:
-.

1. To ensure that one is not mistaken about "the facts
of the case".

. ,

2. TO bring the values one is not Sure about into ,line with
the values one is sure about. , ,

3. To' bring means-values,into line with ends7yalues.:
,..

,

4. To arrive at a bet of fundamental or,ultimate life goals -:
things,that one values for theirown Sake - in the light
-of which'coe cah assess specific, and intermediate values.

A (2EPi122f222111ea, ..PP. 3-4)'
,,__-_

Beck makes &.s ofcase that it is a major responsibility

the school to ensure that, in an explicit and systematic way, students

have the owebmaity ti' pop this kind'of value perspective and to

have the experience of doing value inquiry in an open, reflective,and

sound manner.

4469
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Beck

ideas which

Education.

This

holds that there is a substantive body of knowledge arlid

iifies as "content" for a school program in Value

t deals centrally with "Ultimate life goals".. He

describes this concept as alms: , .

"It would a that for the great majority-of people,
the following ultimate life goals: survival, health,
happiness (enj t, pleasure, etc), friendship (love,
fellowship, etc.), .ping others,(tc-somg.extent), wisdom,
fUlfillment (of our cities),Treedom, self-respect,
respect from others, a of livaning in life, and so
on. These are ultimates in the sense that ,to a large
extent (though in varying_d ) they provide a final
resting place for questi about value and purpose.
If asked, 'Why do you want be happy, fulfilled,
wise, free?' one may legi tely reply 'I just do,
that's all.' By contrast, if asked

go to university?' or 'Why do y want to get a new
'Why do you want

job?' it is not legitimate to repl 'I-just do, that's
all'; achieving such goals as these isonlyworthdhile
if it enables one to achieve a -certain quality of life,
-characterized by the fulfillmanp,* ultimate -life goals.
The 'Why?',questiont must be ashed and answered." (Origin

of Values, pp. 4-5)

Rather than attempting to identify one overriding fundamental

life goal, Beck suggests,that there is a set of interrelated goals

which serve as ultimate justifications for the decisiong which people

make. These are interrelated because thby are Often dependent upon

one another both for their meaning and for their achievement, anoCklp.

one of than can be pursued without reference to the others awl to Lik::

limitations and demands-of the human situation.

"There are prdDably no life goals arectirsued
for their own sake: Bodily health, f examPle, is
pursued partly for its own sake, butpartly as.a basis
.fe# thi achievement of other life goals such as security,
IoVe,' survival and happiness." Uthics,-p. 16)

, * L.



"One mist determine precisely what forni an ultimate life

goal should take, in the lightof various facts about
human nature, human resources, and human circumstances
generally. Even if freedom, survival and hippiness are
goals with a high degree of ultimacy, this does not-mean
that they can take just any form. They are bound by
limitations of the human situation. Zhei must be form-
ulated in such a way that they are realistic goals."
(Ethics' p. 17)

Another significant aspect related to "content" as presented by

Beds is that of "the mutually beneficial arrangement" or "the best possible

compromise" (Ethics, p. 20). He suggests that "In the majority of cases,

we can look after our own needs to a considerable,extent, while at the

same time giving other people a fair deal" (Ethics, p. 20). An extremist

position of living only for ourselves or only for others is .neither very

justifiable nor very helpful. Attempting to resolve value questions in

"terms of "mutually beneficial arrangeMents" ptOvides, generally, a more

realistic, more balanced, and more creative approaCh to. morality.

Dealing with Value content as Beck proposes - in terms of ultimate

life goals, the inter-related nesi of values, and "the best plosible=comr

promises" --avoids the extreMe position* of either(a) accepting traditional

rules and stereotypes without understanding their appropriateness and

their effectiveness or(b) promoting an approadi to values which has.

no substantive basis and hence provides no terms of reference for either

schndness or efficiency.

Reflection on viluesenepd not be carried on in p skeptical and
.

descriptive spirit. "Beck uses the example that one may reflect on the

Value of pTamise-'keeping without being predisposed,to reject'promise-

keeping as a principle of living:

a

.4.

"lhe result of'reflection on Womanly accepted values
will'in many - perhaps the great majority of - cases
be simply that one will refine the values in certain
ways, came to understand their point more fully, learn

----1-M-to implement than more efficiently, and be more
solidly committed to them than one was before." -

(Origin of Values, p. 6)

17i
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Reflection on values will. also helps tend the ''

role of authority and tradition and will take intb account the influence
. ,

oft intuition, conscience as ,they, the students, are given the

ty to reflect, in a systematic and principled-:Wair_upon their
40

perception-and-exper ience of life.

There is a substantial number of topics which can be included,

in an explicit way, within the sehobl curriculum andwhichcan be dealt

with by means of the "value discussion" approach. A suggested.outiine

sit topics has been designed by Beck and is included in Moral Education,

/ in the Schools on pages 3 throUgh 7.

mow

THEJMETHOD AND:TEACHEWS RAE: to promote value discussion constantly
relating specific value issues to ultimate
life goals.,

----:--

In the "value discussion" approach, attention is moved constantly

back"and forth between value principles and ideas and concrete examples.

These examples are drawn mainly from a familiar, close -to -hone Context

with which students can deal realistically out of their own expqrienoe.

andlinSight. This fact also reinforces the cognitive-affective relationship,

as stated in the Introduction.

The central focus of the discussion isgeflection in labial the

specific issue at hand is seen in the perspective of more fundamental

laTiatTialues. The discussion techniqwr'may, and often does, incorporate

other kinds, of activities, such as the use of media presentation, some

student research, drama, clarification strategies, etc., as a means of

exploring and presenting relevant factualmaterial, of sensitizing

studenti to different appectS of the issue, or of suggdeing.various

consequences and solutions. -But it remains crucial that the results

of all these experiences be brought into some kind of synth:esis and',

perspective in terms 4.,the value principles which are invollied.

The teacher's role in,this approach is central in ensuring that

the principles are explicated, that. relevant arguments,are considered,

and that concrete, significant examples are 'brought fbrth., The teacheF
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.needs- also to ensure that new infomation and jaPas are injected in

tie discussion and that there is a positive direction in terms of s

tantive'values. Presupposed is an atmosphere of mutual respect, of

freedom, of open interaction.suclthat students are able to question,

to disagree, to supplement informaticn,l propose alternatives to

dhange.their minds, and so on.
Wg

Beck As ooncernedthat students (and the teacher) should make
, 11

progress toward sounder value positions. This does not mean that they

must arrive at a consensus on what is the right answer". Indeed, a'

class may begin with several different points of view and.end up, with

several different points of view. It is essential, however, if the

class activities are tb be: worthwhile at all, that the various view-

points arrived at should be more° informed, better thought out, and

sounder in terms of ultimate life goals than the viewpoints held at

the beginning of the discussion.
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X.ANIPL 'OE CLA-nRO.ON. flATEPIAL FR01,

ULTIMATE LIFE E9AL.8. ,APP,ROACH.

The Need Dor%Rules.in Society*

Principle for Discussion: It is important to have rules and

principles in society, (if they are good ones). Pules are imparatant

for individuals and for society as a whole. Theyklet the iltdual learn

from the past experiences of.other people. A rule can be a 'Way of 'passing

on good advice -frau one person to another. and from one age to another.

Possible Examples:-.(1) -The rule .of driving on one particular

side of the road is clearly very iMportant. Imagine whaf. Would happen

if drivers did not know which side of the road other drivers were going

to travel on. ,

-1 (2) The rule of prcutise-keeping is important.

Think what it would beslike if football teams could not rely oh the coach

being there when he said he would; or if buses did not cane when the bus

company said they would,'or if guestsidid not come for dinner on the night

they said they would.

(3) jiealth rules, for both individllAls,and

public institutions (like hospitals, hotels, restaurants and schoolsr:tAre

t, if good standards of'health are to be maintained.

N

. (4) Noise rules, if they are reasonable

ones, are a help where several people have to work together- n the same

lrea (as in offices and school rooms). -

Some Ideas and Theories: (a) Even good ruleskfrom society .

must often be followed differently (that is, adapted), by different people

to suit their awn:needs. The rule- "Get plenty of exercise" should be

followed differently bydifferent.individuals, depending on haw much

time they have, what kind of exercise they enjoy, and what is the state

of theirrealth (a person with a weak heart, for example, should perhaps

not exereise very hard). The rule "Be generous"; similarly, depends on

various factors: in what ways can you help other people, how large is

your circle of 'relatives and friends, and how izortapp. is generosity

*From Beck, C. "Man In Society: A Discussion of Ideas about

Human Life in Society" (Toronto, available from Mbral Education Dirojecy.,

OISE, 1972). ./
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in your way of l''-. In each case, the rule stays the same in its general
form - "Get plenty of ex "-arid "Be generous" - but it is interpreted
and' followed differently by erent people: It is =still important to
have the rule in society; otherwise people might forget about it, or
never even think of it in the first place. But different people can
follow it differently.

(b) Not all good rules need come film dociety:
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
his crops; and looking after his animals. Theseteyibeevery useful rules
and yet not came frNm sock at all.

s(c) It is important not to.take rules too far,
even when they are good ales. For example, the rule "Work hard" (or "Be
diligent") should not be taken too far; otherwise 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: ',All "work and no .'"

play makes Jack a dull bce). As another example, the rule "Look before
you leap" should not be taken to ag,extreme; otherwise you will often
take too long to make up your mind. (There is another rule: "Don't put
things off".or "Don't procrastinate").- Again, the rule "Be generous"
should not be taken too far. You 'cannot be giving everything away: you
should look after yourself to same extent,

a

(d) Some people-say; "There is no need
for rules or principles: you should just decide what to'do when the
problem comes up, taking everything into account." However,it sews,
tome that in practice people do often need rues to.help them think
abdut what to do. Even when they decide not to follow a particular rule,
the rule May have helped than in thinking about the, problem. Mbst people.
cannot just "start tan the beginning" when faced with a problem: they
need the,help of rules-they have found to work well in the past.. Also,
rules can save a lot of time in deciding what to do: there is no need
to go through the whole process of deciding what to do every time this
.kind of problem comes up.

Same FtIther-Subjects for Study:
0

.

, (1) - Think-Of other rules or principles in

'society which are good oneA.' In each case, give examples of how they
might be taken too fax& I5o,you think that it is sometimes wrong to take
a rule to an extreme?

be f011aoed differently by
of such tule..s, and explain

differently.,

society?

111

.D6 you think that .same` should
t people? If so, think of some examples
why different people might follow' then .

Do you really think that we need rules in(*.3)
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LEARNING TO CARE MCPHAIL ,

THE AIM: to help studehts.unOrwstand and adopt a lifestyle which is based

an care and Consideration for others (as well as<self).
ti

Peter McPhail and his colleagues developed a curriculuM approach

to moral edumaticouhidhsrafLbased on what students themselves thought to

be the essence of moral behavior. In brief, the research team found that

-the'vastmajoritir 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 schEols to(a) be organized in such

a way that these dimensionsare key features in the everyday conduct of

school life and U)) provide opportunities for students to explore examples,

implications, and decision-leking opportunities related to practicing

a"considerate-lifestyle".'

The team has isolated 5 basic tools of.inguirywhich can aid

students in their efforts (and desire) to treat others as equals/ to be

aware of their own and otherd' emotions, to be cognizant to the facts
i4,, 's.'of the situation, and to relate these to.particular situations in such

)
,-

a way. that the actions'taken refleot a considerate' life style.
-.0

gThese are (p.,11,fearnin tb Care. -All quotes ta)' from

). this teachers' guide): .
1

1. Identifying contemporary human- needs.

2: Deciding on priorities among.these needs.-
, ,

3. Evolving policies tb satisfy these n

meet these priorities.

4. Designing systens.ih,vthich the process of, education..

. for change is built in 'as partof the essential

dynamics.
, . .

. . .

'1..

. 5. Persuading and motivating those within this system

. to work it and enjoy working it by meeting their

own and otherS' needs.



JO.

The values education program we have developed for use in
junior and senior high schools proVides direct educational
`support for all these aims. Even on tfte formal academic
level, it makes several contributions to education. For
one thing, it encourages observation, tLat is, the'recogni-
tion of all the cues; verbal and nonveintl, that are pointers
to people's needs, interests, and4felings. Second it sharpens
the abilities to calculatd,and 'dt the Consequences of
actions and the range of o people's responses to them -

possibility and.probabili . Third it encourages the
ition of scientific knowledge relevant to the under-

standing of consequences. Fourth, it has a holistic impact;
that is, it is much conoerned with bringing together facts,

,ideals, skills, and experiences' that bear ondecisions
affecting men and women. It is vitally irdportant in decision
making tb be able to cross the boundaries between subject
disciplines 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
outstandingachievement. Moreover, such a program, when it
helps young people to begin to find answers to their problems,
frees them from same of the anxieties and distractions that
make it difficult or impossible for them to concentrate on
regular schoOlwork. (Learning to Care, p. 11)

THE MitiOD: to ask students what they need and to encourage discussion
in a way which respects the needs and feelings of each person.

'fl rationale for the - curriculum approach is squkrely based on

the assumption that one can extrapolate the "ought" from the "is". TO

quote MbPhail, "...ifyou want-to-kr& what people need and how to
. 4_

meet that need, the first step is to ask them to identify and articulate

their problems as'they'see theM and not to tell them what their problems

are. The boys' and girls',own'use of 'good ando9oad' in the surveys

.-Showed us how the 'ought' of morality should come froM the "is" of

-reality.--To a large extent, the rational,,theemotive,and the moral

converge on the question of, reciprocal behavior, which 1.s seen to have

.a universal rather than a merely indiVidualistic or subjective. quality"

(ibid., p. 30).
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The method used Vo ascertain the "is" was a series of surveys

in the early 1960's (with rudent.;) and in 1967-1968 (with

. 1he- research team worked'with 90 secondary schools (800

ts) in England Using personally administered questionnaires and -

intervieKs to find out1114.1.17ht sort of treatment they expected others

to accord

treatment

behavior and tr

asked to cite one

than well and another

No aiternpt was made to

.what` their behavior responses were to various forms of

Labelled 'good' or 'bad', and what perplexed them in the

t of others". (ibid., p. 18). Students were also

le of a situation in which an adult had treated

le in which an adult_had treated them badly.

ine 'well' or 'badly'.

It should be tressed here that we did Not collect
gas, informati about aault-adblescent re4tiont
to "lay the b for difficulties on adults, still
less to encourage tudents to spend their time criti-
cizing adults and their lot. The last thing
we want is mutual r imitation. Our objtiotilies were,

. first,, to find out as ch as we.could about the
operational process-of lescent social and moral
learning, second, to indi to to adults haw they cap
help young people to devel as individuals and to adopt
a considerate style,of life, third, to enable young
people 'as far as possible to-1= to live with, under-

-stand, and become more inde t of thelanhelpful
ex4ceriences they suffer at the of others.

One conclusion, however, was unavo le from the first
4 two surveys, particularly from'the sub'ects' statements

about their emotional responses to "bad' treatment of
various sorts._' is Conclusion was that tment by
others chjldhood and adolescence is e.greatest
formative luence on an adolescent's styl of'life.

On the basis of the data cell from these surveys aims and'

a curricultr\ were developed that would respond to the expressed

of studenia3-2 .learning materialq are sequenced td move from

sideration of personal concerns, to consideration otthe'concerns

ideas of a few others, and finally to consideration of broadly b'ased

events such as the Vietnam war. The books listed here:are the newe.r.

American versions of the Lifeline Series, which were originally produced

by Longman in London, England, 1972.

lk
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THE WAGER'S ROLE: to act as a facilitator in freeing students to
accept and express Toesc concerns, for the welfare
of others.

Several assumptions about. motivation and learning guide the

suggestions given to teachers using the Lifeline Series. One of the

most basippremises is that moral education is "caught not taught."

Psis assumption places signgiCant respbrisibility on the teacher to"'

derimstrate care and aisirlfration for each student as A foundation

for a "morality of cannanication within the classroom ". "If a teacher

demonstrates that she/he cares for the young,-theyyill learnto care

fai. each other" (p. 9). 'Mother related assumption iS that reason and

deliberation are not enough to inspire moral behaVior. The role of the

teacher in this regard is to cr classroom climate inwhich it is

possible for students to, express their 1 (and uncensored) feelings

-about a moral issue. He or' she should help stuaants to Maintain

a workable balance between self-expression and considerationfor the

effects on Others of what is said or dale. A third premise which can

be drawn f ran theppheiS',Guide is that there ia'a'"core of consideration"

.within all of us." This assumption about human 'nature calls for the

teacher ice act as facilitator in freeing,students,to accept and express

this basic concern for the welfare of others.' To'this end she/he can

"create" a climate of considerate cannuilication by working. in two ways;

I) by working (With students) to renove-bloeks to suchcommunicatioh:

and respect and 2) by working (again7With students) to baild the fOur

abilities which best faciliate a "ipiality of communication":
. t

''' 1. 110:03,10(1 ability, meaning the ability to be and remain

"switched an" to the right Wavelength - to listen, to
look, and to receive the messages sent out by others.

'

/

6

In tative ability, neanirx/ ability to interpret

accurately the message sent the other personreally
means eidnit he'rw. wants - without distorting if by as
prejudices and miSbonCeptibns.

_

. Response ability, meaning the ability to decide en and
adopt appropriate. reactioris.-that meet the message sender's

need. It involveS debision.Making,,,evalu4.icn, the use ofK_

reasbn, and psychological insight;
,

, .

.J.
.
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4.' Message ability, meaning the'Sbility to translate our .

appropriate reactions into clearly transmitted, unambiguous

TEPERENCES ,

.
McPhail, P. to care: Teacher,'s grid for Lifeline

Values Education Curriculum.

In other people's shoes series: Sensitivity,

Consequences, points of View.

Proving the rule? series: Ales and Individnals,

Whatdo Who do, think I ar2, In whose

Interests?, I?

What would you have dome?.seriesi Birthilr:outh
Africa iso so i ,confinerent, Linco .1917, .

"t! Ams;:eridam, 44, Street scene, Los Angeles 1965,

Tra South Vietnam 1966, Gale in,hoSpital, London,I959.,
elreunicationS (1975) 4 7440 Natchez Ave., Niles,

Illinois 60648.
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EXA1PlE OF CLAs.Room MATERIAL FROff
LEARNING TO CARE APPROACH

2 The Nthority of a Father*
L./

Paul walked in the front door at 11 p.m. one riday evening. He

stopped in .the hall-way, listening to hisfather's.voice. He heard a chair

scrape, and the kitchen ddior opened.

'That yolU, Paul?' called his"mother.

Paul didn't move: He hesitated, then called backt 'Yes, Mum.'

The kitchen door flew open his father stormed into the hallway.

'Whit the hell do you oamIng in, atlhis time? -I waited 'in

all eveninefor'you - what my pi If I've told you once I ye-

told you a dozen times to,staY in this ,on'Friday and help me with

Ty jobs: And do you listen.to your fa ?'Nokiou go off with your

'mates and use this place like an ho He stoifved for breath, -his hands

clenChed by his. sides.1.Then he said, mena cingly,' 'Listen here,-Pauli this

flousel.this hcuse,' he repeated, jerkinghiSfinger towards the floor,

not an hotel, ana if.jouWant to stay id.it you pull your weight.'

Paul didn't answer. He edged his"way cautiously past his'father.

The bike broke down,! he muttered.

'1'0h, sa the bike broke down and it took ...', he looked at his

watch, '..:four hours to mend did it? rid it?' He.thrUst. his head towards

Petdi ' s .face .

. .

. .

° 'No, Dad. Not four hour, .but I di a °duple of test runs 'on it
t

Ad' gave it a bit of. a clean.:' ' f
.

'You did, did you? Well you can' just get out ,tliem now with the

. From Chapman, H, Proving the Rule? 5 Why Should I? (Londani

*Laingrov 1972),'pp., 6-7.

4'
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torch and clean that pigeans' loft `gut for re. aado.cti.' He took a step

towards Paul, Who rushed past him, through the kitchen and out of the

back ricOr
1!

Paul leant' against the wall outside the kitchen, savagely tearing

leaves off the garden hedge. He felt sick with anger at hisofather, Whom

he could hekr ranting 'al in the-kitthen at his man. - 4

. 'That by 'gets all his awnway. If I tell him to do.sarreihing

then he should deit. I.won't take any lip from him. If hegivesOpe

any, I'll thrash him. I'M his father,' and' as long .as he's lin my house

he does as I say. And don't you iae k sides with him atginst-me or. it'll

be _the worse for you.'
..

-

IF .

His mother's Voice shook as she said, 'Naw.you Listfn to

George Lowe: That boy has quite enough to trio wi#hout cleaninr out -bout.

pigeons! muck. He `has this school wdik"and his joio-r- the garage. He's

a go.od lad to his sister it's.ther you ought to g7rtOtxjh With, the

little minx. You leave him Acne. If your pigeon loft Tiaeds cl

out, you Clean it yourself.'

. .

Questions.

P" 1.

0

o

How would feel if you were Paul and your dad tO6k the .-

attitude he:did? Would .you do as he said or not? wfiy?

2. Do you think that Paul's dad was jpstified' in getting'-r?

angrY? WhY?

3. What' would you do in this situation if you were Pauiri
dad and your scn hadn't done as you'd asked?

4. Paul's dad said, 'This house .is not an,hotel' . tia* .
Parents feel that their sons and daughters use the hdcise

like an hotel, because tl'Oy don't do nuch to help. Do

you sympathise with the. parents', feelings? "Why?

lay

'Thins / to Do
I

. . .
. , .

-.'''
1. Finish the story, saying what you think might' happen 6n

2., Ite-tel.1 the stony with° dad not getting angry;. and say

you think might happen next. .
,./

. -

00

4
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DISCU,SSION AND ANALYSIS OrDI'FFER-ING
C'ONCEPTLO'NS 0.FY MORAL AND VALUES.

EDU.CATION "MORAL PIE",

Too often in any innovative cause the innovation is reduced to

some simple 9eMblance ofits4brig meaning' persons utilizipg the

i simple version, hell that it is complete, fail and then }game their
..-

model. This has already.be4un to happen in values and moral education.

Val,ls clarifica4on, for ekwiple, is .the most often refeited to label'

when alues education is meant. But values clarifiCation does.not suffi-

oiently define he characteristics of moral and value educatibn. The

,project has , to concp,tualize the problem in such a way as, totempted

demonstrate t each of thessingle models Of moral and Values education

Imay be a, necessary ingredient in sticp_a task and no one Adel has beoma,

defined as: sufficient. Thus the Moral Pi?e was constructed. N,

1. , . /
I
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(1)

'Gbod/Bad'

Characterizes:-

objects, activities,
states. of affairs...
in'terms'of the

intrinsically
worthwhile

1

jiHE MORAL PIE

b (2)

'Right/Wrong'

Characterizes:
acts, practices,
institutions ...

lin the :context of
*adjudicating

interpersonal conflict

(3)

'Praise/Blame'

Characterizes:
persons,
character,
Nixtues
in caparison to
an Ideal person

t if E R Atii.0.-D I E

4,

1*

r

Each section of the pie represents one aspect of values 4nd moral

education 'concerns:

(1) Good / ad,
o

Consideration of

"What do I value?"

.

rre?"

A

issues of worth, "Whaehas-intrinsic worth for '

tions usually'asked bypersons attempting



4)

a

)

to define and clarify their values. This is a.natural occurrence in

life and. can easily be incorporated into all aspects of schooling since

each, iscipline of knowledgeprovides.some insight into questions of-

va*. Hence the study of literature, any of the social sciences, art,

etc.,allpds schools'to enrich the awareness of values in life for students.

and can help one critically evaluate the complexity of human relationships..

Values clarification as a set of strategies is especially helpful in this

area of the "pie".

(2), Right/Wrong

. The process of. building adareness and sensitivity to we's own

values and those of'others doe raise new questions such as, "How do I
.

decide what-values are right" or "How do I- decide what to do when my

values conflict with others' values which they believe are equally

valid?" This type of question occurs often in our liVes, especially if

teachers and parents have been effective in facilitating values awareness.,
The issues e revolve around conflicts of values and the concern for

defining iteria for solving carpeting claims between persons.' Court
I

systLms have been detploped to handle sudg concerns in the legal damain, 4

butiloe.cannot expect that each time.a person has a value conflict with
.

another that a curt must hear the case. This ooncern.for values con-

flict adjudication is the concern of thesecond piece of the pie, labelled
.

"Rigt/Wrang".

Issues
e

of right and wrong usually result when.persons,have

some portion of how they define What is good - that is, they value particular

tNings:or ideas and come into conflict with others who valueAhingsin

a- 'ferent'order *of a'different kind. This is an especially difficult

prableni in a nation which espouses cultural. diversity, for example,

because there exists little formal help in hoW to tell when one value is*

Aecessarily better, than another. DemocracY one atteMpt at systamati

adjudicating value conflict. Lawrence KOhiberg's cogAii,tive moral develop-.
ment Modelattempts to focus on these conceinsc

ea



Yet Kohlberg's work says little about how one 16y define what is worth-

, while, and if one reduces the definition, of values and moral education

to his model alone it would be an injustice to the concept.

A3) Ptaise/kalae

Once persons haveJoeen able to define what they believe has worth

and-what-they believe is;rightfthey often make judgments about other persons'

moral worth. That is,'we makepraise id blame statements about other

persons - "He is just another Immoral politi ", or"she is a kind person" -

And these judgments about other's are. ly predicated on the afore-.

mentioned notions of what we conceive, as good and.lright.

for the Alture RI the praise and blame* process .is the concern of the

third piece of the pie, but onqb again a focus on just this7aspect of

moral and valUes education would be a disservice to the complexity of

the problem.

a .. In classrooms teacherS' and students constantly in all-"4"-engaged
, 41,

three pieces of,,thepie, usually without being aware of what they are
a -

dbing,houver. Take for Ie the teacher who has decided that it

would be "Good" to have- 'students stud? a- Shakespearean tragedy. 'The

students may not,, of course,agr ee to such a definition of "good". The

stdbentS may ask if its right that they did not have the opportunity to

choose what area of literatureYthey were to study since their notion of

what,is good differs fram'that of the teaCher: The teacher may resolve

the matter by_ referring to teacher authority' to make such qvcisi6ins

.(power) or may decide'that the teaching objectives are'duch that 'any

number of pieceS' of literatute may be appropriate and agree hat the

students' should have same choice. Eepending'onthe o4tcome of such

deliberations it is easy to'envisi the kinds of positive and negative

,judgments concerned with this issue 6i both the tea and the students.

Indeed, parent's `and teachers are tantlaymaking andtlame judg-

ments of their children and students usually on ah'iMplicit value

D
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system Awn which there has been Title reflection. The middle-class

teacher in an inner-city-School poses the typical instance of.valuel

ddfferencet.

`rc
.?

Moral, and .values education may now be arifie4 as' concepts in
terms of the--moral pie construct. If one's conception of moral or

values education falls mostly within the iealM of \that piece.of thepie
1 ;

,concetned with "What is Good?" then we would classify such a conception

las belonging to,"Values" education. Ifone's conception dila' mainly

within the realm of the section labeled "Praise/Blame" we would call

'that "character" education. That which falls into thesectiOn in which-__

, the major ceicern is for What is "right" 'has traditionally been referred
r ,

to as "moral" education, and we Would continue with that la13e1., WHAT IS

IMPORTANT TO NOTE HERE IS 'FIAT WE CONCEIVE OF NpRAL/VALiES EDUCATION AS

4-FE.Q.UI4ING A ray ION TO ALL THREE SECTLCNS OF THE PIE. SNo one model does

:this, and thuS we do not recce mend the exclusive ate iSf any one type of

conceptual framework. Teachers ar4 parents must become aware'of the.-

relationships inherent in values questions and provide students Opportunities

for exploration in each of thd domains.

[11.° RAL PIE APPLIED TO CONCEPTIONS OF MORAL AND VALUES EDUCATION

,The moral pie can be used to help us .0 4. e and contrast

different theories-of moral education which we have reviewed. Since

theories of moral education are, clearly a bout nbrality, as opposed to

science or music, e.g., and :since the coral pie comprises 1

the basic concepts of morality, it 'should be Nssibie to use eachof the

,t

I.
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theories summariied above. The folla4 represents a rough,

'characterization of the theories on
I

:Good/Bad'.

ral Pie Table

ht/Wrong' 'Praise/1311'm'

Values Ciarifigation

Ultimate Life Goals Vbral Development I

Ccrconents, of Moral Iiiirdng

American PlAtic.Issues

Canadian Public Issues,

4
?

2

Learning t0 Care } ?

2 ,

0

.

/- ile say 'rough' for two'ireason: (1) Some ofthe-cases are more difficult

to assess than otherstli These are Indicated in die table by lines extending

t
over more than one category and biquestion marks: By listing these theories,

in this way we do -noi.rrean to imply'that:they_de4 equally with more than
--.1 .

one concept, but ra#4er that there is -same ambiglityinthe theory- (or in

'cur understanding of it). (2) ilat is beingcategorizdd is the ma*

irchasis of each theory as found in variovs,writipgs about it. In.pcme

cases, eg. Kohlberg, this emphasis is quite clear (although.it might not .'

2 wear that way fram fa superficiarconsideriiianof the words he pctetims.,

c ,

. ..

*
We aretnbeincluding Dewey and Piaget cnthe table because both .

are more theoretical frameworks, built On by one or more of the others,.
rather than a theory of moral education ear se.

1
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uses in describing his stages). In other cages it is much more of a

judgment on our part; e.g., values clarification' proponents are usually

so imprecise in their use of moral concepts that one can only (and must)

make warranted inferences about what they really mean. In either case

we are looking uAderneath the words - at the way the:tweeds are used -

in,or to exposes the kind of concepts being dealt with. Therefore,

after listing each theory the table, we will try to illustrate.what

we are doing by concentrating briefly on Moral Development, Carpciients

of Moral Thinking, and Values Clarification. However, since even these

more elaborated analyses are necessarily superficial, the point of them -

and the table as well - should not be taken as °an attempt to provide a

rigid categorization which cannot be contested, but rather an attempt to

suggest away in which /Ellcan go on to further develop and clarify your

understanding of these theories and cAers.

Moral Develognent

As we noted in tine section on,Kehiberg above, Kohlberg's theory

does not categorize different kinds of culturally speCific moral beliefs.

4 That is, it doe., not start from a position on what kinds of things are

right or good. However, it does start from definite assumptions About.

the boundaries df the moral realm, i.e., with what ccunts'as a "moral"

problem onojudjment. What this means first of all'is that Kohlberg de-

fines amoral situation as one of conflicting claims.

kmbeal conflict is a Conflict between cOmpeting

.411

-

claims of men: you versus-me, you versus ,him.
The precionditiorefor a moral Conflict is man's
-capacity for role-taking. Mbst social situations
are not.moral because there is no conflict in
role-taking between the expectations of one person
'anq another. Wh6re such conflicts Arise, the
principles we use to resolve them are principles
of-justibe:*.

Stages of Moray Develiopment, p. 51.

4
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That 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

oollectedby,first presenting a person with a hypothetical moral dilemma,

asking the person what is the right thing for the actor in.the dilemma

to do, and then trying to dreadut,with a series of probing questions .

the structure of the perSon's reasoning, forming ,the cognitive basis of

his judgment. Each of the hypothetical dilemmas presents a person with

a situation in which differenclaims are opposed, whether these claims

came from same physical need, ectional ties, the social order, or some

felt moral imperative. Whether a judges x or not-x to be right

is Immaterial; what is important is he thinks x pr not-x is right.

The important point to k6ep in mind here is thatthe context of-this

deliberat*IlOs always a situation of conflict, and that theiefdre

Kohlberg's-theory is logically' restricted to the concept of 'nigh /Wrong'.

Having previously noted that his theory does not consider issues of 'praise/

blame' as central to morality, in/the following quote Kohlberg clearly-

adknowledges thathe is also not concerned, with the 'good!, but solely

with the concept of 'right/wrong':

We make no direct claims about the ultimate aims of men,
about the good life, or about other problems which a%
teleological theory must handle. These are problems

the scope of the. sphere of 'morality or moral

fpr cipaest which we define as,principles cfthoice,
ar resoiving conflicts of obligation. ("Is to.

Ought ", pp. 214-215, my italics.)

Camponen's of Moral Thinking

As can be seen from the table, we have also Ch aracterized Wilson's

apprCaCh to rWoral education as priMarily concerned with the, concept of

'right/Wrong' . This is perhaps clearer in same of his writings than in',

others. As arr example of a plaice ih which it is not so clPT-, in'A

Teadher's Introduction to' Moral Education Wilson seems occasionally to

be talking about`the 'good' as wallas the 'right'. 4For instance, he

1
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explicitly def. "morality" as referring to "what is overridingly

Q important in a per life,..:, those principles of thought and action

which are the most t for him, irrespective of their content" (p. 21)..

And in giving exattples or students, he.mentions not only.questiccs of

tright/wrongs,'strh as "Ought you to Steal.'" and "Is it right to hit back

if someone'hullies you?" bUt also questions about the good life, e.g.,

)

"(Night you to make a lot of money ... go in for this or that career?"

(p. 91). However, most of the time, in this book and his otheritbre--

philosophicalwriting6 (see Introduction to Moral Education, with Williams

and Sugarman) , he unequivocallyiphasizes the concept of 'right/wrong'

as the are of morality, and thus of moral education. This can be shown
,

in two ways: (1) He acknowledges that he is talking about !interpersonal

4--mcralityr i.e., he is

have to decide haw to

sat hew in conflict.

focussin4 on that area of morality in which people

act toward each other when them iftierests are

(2) His first and most impOrtafit"carponent" of

morality is basically a principle of the. 'right' - t)e claim that a major

part of morality is-the disposition to treat others as equals, to give.

the same.weight to their interests as terone's,own interests.
.) N

Values Clarification

Finally, and by-way of let us look briefly at the

values clarifiption theory, As.we:suggested above, More judgment,,is.

needed in this case because m of the wr Ong about values clari-.

fication is usually vague. the following claims could, we

think, be supsiorted: S1) The .ues clarification approach ignores the

concept of 'right/Wrong'. TYnat, is, there' is nOthingiri.the theory that'

says anything about how people deal with interpersonal Conflicts. (2) ,In

fact, they treat all issues/questions,cas "values" in the-Sense of that

an individual.thinks couhtsl'ag the ,'good' The best suppoit for this
.

claim is that the basic question is always what the individual "prizes"'

sand "cherishes",,i.e., "what he or 'she wants, 'is living for; and may perhaps

'die for", The emphasis is clearly not on tt area of morality that aims

°
.*F
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at the oled.ve adjudication of conflicting wants, but rather on the
.

"highly pessmak nature of these indWiclua3. wants; i.e., on the vorteept
lgoodibad* (see Paths, Ilartain, and Simon, Values a P9. 36-37)1,

(3) Cre farther consideration ddies this analytis a bit. Although What.

the theory deals with- ie., the couiptual focus of the analysis of the
"valuing Fromm" and the clarificit3.on,stecniquasw.- is clearly the 'gtxxls I
the purpose given for using the *preach sears- to eachasize that concept
of .praiseitalamet. In short, the values clarilfication proponents are
cut to produce better or nicer peopae: they want to turn wastthetic`,"

and"fligh,y" students into *proud" and "purpose tile" students (ibid.,

pp. 368)
. 7 tally, the following tsso cbservations are rade fit. the sirpose

of helping you to lock clearly at all the approaches.: (3) 'The
induced in this tOokli et generally agree that reasoning IS a
ccrienent Irztallity, and thus of moral education. They ney talk about

rpAsoning in different wryest, Kchlberg stresses the -nodal of *fore
versus contest of "jtx3graents, Beck talks about "reflect n ", and

lidtail talks about "ccrtsideratien" of others' James' ts. But they all
are Pointing to the catinekt -sense notion that morality is not y a

.:natter of "feelings", but rather, one aust,also think about prcblers.

(2)' question upon which the theories part =pony Izoreis the question
of the relativity of moral judgments. Mettler way of pointing to this
dimensicn is in. terns of the extent to whir t Ilaral judgments can be

justified. This is a very carplex question fo* several reason.s, not \
the least of which is the fact that there are differing kinds of relativism
Jed differing 1,ihilosoehical accovnts of justification. Hcwever at
least the folk: -ing paint SOWS clear: whereas for Xchlberg and Wils6n,

e.g., tzs al. jests are nut purely' st±;,*ive but can be justified from
an objective a-persceal point of view, fsiCr the values clarification pre:,

patents rural jtxlgnente are rperscnar clb\i.ces and there can be no
question, of being *wrong" except in the aense of "wrong for oneself."'

19
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THE PRO"CESS OF MORAL AND VALUES

DUCANO,Nt ()REREQUISITE .,CONDITIONS

1ne major points may be highlighted fran the previ6us sections
,of this 14. Piritly, 'at the level of content there are.skas (for

al`ikCCrUltUrat:Patigr) concepts (of righttAtrari( qondibadr and
-I:m*411=44 and kvinc_ (of justIC6., the dignity of TS111, ultimate
life go314, Olich tx)gether OatiSiitut the basis of what is generally
ti)derstocid by moral and values educatioi . tie e.xploration-of Several
representative interpretations of the way these skills, concepts,and*
principles fit together 11,41s the subject-of the first portions of this
book. Secondly, there are gry):wiosrber of 'technic/we and 'etraiegiesci
for introducing and working systonatiatlly_ thrth value issues and
no.rel. dilemmas.. Some of these %%ere. referraiti? in -the memories of various
;pproaches and several will be explored- in -more detail in the 'last
portion of this chapter, These techniques and strategies ant-often
referred -to- as the 'process of-moral and values educationjout we have

chosen to expire a more expanded ration of this ircess. In this regard
we can look at the way key elements in the role of the teachet, the
relationship between reflection and dialogue, and the establishment of
classroan climate can be seen as precomlitions for doing moral education.
In 'essence this is an attempt to focus in on those hidden values dimensions
of teaching in general which must be reccgnized, made explicit, and
related to the aims of doing moral and values education more purposefully.
A third point that is *manly acknowledged by Moral educators is
that the concept of 'teach& must be expanded to include' arpetenoies

_WIlich promote the discussion and analysis of values. The source material

listed for earth of the Trodels, will provide a wealth of information with

regard, to the content of values and moral education curricula t.hich,

becausea lindtaticns;- ve-cannot proi.Fide here.- one sarn4 _source
mat'erials,homver, provide relatively little guidance as to NOW teachers

might organize and implement discussions about value issues. Thus the

purpose of this section of the booklet is to provide an 'overview of

those /Imes and guidelines 'which seen to be the most salient in relation

l8 .13,.;



to points _2 and 3 above.

ROLE OF THE TEACHER I SAME CONSIMATICOS AND GUIDFLINE-S1
,11.011.=1

At least two assumptions contribute to the importance of taking

-abroaft: view of the process of values and moral education than that of

Simply strategies and techniques. For one thing there are implicit

teachings /learnings in the overall perspective of and ovonTnitment,to

values inguiry on the part of the_teacher. :line sense of perspective and

commitment to sound inquiry that faim the backdrop for implementation

of particular techniques or strategies camtinicate certain value priorities

to the students and can be considered part of the process.4. of what

actually goes onwhol a class engages in values education. It is soon

obvious to both teacher and student when techniques and strategies have

been grafted onto rather than integrated into the teacher's normal way

of going about teaching. Although it usually takes some time to achieve

a natural integration of values inquiry into class discussion and to

recognize value issues in the way students talk about and conduct their

lives, it is all more likely to fall into plade if the teacher is on the

lcokart for a more adequate perspective (as well as for better teaching

techniques). In this section on the role of the teacher we offer some

guidelines for building a perspective that couples concern for general

aims (of autonomy, commitment, 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

education is reflected. in the extent to which both reflection and dialogue

are fostered by the classroom climate. Serious and honest exploration

of value issues depends not only on critical thinking skills but on an

acceptant classroom climate which allows for risk-taking and the sharing

of questions, tentative ideas, personal experience, and feelings as

dell as more carefully worked out insights. The acknowledgement of these

features of deliberation is part of making values/moral education real



to siudents simply because each of these is usually present to some extent

when one tries to make an important decision. These dimensions of the

cc icess of value education will be explored in more detail in the section

on Creating an Appropriate Atmosphere for Moral. Education: Dialogue and

Reflection.

ES'OF INDOCTRINATICN

Cne of the most important and legitimate cooncerns expressed by

teachers wanting to engage in values education is the problem of indoc-

trination. 4174 oan I lolowiOnether I will be unconsciously or subtly,

guiding my students towards the adoption of my values ?' Is it legiti-

mate to tell students what I believe, value, and something about. the questions

/ am struggling with?' 'And if I do this, haw can I hope than to take my

ideas "for what they are worth" and then help them go on, to forge critically

their own ?' Do I use different criteria in answering these questions

'When I consider younger students?'

Simply bearing such questions in mind while designing and working

through lessons on value issues can do much to counter the possibility

of indoctrination and to lay the groundwork for the teacher's individual

response to these (impcedng) questions. By way of supporting this effort

we have fOund it important to adknowledge that direct input from the

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 than to deal most constructively with

the input that the teacher and others have into their decision-making.

The teacher's role in fostering development of student capacities for

the exercise of autonomy, commitmentiand fairmindedness will be explored

in this context.

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 looked

at as (nurturant) non-indoctrinative.
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Teachers constantly inculcate values through the judgmentS

they express ut people and events, the rewards and

11.11:
punishments administer, the routines and expectations

they estab in the classrccm,.and so on. One major
argument foil value education in the schools is that it the.

"hidden" value curriculum of the teacher was brought out

into the open and made the object of sustained examination
by stu is ,Fid teachers alike, we could diminish the amount

of ination in values that currently goes on in the

s. But how, more specifically, is a teacher to avoid

trination while engaging in value education?

/
First, the classimust be conductel,in'such a way that relevant
information, ideas and principles' are.constantly being injected
into the discussion, from the teacher himself or herself, from
the students, fran visitors (where possible), from films, video-
tapes, books, n&spapers, study notes, and soon.' It has often
been assumed that in order to avoid indoctrination we must
keep ideas about values out'of the classroom: But on the Fon-
trarv, students can only fight indoctrination - from teachers;

peers, the media, other adults - if they have a wealth of
relevant information and theory at theirdisposal on the basis

of which to make up ti.kr awn minds: -The free, non-directive
group discussion, long seEn as the symbol of the truly free
classroom, can in fact,leave the student easy prey to group
Indoctrination, teacher innuendo, a,defensive return to early
childhood prejudices, or al clutohing-at notions picked up in
this film or that newspaper artifle, for want of some alternative.

\

Second, there must be a genuinely free situation in the class-

room, such that students err not afraid to disagree with a

viewpoint that has been expressed, propose an alternative,

suggest modifications, and so on. The teacher moist exhibit

a willingness to admit mi es, learn fran students, and

acknowledge limitations in or her knowledge base and

capacity to solve value prob ems. The prevailing atmosphere

should be one of 'teacher and students learning together.'

In areas where certain studen have more relevant knowledge

and value sensitivity than the this should be under-

stood by the class (including teacher) and taken into

account in determining the procedure to be followed.

(Beck, Appendix E, Final Report, Nbral Education Project,

O.I.S.E., 1975) ,,

No one teaching style or role is sufficientto 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



in terms of (a) the students' capacities that the'teadher is attempting

to nurture,(b) the particular misunderstanding and inhibiting conditions

which might be affecting students' willingness or ability to exercise

those,capacitiejandp) the teacher's Own capabilities and overal,l teaching

style. With regard to(a) above, we can focas in on three general

capacities which we have Bound help students to be discriminating about

the ideas and inputs of other-people and to be reasonable and forthright

in their examination of value issues; these are the capacities to exercise

-autonomy, to become more committed to the worthWhileness and seriousness

of valueb inquiry, and to be fairminded.

ievelopRieht functions as a general aim of

Imoral education. Each capacity will be erplored.in terms of relevant

misunderstandings and tendencies which we have found to inhibit its

development. We will also present a teacher role continuum suggestive

of the range of teadier inputs appropriate to aiding development of each

capacity' (and overcoming relevant inhibiting conditions).

AUTOUOMY J is a crucial dimension of sound moral reasoning.

It can be generally defined for our purposes as the willingness to reflect

upon and express one's own ideas and questions about value issues. It.

iS-important that this be doneurithin.a perspective which adknowledges

both the influence of and insights gained from other people and the

importance of weighing these against one's own experience and insights.

Two inhibiting conditions with regard to the development of autonomous

thinking nre 1) rejection of the experience and insights uZ 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 conclusions of

others (perhapsborn out of a poor,self-image or. because of a belief

that authority resides in other people's hands). The role of the teacher

in building autonomy and countering the abovementioned inhibiting conditions

can be seen as lying along a continuum of INSTRUCTIWAL LEADERSHIP...

NURWRANT 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 notion of situational leadership where, depending upon the needs and

maturity of both the leader and the group, the type of leadership will

vary along a continuum of task/relationship. Thus, during the. initial

stages of the development of a climate for reflection and dialogue the

teacher may need to be relatively directive and may find it necessary

to insist that students take account of the experience and insights

of others on the one hand or to point out the importance 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

questionsand when is best to help them acknowledge or examine the

function of socially sanctioned beliefs and explanations. As students

become 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.

'Anothef'aspect of the. Instructional Leadership ... Nurturant

Leadership continuum 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 letthings go far enough that

students can see and learn from their own mistakes.

Yet another aspect of this same continuum inclnries the "teacher's

willingness to be involved in and affected by the process of value inquiry.

If students are going to be helped to understand that the teacher is 'an'

but not 'the' authority on value issues, then the teacher had to be

willing to take the steps necessary to make sure the students are not

guessing for either the teacher's answer or the one right answerWY

value issues have no clear-cut answerstand the teacher's willingness to

be unsure and to tolerate ambiguity can be a tremendous force in helping

students see the importance of their own autonomous pursuit of better

and better answers to important questions/decisions.
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The following is a diagrammatic aummary of the points raised

with regard to the relationship of autonomy as an aim of moral education'

to the role of the teather.

CAPAC'IT'Y: ADTONON/

INNIBITING REJECTION of the BLIND =prim of the

CONDITIONS: experience and insights standards and conclusi

of others of others

TEACHER POLE
OONTWO14: Instrudtional leadership Nurturant leadership

CONSIDERATIONS: 1. Are students being open to insights both from other

people and from their cam experience?

2. Are students learning from the kind of discussion

which is taking place?

3. Are students showing autonomy with regard to the

teacher `s beliefs and inPIJV /

looninmai to the importance of value inquiry 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 fo1 study.

For one thing, if they don't recognize the importance of disciplined

inquiry 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 to understand

and critique. In this context commitment may be defined as the willingness

to acknowledge and act on the understanding that engaging in values

inquiry can have important effects on the way we view and conduct our

liveS. It involves discipline and skills development; it is serious

------business but it is also an exciting forum for looking at the goals, ideals,

activities, friendships, and oannibmnts whiCh make life both enjoyable $

and meaningful.
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.TWo inhibiting conditions for building commitment to the

seriousness of value education-tonne bolimind. 1) Firk is the tendency

many people have to ccocartmentalize value education to specific areas

or topics of baron behavior (such as sex), to rules (such as 'never

tell a lie'), or to judgments (such as 'Hitler was evil'). Deoisions

about anytE these cannot be separated from considerations about basic

principles and values; articulating life goals and questions which are

Trost exciting and meaningful for us and understanding what goals, needs,

and questions are important for others are both important and.

challenging. If moral or value issues are seen as calling f6r

isolated decisions apart from a broader moral perspective, they will

not be taken seriously enough and they will not call for committed inquiry

on the part of either student or teacher. Anothewrelated inhibiting

condition in this regard is insufficient recognition of the influence

of cultural, Socio-economic, religious, and historical values not

unly on the ,solutions that teacher and/or student may come up with

but also on the kinds of questions and values issues that the

teacher feels ready to entAain. 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

-written off as unimportant, or at least as merely food for speculation.

The role of the teacher in building a commitment to the seriousness

of values inquiry and countering the abovementioned inhibiting conditions

can be seen as lying along a continuum of IDEALISM ......SKEREDIESIL

Sceetines it is necessary to help students regain their confidence

about the possibility that they can reach important insights into

difficult value questions. Sometimes also' it is necessary to lift the

vision of the students above a tendency to be blas4eabout the irportance

of value questions by then to recognize that there are goals,

ideals, and crucial of some unresolvable) questions which oontinue-bo

motivati2eindividuals to struggle towards deeper understanding, greater



jay in life; and sore authentic contributicns to others. On the other
hand, it is sr:retires important to counter'tendencies to naive idealism

or avoidance of tough value issues by being acznewhat hardnosed and skeptical -

by judiciously playing the devil's advocate. In this regard, vahen working

with older students, it may be appropriate to examire sane of the cultural,
socio-eccnani.c, religious, and historical value biases which might be

affecting their reasoning about value issues. Fran this 'skeptical"
entl_of the =tin= it bacons possible for, the teaCher to help students

examinet stereotypes and unexamined assuptiAns which are so often brought

to bear on roral mpecially at what Kohlberg calla the
conventional, level of reasoning.

Ce important dimension of coranibrent to the seriousness of value

inquiry is discaminaticxi. This is true 'especially with regard to
reflecting on what issues are worth spending significant tine on in
class, to,what extent these issues should be pushed back into a prthing

of the rural perspective underlying therntand to what extent- it is passible
and v.tirthw bile to examine tie ve.i.ue biases that might be affecting botk.-

the reasoning and the kinds questions that are brought to-bear on the

d....ision-making process. To extent both teacher and students

have to grapple with these of discriminations; they are part of

taking the whole thing seriotisly. 'there can be no firm guidelines

except to consider the develorrental stage, the needs and capabilities

of both teacher aril students, the overall airs of the coarse and

to keep bearing the questions in mind.

The following is a diagrammtic suirnary of the'points raised

with regard to the relaticnship of carmitrent to the seriousness of

value inquiry as an aim of moral education to the role of the teacher.
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catriT.,EU TO SERIt.7:S.N.E.SS or VAL*: r -ury

31011811327G caSPARWRITALIZATIcil -PRESMITATICti of rural.

=rams: of moral education into issves as Impossibly

topics, rules; or parents large, =resolvable..
and thus on.irportant

1

=AMR XXI:
CONTIN1304: 13}21,1.5.4 ......... S1 3i3717.3SX_Idevi3.lis advocate)

OMM.VERATTIZIS: 1. Zre stutmts aware of the questions,. id_eals, aqd
life goals %ditch/ they bold in cavort with ethers
as well as the different ways in uhich people express
their values?

2. Are = tudents aware of the importance of the broaier
=Ira' perspective represented by the v..sy they
and others go about raking decisions ,about values?

3. Are studerxs are of the ways in f,thich the 'big'
are practical as well as tireless...

in that are often reflected in the value decisiorra
they ,e in their areal everyday lives? One ray of
putting this is to 'ask;do students see themselves
as 'c e' (as being part of, as contributing to the
impooe of the big life questions) as well as
leff (being deeply Influenced, awed, and aretires

indecisive by value question.$)?

The third capac4 :.'hint we are focussing on is
I. could be defined as . p.1.eciation of the isrporonce ac cons3..erirrj

is gray points of vied7i* a ,413.veitroral issue as is reasonably passible.

There art. two y levatit dirensions of fainnindedness uttich are important

in the context of m6r4 education. First is the willinsness !DO attwpt

t o t nderstand the P,It salient factors (of mitarre, pirsonal experiore
,'

and goals, a.71 idOological carraitnents; uitich !wiped to form late anther's
'1rperspective; f //this basis one can go on to develop a more just,

fairminded cm*/ *le of that perspective on a value ismw. err. is

:he dirrensicrif discrimination as to which points of view are north

examinfng irillsaw depth and as to ha: a i-4atter of point_ f view can ge

ranged 1.1*.representativr? categories
of response to a valTy? 15ue

(i.e. cet. rative, literal, radical, etc). rn this prefoleiks It LS Cr-A1714:11
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ackragloige that =gaily one cannot kaww all the facts or conitct

eochaustive research into everyone's point of vie% but it is irportant

to 031%Si6er criteria for deciding lataI'all3 relevant fa.c. tx and points

of view:
Ono of ttlorighibiting conditiorz is a toldency to oversimplify -

to try to peke one princtiple fit all tit:vatic/ea. This right be an

=tillable point for' rte', as Webertes 1,1*0 of the principle-of °Justitaot

and Oliver and Norian's mu of the principle of the 'Dignity of man9 are

cases where one concept 1XsCCOS3 the ultinztte adjudicating prit'ziplfr
The cautimary note that is intended here is that too narirm a defilliticri

of eiffher of these principles could be wed to cover too broad a =ere
Ai value issues or =al dilrassas:

The other Waiting oanditietn is a tendencY to relativicok

,to havIng no crtteria for cladding on the relative worth of different

arra:manta about a value issue. Students two have'a tenr3mtcy to avoid

Using a stands tiva t7iay be too willing to otorconiete nonilezolyi id-to

tend to sti,erfidal, to mu:aeration of all opinions may
warrant sere modding to taloa at least a 'entative p?sitic9. 'a'

students ;my also fall into the relativist mop becalm they believe

that if they do ta/w a million they ray have to live with it for a
/cm tire. In this regard it in helpful if the teacheirrx3els and
encourages art ,..ppz-eciation tat it is ineVitable often very healthy

and the moral thing to do to recognize that 'previmsly held noral positions,

upon reflecdort and on the basis of greater /05:41ertm and experience,

can lIeW be rectognized as inadftquate or Wrong. an aside, it is t..ften
encouraging to take note of *how far we have =ry in our learningt*

The teacher rol in thisornttext could be seen as falling along

a continua-1 of MIDI/ A SerME LIT srAntrxrt, OF OCtSX1

1M C; A 02,01ILM V:11: -1Trirri Nuardm.Y, k.umart. ti in

the airri of develop carrtitrelot &inv." i tatialCA:14,:igerant that eath of

us is engaged in p suing, in our own aray, rorrp of the sare life cpalr

(such as reaning, ..and Attentions (such as 1.--tdt iu tiksitir*bile

=rafting rriself 'r have an 1.0.mtity apart !rrx t4 r, relet; I ploy
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in lifer). With the aim of fairminde#ess them' is an added focus can
what Wileon calls "gyp', fps tl. W=4 lothereccetsidi?xine, and ICcitlbmg
=IL Saipan identify. as Irole-tzkinability.. Mat is, a careful,
reflective consitiatatime of etat these goals and value questatons really
to an to OtherS, as well as to our It i rtant to Oe
students opPortertitries tao butt and expand their abilities to identify
with other ;evict. This in turn can farm a irore ligitimate standpoint
fmen ettizte. it is xessIble to identify and cate to deeper unkrebending
of epee goals lied principles ehich are held in =rote as evil as those
uhicli are tlifferegit ate possibly conflicting.

completeentari facto to that exploftel above is cn helping
otectits' appreciate the isportance of divergent and conflicting points
of view. iNhest an idea or valve) principle is' turned atetrid, examined
frau many perspectives, and allwed to reb agairlst conflicting per-
oPectiws, there con be a =eh fuller understanding of its may dimmest=
and irplitations. Part of the teacher4s role in helping students achieve
fairttindeinem is to rodel this 01:0111CSS to other ideas, ompled with
a modeling of oennitirent to critical evaluation, The teacher must, then,
be tie, Lo roletaker demzelstra' tiz 1g, that he or she has the willingness
and capacity to see thin is fry the stunts' point of view. Accepting
a student's perception is net the sere as agreeing with it, but that

accep'once can go a Iteng way to aging others to be irfluiring,
faireninded, honest, :end telventureeme in, their deliberations. These
deliberatiorm heve theerli the sensitive teacher will, be
listening for cues indicating the larger concerne of tli-stexlents as
well as be appreciative tie. isolated pe:xe*tiorta err questice4.
Students' deliberations are likely to tura armee sere basic ccikerns
and ealtet issues eitich eireene out of their en:erienev of beim at a
(=win &velopeentel ,stkge in is of roral mooing- end
their role-takine ability, as wall as out of their shared experience of
a particular school and ocerunity, The more these can be picked ep on
and related to bread rural 'principles, the rore real the enleatour of
rural. '4!xiucattee to the students and the, more authentic their reamning
i likely to be.
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The following. is a diagrammatic summary of the points raised

with regard to the relationshipef FAIRKWOEIVESS as an aim of moral

edwatien to the rale Ofths-teacher,

CAPP=IY: frastktrmum

mien=
avnractIst menr-SIATICATICI4 tlIATIVISM

TEACHER ROLE Building Sense of Stability, Taking a Ccrplax

Common Principles & Coals .....Approach; Sensitivity
to ambiguity, pluralitA

ccasrnmrinusl I. Are sbL4ents willing and able to listen with
openness and dis=imination to other people's

points of vier?

2. Axe students able to recceni2e,the ranee of
Ivestions, points of vie, and facis that are
relevant to consider?

3. Are students able to recognize the importance of
probing for the most appropriate principle to
he used in coring to decisions but particular
value issues or moral dilerma?

MAIM Ar APPPOPPIATE ATWISPREFE FOR ?ORAL EI X..aatm
111.00/0..11.1,

k. trtr r Inormr 7t:r7i REFLF.CTI

-.11

The previous discussion outlined both consideraticns around autencre,

commicment,and fairmindedness as general, ears of education and the

role of the teacher infacilitatina develoyment of these capacities in

students. The pursuit of in into values issues as it takes place

in the classroom hirpes not only on the perspective that the teacher is

able, to 'mirk from but the euality C4 ita',ei!eil reflection and thterpersonal

dialogue that the teacher is able to foster. These features of-c the

actual nrocep of dome moral education are often treated separatele,anJ
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it is the purpoee of this Section of the chapter to point out ways

inutic6 reflection and dialogue are interrelated aspects of values

inquiry. It becomes aparefit'that tyre are also more stibtle dimensicns

of wiiattnight be called cidssrcan'climate which contribute t6 the

quality of reflection and dialbgue that take place. These dimensions

inaude thewillingness.to take risks and the acceptance of tenta4.%ve

ideas, feelings, persor-1 experience, goals, ideals, and resietances

as inputs into the 'process of decision -making about values issues.

These will be explored in the context of a loo}: into the complementary

roles of r,flection ana dialogue in fostering sound values inquiry,

Dr. John Eisenberg and Paula Bourne make the point below that

the reasoning and'communication skills which comprise this process of

doinglneral education are integrated and mutually enriching. This

insight is deceptively simple; it holds broad curricular implications;

it is often missing from the literature which deals with oommmication,

dialogue, and group process skills on the one hand and the literature

which reviews develocrental aspects of moral reasoning or skills necessary

for principled reascnin the other hand.

'or teachers who are concerned with evaluating the effectivensss
of specific teething techniques and strategies for dealing with
moral issues, it is possible to recognize and document the
development of a number of integrated skills used by students in
discussing moral issues. Included among these skills are the
following:

1. social skills in relating to others;
2, verbal skills for expressing and articulating positions etc.;
3. self-awareness in recognizing one's can values and belief

structure;

4. sensitivity to the thoughts and feelings of others;
5. perceptual abilities to recognize relevant conditions;
6. a conscience or sense of right;
7. an imagination, or creative abilities for discovering new

ways of dealing with problems;
8. rational abilities to argue persuasively and consistently,

to use analogies effectively, ete.;
practical abilities for implementing decisions or putting
decisions into practice.
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1 The nature and value of such skills and abilit3es die, however,
partly dependent mho,/ they are integrated with other aspects

of the discussion. Skills cannot be developed singly and
independently; the-use of each depends on the use of the others.
br exmlple, sensitivity without reason is undirected, while
reason without sensitivity is crass and machanidal; and both
sensitivity and reasoki*thOut a conscience or sense of right
could be humanly and socially disastrous.

30, Vol. 6, No. 5, Dec., 1975, p. 18)

approach to the interrelatedness of these skills is to step

back and look at then as ,general features of the way reflection and

dialogue interact. The jorsCesses 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 reflection might take the form of identifying

insights based on personal experience, identifying one's present under-

Standing of experiences shared by friends, family, authors, poets,

musicians, historians, filmmakers, dramatists, etc., or even identifying

hesitancies, questions, and feelings that'are aroused when considering

amoral problem. These may be elicited in any number 8f ways including

writing, drawing, and silent reflection. Netheds for tapping into

individual insights will be discussed in the last section of this chapter.

Initixtlly, 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,

or whatever else is found important in relation to a values issue) and

the other person's role is to be attentive and not to say anything while

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 plaints

which were unclear) Finally, bath can explore further ideas about

the issue(s) or i-2.aa(s) raised by' the speaker. Roles are then reversed.

This reflective listening can also be done in small groups, al

usually it is easier to begin with pairs.
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This kind of dialogue process can help students becate aware

of the ekent to which their ideas, questions, and insights are clear

enoogh am minds that they can be summarized to another

It can help to sensitize students to the ideas, confusions, etc.

that their peers bring to initial discussion of a value issue. It

is a way o acknyaledging the importance of the initial percepticns

and experience they already have; it is a way of helping to articulate

and s114re .hese in such a way that the gaps and differences in their

unders6n4ngs can become vcre available for exploration at a later

Phase f#1 the.process; and it is away of building a common set of Shared ,

underltanding. All these can form a base for going on to explore other

principles, insights, questions, and facts that would put their initial

understandings into "more perspective and would help them to generate

insights and to practice more principled reasoning. Here the role

of 4acher is crucial -,both in helping students summarize what they

haveisharteand learned and in helping them go on to explore other

prinLiples,-examples, etc.

After gathering this kind of data base, the next level, of dis-

. cussion calls for a closer alliance between the inputs of reflection

artAiiiPiloaue. Reflection can help to make dialogue/communication more

autllentic and clearly articulated. If one is able to step back and
.

reflect on just what one weans to say and on haw it might be received

and understood by a listener, then it is probable that the discussicas

wiI?. be more productive, with less chance for misunderstanding and

deffnsive reactions. Reflection also involves making room for new

id4s by acknowledging inconsistencies, irrelevancies, and generally

aidequate res ponses. An emerging moral perspective which is more con-

relevant, and generally adequate is often forged by the creative

int4rface between an openness for new ideas and the challenge (through

daicgue) of other perspectives. reflection helpsAnd finally,i

reasoning patterns,co
n

umm

tication
by the process of stopping to identify

thus, and ideas which can he gleaned from previous conversations and

applied to new ones.



Dialogue in turn can help to clarify and deepen one's reflection

and understandings. It should be noted that dialogue encompasses not

only the interaction between teacher and students, the traditional

operational definition, but also requires that students interact with

fellow students and that both teachers and students reflect upon the

process itself. The process of sharing ideas and probing for honesty

and clarity can unearth feelings, motivations, fears, and ideals which

are often important undercurrents in the stream of ideas being explored.

Dialogue also helps us acknowledge and experience the fact that a key

part of our moral learning stems from what we learn fratrand ha./ we

react to others. And finally, the act of voicing ideas and questions

is\usually a call for expressive clarity - a key factor in a person's

abil ity to be an active and responsible participant in values discussions.

B. THE ROLE OF CLASSROOM CLIMATE:
AC CRMANCE

wip OF RISK-TAKING AND

Classroom climate is the most elusive but perhaps,one of the

ncet crucial elementsin values edbcation. Classroom climate nay be

loosely defined as the "feeling tones of the group", those different

combinations of attitudes-(toself, others, and the group'S-purpose),

leadership 'roles, and friendship and .caanumication patterns which

generate the learning atmqsphere. In turn,.different atmospheres or

climates elicit different kinds of learning. What is ssible, and,

an important aim for moral educators is to create COnditions

which can best fanilitate what the various cOndepticmsi of values and

moral 'education previously_reviemD1 have labeled as "discussion",

"reflection";-"sddiafracticrP,and "dialogue".

The Reflection/Dialogue process is in reality a Creative con-

frontation with self and others. Such a process calls for some degree

of risk-taking an the part of both teachers and studentS. Teachers

who have been used to operating as the Authority and who; have been

unwilling to share with the students reasons for their beliefs and the
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fact that 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

studen1ts who not pray are concerned with what the teacher thinks about

than but also worry about what their classmates are thinking. Miller

comments:

"Not only is the teacher-student relationship often
an impersonal one, but institutional pressures
encouragtillack of communication among the.students.
Because e emphasis in many classes is on discipline,
and control, the students learn not to communicate
with one apother except in the manner prescribed by
the teacher." As Jackson puts it In a sense, then?
students miist try to behave as if they were in solitdde,
when in point of fact they are. not." (1972)

Jules Henry further illustrates the nature of the problem in a fifth

grade arithmetic class.

Boris had trouble reducing 12/16 to the lowest terms,.
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 paralyzed. 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
ofhands appear, and the teacher calls Peggy. Peggy says
'that-fourimay be divided unto the numerator and the
denominAbn.

-.

Henry comments:

Boris' failure made it possible for Ici-g-gy-to succeed;
. .

his misery is the occasion for her rejoicing. This -is

a standardoondition.... (Henry, p. 295-6)

The teacher in this example certainly

Boris, nor did she probably realize the cons

of this process has on students' willingness

"School metamorphoses the child, giving it the

can manage and then proceeds to administer to the self it has made."

(Henry, p. 296).

id' not intend to hurt:

ces that the repeating

engage in dialogue.

ind of Self the school
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1
The phenomena of student isolation and eventual withdrawal may

also be seen through a mccal development perspective as articulated by

Kohlberg. Classroom conditions which inhibit risk-taking, acceptance,

and social interaction in classroom are not conducive to moral development.

The Kohlberg model terminates with the post-conventional or aUtonomous

level, of development (stages 5 and 6), and it might be asserted that

forcing students into Merely passive receptors of "truth" from the

authority called "teadher" creates.00nditions which reinforce the

Student's operating at the-preoonventional (stages 1 and 2) and cm-

ventral (stages 3 and 4) levels. The example of Boris exemOilifies

the lesson that one must succeed at another person's expense, possibly

reinforcing a NOhlbergainstage two notion of justice which causes one

to view others in terms of one's awn needs. When schools demand adherence

to external authority as the sole arbiter of coral decision making they

thwart mcvement teward post-conventional development. "In sum, an

institutional morality which supports instrumental hedonism and action

in adoordanoe with external expectations is not conducive to moral

development and the eventuality of autonany.",(Miller, p. 113).

`One-,of the most important elements of classroom climate is what

rogers calls
\\

an:acceptant climate.' Such a climate would generate trust,

openness, tolerance, empathy, and a respect for divergent points of

view; that cooperation rather than competition, for example, becomes

the norm depends to a large degree on the extent to which the teacher

models these dimensions of 'acceptance' in the way he/she conducts the class.

INTRODUCING AND ORGANIZING VALUES DISCUSSIONS

VALUES TOPICS

1. Role-Playing

pole-playing is one way of animating personal interest

in values topics. Michael Scriven (p. 12) asserts:

212
206



The danain of morality is simply the domain which is
concerned with assessments of actions, attitlxleq, and in
general any behavior that may affect other people, judged
from a particular point of 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 point of view
of all involved treated alike:A first step in lifting
ourseeviniftanceran which we can really judge
on the basis of all involved being treated equally might
be to role -play the feelings, observation, reactions and
desires of the particular points of view - of each of the
main people involved in the valueconflict.

It is debatable whether role-playing can actually duplicate the

emotions, fears, and spontaneous reactions that Thight occur in a real-
,

life situation - this could 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 feelings

and icleac, (b) to practice empathy and rolettakiog skills, :)'to exercise

acceptance of other people's dramatic interpretations and points of

view, and (d) to relate affective and cirmustantial dimensions of moral

decision-making to the value principles and personal life goals which

can be brouaht to bear on the situation. It is:important in the context

of moral/values educatikon that role-playing sessions be folladed up

(even on the next day) with opportunities to discuss principles that

were both explicit and implicit in the way, the situation 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 be applicable.

Pale - playing can also give students an opportunity to recreate

and evaluate 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.
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Same general guidelines for the use of xole4playing are provided

by Shaftel and Shaftel in their book RULE -PL PING FOR SOCIAL VALUES.

They steess the importance of being as clear as possible about the nature

or the siturtion, the cirdumstances surrounding it, and the characters

thaiiiiies-s4.3fnti: will be -roleTplaying. Brian Way's DEVE10PMENT MYOUGH
-

DRAMA provides some nxoellent graded exercises in listening, concentration,

imagination, movement, use of sound, characterizationland improvisation

as skills that will help students be clear in their presentation of the

situationthe circumstances, and the characters.

Shaftel and Shaftel suggest 9 basin steps in the role-playing

3equence:

1, warming up the group (prOblem.confrontation)

2, selecting the participants (role players)

3. preparing the audience to participate as observers

4. setting the stage

5. role7dplayihg (eractment)

6. discussing and evaluating

7. 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

facilitatingla role-playing session:

1. a non-evaluative position with regard to different solutions

possible during the role playing;

2, a suppoitive attitude

3. a 'listening' for the underlying meaning/feelings in the

way students are enacting their roles.

The teacher can use open-Tended questions to play a very direct

and crucial role in helping participants to get a sound grasp of the

roles they will be playing. It is usually best to choose role players

who you think can fairly quickly gain r --mnd sense of the character,

but it is also important to encourali 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 draw on the insights

and creative imagination of a small group of Plagsmates. Group members,

could help the role player to rake inferences about the reasons, assumptions,

needs, and intentions, etc. which are affecting his judgment and behavior.

In discussing and evaluating the
role-playingi session it is helpful to

relate the dramatic situation to the personal experience of the students.

Some possible questions in this regard are: 'What do yollIN74 know about

this person's beliefs and experiences?' 'What would you have done? Eby?'

'Have you ever been in a similar situation ?' How did you act and what

criteria were you using to judge and act ?'. 'What does your action fp33

you about yourself?' 'Why (why not) are you
satisfied with the role-playing

session?' 'with your own iesponse7' 'What else might you have needed

ps know to have made the .role - playing better?'

2. .sing Current rvenes and Personal Experience

Another set of strategies clustersaround the use of the current

concerns and interests of the students. Such*approachescanbe used to

generate a'sense of Personal involvement in the task of clarifying and

working throughvalue issues; they can also be used to hap students to

become aware of the range of value issues whichother individuals,

cultural groups, nations, etc. are
facing. :rhe'following are a few

suggested strategies for generating values topics:

a. Ask students to Snake a collage of pictures/ads frcraraga4ines,

journals,and newspapers Nhigh 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

collages and the issues they represent. that were the criteria that

different students used?

b. Take a .school rule such as compulsory attendance and discuss

the intention of the rule from different points of view (principals,

teachers, parents, students, employers) and discuss the value
assumptions

underlying each. What types of value conflicts can emerge? What criteria

could be used for deciding which value is most important/realistic? Also,
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sdiscuss in to of distinctions between minco;an" 1:Pal4es and "wide

values.

c. Have students keep journals In which they record their adhieftementS

each day, the most irrIpartiult =rents of the day, the most important

learning, er, most irrIpm:tant question they are left with, what they didn't

do, and what they wish they had done. 1-21at value 'means ' or ultimate/lend'

value is represented by each? at does this tell them about the current

value prim:it'ss in their lives? Hoc might these shift in the future?

d. Miamine the value issues raised in the songs/Music they listen

to, cartoons, different kinds of newspapers and TragaZineS and graffiti

they see on the streets, T.V. programs, movies, advertisements, parlour

games, and organized sports. Are .there any themes in the value issues

they see around them? Ikhr 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, uthy?

3

3. General COnsiderations for a, PrOblem-Solving Apiproadh

It is often helpful to keep a checklist of the axisidarati.ons_that

one wants to bear 'in mind while designing and evaluating a lesson unit

related . to values issues. She following list is suggestive-of a range

of con4derations to which the teacher willrtedly make additions

- and Addeletions.-

-ts the moral dilemma or value issue pitched to the interests !

and reasoning levels of the students?

b. Now can I best help them to recognize the central preblem?
And have I helped them breel the central problem or issue into

manageable slib-prOblems?

C. Have we dealt with and distinguishd rearm values (such as wirn*
a track pc(t) and ends/Ultimate values (such as pursuing excellence,

self-f41fillment, meaning, etc.)?

d. Are they (and am I) clear about what counts as a good

solution?

e. Have I helped them see, where .relevant, that there might be
.several a3ternative good solutions?

210 2 1 G
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f. Have ta)ern account of past e)Terien, feelings, beliefs,
values, attitudes, asstrptions, life goals, self-concept, outside
influences fray!, fmtily, peers, culture, etc. - as 1.N.,11 as takin
account of relevant slnciples, concepts, and facts?

-Have reoognized natxral breaks in the topic and in their
interest level?

h. live l been able to reintroduc' e the topic it a later d, y in
a ley which strratu-izes what has been learned and.hcw relates
to the topic presently at ha,ndi and in a 'hey which es
rmeciied interest?

1. Have we dealt with possine action, with activitiel which students
wad engage in as a my of following through on `and :possibly
realizing, living, and testing - their value ccridtrrenb37
Have tft tackled this in a way which is real istio",given the con-
straints teach= and/or students have to cope with?

j. Are the notes that students take may with t1 maul- Do
they have oopieS of the mercises, issues or dim, principles
for reflecticn, and oonolusions?

k. Have I given. students opportunities to raise t ue issues which
are really irportant and current for than? Orin 'arcagrous
I'alues question Box can be useful here.)

1. Have I helped 'them relate the vale issue andtprinciples to
their atm lives? Have I also given them the 'right to pass'.
when wv talk about personal experience?

Ih ORGANIZILY; WiLuts nISMSSMIS

The foLlatring three outlines indicate different way of-organizing

values discussions. The first outline is oriented to working with

value principles and ultimate life goals; the secomi and third_are more

oriented to moral alarms.

an'T.DIE, I

1. a. Introduction of topic
h. rind and discuss principles
c. Discimsicn meaning of principlets)

2. rind and disctos ayamples
colinter eynroles

h. other relevant examples

2 1
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rind and discuss reasona
a. for xitriples
b against PripiiPles

4. Push ro back to ultiente life goal$ imeaning;haminms,
self-fulfilbnent, etc.)

S. Pizr1 and dL,cuss relevant ticx, circumbances, under
whidi the principle

a. holds
b, doesn't hold

6. Find and &scum relevant information.

7. Think wilat you %aould dor feels r:-ay

5. Thirklt'What of perms, wcxald do, feel, say

9, of analogies

10. Act out what you would do

,11. Act out what other petrol% would do

12. Ity out iat you would do in =tool, ocarsainity

23. }1e1ate the topic to filre, plays, Merature, poptilar sayings,
etc.
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'amaze It

1. SZIUNIICti

Rio is involved? iwi what i their (a) present staid?
(b) stake and pbw..r with regail bo the situation?

(c) scarp/ideals?

Have I considered all the farms'?

t I understand the facts, ttIns conoept, issue?

.2, AlitERNATIVES

-What are the alternatives?

Arn x able/Willing to understand these from others' points
of.reff..renb-61

Nhat are tha consequences of each alternative?

An I aware of nty own feelings, biases, values, assumptions?

3. CRI:CE.=

Have I considered the appropriate criteria and ultimate
principles? i.e., right-wrong/good-bad/praiseworthy-blameworthy?

1i4mr does my viz', of human nature affect the criteria /ultimate
piirziples I will vse to decide among alternatives?

liCwrealistic and upiversalizable are my criteria?

4. Decision

AmI willing to support my decision in the form of action?
1..Ity/why not? How?

'What can I learn about my am values/valuing process fran all
this?

What analog moral dilemmas I'm reflecting on might be
affected by this decision/valuing process? How affected?

21;
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OM= In\

TENTATIVE DIAGRAM OF PROCESS OF WOFOUNG TM= AHDRAL DILEMMA

=FRONT a Nbral Dileana

1. PRESMUTRE DILEMMA. State it in terms of conflicting values.

2. STATE the curcumstanms.
3. FM AND Discuss the terms, ccncepts, principles.
4. STATE the value conflict(s) for the central character(s).

S1 a qualified position

5. Reflect an an individual position:
a) state the alternatives.
b) ntate the probable consequences of each alternative.
c) review the "consequences of the consequences".
d) state the criteria and. ultimate principles which could be

used. to decide what alternative is best.
e) state a.teatative position and 3 reasons why you believe

your position is the best you can think of.

ECeflect on a class or small group position:
a) share tentative individual positions and reaSbns.
b) discuss/dabate steps a-e in #5.

EXAMINE REASONING

7.. Check factual assumptions behind qualified value osltl on.

8. Examine different reasons in terms of:
- analogous dilemmas
- dilemmas class has worked with previously
- applicability of the ultimate principle being 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.

REFLECT & imam on individual position

9. State reasons for an individual position.
10. State an intended action which would support that value

position.
11. Consideraticn of anintended effects of the actim; consideration

of whetter/where axe the means to carry out that action.
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Filmography

..

the filmography is based on films that are reArlily available. Mile

excellent American and foreign films exist, the difficulties inherent in

getting them preclude their listing here. The ,list offer%1_4by no.

means final but rather an initial one bo which the educator can Contin-

uously add. The attempt at classification is rough, and in no sense

should it substitute for the educator's own appraial aneuse of the film.

Several of these films would be classified bydifferent.educators in many

different ways. The film Free to Be You and Ma, while being of great

interest to pre-school and elementary students, also has great appeal to

the secondary school and adapt population and indeed is a treasure house

for those interested in psychological developmental theory. In short,

many films have a multifaceted appeal for audiences of different-ages.

While no attempt has been made to prescriptively evaluate these

films, there does seem to be a general consensus that the following are

particularly appealing to a wide audience in the field cf value education:.

alskALiMby, Child Behaviour - You, Three Looms Waiting, Here Cares

the Judge, Shbws Promise Should Go Far, Bridging the Gap, Children of

Our Time, Free to Be You and Me, and Coming Home.

It is useful to preview the film and draw up a list of issues

rise' out of utt so as to initiate discussion.

/ The al±reviations below indicate where the films may be obtained

"And the disciplines into which they may be roughly'categorized. (In

many cases the source listed is not the only one where the film may be

found.) All films are 16 mm.

i2 2 1
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Source Discipline

Central Ontario Regional T.ihrary System
Metropolitan Toronto Library
Ontario Institute for Studies in Education
National Film Board

CORLS

OISE
NFB

Coamunications C
Drama
Psychology (Dev) P
Ethics
Sociology
Values V

sans TIME AMID= SOURCE DISCIPLINE

Adolescent Responsi7 25 min. sSec Adult MTL' P E V S

Being a parent is difficult, but so also is being
a teenager. The film illustrates the struggle for
independence and formation of new values.

All the King's Men 20 min. Sec-Adult Marlin Films EP S
Port Credit .

A popular politician fights to retain his office
with a panoply of unethical tactics. Do the
ends justify the means?

AnYthing You Want 38 min. Sec -Adult - (Films S V E P
to Be Port Credit

A young girl describes what she would like to be,
but the acoanpanying visual tells a bitingly
different story.

Authority and 32 min. Sec-Adult CORLS ESPV
Edited from The Caine Mutiny. Shows the disinte-
gration of Captain Queeg and the growing moral
dilemmabf Ensign Keith.

Beauty Knows No Pain 28 min. Sec-Adult CORLS E S V P

Documents the selection and training of the Kil-
gore College Texas Rangerettes and raises serious
questions about the social values of such an
enterprise.

Bill Cosby on 25 min. Sec-Adult CORLS E V P S

Rebellion

Prejudice

Bridging the Gap

Bill Cosby does a monologue as a bigot by starting
out as a man who has nothing against anyone . . .

except. . . .

32 min. Sec-Adult- MTL P V S C
Parent

An enlightening session with Doctor Thomas Gordon,
who engagingly discusses various methods of resolving
parent-child conflicts by the application of his
methods of Parent Effectiveness Training.

2
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TITLE TIME AUDIENCE SOURCE DISCIPLINE

The Broken Bridge 42 min. Teacher- CORLS P C V
Sec Adult

Shows American therapist Irne Kassrla during a
session with mentally ill children who are unable
to communicate with the outside world.

The Burden They Carry 28 min Sec-Adult MTL . P S C

A Swedish sex education film sed on informal
talks with young children and teenagers.

But What Happens; If 52 min. Sec-Adult, CORLS P V S
the Dream Comes qlue?

An American documentary on an affluent family who
6 achieve the Great American Dream but find

resulting disSatisfaction.

Can a Parent Be Human? 12 flan. Sec-Adult CORLS P V S

A group of teenagers discuss qualities they
consider important for parents to haVe and act
out role-playing situations.

Challenge of Change 15 min. Gen MIL P V S

A kaleidoscope of movement and sound, a montage
of urban and rural life reflecting on the
creativeness of man.

Changing Life Scripts 30 min. Sec-Adult CORLS P V S

Eric Berne talks about how people are born princes
and princesses and are later turned into frogs.
They learn to feel not "0.1(4" and thus live out
their lives. Method of changing their life scripts.

Child Behaviour - You 12 min. Sec-Adult- NFB P S V E C D
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 development.

Children of Our Time 57 min. Sec-Adult- CORLS P S V E
Parent

A CBC documentary of children from broken homes.
Their problems are poignantly acted out, with
commentaries by Doctor Rabinovitch and many
other experts.

Chrornophobia 11 min. Sec-Adult- CORLS S V
Gen

The dilemma of a society in a rigid dictatorship
and the emergence and victory of the free spirit
over dull conformity.
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TITLE TIME AUDIENCE SOURCE DISCIPLINE

Caning Hare

25 min. Teacher OISE
mp 131

Based on Piaget's developmental theory. Inclusions
and hierarchical formations.

85 min. Sec Adult- NFB P S E V D C
Parent 106C-017007

Excellent portrayal of a communication and value
block in a Canadian family. ProvidPc excellent
discussion base for a wide range of value topics.

Conscience in Conflict 32 min. Sec-Adult- MTL E P D
Gen.

Based on the movie A Man for All Seasons. Sir
Thomas More must choose between his 'conscience
and his king. -------

Conservation 20 min. Teacher OISE D P
mp 132

Piagetian conservation of quantity, length, akea,
and volume.

Coping with Parents 15 min. Sec-Adult CORLS P S V C

Three typical conflicts between teenagers and
parents with each situation shown twice, the
wrong way and the right way.

The Early Years

The Education of
Phyllistine

50 min. Sec-Adult- London Life P V S E C
Gen Box 5560

London
Examines what many experts consider to be the most
crucial years in a human's life, fram birth to the
beginning,of school.

56 min. Sec-Adult- OISE E V P S C
El-Gen mp 480

Alienation and prejudice as they affect a young
Indian girl in a white school in the north.

Erti12t ne 16 min. Pre -El- NFB V Ecology
Sec Adult 106C-0171048

Prcm outer space, and then as camera closes in,
shows what man is doing to our planet; many
challenges and responsibilities are presented.

.
A Fable of He and She 12 min. Sec-Adult CORLS P S V

humorous view of life on a mythical island where
male and female roles are clearly defined until
unusual events force both sexes to assume different'
roles for survival.

2 2
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TITLE T1ME AUDIENCE SOURCE DISCIPLINE

The First Mile Up hOilin. Gen NFB V Ecology
106B-061085

_ A film on air pollution with surprising disclosures.
Disoussed by engineers, health authorities, and
Linos Pauling.

----Five Easy Pie

;

--17-Min. Sec-Adult ,Marlin Films E C P S
Port Credit

Edited. Shows a-youngjnan, estranged frau-his
fataily and his pastreturni4diame to face
emotional-and munication proiiii6as-andgaini

--- newinsights.

Flowers on a One 57 min. Sec Adult MEL S P V
Way Street

'community issues and socialzonflicts'and
A story tbout Yorkville Avenue, dealing with

interactions. .

1

Formal Thought 32 min. Teacher OISE P
np 481

Deals with Piagetian application of formal operations
of secondary school children.

Formal Thought 37 min. Teacher OISE
mip 490

Piaget. Deals with spatial relations, object
permanence, schemes, and other aspects.

Free to Be You and Mb 38 min. El-Gen- CORLS P S C D E V
Sec-Adult

Delightful film urging children to make their life
choices on what theS", want. Includes sane of
America's best actors. Encourages a strong
positive self-image and'interpersonal relations.

From Sociable Six to 21 min. Teachers- NFB P S V
Noisy Nine Parents- 106C-0154012

El-Sec
Shows the meaning of various types of behaviour
and a way to guide children through these baffling
times.

From Ten to Twelve 26 min. Teacher- NFB P S V
Adult-Sec 106C-0256020

Shows young adults in the making at home, in
school, ,and in groups.

The Frustratirq Fours 21 min. Teacher- NFB P V
and Fascinating Fives ''Adult-Sec- 106C-0153012

-Gen
A study of their behaviour, which vacillates
between helplessness and vigorous self-assertion.



TITLE

tics

TIME AUDIENCE SOURCE DISCIPLINE

58 min. Sec-Adult- CORLS __V' E S

Gen
-----

----
:

A question-ofmbiality. A distinguished group of
tists from various disciplines examine and

probe hts of an individual and society.
Produced by

He Acts His Age 15 min Sec-Adult NFB P S

106C-0149013
HEN a child's development keeps pace with his
physical grcmth and play habits.

Here Comes the Judge 25 min. El-Sec- MIL EDPE
Adults

Ethical improvised drama by Dorothy Heathcote.
A dilemua is acted out by children of different
ages with surprising results.

Heroes and Cowards 32 min. Sec-Adult E V P

' Edited from the movie Lord Jim. Peter O'TOole as

a young sailor is caugERTITTaiiermih when he must'
choose between himself or his passengers.

High School

-I Owe You Nothing

I Who Am Who Am I

75 min. Marlin Films
Port Credit

A documentary on a large high school which seems
to be confusing discipline with learning.

10 min. Sec-Adult CORIS P S V

-
Pcgroup of teenagers act out twriintense role-
playing situations between.mother and son and
daughter; lively discussion on parent-child
mutual obligations.

17 min. Sec-Adult MTL S V 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 MTL S V P
to Be Right?

A parable told b- Orson Welles highlights the
centres of decisiveness in- society: the generation
gap, war, poverty/

Jamie v 28 min. El-Sec- NFB
Adult 106B-0164112

Shows how the emotional development of
affected by parental attitwles and how
carried to extremes can be detrimental

PVSE
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TITLE TIME AUDIENCE SOURCE DISCIPLINE

The Learning Process 50 min. El-Sec- London Life "VS V
Gen Box 5560

London
Exactly hoW we learn, what ie the best way to
impart knowledge, inhibitors to this impartation,
why peoplesametimes-haveLphotographic memories,
and why same otherwise bright children-have
difficulty in reading.

a Tin 7min. El OISE P S V
mp 422

ins cartoon fashion with a child's pure joy
of life beili4-dimmed-b. grey buildings.and over-
whelming responsibilities.

Little White Crimes 10 min. El-Sec- CORLS E V S P
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 hemakes his way towards his goal.

A:Eh...Follows Me 26 min.
.-,...
Teacher- OISE V P S

\Zidli1t7Sec mp 415
Based on PiageTells us about the construction
of real#iyln a CbIld's mind, psycholinguistics.

121, Covintry Right or 8 min] Sec-Adult MPL P S V E'

Sequences taken fram the film Summertree, a
rejection of the Vietnam War; parental and
societal pressures on' a coille§e student as he
must make crucial value de isions.

Wrong

New People for Old 48 min. Sec-Adult MTL E V S

Research in genetics brings a starting discovery
with grave moral consequences; thr discovery
could tyrannize the world.

No Reason to Stay 28 min. Sec-Adult NFB E V P S C

Allook at the school dropout and what he drops
oft -from. Dr !s high school prepare young people
for adult life?

One Plus One Equals 10 min. El-Sec CORLS E V
Three

Deals with the problem of power. A giant convinces
a dwarf that 1 plus I equals 3 until a larger giant
comes along and then it's 1 plus 1 equals 4.

;g7



TITLE

Paddington Lane

Phoebe

TIME AUD 411 SOUR..T DISCIPLINE

24 min. Sec-Adult CORLS P V S

A young couple living together offer a unique
view of life behind the facade of young ideas
challenging society.

28 min.' 12-13-Adult OISE
rrp 422

A teenage girl's feelings of uncertainty when she
realizes that she is pregnant and faces a em
that will change her life.

Pride and Principle 19 min. MTL E V
Adult

From TehEirid5222211:51LesiLlai, Japanese and
British cOmmandem engage,in a battle of wills
over questionable matters of 'principle.

P SVE

The Purse

Reflections

The Right to Live

Rock A Bye Baby

A Rock in the Road

The Seriousness of
Play

12 min. El-Sec- OISE
Adult mp 465

Probidns-of_conscience, motiva4.
integrity of wand others.

don,

15 min. Sec-Adult:-.7(:6k1---
El

A short, sensitive film probing the nature of
friendship between children of different ethnic
background and the damaging effect of parental
prejudices.

E V

honesty, and

17 min. Sec-Adult CORLS E V P

Edited from the movie Abandon Ship. A captain:
must decide when a storm canes up who will be
throws, out of the lifeboat to save the remaining
passengers.

30 min. Adult-Sec- MTL P S V E C
Gen

A dramatic, powerful film showing the devastating
effects ofthe withholding of tangible love, first
with monkeys, then with humans. Once s'en, not
likely ever to be forgotten.

6 min. Pre-El CORLS E V 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 P S V
Gen

From 'The Nature of Things" (CBC). Concerned with
early childhood education and behaviour.
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TITISE TIME AUDIENCE SCURCE DISCIPLINE

The Shattered Silence 27 min. Sec-Adult CORLS E V P S

What are the rights and obligations of young
people in a society in the matter of acceptable
sci.cial behaviour?

Shows Promise Should PSVE58min. El-Sec- York Univ.;
Go Far 1

. Adult OISE
most unusual BBC film depicting four gifted

en in one family raising important questions
!as to the effect of.enviravrent and teaching methods.

Sixteen in Webster 47 min. Sec-Adult OISE S P V E
Grove mp 468

Themes concerning parents, schools, marriage, and
' societal pressures as they affect teenagers in a
vrosperous.small American urban community. The
dangers of conformity carried too far.

Strokes 30 min, Sec.-Adult CO

Illustrates clearly the human need for recognition.

Take Another Look 20 min. Sec-Adult CORLS P.E S V C

Presents an incident where both the teenagers and
the police seriously misjudge each other, take
another look.

The Task of. -the 30 min. Teacher-, OISE P Vr-C
Li Sec-Adult mp 363

Doctor S. I. Hayakawa brilliantly exposes the
relationship between personality and ccumunications
in terms ofthe role of the self-concept in
accepting or rejecting Message, plus value in
nonevaluative listening.

The Teens 26 min. Sec-Adult NFB P S V
106C-0157014

Behaviour. of three teenagers in urban family:
their attitudes, actions, similarities and
dissimilarities, time of adjustment, and moulding.

The Terrible Twos and 24 min. Teacher- NFB P S V
Trusting Threes Adult-Gen 106C-0151028

How parents and teachers can constructively deal
with behaviour at this age.

The Test 29 min. Sec-Adult CORLS E V P S

A teacher reagns rather than condone cheating.
Who is responsible?
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TITLE

This Is No lime for
Romance

I.

Three Loans Waiting

Up Is Down

Wait Until Your Father
ComesHame

Walk in Their Shoes

The World of Three

TIME AUDIENCE SOURCE DISCIPLFNE

28 min. Sec-Adult NFB P S V Ei C
106C-0166114

At a summer cottage a woman takes stock of he
life, her children, her husband, and her
fantasies .4. a time to renew.

55 min. Oen OISE P E S'V\C DI

A brilliant dccumaitary on trw:dialogue and,
communications through four improvised dramas
showing what a gifted teacher can do and have
children do themselves, as well as have know:.1
ledge flow through from the children to the

6 mth. E
Sec-Adult

Humorous dealings with the right and\irong way
to use films and other visual Aids in'thb best 1
British Navy tradition.

11 min. Sec-Adult O2RIS P S V

Teenagers role-play situations*of female vqrsus,
male roles.

23 min. Sec-Adult CORDS C PiS

Emphasizes the need for understanding betaelne
parents and teenagers. Older brother left' ,in
charge finds himself echoing many of his parents'
admonitions.

18 min. Pre-El- NFB
Sec-Gen 106B-0166076 -

The world of three as seen through the
three-war-old oil the receiving end of
called child training.

2:i
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