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o Abstract
: | The purpose of this study was to deve1op'arVa1ues materials .
‘ ana1ys1s system which cou1d be app?ied to social studies materia]s 1n
order to detennine the value approach or approaches’contained F1rst,
to deve10p the ana]ysis system, this study examined Jhose authors who
. are concerned with va1ues as they re]ate to soc1ety and the educationa]
system’, Second f1ve theor1es wh1ch attempt to account for the or1g1n
and deve]opment\of ahk1ndividua1's values were examnned. Third, the
study examined:theteddcational value typo1ogies”§hith have'been‘develf
oped in order to prov1de some order or class1f1cat1on to- the var1ous
approacheS"used to teach values and va1u1ng As a consequence of these
.act1v1t1es, ‘a new typo]ogy was deve1oped by the. writer of this thesis,
to include another va]ue education approach deve]oped 1n Br1ta1n
Using’ thws new typo1ogy as a base, the d1st1ngu1sh1ng charac-

_ teristics of each approach were 1dent1f1ed and exp1a1ned From the de-"

tailed exp]anat1ons a summary chart was developed to enable one to com-

, pare the charactéristics of the var1ous approaches ‘These deta11ed

descr1pt10ns of ‘the d1st1ngu1sh1ng character1st1cs became the base from

A‘whxch the,quest1ons in the Values Ma ials Ana]ys1s System were deyelopec
| ‘Before deve]oping‘the instrument,Ath1s,stpdy examined the three
most common modes of textbook analysis., Of these three the combined mode
of ana]ysis was chosen as the most su1tab1e form to follow in the devg1-
opment of ‘the Values Mater1als Analysis System The study then identifie
,thehdistinct role of the analyst using the Va]ues Materia]s’Ana1ysislSyse

PR

tem, A set of directions for the use of the system'and the actual mag

iv
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.?terlals of the Vatues Materials Analysls Sy tem are set forth
| The study cgntlnued hy applying the Valués Materlals Analysls
System to the Kanata Kit - Canadlan Broadc 1ng, A Voice for Unity?

The results of the analysis lndlcate that/the approach used in the kit
‘is prl rily the Analysls approach with features of the Clarification,
.ActionsLearnlnghand Incdlcation approaches'also‘included The, analysis'
1ndica ed that the Values Materials Ana1y51s System does 1dentify ‘the

valueJapproaches contalned in 1nstruc 1onal mater1als.




Acknowledg@ents_ o S |
3 A , ; e
The writer wishes to express his grat1tude to Dr. James B,

BE Parsons advisor to this £tudy, “for his assistance encouragement -

and,direction of this investigation. Thanks,are also expressed
to Dr. N11T1am Hague and Sr. Theresa Craig for their cohmentsrand
suggestions and for serv1ng on the Thesis: conmittee., ,

The wr1ter is indebted to his w1fe E]izabeth and to Dr. Gordon

L. Mowat for their encouragement. adyice and help.

J

vi

L




CHAPTER
Iz

t‘

II

- TABLE OF CONTENTS,

>

STATEMENT OF THE PROBLEM . ... . . . .

a4

Iﬁtroduct1pn O P
‘Need for the Study .’. e e e s et . e. 2
Statement of the Problem’. | . .. .. . R |
© Purpose of ‘the Study + « « v v v « o . ., ce.. 8
Significanee of the Study . + . + « v « « o « . . 5
De]imitatiops of tﬁe'S;udy . . { e e e .. 6
Limitations bf the Study . v o v v v v v s w0 6
Defgnition OF TENMmS « v v v v v v v b s ‘. 8
Summary of Following Chaptérs A SO [
REVIEW OF THE LITERATURE . = . . . . e 2
Introduction . . . . . P Cee Ceee 12
1. Values Education’. e e et e e e e e e ;_. 13,
Values . . . . . .m; .. .'.‘; ...... TL .13
Modificatiﬂn and Transmission of Values . . . 16
»Psychosnalytical Development Theory . . 16
Social Learning_Theory ..... . N
‘Cognigive Development fheory A £
: Cogniive-Dj§§onance fheo}y .‘.’. el 2
_ ’ Cognﬁtjve-D;cision-making Tﬁeor& . ... . 28
2, Educationhal Value Typologies T
Bond!s ypo]ogyi. e & & wce o s o s s ..\. ‘32
4 . 33

vii




\
%
i

fhe Decisional Value School . . < e e

33

The Fact-Value'separation School . . .« . 34

- The Analytical Valuation School . . . . . 34 '

The Value Understoad as Feelings School . .35

The Value as Preference School. . . . . . . 35

_ The Values as Subje&ts for Limited Analysis

9
SChOO] ‘- L N T e e L L I I

Values in Hierarchical Arrangemgnt . e

The Contextualist School .+ v v v v ve . .

The Psycho - Accufturation School . . . .

.
Stewart's

TYPOTOGY o «cev o o o v o o0 e o

T%aditioha]-Authoritarian'Values . ; .

Cultural-Relativist Values . . . . .« .

Absolute-Relativism . . . . . . . e

Structura1-Organismic-Deve1opmenta1

EdUCation 'Y . = . . e ¢« e e o e o e . .'

Hodgkinson's Typo1ogy “ e

Superka's

Typol.ogy..-........?..'.

Behavioural Modification . ... . . . . ..

Value
Value
’Value
Moral
Vﬁ]ue
Vafué

Value

Inculcation . . . . . v v o v .
‘Analysis . . F
Evocation .« . v v v v v v w e
Reasoning . . . . ; e e e e e
Clarification . . . . . . .. . .

Reconstrugtion . . . . « &% + « . .

"Individuation or Union . . . . . . .

ld

RARE|

.36
. 36

37
37
38
38

. 38
38

39
39

A1

41
42
42
42

.43
a3

44
44



.

Superka's Revisions . . . . . . . . ... .... &b
Summary of the Chapter ; .. .. c « 0 .. A48
Il APPROACHES TO VALUE EDUCATION'T e e e e e e s 49
Introduction ., . . . ... .q.‘. e v e e e e e
Inculcation Approach . . . . . . . . ey v - 5 -
Rationale and Purpose. . « « » « « o « « « . 5
Valuing and‘Values . ,’. e « s e . 52
_ Teaching Methods . . . . . . .. ... 53
Instructional Model . . C e e e 55
Roles of Student and Teaéher C e e e e e e e 56
) Characteristics of Materials . . . . . . . .-. 58
\Illustrative‘Legrning Activity . . . .. .. . 59
yoraJ Development Approach . . . . . . .«: . o .. B2
Ratioﬁale and Purpose. . . ; e e e 62
Valuing and Va]ué;‘ ........ e oe e e 64
Teaching Methods . ... v s e s .M{ S - 1
qukructional Model . . . . . e ce. . 67
Roles of Student and Teacher ., . . . ... . . 68
Cﬁaracteristics of Materials . . . . .. .- . 69
ITlustrative Learning Activity . . . . . . . . 70
Analysis Approach . . . . « v v « « . . e e .. T8
R d,Rationa1e and’Purpose. . . . . ... ... ,; . 74
Valuing and Values . . . v v v v v v v v 2. .75
h Teaching Methods . . . . . . . . . A
Instructional-Models . . . . . . B 4
Roles of Student and Teacher . . .“7 R - 74
Chaféctériétics of Materials .-. . « e 83

a9 -



. '\) ~

I1lustrative Learning Activity . . . .. .. . 84
Clarification Approach . . . . . . ¢« v v ¢ e « o & 88
Rationale and Purpose. . . . . .. .. ... .88
Vald1ng and Yalues i . v o ¢ ¢ ¢ 4 4o e . . 89
Tegch{ng Methods . . . . .. ........ .90
Instructional Model . .": . . . . ... .. 91
"Roles of Student and Teacher . . . .. .. . 92
] Characteristics of Materfals . . . ... .. .92
I]lustra;ive Learning Activity . . % . . . . .93
Action Learning Approach . . . .. . v v « v v . . . 9%
| Ratioha1e and Purpose. . . . et e e . §5
Valuing and Valges ..... e -
Teaching Methods . .h. - 14
Instructional Model . . . . . . .. (. S
Roles of Student;and Teacher . . . . . . . .. 99
Characteristics of Materials . . . .. ... 101
Il]ustrétive Learning Activity . . . . ... 102
Emotional-Rational Approach .. . . . . . ; . .. 107 .
Rationale and‘burbosé e e e i . 107-
Valuing and Values . . . . . . . .‘, .« . .« 109
Teaching Methods « « « « + v o v o r vt .. 10
Instructional Model . . . . . . .. < ... 0
‘Roles of Student and Teacher . . . . . . . . 114
Characteristics of Materials . . . . . . .. 116
IT]ﬁstrativeyLearning Activity . . . . . . . ‘116
Summary of the Chapter . . ., . .. .. .. ... 120



- i
. . '
/ ' ,
Iy SYSTEM OF EDUCATIONAL MATERIAL ANALYSIS . . . . ...
N {‘troductfon N .V. ce e h v e s e s e s

Analysis Systems . . . . . . . .. .00 ..

' checkitstmode . ...l

’
5 Descriptive-Narrative Mode . . . P
Combined Mode . . . . . . e .
Values Materials Analysis System . . .. . ..
Format . . . ... .. ... . : e e
Rg]e of the Analyst . . . . ... ... ...
Framework . . . . . . ... .. e e e e e
’Pirections forUse . .. ..........
The Instrument . . . . . . .. W e e e s el
Summary of ch'EEZEié} e e e e e
v APPLICATION OF THE VALUES MATERIALS ANALYSIS SYSTEM . .
Iﬁtroduction o e ; e e e e e e e e e e . o
Directions for Use . . . . . . . . e e e e e
‘The Instrument a," .............. .o
Sumary of the Chapter . . . . . . . e e e e s
VI SUMMARY AND DISCUSSION . . . . . . v v v v v v v v v
Introduction .. . . . . . .. .-. 2 e e
Summary.of Chapters . . . 'K e e e e e eae e

,Review and Discussion of th; Ana]ysig T
Review and Discussion of the Instrument . . . . .
Other Uses of the q:lues Materials An%]ysis
Syséem . ; e e e e e .ﬁ. S
W'Suggestions for Further Research . . . . . . ..
Cy .

xi

s

183
185






s

CHAPTER 1 R TR
s Statenent of the Prob]em - : |

,Introducﬁnon

In h1s book Future Shock A1v1n Toff]er noted that the rap1d

Tacce1erat1on of change 1s one of the ma;or features of our soc1ety.

o ,Th1s acce]erated rate of change Toffler notes, has . resu]ted “fn’ even a

N

S

’ jfgreater d1vers1fication of vaJues. As a resu]t of th1s rap1d change and
the greater d1ver51f1cat1on of va]ues” the 1nd1v1dua1 Jn soc1ety SuffEFSﬂﬂ
‘from a state af "values vert1go" - a state of confus1on over which va]ues
(to adopt : ‘ i | | | |

: | This, state of "va]ues vert1go" is of part1cu1ar s1gn1f1cance
f to the schoo]s., In recent years students have been faced w1th more and
»*‘more opt1ons re]at1ng to the1r futures and, at the same t1me, hpve been

: g1ven more 6pportun1t1es to make their own dec1s1ons.‘ In th1s age of :
mu1t1p1e alternat1ves "a ‘ntmber of powerful forces, part1cu1ar1y the ré-
vo]ution in sc1ence and technology, the med1a, SOC1a1 change and env1ron-

' menta] prob]ems have contryguted to the va1ue d11emmas, the va]ue con-;r»'

f11cts and the comp11cated dec1s1on areas ‘that surround today 3 youth

o Because many" soc1a1 and persona] prob]ems found in our soc1ety are par-

‘vt1a]1y rooted 1n confus1on about the values 1nvolved the schoo]s shou]d
’>pJay # large ro]e in he1p1ng students ‘to 1dent1fy and c1ar1fy the1r |

_“values and to make and” act upon their value choices. ;
7

Controvers1a1 and va]ue laden top1cs have’ a]ways been a part
of social studies and current]y va]ues educat1on 1s one of the most pro-
| vocat1ve new deve10pments in educat1on- It has attracted the 1nterests

‘and 1nv01vement of not only teachers and students, but a]so psycho1og1sts,

‘ 'ph1losophers, soc1olog1sts, po]1t1ca1 sc1ent1sts, and educat1ona1

/

. . / :
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-theor1sts. Michae1fs and Keach (T9 2) noted this renewed 1nterest 1n

R [, SR Keen inte ‘st has- been generated in ‘the issue of
'\\\*\g; .+ _what to do'with values and the process of va]uing
™S .. - in.social studies.™A few individuals take the
e ";pos1d§an that maximum attention should be,given =~ .~
1. to the conceptual or cognitive side of the social
~ 'studies. Others agree that values are a signifi="
‘~cant part of the instruction in the social studies
and shoild be:given major attention along with
¢+ . cognitive elements.. The trend is clearly. toward .
v the inclusion of values and valuipg in the instrue-
2. . tional process. ‘Special ‘attention-is being given
- to the process that will help students clarify
s . their own'values.as. well as. understand those of
o »others. (p. 241) ' _

a‘.<:b; | L1terature pred1cts that va]ues will p]ay an 1mportant part in

- social stud1es education for the next several decades. Exact]y how th1stf
=w111 be ey1denced rematns to be seen since there are numerous questions ;

. about va1ues va]ue approaches, and va]ue conf11cts that rema1n unso]ved

Th1s study w111 concern 1tse1f w1th the exam1nat1on of var1ous

'educat1ona1 value approaches as they are expressed in- 1nstruct1ona1 L

 Need for the. Stugy e | |
| i v In the m1dst of w1de ranglng act1v1t1es tak1ng p]ace 1n th1s o
‘f1e1d va]ues educat1on is. beset by severa] 1nterre1ated prob1ems. The.
lsd1ff1cu1t1es 1nvo1ved were brought forth by Superka (1975) when he 11sted
“5the ewght maJor problems faced by the fle]d o ' '
: ,The maJor.prob1ems include - (1 ) confusion ...about the
meaniings of key terms ... ; (2) «.,doubts ... concerning
“the role of.the school ... ; (3) clagsroom norms among

“students that discourage ‘open, trusting value act1v1t1es,
(4) uncerta1nty of teachers ... 5 (5) a general inade- .



uate level of . tedcher tra1n1ng 1n yalues education;
?6) a{n) ... influx of ... inexperienced persons con-
_ L ducting workshops and development materials; (7) lack
e of ... evaluation procedyres and instruments ... ; and
@ oo (8) . overwhe1m1ng amount of ... mater1als ces (po V) -

A maJor contributing factor to the confus1on 1n this field lies
in the sheer mu1t1p11c1ty of approaches and the overwhelming amount of
‘; instruct1ona1 mater1a1s. )

As a resu]t of var1ous scho%ar]y works, numerous theoret1ca1

!

‘ ‘\educat1ona1 approaches haye been deve10ped that deal w1th values and-

\

va1u1ng. The major approaches are Inclucat1on hora1 Deve]opment
fValue C1a>nf1cat1on Value Ana]ys1s Value Act1on Hearn1ng and Emot1ona1-
Rat1ona1 Va1u1ng (Superka 1975) Each approach ha¥ a d1fferent rat1ona]e

“and purpose, and d1fferent 1nstruct1ona1 mode]s and\

teach1ng methods.\
Each approach makes different assumpt1ons about the nature of man and

| nthe nature of the wor]d he lives 1n. | | |

. W1th1n the last two decades there has bee‘ a tremendous 1nf1ux

‘of 1nstruct1ona1 materials 1nc1ud1ng textbooks, f1]ms, s1mu1at1ons and .

mu]t1-med1a‘k1ts, a]l embodylﬂg the various va]ue'educat1on approaches =

_,mentioneduaboue;‘}There are at'present over one‘hundred‘different series

o of 1nstruct1ona1 mater1als lfsted in Canada, the Un1ted States and the

Un1ted K1ngdom (Superka -r19rx . As a resu1t of this p1ethora of in-
: struct1ona] mater1als 1t has become excquing]y d1ff1cu1t for educators
to make 1nte11igent and systemat1c cho1ces as to which mater1a1s they

should use .An the1r schoo] system and wh1ch va]ue approach best su1ts “

\
2

'the1r sk1115 needs, and ph11050phy |
| ' _ Th1s prob]em is partly. caused by- the 1ack of\a method by wh1ch
the value approach or approaches beJng used w1th1n these 1nstruct1ona1

1



mater1a1s can be 1dent1f1ed or ana]yzed Many instructional materials
may overtly e&press the use of one approach within the teache‘s gu1de
. or preface to the students' textbook However, 1t is hypothesizag

" Vthat there could exist many other approaches which are not overt]y

expressed and are "hidden" within th”dnstruct1ona1 materials.,

_ . e
| Statement of the Probiem ,;“ o | e

The prob]em which this. work w111 address is: - Can one'determine; ,
by - the deve]opment and app]icat1on of a va]ues mater1als ana]ys1s system,

which value approach or approaches are used in Soc1a1 Studies 1n§truc-

':t1ona1 materi: ls?

Ee
N

Purpose of the Stug)g , SN

Th1s study w111 focus on the fo]10w1ng object1ves
1. the 1dent1f1cat1on of the approaches to teach1ng va1ues suggested
by 1ead1ng soc1a1 stud1es educators.

’2. the 1dent1f1cat1on of the teach1ng models within the various .
approaches wh1ch have been developed to teach va]ues and va1u1ng.~
~\3; the exanﬁ¢9t1on of the various teach1ng models to determ1ne phe

rat1ona1e and purpose,. the def1n1t1on of va1u1ng and values, the
.'teach1ng methods "and 1nstructiona1 mode]s, the role of the. student
._and the teacher and the tyée of content requ1red for each approach
v4, the development of a Values Mater1als Analysis System. 'Ihe
ana]ys1s system w1]1 ‘be deve]oped by using Jthe 1nformat1on gathered
'from the exam1natmon of the varlous teachvng models. The data from '

[N

.the ana1ys1s-system,wqy]d,al]ow an analyst to determine which values

K4
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. approach or approaches are ﬁsed”Within a,specific set of Materials.
5, the app]icat1on of the. Va]ues Materia]s Ana]ysis System to the
| Kanata Kit - Canadian Broadcasting, l

,' 6. the ana]ysis of\the Values Mater1a1s Ana1ysis System data‘from o
W' - the Kanata Kit\to determine-which values approach or‘approaches are .

used within this specific set of materials,,

S1gn1ficance of ‘the Studx» o - N

The task of those who must se]ect va]uea,re]ated to 1nstruc;1onal '

.material is difficult, not only because ‘of. the vast and complex nature

" of the field, but also because of the increasing volurie of values mater=

o .S
jals from which they must choose. These materials are of increasing

comp1ex1ty and soph1st1cat1on. The deve]opment of a Va]ues Mater1a1s

_Analys1s System 1s s1gn1f1cant therefore for it wou]d great]y ass1st in .

_the process of selecting values 1nstruct1ona1 mater1a1s Us1n§ such a -

N\

'syste@ an educator would know which values approaches are 1nherent in

materials, and could dec1de if they were appropr1ate and des1rab1e

iOther poss1b1e uses of the Values Mater1als Analysis System,éhpha5121ng

the further s1gn1f1cance of the system are: .

1. genera] library use: t he]p teachers and un1vers1ty students
to become’ acqua1nted quickly with the materials in- a curr1cu1um :

11brary e

2. - curriculum use: to asjsist classroom teachers te‘understand
the approaches in new mat»r1a15 that have been se]ected for use. '
3 1n ~service education; to stimulate teachers throughvapp11ca-
| t1on of the analys1s system, ‘to become acqua1nted with new materials.

and var1ous approaches used 1n teach1ng va]ues and va1u1ng.



4, cufkiculuh‘deue1opmentt 'to?suggest to curriculum deVelopers L
dimensiohsgof values education,fhet they might take into cpnsid-.

" eration in their work. ’ - |
5. university currdeulum and 1nstructidn to aCQUaint students ;
with a broad range of curricu]um materials through the study of
ana1ys1s done by others to 1ntroduce students to the d1mensions ¢
of values currjculum construction and to acquaint students with
matefie1s analysts by having them petform'a va]uesxmaterials :

N

analysis of the1r own.

\;_ . The development of .the Values Mater1als Analysis System is sig-

sn1f1cant not on]y as an analytical dec1s1on-mak1ng 1nstrument but a1so

,as a teacher tra1n1ng tool. o ) }"i E w

De11m1tat1ons of the Study

o

- 1. This study restr1cts the deve]opment of the Va]ues Mater1a1s

- Ana]ys1s System to the value educational approaches identified by
.Subefke (1975);end by the author of this thesis. |
2. This study limits the-app1icatidn of the Values Materials.

.

Analysis System to the Kanata Kit - Canadian Broadcasting.

3. This study examines on]y the rationale-and objectives, written
'xgontent and the suggested methodo]og1es prov1ded in the Kanata Kit
student booklet and “the teachers' gu1de._

)

. Limitatidzg)of the Study

It is the author's be]1ef that every human endeavor involves

some basic assumpt1oqs and vg}ues. Thus, no claim will be made ‘that this-

work has been produced in anvassumptidn-ffee, vaTue-ffgé atmosphere.
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fhe authorfmust 1nterpre mean1ngvand'hake assumptions when
analyzing theoretica] works deal1n with the various yaJue approaches.
.'These 1nterpretations and assﬁn\&ions will be used in developing the
Values Materials Ana]ysis System. ‘Also various 1nterpretations and
‘assumptions w111\be made -when examining the Kanata Kit. These interpre-
‘tations and: assumptions may differ from those that would be made by
other persons. R L . S
The author:ho1ds'the.foﬂ!owing assumptiggﬁ about values and
valuing; L | ,_h o t/ o | |
“ 1. Va]ues have a conceptua] element. They are more than just
| fee11ngs emotions or needs they are concepts which g1ve meanings
tO‘\gne-s-.jife; IR o L ’ &
2. A yelue js a standar@iortyardstick to gnide not only actions,
buttattftudes, comparisons, eva]uattons end justifications. -
3. Values are'im;ortant‘in‘our 1ives since they posseSs~strong
hotivationa1 components, as well as cognitiye, affective and be-

.havxouraP components.

4, There must be the‘criterion of free cho1ce 1n valuing. Choice |

1mp11es that there be alternat1ves from wh1ch to choose.
‘So Va]ues organ1ze action. Va1ues are not the concrete goals of
action, rather, they are the cr1ter1a by which goals are chosen |
. and Judgements made.
6, Ind1v1dUa1s are cont1nua11y 1nvolved in the process of deve]-
oping and act1ng upon their value; Va1ue'deVelopment and reaf—

firmatfon is ac11¥elong-process.

[



Definition of Terms

Probab]y "the most persistent and compe111ng problem 1n cumpre-

henddng the Titerature on-values is the’ widespread confusion and conf1ict
over termino]ogy. There appears to be little agrefment on the definition
\
ofﬁthepterms "values" and "valuing". Most authors who write for perio- {,,.
| dicals do not even.define these terms, As Bond (1970) states:

\_—‘—'. ... it is because so much has been

values that many contributd;u”to i

. Titerature apparently assi
ment on the meaning of thg

"valuing". The fact of t‘~_;a/
very little agreement ..._@p 9)

Among .those who do spec1fy mean1ngs, there appear to be as

‘mahy def1n1t1ons as there are wr1ters. Superka (1973) noted that among

the soc1a1 studies educators "va1ues“ have been def1ned as: “standards

| (Douglas, 1967), cr1ter18 (Shaver and Morr1ssett 1966), feelings |

d(Estvan 1968), assertab]e beliefs about the worth: of an obJect (Bond,

1970), preferences (Brackenbury, 1964), Jh1versa1 oughts (Millis, 1958),

and,1dea] types. of behav1our_(doyce, 1972), They have ‘also def1ned

"ya]uing“ as: - the act of;makihg'value judgement (Massialas and Cox, 1966);

the act of‘detErmining_the worth or goodness~of'phenomena‘(Bpnd, 1971),

' thevptoeess of'gcquiring or internaTizing values (KrathWohl et al., 1964), ‘

the process of neéding; wantjng,’deCid'ng and cheosing (Higgins, 1968), |

an the'process of choosing,dprizing, affirming, and aeting (Rethé, ggng.,

19Z6)' (pp. 16-17). R | B 3
Desp1te the1r d1vers1ty, most of the def1n1t1ons 1ncorporate

J the notions of "va1ues" as crvter1a for determ1n1ng levels of goodness, s ;

worth or beauty that gu1de the‘thoughts, fee11ngs, and actions of people.

" Most of the definitions also incorporate the general idea of "valuing"
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as the process of developing or actualizing values,

In order to apply these two terms fo eachuof the value educa-

tion approaches and to the Values Mater1als Analysis System the fo]]owing

genera] definitions will be used. - o o

N
or

2.

.3.

and/or va]umg , . (\

4..

Values - the criteria for Qeterm1ning levels of goodness, worth

beautysthat guide the thoughts, fee11ngs and actions of peop]e.

Valuing - the process of developing or'actuaIizing values.

Values education - the explicit attempt to teach about values

Va]::s educat1on approach - a general or1entat1on towards

teaching.about values and/or valuing. _ , .

' 5 L]

Instructional materials - student and/or teacher resources
explicitiy designed to be used in the classroom. -
6. - Values Materials Analysis.System - a system of sefected-ques- *

)t1ons, ana]ytical in nature, that, when answered, w111 ‘result in

s

statements that reveal.values approaches used in 1nstruct1ona1

materials.

.7.

/ o . - ) . -
Values typology - a schema used to Tist the characteristics of

a;specific_eQucational,values approach.

8‘

Values model - a specific teaching meihodology_used to teach

about “values and/or valuing.

L)

R .
< . - . -

A
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Summary of FoTToangxghapters

‘Chapter 11 &111 review the literature concerning values
education.' This chapter 1sld1v1ded into two sections, The first
section will examine those authors who are concerned with values as
they relate to society and the educational system. In addition, this
section will ‘examine five theor;es which'attempt to account for the
-origin and development of‘an-jndividual's values. The-second section |
wil]_examine.the educational value typo]ogies which haye been developed
to’provide some order andtc]assffication to the variousﬂapproaches used
to teach values and-valuing. This section will also present a new
'typology of six value approaches, deveToped by the writer of thTS
thesis, wh1ch w111 1nc1ude an educational approach deve]oped in Britain.

The Six educat1ona1 vaTue approaches 1dent1f1ed in Chapter II
uiT] be exam1ned 1n Chapter II1. To 1dent1fy its distinguishing char-

E 'acter1st1cs each approach will be explicated in the fo]Tow1ng manner.
1.  The rationale will be 1dent1f1ed and the nature of man as
H~ — viewed by the proponents df the specific approach will be explained.
'_2. The purpose the’ spe1c1fc skills - and the att1tudes that the
approach is try1ng to ach1eve will be exp1a1ned ’

. 3. The process of valuing w111 be exp1a1ned as will the nature
and source of vaTues and the fundamental or ultimate values that
the approach sets forth

,‘4 The teaching methods will be 1dent1f1ed as w111 the 1nstruc-

] t1ona1 model.

5.. The roles of the teacher and the student that the approach

dictates w111‘be_1dent1f1ed,
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6. The chayﬁbteristics of the ieach1ng énd 1earning'matéria1§
will be identified. |
7. An {llustrative 1e§;ning activity will be provided for
each approach, o
A summary chart wiilibe‘provided at the end of_this chapter,
to enable one t&»gomparb easi]} the chafaéteristics of the various
approaches. | o o ¢ \

— e g

Chapter IV is divided into two sections. Tﬁe”first §eétion
will éXamjné the threé most common modé; qf textbook analysis. The
second sectioﬁ will preseht the yaTUes Materials Analysis System. This
section wi]f\identify the system'g‘Specific questions. The format cf -
. the system, and a summary checklist will be provided. As we]],vthis
section will proJﬁde a set of directijons for the analyst and it will
_define the role of tﬁe analyst using the Values Materials Analysis
System. . . ': ! | \

Chapter YV will apply the Values Materials Analysis System to

the Kdnata Kit - Canadian Broadcasting: A Voice for Uhity?: The char-
acteristics of the approaches identified in Chabtgr III will be used

as a reference to determine which approaches are contained in the

~

analyzed materials,
I Chapter VI will begin with a re-statement of the basic prob-

lem of this thesis, and will .summarize each of the preceeding chapters.
A review and a discussion of the analysis-will be given and a number
of alterrative uses of the yalues_Materia1s Analysis System will be

presented. . Finally, a number of suggéstions for further research pro-

1

jects arising from this study. will be made. -



o A

’ CHA R IT

Review of the Literature o

IntreQuct1on, ' '

A review of the literature concerning values education is
broad, complex, and difficult to organize.- The task of comprehending
the periodical literature is difficult due to the widespread confusion
and conflict over term1noiogy. There appeers to be little agreement
on the definition of the terms "va]uegf and “veluing". The task of
surveying the periodical 1iteratuhe has become increasingly large.

The current index of'journals in education file (CIJE) and the research

in education file (RIE) in Educational Resources Information Centre

(ERIC) 1lists over 3,000 articles on values. The research literature
J -

a

is no less staggering. An examinatjon of the indices of the Disserta-

'tioh Abstracts International dramatice11y ?embnstrates the recent up-
surge of research interest in values. The cumulative index (ranging
.fhom the 1946'5 to,1969),cata199ues approximately 80?dissehtat}ons on
vaThes,Athe vast majority in the last decade of that period. The indices
from 1970-1979 1ist an average of 13 references each month - over 150
dissertations.on va]ues during each of those years. |
The f1e1d of va]ues, however, can be divided into two main
groupings: (1) those which are concerned with the transcendenta] aspects
»of human values, and (2) those which are concerned with society and the '
edqtat10na1 system Although the f1rst group is not less important,
this reyiew of the literature concerns itself with the second group
only, for the aim of this study is to examine only the practical, app11:
- cations of various educat1ona1 value approaches. ] '
The literature relevant to this thesis is hevfewed in two
sections; (1) values education and (2) educationaf\va1ue typologies.

12
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1. Values Education

From Plato to the present, teachers have viewed values ai an
important educational concern., Interest in values education has not ¢
been Timited just to teachers however, but also philosophers, anthro-
pologists, political scientists, psychologists ‘and sociologists.

This section of the review of the l1{terature identifies major

authors concerned with values education.

Values
Margaret Mead conQucted one of the eariiest giaminations of
valués in society as they relate to education (1946, 1951). From her
’/cross-cultural anthropolqgica] observations, she postulated three dis- «
tinct value orientations among teachers. These are:
1. an emphasis on conservatism énd the preservation of tradition,
2. an emphasis on the immediacy of the present and ~
3. a staﬁce towards the future.
Mead related these categories to the appropriate teacher roles in dif-
ferent societies. In the first’fﬁgtteacher has the "grandparent role",
which is suitable for the stable preliterate society. " In the sécqu,
the teacher has.the role of "nurse". Often this role is intrusted to
éiblinq§ who preserve and protect the young from the hérsh adult reali-
. .ties. ‘In the third, the teacher has the role of “parent",-preparing the
"youth for the future and exposing fhem to rapid changes in society.
o Florence Kluckholn (1953) supported the three‘classifications :
made by Méad. In addition she suggested that the (:ociaVU upper classes v
are relatively past-orignted, the middle classes are fuiure-driented

and the lower classes are.present-oriented. -
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‘ Sp1nd1er (1955) was concerned w1th the findings of Mead and

‘Y'Kluckholn 1n connect1ng soc1a1 structures and time perspect1ves with

,values He deve]oped a def1nit1ve set of . values 1n two categor1es,

d‘ ‘trad1t1ona1 va]ues and emergent va]ues Spind1er s trad1t1ona1 vaTues
rtare those of'pur1tan mora]ity, the work success eth1c, 1nd1vidualism, :

':rfach1evement and delayed grat1f1cat1on. His emergent va]ues are -

7fsoc1ab111ty, re1at1v1st1c mdra11ty, altru1sm, confonn1ty to the group

and hedon1st1c ex1stent1a11sm. prnd]er s ana1y51s went on to 1dent1fy

At i

}a sh1ft in va]ue orlentations from trad1tiona1 to- emergent values
oL | Sp1nd1er s ana1ys1s serves as a useful conceptua] t001 in
) Tstudying values educat1on»or'va1ues in educat1on - of partwcu]ar rele-
| vance to th1s study, however is h1s d1scuss1on of teachers as foca1
: po1nts of va]ue conf11ct$ Thus he” contends':' |

_ ...teachers typ1ca11y are drawn from the m1dd1e and
- “lower classes and further ... within these classes
“the teaching o%;upat1on is selective of the more
~puritanical element, of those who emphasize self-
" denial, altruism, and a moralistic self concept -
call addwng up to a strong ‘commi tment to traditional
-,-va]ues “But in their training, teachers encounter
‘a2 new culture with'a strong press toward emergent
‘values, and they experience a dlscont1nu1ty in the1r
acculturat1on ‘process., .
: The 'value conflict which ensues in teachers has
- one ‘of the three consequences ambivalence, compen-
~sation, and adaption. ‘The amb1va1ent teacher is one
“prone to. vacillation in matters of classroom d1sc1p11ne
L ‘ - .and authority, vacillation between laissez- faire and
e . authoritarian relations with pupils. The compensating
~ ‘teacher goes. to either: the emergent or the traditional
extreme in his classroom performance. « At the emergent
~ extreme are those thoroughly committed to the: social
~adjustment movement and the "group-think" cult; at the
‘traditional extreme are those teachers who are down
~right authoritarian in their dominance.over pupils and
~enter into formal rvgwd ‘relations with them. The adap-
tive teacher is one who manifests either.of the pre-
~ceding ‘mechanisms of conflict. resolution but. 1n far
- less severe form. (p. 154 - 1555 .
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‘;\f Sp1nd1er s diagnos1s of a shift of va]ue or1entat10ns and of
"'conf11éts ar1sing from these sh1fts has been supported in d1fferent
| terms by other authors., Popu]ar ch(on1c1er s of the 60' s and 70 s,
Roszak (1969), Re1ch (1970) Toff1en«(1970), and Lasch (1979) have
kbrought home the point that or1entat1ons are shift1ng and as a result
.of these sh1fts 1nd1v1dua15 w1th1n soc1ety are fac1ng va1ue conf11cts.
Haro]d Laswe]l (1948) extended study of eXam1n1ng va]ues in. .
‘soc1ety by 1dent1fy1ng un1versa1 va]ues. Accord1ng to Laswel] the ‘
v .needs ‘and ‘wants of an 1nd1vwdua1 or a group, when determ1ned to be de- ‘
lfs1rab1e or of 1mportance become 1ast1ng va]ues He deve]oped a frame-
| work of un1versa1 va]ues wh1ch he contended are pr1zed in all cu]tures~
and groups Laswe11 1dent1f1es e1ght va1ue categor1es whlch were based
on cross- cu]tural psycholog1ca1 and h1stor1ca1 data.
|  Respect refers to the degree of recogn1t1on given to,
or the degree of discrimination against, people in
_ their capacity as human beings; it imcludes concern
for authority, country, peers, adu]ts and self.
‘Wealth is the ab111ty to provide for one's needs ade-
quately; to develop talents that increase one's pro-

duct1v1ty, to appreciate and care for mater1a1 obgects
W1th wh1ch one comes 1nto contact

AFT‘Power refers to Participation in deC131on—mak1ng that -
afrects self and grgup. values; it refers to development
of leadershtp and e]lowsh1p talents.

"En1ightenment is *the process of 1mpros1ng one's ab111ty
To make intelligent decisions in a problem - solving situ-

ation, of understandxng abstract1ons, and mastering pro--
b]em - so]v1ng ‘techniques.’ ,

L x“'Ski]] js the development of potent1a1 ta1ents in socia <
~ . communicative, physical, menta] and aesthetic areas. Ne

'Rectitude js the degree of concern one has for the wel- -
fare of others and the degree of responsibility one has
.for hTS own. conduct in assocxat1on w1th others.,
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| Well bein refeﬁ!‘to the mental and phys1ca1 health of
the individual, and to his attitude towards fitness = -

“'and ability to part1c1pate effective]y in phys1ca1 '

- act1v1t1es. IR

Affection is 11k1ng others be1ng 11ked and feeling
[ove and friendship-for persons in primary and secon< «
dary re1at10nsh1ps. In this context, primary relation-
© , .. . .ships are those involving one another; secondary re-.
o . lationships are those between an individual and an
1nstitut1on or group. . (pp. 243 - 244)

These §1ght categor1es—prov1de an h011st1c framework w1th1n

' wh1ch various soc1a1, economic, po11t1ca1 and persona] value systems can

- be understood. Laswe]] S 11st of categor1es is- by no. means the only use-

ful schema for c1ass1f1cat1on. lt ismused, however, by the maJor1ty of
'soc1a1 scient1sts, for its contextua11ty, economy of terms, and prec1-
sion 1n 1so]at1ng fundamenta11y human goals.“

; .
[N

"Modif1Cat1on and Transmlssion of VaIues

Perhaps‘equa]]y 1mportant as the researcb into. the nature- and
or1entat1on of values is. the research into. the manner of their mod1f1ca-
t1on and transm1ssion. Severa] d1fferent theor1es attempt to account |
for the or1g1n and. deve]opment of an 1nd1v1dua1's values, The f1ve most
;conmon theoretica] apgyoaches to the study of mora]/va]ues development
contend that va]ues resu]t from (1) psychoana]yt1ca1 deve]opment,

: (Zf soc1a1 1earn1ng, (3) cogn1t1ve deve10pment (4) cognitive - d1sson-
ance and (5) cogn1t1vé - dec1s1on mak1ng, respect1ve1y S =

Y

1"'P5ychoan51ytica1 Development’Theory. AcCOrding to the Psycho-

S analyt1ca1 Deve]opment theory, the deve]opment of va]ues is a resu1t of

the estab11shment of the superego,>“an unconsc1ous consc1ence A

S
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~ child's superego is deve]oped adequate1y when he has 1dent1f1ed and 1ﬂr

terna11zed the va]ues of h1s parents and soc1ety. -The process of 1den-

t1f1cat1on is exhibited by resisting temptation or by the arousa] of
“gu11t and shamevwhenever a moral rule is violated. An 1nd1v1dua1 w111
~act “mora11y" to avo1d the feelings, of guilt and shame thus deve1op1ng

and 1nterna11z1ng va]ues.

The: Psychoana]yt1ca1 Deve]opmenta] approach has. been developed

in the work of psycho]og1sts such as Eric Erikson. In his book, Ch11dren

nd]Soc1ety (1973), he suggests that ol r closest assoc1ates'- parents,‘

re]at1ves and later peers - serve as- templates. Through observat1on

“and m1m1cry over the years, we ‘Tearn such character1st1cs as basic trust

or'mTStrust of other individuals, autonomy;or dependency, angérespons1- .

b111ty~o, irresponsibi]ity. Thus Erikson'states, children develop

through a ser1es of psycholog1ca1 stages re]ated to their phys1ca1 mat-»

'uration, Each stage 1s character1zed by central concerns or. conf11cts
i parficuTar to that stage. Er1kson 1dent1f1ed e1ght stages of ego char-
| acter1zed respect1ve1y by' '

basic trust ys. basic mlstrust .
autonomy vs. shame/doubt -
initiative vs, guilt , ' G
industry vs. inferjority
indentity vs. role confusion :
intimacy vs.. isolation . -
‘ ‘generat1v1ty vs. stagnatijon
.. ego 1ntegr1ty vs, despair ‘
: : (pp. 247 -.74)

.2."Socia1‘LearniggiTheory.{ The main concept of the social leagning

theory is that the'deve1opment of values and»moral behaviour.isAa'1earning

process. ’The acqu1s1t1on of a value is 1earned by the d1rect pos1t1ve

or negat1ve re1nforcement of a behav1our The process of social

17.
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learning for values development is the shap1ng of an individual’s be-
:haviour in a desired direction. Accord1ng to other authors, such as

' Bandura and Na1ter (1963), parents p1ay a crucial role in this process.

V»,-They Shape thelr children s values- in three ways . (1) by punishing -

them, (2) by reward1ng them, and (3) by setting an example for them.

. The mode]1ng process, however may not be restr1cted to parents, it

- may 1nc1ude a teacher, a p0pu1ar hero or a peer—group member Social

1earn1ng theor1sts ma1nta1n moreover, that the va]ues-behav1our of a
.

. child or student adopted 1n his early years tends to persist Lnto his

adult life’ (pp. 1= 32)

LY
¥

3. CogAjtive-Development Theory. The CognitiVe-Deve]opment theory ‘

‘was or1g1na11y developed by P1aget (1965) and later ref1ned and expanded -
by Lawrence Kohlberg (1972) Koh]berg made an 1ntehs\ve ]ong1tud1na1

' cross- -cultural study and formu]ated a three 1eve1, s1x stage theory of

RN

mora] deve]opment. ‘1.' - o

M PRECONVENTIONAL LEVEL - At ‘this level the ch11d is
o ~ responsive to such rules and labels-as: good or bad
and right or wrong. He ‘interprets: these “labels in
; purely physicdl or hedonistic terms: If he is bad, - -
- he is punished; if he is good ‘he is rewarded He
- -also interprets the labels in terms of the physical
e power of those who enunciate them - par rents, teachers
- and other adults. The level compr1ses ithe fo]]ow1ng o
~ two stages: ‘
Stage 1: pun1shment and obedience or1entat1on.
" The physical consequences of action:determine its'
goodness or badness regard1ess of the human mean-
. ing or value of these -consequences. | Avoidance of .
$ punishment and ‘unquestioning deference to power
. - are valued in their own right, not 1n terms of re-
spect for a\hunder1y1ng moral order supported by
pun1shment d author1ty, the: ]atter be1ng stage 4.




i . s,
! ! IS

' Etage 2 1n§tfumehta1 relativist orientation.

ight action cons1sts of that which instrumentaliy -

atisfies one's own needs and occasiona11y the

needs of others, Human relations are viewed im
terms similar to those of the market-place. Ele-
ments of fairness, of.reciprocity and equal sharing
are present, but they are always interpreted in a
‘pragmatic way. Reciprocity is a matter of "you
scratch my back and I'11 scratch yours," not of
loyalty, gratijtude or Jjustice.

CONVENTIONAL LEVEL -~ At this level ma1nta1n1ng the ex-
pectatlons of the individual's family, group or nation

is perceived as valuable in its own right, regard]ess of
"immediate- and obvious consequences. The attitude is one
not only of conformity to the social order but of loyalty
to it, of actively maintaining, supporting and justifying
the order and of jdentifying with the persons.or group
involved in it. This level comprises the fo]low1ng two
stages: .

Stage 3: ijnterpersonal concordance or "good boy-nice:
girl" orientation. Good behaviour is that which

‘pleases or heTps others and is approved by them,

There is much conformity to stereo-typical images of
what is majority or "natural" behaviour. Behaviour

is frequently judged by intention: "He means well"
becoTes ‘important, and one earns approval by "be1ng

nice .« - .

~Stage 4 "Law and order" orientation.

“Authority, fixed rules and the maintenance of the -
- social order .are valued. Right behaviour consists of
doing one's duty, showing respect for authority and

ma1nta1n1ng the social order for 1ts own sake,

'POSTCONVENTIONAL LEVEL - At th1s 1eve1 there is a c1ear
effort to reach a persona1 definition of moral values -
to definesprinciples that have validity and application
apart from the author1ty of groups or persons and apart
from the jndividual's own identification with these
groups, This level agains has two stages:

Stage 5: social-contract legalistic orientation. e
Genérally, this stage has- utilitarian overtones. Right
action tends to be defined in terms of general individ-
ual rights and in terms of standards that have been
cr1t1ca11y examined and agreed upon by the whole society.
There is a clear awareness of -the importance of per-

~ gonal values and opinjons and a corresponding emphasis
/on procedural rules for.reaching consensus. Other than
that which is const1tutiona11y and democrat1ca11y
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‘ agreed upon, right is a matter of personal va]ues
and opinion. The result is an emphasis both upon
the "legal point of view" and upon the possibility -
of -making rational and so¢ially desirable changes
in the law, rather than freezing it as in the "law
-~ and order" stage 4. Outside the legal realm, free: -
agreement is the binding element of obligation, This .
, is the "official" morality of the u.S. government
o T ' and the Constitution. .

Stage 6: universal ethical-prlnc{p]e or1entation.
Right is defined by the conscience in accord with

- self-chosen ethical principles, which in turn are
based on logical comprehens1veness, universality

“and consistency. These principles are abstract and -
.ethical (the golden rule, the categorical 1mperat1ve),
they are not concrete-moral rules like the Ten Com-.
mandments. - At heart, these are universal principles
of justice, of the reciprocity and equality of human

~ rights, ‘and of respect for the dignity of human-
beings as’ ind1v1dua1 persons. . (Kohlberg, 1972,
PP. 11-12) .~ v

L)

~In order to c]ar1fy the d1tferences among h1s stages, Koh]berg
4 gave an exp]anat1on of how a ch11d at eath stage. wou]d def1ne the con- -

cept of the- "value,of a hum kife".
.
Stage ] " The va]ue of human life is confused w1th the .
value of physical objects and is based on the
~social status or- physical attr1butes of its
possessor,

- Stage 2; -The value of a human life is seen as instru-
.mental to the satisfaction of the needs~of its
~~§ possessor or of other persons. ' -

Stage 3: The value of a human Tife is based on. the em-
., pathy and affection -of family members and '
7. others toward its possessor,

‘Stage'dr‘ L1fe is conce1ved as sacred in terms-of 1ts -
place in a categorical moral or re11g1ous order
" of r1ghts and duties. :

tStage 5: L1fe js valued both in terms of its relation to
- - community welfare and in terms of life being a
~un1versa1 human right.

- ,' Stage 6¢ Be11ef in the sacredness of human life as repre-r
: senting a universal human value of respect for
the 1nd1v1dua1 (1966, P. 8-9) v
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Koh1lberg contends that 1nd1v1due1s progress from a lower to'
'_ a higher stage ‘and that 1ndiquuals can comprehend new moral statements '
-at a 1Lve1 Just above or Just below the stage of development they have
achieved. If the mora] stat\\ent is two stages be]ow, however, it be-_
'comes "babyish" to the 1nd1v1dua1 ggkewise, 1f the moral’ statement is
two stages above, it becomes 1ncomprehens1b1e to the 1nd1v1dua1 " Kohl-"
berg states that most 1nd1v1duals, at a part1cu1ar t1me, are bas1ta11y _
at one stage although some may have a mixture of stages, He also
'£1a1ms that individuals can improve the1r moral dec1s1onﬁmak1ng,,r1;ing
t0‘e‘higher stage, if they are giyen sufficient and prqpen‘instnuction.

P . ‘
4, Can1t1ve D1ssonance Theory. The Cogn1t1ve D1ssonance theory

of value deveiopment has been developed by Milton Rokeach In his books,
'%Iheggpen and C]osed/M1nd (1960), Beliefs, Attitudes and Va]ues (1968), -

and The Nature of Human Values (1973); he-provides not 6n1y an explana-

tion\of the theory;but also a well structured analysis of the concepts
of be]iefs: attitudes and values, - - '

OO
ﬂ 4.1.. BeltZtE Rokeach beganah1s analys1s by 1dent1fy1ng f1ve '_
types of be11efs. 1) Pr1m1t1ve be]1efs (100 per cent concensus):
are 1earned by direct exper1ence and are re1nforced by unan1mous
wsoc1a1 agreement. Examp1es are: I be11eve this is-a tab]e and I
be11eve my name 1s . (2) Primitive be11efs (zero consen-
" sus) d1rect1y 1nvo]ve existence and persona] exper1menta1 encounters
with the obJect of belief, but they are unsupported by soc1a1
concensus. Examp]es are phob1as, ha11uc1nat1ons or delusions.

v

f€< (3) Author1ty be11efs are non- p1m1t1ve beliefs resulting from ,

]
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~selective attention'td conf]icting persons in anthority. These
authority beliefs are changeab1e'from‘t1me tO'tine depend?ng on the
“perceived bositive‘or nedat1ye authority position of the reference
group cr persons.v An examp1e-is: Santa Ciaus comes down the
‘chimnéy every Christmas.b (4) Derived belwefs are those accepted

because they came from an’ author1tat1ve source e. g., the New York

_ Times or the Edmontoanun. JThey are changeab]e depending on the
amount of authority one attributes to the source,of'information;
Derived beliefs formfcne's‘institutiona]ized ideo1dgy “and, along
wtth authority be1jefs and identificationswwith reference sounces,
-proVide a sense-df group 1dentificatidh. ‘An examp]e is:.’éﬁqking
Wi11 1ead to cancer (5 InconsequentiaT beliefs refer to matters
of" 1nd1v1dua1 taste and are least 1mportant to peop]e An'ex-':
ample is: Steak is better rare (1968, PP. 6-11) |

In exam1n1ng eliefs Rokeach makes three assumpt1ons “First,

dnot a11 be]1efs are equa11y 1mportant to the 1nd1v1dua1 ... Sec-

ond, the more centered a belief, the more it will res1st change.

N

.. Third, the more central the belief change, the more widespread |

-the repercussions in the rest of the belief system"- (1968, p. 3).

L [ : . v
Beljefs, to Rokeach are interconnected. Changes in one set-

of be11efs “hold 1mp11cat1ons for other beliefs he1d by the 1nd1v1d- {

ual; He proposes four cr1ter1a of connectedness. (1) Be11efs a
that d1rect]y concern one's ex1stence and identify are assumed to
be functionally 1mportant (2) The importance of ex1stent1a1

beliefs 15 enhanced if they are shared with others, (3) e11efsb

resu1t1ng from persona] experience are more s1gn1f1cant than those

Y
|

i»>



derived from reference sources. (4) Non-arbitrary beligfs are

assumed tovbe'more important (1968, p. 5).

L4

4.2, Attitudes. From beliefs, Rokeach moves on to ex;m4ne atti-.
" tudes. His definition of an.attitude is:

... a relatively enduring organizat1og of beliefs
around an object or situation predisposing one to
respond in some preferentia] manner., (1968 p. 112)

He re]ated be11efs to . att1tude5~as fol]ows

‘Each belief within an attitude organization is con-

- ceived to have three components: & cognitive com-
ponent, ...; an affective component because ,.. the
belief is capable of arousing affect of varying inten-
sity ...; and a behavioural. component, because ‘the be-
“lief, ..., must lead to some action when 1t is su1tab1y
activated. (1968 p. 113-4)

~ Values. To Rokeach attitudes’ were packages of be]u?fs. Atti-
tudes id values are re]ated, however, values are distinct from
attifudes in that: |

Values ..,. have to do with modes of conduct and end-
states of existence. ... Once a value is internalized
it becomes, consc1ous1y or unconsciously, a standard
or criterion for guiding actiog, for developing and

¢ maintaining attitudes toward relevant ObJECtS and sit-
uations, for justifying one's own and other's actions
and attltudes for morally judging self and others, and
for comparing with others. Finally, a value is a stan-
dard employed to influence the values, attitudes and
‘actions of at least some others - our children's, for
examp1e. (1968 p. 160)

Rokeach c]ass1f1es va]ues as be1ng 1nstrumenta1 or terminal.
'He states that 1nstrumenta1 va]ues;can be d1st1ngu1shed as those
words,of ohrases-which oou1d.pe 1nserted'in the foilowing_senteoce:
"] be1ieve.that (for example:- honeéty; courage) is personally and .
socia11y.preferab1elin'a11 situations with respect to all objects."

\
i3
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.;e\;\; Terminal va]ues,he states, can be distinguished as wofds‘of phrases

thaf can be meaningfully placed in the foilowing sentenci. "I be-
"lieve that (for example: a world at peace) is personally and .
socially worth striving for." s(1968,'9. 160-1). He.1mpﬁies, there-
fore, that instrumental va]ues are ﬁeans to.'ends, while te?mina]
values are ends. ‘ & o
Rokeach identified‘18 terminaf and 18 1nstrumenfe] velues -

" found throughout society:

Instrumental Values Terminal Values
Ambitious A comfortable 1ife
Broadminded _ An exciting life
Capable ' - A sense of accomplishment -
Cheerful . V A world at peace
‘Clean - . _ - A world of beauty
Courageous : - Equality
Forgiving : Family security.
"Helpful ‘ / - Freedom
. Honest : . Happiness:
Imaginative N “ Inner Harmony-
Independent - ' Mature Love
Intellectual National security
! Logical ' Pleasure -
~Loving S ~Salvation
~ Obedient : - Self-respect
© Polite - . " Social -recognition
Responsible o . True fr1endsh1p
Se]f-control]ed} ~ Wisdom

, (1968, pp. .60-61)
Rokeach completes h1s study by out11n1ng a theory of change
for a value-att1tude system. His two postu]ates are that a system seek-
ing ba]ance 1s mot1vated for a consistency primarily with Self-esteem,
»and second]y with logic and rea11ty LQ other words an 1nd1v1dua1 1s
-}contlnua]]y striving to maintain consistency between h1s value - att1tude

" .

system and his act1ons

\-,

L 9

A state of 1ncons1stency, .according to Rokeach can be induced.

L 4

if any of the following occur: (1) A perspn may be forced to engage
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' , /
in behaviour that 'is inconsistent with his attitudes and valuesa, (2)

A personvmay be exposed to new information from a significant other

thén‘is‘inconsistent with information already represented within his

<

value-attitude system., (3) A person may‘be exposed to information a-
bout states of 1nconsistency already existing within his own value-
: att1tude system (1968, pp. 167 - 168)

Rokeach dmst1ngu1shes h1s theory conceptually from other ap=
proaches on four counts.

1. Conception. of Inconsistency. .. imbalance, ...
dissonance or incongruity. ... (T)wo or more cogni-
tive elements, X and'Y, .,. are said to be.in some in-
consistent or imbalanced relation to one another ...
X refers to a cognition about oneself, and Y refers
‘ to a cognition about one's performance 1n a given
~situation. ..\ ‘

2. From Attitudes to Values .;.'(T)he present focus 1is

on the concept of values and on a theory of value change ...
A shift from attitudes to values becomes scientific-

ally possible only if clear conceptual and operational

\“,/‘, . distinctions can be made between the concepts.

'3, Short-term and’Long-term Cognitive Change ... (T)he = - 7
present theory attempts to address itself to 1ong term
«». as well. v

4, Behav1oura1 Change fo]]ow1ng Cogn1t1ve Change ces
The present formulation suggests that as 1ong as the
values underlying a changed attitude remains intact,
there is no compelling theoretical reason why a short-

“term attitude. change should lead to behavioural change.
(1973 p. 230-2) |

&

Bas1ca11y, Rokeach's. theory postu]ates that‘the psycho]og1ca1

AN

state of self- d1ssat1sfact1on with one's att1tude value system is the 5
,ﬂvcentral mechanism that triggers cogn1t1ve and behav1oura1 change. /
Rokeach notes: that h1s theory is supported by McGu1re s (1969)
‘~'rev1ew of - severa] hundred-attitude change stud1es McGuire's study

showed that virtually all attqtudevchanges could be dichotomized

1
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according to the procedure employed to induce attitude change. Either
"(1) A person may be exposed to information about the cognitions or

behaviour Of?asﬁignifiCant other that i¢ discrepant with his own cog-
NNy A
nttIons or -

\viour."™ or "(2) A person'may be induced to engage

in behaviour that is d1scfepant with his own éognftions." (1973, p. 233)
Rokw®ch goes on to ewplain how his comprehensive théory ties

in with 'the works of Maslow (1954). |

Many of our findings are consistent with Maslow's
hierarchical theory of human motivation (1954).
If we assume that lower-order safety and security
needs are reflected in a higher regard for values
concerning material comfort, conventional forms
or religion, and conformity, then our findings
suggest that such lower-order needs are more im-
portant to the poor and uneducated. In contrast,
the affluent and educated typically regard values
reflecting safety and security needs as relatively
unimportant, not so much because they are not

- valued but because they are taken for granted.
Taking such values for granted frees the affluent
and educated to place greater emphasis on higher-
order values, for instance love, competence, and
self-actualization. (1973, p. 327) .

Rokeach's work considering attitude, values and personality
development is also related to the studies completed by Erikson.

The data .., show a continual development of values.

- from early youth to old age, a finding that is more
in accord with Erjkson's (1950) than with Freud's
view of personality development. Further research
is now needed to describe.more clearly the value
systems that are characteristic of Erikson's eight °
identity stages and to determine the precise nature
of the value-changes that accompany change in stages
of identity, (1973, p. 327) '

Rokeach's theory is very deterministic in outlook. His theory,
in which the individual goes throughrself-confrontatidn proceduresvin
" analyzing his own attitude-value system and affirming his mental states

and fee]ings; is very-different from the information persuasion and
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behaviour modification of Skinner.

Social scientists of all theoretical persuasions,
from Skinner ... to Freud ..., have long agreed
that human behaviour is determined by genetic

A\ ~ endowment and by environmental circumstances.

Contrary to Skinner, however, I have argued that

humans, determined though as they all are, vary

in how much they care about freedom, dignity, and
9 other val ues; ‘that they can indeed be said to pos-

sess values; that values determine behaviour; and

that value changes leads to attitudinal and beha-

viour changes.

...Moreover, man has been seen as one capable of
feeling satisfied and dissatisfied with himself as
he becomes aware of discrepancies that implicate
self-conceptions, and such awareness and associated
feelings have been seen as having cognitive and be-
havioural consequences. (p. 338?

Rokeach's work has very obyious implitations for values edu-
cation, According to his theory, dramatic changes in attitudes and
values will occur when individuals are confronted by inconsistencies
between what they say they value and what they actually value as

evidenced by their behaviour. = Rokeach states #hat this confrontation

related directly to Dewey's observations tha

‘with a felt difficulty. \

This "felt difficulty" is a more or less consciously
experienced affective state of self-dissatisfaction,
a dissatisfaction arising from some cognitive dis-

- crepancy between self-conceptions and performance in

a given situation ...

all education begins

It is such an affective experience rather than a cog-
‘nitive contradiction per se that is postulated here

to be the basic motivation for cognitive or behavioural
change. (1973, p. 226) -
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Cogn1t1ve Deciswon~Mak1nngheory. The Cogn1t1ve-Dec1s1on

_ltheory proposed by John w11son, 1n his books Introduction to Moral

eLEducation (1967) and A Teach1ng,Gu1de to Moral Educat1on (1973), :

‘7proposes that va]ues are learned and mod1f1ed through a dec1sion

»‘mak1ng process.

In h'is comp'lex system, va]ue/h\ora‘l deciswns are ar-

rlved at by a var1ety of both affect1ve and cognit1ve processes

28

In exam1n1ng mora]/va]ue decis1ons, N1150n states that there

h ‘are f1ve features essent1a1 to mora11ty gg

1, ... A moral action is connected wlth ‘intentions
. -and w1th acting for a reason: so that we havel to.
< know, not just what pe0p1e do but why they do’ 1

‘~'2 Only certa1n k1nds of reasons w111 count as good '
- reasons. We.can't-say 'Any reason will do so long -
- as they lead to the rlght action' ...

> 3. _good moral reasons must be based on a rat1ona1
- consideration of other peaple!s. interests: authority -

.or Se]fTSh des1re .+, Won't do by thenselves.h_

4, A ratvonal consaderatxon does not necessar11y

-involve a great deal of conscious: deliberation, but"

it involves such things as.regarding other people as.
—equals, knowing what their feelings are, respecting . -
~“logic and the facts, not being deceived by linguistic.

confusion, and hav1ng moral” ru]es or pr1nc1p1es based

- on a]] these

To further exp]a1n ‘and to prOV1de spec1fic curr1cu1mn obJect- ~

t1ves, w1lson ana]yzed the "educated mora11y mature" person.

5, {A) man must have the ab111ty to act on his.

E.mora] pr1nc1p1es (1967 pp. 19%-2)

To under-

stand th1s type of 1nd1v1dua1 necess1tates being aware of the d1ff1cu]—

‘atTES 1nvolved in understand1ng what: makes up mora11ty w1150n states

r _gthat the problem is that



"v.s Our emotions énd preJud1ces create in us certa1n
p1ctures or fanta51es about mora11ty. .

. The reason why we must isScuss these fantas1es is
o that, however much we may try to 'make sempse of morality
. : *1nte11ectua11y. the fantasies will persist unless they .
’ are recognized for what, they are. (1973 P. 4)

W11son determined that there were basica ]y 1ve components to
;_mora1ity. To so1ve ‘the problem of emot1on and preJud1ce Wilson’ used
‘neutral class1ca1 Greek abbreviat1ons to represent them. Without .
these c]ass1ca1 Greek abbrev1at1ons, no neutral 1nte11ectua1 assessment ’
tcou]d take p]ace, accord1ng to w1lson for the model wou]d then be
‘-"deep1y embeddedvln the 1anguage_and mora]kaudgements“of our sog1ety“
1973, . 9). B B
N1lson s components of an "educated mora]]y mature" person
e . , R .

B 4

},]]’:PHIL (ereek-“Philia - concern or Toving friendship). PHIL is

i» an att1tude or frame of m1nd 1nvo]v1ng a belief that other people have

equal r1ghts w1th oneself Th1s att1tude is - detected and ver1f1ed by

C:r the way 1n wh1ch a person thinks in his everyday 11fe. PHIL hafi::
1mportant d1mens1ons (1) scope, w'1ch 1s rough]y how many othervpeo—
p1e a person 1s prepared to- 1nc1ude h his att1tude or equality and
(2) ‘degree, which is the 1ntens1ty of the fee11ng It is possmb]e for_

a person to have th1s att1tude but. not act.on it --perhaps because he o

does not know how to or because he is fr1ghtened or for some other -

reason,

2, '{MPkareek' 'Empatha - awareness or‘empathy) - EMP‘is an ability

to know what other people are feeling in a part1cu1ar s1tuat1on It

1nc}udes also: be1ng ab]e -to pred1ct the fee11ngs of those whom one has’
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never met. By peop]es fee1ings' Wilson means not just sensations but
emotions‘ These fee11ngs can be detected by what a person says he
fee]s by characteristlc symptoms, by character1st1c act1ons, and by
character1st1c circumstanCES It is. poss1b1e for a person to have a
high degree‘of;EMP but not actually use his ability. This may be due °
‘to the fact that he is too nervous about people; hence too firightened

to observe them or is too lazy to bother. .

.

3, 'GI'G"U)jGreeb Gignoskein-knowledge or to know). GIG (1) is

the know1edge of the facts relevant to- a mora] s1tuat1on. GIG may be -
.'d1v1ded 1nto two areas. These two areas are know[edge of 1aws, ru]es
; and contracts 1n a given society and know1edge of what th1ngs are dan-
gerous tovpeop]e_1n a g1¢gn soc1ety. | 4 i
- - GI6 (2)-is‘a‘know1edge,of sociaT skills. It is concerned%with
".the'knowledge-and abinty'to perform effectively in social contexts.
Bas1ca11y 1t 1s concerned with the person s know]edge and ab111ty to be 1_

prof1c1ent 1n soc1a1 sk11ls, to give orders, to take orders and to be

o ab]e to discuss among equa]s, e1ther s1ng]y or in groups g ‘\_,Q;

4, DIK (Greek Dikere - to say, related to Just1ce) DIK is the

rat1ona1 format1on of pr1nc1p1es concern1ng other pe0p1e s 1nterests

4
o <DIK has two 1mportant d1mens1ons rxght reasons and. s1ncen1ty of de- -

-c151oos, on the basis of other peop]e S 1nterests The d1mens1on of
‘-"r1ght reasons" is the 1nd1v1dua1 maklng a mora1 dec1s1on on the basis
of other peop]e s interests. Very often 1nd1v1duals use non DIK reasons

“such as gu11t fee11ngs obed1ence to author1ty, or conform1ty to one' s

»

Cirl
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“social group as the basis'fOr'making moral decision. "Sincerity of

' dec1s1on" is the comm1tment 1ndiv1duals make to their decision. Very :

' often, 1nd1v1-l£'f;.ay that certain th1ngs wou1d be. r1ght or wrong

but in mak1ng Sﬁlhe Judgements they do not s1ncere1y commit themselves.
Ind1v1dua1s w1th DIK w111 therefore not just evaluate moral deC1s1ons
by referr1ng to other people S 1nterests, but will actually make ‘and

~commit themselves to those decisions. ST | g

oy, . =<

. .
e‘Q\ .

- 5. KRAT (Greek Krate1n - contro] or to decide). 'KRAT is the

behav1oural tra1ts necessary for mora11ty It is toncerned with actibn
and behav1our Two ba51c KRAT traits are necessary for a person\to

enter 1nto a mora1 act1on First, the person must have the a]ertness

. ‘and sens1t1v1ty to actua]ly use the other components of his mora] think-

ing. Second when the person does reach a rational moral decision, he
must have the mot1vat1on ‘and resolution to translate the dec1s1on into

actwon. In add1t1on, four other tra1ts are necessary. (1) A person X -

should have suff1 jent sentiment or love . for other peop]e to enab]e
h1m to. th1nk and agt’ " a mora1 cr1s1s (2) Avperson shou]d have a
sett]ed d1sp051t1on to th1nk and act in a rational manner (3) A
person must ppssess 1ndependence of Judgement and suff1c1ent courage
ﬁto act on hJs,Judgements. (4) A person must be reflective enough not
to befcarried-aWay by a'specific‘situationt A person may fail to take ’
action on a mora1 dec1s1on because he is fearful, incompetent~ fordet-
ful, ti red or many other reasons. hh]son‘ts out’ that these rea-
sons wou1d not be ca]]ed moral fa111ngs therefore KRAT shou]d not be

cons1dered just a matter of wi]]power

}
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W1lson s five components of mora11ty PHIL EMP ‘GIG, DIK, and
KRAT become the basis of his program of mora] assessment and his moral/-
values educat1on program - The maJor task for the teacher, accord1ng to‘t
Ni]son is to use the components as educat1ona] obJect1ves, teach1ng
fthe students the needed knowledge and skills. The . program should not’ A'
' axm pr1mar11y to- 1mpart SpeC1f1C content or to 1ndoctr1nate students,‘

i‘but rather to give them a method of mak1ng reasonab]e moral dec1s1ons

and act1ng upon . them.

. 2. Educational VaTué'Typo1ogjes'

There has been a p]ethora of 1deas theories, strateg1es and‘

: ;ph1]osoph1es regard1ng va]ues and how they can be taught In an at-

* tempt to prov1de some order to the field, a number of typologies have

" been . deve1oped that 1dent1fy ‘the major theor1es in the)f1e1d of va1ues'
education. : : ‘

| This section of the'review.of the‘1iteraturevreViews,the

i

major educational value typologies.

!
Bond‘s Typology

L Bond (1971) 1nvest1gated the dlfferent ways that soc1a1 studies
“educators claimed ya]ues shou]d be taught. To carry out the study, he
"*_constructed ten theoretical categories or cl‘assifi%tions. The "pur-
pose was to identify:the maﬁor thebries around which sociaT science
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. educators have grouped themse]ves, to sort out what appear to be maJor 7'

s va1ue teach1ng proposals for wh1ch there is some support among educators“
(p. 19). Bond Tabeled and defined ‘the ten class1f1cat1ons or categor1es
of teach1ng values as fo]]ows. | | ‘

Category I: The Universal School’

Category - IIv DeC1s1ona1 Values School -

Category III: The Fact-Value Separation School

Category, IV:' Analytical Valuation School

Category = V: Values Understood as Feelings School-

Category VI: - Values as Preferences School

Category VII: Values.as Subjects for Limited Ana]ys1s School
Category . VIII: Values as Hierarchical Arrangement ' .
Category IX: The Contextualists School -

Category ~X: The Psycho Soc1a] Acculturat1on View Schoo]

(p- 16)

A br1ef overv1ew of these ten va1ue categor1es fo]]ows

1. The Un1versa1 Schoo], ThIS schoo] of thought can be distin--

guished from the other nine in the be11ef that students should come to
»adopt a number of basic conclusions about what is good The conc1usions
are selectéd and 1ncorporated into the curr1cu1um by the educat1ona1 1n-
stttutton and presented in much the.same way one: presents: schoo] ru1es
~which govern student conduct Adherents to this line of thought such
- as Estvank(1968), Drummond (1957), Gayer (1964) and W1mpey (1961) cus-
tomarily propose a list of genera]1zat1ons, or . "un1versa1s"; stated,
_depend1ng on the educator, in vary1ng degrees of generality. Not 1nfre-///
quent]y, the list cons1sts of concepts such as "honesty" with the Tm/?l-
‘.catTon that one is to teach (or 1earn) the conc]us1on that/"Honesty is
. good"  (pp,. 20A - 23). , o

2,‘ The Dec1s1ona1 Va]ues Schoo] fhis/school is characteriied by

/

' the be11ef that students ought /p/ﬁe free to make their own value dec1-

sions. ‘Proponents of Category II 1dent1fy sets of<va1ues, however,

¥
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they emphas1ze the position of providing students with dec1s1on-mak1ng

- freedom. Bond identifies authors such,as Fenton (1968), Jeffreys (1961),
and Wells. (1956) as being interested in providing students with opportuni—
ties for dec1ding whether or not a particular va]ue is des1rab1e, for |
'examp1e,/as it good to be honest? .(honesty vs honesty):(pp. 24- - 29).

. 3. .The~FactaVa1ue Separation Schoo1: This school which be]ieves

that students should be free to‘make.theirhown decis;on derives partly °
from ‘the point of view that there is-a d1fference between "fact" and
“va]ue“ This schoo1 believes that there is np Togical, emp1r1ca1 pro-
'Acedure for va11dat1ng value Judgements The gap between what s" and
what "ought to be" cannot be closed by reason, and statements about what
"ought to be" do not 1og1ca11y or emp1r1ca1]y der1ve from statements
about "what 1s., Bond 1dent1fies as adherents to this v1ew such people
'as Fe1gl (1967) Goldmark (1968) and Sanders (1966) These people, Bond -
suggests, are 1nc11ned to view the world of values as bexng apart from

reality (pp, 30 - 35). | o | ‘(,

F: 4, The AnalyticaT'Va]uation School. This schoofﬁbelieves that
'vaiuevjudgements-shou1dﬁnot be arrived at subjectively but that the
methods of empirical and logica1'aé%1ysis should be applied to ques-
tions of value. Value conflicts can be resolved in substantialiy the'
same way that strictly empirical claims are, reso]tabie. This school be-
lieves that value Judgements are verifiable, even though some; for 1ack
V_ of ev1dence have not yet been ver1f1ed As well, the distinction‘be-
“tween facts and values can on]y be made in spec1f1c problem contexts.
This view maintains that most value problems in the soc1al sciences . are

not persona] or subjective. Rather they are properly subject to ooen,
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scientifio 1nvestﬁgat10n.V/According to;this‘view, valuation isénot de-
oisional.* That is,'determining the -value of some phenomenon no more
requires a'deoision than does adding numbers. -One EaTcu1ates the“sum
of a series of numbers and one analyzes and eva]uates a value claim.
Bond indicates that proponents of this view such as Arnet (1958), Beck '

\(1967), and Hannaford (1962) are relative1y few in’ number ~ (pp. 36-43),

5. The Values Understood as Fee11ng¥75chool. Th1s school. sees
'Valuing as essential]y a personal, private operation Va]ués are pri-
\'mar11y a function of feeling, rather than thlnk1ng Va]ues are indices
of emot1on rather than products of reasonlng Accord1ng to _this v1ew,
it makes 11tt1e sense to measure a value. for emp1r1ca1 or ]oglcal va11d1ty.
Rather measuring a value consists of asse551nq the strength of a fee11ng '
-d or setvof_fee]1ngs. Bond 1deht1f1es Krathwoh] (1964) ‘Estvan (1968) and. |
Meek (1965) as the major authors of this school (pp. 44 - 49);

6. The’Va]ues'as“Preference School. "This school views,are_not'muchf.

different from those who cdntend‘that values consist of feelings (Cate-.
gory ), But this point is not'c]arified by this Qroup of educators. ‘
" They.are not eXp11c1t about the re]at1onsh1p of "preferr1ng" to e1ther
the cognitive or affective doma1n and one is 1eft to specu]ate about 1ts
relation to other mental and emotional functions.

Accord1ng to Bo/d members of this schoo1 of thought be]ieve L
that phenonmenon X ‘has value if and only if someone prefers it., The -~
hvalue of phenomenon X is not to. be found in ones re]at1on to 1t or in
the phenomenon 1tse1f but is, def1ned as onés preference for it. There
seems to be no way, of determ1n1ng whether adherents to this view have

1nadvertent1y reversed the re]at1onsh1p between "valuing" and "preferr1ng
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That is, 1nsfead of Va]uihg sométhingfbechse 6ne finds oneself prefer-
ring it, one ought‘toApfefer it because it has value. ‘Bond identifies
Brackenbury (1964) as the major author 1n‘éh¥s school of thought

(pp. 50 - 51).- ' , ’ o

7. The Values as_Subjects for Limited Analysis Schéol. This school
is a hybrid of several otherscategorieé anﬁ is the midd]e grQund between
th;obﬁosing positions: subjectivism, iﬁ which it is held that indepené
dent aha]ytﬁc—procedufesfhave no bearing Qh véjug questions’ahd analyti-
ca1‘ethic§, in which it is argued thét oh}y ana]ytit-propeduFes have a
bearing éh_questions of value. ‘Members;df this scﬁob] believe that stu--
ldenﬁs should Tearn how to\éhalyzé value prob]éms because there is a fac-
tual component in value iSéues‘which'méke'them-suitab]e for analysis. .

' Members of this group do distinguiéh bef&eén facts ahd values éhd, ;ﬁ

the same time, érgue'thét'va1ues can be based on fdgts. According to
'this yiew values themselves cannot be verified ﬁhrough Togical of'empiri;
cal analysis, but the fécts ﬁﬁoh’which the Q&]ues rest are prﬁper]y sub; :
ject to such 1nvest¥gation..:Bond identifjes 611ver'and Shaver (1966)
~and Fraenke] (1969) as the major auihors of this school ofMthought
C(pp.52-89). v

8. Values in a Hierarthiéal_Aﬁranggment. People in'this'categorx

bé]ieve that one's vatue system can be unders;ood as a hiérarchically .

. arranged get of .beliefs, fée]ings or attitudes. According to this view,
va]ue‘conf]icts‘qqn'be'}ésolVed by'(l) identﬁfying'the,Véfiqus values
involved. in the'éonf1ict, and‘(2) Tocating théin%positions on thé hﬁer—
archy. Issues are decidéd‘in favor of the Qigher»ranking vd]qes.

Because these beliefs are so common.and because all major authors agree
. ¥
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upon thislpoint; Bond feels that this category cannot be classified -
~ as-a separate school (pp. 60 - 61). | /

9. The Contextua]1st School. This school believes that value pkd-'

b]ems cannot be intelllgently solved and that values (such as honesty
or generosity) cannot be comp1ete1y understood in the abstract It
makes no sense to reso]ve an anticipated conflict between generoshty
and honesty exeept in very spec;f1c situations. ‘The major authors of
thié echool are Hunt and Metcalf (1968), Rich (1968), and Fraenkel
(1969)  (pp. 62 - 64). |

~\10. The Psycho Soc1a1 Accul turation Schoo] This school's view

is that va]ues are acquired through processes ‘other than d1rect con-
sc1ous analysis and eva]uat1on  The values a person holds are acquired
_through subt]e ‘influences in the social environment. “With this'belief :
. the maJor job of educat1on is to dqscover ways in wh1¢h the process: can -
- be made more eff1c1ent The major authorszond identifies are Getzel
(1957), Engbretson (1959) and Lodge (1958) | (ppu'ﬁg - 69). |

| Bond's ten categor1es represented the maJor ideas and ph110-
\sophies ofwsocwal stud1es educators that pertain to the>f1e1d of values
education. - Bond's typb]ogy has supported by various writers in the - |
field, - It sheuld'be.noted that Bond's schema represented the first at-
~ tempt to.éategorize‘the mass of diverse and disjointed ideas, phi]oso-
phies, -theories and concepts about values educetien. The‘sfgnificancea
of Bond's work was that it provided a starting point for the development

- of further typologies.
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Stewart S Tyg;logy

Stewart (1974) adapted Bond's orig1na1 classification cate- o
gories to fit his axio-epjstemologisa1 theory criteria. vUnder this
cniteria, Stewart's typology consisted of four value educatjdna] ap-
proaches; Tfaditiona]-Authoritarian, Cultural-Relativist, Absolute-Rela-
tivist and 0rganism1c-$£ructura1ist-Deve1obmenta1. - A brief sUmmary'of

a

Stewart's four approaches follows:

1. Traditional-Authoritarian Values. fraditional—Authpr{tarian

vé]ues education is characterized by the following attitudes and practices.

a) the teacher knows and the students are taught;
(b) the-teacher knows everything and the students know nothing;
. (c) the teacher thinks and the stddents are thought about;
« - . (d) the teacher talks and the students listen meekly; .
(e) the teacher disciplines and the students are disciplined;
(f) the teacher chooses and enforces his choices, and the
students comply;
(g) the teacher acts and the students have-. the illusion of
acting through the actions of the teacher;
(h) the teacher chooses the program content, and the students
(who were not consulted) adapt to it;
(i) the teacher confuses the authority of know1edge with-his"
' own professional authority, which he sets in oppos1t1on to
the freedom of the student; ~
(j) the teacher is- the subJect of the Tearning process wh1le the
pupils are mere objects. (p 59)

- Stewart interprets this sty1e’in,termS‘of'Freud1an internalization of par-
ental values and in terms of psychologica1 environmentalism, naming Skinner
and Gagne. (pp. 55 - 60). :

2. Cu]tura]'Relativist Va]ues. Cu1£ura1 Re]étiVist values educa-

’t1on 1s a mod1f1ed form of the Trad1t1ona1 Author1tar1an attitude. It is
a less author1tar1an, ha]fway stage between 1ndoctr1nat1on autocrat1c
and ]a1ssez fajre values education (p. 60). ‘

3. AbsoTute-Relativism. Abso]ute Relativism is an educational ap-

proach which condones and encourages extreme 1nd1v1dua11sm.v_Th1s has been
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exemp]ified for Stewart mostrrecent1y in Simon's-value c1ar1ficatian
Stewart's critique of this approach stands as an exahple of academic‘
oVerki]lZ "I]1ogi¢a],’superf1cia1,Aec]ectic and absolutely re)atiyist
va]ues\clarification may well be ﬂsefu]‘... A 1ot of what they. call |
values clarification is what other peopleyﬁou1d call psychologic edu-
cation" (p. B3). o | o

'4. Structural=0rganismjc= Deve]opmenta] Education. This is what

~ Stewart descr1bes as a transactional- democrat1c developmenta] approach
I;~th1s category-Stewart combined the "prqb1em-posnng" approach to edu-
cation of Freire, Dewéy's emphasis onpdemocracy and interactioh with the
‘enyironment;-and the stégégdevelppment‘iheories'of Pipget and Koh]berg

(p. 64 - 68). .

4

4

_ Stewart1$ typo]ogy'ident%fies three categorﬁes whiph he-fee1§ :
aré "enemies" to values education: Traditionq]-Authoritafian; Ma]ueé |
Clarification apd the hybrid of the two. His typo]ogy'éhd discussion is
basically designed to support his fourth categoky, which‘is his idea1
"catch- a11" approach. H1s categor1es do not Tead to a model which can be

>used to ¢ 1ear1x identify educational value approaches found in students

learning materials,. and have not been used as such,

HOngihson's Typology

. "Hodgkinson (1974) devélbped a typo?ogy of six value educational
methodologies. . He der1ved this typo]ogy from practical teach1ng exper1-

ence and from observation of teachers. Hodgkinson lists his six -method-

ologies as: *
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1. Direct Induction: Emphasis was placed on the
fact that:for success this method implies and
necessitates some form of social concensus and
1nd1v12ﬁa] commitment. It is the classical
mode 0 doctrinaire values education, and it
is quite effective when prerequisite contextual
conditions are present.

2. Clarification and Analysis: This is the method -
currently popular in the literature on values
education, and it tends to address, in our terms,
not mpra] but values education.

3. Mode]ﬁng: he inevitability and unconscious
naturg of this mode were @hphasized, together with
the possibility of negat1 e outcomes. Theé teacher
is 1n[fact a model a ues educator, ...

\

4. Mora] Reason1ng Thi pethod ... is the mode of
d1a1ect1c and persuas1on. “ Kohlberg's work in
this methodology is classic.

| ’ - -

5. Dissatisfaction Induction: This is the method ex-
poused and elabarated by Milton Rokeach. He argues
that if a student can be shown discrepancies be-
tween his self-concept and his declared values, his

- yalues will change permanently, so.as to eliminate
the discrepancy.

6. Concurrent Teaching; This means teaching for
values as well as for concepts and facts in the
ordinary course of daily classroom work., It is
argued that every subject can be presented in

* some way so that it will relate to effect and
ego, and thus become a component of values edu-
cation, (p. 49 -50)

The‘méjor purpose of HodgquEpn's'study was to determine to
what extent value orientations are ah.effecthe meésurement of teacher
receptivity to educational ihnOva%ion._gHe developed the typoiogy to
categorize teachers as to théir values methodo]oéy rather than to cate-
gorlze educat1ona1 value approaches |

‘ Difficulties wou]d arise if Hodgk1nson S typology was used  as

»
the basis for the analysis of student learning materials, because:
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1. D1re;t Instruction and Modeling wou]d ﬁot be eisi]y discernabIe
as separate and distinct categories in wriften materials.

2. Dissatisfaction Induction of Rokeach is more a theory of vaiue

change than an educational value approach, and |

3. Concurrent Teaching is more a compréhensive curriculum approach
than a distinctive values teaching method or an educational values

aPproach.

Superka's Typo]qu

&

Superka ‘1973)vmade an extensive analysis of the major valuing
theories (conceptions of the process of va]uing’development) and the
educational values approaches (general methods of teathing‘for value
development). Using Bond's earlier work he refined the typology into
eight easily indentifiable catégories.' Theyare: . | .

1) Behavioural learning and behavioural modification.

2) Psycho-social acculturation and values inculcation.

3) Rational-empirical and values analysis. q

4) Subjective-affective and value evocation. o

5) Cognitive- deve]opmenta] and moral reasoning.

6) Humanistic-organismic and value clarification.

7) Social-Psychological interaction and value reconstruction.
_n-1nteracﬁﬁon and value reconstruct1on (p 8)

: of these -eight educat1ona1 values apprqaches
follows.

1. Behavioural Mod‘ jcation. This is an approach of ‘behavioural psy-

; {. .

chologists. The éim is the'deve]ppment of consiﬁtent patterq; of behaviour
thrpugh suitable keinfd?cement of stimulué-eyokéd ré?ponses; Walues pave
‘.no’meaning-in any abst;act sense. Methods are those ofﬁconditions and of
behav%oura] psycho]ogy.. The foremost modern ﬁames Tisted by'Superka afe
Baﬁdﬁra (1§69) and Skinner (1972).' Specific educational applications are

those -of Sayre (1972) and Sulzer (1972) (pp. 30 - 36).

- .

-



2. Va1ue;incu1cation. This is an approach which seeks to 1nst111

~ certain desirab]evand‘pre-chosen,va]ues 1hto_students,) Va1u1ng is con=.
' ‘sidered‘a process of inﬂentification and'socialization. vStudents are -
~not encouraged to make free cho1ces, but to act accord1ng to pre-
"Specif1ed va1ues Sampie methods are mode11ng and posft1ve and negat1ve.
re1nforcement Inculcat1on can be dTrect and systema 1c, ‘as in beha—
‘ viour mod1f1cat1on or 1nd1rect and subtle‘ through a teacher's style ‘

’or-1nfbrmat19n bias. Superka re]ates this approach to "reud's psycho-

‘ ana]yt1c psycho]ogy (1935) and Parsons' structura]1s funct1ona1 ‘
‘soc1o1ogy (1951) Educat1ona1 express1ons are found in Fenton (1975)
and Shaftel and Shaftel (1967)  (pp. 37- 43) | |

_3. Value Ana]ys1s., This - 15 an approach wh1ch stresses rat1ona11ty;

- 'The aim 1s to help the’ students use 15§1ca1 th1nk1ng and sc1ent1ch pro-
'cedures in dea11ng with values and va]ue laden issues. Valuing is con-
ce1ved of as be1ng ‘the ratjonal process of determ1n1ng the goodness or

worth of a phenomenon Methods used are group and individual study of
’ agd!§0c1a1 va]ue 1ssues, 11brary and f1e1d research, and discussion. Funda;
‘mental processes are of the emp1r1ca1 sc1ent1f1c metnor Superka indi-
'cates that the maJor soc1a1 stud1es and va]ue education exponents are
0liver and Shaver (1966) Ma551a1as and Cox (1966) Hunt and Metcalf
;.(1968) and Ne]son and M1chae11s (1972) (pp. 43 - 48).

_4. Value Evocat1on. Th1s 1s an approach wh1ch helps students ex-

’,presscthe1r va]ues or persona1 mora1 feel1ngs genu1ne1y and ‘spontane-
- ous]y, ‘without thought or hes1tat1on .The process. of va1u1ng is one of
‘feellng or_emotlng. Teach1ng methods wou]d prov1de an environment

N a11dWingfthe students maximum freedom of expression. Th1s;approach can
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9can be traced to the 1nf1uence of Rousseay//:d thefmodern expression bf’”‘
these 1deas can be found in Rogers (1969) and Brown (1971) '(po. 48-52).

T

5. Moral Reasoning. This is the cogn1t1ve—developmenta1 approach

‘which would st1mu1ate students 1nto reasoning at h1gher and ‘more com-
- plex 1eve1s.i Students are encouraged and helped to advance to h;gher 'Ii
1eve1s by role p1ay1ng dilemma d1scuss1on. &, |
Var1ous deve]opnenta] cont1nua have been evo]ved of which
- Koh]berg s (1973) elaborat1on ong$1aget’s (1965) successive stages is
vthe best and most w1de1y known according to Superka Koh]berg s six
stages)are-presented as three two-stage 1eve]s. preconvent1ona1, con-
ventional and post-conventional. The pre-conventional stages are a_
ponishment-and—obedience onjentatfon and an 1nstr9menta1:re1ativist
ohientation.h The odnventionaf stages are stereotypical conformism and v
a "law and ohderf onientation; The post-conhentiona] stages are'the
social-contract,-1ega]istic mentality, followed by a univehsa] ethica]
~ principle onientatton Kohlberg also hypothesazes a seventh or cosmic-
perspective stage Superka summarlzed mora1 deve]opment as: the recon-

. struction of more and more adequate conceptions of justice (pp. 52 61).

6. Va]ue'Clarification.v‘This;aims at'helping students to -use both

s Y 4 ‘ . .
rational thinking and emotional awareness to examine persond1 behaviour __
patterns and c]arify and actuanie"values. Stﬂdents-ane encouraged to:

uncover and'\ resolve value conﬂki'cts. Methods avaried and inc1ud%.

self-analysis, listening techniques, examinat of dilemmas. and various

~ creative tasks.
The core of this approachvis'the'notion of a seven-step.pro-
: cess‘of vaiue development. These steps,are:

'

5
.
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1. ~choosing'from aiternatives,
2. choos1ng after carefu1 cons1derat1on of the consequences of

each a]ternat1ve,
p

3. ch0051ng free]y,,
\4..'prizing, being,g1ad of one's choice,

o
.

prizing, -béing w111ing to affirm‘publica11y)one's choice,

' act1ng upon one's cho1ce repeated]y, over t1me

o
.

The authors Superka 1dent1f1es as the maJor contr1butors to
this. approach are- Raths, S1mon and Harm1n (1965) S1mon, in co]]abora-‘
'tlon w1th~K1rschenbaum and Howe (1972), has been given cred1t for
popu1ar121ng thg approach'~(pp .61 - 62).

7. Value Reconstruct1on. This provides specific opportunities

-for students to engage in persona1 and social act1on in re]at1on to the1r

da

va1uesﬂ Prev1ous]y,ment1-5;f;'nalys1s and clarification approaches are

advanced'to'the stage of 547‘2r1ty irvolvement and commitment. John
#]Dewey is recogn1zed as the 1ﬁ?t1ator of this approach and Newman (1975)
| “=1S the most recent exponent of this approach present]y (pp. 67 - 75).

2 8. Value Ind1v1duat1on or Un1on This approach aims at enab11ng

Vstudents to 51tuate themse]ves in a 1arger than self universe, such as (
‘ the human race,’ earth or the cosmos Exper1ences are prov1ded to facili-
tate the percept1ons of body- sou], consc1ousness unconsc1ousness “and '
‘personal-env1ronment,re]at1onsh1ps Methods used 1nc1ude prayer, wor-
ship;.meditation or drugs, The proponents of this approach range from
fundamentaiists to.exotic mystlcs. Superka 1dent1f1es.watts (1967) and
traditiona] relhgious‘eduCators as‘proponents of this approach

«f

(pp. 75 - 83). . | ;



Superka's Revisions

Superka reasoned that,when examining instructional materials,

one‘cou1d°not'easily distinguish between his original \first two cate-

gories, He tberefore made avnumbervof reyisions to hi ‘original 1973
ftypoiogx making it more concise'and practical, that:is more usetul to.
educators. Superka's criterion for the revisions to th typo1ogy was
that 1nstruct1onal mater1als must exist for the various.
va]ge approaches. He therefore co]]apsed (])Behav1oura1.1earnﬁng and
behaviobra] modification and (2) Psycho -social accu]turat1 n and va]ues
1ncu1cat1on into one category, now called Incu]cat1on The or1g1na1
category (5) Cogn1t1ve deve1omnenta1 and mora] reason1ng be ‘me s1mp1y
Y Moral Deve]opment “He renamed category (3) Ratwonal-emp1r1c 1 and
'values analysis s1mp]y Analys1s: -The or1gina1'cate§ory (6) Hi man1st1c-

organ1sm1c and vaTue c]ar1f1cat1on becaine s1mp1y Clarification|, Cate->

SN\
\.

gory (7) Soc1a] psycho]og1ca] interaction and value reconstruct\bn
. -received a new ;F b “Art1on Learning. The other two categories were

"not 1nc]uded 1n tbe typoﬁogyvfor they were 1nsuff1c1ent1y represented 1n

the curriculum materials., They were however 11sted as va11d alterna-

t1ves by Superka; Category (4) SubJect1ve affect1ve and values evocat1on
: became Evocatidh and zategory (8) 0nto]og1ca1 1ntegrat1ve and value
1nd1v1duat1on became Union ;(1975 pp. 1 -6). ';” h
The new typology now consisted of five categories: (Ti {ncul-
vcation, (2) Moraltberelopment,»(B)_ Analysis, (4) Clarification and |
(5) Act1on Learn1ng > o |

In summary, the revisions Superka made are as fo]]ows
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0rigtna1 1973 Typology - - , o Revised 1975 Typology
1) 'Behaviourai 1earhﬁng and-behaviouraT ' 1) -Incg1cation

modification’ ‘ o
. ; . " A ) . .
2) Psycho-social acculturation and -
values incu]cation‘ :
5) Cogth1ve deve]opmenta] and mora] ol 2) Moral Devetopmeﬁt
reason1ng - : .
13) Rat1ona1 anp1r1ca1 and va1ues R k3)r Analysis:
..analysis Coe ’ : .
e \
6) Human1st1c organ1sm1c and value ' - 4) Clarificatjon
c1ar1f1cat1on : , S
7) Social-psychological interaction o 5) Action Learning
and value reconstruction S '
@) SubJect1ve affective and va1ues , Evocation
evocat1on : B
8) Ontological- 1ntegrat1ve and value ‘ Union
1nd1v1duat1on :

2

Superka S rev1sed categories prov1de a framework within which
'the»mass of curriculum mater1als and va]ugk re]ated 11terature may be
grouped and class1f1ed and have been recogn1zed as'an acceptab]e typo]ogy
upon wh1ch research 1nto educat1ona1 ‘values may be based The advantages

of this typo1ogy over others are:

1. the comparat1ve ease with which one category can be distinguished |

from another, o

BN

2. the broad'scope of the categories which coyer‘more@compléte1y
the preééﬁt field. of values literature, and

b
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~ 3. the basing of each cetegohy in existing curriculum materials,
“makes the’typ61ogy more eractical and more useful than others..
'5As.Hunkins’(1977) stéted, “Superka4s categeries are discernible ... now
proyfding-a_unifie]d berspeefive‘;;. Superka's tyeoloay has recently,
been confirmed as an adequate organization of the field" (p. 40). |

- Superka‘s=cf1teria fof deve1opment of the reVised typology |
was that curriculum mater1a1s must ex1st for the various theoret1ca1 ap;
proaches Since the deve]opment of Superka s revised (1975) typo]ogy, '
:eurriculum materials have been produced/wh1ch would fit into his_Emo-';
tional-Rational approach (EQpcatioh), Startline (1978),_deVeloped_in,
Brﬁté{n bnycPhaiT, is one of tﬁe-new ch}ricu]um'materialsxu$1né the
Emotiohal-Retiohal approach, VMéiﬁtaining Superka;sfkationa1e, his typ-
- 0logy muStlnow be-expanded to six categories,.to.inclqdé the Emotional-
Rational (Evocation) épprqach in order to constitute anladeqdete basis .
;‘foﬁ'the ana]ysis of va]ues'qpproacﬁes inherent in present-day cdrki;de

Tum. ' T e | , |

‘Because of the advantages Superkafs modified categories hold

over other systems of c1ass1f1cat1on, it is selected as the best typ-'

a

~ ology upon wh1ch to base research into or ana]ys1s of va]ues materials.

. A
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'Summary of the Chapter |

| In recent years the need to deal w1th values 1ns1de or out-
s1de the school sett1ng has become apparent to a s1gn1f1cant1y large
number of educators. Efforts have_now_been channeled away from exp1a1n-f
ing hgﬂ;they‘should'be "tahght" to'exp]ain{ng:!hx va1ues'shou1d be-
"taught". As a result an enormous mass ‘of, educat1ona1 11terature much
.of which involves suggest1ons and materials, for "teach1ng" va1ues, has ‘
~been produced in"the last two decades.

In.the preceding chapter_attempts were made'to review the sig-
nfficant,“gropnd-breakfng.work of Mead, Kluckholm, Spindler, and Laswell.
.The’disoussion also reviewed:the-major va]ue-deve]opment theortes: Psy- )

choanalytic deve1opment, social Tearning, cognitive-deve1opment; cogni-
“tive dissonance‘and cognitive-decision;making ' Bond's,~Stewart's, Hodg-
kinson's and Superka s attempts to develop various typo]og1es - the
theoret1ca1 gr1ds through wh1ch the _many confus1ng ideas concern1ng
values and valuing cou]d be s1fted - were also presented

Superka s rev1sed 1975 typology.is the most app11cab1e to use

as a basi3 for the development of a values mater1a15-ana1ys1s system

N Superka s typo]ogy must be expanded however to 1nc1ude h1s emot1ona1-

.rat1ona1 (evocat1on) category $0 that the recent curr1cu1um mater1a1s,
such as,those developed by McPha1] may also be ana]yzed._ Therefore, the

'typo1qu'adopted“as the basis of further work in this thesis 1nc]odes six
approaches to the teaching’ of va]ues as follows:

Revised Superka\Typology

Action Learning
Emotional-Rational _

fl.' Incu]cat1on :

2.~ Moral Development - o
3. Analysis !
4, Clarification - o

5.

6.
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‘CHAPTER ITI

Approaches to Values Education

Introduction

In the previous chapter, a typology of six VaTue education
' approaches was identified. #his typo]ogy 1s the base from ‘which the
va]ues materials analys1s system is deve1oped
To create an analys1s system, which isvnecessary to determine
which of fhe six approaehee to- teaching value§ deve10pnent'are‘inc1uded .
,'jh'a set of cqrriculﬁn,materials, one musf_First identify the dist"g-‘
ushing characferistfcs of each approach.: Each of the si* approaches is
based on a distinct view of huma nature,and the nature of person-en-
vironment interaction.- Each/ref:e;£§\a\definite'conception of'the nature
of - the process of valuing. In most cases, approaches embody>agreement
by their proponents on the nature and soﬁrceof values and seem to im-
“p1y Certain fnndamenta1 or 01t1mate va1nes.' Furthermore,veach.approach
uses-different teachfng.ande]earning methods, Qjctates specific roles'
which the student an¢ the teacher must adopt, ahd;uses,characterisfie
_vteaching and learning materials. - ( ; ‘(Z‘ ;
" This chapter identifies the distinguishing characteristics of-f-
the six approaches: jncu]cation, moral development, ana1ysis,oc1ar{fi-
cation, action 1earning, ana emotiona1 rational. To accomp11sh this, .
each approach w111 be expl1cated in ‘the fo]]ow1ng manner:
1. The rationale of the approach will be 1dent1f1ed and the
nature of man as v1ewed by proponents of the approach w111Abe
expiained The spec1f1c obJec§1ve that the-approach is’ try1ng

to achleve w111 a]so be identified.

-
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2. The brocess of,valufng wi]l'be explained as seen in the ap-
proach. The nature, source, and fundamental or ultimate values
which the approach implies will be set forth.

3; The teachiﬁg methods that are used to achieve the specific
pufpose'of/the approach will be identified and explained.

4, jAn/1nstructioga1‘mode1(s), a systein(s) of procedures used by
teéchérs to actua]iie'the épproach; will béwdelingafed.

5. 'fhe roles of the tudeht and the teacher dictated by the

| apprdqch'wif1_be'i&e&iified and«exp]ained. _' |

6. ~Thg chakacteristiés of thé teachﬁng and 1earning”materials
will be identified.

7. An 111UStrat1ve 1earn1ng act1v1ty, ‘a specific Tesson that

50
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is designed to actua11ze one or more aspects of the approach w111

. be prov1ded.
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Incu]cationiApbkoach

. . | .

Rationale'and Phrpose.,JThéE;;;}ona1e of the values Inculcation
-approach is to instill certainldesirab1e and'prechosen values into
- S#Edents: 'Regardlegs of the par%icu?ar Values’being inéti]]ed; pro-

‘ponénf of\this:approach.perceive that man is a reactor to his envir-
‘onment \and. society is viewed as the'doﬁiﬁaﬁt active force-operating-
fn'his e ifoqment. _As Superka (1973) nbfed, "extreme‘adyocatesvof
1nclucaF10n tend to pe}ceive society as a\system'Whose needS apd‘gpals'
transcend\and-even'define the neéds\ahd'goals of.indiQiduais" (p. 37).

According to Krathwohl (1964), the central purpose of this'

abproaéh is to aétivate the idehtificétion/socializatibn process iﬁ
orderlthat'ce}tain/social, po]itica], mora1, or cultural values are
inculcated in increasiﬁg levels of interiorization (attending, valuing,
organizjné, and characterization of a ya]ug systemj. Studentsvare‘not :
encouraged to maké fkee choices, but t¢ act‘according to pre-specified
. values (pp. 270 ~- 274). \ | ,\ o
| A §ec6ndary purpose of the'InCU1Cati6n apprbach may'invo]Qe
meetiﬁg the:individuaj's'neeQS'of iﬁsecurity.and competence, o?'the_L /
" need to dominate. For example, incu]cated‘ya1ues may set boUnds,of 
l.behévidur forfstudénts.l By.écting within these set bounds, the stu-
‘dent's feelings of iﬁsecurityjand'inadequécy may be decreased. By in-
culcating students Q{th higgva1ues, a teacher’cou1d meet/his~need to -
dominafe'andw@fght_re]ievé:fee1ings of -inadequacy of insecuréty.‘ |

1
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Valuing and Values. From the point of view taken by the valueé

Ihculcation approach, valuing is considered to be a process of identi-
fication and socia]ization.’ An individual,sometimes anonscious]y, is
inculcated ' with fhe standards or norms of another person, greup, of
society.anq, hqpefu11y;‘ineorp0rates tnem into his own value system.
'Values, from this perspective, are usually conceived to be

standarde'or rules of behaviour whose source is the Society“or culture.
A wide range,of\Vaiues can and have been transmitted through the social-
izetion/identificetion?process. "In the political arena, there have beee
the secialiiation of eutocratic values, rangingffrom absolute state
coﬁtfol fo'indfviduaTism, In the'social sphere, the emphasis .would be
on'a,fdhdamehte1 commitment to‘whatever va1ues/be§t maintain and develop
the health and stability of society and foster the adjestment of indivi-
~ duals to that society. In the personal er moral realms, standards of .
behaviour such as'honesty or charity can be internalized fhrough”thé»
socia]izationlprqcess.. | | R

o A]though values may change, they are sometimes considered tov
be universal and absolufe The traditienal Western churches' concept
of va1ues hav1ng the1r source in God would be one example of th1s orien-
' tat1on Some social stud1es educators, such-as 011ver and Shaver (1966),"
bmhave expressed a. s1m11ar pos1t1on |
For us the most basic va]ues of _the (Amer1can)'Creed;
.as they relate to the function of the school in
society, -are to be treated as more than psychological
facts. They describe certain potentially universal
characteristics of man, which, at least from our par-
ticular cultural.frame. of reference make him "human"
--such as a quest for self-respect, a sense of sympa thy- -

and love, a concern for fa1rness and justice in h1s
dealings with others. (p.  26)
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Teaching Methods. Joyce and Weil (1972) and Superka (1975) have

1dent1fed a varlety of teaching methods that can be used to accomplish
the goal of inculcating values. Several examp]es include exp]anat1on,
man1'pu1at1'<;m,r positive and negative reinforcement and modeting.‘ These
methods can be used separately or in'combination with one another to
inculcate specffic values or to modﬁfy a behaviour.

Perhaps the‘most common method USedkfor inculcatiqn is explan-
ation, Teachers very.often simply tell,students what’they‘shou]dlbe-
lieve and how they\shouid behaVer "Explanations or threats are given
to promote and justify, to«the students,.why certain va]ues\or be-

haviours are appropr1ate.

The man1pu1at10n method cons1sts of the teacher man1pu1at1ng ‘
the. environment or_the experiences to which the-students are exposed.
;Often techniques such as ro]evp1aying or games-and simuTattons'are used,
This man1pu1at1on takes place to promote certain value. -outcomes.

i One of the most w1dely used and, accord1ng to Superka the
most effective method for 1ncu1cat1on 15 positive and negat1ve re1nforce—
ment Positive re1nforcement includes such act1ons as a teacher pra1s1ng
a student for behaving in accordance with a part1cuTar,va1ue Megative
reinforcement includes actions such aspthe teac s punishing a student

for behaving contrary to a certain desirable yoiue. It is assumed that

"when students are pun1shed for 1nfract1ons of rules and praised for :m“
obed1ence they w111 take on the. va]ues associated w1th the desired be-
hav1our. It is very difficult, 1f not 1mposs1b1e, for a teacher to avoid
some form of reinforcement Often merely a gesture, smile or frown will
tend to re1nforce certain va]ues. Reinforcement, however can be applied

1n a conscious and. systemat1c fash1on, as 1t is in behav1our mod1f1cat1on
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Behavioural modification requires that the teacher analyze
- a given situation to determine the goals and purposes of activities
and the appropriate methods needed to: produce ‘a desired behavioural
~.change. Various techniques are used to achieve desired va]Je”oet-
comes, The mosF widely used technique involves the uge-of."tokens".
Students are provided with "tokeh;", such as play money, time off from
class, or grade points for doing desirable tasks such as helping |
other students, remaining guiet in class or compfeting én assignment.
Mgdeling is another effective method'of inculcating Va]uee -
iﬁ students. Students are g1ven examp]es of exemp]ary behaviour and
desirable values and encouraged to dup11cate the models.’ Instances of
mode11ng behaviour may be ‘drawn from history, literature, legends or,
more direct]y, from egemp]es seF by teachers and ;tudehts. The,teaeher-
~is a model, in many'cases, simé]y by personifying in the classroom
whatever values he holds such as punctuality, enthusiasm for learning,
or caring for others; Students of ten esswne modeling roles, setting
both positive_ahd negative examples. When a teacher asks a student to
read his or hef essay;to the class, the student Ts assuming a posftive .
'modelingvfo1e. The student's work is being singled out-as an example »
to beefo11owed by-ether stueents; Thé praise and recognition the'étu-
_dent receives for his work instill in other students the desire pélprOF
duce similar essays and may inculcate the va1ues'of_1earning and hard

work,
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‘other students. The criticism and embarrassment the student receives for
"his work instill in other students the desire to or fear to produce
better essays and may inculcate the values of learning and hard work,

Instructional Model. A,systematic approach to the 1ncu1cation of

values is possible. Super&&, Johnson, and Ahrens (1975) developed a
rigorous and detailed instructional model for teaching values usihg
the Inculcation approach., The authors combined the taxonomy of edu-
cational objectives in the affective dom&in developed by krathwoh]
(1964) with a system of behéviouf modification adapted fébm Sulzer and

Mayer (1972), The resulting synthesis is outlined below. N
1) Determine the value to be inculcated -- choose the value
~ to be instilled in the students (perhaps 1n cooperation
with students and parents)
2) Identify the level of internalization desired -- select
the degree of internalization that will be sought:
a) RECE&VING
(1) Awareness -- 1earner (or valuer) takes into account
at a phenomenon exists ~
(2) W1111ngpess to receive -- 1earner is willing to
Tisten to stimulus
(3) Controlled or sedected attention -- learner se]ects
and responds to favored stimuly : .
b) RESPONDING
(1) Acguiescence in respond1n94-- ‘learner complies ‘with
requirements -
(2) Willingness to respond -- 1earner vo]unteers to
© exhibit an expected bahaviour -
(3) Satisfaction in response -- learner's reaction is -
"~ associated with enJoyment ,

c) VALUING _
(1) Acceptance of a value -- learner's response Shows. = .
consistent 1dentification with a class or phenomena @%
(2) Preference for a value -- learner seeks out a par- |

ticular value because he is committed to it
(3) Commitment -- learner d1sp1ays conviction or loyalty

- to a cause .
d) ORGANIZATION , ° ‘ ‘ ,
; - (1) Conceptualization of a value -- learner begins to

relate one value to other values by means of analysis
and synthesis ‘

(2) Orgqanization of a value system -- learner beings to
integrate a complex of values into an ordered
relationship
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> "e) CHARACTERIZATION BY A VALUE 0R A VALUE COMPLEX
ot (1) Generalized set -- learner.orders the world.
. 4 -around himself with a consisfent and’ stable frame
. . of.reference: :
.« . (2) Characterization ~- 1earner fonmu]ates a code of
r conduct and a value §ystem and -they are completely
. internalized
3) ﬂSpecify the bahavioural goal -- spec1fy ‘the bahav1our and e,

. the Tevel of performance required to indicate attainment
-of the value at the particular Tevel of internalization:
this behaviour could be in the forin of an overt action
(such as working for a po]1t%ca] candidate) or a certain
" response to an item. on a value or attitude guestionaire.
- 4)  Select.an appropriate method. -- choose a proggdure appro- <
priate to the type of behavioural change des ,
- a) Increase.a behaviour -- positive reinforcement,
‘provis1on of a model, removal of interfering cond1-
: . 'tions, games and simulation, role playing. /
s b) Teach a new behaviour -- shap1ng, cha1n1ng,'re5ponse
~ differantiation, games and simulation, role p1ay1ng
‘'c) Maintain a behaV1our -- one or more of severa]
: " ‘schedules of jntermittent reinforcement ’
d) Reduce or eliminate undersirable behav1our -- w1th- -
‘ drawal of reinforcement, pun1shment, stimulus change
-‘5)"Imp1ement the method:
5‘»‘ ~aF Determine the baseline by measuring the dependent
' "~ behaviour (the behaviour that is to be. thanged)
. ~ -before applying the inculcation method.
'b) Apply the method and measure and record the change L
c) Conduct a probe to determine what factor was re- i
* .sponsible for the behavioural change by not applying
, the behavioural procedures for several days .
- d) Reapply the behavioural procedures . -

~~‘e) Maintain the behavioural change : P
6) :Graph and communicate the resul t8¥-- collate the recorded

.data, graph the data, make inferences ‘concerning inter-
kna11zat1on of values, and communitate the results to ap-
»propr1ate persons.. (Superka et.al. pp. 10 - 12) ,

Ro]es of Student and Teacher.- From the perspect1ve taken in the

»Inculcatlon approach, 1t 1s\1ntended that students take a- pass1ve 1earn1ng

erole. Students are to follow the teacher's 1nstruct1ons, answer ‘the

”questions and mod1fy the1r--f3 1our,\aét1ng in accordance w1th‘pre-

spec1f1ed values In this approach students rare]y, if ever are a]-

K3

'IOWed to make free value choices or to. 1n1t1ate 1earn1ng act1v1t1es.

4
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The teacher S role is that of ]eader and 1n1t1atb§/pf 1

B experiences.' He structures and manages classroom activities, and acts

as quest1oner and clar1f1er of students va1ues w1th ‘the 1ntent of 1n-
cu}cat1ng a spec1f1c set of va]ues- These values however are npt

a]ways establ1shed by the teacher Deve1opers of instructional mater1-,

a]s u51ng the Inculcation approach frequent]y have a]ready made tﬁ!h

L 2

educar1ona1 dec1sions related to values and thusﬁexp11c1t1y d1ctate the '

~ role.of the'teacher. SJmpson,‘for examp]e,}1n his textbook Bec g
“AWare'of Values; . A‘Resource’Guide in the Use of VaTue;Games (1972),

vout11nes the role that the teacher must take

Value Ca{egony

‘kngffECtIQ" : - o 6‘!l1mate support1ng

_ 3 ove congeniality, friend-
~ship, and intimacy.

Respect. . Provide an atmosphere in wh1ch
u - "each individual may achieve identity,
a recognized social role, and self- .
esteem without fear of undeserved
deprivation or penalties from others,

skt 4ProVide_dpportnnities for each stu-
' : : : “dent to develop his/her talents. |,
to the limits of'his/her potential,

Enlightenment ’ Provide. exper1ences for awareness and
- . ' ‘ -, openness and encourage. students to find
. o . " their own truth -in every issue without. .
- N -~ losing sight of their sociaTl norms- and-
e the significant events of human ach1eve-n
. -ment. v

‘Power : o Prov1de situations in which- the student
' © " will have opportunities to participate
: " in making important decisions and to.
b i © = . exert:informal influence according to
' his/her talents and responsibilities.
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Wealth oo .Prov1de fac111t1es, mater1als and

' o _serv1ces to promote excellent learning
while guiding the student to produce

~wealth in the form of materials and
serv1ces to h1mse1f/herse1f

P

. "Well-being o gl de resource and 1nterpersonel
T e jonships which nurture the:
o S3cal and menta] health of each
fudent
- Rectitude | _ Prov1de exper1ences enab11ng the

student tg develop a sense of respon-
sibility for his/her own behaviour,
consideration for others, .and a high
sense of 1ntegr1ty (pp. 14 - 15)

Character1st1c of Mater1a1s. MaE%rfals embody1ng the Incu]catlon

approach usua]]y tontain a comb1nat1onaef both mode11ng and re1nforcement
: Texts usua]]y draw examp]es of exemplary behaviour and des1rab]e values
.from many sources such as the.Bible,;literature, legends, and partwcuf
Aiarly‘histzhy, Combined with md%e]ing; reinforcement is usually pro-. °°
v1ded\n1th1n the text of the story or art1c1e Characters who behave in
R an exemp1ary fash1on are usually rewarded for their actions, thus pro-

| viding positive reinforcement. " On the other-hand, characters who adopt
',negative behaviours are always punished, thds prov}ding negative rein-

: forcement | o

Questions and d1scuss1on sess1ons re1ated to the story or

4 artiele usual]y re-emphas1ze the pos1t1ve-mode11ng behav1oun and give
~exp1anat1ons as to why - such behaviour should be followed. Acfivities

such as re]e playing, games and s1mu1at1ons are often used as a1terna-

‘ tive methdds of re-emphasnz1ngvthe pos1t1ve vaTues and behavisur,

S
e



¢ ‘ | I . N ‘ | | . 59

Ilustrative Learning Activity. The Human Values Series. developed

by Arnsp1ger Brill -and Rucker (1967) uses Laswell's (1948) e1ght unij-

gyersa] values as a basis for their va]ues 1ncu1cat1on program - In the

;&g bTeachenhs Edit1on of Values to Learn, specific 1ntroductory act1v1t1es

are out11ned

;T; The teacher encourages ‘a c]ass d1scuss1on by ask1ng students
to give examp]es from the1r own exper1ences of thoughtless act1ons .

»wh1ch ‘have caused damage to. property of others (man1pu1at1on)'

2. _The teacher points out~tq the students that such thought]ess'
actions hay produce tempbrary"enjoyment‘bbt no 1asting enjoyment
can resd]t from a.thought1ess'action which.damages‘property-of
another person (explanat1on)

3. The teacher po1nts out to the studentijhat thought]ess act1on

. may prove to be expens1ve and dangerous (explanation)

Y

‘Sp1ash", (pp. 24 - 25).

4. The teacher points out to the students that a person must-
make amends.when he realizes that his thought]essness'has caused
damage (exp1anat1on) | ’

5. The teacher d1rects the students to read the story "The B1g

iThe Big. Sptash

The big fort made of wood blocks was almost complete

in Ra1ph‘srr00m. Ralph and Scotty were sure that it would keep

out the enemy's army. -But then it tumb]ed down. The two boys

sat looking at the ruins. o ,
what went wrong?", asked. Ra]ph )
Scotty looked closely at the fallen blocks. He picked

R up one of them. "Here 1t is", he said. "One side of this b1ock

is broken.” :
- "I remember now", Ralph sa1d "It‘s been broken for a
long -time. . Let's throw it away." - L .
' Ra1ph took the broken block to the window, - NS0 o
, L

)

N
\\
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Scotty followed him. Both boys stood looking at Mrs. Ronson's

| - fishpond next door.

“I1'11 make a splash in the pond with this!" cried
Ralph.. He threw the broken block. The water in ‘the pool
splashed high in the sunshine. .

"That's fine." shouted Scotty "Let s throw some
more." -

"We'd better not, Scotty,“ Ralph said "I don't
want to ruin my good blocks But wait, I have a better 1dea
Why don't we use those rocks -in the:’ front yard that Dad brought
-to put around the flower beds? - They'l] splash a Tot better
than wood blocks, anyway."

~ The boys ran quickly down the stairs, gnd,Ra1ph took
a pail from.the kitchen. Soon they were in the front yard
f1111ng the pail from the pile of rocks. Then they carried
the pail up to Ralph's room and set it down Just 1ns1de the
open window. "’
~"I'11 throw first!" cried Scotty.\.‘L
v Ralph didn't object. He knew that there were plenty
of rocks. 5 ‘
For a few minute$ the boys watched several large fish -
~swimming in the pond, Then Scotty threw his rock. It went over
the pond atd landed with a THUMP on the lawn. ‘ :

Ralph laughed, "Let the expert throw now. "

Ralph's rock struck the water - SPLASH. The rock was
. much better than the wood block. How the water sp]ashed' How
the frightened fish darted about the pool:..

) : The rocks were gone quickly. Ralph and, Scotty ran

" downstairs again to the rockpile. Soon they were back at the

"~ window and had thrown away all the rocks except two large ones.
"Let's throw these at the same time," Ralph said.

"What a splash they'1l make! One, two, THREE!" cried Ralph.

‘The rocks flew down and- struck the pond together,
water splashed, and the boys saw a bright flash. One of the gon-
fish had been thrown out of the water. '
© "Quick, let's fill another pail. " Ra]ph sa1d
P As the boys ran out of the house again, Ralph's mother
“drove up.. Mrs. Ronson, who Tived next door, was riding with her.:

B " "Ralph, what are you doing with that pail?" asked h1s
mother as she got out of the car.

Ralph answered, "Oh, nothing ‘much. "

"Thanks. for the r1de " Mrs. Ronson was saying "I was
out of food for my fish. Guess I'd better hurry and give them
lunch." Mrs, Ronson Q;arted into her -yard, and Ralph and Scotty
Tooked" at each other, '

‘ ""Guess I'11 go home." Scotty sa1d and he scooted down
- the. sidewalk. g
Ralph took the pail and put it down qu1et1y in the
_‘kitchen. Then he tiptoes upstairs to his room. . A moment later
he heard Mrs. Ronson ta1k1ng with his. mother downsta1rs < Her

&
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voice was-Toud, Ralph could tell that she was angry. -He heard
her tell about the rocks “in the pond. oo
A moment later Ralph heard h1s mother cal] "Ralph,
~ come down here,"

Mrs. Ronson had already gone. when Ra]ph got down-
stairs. "HIs mother took, him by the arm. "Now, you march right
over and take those rocks out of the pond, " she commanded.
hel o “Scotty did part of it," cried Ralph. .. "He-ought to
help.' . o

‘ "wa1t a moment," sa1d his mother, - She went to the
phone and called Scotty's mother, telling her what the boys had
done. "Scotty will be r1ght over," she told her son ascshe hung~
up ‘the phone,

When Scotty arr1ved the boys were put to work., It
was no fun at 11 picking wet rocks out of the pool. And as
soon as they had removed the rocks, Ralph's mother put them to

“work weeding Mrs. Ronson's flower beds
"We didn't hurt those old flower beds," Ralph whined.
~"No, I know you didn't," his mother replied. "But’
you brave boys killed several of Mrs. Ronson's fish. I think
that a few hours of work in the flower beds might pay for them.'

It was almost dark when the two tired boys finished
weeding the last flower bed. But no one came out to te]] them
what a good job they had done.

Scotty looked down at the blisters on h1s hands and
groaned. Then he left without saying a word.

- Ralph-'didn't say anything either. He started wa1k1ng
toward h1s "house slowly, He knew that his parents were wa1t1ng

. to talk to him. “(pp. 26 - 31)

The authors suﬁgest follow-up activities. The teacher should F
re-~read the Story with the students; identify'the vangg»invo]veq, and-
exp1a1n and discuss the fol1ow1ng. |

- The. fact that Ralph and Scotty p]ayed together indi-
cated that they were fr1ends (shared affection). When Ra]ph
threw the broken block “into Mrs. Ronson's fishpond, he did not
mean to do wrong (depr1ve himself of rect1tude§ ~ He only wanted
'to have fun (well-being indulgence). ~However, he did not want
to deprive himself of wealth by damaging goed blocks.

He decided (power indulgence) that it would be better
to throw some of the rocks (wealth) his father ‘had collected

- into the pool. He did not realize 'that he was depriving both
his father and Mrs. Ronson of wealth. The collection of rocks
was a type of wealth to Ralph's father and goldfish were wea]th
to Mrs. Ronson. In his search for amusement (well-being), '
failed to consider how his actions would affect others. Thus he.
deprived himself of rectitude.

s -
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. Scotty, in going a1ong with Ra]ph s~p1an also
depr1ved himself of rectitude. )
- The boys developed their skill of accurate throw1ng,
“but they failed to consider that the rocks m1ght ki1l the f1sh
and damage the pond.,
’ ‘When the boys Saw Ralph s mother and Mrs. Ronson
'coming home, they began to realize that what.they had done was
wrong., At th1s point in’' the story, the act1ons of the boys 4
~ indicated that they felt guilty: ﬁ#‘t
A% . Ralph could tell that this mother was angry with hi
She temporar11y withheld affection and respect from him. .

. Ralph-and Scotty both were deprived of well-being
temporarily by their mothers. They restored their statuses in
rectitude and self-respect by c]eanwng out the fishpond and

Mrs. Ronson's fTower beds. :

-~ The boys gained enlightenment when they learned by
experience that values would be withheld from them when they
w1thhe1d va]ues from others. - (pp. 32 - 33)

o The 111ustrat1ve 1earn1ng act1v1ty exemp11f1es how theIIncul-
‘ catlo ngpproach very often comb1nes the various teach1ng methods - explan- .
at1ons man1pu1at1on, pos1t1ve and’ negat1ve reinforcements, and mo-
de11ng - 1nto one ]earn1ng activity. Th1s act1v1ty also demonstrates
how a Tesson can beldes1gned to. inciulcate particular values in students

and%toﬂencourage‘them_to’adOpt them as-their‘own;

-

c Moral Development Approach d I ) .

Rationafe and PUrpose' The rationale of the Mora]'Deve1opment ’

~approach to va]ues education is pr1mar11y to- st1mu1ate and ass1st stu-
'"dents in advanc1ng the1r powers of mora] reason1ng through a ser1es.of

_ increasingly advanced and complex-stages kohlberg,. perhaps the Teading
proponent of thfs approach, sees:its’purpose not.as the increasing of o
'students know]edge of cu]tural ‘values nor as the 1nst1111ng of an ex-
fterna1 va]ue 1n students, but rather as the encouraglng of va]ue pat-

terns towards wh1ch the students are’ “already tend1ng (Koh]berg, 1966,
p. 19). ' Yoo
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Proponents of thevﬁora] Development approdch perceive\of man
as an active jnitiator.‘ An'individuaT cannot fully change the environ-

ment, but neither can the environment fully mold the individual. Al-

S

-;though the environment can determine the.content of one's éxperienées,‘

S it cannot determine its form "Genetic structuresWalready inside the
b .
person are pr1mar11y respons1b1e for ‘the way in which a person 1nterna—

lizes that content and organizes and transforms 1t 1nto persona]]y
meaningful data" (Superka, 1975, p. 19). '

. 4 The foundat1on'r the mora] deve]opment approach was - 1a1d byl
P1aget (1965) and refined and extended by Koh]berg Within the Moral
Deve]opment approach, Koh]berg sees mora] reason1ng as a deve]opmenta]
process over a per1od of t1me As, descr1bed in Chapter 2, “he “identifies
three levels and six stages of deve]opment The concept of stages of
'ffmoraJ development refers to the structure of one's reasoning ‘and. im-
p11es the fo110w1ng set of character1st1cs

1. Stages are “structured wholes , Or organized systems
of thought. This means individuals are cons1stent
in leved of moral judgment.
2. Stages form an invariant sequence. Under a11 condi-
) tions except extreme trauma, movement is always.for- .
. ward, never backward. Ind1v1dua1s never skip stages;.
movement is always .to the next stage up. Th1s is
, true in'all cultures. ' ‘
- 3. Stages are "hierarchical integrations". Th1nk1ng 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. (Ontario
M1n1stry of Education, ]976 p. 116).

A ma1n tenet of the Moral Development approach is that stu-
dents-are attracted to h1gher 1evels of reason1ng when a student is
presented with arguments both for and aga1nst a course of act1on, the

1eve1 of the vargument determ1nes 1ts effect. Although students at
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higher*ie can influence the reasoning of those at lower stages, the
reverse is not true. Research findings (Tur1e1 1973; Blatt, 1969)
indicate that students wi]]\reject judgements be1ow their own Haﬁy as
inadequate ways of thinking,'but will understand and prefer judgements
.'made from the point of view of oﬂb Tevel .of deve]opment higher than
their own. The more specific purpose, then of the Moral Development
approach is to create situatjons in wh1oh.students are confronted with
- and interact With instrUCtional materia]s and other students at a

‘higher stage, in the hope ‘that they will be 1ifted 1nto that h1gher
vstage of "mora1 deve]opment"

Valuing and Values. The Moral Development approach,‘ingcontraSt

-

-to the other six‘approaches, does.not conceptua]ize a specific process
of va]uing It is more concerned with how va]ue Judgements are made,
'rather than why they are made or wh1ch Judgements shou]d be ‘made. —How _
persons deve]op va]ues would depend, accord1ng to th1s approach, upon
their7]eve1 or stage of mora] deve]opment From this perspectfve " the
common va1u1ng act1v1ty is the process of developing more complex mora]
reason1ng patterns through the ser1es of successive stages
In exam1n1ng the Moral Deve]opnent approach Superka (1973)‘
was unable to- find a spee1f1c def1n1t1on for the-tenn va]ues
.One senses, on the one hand,_that they (the mora]
o development authors) would accept the conception
o .of values of any of several other valuing theories
‘ ... on the other hand, (there is) some indicationf-
~ particularly from the, content of the tests used i
‘research - that they view values as cogn1t1ve moyal
concepts or beliefs. At any rate, they do -seem less

concerned with values per se than with the kind of
moral reasoning 1nvo]ved in perceiving those values.

(p. 59)
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From this.perSpeetive, when one examines a value or moral con- .
cept, the value seems to hedome quantitativé]y dinerent from stage to
stage. For examp]e when one exam1nes Kohlberg's six-stage’ 1nterpre-
tation of the va]ue of hunan Tife', persons are conce1ved to hold this
value, butgfor different moral reasons,.at;each of the six stages. In

stage 1, human 1ife 1shva1ued because of the physical or social attri-
‘:butes of its posseSSOr In stage 3, empathy and. affect1on of family
members are the bases for ho1d1ng the va]ue of human 11fe In stage o;
human life is va]ued because»rt is part of the un1versa1 value of nespect
- for the individual. . dne might, ;theretore, consider the different mora]

- reasons g1ven for ho]d1ng the value of human 11fe as the "rea]", core
va]ues The va]ues for stage 1, then, cou]d be soc1a1 status, for
stage 3, empathy and affect?on for family and for stage 6 respect for
the idea of the 1nd1v1dua1

‘ Koh]berg has often aff1nned that Just1ce fa1rness, equa11ty

: and a sense of human r1ghts are “at the core of moral development The

‘h1ghest stages of reason1ng 1nvo1ve the ability and disposition.to make
value ;Mdgements on the,bas1s of un1versa1 pr1nc1p1es of Just1ce that
15, "un1Versa1 modes of choos1ng wh1ch we w1sh a11 men to apply to all
situations which represent mora]]y, se1f-3ust1fy1ng reasons for act1on
(Koh]berg and Turiel, 1971, p. 447) |

Teach1ng Methods . The most character1st1c method used to stimulate

moral deve]opment has been’ the use of mora] d11emmas Mora] d11emhas
~are those s1tuat1ons in which vaTues conf11ct where c1a1ms can be made '
for several choices and where each choice is made,at the price of an- _

other. Students are asked to think about how the dilemmas shou1d/he «
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resolved, to identify the mdral.issues involved, and to offer reasons

justifying their positions.

B g

The technique most often used to present these moral diiemmas
has” been the c]assroom discussion. During.the discussion, the teacher
encourages students to comment on‘and cha]ienge each other's reasoning'
" The main focus is on the students reasoning rather than the particular
choi ces they make in a dilemma. Koh]berg has~identified several cpndi-
tions which appear to be important in conducting disCussions.on moral
dilemmas in the eiassroom. They are: | ﬂ

. 1. Knowledge of the child's stage of functioning.
. (Understanding the meaning of the mora] Judgements
made by the child.) . i
2. Exposing the child to reasoning one stage above . ' <
~ the chilfl's own thoughts.
3. Exposing children to prob]ematic situations which
pose genu1ne’mora1 conflicts and disagreement.
(Posing probTems and contradictions for the child's
current moral structure will lead the child, to be
\ dissatisfied with his/her current level.) . ,
4, Creating an atmosphere of 1nterchange and dialogue
*in which conflicting moral views are compared in
an open manner. (The teacher's task here 1is to
'heip the child see inconsistencies and inadequacies
-in his/her way of thinking and find ways to resolve
such inconsistencies and inadequacies. {
(Kohlberg and Turiel, 1971, p. 461).

s Mora[‘dilemmasltah also be presented in the form of role-

s ot

playing exefcises,.skits or simu]ations ‘
| .Some additional methods have been suggested by/Frank Simon
(1976) and Robert Craig (1976). Simon states that the elementary
'teacher who 1nstructs children at Koh]berg s pre-conventional ievel
should employ motiVational act1v1t1es which appea] to and deve]op—the
child's de51relfor soc1a1 approva] and_acceptanee. .He,suggests‘that

chi]dren be réwakded (nonamaterially) for behaviour which indicates

assuming nespon51b111ty, working wei] With others, and reSpecting the
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rights of others, The use of punishment is discouraged since 1t appe 1s

‘to the 1owest stages of development

Cra1g urges a method which allows students as much freedom as
possible in making deciS1ons To enable students to develop a sense o
of Just1ce and rec1pr0ﬁity, he advocates that students help make dedi-
sions -about classroom procedures and regulations. Here, Craig empha-
sises, it is 1mﬁprtant that}stqdents recognize the distinction between
procedural ru}es and_mora] ru]es; Fina]]y;’he claims thét there needs -//‘i
to be a/generaL consistency in the admiﬁistration of school and class-

\.

room regulations.,

Instructional Model. whi1e'wOrking with the Carnagie-Me11on/Harv§rd

Vé1@es Education Prgject, Jones and Galbraith (1974) créated an instruc-

tiona] mode1 for teaching moral deve]opmeht using mora] dilemmas. The

: fo110w1ng 1nstruct1ona1 model was adapted by Superka Johnson and Ahrens:

~

, (T975) from JonES and Ga]bra1th S work and summar1zed as fo]lows:

1) Confronting a moral d11emma
a) introduce the dilemma
b) help students. to def1ne the terms used in the
‘ dilemma
c)  state the nature of the d1]emma
2) Stat1ng;a_p051t1on on_the original or a]ternat1ve

“dilemma ‘
a) help. students establish their 1nd1v1dua] pos1— .
tions on the action -

"~ b) establish the class response to the position. .
on the action (if there is not enough conflict,
_ introduce an alternative dilemma) g
P c) . help students establish the reasons for their
© individual pos1t1ons
3) -Testing the reasoning for a position on the moral
diTemma =
a)  select an appropriate strategy for group1ng
the students (sma11 groups of students who
- agree on the’ action but for different reasons
or small groups of students who do not agree
on the hct1on§
b) help students examine individual reasons with ',
the group or class
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adﬂttional reasoning
Sﬂﬂﬂﬂar one or that .
olved in the dilemma:

o c) ask probe quest1ons to elic
about the moral problem op
focus on.a particular 1ss0ef1ﬁy

o d) mine reasons as they reﬂ‘te pthF probe quest1ons
“ 4, RE n_the reasoning - ; 2
3’ ‘o,summarTie;}m fferent reasons

’;";w

they ;
b) e:cograge the én%?gt “dhoose thg nepSOﬁ
which they feel’ represents t be ?équ%@ t
X the moral dilemma qg& iﬁ q*
c) ask students if they believe ther
answer for this blem L
d) add any additidnal reasoning wh1ch did- not occd - .
from student discussions; these shouldsbe added 3 N e
not as’ the "best" reasons but:as additional" ®$w~t@,t -
. reasons to ponder (p. 20) I

A‘r’.a

35 a best

' gy
Roles of Student and Teacher. 'In the mode] Just described %% “ o

students are to take an active 1earn1ng role. They are to be agt1ve1y :fgg’:
involved in the classroom env1ronment mak1ng dec1s1ons and express\ng -
their opinions. Students are required, however, to go beyond the mere
sharing of opinions end information. They must reveal their thoughts
concerning their basic peJiefs.

Self-refiectdon is a prime requisite of the Mora]kDevejopment
approach. This se]f-ref1ection is stimulated by three types of student
dialogue: (1) student dialogue with teacher; (2) student dia]ogue with
other students and (3) student dialogue nith self. It 1s the student s .
dialogue w1th him/herself that stimulates reflection upon the student S
own thinking process This 1eads to a re-evaluation of the student 3
thinking and, thereby, to the deve]opment of higher stages of moral
reesonlng .
‘ Beyer and Barry (1976) examined the teacher's role in moral
development dialogues and suggested that'the teacher: i
1. Establish a support1ve, non-audgementa] atmosphere
. (It is important to recogn1ze ‘the students' right

to hold and express views without sanct1on1ng those
. views as r1ght or justifiable)
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‘moral dilemma has five general characteristics: . - o ) ~
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Seat students so that they can see and hear each other.
Listen carefully to what students say.

Ask questions which do not threaten students.

.. Encourage student-to-student interaction.

Develop discussion skills in students.

. Keep the class working constructively by using

probe questions, alternative dilemmas, or dilemmas
which have been used previously.

8. Plan carefully but remain flexible to cope with
substantive diversions. (pp. 194 - 195)

* .

. NP WN
. .

The teachérfs role in this approac vﬁs to initiate activities

whfch would devehqp teacher-student, student-student, and student-self

o

d%a]ogues. ‘This daes‘not inply gﬂgt the teacher_isnthe'center and con-

" tolling force of the classroom. Rathe®, the teacher emters the class-

room withdﬁlanned activities and acts as a catalyst whereby dialogues

leading to moral development may take place.

Characteristics of Materials. Materials embodying the Moral

Development approach are usually based on moral issues Or.dilemmas. A

1. It builds upon work in the course. (Dilefimas may
be derijved from real-life situations in contemporary
society, 1ife experiences of students, or course-
related content). , ‘ ~ ,
§.. .. 2. It should be as simple as possible, having a central
- _character or primary group or characters.. 0
- 3. It should be open-minded. (There should be no single,.
* obvious, or culturally approved right answer).
~ 4, It should involve two -or more issues that have moral
. implications. . . =
5. It should offer a choice of actions and pose the
uestion, ."What should the central character do?"
?This should help the students to engage in moral
"reasoning about the conflict presented in the dilemma)

“

(Beyer and BaPry,.1976, pp. 198)

\

-

. ;"%Dilemmas can be'presentediin a:variety'of ways. These include

. written or oral forms, films, recordings, sound-film-strips, or stories

vt

and historical documents. Kohlherg (1376) has suggested that moral di-

lemma topics should be centered around the following ten.pniversa1~

N
S
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© moral issues; -
i,Punishnent, L - ,
Property ' ' B
. Roles and concerns of affection ‘
"Rdles and: concerns for author1ety , IR
"Law‘ TR R T R .

Liberty ST
»Distributjve iustice

.

- Truth .

‘lﬁfx
Ap. 22) e | L

Illustrative Learni_gﬁActivigx;“Moral Reason1ng developed by |

ommﬁmmawhas

Ga]braith and Jones translates Koh]berg s moral development approach 1n- )
to practica] activities. A o
“ Tntroductory Activity. _
“1:' The teacher distributes the handout “The T1cket Scheme“v~‘
1ﬁ;to the class. The. story 1s ‘read and ‘the teacher makes sure 3
 the students understand the term1nology and the nature of the

’}:Qi dilemma (p. 127)

The Ticket Scheme

Dne of the boys at the hotel wh1spered to me -
‘. one night that the only: 10&51 Negro movie house wanted
 a boy-to take tickets. at the door. - .
v o7 ™You ain’ t\never been in’ Ja11, is you?" he ﬁ *;“
: asked me. . o o
o E L UNot yet L answered T
' “"Then you can get the job," he sa1d "I'd
take 1t, but I .done six months and they know me."
. " "What's the catch?" » - x
o "The girl who. sells/t1ckets 1s using a system, .
- “he exp1a1ned “Iﬁﬁyou get ‘the JOb, you: can_ make some’
‘ ],good gravy.*” o o
_ ST § 2 o stole, 1 wou]d have a change tojhead north—
ward.quickly, if I remajned barely honest ... I merely g
-~ prolonged my stay, “4ncreased my chances of be1ng caught,
‘ exposed myself -to the possibility of saying ‘the wrong - . -
" .word or.doing the wrong thing and paying.a penalty that: :
- '1dared not think of. . The temptation to venture into .
C -\crime was too strongs apd I-decided to work . quick]y,.mn

o

-

S



taking whatever was&ﬁn snght... I knew that gthers had™
tried it before me and: had failed but I was h0p1ng to
be 1ucky. o ‘
My chances for gett1ng the job were good I had
no past record: of stealing or violating the Taws. - When
I presented myself to the ish proprietor.of the movie
house I was immediately accepted The next day 1 reported
for duty and began taking tickets._ The boss man warned
me: .
) "Now, 100k, 1‘11 be honest with you if you'1l
be honest with me. ‘I don't know who's honest arotnd
this joint and who isn't. But if you are honest, then
the rest are bound to be. All tickets will pass
through your hands.v There can be. no stealing un1ess
you steal.”
: ' I gave him a p]edge of my honesty, feehng
abso]utely no qualms about what I intended to do.
" He was .white, and I could never do to him what he
~and his kind had done to me. Therefore, 1 reasoned,
tea11ng was not of a v1o]at1on bf my eth1cs of but
of his ves
. During the first afternoon ‘the Negro g1r1
in the ‘ticket office watched me“closely and I ‘knew
that she was sizing me up, trying to determine when
. it would be safe to break me%into her graft. p\l wa1ted
leaving it to her to make thé first move., '
- \““- I was supposed to -drop each ticket that I
- took from a customer into a metal receptacle. Occasion-
ally the bdss would go to the ticket window and look -
. at the serial number with the number 6n the last ticket
I 'had dropped into the receptacle. The boss.continued .
" his watchfulness for a few days,,then hd beganito 7. -
observe me from across -the street; f1nah3a¥( he pbsenfed
' h1mse1f for long intervals. ° - ‘mm!‘d
A tension as high as-that I had known when A
the wh1te men had driven me from the job at the:optician’ s
“preturnedito live in me. But I had 1earned to master
~a great deal of tension now ...
8 ; While I was eating supper in a’ nearby cafe
- ¢ one n1ght a strange Negro man wa]ked in and gat bes1de
me. ‘
: . v“Hello, R1Chard " he said. :
" "Hello," I €aid. ™I don't think 1 know you."
_ "But. I know you," he said smiling. :
" Was he one of the boss's spies? _

" ."How.do you know me?" I asked. . '

N "1 m/Te]'s friend,” he said, nam1ng@¢he g1r1
~‘“1‘gho so]d t1cke§s at the movie.

o ¢} looked at him.searthingly. Was he tel?ﬁng
me the ‘truth? Or was he tryfng to trap me for the.
boss? 1 was-already th1nk1ng and fee11ng 11ke a crim-
inal distrusting everybody. - ey,

T e start. ton1ght " ﬁe said, e

b

#

[
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“What?" I asked, st111 hot admitt1ng that I
knew what he was talking about.
"Don't be scared. The boss trusts you
He s gone to see some frlends. Somebody S watch1ng ,
him-and if he starts ba!h to the mov1e, they'11 phone
us, " he said. : o
‘I'could not eat my food '
: , “It']l work. this way,"’ he-exp1a1ned ina 1ow
~smooth voice.” "A gnx "11 come -to “you and ask for a
match. You give him five tickets that you ‘11 hold -
out of the box, see?” We'll givé youaﬁﬁe signal ,when v’
to start h01d1ng out. The. guy‘]l give the t1ckets
to Tel: she'll resell them all at once, when a crowd
is buying at the rush hour., You get 1t7
I DID NOT ANSNER I knew that if I were
caught I would go to-a chain gang. But was not my
1ife already a kind of cha1n gang’ What, rea11y,
did I have to lose?
"Are you with us?"  he-asked. -
‘T-st#Y did not answer. He rose and*c]apped
‘me ‘on the shoulder and left. I trembled as I went
- back.to the theatre. Anything might happen, but I
 was used to that...Had I not felt it when I walked
“home from the opt1ca1 company that morning -with.my
. job:gone? ..., Had I not felt it all a million times
.. befd#e? I took the tickets with sweaty fingers.
I waited. I was gamb11ng, freedom or the chain gang..
There were times when [ felt that'I could not breathe.
I Tooked up and down the street; the boss was not in
“sight.  Was this-a trap? .
'The man I had met in the cafe came through the
“door and put a ticket in-my hand..
: \"There s ar crowd .at the box off1ce," he wh1s--
pered Save“ten, not f1ve Start With this one."

Should Rlchard Jo1n ‘the t1cket scheme to ga1n money oo
to 9e North7 (pp 122 126) o

Fo]how—up Act1v1ty

1, . If the class agraﬁs that R1chard SHOULD :
participate in the scheme, -choose one of the fo11ow1ng
. alternative dilemmas to provoke disagreement. :
- 'A. - Suppose the owner - of the theatre has promised
** Richard a good raise if he works out well in the
 first month. Should that make a-difference in
. the decisijon that Richard makes? -
B, "The owner of the theatre has helped Wright' s fam11y

. in the past, - Should that make a difference in the ,af::‘

ldec1sion that R1chard makes?
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2. . If the class agrees that Richard SHOULD NOT
participate in the scheme, choose one of the fo]low1ng
~ . alternatives to provoke’ d1sagreement _
. A. _The owner ‘has a poligcy. of charging Blacks more
' - than he does the Whites for admission to-the theatr
_ Should this hake a difference in Wright's deC1s1on?
B, Richard's family needs money to help with some: .}
medical bills for s mother who is serwusiy 111?
" Should this influence Richard's decision? - (pp. 127

3. 'Probiﬁh;questions for the teacher'to ask:

A. what obligation. does R1chard have to the theatre
owner? "

3
A
B.
> to the theatre owner? v
~C. From the point of. v1ew of h1s fam11y, what shou]d
- . Richard Do? -
D. From the point of view of the customers, what
. should Richard do?
E. What is the importance of property rights?g -
F. Should the fact that Richard has exper1enced much
: discrimination at the hands of Whites make any
: “difference in his ‘decision? Why? . o
.G; Is it ever r1ght to break the law? (pp: 128 - 129)

The. d11emma presented in th1s 1earn1ng act1v1ty conta1n

e‘
w

3
SR

~?'l28)

Should Richard consider that he has made a p1edge o

S the

f1ve character1st1cs fhat;are common to most mora] deve]opment texts:

-

1. a rea1~11fe s1tuat1on

2. ‘one central character

~ 3. _open-ended in nature: s
-4, ‘involving two or more jssues
5 .2 cho1cewof actlons

ey

are requ1red to ref ect upon the1r reasons for a. part1cu1ar stand

e
and where,’

> B ?
-reasoning. .

Thns“

hopefu] y, the" student w111 rise to a h1gher stage of/horal
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‘Ana]ysis Approach ' S "‘ /,'

-RationaTe' and‘Purpose The rationale of ‘the Analysis a’pro_ach ,

\'Ato va1ues education 1s to helpestudents develop 1ogwca1 thinking ang to

use sc1ent1f1c 1nqu1ry procedures 1n so1v1ng va]ue 1ssues “In add1t1on,

“this approach attempts to he1p students deve1op the1r own va]ues in re-

| -1at1onsh1p to value conf11cts within soc1ety

Accord1ng to Superka (1975), the Analysis approach v1ews man

N

as a rational be1ng in the wor]d who can atta1n the h1ghest good by
;subord1nat1ng h1s feellngs and pass1ons to logic and the sc1ent1f1c met-

_hod. 0n1y py suppresSang h1s fee]1ngs can he resolve va]ue issues ac-

cord1ng to 1091c and science, - "The ph1losoph1ca1 bas1s for the analysis

‘ approach cee seems to be a fusion of the rat1ona11st and emp1r1c1st view

S

" of human nature" (pp 24 - 25) |
From the perspectnve used 1n the Ana]ys1s approach .our soc1ety'
. -is 'seen as free democrat1c and cons1st1ng of a plura11ty of ac\Tve\

' groups 011ver and Shayer (1966) have postu]ated that ‘this p]ura11ty

o yarious sub-cultures that claim the mutuﬁg respect
of omg another, at least to the extent that h%re is
‘freercﬁmmun1cat1on among them. (p. 10)

In other words 041ver and Shaver endgslon a democrat1c soc1ety as re- .

| qu1r1ng a mu]t1p11c1ty of pos1t16%s w1thurespect3qQ the 1mportant 1ssues

to negot1ate w1th one another, rather than confront one another
\ B

}\ : B : S

s . . S S . S
is necessary because . ‘ﬁgg SR ST DT
. .R‘ .. itis the only natural mechanism that can’ 1nsure . »

& _some freedom of choice. Pluralism, as we are using'
w e the term, imphies the existence of not oE;y different -
Lo 4:‘ﬁq§g . political partisan groups within the society, but .-

~in soc1ety Groups which support these var1ous p091t1ons must be ab]e a

=
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P

" The rat1ona1e of thezﬁnalys1f;, 2 oac ﬁinuolves, therefore,

the deve]ounent of log1ca1 th1nk1ng and the use of the sc1ent1f1c met-
hod 50 that,students can partic1pate in the reso]ut1on of ‘the ppen con;
: f11cts between various groups in soc1ety Such a reso]utxon of differ-

ences is seen as.essent1af to the cont1nued existence of a free and

[r

- v »'M&, . ,"

N denocratic soc1ety.-
| More spec1f1c purposes of the Ana]ys1s approach have been ,

out11ned by Coombs (1971)
1. Teach1ng students to rat. a’ va]ue obgect in a
- . particular way.
2. Helping students to make the most rat1ona1 Judgm .
- . they can make about the value object in quest1oniﬁ '
3. Teaching students to make rational value judgments,
- 4. .Teaching students how to operate as members of a
~ group attempting to come to a common va]ue Judgment
about some value object. (p ) ~

“‘Va1u1ng a%g Values " As can be seen above, the Ana]yS1s ap-
.proach conce1ves of va1u1ng pr1mar11y as" cogn1t1ve or as 1nte11ectua1

"i1nqu1ry 1nto the goodness or’ worth of phenow§§a.,;

r'app1icat1on of 1091'" it and sc1ent1f1c procedure to an’ 1ssue

_ ¥ budgments, therefore, are subaect to the
tests or Tog1c and :rﬁA ?asunuch as any other aspect of the real wor]d

‘;,'Coombs (1971) specifled the standards wh1ch a value Judgment must meet

\ .
to qua]1fy as be1ng rat1ona1 and defen51b1e.t~-

1. The purported fact

" be true or well cbnTirmed, ‘

- 2. The facts must be- gvmu1ne1y relevant, i.e., they must actu-
a11y have relavence for the person making the. judgment

port1ng the Judgment must
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3. Other th1ngs be1ng equa] reater the rang’
o pf retevant facts taken 1nt ount in making the’
.judgment theemore adedEate the Judgment is likely
to be, -
4., The value principle 1mp11ed by the judgment must be -
' acceptable to the person mak1ng the judgment (p 20)

Va1ues are based on facts and 4s such: are ver1f1able.\
X

Most authors who support the Ana]ys1s approach point to survi-

, val as the uTt1mate value,’and %o constant r1gorous use of reason in

the world as the best means to ach1eve;1t. Other proponents such as.

Oliver andﬂShaver (1966) hold that human dignity is the‘fuhdamental

‘*va1ue of our SOC1ety against which all other socna1 values must be

‘ measured F ;,a the mu1t1p11C1ty of purposes in Amer1can soc1ety can be

.. -summarized in one very abstract phrase to promote the d1gn1ty of each

: 1nd1v1dua1 that lives in soc1ety" (p. )

Although ‘human d1gn1ty 1s cons1dered to be the’ most fundamen- ;

tal va]ue of - aH ther ind Shaver prescr1be other bas1c va]ues, caﬂed \‘G

4

“creed va]ues", to be reSpected and app11ed as standards in mak1ng

)

va1uet3udgments These 1nc1ude such va]ues as the quest for self-re-

spect, a sense of sympathy and 1ove, ‘a concern for fa1rness and Just1ce,

-maJor1ty rule and due process Tha% §ee the "creed va]ues" as helping

"to def1ne and suggest means of*achr?ﬁ1ng the more bas1c va]ue of human '

2

- to, emp1r1ca1 study

d1gn1ty (pp. 23 - 28) _ ‘
N
The Analys1s approach is usua11y app11ed to issues 1nvo]v1ng

public pp&acy or social values rather than issu v01v1ng persona]

8

Values Th1s approach does not focus exp11c1t1y on mora] 1ssues’ how-'

ever, statements are’ presumed to be factual statements and thus. subJect

o
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feaching'Methods. The teaching methods most frequently used

in the Analysis approach are‘ tndividual and group'study of social
“ Va]ue prob]em%:and issues, library and field research recitation, and
‘ Socratic and'seminar class discuss1ons All of~these make use of»com—
- mon teach1ng techniques in ana]yzxng various social issues 11ke stating ,
. or clarifying the issue, questioning or substant1at1ng the re]evance of
statements, app1y1ng ana]ogous cases to qua11fy and refine value pos1-
tions, po1nt1ng out 1og1ca1 and emp1r1ca1 1n$bns1stenc1es in arguments,
weighing counter arguments and seek1ng and tésting evidence (Newman and
Oliver, 19705 pp. 293 - 296). |

’.

' InStructiona1 Models. There\appears to be no s1ng]e sanct1oned

1nstrUct1ona1 model used in teacthg value ana]ys1s Rather, severa]
prom1nent models are. frequent]y used Most notab]e are the Ref]ect1ve -
Yalue Analysis mode] qf Hunt and Metca]f (1968), the Co]umbwa Assoc1ates .
: mode] of Mass1a1as and—CdX (1966), the Jur1sprudent1a1 mode] of 011vew
m“5 and Shaver (1966) and Shaver and Lark1ns (1973), and the Value Inqu1ry
” mode1 'of Banks and Clegg (1977). | - |
The curr1cu1um model of H1]da Taba (1973) cou1d be inc]Uded~
~ here as 1t does have an ana1ys1s component However, 1ts rat1ona1e and -
purpose do not fit eas11jﬁhnto the ana]ys1s approach Its major empha-’
sis 11es 1n he1p1ng students to use categories, thus he1p1ng them to im- -
prove their ah1]ity to categor1ze In add1t1oh Taba- had Spec1f1c ‘
values in mind. that she wxshed to inculcate in students such as "the
vcapac1ty to identify with people in different cultures", "self- secur1ty ,
"open-m1ndedness", "acceptance of changes", "tolerance for uncerta1nty
and amb1gu1ty", and "responsiveness to democrat1c and human va]ues
(Hunt and Metcalf, 1968, p. 134). |

~
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The Ref]ect1ve - Value Ana]ys1s mode1 of Hunt and Metca]f i

emphasizes. the analysis of value concepts and the cons1derat1on of con-

!

sequences of value a]ternat1ves. Using this model, the s;udents must
'define value concepts, predfct consequehces, appraise them us%hg set‘
- criteria, and attémpt td justify the criteria used. A summary of their
~model is presented below:
RefTeﬁtive-Vh]ue'Anaiysis‘Mode1

I.- What is the nature of the object, event, or policy
to be evaluated? This question plainly poses:
a task in concept analysis. If the students are
trying to evaluate the welfare state, they should
define this object as prec1se1y and c]ear1y as
possible.
A. How is the welfare state to be def1ned inten-
t1ona11y and extensively? By what criteria
js it to be defined intentionally?
B. If students disagree over criteria, and there-
fore in their definition of we]fare state,
. how is this disagreement to be treated? Must
o they agree? -Can they agree to disagree?
’ - . Are there criteria by which welfare state ought
v - to be defined? On what basis can we select

o - ampng different sets of criteria?
. II. The consequences problem. &
y Pefing . AL What consequences can be expected or ant1c1pated
e friom the po]1cy in quest1on? Is it true, as
i " some have claimed, that the growth of the wel-,

fare Ttate. destroys individual incentive?
: : : "How does gqpe- get evidence for answer1ng th1s
S «‘s
Sy kind of question?
5;?“7 : B, If students disagree in their proaect1on of con-
* - sequences, how is this difference to be treated?
e "~ .Can evidenge produce agreement? What is the
, - difference between a disagreement over criteria
O and a disagreement over evidence? .
- ° 111, Appraisal of consequences.
~ . A, Are the projected consequences. des1rab1e or not7
- B. By what c¢riteria are the consequences to be
appraised? How do different criteria affect
O one's appriasal of consequences? |
IV, Justification of criteria. .
‘A, Can.criteria for appra1s1ng consequences be
"~ justified? "How?
B, If students disagree on criteria, and therefore
in their appraisal of,consequences, how can
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, this difiference be treated? What re]ationship
' ought to exist between one's criteria and one's
; basic philosophy of 1ife? ‘
‘C. Are students consistent in their use of cr1ter1a7
: (Hunt and Metcalf 1968 p. 134)

The Co]umbia Assoc1ates model of Massia]as and Cox (1966) as-
f

sumes that soc1a1 issues can be resolved on]y when a dissent1ng group of
students can identify the bastc value invd)ved. When the studentS'haye
reached agreement on a high-level value, the isswe in conflict can be
considered in terms of,whetper it leads tb consequenee;jcongistent wfth
_ that value. A scientific method of inquiry can be used to’determtne
‘whtcn course of.ectibn will most 1ike1y resu]t.in the realization of

the higher-ieuef Value.aceepted by the students (Banks_and Clegg, 1977,
pp;‘412 -“é%‘ . The authors hame summarized their decision-makingemode1
by using an”example: | | “
‘ N Columbia Associates Model.

1. What value Judgment is made regard1ng the occupation
- of persons in the United States? .

" Given value Judgment -
Wﬁ1te .persons, particularly wh1te Chr1st1ans, shou]d
~ be given the more skilled jobs, the positions of
executive authority in most. businesses, high govern-
-, ment off1ces, and professional positions,

2. §hat opposin va]ue Judgment is also made by many per- .
sons in the United States which is clearly contrad1c--,
tory to the value judgment gﬂven above?

3. If the given Judgment were acted upon in the United
- States, what consequences are predicted in terms.
of the practices and policies which would be put

: into effect? What factual consequences would be

"y expected to result if the g1ven va]ue Judgment
were acted upon? ‘

g .
4, Can you offer any groof ‘that any of the above pre-
dictions for the g1ven value Judgment would actua]]y
take place?
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5, If the opposing value judgment were acted upon
in the Unﬁf d gtates, what consequences are pre-
dicted in terms of the practices and policies which
would be put into effect? 'What factual consequences
would be .expected to result if the opposing va]ue
judgment were acted upon?

6. Can you offer afy proof that any of the above
. predictions for the o ngsing value Judgement would
actually take place?

7. What third value would you propose as being rela-
tively noncontroversial and 1og1ca11y appropr1ate
to use for Judg1ng between the gjven and oppos1ng
values?

8. Which of the va]ue judgments, the g1ven 'y opposing ,
‘appears to be more clearly instrumental in achieving
~ the third, relatively noncontrovers1a1 va]ue7

9. In.a cohc1se ‘statement support your cho1ce of
either the given or opposing value by giving the
reasons for choosing the one and for rejecting .= o
"the other.

10. In summary,. assuming you have proved your case,

state the relationship between the given or op--

"posing value judgment and the third, noncontroversial
value in the fo]]ow1ng formula: ° ‘
"If either the given value judgment OR the opposi
value judgment - BOTH, then (the third, non-

. controversial Va1ue) will be achieved.”

I A (Massa11as and Cox, 1966, p. 166):

011ver Shaver and Larkins, have based their Jur1sprudent1a1

model . on the assumption that pub11c controversy can be reso]ved through

rational d1scuss1on. The authors have sugg that public controver-
: -s1a1 issues: 1nvolve three components (1) value 1ssue, (2)

i‘.v'

o def1n1t1onal 1ssue and (3) a fact exp]anat1on 1ssue Strategies wh1ch

can resolve value issues include: 111um1nat1ng the re]étionshiﬁ”hétﬁeen“*

spec1f1c and higher order va]ues, determining .value conf11cts resu1t1ng

from 1ncons1stenc1es in persona] pos1t1ons and dealing with 1ncompatab1e

-frameworks (Banks<and Clegg; 1977; pp. 418 - 420).

L]
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The authors have noted the difficulty of concéptua]izing |

their method in terms of an instructional model. However, they have

sutmarized the major intellectual operations as follows:

oW ny —

~NO
. .

8..

‘ation

Abstracting General Values from Concrete Situations 't
Using General Value Concepts- as Dimensional Con-
structs : ‘ \

Identifying Conflicts Between Value Constructs,
Identifying a Class of Value Conflict Situations
Discovering or Creating Value Conflict Situations
which are Analagous to the Problem under Consider-

Working toward a General Qua]ifiedrPoéition
Testing the Factual Assumptions behind a Qualified

.Value Position

Testing the Relevance of Statements.
‘ (O1iver and Shaver, 1966, p. 166)

. The Va]ug-Inquiry model proposed by Banks and Clegé eﬁphasizes

~_the analysis of problem decision-making situations in society. Using

this model, students must identify the key concepts of the dispute,

reéognize va1ugs, jdentify relevant facté,-identify and order alterna- -

tives and predict consequences (Banks and Clegg, 1977, pp. 433 - 441),

‘A summary of this model iS'presenEed below: -

‘Value-Inquiry Model:

. Defining and.retogniiing‘vé1ue probfems: Obseran

tion - discrimination, -
Describing value-relevant behaviour: Description -
discrimination. . S
Naming values exemplified by behaviour described:
Identification - description. S
Determining conflicting values in behaviour described: ’

. Identification - analysis. )

Hypothesizing about sources of values analyzed:
Hypothesizing (citing data to support hypothesis).
Naming alternative values to those exemplified .

by behaviour deserved: ‘Recall ‘
Hypothesizing about the possible consequences of

the values analyzed: Predicting, comparing, con-
trasting. ® _
Declaring value preferences: Choosing - Al

%
4 .
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9, Stating reasons, sources, and possible consequences
‘ of valggachoices; Justifying, hypothesizing,
predicB§ilh. (Banks and Clegg, 1977, p. 433

‘Although each of the mode1s proposed hxxthe above authors d\f—
fers from the other, each emphasizes the rational alalysis of value |
statements and judgments as well as the resolution of value conflidtg.‘
In each of the models students are asked to follow specific steps in. J
their analysis of pub11c or socia] _issues, to come t¢ a dec1s1ont§:d ZE
justify that decision. | | .

Roles of Student and Teacher. The Analysis approach requires

students to take an active 1earn1ng role that centers on solving prdﬁhhh

blems of pub11c controversy This necess1tates that students 1de\J

types of issues, ask and gather evidence and 1nformat1on, ident#f |
consisten61es in data and in argumenté and use and\recogn{ze anahigies.-(
| C]assroom discussions (student - teacher and student - student

dialogues) are essent1a] components of this approach. As a rzoult
students are encouraged to listen and respond to d1fferent po1nts of
view, 1dent1fy relevant questions and summarize different value posi-
tions, They‘most make decisjons and express thefr opinions.

~1, The teacher's role in thi; approach'is thedtreation of the

'prope} conditions for the so]ving of public issuesuwithin the classroom.
The teacher's major'reSponsibi]ity'is.to choose appropriate pud]io issues,
~ to protide;enough re]evant data to begin the discussion process and to |
construct‘modef analogies from which studenté may begin to develop
their own. . . : '

Creat1ng the analogies and gu1d1ng the d1scuss1on is a comp1ex

task for the teacher.k,Shaver and 011ver (1966) have character1zed the

X
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teacher's position‘jp the following way:

The role .of the teacher in such a dialogue is complex,
requiring that he think on two levels at the same time.
He must first know how to handle himself as he chailenges
the student's position and as his own position is
challenged by the student. This is the Socratic role.
» Second, he must be sensitive to and aware of the general
process of clarification or obscuration that takes
- place as the dialogue unfolds. He must, that is, be
able to identify and analyze the comp11cated strategies
" being employed by various protagonists to persuade :
others that a st#nd is ‘reasonable™ or ‘Torrect'.
Nor is it sufficient for the teacher simply to teach
a process of questioning evidence, questioning assump-
~ tions or. 1nt1ng out 'loaded words'., In matters of
) : public policy, fagimal issues are generally handmaids
" to ethical or leg§) stands which cannot be sloughed
, off as 'only matters of opinion'. Clarification of
e va]uative and legal jssues, then, becomes a centra1 ot
concern. (p. 115?

For vigorous analysis of public issues to take”p1ace, the>
teacher must cfeate a cTassroom'environment whfch is open and sohetimes
abrasive, This must however, be tempered w1th a good deal of kindness,
'to]erance and fairness. Individual student‘s views' and op1n1ons are to -
be equa]]y reSpected and subjected to scrutiny ‘
Character1sit1cs of Mater1a1s. As with-the: Mora] Development

E Analys1s approach are usually based on

approach mater1als embody1ng th
moral 1ssues or dilemmas. Issues ‘used have the same f1ve general char-
4' cteristics as those used for mora] development However, differences
exist in that:; (1) the issues are a]ways‘based on sooial value 1$sues
| or Communityvprob1ems rather than personal didemmas and (2) the issues

uéually embody not only moral or ethical disputes but also factual and

. -

| def1n1t1ona1 (1ariguage) disputes. : T .-
: “Textbooks based on the Ana]ys1s approach present their 1ssues
in the form of short art1c1es and/or stories._ Usually,a numbéi of -

these readings are grouped around current topics of’public,cnntroversy.
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Examp]es Tnclude the 1aw and the pena1 system, the env1ronment welfare,

preaudice and m1nor1ty r1ghts fore1gn po11cy, women 's r1ghts,dand the

RN 2 At
3 S . 't, } .:.."' *

d"fpoor.., R e T R

Quést?ons re]ated to the readf‘gs usua]]y ﬂ1rect student to
1dent1fy the 1ssue, to.identify the d1spute as eth1ca1 factual or de-»
finitional, and to make a déc151on @nd just1fy his/her pos1t1on. Often

questions ra1se analogies wh1ch requ1re students, to re- th1nk the1r 1n1t1a1

BA

dec1sions. o \ij BT NG SNy S
v + R -~

I11ustrat1ve Learn1ng Act1v1ty_ The Analysis of Pub]ic

A"Issues PrOgram deve]oped by Shaver and Larkqns (1973) is “one of the most -

Fo11ow1ng is one sma11 port1on o? the! program that dea]s wqth the t0p1c

| of,race,rgjajéons.y,

”comprehenswve and deta11ed Ana]ys1s approach programs. The au hors de-

:Veloped a k1t conta1n1ng a ser1es of six student top1c book]ets, trans-

j'parenc1es, f11mstr1ps and a Targe and comprehens1ve teacher 5 gu1de

4

. . ) ) - . . - o .
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Introductory Act1v1ty L
| Ihe teacher d1str1butes the handout "The Lens Gr1nder
to ‘thé c1ass. The story is read and the teacher makes sure

that the students understand the terminology. -

'"The Lens Grinder":

- R1chard Crane was s]1ght1y startled when he
saw Mel Jackson standing before his desk.
: -7 Mel came strajght to the. point without waiting
. for ‘the usual ‘courtesies. "Have you f111ed the opening
" for a lens grinder?"
z ‘Richard hesatated then rep]wed "We haven't t
Lo made a decision.’
ool -~ Mel snapped 1mpat1ent1y, "Do you 1ntend to hire
: . sdmeone’" N .
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‘ Richard saw that Mel would not let him evade ~
the issue.  "Yes, if we can find the right persoy@
we'll hire him." . : n : : y
© - Mel forced himself to keep his eyes on Richard's
face as he asked, "Why wasn't I hired? The joﬁ's been ,
open for three weeks. It's been two weeks since you
interviewed me.  Is .there anything lacking in/my quali- -
fications?" _ . ‘ S S
'There was a note of resignation in Richard's . .« -
reply. -"Three years ago I hired a young Negro as an = °
. apprentice in this optical shop. He lasted less than
_one month. All.of my other employees are/white and.
their feelings run strong, They simply made it so
uncomfortable for that young manthat he left. Put
- yqurself in my shoes. I can't :;ﬁord to hire you.
I'm afraid that hiring a black might ruin.what it
has taken me fifteen years'to build. If it caused
my regular customers to take their business. elsewhere,
or if my skilled white employees were to walk out on-
me or begin to deliberately turn out inferior work,
. I'd pe finished. Remember that in a free country a
“man has-a right to run hjs own business as he sees
fit. Maybe I'm makipg a mistake in refusing to hire |
you, but I hgye/fhe right to-decide who to hire or fire-
in this company.” ‘ S
‘Mel's anger was-gone. . In its place was a familiar
 dull ache. Before speaking, he-slumped in a chair at the
;pside‘df Richard's desk. His’voice was low and tired when
~f he sgid, "I'yve been Jooking for a job for six months.
I'm & qualified lens grindér and I need the work. I'm
 tired of trying to reason with white people. It Tooks .
1ike stronger tactics are called for. I read in the news-
paper that your company foes. a quarter of a million dollars
worth of business with the federal government each year. .
"Can you or your white employees afford. to losé that busi-
ness?" '

Richard ¢id pot reply, so Mel continued.
"Your refusal te‘hire me is a clear case of racial dis- -
crimination. I -intend to file a complaint charging ‘
you with violation of .the fair employment practices j
regulation of the federal government. If you're deter-
mined to support your employees' bigotry, I'11 see to f\
it that you don't do so with taxpayers" money."

- Should’the .government farce Richard Crane to

hire Mel Jackson_or give up his federal contracts?

‘ " (pp. 99 - 100, teacher's guide)

R

; b e , ¢
"~ Recitation Discussion Suggestions

A, Begin the -discussion with some questions to-be

certain that the students have the case in mind:



15 Who are Richard Crane and Mel Jacksond
2. Why did Mel cpme to Richard's office?’
3. What reasons [did Richard give for not hiring
. Mel? o o
4, What charges does Mel intend to bring against
Richard?

" . B. Next, move to identifying the issue or issues posed
by the case by asking questions such as: o t»
1. What general political-ethical issue is posed .
' by the case? (Should racial discrimination
in employment be allowed?) ‘ N AR
2. What more specific public issue is related ‘
to Mel's charges? (Should there be .laws for-.
bidding racial discrimination in employment -
on projects financed with federal tax money?
_ Or, should such a law be enforced?)
C. Then discuss factual-and value questions.related .
J to making a decision about the {ssue: '
1. Richard makes some factual- claims concerning
~ what might happen to his business if he hires
Mel, What are they? (His employees may leave
him, His ‘customers may take their business
elsewhere, His employees may deliberately begin
- to turn out inferior products,) : Y
2. What experiepce has Richard had with hiring
bTacks which bears upon the aboye factual claims?
(He hired a black apprentice who was "run off"
.. the job by the white employees. " o ‘
3, How has this affected his frame of reference?
4, How have Mel's experiences affected his frame
of reference? - -
-5, Suppose that Richard wanted to hire Mel.
What factual claim could he make that might"
cause his employees to agree to the hiring?
(If Mel is not hired, the federal contract
is 1ikely to be withdrawn and several of the white
workers will be laid off.) ]
6, Suppose that a person opposed the laws for--
: bidding racial discrimination in employment
on federally-financed projects. He might
claim that, in the long run, undesirable con-
sequences will follow from enforcing such laws.
What are some factual clajms that he might
make about these consequences? (Employers
would no longer hijre people on the basis of \
merit. - If two people were competing for the
. same job, an employer would hire the Negro,
even if he were less qualified, rather than
. face a charge of racial discrimination.)
7. Suppose that a person who favored the Tlaws
forbidding racial discrimination in employment

~



i . S o - }87‘.

8

on federally-financed projects claimed that,
in the long run, desirable consequences would
follow from enforcing such a law. What are
- some factual clajms that he might make about
these consequences? (Black talent, which is
new being wasted, would be put to constructive -
use. The ecohomic condition of blacks would
eventually improve, Racial prejudice would
oo lessen as blacks and whites learned to work
© " with.each other,) . o .
- 8, Is there any additional factual information
* that a person might need before he could reach
v a rational decision on this case? :
~ 9, What values from the American frame of refer-
_ence are used by Richard Crane to justify his
decision? (Property rights: the right of a
- businessman to control his own business.
Se]f—priservation; the right to protect what
: is his, ' ) _ ‘
10, What values might Mel Jackson use to support
. his position? (Equality of opportunity. The
right  to participate equally in benefits de-
‘ rived from the expenditure of public funds:)
... D. To help the students put the issue in broader per-
‘ spective, have them think of contrasting situations.
(You may want to use the contrasting cases from
' : the socratic discussion suggestions as examples).
‘ 1. Can you think.of any similar cases that might
cause a person to favor laws forbidding racial
. discrimination in employment? :
2, Can you think-of any similar cases that might ..
cause ‘a person to oppose laws forbidding racial
discrimination in employment? :

E.  In conclusion, ask the students to summarize the points
: for and against Jegislation forbidding racial discrim-
jnatjon in hiring practices, You might want to ask
whether your state has such a law and what someone for
_or.against.such a law should do, Ask what the trend in

- regard to such laws seems to be (more of them), why
~ (black militancy), and how far such laws should go.
(pp, 92 - 93, Teachers Guide) '

‘ A]though‘the 111ustrative’1eafning activity is an example of
the Jupisprudentia]v@odéT‘of Shaver énd‘Larkins, it contains many fea-
tureswﬁhaﬁ dré common to all the‘models. The']esson also demonstrates -
how the Analysis approach attempts to deVelop_students' logical thfnking

and their abjlity to use séientific inquiry procedures. Students are -

e o
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required, consequent1y,.to 1dent1fy'the issue, substantiate the rele-
vancy of. statements, to point out log1ca1 and emp1r1ca1 inconsistencies .
in arguments to use ana]og1es and finally, to come -to a resolution of
the issue. -

. t \,
O - he

.Clarification Approach

Rationale and Purpose. The rationale of the Clarification

fapprpach to values education is to he]p‘students to'clarify and actu-
°ah‘ze their persdna]’va]ues. Additionally this aeproach attGMpts to .
help students deve]opxboth'rational thinking and emotional awareness
din order to explain theif-pérsonaT behayiour patterns. To‘achieve con-
sistency between one's personal behaviour and thefva]ues"that one holds
is’ the major goal of this approaeh. ‘
Raths, Harm1n ‘and Simon (1966) have indicated that any approach
'whlch attempts to 1mpose values is both uneth1ca1 and unsound, qIHey»re—
| commend that students be allowed to create the1r own va1;e syetem. The -
emphasis shou]d be-onindividual fFeedom——healthyaspontaneeus—grewthi—f—_-
and respect for the va]ues ‘of other people, societies and cu]tures
_ Accord1ng to Superka (1975) the C]ar1f1cat1on approach views
man as the initiator of jnteraction w1th1n society and his environment.
Internal rather than external factors are seen as the
prime determinants of human behaviour. The ihdividual
. is free to change the environment to meet his or her
* - needs. In order to achieve this, however, a person
must use all of his or her resources - including rat1ona1

and emotional processes, conscious and unconscious
feelings, and mind and body functions. . (p. 31)

The more specific purposes of the Clarification approaéh have

been .outlined by.Simdn (1966):
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1. Values clarification helps students to “become ‘more purposeful.

When a ;tudent knows what he wants, he will not fritter awﬁy'hisﬁ
time 6n pursuits that seem less beneficial to him (p. 40). |

2. Values clarification helps students "become’more productive”,
When a‘séudent‘knows what he wants, he cQanné]s all his energies

" to achieve those goals {(p. 41).. o . \y

3. Values clarif}cation helps sfudénts'to "sharpen their éritica]
thinking‘.u Students who have clarified their vé]ueélcan seen through

other pe6p1es’ foolishness, They seem to get the larger picture of

what is good, beautiful, and right, and to know what ié wrong" (p.42)

"4, 'Values clarification helps students to "have better relations
With each other, When students know what they want, believe

strongly, and fb]Tow gp'dn tommitments; they can be codnted on by

other students, When conflicts do arise, they know how to. work them

through” (p. 42).

< ’ .

Yaluing and Values, The C]arificétiqn approach conceives of

valuing as a complex, changing, integrated process which is'centered on
' ! _ R

the individual. The most explicit. statement of the valuing process from -

this point of view is that of Rafhs, Harmin and Simon (1966). Raths and
his assocjates have formulated a seven—fo]i”ut1ine of the process of
valuing., , That process includes: | .

Choosing from alternatives, ' :
Choosing after careful consideration of the conse-
quences of each alternative, =

Choosing freely. ’

Prizing, being glad of one's choice. -

Prizing, being willing to affirm publicly one's choice.
Acting upon one's choice, incorporating choices into
behaviour. _ . ’ o

7. Acting upon one's choice repeatedly, over time.
' (Raths, -et al, 1966, p. 259)

o HWw D=
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Va]ues; as defined by.Raths and his associafes, are actions
which have resulted from the seven sub- processes of vaiuing Thus,
-values are act1ons which have been ref1ected upon, free]y chosen, in-
ternally prized, publically affirmed, and jncorporated.1nto behaviour
repeatedTy over time. According to Raths,‘va1ues'are not needsAbut are
c1ose1y associated with basic human needs. They are not mereiy pre-
dlsp051t1ons to behave but behaviour jtself (PP 27 - 37)

The term "va]ue 1nd1cator" is an 1mportant concept in values
"~ clarification, A va]ue 1nd1c?tor is not a va]ue as it does not meet

~—

all seven crﬁter1a under Raths‘ value def1n1t1on Rather, it shows
\ _
what va]ues a person 1s in the\process of forming. Value indicators

can be goals or purposes, asp?ratf s, attitudes, interests, fee11ngs,
Ay ox .
behefs and coanctions, acﬂ 1M fand worries, problems and obstac1?s

XA
(Raths et al 1966 Pp. 3&*«4&i}¢ S, B
pil 2

AR

‘ The most fundamenta] of the Clarification approach is self-
actualjzation, That which enhances the process is good; that which hin-
ders it is eviI; _From the examination of Raths' conception of valuing,
certain specific processA1eve1 values stand out;, These include thought-

ful ref\ectwon, free chotce, and conslstentvbehav1our These night
represent the ultimate, intrinsic va]ues of the Clarification approach

of va1u1ng - those that 1nev1tab1y lead one to self-actualization.

TeachinQ'Methods. The Clarification approach, more than any.

'other value educat1on approach, utilizes a w1de range of teaching methods.
Some of these, 11ke role p]a;;nﬁj\hypoghet1ca1, contr1ved and rea] va]ue-.
1aden.situations, ‘small and Targe group d1scuss1ons are used 1n'other ‘
approaches Methods specific to c]ari%ication incﬂude various forms of

se1f analys1s, 11sten1ng techniques, games, Journa1s, songs and 1nter—

3

‘.

[4
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viéws: Due to.the work of Simon, the C1ak1ficaf}on abproach'has concen-
trated on developing these teaching metﬁoﬁs 1nto‘specif1c valuing strate-
gies whjch are designed.to actualize one or more aspects_of the valuing
process. . - |

’ 'The self-reaction worksheet is the teaching strategy which -
exemplifies the basic characteristics common toﬁm6St of the teacﬁing |
methods used in values clarification.b This usually consists of shorf,
readings, questions, dréwings, or activities designed to stimulate stu-
dents to reflect oj their own thoughts, feelings, actions and values.

Instructional Model. The instructional model of the Clarifi-

cation abproach 1s'based directly on the sevén-fo]d process of valaing.”
developed by Raths, Harmfn and Simbn‘(1966). This hodel;.un1ike some
-of the analysis app;oach models, is not a rigid step-by-step.set of
procedufes,'but a flexible set of gﬁide]ines. The‘fo11owing instruc-
tional model was aﬁiﬁted'by Superka, Johnson and Ahreng (1975) from

Raths et al (1966) and summarized as follows: _
1. Choosing from alternatives--help stwdenks to discover,
examine, and choose from among aikiv' Ye alternatives
2. Choosing thoughtfully~-help students’¥Eaeigh alterna- s
* Eives thoughtfully ¥y reflecting on ¥e tonsequences  gakeder;
of each -alternative . - o KPpwa
3. Choosing freely--encourage students to make choices
Freely. and to determine how past choices were made
4, Prizing one's choice--encourage students to consider -
' What 7t is they prize and cherish
5. Affirming one's choice--provide students the opportuni-
Tyes to make public affirmations of their choices
6. Acting upon one's choice--encourage students to act,
- behave, and Tive in accordance with their choices
7. Acting repeatedly, over time--help students to examine
and to estabiish repeated behaviours or patteras of
actions based on their choices. (p. 32)

N\
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Roles of Student and Teacher. From the perspective taken in

the Clarification approach,,studénts are to take an active learning role.
Students are active Warticipants in the classroom environment and are
often initiators of activities. The approach requires students to
clarify their.own va]qes and jncrease their understanding of themselves.
To accomplish this task students'must part%cipate in the various clari-
fica;ion activities, express their opinions and value stances, listen to
other students' opinions and statements, and compare thejr own percep-
tions and experiences with those of their classmates. \ |

The ‘teacher's role Within th1s approach is that of a fac111-
tator and a leader, The teacher must create the proper.classroom atmos-
phére and assist studénts in becoming aware of théir own value gqsitionsa
The teaching process inQo]ves-severa] essential elements:

1, The teacher must make efforts to elicit attitudinal-and

value statements from students, | '

.2, The‘teacher must accept the thoughts, fee]ings,lbeliefs, '
andlideas of sfudents nonjudgmentally, without trytng to change
tﬁen or criticize them, |
3. ‘The'teachervmuét raise questions with students which help
them think about their va]ues.' The teacher is permitted to
express his op1n1ons or views, but only as examples of ways
to 1ook at thlngs (Raths et al, 1966, pp. 165 - 183).

‘Charactéristics of the Materials. Materia1syembodying the |

Clarification approach usually are characterized by a series of group

¢ -
“exercises called "strategies". These "strategies" are designed to h?]p
'students c]arlfy their own values and contai what‘Raths, Harmin and

Simon (1966) ca11 "c]ar1fy1ng responses” "C]ar1fy1ng responses may
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involve eitﬁgr.oral or written exerciseswhich focus on the following

questions:
1. Where do you suppose you first got the idea?
2. What else did you consider before you picked this?
3. What would be the consequences of each alternative
available? .
4. Are you glad you feel that way?
5. Would you tell the class. the way you feel sometimes?
6. 1.hear what you are for; now is there anything you can

do about it? Can I help?
7. Have you felt this way for some time?
| : (pp. 63 - 65) |
These questions are 1ink§d to the seven-stép process of arriv-
ing at A value, - | |
Clarifecation appkoach "strategies" are desiéned so that stu-
dents experience'séme jmportant and personal aspects of conflict or
confusiné»va]ues. Some typiéa] topic greas 6} value conflict or con-
fusion found in the clarification materials are: politics, religion,
work, leisure time, schod], love, sex, money, aging, death, health, race,

war-peace, rules and authority.

I1lustrative Learning Activity. Values Clarification: A

Handbook of Practica] Strategies for Teachers and Students, developed

by Simon, Howe and Kirshenbaum, is a combrehensivé book of clarification

approach learning activities. The illustrative learning activity pre-’

sents only .one of the7many,suggestéd activities cdntained‘in the text.
" WTWENTY THINGS YOU LOVE TO DO"

Purpose: This exercise attempts to help students look
at themselves and their behaviour in order to clarify
their values. Students are given some insight into
what is important to them by examining their own pat-
terns of behaviour and consistency in actions.
Directions: Students are asked to write down twenty
‘ things they lijke to do. Next, students are asked to

. code their list using the right-hand columns of their

» paper, They can put the suggested symbol at the top
of each column and proceed to fill out each row agecord- -
ing to the following directions.

* )
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Symbo] Directions
A/P Put an A for activities you prefer doing
alone, P for activities you prefer doing
with people.
$3 Check each activity that costs more than $3.
Pub Check each activity that you would be will-
ing to declare publicl{.
2 yrs. Check those you would list two years ago.
F . Check those your father would put on his
1ist
"M Check those your mother would put on her
: Tist
Date Write the approximate date you last did each
. activity,
0 How often this year did you do it (never,
seldom, often, very often)?
Rank . Mumber the top five (1-5), the ones—you

like to do best,

L]

Ask students to review their lists and to write what they

learned about themselves, Students are to look at this

coded data in the way a natural scientist would. What

can the student spot as tends, patterns, or threats?

What does the data suggest? (pp. 30 - 34)°

Although this illustrative learning activity exemplifies only

Fd > !
one of many different types of clarification techniques, it does demon-
strate the teaching and learning activities &hat are common to all the
 lessons. Students who participate in the Clarification approach are
required to use themselves as the major resource, examining their be-
hayiours and attitudes, and ﬁopefu]]y clarifying and coming "to an under-

sfanding of their own value system.
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Action Learning Approach

Ratfonale and Purpose. The rationale of the Action Learning
approach is to develqp the students' abilities to act directly in per-
sonal and social situations to carry out their personal values, In addi-
tion; this approach attempts to enhance the students' sense of community
and to develop their abilities to exert influence in public affairs.
Superka® (1975) claims that the distinguishing characteristic of the
action learning approach is that it provides specific opportunities for
students to act on their values. [t does not confine values education
to; the classroom or group setting, but extends it to individual experi-
‘ential learning in the community (p. 35). \ .

It must be noted that action from this perspective is not
just the “acf of doing". Developers such as Newmann (1975) have care-
fully defined action as!representing “assertiveness as opposed to pas-
si?ity, a tendency to exert influence on reality, to take some responsi-
bility for rather than be controlled by events” (p. 7). Action is also
considered not to be divorced from careful thought and reflection. A
Newmann (1975) states that, "action presupposeé reflection, for in or-
der to act one must ‘have conséious thoughts as to one's aims, Thodgh
the quality of reflectian may vary, it is impossible to act without re-
flecting about one's intent" (pp. 19 - 20).

The Action Learning approach percejves man as being interac-
tive, that is, man doés not totally fashion his environment, nor is he
totally fashioned by it. Man and his environment, from this -perspective,

are mutual and interactive co-creators. Bigge (1971) clarifies this

concept.
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The basic principle of interaction g that nothing

{s perceivable or conceivable as a thing-{n-{tself, no .

ob/ject has meaning apart from {ts context. Hence, every-

thing fs construed in relation to other objects. More

specifically, a thing s percefved‘as a figure against

f background, experienced from a given angle or direction

of envisfonment, Persons in a given culture have a com-

mon social matrix;/pnd a person devoid of a soclety is a

rather meaningless”concept. Still, each pewson is unique
. '{n both purposes and experiential background, and the

reality upon which he bases intelligent action consists

of himself and what he makes of the objects and events

that surround him. Thus, in perception, 4 man and

his percetved environment are coordinate; both are re-

sponsible for what is real, (p. 40) _ N

-»

Newman (1977) has outlined the more specifit purpose of the
Action Learning approach, He states that by using it, students will
develop competencies to:

1. communicate effectively in spoken and written language;
2. collect and logically interpret information on problems
of public concern;
describe political-legal decision-making processes;
rationally jGstify personal decisions on controversial
public issues and strategies for action with referenge
to principles of justice and constitutional democracy;
wark cooperatiyely with others; o
“discuss concrete persondl experiences of sel f and others
in ways that contribute to resolution of personal deilem-
mas encountered in civic action and that relate these
experiences to more general human issues.
7. use selected technical skills as they are required for
~ exercise of influence on specific issues. (p. 6) =

E- VS

- -
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Valuing and Values. Proponents of the Action Learning approach w

yiew valuing in much the same way as do those who favor the clarifica-.
tion approach. Va]u}ng isvconceivgd of primarily as a 5rocess of self-
actualization in which students consider alternatives, make choices, andw
prize, affirﬁ, and act upon them, Thg Action Learning approach, however,
extends the valuing concept in two ways. (13 [t places more emphasig

on action-taking inside and outside the classroom than is actually

reflected in the Clarification approach. (2) It views the process of



| se]f-actua11zat1on as being tempered by soc1a1 factors and group pres-.
:‘sures. This second concept draxs heav11y upon Dewey' s theory ‘of valuwng
| | | Dewey v1ewed va1u1ng\as the process of constant1y reconstruc-
f'tlng va]ues as means to ends., (These new va1ues then become means to :
;'-:other ends. ) This process’ emphasises the "social" and the "1nteract1ve
. ~‘a5pects of va1u1ng As Dewey (1932) stated "Va1u1ng is as much a mat-
ter of 1nteract1on of a person with his soc1a1 env1ronment as wa1k1ng is
a,qan 1nteract1on of - 1egs w1th a phys1ca1 env1ronment" (p 318 - 319)

" Two character1st1cs d1st1ngu1sh the Act1on Learn1ng approach'
concept of the nature of va]ues from ‘those of the other educat1ona1 va1ue,
approaches. One is related to the proposed source of va1ues and the
other to the 1nstrumenta1 nature of va1ues |
_ The f1rst d1st1ngu1sh1ng character1st1c is that values, accor-"
'a_‘kd1ng to this approach do not have the1r source e1ther in the person or |

: 1n the phys1ca1 or soc1a1 env1ronment. The1r source 11es 1nstead in the
"s1mu1taneous and mutual interact1ve" process (B1gge s phrase) between‘
i;the person and the env1ronment | "Values do not inhere’in obJects, act1-
"~ vities, persons or anyth1ng e1se, they arise through 1nte111gent re]a-

t1onsh1ps of persons with- other persons and w1th -objects around them"
(Bigge, 1971 p. 64). Accord1ng to this approach therefore ,the person
‘may be the prime initiator of the process of reconstruct1ng values, but ,
values do not 1nherent1y reside 1ns1de the person.

This "1nteract1ve" source of values leads to the second dis-
’t1ngu1sh1ng characterlst1c of th1s approach's concept of values, The
- Action Learn]ng approach sees va]ues as exper1menta1 and 1nstrumentaL
ESEEE rather than abso]ute ends. B1gge (]971) offers this exp]anatyhn

T
/

of ‘means. becoming ends.
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Even our most basiﬁkﬁdea1s and ends should be shaped
as hypotheses to provide satisfaction for human needs
and desires. Values, then, are relative, not absotute;
they are relative to developing human needs and desires, .
reflectively évaluated within an indivudal-social
coptext. A concept of value confined to any one in-
dividual in his several but isolated natures‘is quite
meaningless; values are personal-social, not individ-
ual as such. Furthermore, values should be developed
through the process of refiective study within which
all ‘considerations, scientific or otherwise, pertinent
to.the matter at hard and obtainable under the pre-
vailing circumstances are’taken into account.(p. 64).
~ Values, then, are jnstrumental, not final; they
are exposed to a continuous test of’ experience. The
- appropriateness of an act is dependent, not on some
absolutistic standard, but-upon the indivudal and .
group purposes and ‘foresights which are involved in it.
7 ' Through intelligent valuation, the means by which we
: ~make a Tiving is transformed into ways of making a
1ife that is worth the Tiving, (p. 50)

Yalues, then, from the action Tear ﬁng*perpsect%@é; are instru-

mental criteria for determiningﬁgoodness and Worth in varying situations.

* The specific values that are most frequently mentioned in this approach -

are: democracy, freedom, equality, justice, peace, happiness, survival,

ra;ioda1ity; efficiency, truth,'self-determinatiod, and human dignity

j

Teébhing Methods. The Action Learning approach utilizes many

.of the teaching met ods that ake'applied'in‘the Moral nge1opment,
‘Analysis, and C1ariﬁﬁcation°appf0aches. Tﬁese,methodé_jnclude individ-

ual or group study of social issues, the exa}pration of}moral dilemmas -

within the issue, value clarification activities related’ to theﬂsocial

issde, role p]aying,uéensitiwity'and Jisten?ng‘techniques, simulations

and games, and small group or entire class discussions.

Two teaching methods are_uhique, however,'tO'this;approach.? .

The first technique ian1ves skill development in‘group,organization and

)
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»interpersonal relations, either with the student body or with ‘the com-

munity at large. Thsnsecbhd involves action learning activities that
strive for social cha ge within the community by having students en-
gagé in political or ;égjélative experiences. l

S

‘}nstructipnal Model. ' The action learning instructional model

, @
b}

~is conceived of as circular rather than linear. That is, one may enter
intofthg model at several points and moVe babkward or forward through \
the varjous steps.’” The following instructional model was taken from

Supérkq,.Johnson and Ahrens (1975).

N 1. Becoming awg;e‘of a problem or.iésue--he]p student |
.. become conscious of a problem troubling others
- or oneself TN ' .

- ‘ 2. ‘Understanding the problem or jssue and takKing a
position--help student to gather and analyze 1n-
gormation‘and to take a personal value.position
on the jssue Co v ' e

3, Deciding-whether or.not to act--help student to
- " clarify values about taking action and to make a
N o decisjon about personal involvement .-

‘ 4. Planning strategies and action steps--help students

Yo brainstorm, and organize possible actions and
provide skill, practice and anticipatory rehearsal

5, Implementing strategies .and taking action--provide

. specific opportunities for carrying out one's
plans either as an individual working alone or
- as a member of a group o e _

6. Reflecting on actions taken-and considering next .
‘steps--~guide. students into considering the conse-
quences of the actions taken for others, oneself, .
and in relation to the problem; also, guide stu-
dents into thinking about possible next steps.(p. 37)

Roles of Sfudentfand\Ieacher. 'As can be seen in the above
' instructional Tode], students are to'také_a veky_acfjve Tearning role.
gtudehts are active particibants not. only in'the é]aserom\environment
but also in the community. Instructiqn begins Witﬁ'a prob]em_or 1ssue '
which is méanﬁngfu].to the student. Once'tﬁé,studenf properly identi-

fies the problem he is required to identify the conflicting vé]ues‘
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1nvo1ved analyze the s1gn1f1cant 1nfonnat1on, plan strategies for taking
’act1on, and take appropriate act1on to cause social change. Finally, he
must reflect upon his act1on to determrne whether further action is neces-
sary or if a dwfferent "p1an of attack" should be adopted. The student,
from this perspect1ve, determines whether he will deve]op, 1earn, and
become. respon51ve and responsib\e to himself and the commun1ty or not

°

~ The teacher's role within this approach is that of a leader
.and an assistant,‘a‘person who is engaged in mutual interaction with his -
'students. %his meanSxthat the teacher must be sensttive to the direc-
tion that\the student wants'tn go and must structure the 1earning experi-
ences along ‘the Tlines 1nd1cated by the student ' It the student has

E

‘stopped progress1ng, the teacher must. prov1de some k1nd of st1mu1us and
then try to determ1ne the goals the student 1s try1‘g to achieve., The’
teacher is requ1red by this approach to ass1st stud nts in defining the
.social 1ssue and in c1ar1fy1ng their va1ues in re]a ion to the jssue. =
The teacher must prov1de students w1th or direct them to s1gn1f1cant
.'information and assist them in gather1ng and ana]yz1ng~the data He must
~adyise the students on approprtate social actlon and in some cases pro-
vide some supervision and guidance when the action is taken F1na11y,
the teacher<mUst‘p1an act1Vi}; s which would cause the students to re-
A f]ect on the action that was taken._

| It must be noted that, although the student is the 1n1t1ator
of specff1c actjvities, the teacher has the role of choosing top1cs or
areas of study and through his suggest1ons may 1nf1uence the specific ac-
t1v1t1es. Above all, th1s approach demands that the teacher do all he

possibly can to be in close jnteraction w1th his students

!
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Cﬁaracteristics of Materials. Since the students have such

“

an active'rofe in deterﬁining\the>act{v1ties in action learning, class-

K roomvméterials embodying this approach are characterized by thei§\preat \
diversity in both topics’and aEtiVities. Many of the materials are
characterized‘by a list of suggestgd projects that the student may at-
tenpt. Thése pfojéems in many caseé do‘motfsuggest épecific activitjés
but are used as a stimulus for students £0‘deve1op their own action
1earning'activities. Examples of four action 1earninglpr6jects that

have been developed by Newmann (1972) are:. -

1. Group A wishes to protect land surrounding a gfacial
\\\ ~ pond from development into a high-rise apartment
v complex. The developer, who has already purchased.
the land, has requested that the city council change
the zoning. from single family to high-rise apart-
ments so ‘that construction may begin. Group A de-
cides to do all it can to prevent this change in.
zoning., = ' L C

2. Group B wants to help students in trouble with the
law. After visiting various juvenile ‘detention
facilities, it decides to make weekly visits to a
state detention center for boys, spending an hour
playing cards, dancing, and talking. _ q

3, Group C wants to form a Black Students' union to
increase communication and a sense of community
among Blacks scattered in four different high .
schools, They decide to publish a student newspaper
and-to promote a cultural festival. They want to
attract more Blacks into their organization and to, .
learn of their heritage through films, speakers, and
books which have not been previously available in
school, . ' : - -

4. Mike, a high school student, wants to learn something
"about the courts and the legal profession. He ar-
ranges an infernship with the clerk of a local judge.
Mike spends several hours each week observing court-

~ room procedures, discussing this with the clerk, and
occasionally with the judge. The clerk helps to ex-
plain the operation of the system and reasons for the
judge's decision.(p. 1) ' S

Materials may, however, take forms Very different from those
suggested by Newmahh. Kirschenbaum (1975), for example, has developed

»

what he terms "sensitivity modules". These activities are designed so

1.
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that students can have short experiences to increase their awareness
of social issues. Some of the suggested activities are:

1. Wear old clothes and sit in the waiting room of the
: State Employment Office., Listen, observe, talk
to some of the people sitting next to you. Read
the announcements on the bulletin board, etc.
2. Go to an inner-city elementary school and read a
‘story to a child in kindergarten or first grade.
The child must be held in your lap. -. ‘
3. Spend a few hours in a prowl car traveling with
a team of police. Listen .to the squad car radio.
_Ask ‘questions. If police park and. walk a beat,
"walk with them. : _
4, Lijve for three days on the amount of money a typi-
: cal welfare mother receives to feed a son or
daughter closest to your age.(p. 316)

, Barr (1976) suggested an even broader range of activities
which would encourage teachers and students to move beyond the-class-

“room to school-based and community-based learning activities.
1. Outdoor. Learning Programs: with emphasis on rigorous
. ‘programs -of hiking, back-packing, canoeing, etc.
2. "Cross-Cultural Exchange Programs: which enable. stu-
. dents to have in-depth "immersion" experiences in cul-
IS tures different from their own. S
3. Service Programs: which enable students to provide
_ volunteer service to local community agencies. .
4, Internship Programs: which enable students to have
extended experiences with leaders in private business,
government, social agencies, cultural agencies, etc.
5, Travel Programs: which enable students to combine
. academic study with on~-site visitations and experijences.
These often involve cross-cultural experiences, histori-
cal studies, and scientific investigations.(p. 107)

I1lustrative Learning Activity. Finding Community: A Guide

ﬁ.to Community Research and Actid&, developed by Jones (1971), is a com-

prehensive book of action lear ing activities. The following lesson
could be used if studenfs, when studying community problems, expressed
a concern‘aboqt liVing costs/of the poor. This éttivity is designed to

convert the students' expressed concern inté a workable action prob]em.d

\
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Living Costs of the Poor
'11. The teacher directs students to use the following "retail ptiée
surQey" sheet ‘and the "credit practice" information s@eéf'tongather
datﬁ and_ to diaghose the real—life.sipuatioh of the péor in their

community.. _ , ' ‘ : of

Retail Price Survey

> qud
r:;i

To compare retail mark-ups on merchandise in . low-income and
middle-income neighborhoods, choose an appliance store in
~ each neighborhood and price each of the following items.

(You may wish to choose several stores “in each area and cal-
culate an average price for each neighborhood.) If possible,
*price the same brand of each jtem in order to get an accurate

comparison. If you can learn the wholesale prices of each = -

item your survey will be more complete.

Retail Price’
' Store in | Store in
- . Wholesale Low Income Middle Income| -
Item - | Brand Price Neighborhood Neighborhood|.
Radio . | ’ V
Portable Color TV
Stove ' _ _ B
| SeQinQ Machine
Refr{gera%?r
Vacuum Cleaner
Washing Machine '
o a.
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" To compare credit practices in the two neighborhoods, decide on a
specific item (such as a color TV) and "shop" for it at a store in
each neighborhood. 'Request to take home an unsigned contract or in-
formation about the store's credit program or fipance company con-

tract. »

Evaluate the contract or information to determine what'happens
if you fail to make a payment. Plage a check mark in the appropriate

column if the answer if yes, ~-

Store in

-|.Low Income

- Area

Store in

Area

¥

—r-

Will the item be taken from you?

Must you pay the return charge?

Will you forfeit all payments made up
“{to that time? .

Will you be responsible for the
unpaid balance?

If the item is resold for more than
the unpaid balance, can the store
refuse to give your maney back?

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

ICouTd the seller collect part of
your wages? ’ '

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

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

If.a second item were added to the ‘
first contract, could the first item

be taken if you miss payment on the second?

If you complete payment before the due

date, can the store refuse to refund part

‘|of the finance charge?

Does ‘the contract contain a confession
clause? T .

(p. 27)

Middle Income |
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2. After gathering the data, the c]ass'wéu]d discuss it, com-
pare and contrast featu}es'of specific items, and then formulate
specific value issue questions. '
3. Studenté would then participate in vartous "value clarificam
{vtiontvactivities, clarifying their own values on a specific igsuet
4, The teacher then assists students:in devising feasible action (,’—A
projects which are congistent with their personal vhlues.‘ If, for
example, students decided thét ice and credit differences were
wrong, the following action alté{nat1ves may be taken, |
| '4.1. Write and d1str1butg/a commun1ty "Buyer's Guide" des-
cribing product values and the cost of credit.
4.2. Inform your_neightorhood legal assistance offite and
inquire about the procedure for fi]ing.adclass suit against
the store or finance agent, |
4:3. Write a letter of cohp]gjnt to local news media and
government -officials. | '
4.4. Use theater within the community to dramatize fraudu-
'lent’cqmmercial practices. |
‘5, The class should then discuss the alternative action progects,

‘ref1ecting upon which one is most appropriate, and then imp]emént
their chose; project. : \\“\
6. After implementing the action project, stddents would then méet
with thetr teacher and discuss the results ot their action (pp. 26-29).
A]though the»i]]ustfati?e 1eafning activity is only one of
many different types of act1on Tearning proaects, it does demonstrate

the types of teach1ng and 1earn1ng activities that are common for most

“of the materials embodying the approachﬁ The 1esson demonstrates how the
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teacher is reqd1red to use the‘students' inftiative ;ﬁﬁtlnterest as an
indicator of the direction in which lessons shou]dfgb. It also deﬁon-
strates how students in this approéch are required to fdentify and clari-
| fy their values in relation to the issue,}to-gather relevant information,
\\\\ftq\decide upon and implement action projects and, finally, to reflect

upon their actions.

(.
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Emotional-Rational Approach

Rationale and Purpose. The rationale of the Emotional-Ration-

al approach to values education is based primarily on helping students
come to understand and adopt a 1ifestyle which is based on care and con-
sideration for others as well as self. McPhail, perhaps the leading
proponent of this approach, sees its aim neither as the increasing of
the students' capacity to argue morai]y nor their ability to say "good
things®, but rather as their capacity to know what "love in action" is,
to‘act with Tove and affectioﬁ -- to act warmly anﬂ caringly (1978, p.5).
This approach is strongly based oh Wilson's idea (chapter IT) that moral
decisions are arrived at by a variety of both affective (emotional) and
cognitive (rationaT) processes. McPhail stresses Wilson's five com-
ponents of morality, identified in chapter I1 as: PHIL, EMP, GIG, DIK,
and KRAT, | |
The rationale for this approach is directly based on the assump-
< tion that one can extrapo]été the "ought" from the "is"; To QUote
McPhail:
...if you want to know what people need and how to
meet that need, the first step is to ask them to iden-
tify and articulate their problems a$ they see them
and not to tell them what their problems are. The boys'
and- girls' own use of "good" and "bad" in the survey
showed us ‘how the "ought" or morality should come from
the "is" of reality. To a large extent, the rational,
the emotive, and the moral converge on the question of
reciprocal behaviour, which is seen to have a universal
rather than a merely individualistic or subjective quali-
ty. (Learning to.Care, Teacher's Guide, 1972, p. 30) -
- . The Emotional-Rational approach, like the action learning ap-

proach, Perceiveskman as being interactive, that is, man does not to--

tally fashibh'his environment,nor'is he being totally fashioned by it.
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For McPhail, stﬂdents create (from their needs) the values and beliefs
they wish to live by. He says, however, that "we all know that we can-
not separate ourselves at any tjme from the wotld we live in" (1972,
p. 82). '
The Emotional-Ratiqna] approach dﬁffers from the Action
Learning approath in that it stresses feelings or the emotional side
rather than the rational side of human nature. This approéch does 35t‘
reject rationalism; nor does it advocate unbridled expression of one's
eﬁotion. Rather; man is viewed more as a feeling being rather than as
a reasQnihg machine, One, thefefore, co-creates with one's environment,
‘but in an emotional-rationatl ra;her than in just a rational manner,
| With respeci\to students, the more specific purposes of the
Emotiona]—Ratio;al approach are: , |
1, tolimprove their ability to recognize their own and others'
* needs, interests, and feelings; .
2. to improve their ability to interpret accurately the meséadégf}
both verbal ‘and nonaverba1, which cher persons are sending;
) 3. to jmprove their ability to predict the possible and probable

consequences of actions;

4. to improve their ability to see things from another's point of

view;
T~
5. t4 develop a strong sense of identity and see themse]ves as

who have a contribution to make in their commun1ty,

"

‘Qsopl
\ 6. to identify the various legal and social rules of our society;
7.. to identify the various expectations and pressures put on them

by society.
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8. to learn to choose, to decide in a particular situation, what
they will do so long as it is consistent with the needs, interests,
and feelings of others as well as thefr own (McPhail, 1972, pp.

63 - 125).

Valuing and Values. Proponents of the Emotional-Rational

approach view valuing in much the same maﬁner as do those who favor the
Clarification and Action Learning approaches. Valuing fis conceived of
primarily as a process of self-actualization, in which students con-
‘sider alternatives, makes choices, and prize, affirm, and act upon
those choices. fhe Emotional-Rational approach differs, however, in
that valuing prccess has both an emctional as well as a rational aspect.
The emoti&nél aspect means that valuing is conceived of és the p;;cess
of experiencing aﬁd expressing one'; own intense personal feelings of
good and evil, The rational aspect means that valuing isagonceived of -
as the process of choosing «nd acting on one's va]ges only if these
values are consjstent with the neéds, interests, énd feelings of others.
» “Values, according to this approach, are personal emotions or feel-
ings that indicate moral approval or disapproval. Values are also tﬁose
actions and behavioqrs which are causéd by putting into actiﬁn one's
needs, emotions, and feelings. It would appear then that va]ues from'
this perspect1ve are means of. measur1ng one's emotional state. McPha11
states that the bas1c aim of this approach is for students to know,
feel, and exper1ence "love in action" (1972, p. 5). "Love in action“ is
the term used to‘géscrwbe students’ behaviour when they exhibit care,
affection, toleration, understanding, responsibility, sensitivity, com-

passion, concern, or respect towards other people as well as themselves.

These behaviours would fulfilTy according to McPhail, "the fundamental
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human need to get on with others, to love and be loved" (1972, p. ).

d!

Teaching Methods. McPhail (1978) has listed a variety of

teaching methods that can be employed help students‘know and experi-
ence "love in action". Each method shgtld involve smaff\groups. 1deal[y
not larger than ten or smaller than four, These methods include:
1. expressive and communication techniques such as speaking,
writing prose, poetry and plays, painting, modeling with clay,
and photography,
2. discussion techniques, such as small group d;H entire class
discussions. This method should be limited in its use, however,
for "only a few members of the class may take part and are good -
at it" (p. 137);
3. drama techniques with students writing and acting in their
own plays;
4. role playing.b%sed on situations®common to students' experi-
ences;
5. Simulations invo]vingﬂ?;;ily, school, or community problems;
6. reél life involvement such ihelping individuals wifhig the
community (1978, pp. 137 - 139). ‘

Instructional Model. McPhail and his associates have not de-

veloped a specific instructional model for the Emotional-Rational ap-
proach. Héwever, they have made a number of suggestions of how to
organize‘activitiés depending upon which teaching‘Tethod is employed.
The materials used inbthe Emotional-Rational approach are
characterized by their format. They start with situafions which are

immediately personal and sensitive in nature and move towards less per&

sonal situations concerning dilemmas involving the community, the
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:-,"country,“andlihé world. This'format can be broken down ihto‘fivé'

sections: .

" the four abilities of Pmdra]/cdmmuhicatioh".

.

wrriter of this thesis, from the various organizational suggestions made

stand real, historical, world problems (1972, pp,.101 - 125).

1. Sehsitivity -:désigned to ihp}ove the sfudehts' abi1ity to
recognize their‘owﬁ and otﬁérs‘;needs; intereSts;'and>fée1ings,
. and.tb'help them’uhderstand'why indiyidua]s behave as tﬁey do.
.g.QongequenEes'; designed’to‘imprOVé the étqdents' abi]ityvto
'breﬂfct‘thé:possﬁb]e'and prob§b1e consequences of actions,
: 3._APoints oleiew - deéigned'gc hé]p,stﬁdents decide'on’action ?
after considering the;other individuals involved. |
o 4, Proving thé-rule ;”deﬁignéa’tﬁ he1p>stddents'find solutions
to problems invp]ving;thé community -at 1arge.(’ |

5. What would ypu have done-- designed to heip;§tudentsluhdér—

2

McPhail (1972) has,statéd]that-studéhts must also dévé]pp

L4
. .

1. . Reception ability, meaning the ability to be, and
remain "switched on" to the right wavelength, to.listen;
to, look, to receive-the messages sent ‘out by others.

2. Interpretative ability, meaning the ability to

interpret accurately the messages.which another person -

is sending, what he really means, what he really wants.,

3. Response ability, meaning the ability to_decide on
- and adopt appropriate reactions*- to meet anothers' needs,

It “involves decision'making, evaluation, the use of
reason as well as psychological knowhow.

4. Message ability, meaning the ability to translate . "

appropriate reactjons into clearly transmitted unam-

- bivalent messages.(p. 63) = -

,‘ The_fo]1owing”insfrdétioha] model has been adapted,iby the

by McPhail (1972 and 1978). It is by nature flexible in that any of the |

variouslteaching methods suggested by'MCPhail may be used at any pdint,
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1. Sensitivity - students recogn{ze theih own and others' needs,
interests, and fee}tngs. | A |
1.7, Reception'abi1ity - what are the pehsons' needs, 

interests, and feelings in the situation? -
. 2 InterpretiveAabi1ity - what is each person seying,
both verbal]y and non- verba]]y, in th1s s1tuat1on7 |
,1 3 Response ability - how are they react1ng to ¢ach
“other in the S1tuatlon?
1. 4 Message ab111ty - how can they express what each
”.person s needs, 1nterests, and fee]1ngs are?
}, 2. ,Consequences - studentsvpred1ct the possible consequences of
tthe'actions in the sttuation : Vo |
‘v - 2.1. Reception abi]ity - what are. the probéb]e conse-
~quences -of the situation?_ 3 |
2.2./(?ﬁterpfetive abi]ity - are thelprohab1e consequences

~going to achieve what the people in the situatjén really

want? . S
2.3. Response abiiity - what are the other possibleICOnf
‘sequences7 What is the most désirable'tonsequence7 Is the -
most probable consequence the most des1rab1e consequence7 '
2.4 Message ab111ty - how shou]d the peop]e in the situa-
tion act differently to‘br1ng about thevmost desirable '
consequence? . |

’3; Po1nts of View - students dec1de on action after considering

',the other 1nd1v1duals 1n~o]ved

3.1. Reception abi]jty - what iS”eaCh'perSOn's'po Lof

view in the situation?
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3.2, ‘IntErpretivé ability - what is each person éaying,‘
_both verbally and'non-vé’5a11y,‘to express his poinc of -

e view? | ST
| 3.3. Response ability A}are‘there'other responses chey ev
\cou]dfhave made to express thair points of view? Was the

'response fhey hade the most"appropriaté one covekoress
the1r po1nts of v1ew7 o |
3.4, Message ab111ty - are they commun1cat1ng the1r
ooints of view Cclearly and unamb1guou§Jy? o 1=
4, Proving.ﬁhe Rule - students examine the legal and socia& pro-
blems jnvo]véd in’the.home,,in‘the school, or in the neighborhood.
4.1, Reception abffity - what areythe legal or social
- problems ofkthe groups of people represented in this
.situation? ‘ ;
4, 2.~*interpret1ve ab111ty - how are these prob]ems ex- -
pressed 1n-the»s1tuat1on? What are the symptoms of each
prob]em7 | |
4.3. Response ability - what reaction cou]d each of the
groups have. to solve thelr problem? What react1on should
they have7 ﬁ«g" ' e ' q
| 4.4, Message. ab111ty - how should. each group carry out
itheir decision from react1on to action? o S
5, What woq]d You Have Done? - students examine what haé happened
in‘specific’situations in the modern hor]d
5.1. Reception ability - what actua]]y.happoned in the

situation?
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5.2. Interpretive ability - what have the various peopie )
orrgroup§ of people involved said about what'happened in |
the sijtuation?. How do they feel about what happened in
the -situation? | |
§5:3. Response ability - what would your reatt{on be in the -
situation if you were each of the paople or groups involved?
What should it be? B
5.4. Message ab111ty - can you express how you would have

: -, felt in the s1tuat1on7 Canryou express what you “would have
done in the situation? 1§72 PP. 125 - 133) and (1978, pp.
134 - 151)

"‘Roles,of Student and Teacher. As .can be seen in the above in-

structional model, students ahe to take an active 1aarn1ng r01e.h Their
personal needs; fee]ings; and emotions make‘up the actual subject ma-
terial for this approach.- The situatfons-to be examined are sélectgd by
the studentvgroups on the basis of-their 1nterest and relevance. Stu-
dents are actively involved in the c]assroom enw1ronment expressing
'the1r emotions and opinions, making decisions, and deve]op1ng and act-
‘f1ng in a caring and Toving manner

| The Emot1ona1 Rat1ona1 approach demands that students observe_
and deve]op the ab111ty to recognize various verbal and non-verbal cues
which other 1nd1V1dua1s give as to the1r needs, interests, and fee11ngs;
- It demands that students develop their ability to,pred1qt the conse-w
quences of actians It demands that they acquire the knowledge of
both the ﬂega] and soc1a1 rules of their comnun1ty Finally, this ap-

€
proach demands that students practice many forms of creative expression
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i '
1nciud1ng writing, pa1nt1ng, photography, and acting.’ )
The teacher's role jn this approach is to act as-a faC111ta-
tor in free1ng students’ to accept and express their basic concerns for
'thelwe1fare;3f others. 'McPhail (1972) has indicated that morality is
>not taudht bdt'caoght. Therefore, the teacher must take a MOdeling
role, demonstrating care and consideration‘for each student. "If a - :
teacher demonstrates that she/he7cares'for the young, they will learn
- to care for each other" (p. 9): The teacher is also required to cre- \ .
ate a trust1ng classroom atmosphere n wh1ch it is possible for students
to express’ the1r rea] and uncensored fee]]ngs about 1ssues w1thout fedr.
This classroom c11mate requ1res that the teacher work with students to
remove blocks 'to cons1derate commun1cat10n,andeork agaln with stu-
dents. to huf]d the four “moral communication"‘abi]ities. Finally, this
approach dictates that the teacher mus t select classroom materials
' which are of 1hterest and re]evance to students, must provide deta11ed
1nformat1on (1F any) requ1red by the students, ‘and must direct the stu-
' dehts' work so that they will put thelr values and att1tudes into

_pract1ce,
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Characqeristicslof Materials. Materials embodying the Emo-

tional Rationa] Jpproach contain a 1arge number of situational readings
The materials have seven specific characteristics:
| 1. The readings are brief to encourage students to make the
situation their own by adding their own personal details.
2. The readings usually contain two or three characters.,
3. The situation in the readings demands a reaction on the'partv
of the stodent, if he identifies'wiih one of the characters.
4; The reading‘is in the form of a diiemma; that is,iit is not
imhediate]y apparent what the student should do inﬁa‘giVen sit-
uation. |
5. Situationsiare derived.fron the topics identified by McPhail's
1967 - ]968ls;udent survey which'asked students to identifyginci-
cents in their Tives which made them h;ppy, sad;ufrustrated, of
angry The topics'siudenis identified‘as reievant‘to their needs
were; sexua] attitudes, prob]ems wlth adults including those in
schooi, economic c]ass attitudes, and racial, cultural, reiigious;
political and psychological confiicts (1972 pp 23 - 49)
6, Questions relating to the readings are generai]y concerned
with d01ng rather than theorizing
7. The materials are open- -ended in nature allowing a number of
fo]]ow-up creative activities such as classroom dramas, simulations
or role p]aying se551ons, draw1ng, photography, or creative ‘
writing (1972, pp. 80 - 150 and 1978, pp. 119 - 158).
ITlustrative Learning Activ1ty On]y‘two sets of nateriais;_

G
Lifeiine (1972) and Startiine»(1978) by McPhail, were found to embody

1
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‘the Emoifbnal-Rétiona]rapproach. The rationalé of the Association of
Values Education and Research éroup (A.V.E.R.) claims to fit this ;pproach.
Upon'examihaﬁion of'the.teaching-learn{ng materials from A.V.E.R., how-
ever, it appears that The Elderly (1976) and Prejudice (T978).use

strictly a rational, analysis approach to values education.

Proving the Rule: Why Should 12°(1972), developed by McPhail,

'is one of the booklets from the'Lifeliné series. The following lesson
s designed to be uSéd after,étuﬁents have completed the Sensitivity,

- Consequences and Ppints of Vie@ serie§ of booklets. This Tesson is de-
s{gned'to hélp students deal with and undér%tand authority and the pféé-

‘sures and expectationé that parents, school, and societybp1ace on them,

’ ‘'Theé Authority of a Father

Paul walke¢.in the front door-at 11 p.m. one
Friday evening. He stopped in the hall-way, listen-
"jng to his father's voice. He heard a ‘chair scrape,
and the kitchen door opened. o A
"That you, Paul?* called his mother. .
Paul didn't move. He hesitated, then called
back, "Yes, Mum." _ ;
, The kitchen door flew open and his father stormed .
into the hallway. ' o
"What the hell do you mean coming in at this time?
1 waited all evening for you - what about my.pigeons?
If 3've to]d you once I've told you a dozen times to
stay in.th§§‘house on Friday and help me with my Jjobs.
And do you Tisten to your father? No! You go off with.
your mates and use this place like an hotel." He
stopped for breath, his hands clenched by his sides.
Then he said, menagingly, " ijsten here, Paul, this house,
“this house," he repéated, jerking his finger towards the
fToor, "is not an hotel, and if you want to stay in it
you pull your weight." =~ - L A
" paul didn't answer. He edged hris way cautiously
. ‘past his father. R - :
" "The bike broke down," he muttered.
"Oh, so the bike broke down, and it took ...", he
Jooked.at his watch, "... four hours to mend did it?"
He thrust his head towards Paul's face.
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“No, Dad. Not four hours, but I did a couple
of test runs on it and gave it a bit of a clean."

“You did, did you® Well you can just get out
there now with the torch and clean that pigeons'

1oft out for me. Go on." He took a step towards

Paul; who rushed past him, through the kitchen and out

of the back door.

Pau]fle&ﬁt\against the wall outside the kitchen,
savagely tearing leavgs off the garden hedge. He -

‘felt sick with anger at his father, whom he could hear

ranting on in the kitchen at his.mum. ‘
"That boy gets all his own way. If I tell him
to do something then he should do it. I won't take
any lip from him. If he gives me any, I1'11 thrash
him. I'm his father, and as long as he's in my house

‘he does as I say. And don't you take sides with him

against me or it'1l be the worse for you." .
His mother's voice shook as she said, "Now you

listen to me, George Lowe. That boy has quite

enough to do without cleaning out your pigeons' muck.

_He has his school work and his job at the garage.

He's a good lad to his sister - it's her you ought
to get tough with, the little minx, You leave him
alone. . If your pigeon loft needs cleaning out, you
clean it yourself," . o

F6116W¥Up Activities:

/r

~ Questions

1. vHowvwould you feel jf you were-Paul and jbur'dad took

the attitude he did? Would you do as he said, or not? -
Why?. . a - . ,

Do you think that Paul's dad was justified in getting
angry? Why? ' . SR

What would you do in this situation if you were Paul's
dad and your son hadn't done as you'd asked? :
Paul's dad said, "This house is not an hotel". Many
parents feel that their sons and daughters use the
house like an hotel, because they don‘t do much to
heip. Do you sympathize with the parents' feelings?

~ Why?

" Things to Do

asad

Finish the story, saying what you think might happen next.
Re-tell the story with dad not getting angry, and say
what you think might happen next. :

Describe a‘home with a father, mother, teenage son and
daughter in it and say what you think each person should
do to help around this house. (1972, pp. 6 - 9)
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A]though the illustrative 1earning activity is pnly one of
many situational readings and'nelated activities found in the Lifeline
series, it does demonsﬁrate the rationale of the Emotional-Rational
approach. The learning activity 11iustrate$ how students are required
to identify and express their fee]inge ‘with regard to a readi]y-iden—
tifiable personal situation. It alsb;demonstrates how students are
‘required to examine the situationmrationa1jy; Studentéymuét identify
the different feelings and points of view expressed by the characters in
the story, the consequences of different actions, and the rules and ex-
pectat1ons that parents place on their children. The "Things to Do"
suggestlons also demonstrate how this 1esson can be extended to include
'yarious creative activities, such as plays or role-playing, 'to further -

explore the issue. .-



Summary of the Chapter

approaches,

-In the preced1ng sect1ons, attempts were made to 1dent1fy the

tive learning activity.

The discussion identified for each approach:

features that are characteristic of each of the six value education

the rationale

~and purpose, -the prpcess of vaTUing and the nature of values, the
V teaching methods, the instructional mode](s), the roles of the student

and the teacher, the characteristics‘of the materials, and an illustra- "

These six'approaches‘represent distinctive but not totally un-

related efforts to develop values in students, “The distinction between
the six approaches.might be c]arif{ed by identifying the kinds of choices

a student educated in each approach would most probably make.

The following chart presents the va]ues educat1on approaches

and the correspond1ng types -of choices: _,

One educated in:

wouid make a:

Incu]cationvapproach

positively reinforced and
socially acceptable choice

Moral Development
approach - \

morally developed choice

- Analysis approach .-

rational choice

o

i

‘Clarification approach

thoughtfully self-actual-.
ized choice

Action Learning approach

rational, personal-social
growth enhancing choice -

Emot1ona1 Rat1ona1
approach

emotional-rational, person-
al chéice '
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Each choice clearly indicates the distinctive fundamental
thrust of each approach. These choices also reveal, however, the degrees
of‘internélationship among some.of the value educational approaches. The
six choices identified above are not necessarily mutually exclusive. For
example, the "positively reinforced, sociaf]} ;cceptablef choice could

also be "rational" and "self-actualized" (6r any of the,o£ﬁer chbiceé),

depending upon the given situation. The "morally developmental® choice

could correspond with any of the other five choices, dépending upon the
particular stage df deve]opment of the persbn making the choice,

When examining the respectivé characteristics of each approach,
one is able to identify the distinctiveness and the interrelationship of
the value education approaches. The'foliowihg chart summarizes the

characteristics of each approach.;
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CHAPTER"I'V'.‘

Systems of Educationa] Materials Analysis B

V'Introduct1on | | »
| In the. previous chapter, the dist1hgu1sh1ng character1st1cs of
the six value educat1on approaches were 1dent1f1ed and exp11cated ‘The
‘deta11ed exp]anat1ons and the summary chart at the end of Chapter II1 |
will become the base from wh1ch the ana1yst compares data obta1ned from
; the Values Mater1als Ana1y51s System to determ1ne wh1ch approach or
approaches are conta1ned in the ana]yzed m%é§r1als | ,
In this chapter, the Va]ues Materials Ana]ys1s System. w11t be
»vout1ined- The ana1y51s system w111 consist of a series of quest1ons
‘that will allow the ana1yst to 1dent1fy wh1ch va]ue approaches the an-
~ swers to whlch are used in educational mater1a1s | Through answerwng the
‘f“quest1ons, the ana]yst w111 be able to identify those character1st1cs of
the mater1a]s wh1ch are usefu] in identifying a va1ue educat1on approach

fAna]ysws Systems

The l1terature on analysis systems,. cons1sts of many dif-

‘ ferent op1n1ons regarding the quest1ons 1nvolved in the system, There

Lo owere. dwfferent opinions about the nature of quest1ons, the 1og1ca1 struc-

j'ture of the quest1ons, “the re]at1ve weighting of the quest1ons, and the ‘O

. source of the-quest1ons There were also many d1fferent op1n1ons re-

‘_gard1ng the answers to be obtained, the methods by wh1ch the answers
m1ght best be obtained, how the 1nfonmat1on in. the answers would ‘be pro-
‘,cessed and how the information wou1d be used. Despite the d1vers1ty of

o p)
'op1n1on regard1ng the nature and structure of the ana]ys1s systems,

AN

- ,there are three d1st1nct modes of appralsal that can be read11y identi-

ef1ed the check11st mode, the descr1pt1ve narrat1ve mode, and the com-

bined mode w1th features of each. o
coos S
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CheckTist Mode. The'most popular analytical schema in use in

soc1a1 stud1es mater1als ana1ys1s is the check]wst mode A1though many
d1fferent systems have been developed using th1s mode, the most compre-
3

hens1ve and most w1de1y used in the Curr1cu1um Mater1als Analys1s System

deve]oped by Morr1ssett and associates (Morr1ssett and Stevens, 19675
Morr1ssett Stevens, and Woodley, 1968, and Knight et a1 1971)..
 This system, 11ke the others, is character1zed by a large -

number of quest1ons deve]oped by the authors. The ana]yst is requ1red:£
to answer each question, respond1ng by check1ng the number that he deems
1appropr1ate.on a seven bo1nt scale. The ana1yst is also requ1red to .

~ check:an add1t1ona1 scale (0 - 4)vto 1nd1cate “the degree of certainty

» with wh1ch the ana]yst is answer1ng a part1cu1ar questwon (Knight
Cetal, 1971, p. 4). | |

o | The fo]10w1ng questions exemp1&fy the characteristics of the

check11st mode of ana1ys1s (Kn1ght et al, 1971)

3.2-Q2, How are va]ues and att1tudes presented 1n
the mater1a1s7

R R AU S B A §
T T3 4. 56
~Implicit A ba

nce Explicit

. 3. 2 Q3. To what extent re the values and attitudes
studied parallel to the present and future needs of
~ the student? : :

R YA
0 1 2 3 4 5 6

Not at To some . To great -
alt =~ extent _ extent

3.2-Q4. To what extent is the author's view ofﬁthe
affective content of his discipline consistent with
the affective content in his curricular materials?

Y Y A A |
0 1 2 3 4 5 6 .

Totally | Somewhat  ‘Extremely
inconsistent consistent consistent (p. 17)
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Within this mode of appraise1 the task of the analyst is de-
f1ned as the app11cat1on of a g1ven ser1es of questwons to the materials
under exam1nat1on. The ana]yst replies . to deta11ed questions prov1ded

by the authors of. the system. Al]l ana1ysts will use the same set of
"quest1ons and, therefore, it is assumed that their answers regard1ng a
part1cular product would be very similar. "The analysis resu1t1ng From
the.use of such e scheha will be objective and quantified. - The system
does not, however, ai1ow tor_additionel-oé subjective input from the
/analyst_and,‘as a result, creates evaluations Which‘arebdepersonalized
in nature. | | -

+

Descriptive-Narrative Mode. The descriptive-narrative mode

of ena]ysis stands in marked contrast to the check1istkhode of analysis. °
Phoponents such as'éahlezt (1972), Eisner and Vallance 1T974), Breuher
(1974), and Clark, tVan Manen, and‘Mi]bern (1977) invite ahelysts te |
cons1der a var1ety of alternative ways of 1ook1ng at mater1a1s, some
questions 1nc1ude' what are the aesthetic qua11t1es7 what type of stu-,
dent. 11ke1y to enJoy the mater1a1s7 how will students react to thef
materials? Rather than app1y1ng a spec1f1c set of objective questlens
bto the mater1a1s under study, analysts using ‘this mode pose and answer
‘their own subjeat1ve quest1ons - These are der1ved from the ana]yst S
sense of what aspect of the mater1als is 1mportant The purpose of such
ana1y51s is to prov1de educat1ona1 criticism to 1nterpret the deeper
mean1ngs, the "render1ngs" or "d1sclosures R that the ana]yst has Toca-
ted in the materials under study. |

Such a mode al]ows for great persona1 input 1nto the process\

of analysis. This format_may allow an analyst of some insight to de-
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tect interesting features or major truths that otherwise may not be iden-
t1f1ed by the check11st mode. However, the fina] judgements made are
~ 1ikely to be very d1fferent from .one analyst to another, based in a

large way on'the analysts interests and va]ues, and thus requ1r1ng the

reading of many different analysis reports;on the same materials. In

- addition, the characteristics which the individual teacher may deem as

the crucial criteria for determining the use of the materials may not’

even be discussed.

Combined Mode. Some attempts have been made to combine the
predetennined checklist mode with the open—ended descriptive;narrative
mode. The most comprehens1ve and the most widely used of the combined
modes is the Educatlona1 Products Informat1on Exohange Inst1tute (E.P.I.E.)
ana]ys1s fonnat - ’

The E.P.1.E. format iike the checklist mode, is characterized
by a large number of spec1f1c quest1ons deve]oped by the authors. hThe
ana1yst 1s requ1red to answer each quest1on As with the descr1pt1ve--
narrat1ve mode, howevwr, the ana]yst is given an opportun1ty to; give his

.oWn descr1pt1on of th characterlst1cs of the mater1als

E.P.I.E. qu ions are grouped around four 1nstructiona1 de-

s1gn constrUCts 1ntents, content organ1zat1on methodo1ogy, and eva1ua-
tion. The intents construct exam1nes the developer's rationale, goa]s,
and objective, The content organization construct examines scope of

topics, the depth of subject treatment and the sequence in which the

- top1cs,are arranged. The methodo]ogy construct exam1nes the teaching and

lTearning activities, the teacher training r&@red to use the materials,

and the amount of teacher preparation‘time required. The evaluation

{
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eonétruct examines the content and -the method of evaluat{on. Additional

questions concern themselves with 'the accuracy, bias, and currency of

content -and the phys1ca1 descr1pt1on of the mater1a15 (E P.I.E. Work-

shop Manual, 1979, pp. 1- 12).

The E.P.I.E. analysis system is thorodgh and does allow for
personal inbut from the.ana1yst it does,'however, have serious 1imi-
tations The main purpose of the E.P.I.E, analysis system is to prov1de
obJect1ve deta11ed ana]ys1s of educat1ona1 matera1]s ~To ach1eve ob-
jective descriptions, E.P,I.E, places the maJor empha51s of its. ana]ys1s

on factors which are easily 1dent1f1ab1e and obJect1ve1y descr1bed The
| E. P I.E. format. does not examine the more interpretive and the 1mportant

elements 1nv01v1ng the values and the value approaches that are conta1ned

7
{
7

“in the mater1a}s, : : o _ SR S -
‘Values Materials Analysis System . B . <

To ahalyze thervalues and the value approaches contained in ed-
,UCatione1 matenieTS requires an analysis schema which'is objective qe
_well‘as dnterpretive.' The combined mode of analysis appéars to be the
.most_appropriate$means of achieving these two objectiees. The Values
Materials AnaTysis System will therefore base its questions and its struc-
ture on this mode of analysis. -

- The Va]ues Mater1a1s Analysis System will structure 1ts gu1d1ng
| questions so that the ena]yst w111 examine specific characteristics of
educational materials in order td identify‘the'va1ues and the value ap-
proaches conta1ned theremq Quest1ons on topics such as physical des-
cr1pt10n, cost sequenc1ng of topics and teacher preparat1on will not
be 1nc1uded for they are already adequately covered by other ana]ysis

(schemas.
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Format of the Va]ues Mater1als Analysis: System The format

of the Yalues. Mate¥1als Ana1ys1s System developed by the wr1ter of this
thesis will draw heavi]y upon: the,E.P.I.E. format in an-attempt to com-'a
b1ne the best features of both the checklist and the descr1pt1ve nar-
rat1ve modes. Each question 1n the analys1s sytem will have the follow-

ing appearance:

Area 4

Area 1 - - - Area 2

Area 3

Area 1 ‘will contain a gu1d1ng questlon for the ana]yst per-
ta1n1ng to a spec1f1c topic such as the rat1ona1e the fundamenta] va]ues,
‘or' the role of the teacher. Area 2 w111 conte1n a list of value approach
,characteristics pertaining to the guiding topic qdestions in Area 1. The
”iharaeteristics are meaht to he}used as helpful reminders for the ana]yst;

“Area 3 contains the ana]yst's\resgonse to the_guiding question posed fn'
Area 1. Area 4 contains a six-number Lefkert scale 1h Which the ane1yst
checks- of f the degree of certa1nty of his descFiption 1n Area 3. /Ib?////
certainty scale has two purposes. F1rst, it is intended to/maEe the
ana]yst more comfortab]e about respond1ng, since. he/ean always 1nd1cate
a high degree of uncerta1nty in an answer. Second, it prov1des the reader

of the analysis: w1th a degree of ob3ect1v1ty by know1ng the degree of cer-

ta1nty that the ana]yst had’ Tn,answer1ng the question.

RN

\

= - N
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A summary -chart Tisting the six approaches and their specific

" characteristics is provided at the end of the.va1ues'materials analysis
system (based on the chart found at the end of chapter 3). For each

character1st1c the ana]yst is asked to rewiew his- deta11ed analysis,

) compare his 1mpress1ons to characteristics .in the chart, and then ‘check
the. box corhespond1ng to the most appropf1ate value approach The main
purpose of this chart is to prov1de a qU1ck summary to enable the analyst

.to identify which value edueat1ona1 approach or approaches'are contained

in the analyzed materials.

‘Role of the Analyst. The analyst's job is to describe the

charactehistics of the materials using the framework provided by the
Values Materials Ana]ysia System, -and through cpmparison identify the
va1ue approaeh.or.apprqaches cohtained in the materials. To perform
this ro]e, fhe ana]yét'must be familiar with each of the six value .
| educat1on approaches described in Chapter III. He must know which'char-
acteristics are- s1m11ar among the approaches and which character1st1cs
‘make the approaches distinct from one another. The aha1yst should
therefore have read and be familiar with the defai]ed descriptions<and
:the summary phart'oh,the six approgihes found in Chapter III"and use
them as a gu1de ‘ | . | ‘. |
The value materials analyst performs a role very dist1nct
from that of the educator who evaluates instfuctional materials. The
4ana1yst s ro1e is to provide a complete analytic descr1pt1on of the pro-
ducE;' va]ue approach or approaches, unb1ased by his persona] ph11osophy,
and w1thout regard to how the products "m1ght" or "m1ght not" be used,

by a creat1ve,teacher. The role of the eva]uator on the other hand, 1s

to use the‘analyst's-report’and make judgements about the materials. It



~is his role to decide&vhether the materials are appropriate for his
class, his students, and his personal phi]osophy.' He decides how the

products "might" or "might not" be used,

'Framework of the Velues Materials Ana1y§i§ Sys tem. F811owing
are copies of the questions to be used in describing characteristicé of
. .the materials to be ana]yzed_and the sumnaty chart of the $ix value )
approaches to aid in the analysis. In addition a set.of directions for
the use of the Values Materials Ana]ys1s system w1]1 be g1ven

Directions for Use. The following items are d1rect1dﬂ§ for

the analyst as he applies the Values Mater1als Analys1s System
1. Exam1ne the educat1ona1 mater1als thorough]y before you
begin the ana]ys1s, /; o . |
2. Review the detailed descriptions and the summary chart of
the six educationa] value approaches, so that you are familiar
with their features and their distinguishing characteristics.
The detailed descriptions and the summary chart should be used
as a're%erente when, completing the_symmary-chedkliet and the -
,synthes1s sect1ons
'A3. Complete the quest1ons on basic information about the mater1a1s

4. . Complete the detay]ed analysls character1st1c §€tt1ons You

should describe ‘not evaluate, the character1st1cs fu]]y You

should quote or paraphrase from the educat1opa1 mater1a1s analyzed
whenever -possible. ;{’ -

5. After completing a detailed ana1ysis section; check thevappro-
pfiate b1ahk‘in the "degree of certafnty"‘sca]e. The degree of
'ceftajnty scale is proyjded so that yeu mai feel more comfortable

about completing a section. ‘Some. descriptions may‘require inter-

o~
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pretat1on on your part.

6. Upon complet1on of the character1st1c sections, rev1eW‘the
detaa]ed ana]ys1s and examine the vafue approaches summary chart.
Next complete the summary. checklist, identifying the approach- o,
approaches conta1ned in: each'character1st1c.

" 7. Review the detailed analysis and the summary check11st, and
then complete the synthes1s sect1on In the synthesis sect1on,
you should’ 1dent1fy the extent to which each approach is present

~in the materials. |

| The comp1et1on of the educat1ona1 mater1a1s analysis is r1-
gorous . The‘identifjcation of educat1ona1 va]ue approaches in mater1a1§
requires time and effort. An ana]ys1s wh1ch is incomplete or “done in a

perfunctory manner provides Tittle usefu] -information for those who w111

use it as a basis for the mater1als evaluation.
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The Instrument

1. Program Title:

2. Author(s):

3. Publisher:

\

4. Copyright Date(s):

A5. Medium: (Check more than one if appliéab]e;)
_d__prinf - student text
. print - teacher's gu%de
____yeé1?to—ree1, or éassette tape, record |
" filmstrip AV
| ____videotape

' Otﬁer - specify:

6. Materials Analyzed: (Check one.)
‘ complete package
“partial package (if partial package, state which

parts.Were anquzed and which parts were omitted)

~
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Degree of Certainty Scale

Y,

/[ /
B 2

L INFERRED

/
5

4 5 6
-~ STATED
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L}

Describe the developer's rationale, the
main outcomes the materials are attemp-

1ting to achieve.

F.+8

You may wish to report

on the attempt to ach-| -

ieve or develop in
students:
__specific knowledge

, prechosen values

moral reasoning
Tability
__logical th1nk1ng
“discussion .
“analysis skills
. clarification of
" personal values

actualization of

~ personal values

social action
“abilities and
skills

__caring and under-
“standing attitude
behaviour consis-

" tent with either:

w

personal values
__societal values
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Degree of Certainty Scale .

[/
1 2

INFERRED

Nature of Man

[ [ [ [/
3 & 5 6
STATED

Describe the developer's view of the
nature of man and how man acts-or
reacts to .his environment.

0y

You may wish to re-
port on assumptions
made about man:

as an emotional

“being
'~ as a rational
“being
__as an emotional-
rational being
__as a reactor to
" the environment-
__as an active
initiator in the .
environment
__as interactive
-~ wWith the environment
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Degree of Certainty Scale

- [ L L [ [ [ [
/ LI 3 4 5 6

/ INFERRED- . STATED
Purpose-Skills - |
Describe the deve1op§r's purpose in - | You may wish to ~
regards to the skills students will ) report on the
acquire, following skills:
\ listening and

! “attending

| . __logical thinking
and reasoning

__self-awareness

__discussion
analysis

__decision-making

_. decision
“application

__conflict resolu-
tion

__group work

_= community
involvement

__recognizing
emotions

__recognizing
points of view




10.

138

Degree of Certainty Scale

INFERR

Purpose-Attitudes

L/
B 2

ED

[/
T %

VAR
5 6
STATED

Describe the develgper's purpose in
regards to the attitudes students
will acquire.

/

A

You may w1§g to
report on the
following feelings
or attitudes:
__acceptance of the
values taught
__empathy
__sense of justice
__fairness
consistent
" behaviour
__sense of identity
__equality
__care and ,
consideration
__helping, giving
support
__§e1f-actua1ization

e
[ e
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/

(v s

“\, Degree of”Certainty Séa]e
VR S A A S 2 S
R 4 3 5 6
INFERRED C STATED
Va]uing

139

| Descr1be how the ngeloper v1ews the
process of va1u1ng :

You may w1sh to

.| report oft valuing
. I* as seen as a pro-

cess of:

1dent1f1cat1on
soc1a11zat1on .

pattern
__intellectual
“inquir
. : - actuali at1on
o | T tempered by
social factors

) . . sures’
¥ : actualization

several steps
express1on of:
“one's feelings
and emotions

. experience

or groups pres- .-

" involving ~ *-

through emotional

v o
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Degree of Certainty Scale 4

L

LR

~ ~ ~ INFERRED.
12. Values

3

J
T 5 6
- 7 STATED

[DeScribe the deveToper's‘conception of
- fvalues. Also describe the developer's
conception of the source of values. "

You may wish ‘to
report on values as
being: '
. rules or Taws

—verificable much

- like facts 3
actions and

" behaviours -

_relative to the
needs of man or
society - -

__instrumental

- criteria

__personal emotions

~ or feelings

_.no specific

. definition

The ‘source of values .

.| may be conceived of

as originating from:

__the society or

~ culture

__& constitution .
or biltl of rights

| __God '

__man
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- Degree of Certainty Scale

/
3

[ [ [ [/

INFERRED

Fundamenta] or.U1tH“ate Values

45 6
STATED

, LTSt the fundamenta1 or.ultimate values

which the developer has emphasized

{

°

You may wish to
include as funda-
‘mental or ultimate
] values:

__Jjustice, fairness
qgal1ty, due
pracess of law

vival
&Zzocracy,

T majority rule
__peace
__happiness
" rationality
~_human dignity

The fundgmental or

ultimate values

may also include

feelings or a

disposition towards:
__affection, car1ng,
" compassion,
concern, sensitivi-|-
ty :

self-actualization
thoughtfu]
T reflection
consistent

“behaviour

__toleration

| _understanding

- __responsibility

__respect
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‘e

e | ' Degree of Certainty_S;ale ‘
A S A A B R
1 2 3 4 5 6

~ INFERRED . STATED

. Teaching Methods

Désdribe the teaching methods and/or You: may wish to

activities that are contained in the report on the
materials. Also comment on the fre- | following methods
quency of use of the various methods. or activities:
' o | __reading
__Writing .

__discussions; indi- |”
vidual, small group,
class

__explanation

__manipulation

__positive and.

- negative .
‘reinforcement

‘ ‘ 3 - | _modeling .
. " o __role playing,
- S dramas, simu-=

» lations o
__library or field

- research B

.__value-laden -

- situations

__self-analysis

__games - "

“painting, drawing,
photography '

__social action

. projects
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Degree of Certainty Scale

/

, } '
Instructional Model

/ 
1

;,‘_/ :
2
JINFERRED

-

3

YA A A
4 5 6

STATED

instructional mode1 found 1n the
mater1a]s.

0ut11ne and/or descr1be the format or

e .

v

You may wish to
report on whether

- the model is:

linear in nature
c1rcu1ar in nature
__f]ex1b1e in nature
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 Degree oije?tainty Scale

- / /[ L/ [/
/ o 2 4 5 6
' INFERRED - STATED

Role of Student

Descr1be the deve1oper S 1ntended

| student role and the type of activities

this role.dictates

prov1de and ‘ana-

You may wish to

report on whether

the role is: -
an active learning|
“role
a passive. 1earn1ng'
T role-

You may wish to
report on whether
the students are
required to:
__follow instruc-
" tions and modify
behaviour
__express opinions
" and beliefs i
__express feelings
“and emotions
__analyze value
issues’
__analyze their own
“and others'
behaviour
__reflect on their -
own values

lyze reasons for
value positions .
‘make decisions
“based on persona]
va1ues ‘

__act bn value
decisions N
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Degree of Certainty Scale

: | A R B R AT A
e T 2 3 4 5 b6
' STATED

Role of Teacher .

- INFERRED

Describe the developer's 1ntended
teacher role and the classroom
atmosphere that the’ deve1oper promotes

’

You may wish to re-
port on the follow-

ing types of

teacher's roles:
Judgmental
non-judgmental
~manipulator
T leader
" initiator of
" classroom activi-
ties - .
model
helper facili-
“tator
__Socratic discus-
“sion leader
assistant, co-:
“ordinator
__catalyst
__interactive

You may also wish
to report on the
following classroom

_atmospheres:

controlled
supportive

fair, but abrasxve
trust1ng »
involving the
comnun1ty

HH

|

~
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\

Degree of Certainty Scale

L1
1 2

S INFERRED
18. Emphasis of the Materigls '

[
3

/
q

R A A
5 6
STATED

Describe the content of the materials |
in relation to its focus and emphasis.

¥

You may wish to
report on whether
the content's focus
on values education
is: - :

| __the major focus

—_one of severdl
concerns S
__a peripheral focus

You may d]sbiwish‘
to report on whether

the .content focuses | -

on:

__the process of
valuing

__the content of
the values-

__both the process
and content.

__the personal
value issues or
_problems

_social issues

community concerns |
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.

Degree of Certainty Scale

/ [/ / [/
1 2 3 4q 5 b
. STATED

INFERRED

19. . Format of the Materials

s/

Describe the mode or format of the
content = J

~

7]

s

You may wish to
comment on whether
the materials are:
__readings with
. specific or
implied morals
__readings that are
slanted towards a
specific value
outcome ’
__case studies
grouped around a
'social issue.
- _value dilemmas
episodes
__clarification
" response strategy
activities
__self-analysis
.worksheets

' _data-collection

dnstruments for
use in the class
and the community
__personal problem
situations
__readings designed
to promote emo-
tional expression
- __suggestions for
community action
__sensitivity
activities

-
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Topics of the'Materials

148

INFERRED

i
Degree of Certainty Scale
/ / VAR AR A |
R 2 4 5 6
STATED

st the topics which the developer has

mphasized in the materials.

“Also -

cegment on the depth of coverage.

//i | —

You may wish to
include the fo]]ow-

ing topics:

“rules, laws,
~justice, authority
punishment
__property
__life, liberty
" the env1ronment
“welfare
__prejudice, race
- relations
__minority rights
foreign policy
__politics
__women's rights
__the poor
religion
—_love, sex
money
__aging
—_death
" war, peace

personal attitudes

v




21,

Summary Checklist

149

lﬁsing the detailed descriptions and
the chart in chapter 1II as a ref-
erence, examine the analysis of each
characteristic in the schema and
then fil1l in the appropriate square
or squares in the summary checklist.

Inculcation Approach

-

Moral Developmenf Approach

Analysis Approach

P

Clarification Approach

Action Learning Approach

Emotional-Rational Apprdach

Rationale .7

~ [Nature Of‘Man‘

Purpose-Ski]]s

PurposeeAttifudes

Va]uing

-IValues .

. |[Fundamental or Ultimate Values

Teaching Methodsv

Inétructiona] Modgl

Role of Student

Role of Teacher

|{Emphasis of the Materials

Format of the Materials

|Topics of  the Materialé

|Totals -
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- 22. Synthesis

Identify and comment on the predom- | You may wish to

inant educational value approach or comment on:
approaches found in the program, the degree to

“which each value
approach appears
in -the summary
checklist

__the degree to
which each value
approach appears
in the materials

__the degree of

: : “consistency with

. the developer's
‘ rationale
- , ~_the way in which

‘o ) ’ each approach is
reflected in the
materials
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Summary of the Chapter

In this chapter three modes of educational materials analysis
were identified. These were: the checklist mode, the descriptive-nar-
rative mode, and the combine mode. A description of eaeh mode was pro-
vided, 1dent1fying advantages and disadvantages of each method of
“analysis. From this rev1ew, the combine mode of analysis appears to be
the most appropriate for the Values Materials Analysis System, for it
blends the objective statements of the checklist mode ‘with the personal
descriptions and insights of the descriptiveenarrative mode.

This chapter also presents the Values Materials Analysis Sys-
tem. 'The format of the‘ana1ysis system was explained and the distinct
role of the analyst using the system was identified. An instrument was

developed for the use of analysts of curriculum mater1als



CHAPTER v

App11cation of the Values Materials Analysis System

Introductign

In Chapter IV, three forms of analysis - the checklist mode,
the déscriptive-narrative made, and the combined mode - were identified
and explicated. R

It also presented the Values Materials Analysis Systém which
is based on the combined mode. The chapter identifigd the format of the
Values Materials Analysis System, how the éna]ysf was to use the se{ema,

and the role the analyst should take in completing the analysis.

In this chapter, the Values Materials Analysis System is ap-

plied to the Kanata Kit - Canadian Broadcasting: A Voice for Unity?

(1979). This is done in order to discover whether the schema dées pro-
vide 3n analysis which is objective as well as interpretive, and whether
in fact, the schema does identify the value approach or approaches con-
tained in the materials. ”

‘The Kanata Kit - Canadiéﬁ Broadcasting: A Voice for Unity?

was chosen for qna1ysis for two reasoné.
1. The kit was deveioped under the Alberta Heritage Learhing
Resoﬁrce Project and was distributed td every junior high
~school in the province. It is therefore a resource which
js common to all grade 9 classes in Alberta. -
2. Upon interviewing the Associate Director of Curriculum for
Social Studies, Frank A. Crowther, the writer of this

thesis discovered that no form of analysis had been done on

any of the Kanata Kits.

<

Cg
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Canadian Broadcasting A Voice for Un1tx? is a»multimedia

k1t conta1n1ng a teacher s guide, student book1ets, f11mstr1ps, video-

' tapes ‘and transparenc1es. The k1t examines the role of the telev1s1on

| ~and radio broadcast1ng 1ndustry in Canada The kit explores the soc1a1

1ssue of ‘whether the broadcast1ng industry shou]d be a force for de-

ve]op1ng Canad1an 1dent1ty and promot1ng un1ty within the- country

The analys1s of the Kanata Kit Canhadian Broadcast1ngﬁ A Voi;e

153 -

for Unltz? follows. Included are the d1rect1ons foretﬂe ana]yst the

six basic 1nformat1on questlons, the fourteen character1st1c sect1ons,"

‘a sunnary check11$t -and the synthesxs_sect1on.,_.

D1rect1ons for Use : s

e

B whenever possible. - o

N

'1. Exam1ne the educat}onal mater1als thorough]y before you begin

the gnalys1s.

2. Review the detailed descr1ptions and the swnnary chart of the
Vs1x educat1ona1 va]ue approaches, 50 that you are fam111ar w1th
‘their features and the1r d1st1ngu1sh1ng character1stics The de-

“tailed descriptions and the summary chart - should be used agya

5,

' reference when comp]et1ng the summary check]1sarand the synthes1s

«sect1ons.

U

3. Comp1ete the questions on basic 1nformat1on about the mater1als

4, Comp]ete the detailed ana1ysws characterist1c sect1ons You

| shou]d describe not evaluate, the characteristics ful]y. You

sh0u1d_quqte orvparaphrase from the educat1ona1 materials analyzed
N \\‘ﬁ“) ‘ .,'"..‘

5, After complet1ng a deta11ed ana1y51s sectlon check the appro-

'pr1ate b]ank in the "degree of certa1nty“ sca]e. The degree of



certa1nty scale is prov1ded SO that you may fee] m6h§,comfo

about comp]et1ng a section. Some descr1pt1ons may require

pretatlon on you part. | | ’

- »6 Upon . comp]et1on of the character1st1c sect1ons review cthe
 detailed analys1s and exam1ne the value eapproaches summary chart
~\fNext comp1ete the summary check11st, 1dentify1ng the approachugr

approaches contained in each characteristic. -

7. «ReV1ew the deta11ed analysis and the sumnary check11st and

~ then comp]ete the synthes1s section. In the synthesas section,

. you shou]d 1dent1fy the extent to which each approach is present
in the materials. o

-

‘materia]s analysis is “

The completion of the educa_'

| rigorous. The 1dent1f1cat10n of e;'g& nal va]ue approaches in mater1-

a]s requ1res time and effort ~ An ana]ys1s wh1ch is 1ncomp1ete or done
~in a perfunctory manner provides 11tt1e useful 1nformat1on for those

who will use it as a basis for the materials eva1uat1on



The Instrument

@

6.

Program Title: _Canadian Broadcasting: A-Voice?for Unity?

155

Author(s): A]berta‘Hef

Publisher: Alberta Education ¢

Copyright Date(s): _1979. %"

Mediunk (Check more than one if app11cab1e )
___pr1nt - studené text

___pr1nt - teacher s guide
_X_reel-to-reel or cassette tape, record -

X f11mstr1p - -

_X-videotape

other - specify: _overhead transparencies

Materials Analyzed: (Check one.)

Lk l__complete package
X artial package (if part1a1 package, state which

parts were %galyzed and wh1ch parts were om1tted)

Teacher S Gu1de and Learner Matgr1a]s
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Degree of Certainty Scale

/]
B 2

INFERRED

]

3

[l X
T 5 6
STATED

|Describe the developer's rationale, the

main outcomes the materials are attemp-

{ting to achieve.

- The developer's rationale for this
program is to have students come to
understand and resolve the social issue
“Should radio and television be used to
develop a Canadian jdentity ‘and to pro-

_{mote national unity?" -(p. ix, Teacher's
By examining this issue, students

Guide).
will gain specific knowledge about the

broadcasting industry, its historical

development, the present day situation,
the variety of views as to the industry's
purpose, and the rules and regulations
governing the industry (pp. x - xifi,
Teacher's Guide). .

The developers also see this program

|as "helping students acquire sensitivity

to their human and natural environments,

.|intellectual independence, moral maturity
“land a willingness to participate effec-
tively in community affairs" (p.

iii,
Teacher's Guide).

b

4

N1

. You may wish to re-.
“port on . the attempt
to achieve or devel-
op in students:
X _specific knowledge
__prechosen values
__moral reasoning
ability
X logical thinking
Xdiscussion
analysis skills
Xclarification of
personal values
Xactualization of
personal values -
X social action
“abilities and
skills o
- _caring and under-
standing attitude .
X behaviour consis-
tent with either:
X personal values
X societal values
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Degree of Certainty Scale

[/
R 2
INFERRED.

Nature of Man

/) X/ ./t
CNE S -1

A b
STATED

Describe the developer's view of the
nature of man and how man acts or
reacts to his environment.

o

The developer of this program has
stressed the development of logical
thinking and rational arguments.

Man's expressions of his opinions

and beliefs are seen as items which
can be analyzed and verified. The
analyst therefore infers that the
developer views man as a rational
being, suppressing his emotions to .
logic. : '
The developer also stresses that

- |{television is a pervasive element in

our society. By acting to control

this media, Canadians can partially
solve their problems of unity and
jdentity. The analyst therefore
infers that the developer sees man as
an-active initiator in his environment,
acting rationally in his environment

|to solve his social problems.

You may wish to
report on assump-
tions made about
man:
a3 an emotional
“being
_%as-a rational
“abeing . ’
__as an emotional-=-
“rationale being
__as a reactor to
the environment
_Xas an active
“jnitiator in the
.environment
__as interactive
with the environ-
" ment

¢ o%
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/
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3

o

/I X/
5. 6
STATED .

ﬁéscribe the developer's purpose in
regards to the skills students will
racquire. :

The developer has designed the
program to develop the following
skills in students: o

1)  recognizing, extracting, and
applying data from both written and
audio-visual materials,
’ .2) recognizing connection between

past and present events,

~3) interpreting.and constructing
graphic materials from primary sources,
4) ‘developing analytical questions,
5) recognizing conflict and an-
the reasons for conflict,
. 6} analyzing the opinions of
others and the importance of those
opinions, ) :
7) evaluating policies and reg-
ulations, and deciding which are most
desirable, .

8) working in groups, :
9) analyzing various courses of
action, :
10) making reasoned conclusions
(pp. x -

xii and pp. 2 - 97, Teacher's -
Guide). o

R’

You. may wish to

report, on the

following skills:

__listening and
attending

X _Togical thinking
and reasoning

self-awareness

discussion
analysis

X decision-making

X decision
application

X _conflict resol-
ution

X_group work -

—_Ccommunity

~ involvement

__recognizing
emotions

X _recognizing
points of view

><
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Degree of Certainty Scale

1

INFERRED

Purpose -Attitudes . '

/]
> 3

/X /]
55 .
STATED

|Describe the deve1oper s burpose in

regards to the- att1tudes students
will acqu1re

_ The deve]dper'sées the brogram as
developing the following attitudes in

. students

= 1) a sense of persona] jdentity

‘land a sense of Canadian 1dent1ty, a

pr1de in being Capadian,

2) a sense of fairness and JUSt-
jce, each student treating his fellow
students with respect and toleration

,_)thh regard to their op1n1ons and be-

ﬂpfs
e se]f actualization, tak1ng
soc1a1 act1on based upon one's beliefs
. 4) .consistent behaviour between
the1r values and their actions (Teach-

er's Gu1de)

" You may wish to
‘report on the

following feeliggs

or attitudes:. ?ﬂ% :
__acceptance o he
~values taught
empathy _

“Xsense of justice

X fairness

X cansistent

~ behaviour

X sense of 1dent1ty

X equa11ty
“care and
~consideration
__helping, giving
~support
X_self-actualization
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Valuing . ‘ | N
Describe how tHe.deve1oper views the - - ® You may wish to
process of valuing b C L report on valuing
9 , as seen as a

process of:
X identification

Although the ‘developer has not X _socialization
directly stated how he views the pro- __development of
cess of valuing, he has stated that moral reasoning -
students will be involved in the pro- patterns :
cesses of: - . - X intellectual

1) "evaluating icies ..." “Tinquiry

2) "making .choi as to the X actualization
most desirable policies ..." : ‘ . tempered by

3). "clarifying their own beliefs social factors
et ) ' K ‘ or group pres-

4) ‘“choosing policies consistent sures .
with their beliefs ..." ‘ . __actualization
_- ~5) - "“analyzing various courses , involving

T of action.,.." _several steps

6) "Choosing a course of action . __expression of

. o a AR one's feelings
~~7) "assessing the advantages -~ and emotions

and disadvantages of a course of actiont through emotional

(pp. x - xi, Teacher's Guide) : 1 ‘experience

‘ From these statements and from
"|'examining the various activities -in
the product, the analyst has inferred
that the developer views valuing. -
primarily as a process of intelléctual
inquiry and as a process of actualization| -
tempered by social factors and group - N
pressures. : : :
<Although not stdted in the materials
the program does attempt to develop
students' pride of Canada and a respect
| for its institutions. -Therefore the -
analyst also infers that an underlying
view of valuing is as a process of '
“jdentification and socialization.

=
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Degree of Certainty Scale

/ /.
1 2

Valﬁes

> INFERRED

[ X/ [ [ ]
3 &5

5
STATET=

Describe the developer's conception of
values. Also describe the developer's

|conception of the source of values..

»

v

A]though a great‘number of -values

are listed in the program, the devel-
oper has not provided a definition
or statement of his concept of values,
nor has he provided a statement as

to 'the source of values.

The majority of the activities
contained in the program stress the.
analysis of various value positions
in relationship to the needs and de-
sires. of Canadians with respect to

{broadcasting. These activities’also

stress the formation of policies
which would be most beneficial in.
meeting- those needs and desires.

From this, the analyst has inferred
that the developer conceives of
values mainly as an instrumental
criteria for determining the goodness
or worth of an act1on in a g1ven
situation.

The program d1rects students to
jdentify their own values and compare
them to.the values -held by the ma-
jority of Canadians. The analyst
therefore infers that the developer
conceives of the source of values as
or1g1nat1ng both from man and the
society in which he Tives.

You may wish to
report on values as
being:
__rules or laws
__verifiable much
like facts
__actions and -
behaviours
Xrelative to the
" needs of man or
society
_Xinstrumental
criteria

* __personal emotions

or feelings
- no specific
def1n1t1on

The source of values

may be conceived of
as originating<from:

- Xthe society or

" culture
_a constitution
" or bill-of r1ghts
- God |

_lman
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3 4 5 6

A
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INFERRED

STATED

13. Fundamental or U1fimate Vd]ues

List the fundamental or ultimate values
which the developer has emphasized.

o F

The ultimate values and feelings
that the developer has emphasized are:
" 1) rationality - "... reasoned '
conclusions ..." (p. i, Teacher's
Guide), =~ o
~2) toleration - . the respect.
of ‘the rights and differences among
Canadians ..." (p. 18, Teacher's
Guide), : : .
3) Canadian unity - "... resol-

11
)

~ |ving to remain together in a political,

economic, and cultural association ...
(p. 18, Teacher's Guide),

4) identity - deVe1oping persona1

values-in relationship to a personal .
Canadian identity (p. ix, Teacher's
Guide), —_— . .

~ '5) self-actualization - acting
upon one's values and acting in a ‘
-1 consistent manner. | .

~ Although: not directly stated,

the developer also stressés a nation-
alistic feeling, a pride in Canadian
achievement, and a respect for the
government's laws, roles, and instis
tutions. Tied to this Canadian nation-
alism is an underlying feeling of ‘
‘anti-Americanism, especially towards
the pervasive elements. of American i
television. C

You may wish to
include as funda-
mental or ultimate
values:

__Justice, fairness
equality, due
process of law

__suryival

_Xdemocracy,
majority rule

__peace ‘

__happiness

_Xrationality

_Xhuman dignity

The fundamental or
ultimate values -.
may also include
feelings or a
disposition towards:
__affection, caring
compassion,
concern, sensitiyi-
ty o
L_squ-actualizatﬁon ‘
____thoughtful
reflection
X consistent
“behaviour
- X_toleration
__understanding
 __responsibility
X _respect
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Teaching Methods

/
3
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T

[ X )]
5 6 .
STATED

-

Describe the teaching methods and/or
activities that are contained. in_the.
materials. Also comment on the fre-
quency of use of the various methods.

D

To come to a resolution of the

“|social issue presented in this pro- .

gram, the developers have used a
variety of teaching methods, The most
predominant method, .used more than

70% of the time, involves activities
in which students either read or view

| audio-visual materials, answer questions

on .those materials, and then discuss
their answers in either' small groups
or in a full class discussion. Two
activities require library research
and three require field research in
the community. Two activities require
students to analyze their own tele-

vision viewing and radio listening

habits. One activity uses drawing

to help students clarify their values.
A simulation game, in which students
are assigned roles according to their
position on the issue, is included.
The program also includes four sug-

| gestions for social action prdjects
(Teacher's Guide). - )

- following methods
.or activities:

- positive and

- “Xrole p]aying;
7 dramas, simu- 4'

-

You may wish to
report on the

_Xreading
_Xwriting
_Xdiscussions;
individual, small
group, class'
__explanation
manipulation

negative
-reinforcement
- modeling

- lations
_Xlibrary or field
© research
__value-Taden
situations
_Xself-analysis
__games
_Xpainting, drawing
photography
_Xsocial action
projects
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Degree of Certainty Scale

/

L 1
T 2
INFERRED

Instructional Model

3

[ [ [ X/
§ 5 6
STATED

Qutline and/or dgscribe the format or

instructional modél found in the
materdals.
¢

™

There are two instructional models
provided in this program, one for the
teacher and one for the- students.

Both instructional models are linear
in nature

Teacher's Model
Opener
1) awareness of the problem
2) identifying the issue
3). developing research
: questions - '
' Research
1)  assemble evidence
2) evaluate ev1dence
Conclusion
1) resolving the issue
2) applying a decision
(p. xiii, Teacher's Guide)

rs

- hd

Sthdents' Mode] - adapted from
Banks and Clegg

"Making a Decision”

1.

Problem - identify the problg;‘/,u/

2. Inquiry - identify and clari
the major values related to
_ the problem :
. 3. Clarification - 1dent1fy the
/ personal values we hold
4. Decision - identify various
"possible courses of action and
their. consequences,
.course of action’

‘5. | Action - Act upon the dec1s1on‘

" (p. 88, Teacher's Guide)"

PRI

Select a .

You may wish to

report on whethe

the model is:

‘X Tinear in nature
“circular in nature

__flexible in nature }
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i

Describe the developer's intended
pd. the type of activities |-

student role,

_ The developer of this program
‘|has intended that students will have
Students

an active learning role.
are directed to analyze vari
ings and audio-visual materi
Canadian broadcasting identi

the value issues involved.
also required to analyze various

opinions and beliefs that are express-
Students must

ed in these materials.
analyze their own television
and radio listening habits,

their behaviour with nationa

After analyzing the views of<others
and their own behaviour, students

are required to express thei
and opinions on the social i

ous read-
als on
fying
They are

viewing
comparing
1 averages.

r beliefs
ssue. They

3 fiassive Tearning
e T

“You may Wi sh top ’

‘You may wish to .
report on whether
the role™is:

X" an factive

X an factive learning
“role ¢

2 e B
() e

SO

y

W 4

report on whether |-
the students are, "} -
required to: LRSS I
- __follow instruc- ,
““tions and modifyy |-°
behaviour - %%;
X_express opinjons
“and beliefs '
__express feelings
and emotions
X_analyze value
issues N
X _analyze their own
~and other's

must make a decision in regards to the
social issue based on their personal
value stance and express their reasans

behaviour

" X _reflect on the

4
ir

for their decision,

Students are

required to participate in a simula-

tion game, role-playing the
ters they are assigned.

take social action based on
reevaluated value decision.
social action may be in the
an issue awareness campaign
community, or a letter writi
paign to either M.L.A.'s, M.

officials within the broadcasting . ’/,

industry. (Teacher's Guide)

They are re-
quired to analyze their role-playing
behaviour and then reflect back:

on their prior value decision.
Finally, students are encouraged to

charac-

their

The .
form of

in the
ng cam-
P.'s,.or

own values ,
X provide and ana-
" lyze reasons for
value positions
X _make decision
“based dn personal
values
X _act on value -
decisions
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Role of Teacher

/
3

/ [ lX 7
4 5 6
STATED

Describe the developer's intended *
‘teacher role and the classroom .
atmosphere that the developer promotes

By giving explicit directions in
the comprehensive Teacher's Guide, the
developers have implicitly stated the
teacher's role. When using this pro-
gram, the teacher is primarily a dis-
cussion leader. By leading discussions
the teacher 3ssists the students in
identifying the social issue pidevel-
oping research ‘questions, and helping
students understand the various
points of view. The teacher's role
as Sogratic discussion leader is
required to assise students in de-
veloping justifiable value positions
on the social issue upnder discussion.
The teacher must act as a facilitator
to allow students to clarify their
own values on the social issue. The
teacher must choose appropriate
roles for the students for the simu-
lation game and he must co-ordinate
the activities. The teacher acts
as a catalyst, stimulating students
linto social action projects, and

~lacting as an advisor during the:
4 projects. ‘ '
“* " The teacher must appear to students

to be non-judgmental, trusting, and
supportive. The teacher must create
assroom atmosphere in which stu-
‘|dents feel free to express their

‘| feelings and opinions, but also know
that they must have reasons to justify
their stances. In other words, the

. lteacher must be critical, but in a

trusting and supportive.manner.

%

You may wish to
report on the
following types of
.teacher's roles:
__judgmenta]
X_non-judgmental
manipulator
- Z:jeader
- X dinitiator of

Tclassroom activi-

ties
mode]l
X helper, facili-
tator .
X_Socratic discus-
sion leader
l_pssistant, co-
ordinator
X _catalyst
—_interactive

You may also wish
to report on the
ey following class-
" room atmospheres:
__controlled .,
X_supportive

X fair, but abrasive

X _trusting |
__involving the
communi ty

e

N

/

rd
’
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18. Emphasis OE%the'MaferiaIS:

" |Describe the content of the materials .
in relation to its focus and emphasis, -

”A;:""‘ :‘ v

~ The developers. have made ‘values
_ leducation the major focus of the = .
‘Imaterials. The materials present
" |a great deal’ of information of various
aspects of the broadcasting industry
in -Canada:  its historical .develop-
ment, the present day situation, and
lthe major problems ‘surrounding policy.
decisigns. The content was sejected
to provide a knowledge base for stu-
dents about Canada and about broad-, -
casting. The developers, however,
deisgned the materials so that this
content will be used primarily to
resolve the social issue ?Should
radio and television be used to de-
|velop a Canadian identity to promote
nationa1’unity?"-(pi;jgl;fgacher‘s '

’GMdey

| The materials focus mainly on the
‘|process of valuing. The materials
stress thé point of coming to a rea-
‘Isoned decision on the social issue,’
expressing-one's decision, and ‘then
‘lacting upon one’s decision. ~Since the
déveloper stresses reasoned decisions,
the materials also focus on. the content
lof values. The materials emphasize the
identification of personal value. ‘
‘stances’, -the-value stances of §jgnifi-
cant Canadians, and the value sStances
‘lof the general Canadian:population.
{Teacher's Guide and Learner Materials)

You may wish to
report on whether

_ the content's focus- |
on values education |
- ise’ - ‘

X the major focus
—one of several
concerns -
__a peripheral focus
v , o,

You may:also wish
to report on whether.
the ‘content focuses
on: '
__the process of
- yaluing

the content of

- ""the values

‘X _both the procesé
~and content

" __the personal

value issues or
_problems '

-+ X_social issues .
*__community concerns
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19. Format of the Materials ‘,-éﬁb
'Descfibe the mode or—fbrmat of the -
" lcontent ‘ _ : , :

- The format of the content in this
program is primarily a modification
of the case studies grouped around a
social issue format. -The readings

by the usual case study, a story which
is personal in nature with.a specific
~|incident that comes to a conclusion..
Rather, these materials are charact-
erized by readings which are very  °~
-|general in nature. They provide

. |information and contain different
viewpoints related to the social.
issue. - :

: One section of the materials,uses
Ithe clarification response-strategy
format. This section contains a
shield by which students, through -
drawing, express and identify their
{personal values. -The materials _ ,
contain éxamples of a data collection *
instrument which is used by students’
to gather information on théir

radio 1jstening and television‘view-
ing habits. This instrument. is used
bath. for self-analysis and data
fcollection.  The simulation, game ,
requires role playing; = however, it
|is not structured in the format.of -
an emotional expression or sensitivity
activity. Rather the developer has

.- Istructured the game so that students
will re-evaluate &heﬁr*prior decisions
lon the social issue. R o
. {pe_materia]s}1jst a number of -
-gﬁiﬁﬁa action sugge§tions; however, ..
these activikiés do hot follow the s

‘ commUni;y-actiophsuggestions forpat.

in ‘this program .are not characterized -

" You may wish to -
~ conment on whether
“the materials are:

_readings with
specific or
implied morals

- X readings that are

“slanted towards a
specific value
outcome

X_case studies
grouped around a
‘social issue

__value dilemmas

. episodes

X clarification

sponse. strategy
activities -

X self-analysis
worksheets

X data collection

- "instruments for -

use in the class’

and the community

__pe¥sonil -problem

s, Sptuatites

__refiings designed

—t¥-promote emo-
tional expression

§_§uggestions for
community action

~__sensitivity

activities

a v
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19. Format of the Materials (con%?ﬁued) o o ’

Within the student action suggestions,
the developer has ndt included activi-. .
ties which would ask the™dtudents to )
jdentify the course of action which I8
would have the greatest effect, nor - -
are the students required to identify ‘ ®
the probable effects of their action. - '
' The format of some of the materials
is slanted towards a specific value:
outcome, The "Images of Canada"
lesson (pp. 2 - 6, Teacher's Guide),
for. example, asks students to identify
pictures as being £ither American or
ICanadian. ' Through the Sélection of -
pictures not easily identifiable .
as Canadian (such as the Plains of
Abraham, the Seven Oaks Massacre site,
or the Anik satellite), the students
are manipulated inta agreeing that -
wftheir American television viewing
. lis the cause of their lack of know-
Nedge about Canada. The lesson an
identification of famous Canadian and
|American inventors (pp. 7 - 9, Teacher's
Guide) continues the manipulation.
. "To some degree the materials
seem to have been written to induce
students to come to a pre-determined
answer on the social issue. The
students are asked if broadcasting
should be used to promote national
unity (p. ix, Teacher's Guide).
‘IHowever, at the end of the program,
students are asked "What mightyhappen
to Canada if there was no binding -
force suth as Broadcasting?' (p. 92,
Teacher's Guide). i :
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»

{List the top1cs which the deve]oper has

 |emphasized in the materials® ‘Also
comment on. the depth of coverage.

et

. - You may w15h to -

- X _rules, laws,

The broadcasting industry in
Canada is the central theme around
{which this program is based. The
topics that the developer has empha-
sized under this central theme are: i

tainers - 1 page

2) famous Canadian inventions
- 5 pages

3) opinions on the purpose of
broadcasting in Canada - 4 pages

4). Canadian television viewing

- - |habits, Canadian vs. U.S. programs

- 4 pages
5) the pos1t1ve and negat1ve

: effects of television on individual

actions - 4 page$

6) ‘the impact of the television
on the Canadian culture - 8 pages

7) history of early broadcast1ng
inm Canada - 7 pages

8) comparison of :1930's -radio
braodcasts to 1970° s broadcasts
< 3 pages- °

9)- the power of early radio, the

a Worlds" broadcast - 4 pages

, y of-the C.B,C. - 4 pages
Biki-and private ownérship

o &

Ang in Canada - 2 pages

48, Lparner Materials).

1). -World famous Canadian enter- o

12) rele of the C.R.T.C. - 3 pages

L&

include the fo]low— :
ing topics:

~ justice, authority
punishment

_property S
ife, liberty “ |

"the environment. |
“welfare _
__prejudice, race
-relations o
minority rights ..
“foreign policy, -
__po;ﬂt1cs -
women's rights
" the poort -
re11g1on
~ Tove, sex’
money -
aging
death -
war, peace
Z:personal attitudes

e

N ll

|

ey
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,171 :

Using the detailed descriptlons and- =
the chart. in chapter 3 as a reference- = .
examine the analysis of each charac- 3 =% §
lteristic in the schema and then fill - | ’5. 5|3 |g
in the appropriate square or squares 5 |2 s |5 |\
in the surmnary checklist. o ‘ C |2 |—
Sl is |8 | |¢E
1 a Q ] <C o g
X [« 1= Q| [ = r—
< Q. S < - =
’ < |2 |52 |E |2
3 Sl |5 |& |F
R ot > : [+ [+}] —
1+ [} w_ |0 - -
-] o Ll Bind i~
Qo F v | ] 4 = Q-
3 |z 20T 2|5
i O | & |9 i|m + o
| Sle|2)5 |2 |8
Rationale © T . x| x| x
Nature of Man X :
Purposﬁe\-SkiHs \ X | )§ - X
Purpose=Attitudes X X1 XX
Valuing X X X
"|Values ’ x| X
Fundamental or Ultimate Values XL x| X
Tqaching Me thods X X X)X
Instructmna] Mode] X L
Role of: Student X1 X{ X
: 7
, Ro]e of Teacher o 4 X1 X X*X
Emphas1s o‘? the Matema]s X i
Format of the” Mf&temals‘ : . X X1 x& X|
Topics of the Materials N . X
lotats - # %, 0| 14| 8|10} 0
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‘11t is apparen
*{ this second &

| tionale. The agd®™¥3
195\ reflected iff the
Jdthe inclusion of four social-action
| project suggestions. Many of the

anthes1s "ﬁmf‘\aa “’11.

Identify and comment ohomﬁe predol

‘, inant educational value dpproach OTHRE
~ |approaches found in the program,

172

The analysis approach is the pre-
dom1nPnt educational value approach
found"in this program. The summary
checklist indicates that 14 out of 14
characteristics match the features of

tailed analysis of the characteristics,
it is apparent that this, is qu1te
consistent with the developer's ra-
tionale. The analysis approach.is re-

flected in the program by:

1) the entire program being"&e-
signed .to have the students examine
and solve a social issue,

2)  the 1nstruct1ona1 model being

| adapted directly from analysis authors

{Banks and Clegg),
3) the majority of the act1v1t1es
and learning materials following the

|process of examining and answering

questions relaged to the social issue,

‘land

4) over~70% of the indivwdua]

in their teachang methods.
The 4c¢tion’ Tearning approach ig
the second most predom1nant educa
va;ue approach found.in this pro
The summary checklist indicates thg

proach. From %

1nc1us1on of

9'cons1stent

[ @ xpressed ra-
iearning approach

prbgram mainly by

with the develd

characteristics found in the action
learning approach are s1m11ar to those

the analysis approach. From the de- ~

lessons using the analysis approach = ,

You may wish to
comment on:
_Xdegree. to which
T each value, -
approach appears
in the symmary _
chécklist
Xthe .degree to -

- wh1ch each value

approach appears,

in- the materials -
Xthe degree.of.s -
Fen

" consistency W
“the developer's
‘rationale
Xthe way in wh1ch
" each approach is
reflected in the
materials
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third most predominant educational

“lwith the developer's expressed ration-

[found in this- progr

Imental or ultimate values chafactep-

program mainly by:

| towards a, specific value outcome (the ..

. ’q
Synthesis (contiftued)

found in the anilysis approach. This .*
is due to the fact that the action

learning .approach requires thésanalySisJ@ .

of the issue before ope’ takes actions &7 .

" The clarification approach i$ the

value approach found in this program.
The summary checklist indicates that
8 out of 14 characteristics match the-

features of th%Jclarificati%n approach.
e

From the detaiTled analysis, -it is ~. -
apparent that the inclusion af this
third approach is also congfistent

ale. The clarification approach is
reflected in the program mainly by
the inclusion of a number of activi-
ties which have students:

1) discussing their own values
in relationship to a social issue,
~2) identifying.the features of
their own identity (the shield exer-

3) analyzing their own behaviour
to identify their personal values ’
(the radio listening and television
viewing habits analysis activity).

The inculcation approach is the
fourth educational.value approach
. The summary
checklist indicates that 4 out of 14~
characteristics match the features
of the jnculcatitn approach.  From
the. detailed analysis, it is apparent
that the inclusion of this fourth
approach is not consistent with the
developer's expressed rationale.,
However, inculcation is imp]iﬁs“%h
the purpose-attitude characterjstic
(a pride in Canada), and-the gﬁida~

istic’ (Canadian unity, nationalism,
and anti-Americanism).» The incul-
cation approach is reflected in the

) the materials whigh are slanted

jmages of Canada and the famous
inventors lessons), and <

4
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22, Synthesis-(cdntinued)

2) the structure of .the program

lwhich leads the students to a pre- -

chosen answer on the social issue -
(Canadian broadcasting is a unifying
force). = : .

" The detailed analysis indicated

._that»no”characteristicsmatched the
|features of the moral development

of the emotional-rational approaches.

)
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. Summary of the Chapter‘

The analysis indicatés.that Canadian Broadcasting: A Voice

\For Unity? contains four educationg] value approaches. The pcedomiﬁ%ﬁ%
'_approéch is the Analysis approach; fol1owed,by the Acfiotheérnjng,
C1a}iffcption, and Incu]cétion approaches. The materials do not con-
_ tain ény characteristics which are common to the Moral Development or
the qutionai-Rationa] approachés. | Ni

It is not unexpected that more than one approach would appear
‘in any given set of eduCationa1 materia1s Considering that/Canadian

Broadcasting: A Voice for Un1tx2 was written by a committee, w1th

input from‘many 1nd1v1duals one would likely expect to f1nd many d1f-
ferent approaches included in the kit. Further discussion of this
analysis will be written in ChapteerI. | |

The results from the Values Materials Analysis System indicate  f»
that.it is possible to identify the value apprbaches éontained in educa-”' Y:‘
tioﬁgl materials. The schema a1§o appears to provide an analysisiwhich
is both/objectfve and interpretive. It must be noted that the ana]ysis

‘was-not done with the purpose of criticizing or eva1uat1ng‘$he Canad1an

ﬁB?bé&chst1ngAk1t ‘but rather to ‘test the usefulness of the series of

quest1ons that were developed for the Values Materials Analysis System.

Fpoy




CHAPTER VI

Summary and Discussion

-

Introduction
Can you tell me Socrates -~ can virtue be taught?
Or if not, does it come by pract1se? Or does it
come ne1ther by practise nor by teaching, but do

people get it by nature, or in some other way?
v ‘ (Rouse, P 28)

‘From the‘time of Plato to the present, teachers have viewed
values as an important educational concern, Especia]]y within the past
two decades, educators have been struggling to find the answers to the
‘. quest1ons that Meno posed to Socrates As-a result of this 1nterest
an enormous ‘mass of educat1ona1 11terature suggesting ways to deal with
va]ues and va1u1ng has been produced Thus an educator who is interested
in va]ues is confronted wlth three related and arresting rea11t1es. .

1. the confus1on and conflict over the numerous‘approaches .

“to teaching values and va1u1ng, |

2. the pro11ferat1on of educat1ona1 materlals dea11ng with

values and valuing, and | |

3. the difficulties of determining which value approaches

are contalned by educational materials,

Of these three problems fac1ng the teacher 1nterested in va]ues
~ education, the"th]rd problem, determining which value approaches are con-
tained in a s&t of educational materials, seems to the writer. to be the |
\ most intriguing. Th1s problem has been exam1ned 1n this thes1s 4

1 Th1s chapter summarizes the material presented in the ear11er
chapters- of the thesis. It reviews and d1scusses the resu]ts of the hé@%

application of the Values ‘Materials Analys1s System to the Kanata Kit -

.

L - 176
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‘ _Canadian Broadcast1ng- A Voice for Unitx?‘ The chapter looks at the uses

of the Values Mater1als Ana]ysis System for social studies, for education
in general, and for areas outside educat1on F1na]1y, suggestions for
further research are made.

. . : . I\
Summary of Chapters . . \

In Chapter I, six objectives of the study are outlined as
follows: |
1. to identify tpe approaéhes to teaching’values suggested by |
leading soc1a1 studies educators | | |
2. to 1dent1fy the teach1ng models within the various approaches
3." to 1dent1fy certain characteristics for each approach the -
rat1ona1e, the purpose, the definitions of va]ues “4nd va1u1ng,
the teacher's and student s roles, the teaching methods and
| instructional mode]s, and the type of content
4. to develop the Values Mater1als Ana]ys1s System for 1dent1-
}fy1ng value approaches in educational materials
5. to app]y the Values Mater1a]s Analysis System to the Kanata

Kit - Canad1an Broadcasting: A Vo1ce for Un1ty7 “’,

6. to analyze the data *rom the Va]ues Mater1a1s Analysis System
-~ to determ1n§9wh1ch value approach or approaches are conta1ned in
the kit. _
The introductory ;hapter'a]so"definés such terms as values,
val.uing', y'a1ue$ education, values educatio*ach, instructional . -
: materials, Vélueg Materials Anggysis'System; < s typology, ahd,va1ues

'model.
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Chapter II examines those autﬁors who are .concerned with values
as they relate to society and the educatioﬁh] system. This section of
the chapter examines the ground-breaking worg of Meaﬂ, Kluckholm, Spind-
ler, and Lasswell in relation fo the nature and’orientations of values,
'Five different theories which attempt to account for fhe origin ahd de-
velopment of én individuaIIS values are aTso presented. These five
thgories - the psychoanalytical deve]opmenta] theory, social learning
theory, the cognitive developmental theory, cognitive dissonance theory,
and cognitive decisIon making theory - attempt to explain phe transmission
and modification of an individual's values. Four fypoIOg{es’which‘attémpt
“to provide some order and classification to the various approaches used
to teach values are examined. The typologies are those of Bond, 3tewaft,
Hodgkinson, and Suﬁérka

Chapter II also presents a new s1x category typoIogy wh1ch
jdentifies the Inculcation, Moral Development, Analys1s, CIar1f1cat1onﬁ
Action Learning, and EmotionaI-Rat10n31 approachés. The first f1ve ap-
proaches are taken from’ Superka s 1975 typo]ogy The sixth category,
the Emot1ona1 rat1ona1 approach, is added by the writer of th1s thesis
'to jnclude the work of McPhail. .

Chapter III the main body of th1s thesis, 1dent1f1es the dis-
t1ngu1sh1ng character1st1cs of - the s1x educat1ona1 value approaches,
~ Each approach is explicated in the foIIow1ng manner: o
1.. the rationale is identified and the nature of man aéiviewed
by the proponenté of the approach is explained.

2. the purpose, the specific skills and the attitudes that -

the approach Is trying tq achieve, is explained,
B 4 - -
N j
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3. the process of valuing is explained, as are the nature -
and source of values, and the fundamental or ultimate values |
that the approach sets forth,

4. the teaching methods and the instructiona] model are

jdentified, &

5. the roles of the teacher and the studeny that the approach -
dictates are identified, e
6. the characteristics of the teaching and learning materials
are identified, and | |

7. an illustrative learning activity is provided for each :
approach. \ ‘
Chapter IV identifies three modes of analysis the check]ist
mode, the descriptive-narrative mode, and the combined mode. A dascﬁhh.

“tion of each mode is prov1ded, identifying the advantages and. disa

tages of each method of analysis. The combined mode 1s chosen a;,gul%
'most suitable form tb follow in the deve]opment of the Values Nater1als
Analysis System. | ‘ .
The format of the Values Mater1als Ana1ys1s System and the dis-
t1nct role of the analyst u51ng the Va]ues Materials Analysis System are
descr1bed A set of directions for the use of the system and the actua]
materials of the Values Mater1a1s Ana]ysis System, the spec1f1c questions,

fsumnary checklist, and synthesis section are set forth,

Chapter V app11es the Values Mater1als Analysis System to the ’

Kaneta Kit - Caned1an Broadcast1ngnJ A Voice for Unity? and presents_

_ the results of the analysis.



Review and Discussion of the Ana]ysis'

,‘ \
« . The results of the Values Materials Analysis System indicate

that Ana]}sis is the predominant educational value approach found in

Canadian Broadcasting: A Vo1ce)for Unity?. The summary checklist in-
dicates that fourteen out of fourteen characterist1cs match the features
of this approach. The second most predominant approach is Action
Learning, with ten,out of fourteen characterist1cs matching- thls approach s
features. The Clarification approach is the third most predominant ap-
proach The Summary Checklist 1nd1cates that e1ght out of fourteen char-
' acter1st1cs match this approach s dist1ngu1sh1ng features Inculcat1on
is the other approach found in the mater1als The summary checklist in-
dicates that four out of fourtego character1st1cs match this approach s
d1st1ngu1sh1ng features. The analys1s 1nd1cates that no character1st1cs
match the features of the Moral Deve1opment or Emotional-Rational appro-
aches. The ana]ys1s also indicates that the 1nc1us1on‘of ‘the Analysis,”
‘ Action Learning, and C]arification approaches is consjstEnt With the de-
.ve1oper s stated rationale and that the 1nc1us1on of’the Inculcation
approach 1s not " The critique 1nd1cates,therefore,that the Ana1y51s,‘
Action Learn1ng, Clar1f1cat1on, and Incu1cat1on approaches are all con-
ta1ned in the materia]s
| It is not surpr1s1ng that more than one value approach should “

be found in the mater1als under study F1rst Canadian Broadcastlng

'A Voice for Unity? was written by a committee, with input from many

individuals. The writer of this thes1s Specu1ates that the deve]opers
of th1s kit were not given a mandate to prodikce mater1als using exclu-

sively one approach., It is not unexpected therefore, to find four

> )

/ .
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™ d1fferent\approafhes 1nc1uded in the kit, Second many features of- the
Act1on learn1ng and C]ar1f1cat1oniapproaches are c1oseLy re]ated to those
Qi the ahalys1s abproach S1nce the Ana1y51s approach is predom1nant ‘
it 1s, there?ore jnot surprls1ng that many: character1st1cs common to-
”the Act1on Learn1ng and_C]ar1f1cat1on approaches a]so appear in the an-
alysis. Third, d1fferences~ex1st mnong these approaches It would be
d1ff1cu]t therefore to- create materials containing character1st1cs of .‘_
‘just one. of the . approaches apd not ‘the other two Fourth, it 1s not: g
‘totally surpr1s1ng ‘to find the Incu1cat1on approach conta1ned in the
mater1aTs To‘grevent the use of 1ncu1cat10n woyld requ1re a consc1ous
veffort on the deve]opers part not to gutde the- students toward a’con-
c]us1on favoured by the deve]opers The writer of this thes1s specu-
lates that the deve]opers had a1ready come to a dec1s1on on the soc1a1
'1ssue they presented be#ore they se]ected or created the mater1a1s T
- The Maral Developnent approach is a very preva1ent top1c 1n
the social stud1es literature. Deve]opers are usua11y very fah\d1ar
_ with moral dev;]opnent and many - d1fferent instructional materwa]s have
been,produced using th15~approach.A Due to its popu]ar1ty, ‘the writer
- of “this thesis was surpr1sed at the absence of this approach. One can
’ \on1}'§pecu1ate whether the deve1opers of this kit,were given e1ther -a
‘;ed1rect1ve or made'a conscious choice not to use the Moral Development
! ‘approach‘1n the mater1a1s. ; . |
. It-is:n%t surprising to find the Emotiona]—Rationa];approach :
n‘exc1uded from the mater1a1s Thisnis due, the writer believes, tovthe
 fact that very- few developers are fad111ar with educat1ona1 va]ues

9

" materials’ produced»outs1de North America.
: R

ot

oo
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_Review and“Discussion of the Instrument ﬂ

Fﬂk_Values Materlals Ana]ys1\\}ystan 1dent1f1es fourteen

“character1st1cs that educat10na1 mateA s must be ana]yzed in terms

"

of: - | .;
1. rationale o N ./] - R
2. nature of man 4 /” -
~,§.' purpose - sk111sl"“ ‘rg} ' //
4. purpose - attitude ) e
5. valuing o
’ \
6. values
’. " 7. fundamental or ultimate values
8. teaching methods ) )
9. 1nstruct19na]1ﬁ§;; ‘ | S B e

10.‘ role of stddent
11, role of teacher

12. emph;sis ef materials
;—i3;“ format of meterialég//
| 14.‘htop1cs of materlals -

o

It a]so conta1ns a summary check11st and a synthes1s sect1on
where the predom1nant va]ue approaches are identified. |

In app1y1ng the Values Mater1als Analysis System to the Kanata

' K1t - Canadian Broadcast1ng A Yoice for‘Un1ty? the wr1ter of th1s/‘

3

thes1s f1nds the ana]ys1s system does 1dent1fy the values approaches con-
ta1ned in the materjals. The system is relatively stra1ghtforward to-use.
However, some‘eharacterist1cs were found easier to 1dent1fy than others.

»

The easiest characteristics to idehtify were the instructional model
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uahd the topics of the mzteria]s; The characterfStics which requiredithe

greatest’amount of ihte pretation were_the'deVe1oper's view of the"na-

A

ture of man, values, ‘and the process of valuing.

'It‘is necessary, however,\for the'ana]yst to be very familiar

-with both the materials under examination'and'the\distingoishino fea-

tures.of the educational value approaches.® A training program to edu-
cate potent1a1 ana]ysts in these features and the use of the Values
Mater1a]s Ana1ys1s System would. be“hecessary An ana]ys1s -of good qua]-
ity can only be achieved if a perfunctory approach is avoided,

| Upon canp]et1on of the application-of the Values Mater1a1s

AnaIysis‘System to the Kanata Kit - Canadian Broadcasting: ‘A Voice for

'Unitz?, the writer of this“thes1s became aware that a number of charac-

teristics appear to be more important than others in d1st1ngu1sh1ng

“value approaches It seems that the nature of man, the 1nstruct1ona1

model, and'the.emphasis of;the faterials are.the key characteristics
which identify the.mgjgr_va1ue approach. An analyst shoold he<directed;
therefore, to pay particularly close attent1on to them. The teaching’
methods, purpose-att1tudes, and format of the mater1als are the key char-.

acteristics wh1ch identify all of the value approaches conta]ned in the

Amater1als These too may warrant. close attention.

Other Uses of the Values Mater1a1s Ana]ys1s System

The Values Materials Ana]ys1s System was pr1mar11y des1gned

as an analytical instrument to be used in 1dent1fy1ng the value approach

or approaches ‘contained in Canadian Broadcasting: "A Voice for Unity?.

N

This ihstrument could be successfully applied however in other areas.
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In Socia] Stud1es' )
1; th1s 1nstrument cou]d be used to ass1st teachers in com1ng to
' iknow which approaches are inherent .in the instructional mater1a1s
they are a1ready us1ng in the1r classrooms,

)

2. a compTeted ana]ys1s would greatly ass1st teachers in the
b ..

process of selecting 1nstruct1ona1 mater1a1s for use in their

v

classrooms, and o L o

-

3. thiS»dnsthumeht, in conjunctioh with EBIE“Vh6u1d aSsist"
Alberta Educat1on in choos1ng,mater1als for author1zat1on
»For educat1on )n general, the Values Mater1a1s Ana]ys1s System
could be used for: . ‘ § '
1. genera] Tibrary use fo assist.teachehs and universﬁty
. students 1q becom1ng quickly acqua1nted with the mater1a1s 1n a
curriculum 1ibrary, a set of comp]eted analysis forms on the
materials could be compiled. | |
2. in-service education: to stimulate teachers; through appli-
cation of the aha]ysis‘system.{to hecome aéquainted with new
materials that have been se]éEted for use and to“help them become
acquéinted with the vatious approeches used in teaching\va]ues
fand valuing. Coa |
3. curhicuium development: to suggest to curriculum deve]hpers
dimensiohs df,va]ues education thatvthey might take into cons{d-'.
eration in their workeand,1aepnoy1deerhem,w1ih‘anvln;;rument with
which they could ana]yze and evaluate their materials while EDEY‘

are still at the formation,stagé.
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4, university-curriculum and instruction: to acquatnt‘students
i nith thevdifferent educational value approaches,,to introduce
stodents to the dimensions of values curriculum construction; to
v acquaint students with a broad range of curr1cu1um mater1a1s | ;
through the study of analyses done by others, and to acqua1nt stu->
dents‘with~materia1s analysis by hav1ng them perform a values ma- =
terials analysis of their own. |
.5. ‘for'other subject areas: to identify value apprqaches in ma-
terials that are#used in areas such as“1anguage arts. fhé instru-
ment might need rev1s1on to suit th1s purpose ‘ |
| "With some revision, the‘Va1ues Mater1als Analysis System could
" be used outside the field of education. It shou]d, in theory, be-possible
to detect va]ue approaches 1n any written. mater1als. It could be used. ,
in bus1ness, therefore, to ana]yze the value approaches found in ma-
terials written by-peopTe in a company (memos, policy statements,

: tra1n1ng booklets). In the same way, it could be used to analyze the

value approaches found in materials produced by governments This would
be part1cu1ar1y 1nterest1ng in mater1a1s dea11ng with . 1aw, re1at1ons
between the government and ‘the peop]e, and platform or - pol1cy ‘statements
of- political part1es.

Suggestions for Further Research

-

“This study generates a number ofiother possible research

_ projects: _

‘1. A study should be done to test thelreliabiltty and validity
of the Values Materia]s'Analysis System, = The study should use a

number of.trained analysts, applying the instrument to the same

. e
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1nstruct1ona1 materials. An analyst who is~as familiar with the
Values Mater1als Ana]ys1s System and the: Kanata Kit as the wr1ter ‘
of this thesis might produce® an.ana]ys1s,wh1ch is different from.
the one presented. |

2. The analysis of the”Cahadiah~Broadcasting,kit did not detect

any characteristics common to the Mora1‘Deve1opment or the Emo-
. tional-Rational approaohes A study could be comp]éted on other
educat1ona1 materials to determine if the VaTues Materials Analysis
System is ab]e to identify character1st1cs common to all of the
educat1ona] value approaches. If- not then rev1s1ons to. the ana-
lysis system would be "indicated. |

3. The discussion of the ana]ys1s in Chapter VI 1nd1cates that
certain charﬁéter1st1cs seem to be key' areas in determining wh1ch

' _approaches are ;onta1ned in educat1ona1 mater1a1s A study could |

be completed to determine whether a shorter form of the Values

Mater1a1s Ana1ys1s System, us1ng these character1st1cs, could be

‘ "effect1ve1y developed. ] o '

&, This study app11ed the Values Mater1als Ana]ys1s System to on]y
one of the Kanata K1ts The analysis system cou]d be applied to
© the other kits ‘to determine wh/.n value approaches are.contained
in these mater1a1s and to determine if the same approaches appear
throughout the ent1re series. . : ' ¢

5. The Va]ues Materials Ana1ys1s System cou]d be app11ed to a
bﬂnumber of educational mater1a1s_to determin® whether certain ap-

proaches were common to a specific grade or schoo]ldivision,
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6. A historical educational materials analysis study codld be
comp1eted using the Values Materials Analysis System. This study
could invest1gate which value approach‘or approaches were common

in textbooks in certain periods of history.

" In Retrospect

Readers of this thesis are reminded that the writer has not
attempted to establish definitive values or a_particular approach whereby.
they may be taught.\ Yet, different values may derive from partioular
materials and methods of teac&ing. ‘One should be concerned, therefone;
that teachers and authors of .. c&rricuTum be aware of connections among

materials, methods and poss1b1e\outcomes

" This study is- an }ehpt to develop a structured system that
. ,

m1ght assist educaﬁp*guan ghﬂ? o) understand the various approaches ("
used: to teach vafuéxil'_ '

‘b. It is also an attempt to develop an
‘ana1ys1s system: that would ass1st educators in 1dent1fy1ng the education-

-7 al value approaches contained in curricu]um materials. It is hoped that

this study will prdvidb some structured guidelines which might help to
build a comprehens1ve program of values education in order to foster the |
T

greatest possible expression and deve]opment ofc va]ues by school- -age

children and youth,
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