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. ABSTRACT

| This exple dtory stdéiﬁihvestigated the interactidh in

classes F Greve V é1ementéry DU énd three teaching-Tzarning
sfratégiés designed to permit them‘to clarify pertinent va]ue/issuesx

A cognitive strategy”stressed the prob]e% so]ving1'nqu1'rywv
procadure with & miniﬁum of subjective judgment. A cbgnithe-
affective stfateg,'stressed the fntegration of cognitive aﬁd -
: affective proceéses - An oben strategy allowed pupils to pursue
their c]ar1f1cat1on with a m1n1mum of teacher d1(EFt10n

R A new.ro1e was envws1oneﬁ fqr thé pupil 1in the social
studiés classroom, :He was given the opportunity to bursﬁe his own
1n§estigation‘dkawing.his own conclusions. = He was guided by the - f/’
| V /

teacher to diScoverﬂasﬁnuch as possible on his own and in -

-~

' cooperat1on with his peers. .

The 1nvest1ga@or sought. to 1dent1fy components of a
teaching-}earn1ng_strategy that would assist 1earnets in the
clarification of value issues. Through researchihéethe impact of
affective concerns. in relationship tb cognitive ski]is ﬁn thej/
lea;ning process he formu]atgd a c09nitive—affectiye Feachin@{
learning strategy with an ordered.sequence~of qUestions to be
followed by the teacéer. From the’ana1ysis of gup11s'~dai1y written
assertions, informafion from ihdividua]]y conduEtéd 1hfefviéws,
pupil positions-on a semant1c differential at three d1fferent po1nts

“in t1me, pupil. react1ons following complet1on of the study, |

iv



% — | . - S
~recordings of classroom discussions and.teachier comments the

‘t-. ' ] 0 .. l. -. ’C‘D.
investigatorswas able to -examine a variety of' teaching-learning

. outcdmes.
' \’;\
The exp1oratory study took place in the Tast- four weeks pr1or
y
-to the Easte: vacation in three Edmonton ETementary Schoo]s

Pneced1ng this, the 1nvest1gator conducted & pilot study in a
Grade V classroom ?or a period of three weeks during.which time the

teachers who were involved in the study observed the class in aCt1on,
i S

‘and the mater1a1s, procedures and strategies were refined and
-c]ear]v determined 'Pupi1s weré asked to clarify four va]ue issues

dur1ng the period of the study using the three presérwbed teach1ng—

1earnﬁng strategies in a predetermined - sequence for each class.
/““(%,The»1nvest1gator made a number of assumptions abou%«the
ST ) s .
- reaciing-learning outcomes that resulted from pupil interaction

'
o

fgﬂith the value issues in relation to the particular strategies.

“these assumptions wene: ‘pupils wou]d est ish re]evande
%the value 1s$ues and'experiences,fn t. + own lives; pupils
éve wide opportunity for.expngssion of jdeas of perspnail |
concegﬁ% bupils wodﬁd express-a'variety of written Statementsvfrom
Whjchn Zéfheme for classification cou]d be dev1sed pupils would
express interest and become 1nvo.ved in the act1v1t1%s, there woqu
be a fendency fOr greater number of higher 1eve1’cognjtive
statements‘and supported‘va]uative statements to occur wnen tne
cognitive—affective strategy‘was fo]iowed; there would be support
_gained for an affective sharing of ideas; that affective change would
be associated wﬁth'the‘use of:cognitive—&ffeCtive strategy.

-2,

~.



'Some-of t%e tentative conclusions reached were: (1) students
were ab]e to establish re]evance between their exper1ences and the
1ssues in quest1ons, aeAtﬁe same time displaying interest and
'1nvo1vement»(2) students were abie to explore and share ideas with
their peers (3) with d wide variety of written statements ana1yzed
by the use of a categorization system, there was an overall
‘tendencd_for the cognitive-affective strategy to be associated
with stétements p? a higher cognitive 1eve] and suppprted value
:judgments (4) written étatements of identification were more
clearly associeted nith the cognitive-affectfve strategy (5) a
.cognitijg BA;é in the form of pertinent facts and figures appeared
important (G)idthe prpvdsion for considering a variety of viewpoints
seemed essential (7) the affective sharing of ideas_seemed a
‘ v1ta] component indicating the 1mportance of c]assroom climate
| (8)' the apparent st ity of student positions was apparent From
the semantic differcntial, but nith issues that appeared closely
related to the experientia]concerns of pupils the cognitive—affective
strategy appeared to be associated w1th atb1tude mod1f1cat1on |
(9)‘ enjoyment ga1ned by listening to the express1on of 1deas by

i

‘peeri\appeared an essent1a1.component (10) the expression of

v

personat nee11ngs seemed to be favoured in the c]ar1fy1ng of the

\
value issues (11) the teachers found cons1derat1on of affect1ve

concerns necessary for]va1ue c]ar1f1cat1on, together with ‘the

development of cognitive sk?11sf e

Vi

N
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CHAPTER I

ok :
THE PROBLEM, ITS NATURE AND SIGNIFICANCE

I. Introduction to-the Study
, 5

Eﬁucation and schools are coming unde:\a;great deal
criticism. Rogers (1969, pf vi) questions if the traddtionadf .
conservative,arigid, burea! iz educatiOnal:systems can come to
grips with the rea} prob1ems o1 modern life. Goodlad (1966, p. 238)
condemns the position of schooling as a set body of Jearnings to be
mascered and v1ews education as a means of enriching living for

. N \

young people during a specified period in the1r 1ives. Rub1n

(1969, p. 5) charges schools as being mono11th1c structures

. depersonalized, and preoccupied with trad1t1on, more conCerned with

the herding rather than the nurturing of the young. Jon%s (1968

p. 4) condemns the educat1ona1 psycho]ogy wh1ch 1s founded on an

exclusively cognitive base. Thomas (1967) quest1ons strongly deny1ng

the Tearner an important role in the curricu]um—mak1ng process.
Thrseuand other critics raise a number of questions and

pose many challenges. Is education prepar1ng 1nd1v1dua1s and groups

to live comfortably in a world in wh1ch evereacce1erat1ng change

is the dominant theme? Can education prepare us to live responsibly,

commun1cat1ve1y in a wor1d o\\?ncreas1ng .ensions? Should 1earn1ng

be concerned w1th some of the more immediate prob1ems that confront -Ae:>‘

“

us? Can the role of the teacher st111 be to pass information on to |



—~a

&

o

the young? Is education primarily a rational cognitive process?

These questions suggest that we need to examine aiternative

methods of teaching and iearning, which encourage young students

>

to tearn from their peers, which weigh the importance of creative
as weii as rational thought in iearning, /hTCh deal with ‘the

c]arification of some of the real problems that face us today, and

which place the ro]e of the teacher as a guide rather than as giver

of information and answers. These questions also suggest that we

shou]d examine the impact of the affective as well as the cognitive |

¢

in the learning process, and that we may need to revise our

criteria for measuring iearning outcomes in the light of a more

.organic approach

Such labels as ianiry, prob]em so]v1ng, independent

discovery and valuing are used to describe a variety of approaches

to instruction in the social studies. However, no matter what

label is used, there exists one common characteristic for all of

them and that is the active involvement of the learner. Students

-Are prov1ded with the necessary background 1nformation and resource

o

materials to help them discover for themseives the nature of
concepts, relationships, and human conditions through,individuai
and cooperative decision making. - >
With the toregoing questions and challenges in mind the
investigator designed the study which is reported in this

dissertation. 'Three teaching—learning strategies were planned by

»Which students would endeavour to clarify particular value issues

which-were of concern to them. The cognitive strategy stressed the



-

problem solving inquiry procedure w1th a\minjmum\of subjective
' ™.

Judgement. The cogn1t1ve affect1ve strategy stre'sed the
1q}egrat1on ¢~ cogn1t1ve and affective processes. &§;Ee\epen strategy
a]]owed‘%he pupils to pursue the study with the m1n1mum of teacher
direction. A new role for the e]ementary SC n001 pup11 1n he
social studies classroom was envisioned. He-was given the
opportunity to purgue his own investigatﬁon drawtmg h{s own
conclusions. He\was gquided by thz teacher to diseover as much as
possib]e on his own and in codperation‘with his peers.

In the study an attempt was made to explore the outcomes
of the three strategies with groups of grade five students

Componenté of these strategies were identified; and procedures

suggested.

11. Nature of the Problem

Taba (1969) in the sotiaivstud%es curriculum for e1ementary
schools develops ‘teaching strateg1es for- cogn1t1ve skills, and in
the area of attitudes, fee11ngs and values. She states her v1ews‘
as follows:

Recent studies have suggested that th1nk1ng
is learned and is learned developmenta]ly; it is
a continuous development of an increasingly -
complex mental organization (1nc1ud1ng data
processing skills) with which to view the world
and tossolve problems.” Cognitive skills are
seen as products of a dynamic interaction
between the individual and the stimulation he

“ receives rather than a result of passive
absorption of -information (xxxiii).

One of the major emphases of this curriculum -
~is in the area of feelings, attitudes, and values, (;



/

1t is "ecognlzed that these terms have a variety . ;// "
of ‘meanings and 1mp11cat1ons and, further, that -
comparat1ve1y Tittle is known about the outcomes”
of in-school procedures in this area.. Nevertheless,
a considerable body of theory and some research
suggests uhat it should be possible to devise~
N teaching strateg1es to facilitate attainment of
) objectives in_this domain.

It i be noted that therxe is considerable
overlap among these strategies - which is as it =
should be. One would hope that cognitive skills
would be applied to affective concerns and that

‘emotions would- enter 1nto cognitive performance

. w‘(xx1x) RN

» 'Consiferab1e.rese§rch sqpportsvthe cfbse fe]ationship between
emotion and cogm’tion.v (Duffy, 1948; Lg?per; 19485 Webb, 1948;
'Schécter and.Singer, 1962{ Izard, 1964 gnd Murray, 1964). Similarly
there are hany research studies that Vﬁew affect as the primary
or ésSentia] component in a motive series. (Young, 7959; Arnold,
1960 Murphy, 1964 Tomkins, {;64) Otﬁer research supports the
1nterdependence of affect1ve and cogn1t1ve properties but confwrms
that cogiiitive structures form the basis for affective arousa1
(Rosenburg, 1964; Harvey, 1964)

While there appears to be con;iderab]e evidence to establish-

*seems "to be

thé re[a;ionship betweeh_cdgnition ané affect there
“1ittle carry-over of this fe1ationship to specific’teaching
strategies. Furthermore, there seems to be little research which
attempts to deye]op specific teaching Strategieé in the social
studies which em_body this re1ationship.~"whﬂ.ﬂe cognitive and
affective domains have been. explored and spécifié stratégies

deve]oped'(Taba, 1967, 1969) in each of these two domains, an.

integrated. strategy seems Tacking at this time.

)

i
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- Metcalf (1963) in a review Qf social studies prdgrams ndtes

. the tendency to appropriate all the objectives of general

educ@tion. Gross and Badger (1960) report the inclusion of a

“large number of affective objectives. Gray (1968) indicates a

definiite increase in the affective dimensions of human behaviour in

the interwar period, but that value problems are treated as mere

‘adjuncts to problems of fact. -However, Pratt (1969) speaks of a

) move' away from affective objectives in the 1960's, attributing it

to the "<k of proven abi]ity to alter attitudes, and the‘dangers of
indoctrination. (Fentoa, 1966; Massiaias, 1966)

In order t0‘c1ar§fy the re]atibnshﬁp betweén cognitive skills’
and affective concerns the real focus méy have been overfooked,

that is, the students. What skills do students need, to be

qnvolved in a problem that includes both domains? Although Taba‘

outﬁines strategies in both domains and advocates ovarlapping there
St{11 appears a need to interelate both domains ﬁore closely.
Piaget (1961) vefers to this as a synthesis, and states that stages
of affectivity correspond exactly to stages of the development of
cognitive structures. The development of a teaching'strétegy that
incorporates fhiS‘synthesis seems. possibBle. Furthermore, it is
supported by considerable researéh. (James, 1890; Lecky, 1945;
Schacter and - Singer, 1962; Bruner, 1962; Harvey, 1964; Raup, 1950;
and many other authorities.)

| Clegg and Hills (1968) suggest a strategy which incorporates

three of Raths' (1966) basic value processes with some of Taba's

lcdgnitive tasks. Their strategy is designed for students to examine

1
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historical and current controversial issues.

The investigator attempted to extend the work of Raths (1966),

Taba (1969) and/Clegg and Hills (1968) by attempt1ng to determine

“the outcomes resu1t1ng frem students clarifying va]ue issues w1th

_three different i#rateg1es. The Prov1nce of Alberta Elementary

Social Studies Handbook, Experiences in Decision Making (Jan. 1971)

stresses values and valuing as curricular content, attending to

. cognitive and affective objectives. It was considered. that the

results and implications of this study would be of'significancé in

assisting in the implementation of this curricuTum{

I1T. Problems and Purposes of the Study
, AN

Tie major purpose of this study was to identify comoonents

offa teaching learning strategy that would assist learners in the

clarification of value issuesy

The secondary purposes implicit in this maJor purpose were:
,«];v To utilize teachwng learning strateg1es where classes of
elementary pipils at the fifth grade 1eve1 are encouraged

. to express in a group and 1nd1v1dua] way responses to

.their interpretation of certa1n value 1ssue s1tuat1ons ,

2. To identify conponents or elements from these:stra%“

o o %3) .
and their ut111zat1on that appear to have relcwﬁu&g

students to become more involved.
3. To analyze the interaction between the students ai

- teaching strategies, value issues and materials utilized
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and develop a process for clarification of students'
written reactions.
4. To‘determine the nature of the students' positions Wdth

\\ ‘respect to each of the value issues. |

5.:;To generate quest10ns which can form the bas1s for
further Tnvest1gat1ons of ut11121ng cognitive, cognitive-
affect1ve and open strateg1es with e1ementary school

ch11dren B 3

The problems. tc be 1nvest1gated nere as follows:

1. MWould the groups of stpdentsvusing the full strategy
(cognitive—affective) show indication% of ‘greater
jdentification, a h1gher number of affective or \

&. valuative statements and-a h1gher number of supported\
va]uat1ve statements than students using the cognitive
and the open strateg1es7

2. ould students using the three value clarification
procedures display interest in the program that,was
greater than f011ow1ng their tradftiona] social
studies programt

3. Would students when d1scuss1ng and elarifying the ~

value issues be able.to ut111ze group processes to

- make effect1ve verba] responses7

Design of. the Study-- A Brief Qverview

With respect to the nature,of the problem and the probWems’

and purposes some va]ue issue top1cs were selected on the bas1s of



suitability, and probable unfam1]1ar1tywto the subJects These
top1cs were presented to three groups OT\EUbJeCtS us1ng
a1;ernat1ve1y three d1fferent strategies. h\ )
1. Cognitive' For this strategy thb teacher ésked questions
of a factua] nature seek1ng a cogn1t1vo reaction from
“students. One of the teacher S mgdn tasks, cons1sted of
focussing the’ students tpgcogn1t1ve ype quest1ons.and

regponses. fﬁu

2. Cognitive—Affective:h For this strategy”thecstudents

were asked to respond tovthe same questiohs as for the<

~ognitive sthategy but in addition were»encouhaged to

respond to affective-type questions. .

3. Onen: 'In th1s approach the students ‘were frejJ;g¢d1scuss
the topic and value issue without any d1n€%%{1nstruct\cna1
quest1en1ng by the‘teacher. One of the teacher's ma1n\\

tasks consisted in'providihg the env1ronmenta] s1tuat1oh§\\

» whereby students would fee] free to react wwth their s

peers on aspects of the value issue that appeared
) IS

pert1nent

o

The invest 1gator arranged to use three grade f1ve classrooms
S in two eglementary schoo]s 1n,the same.socto—econom1c district in
south- west Edmonton A grade five samp1e'ﬁn another school close by -
acted as a contr01 group and part1c1pated only in comp1et1ng weekly
pre and post test forms of a semant1c d1fferen+1a] The classes

each contained thirty (30) pup1ls w1th an. even distribution of boys

. 3 . ) O\
- and girls in each class. kY SR S N
. . . L& . . R \
e N - 0
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- Whi 2 “=he tééching 1earn1ng,strategies differed_in their
speciiic com..1:1ts and approaches certainlfeatures uere basic to all
three, |

1. The tes . her acted as a guide and motivater.
2. The te?:wer did noi impose his viewpdint or approach on
fhe st -nts. He remained 1mpartia1jto the viewpqints-
'qp"éxbressed on written sheets and to %ge vfewpofnts‘and

courses of action expressed by the students. o
3. The environment in/fhe'c1assrodm was one in which
discussion could take place freely without any fear of

reprisal by either teacher or students being expressed .

over Viewpoints.that were :gither expressed or written.

4, Studeqts_were permitted,to.express their understandings -

in terms of their own environment and life style.

5. The teacher encouraged students to respondncreativeTy'fo

d1fferent views and ideas expressed | R
6. The teacher encouraged students” £0 1nteract w1th each
:other on views and 1deas expressed |
,7."The students were encouraged to express?their feelings
wnen.usiné the full strategy but ndt in other strafegies.
8. The teacher encouraged the students in their ideas, |
]f.rfreasons, v1ewpo1nts, etc. in wr1tfen form upon comp1et1on

| - ) 5 | . \ i N ,

ajong

kclassroo fﬁett1ng
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THE findings of this studyrare presented in;six Sections;

The first cons1sts of an ana]ys1s of the students written
assertlons . The second conta1ns a descr1pt1ve summaxy of thg.
students' verbal responses concern1ng procedures and aspectsjot the -
program The third displays the f1nd1ngs from the pos1t1ons of
students on each value topic as measured by the semantic differential
technique' The fourth sunmarizes findings from the written comments

of students fo]]ow.ng cpmp]et1on of the study. Informationvgained
“by observations and record1ng c]ass sess1ons is a]so summar1zed
along withvsome of the teacher react1ons 'td’ the program ~5ﬁna11y

components(of.a va1ue clar1f1cet1on_strategy -are suggested based on

“the finding i are reported ‘ . ‘ -

V. Researchbquestions'”ﬁ S .‘ A
The prob]ems and purposes stated and the quest1ons rd?sed o
gave rise to the- stat1ng of the T0110w1ng research quest1ons

1. . What w111 be the nature of . ch1id en s wr1tten assert1ons /‘ .

“w1th respect to a part1cu]ar va]ue 1ssue when teachers
_are using:

(a) >a'cognitive-strategy7 ; N T

(b) .a cognitive-affective strategy7

(c) no p]anned strategy? o -

2. What components of a teach1ng 1earn1ng strategy can bev

-1dent1f1ed from:

~

“(a) children'sedaily written‘assertions? o B !

-
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(b) ;hi1dre6's Ver5a1 ‘equnses?
(c) children's written react’ .. 1lowing comp]etidn
of the study7 = .
‘3.; What will be the nature of the ch11dren S position w1th,
respect to part1cu1ar value issues a§ mcasured by a
‘ “semantic differentia1 -
(a)A prior to the begihning of discﬁssion of each value
issue? |
(b)--upon completion of. d1scuss1on of the issue? 1
(c) one month following’ comp]et1on of the dwscuss1on7

VI. ‘Definitions of Terms

-.FOF the purposes of this study terms were defiﬁed As follows:
| Value: thé wdrd“ﬁva]ue“ for Ra . et al (1966) implies
"those beiiefs;‘purposeé,tattitudes. . . that are chosen freely,

' thoughtfu11y, and acted upon." (p. 38) In this study values are
those beliefs, purposes, attitudes that are chosen LhOUthfU]]Y with
respect to the’ partwcular strategy and issue the students are

attempting to clarify. -~ , /

_ *Va1uihg' this.term wéfers'to the process\whSIfby the, ;

~

1nd1v1dua1 reaches a personaT decision. \N

Value Topic: th1s term 1s the. t1t1e from which the Va]ue

Issue is developed.-
/ & .
‘Value Issue: th1s term is the quest1on that arises from the

\
1

value tdpit which the students are confronted ‘with.

a

- /“\\‘
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Value Clarification: this terﬁ is concernedéwith the process
: ; ;

and Mfesponses re§u1ting from the students' discussion of the value
issue to the time the final decisions are reached.

Cogn1t1ve Strategy “this. term includes the duestions of

knowkidée, comprehension and app11cat10n that are specified.

\Cognﬁtive-Affective Strategy: this term includes the

questions of the cognitive strategy but in correspondence questionsf

"
3

designed to elicit responses, indicdting preferences and

identification. - A - ' ¢

Teaching—Leanning Strategy: this term denofes a specific

.sequence of teach1ng and 1earn1ng thav1ours and responses.,

Ident1f1cat1bna th1s term denotes the ability "to place

oneself in the other gersdns' shoes", by disp]aying a sense of

concern and empathy for other péopie, an1ma1s, the env1ronment and

= a

the future condition of mankind.

-

Q.
on the Lorge-Thorndike Intelligence Test.. '

Open: Area School: this term refers’ to the e]ementary schoot

wh1ch conta1ns an area des1gned to accommodate several groups of

‘students represent1ng varwouS‘grade Tevels. Besides prov1d1ng space

for pupils to meet as a class the area includes an instructiona]
materials centre including a Tibrary with additional spaces for

indiyAdual study-and film.reviewing.

Intellectual Ability: this is ba§ed on the students" scores .

—_—
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DeTimiting the Study v

This study was'de1imited in the following ways:
This study is delimitad to the use of three strategies in three
selected classrooms f Grade five students. Generaiizations
can_be made 2n1y to th1s group, or to highly simiiar groups of _
students. .
This etudy is an exploratury ‘nvestigation. The findings are

not strictly definitive, but are int- .ded as the basis for

further invest1gat1on.

. This Study'is de]imited to the c.arification of certa1n value

1ssges over a 11m1ted ‘period -7 t1me Many other issues could

have been included, and the t1me per1od Epent on each could have

been cbnsiderably Tonger. 5

. The study is delimited to an examination of students' written

assertioi. .n the main. while some investigation was made into
. 1 ‘A—‘A—\.

the verbal and non-verbal responses of students and feachers,

the verbal interaction that took place in each classroom was

not analyzed. Rather, samples of classroom interaction were
tape recorded, but only as a check. to establish if the strategy
level qUestions wege be1ng spec1f1ca11y To110wed

v

Th1s ‘study does not suggest specific 1mp11cat1ons for the tota’

.soc1a1 studies curr1cu1um Imp11cat1ons that are sugge..ted

relate to the one- -third of social studies t1me’that is des1gnated.

4n the Prov1nce of Alberta E1ementary Social Studies. Handbook,

Experiences in Decision Mak149_(Jan. 1971) to be spent in the

clarification of pertinent value issues.
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’VIII. Limite ons of Study

«

The samples for this sfudy were se1ected‘from a population of
grade five pupils in two urban schools in c!ose proximity to
each other. It may be thet 01der or younger pupils in different
schools would react differently to the procedures outlined .for the
chree strategies. . | -
Since the number of valug issues was limited other issues may -
have been more suitable fqr the etudyl There might also e*ist
a more effective way of pj§qar1ng and preseni{ng{%hese value
?fﬁﬁcs and issues tﬁan were used in this stﬁdy.

Attendance during the length of the study was exeeptione11y
godd. HoweVer, 15 each c1as; one stﬁdent had te be dropped.due
to sporadic attendance. As'a result the number of students in
che three ;1assrooms wes réduced to eighty—nine. (89) There
were thirty (30) students in the control classroom. Students
were 0ccasiona11y absent for. one oe two days at a time and as
a.result they recorded fewer wr{tten assertions. Undoubtedly

these students lost sdmething in the continuity of the

r B
1

d1scuss1on ‘

In one c1assroom 1t appeared that the students.uere more

strongly mot1vatea“{;/e;press the1r‘thoughts in wr1tten form.
They ‘may have influenced the c]ass1ficat1on of written assert1ons
into respect1ve categories. v ,
The'tﬁme’period allowed for the»study eﬁd”the apparent novelty

of . the value c]af‘fiEa;jon procedures and materials may have

%
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influenced some of the verbal and non-verbal responses made by

the students. ..

. A1fhough the teachers favoured the use of the cognitive-affective

strategy with their pupils they indicated that it was-perhaps
the most difficult strategy to fully implement within. the
framework that had been.established. However, one outstanding

feature of this strategy is its inc]usivénessJﬁr completeness

in the way of involving both cognition and affect. The

importance of establishing a favourable classroom climate with

- strong teacher—bupi] rapport was considerably important though

IX.

- <

difficult to achieve.

N 1ace o ‘ :
An across class ‘comparison could not be made, since the three

strategies .. ‘their order of use were assigned to groups on .

the basis 01 yredetermined criterion.

Significance of the Study"

Changes that arg-suggeSted for elementary education, and

specifically for'the social studies put the pupil in a setting that

“requires a different role. Ledrning is increasing1y‘gecoming a

more-active process and to a greater extent more self directed and -

peer directéd.

The results of several studiesé reporteg,by researchers and

~educators show mahy advantages that are attributed to n . “procedures" -

. ) . gl .
in the social studies curriculum.

Justification for this research lies in the fact that
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. » Tittle js-known about the effectivenéss. ¥ \arious strategies in the
social studies curriculum with different grdups of 1garher$L\.Also
1ittle is known of how pﬁpi]s can‘identify tpeir>fee]ings in their
clarification of a value tobjc and issue in interéction with their
‘peers.
" While three teaching strafegies were employed in this study
- the jhvestigator was particularly interested in the findings
fesuﬁting from the use of the cognitive affective Strategy. ‘This
~ strategy_employed the use of affective queétions par§1le1ing
cognitive questions at each strafegy level. This teaching 1earniﬁg
strategy was based on a theoretical chkgfouhd contained in Chapterv
II of this study. :

5 -

It was tr1ed\ggt in classroom situations a]ong with two
other c]arwfﬁcatwon strategies. Written and spoken comments were
recordeg for further exam1nat10n and ana1y51s The investigator
madgﬁfuggest1ons for further otudy in the 11ght of a var1ety of *
analyses used in the study.

| ThéArepOrt of the use of these stratégies with their
~ particular value topics and value issuéé, their evaluation, and
the components of a teéching-]earning Stratégy that appear to be of
ihpoktance constitute the siénificance of the study. |
, | . RN co .
¥. Outline of the Report of the Study

\t

/\/ ' * : . rs : "
" In Chapter Il a rationale of the study is presented.. It

\

discusses theory and findings_from the fields of sociology and

7\
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psychology and empirical investigations. It reviews conditions for
valuing in'thé social s%udies classroom. setting and estab]ﬁshes
conditioné favourable to student participation and involvement in
clarifying vé]ue issues.
| In Chapter III thé study design-and‘procedures are outlined.

It sets out how the teaching~1earning strategy including coghitive
and affective components was deve]oped. It g{ves an account of
the value issues and materials, and how the strétégies were
implemented in the classroom setting. The samples, measufeé and
testingfprocedures are describéﬁ.

Chapter IVbreports the observations and findings relating
to the students clarification of specific value tqpiés and value
issues iﬁ‘the q]assroom setting. It examines the‘nature.of‘fﬁejr
written assertions, verbal Eéactfons and other written statements.
It also examines the naturé of their positions with résbecﬁ {o '
each value topic at diffetenE time periods as indicatéd>by a‘ ﬁ}
semantic differential. Th{s chaptek‘conc1udés with some 1nd1catio;s
as to the suitability of speﬁif%c coonnents comprising a valqe
‘ c1ar1fic§tidnlstrategy.
Chapter V reporfs conclusions, and makes suggestions foﬁ’?

further research.



CHAPTER 1II

RATIONALE OF THE STUDY

Within a theoretical framework the new knpw]edge that has
contributed to recénf changes and led to.new approaches inltne
Feaching of elementary school ;écia] studies appears to come from
the following fields of inquiry.

1. Sociplogical Theory. *

2. PsychoTogical Theéry.

3. Value Theory and Empirica]'lnquiry;

I.” Sociological Theory

The phenomenon of éc3e1erated change in society is b

gaining more general a;ceptance. "It is hypothesized here that we

are making a grave mistaﬁe\if,we do not recognize the Ehanging

. gature of the change proéeSs itself, and that we are also making

‘a mistakg‘if we do not confrontAourseIVes and young people in

society with the forces of change that focus.on problems that

influence ué. Simply recognizing the inevitability of change does

not give us control over it. As the nature of changetis'changing,'

‘indivjdﬁa1s<inf1denced by 1t'néed to underétéhd and é]arif& for

thehse]ves'the nature of the pkoceés. |
Many‘Writers;depict‘man‘as being alienated from society as

a result of increasing téchno]ogica1vchange. (Wiener, 1954; Mjchae],

18"



1962; Mumford, 1963, 1967; Kahn and wiener 1967 Mesthtne TQSSQ

LT

19705 Toffler, 1970). bMesthene (7970 v1ews the acce1erat1ng rate‘

of technological change outstr1pp7 q trcd1t1ona1 categor1es of’ 255

thought, rendering obsolete many estab]1shed 1n<t1tut1ons and va]ues G

2

ey

of society. - o | . ’.&?ﬂ;tii ,
Wartofsky (1968) defines the dilemma of man as aaE§f¢1~.uia
R A
HE fedrs -

. that we are ". . -trapped between what we know science to

between two cultures, the scientific and the humanisticﬂ

and what we s1mu1tane0gs1y Tear that science. has, become

o

amora1 .and inhumane instrument which has developed beyond human
control". (p. 2)  Snow (1965) describes the widening split between
'the two cultures and notes ”how'ﬁittle,of twentieth century science
has been assimilated into twentteth century art". (p. 16) _

| Earlier Ogburn (1931, pp. 199—202) eSSerts that widespread
social disorgénization and tensions are,the result of accumulation of
culture lags, the non- -material cu]ture ]agg1ng beh1nd the mater1a1
cuTture. Mennhe1m (1940 p. 43) refers to techno]og1ca] advance
outpacing moral percepts Over the years many wr1ters endeavour to
explain this condition. (Merton, 1957 Me1er and . Bel] 1959; Tav1ss
1969) Durkheim (1949) uses the concept of anomie to exp1a1n the
1nd1v1dua] S a11enat1on from society when accepted rules and mora]
standards cease to ‘influence his behav1our and conduct
| Indications for courses of action to cope with the
societal problems have been suggested by severa] author1t1es
Mannheim (1940) stresses the need to: ‘

n

- re-establish on a larger scale the methods
of value Judgment, value assimilation, value



reconciliation and value standards which were
always active in small communities, and which,

owing to the limited size of these communities,
could do their work spontaneously."” (p. 118)

~In the traditiona] Gemeinschaft society‘where division df
labour was minimal, there was more opportunity for meaningful
'c011ective action. In ﬁechno1o§ica1 sociéty the problem is more
complex. However, many authorities state the necessity to
understaﬁa and to be involved -in the technological change processes.
(Mesthene, 1950; Wiener, 1950§ Mumford, 1963, i967;,McLuhan, 1964,
ﬁé{wiﬁgton, 1965; Bou1ding, 1967; Rescher, 1967;.Toff1er,'1970)
%%%Eé;-'MacDona1d (1968) traces the differences Setwéen a folk - .
cuiture andga hass culture. In the mass -culture people are unable
to express themselves as human beings, "becauge they ére not related .
to one another, but only to stething distaht, abstract, non hﬁmaﬁ“.
- (p. 25)» In"a folk,cu]f;re on the other hand, "the scale is small
._enough‘so that it makes a difference what the individual does, a
ijfirst condiﬁipn fbr'humah. . . as against mass existence” (p. 24).

- catton (1959) introduces the concéﬁt of.“va]ué spaceJ

wﬁfhin which.tﬁe proceés valuing takes place. The individual is
'hvfewed as ihe centre of several socially induced fields of force
which influenced hfs:preferences. Value spate is a socio—cu]tura1
product which=1qrgely determines behaviour ana the ﬁature of
societal re1atibnsh1ps._”Horménn (1970) makes e qisﬁinction between |
, the spontaneity or 1life force of the 1nd1vidua1,.and the 1ife space?“

within which the vital pfocessAtook place. .

P

o
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(A) Implications for the School and the Social Studies Currizulum

Lewin and Grabbe (1945) state thaf re-education is needed

when an individuaT“or group is out of touch with reality. With a

change i~ culture this involved total 1ife chanﬁos including velues.

beliefs, emotions and knowledge. Geiger (1950) concludes that the

v

lack of this inquiry is social and institutional and not theoretical.
Schultz (1968) deplores the lack of dealing with current issues of
concern, regard1ng schools as retreating from reality. o

Raup (1950) condemns preva111ng methods of dn11berat10n as
multivalued approach including more participation: (p. 50)

— "It is society that creates values. Society

‘is not alone an exchange of services or a colla-

boration of forces; it is above all, a communion

of feelings. And it is essentially the Lransm1ss1on .

of va1u§s that societies perpetuate themselves.'

178)

Stanley (1950) makes a case for teachers dealing with

: N e 4 . - - k £ . - -
 current issues in the classroom in the search for clarification and

Q'_‘

~ order. The problem of method remains to be settled.

"~ “No method of inquiry and deliberation has
so far conclusively demonstrated its capacity to
settle efficiently and. decisively, the Kkinds of

- conflicts involved in the current social crisis.
(p. 186) :

t

Wiener (1954) criticizes parent and teacher protectionism of

the'young where they are guardéd“against tragedy; awareness of dedth‘

and prob]emat1c s1tuat1ons Instead of fac1ng issues in 11f@ ‘they

bu11d up "a heaven on earth cons1st1ng of bigger and better th1ngs

(p. 41)



‘assist in overcoming this'fai]ure

"
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Smith, Stanley and Shores (\357 p. 31) speak of the mass

culture phenomen n as the- bréﬁﬁhown of\pr1mary group relationships

and the social lso1at1on of man as an 7nd1v1dua1 Meade (1969) T

'-1nd1cates that the schools must build a reciproca] relation®hip

between the individual and the mass. ' o
Louis Raths (1961) notes the failure of socié]linStitutions
to free the capacities of the young for change. = He pointsvtb 7he.

development and clarification of values and thinking processes/to

(

-

“In this century ch11dren have been exposed .
N to ways of life that were alien to small: o -
communities at the turn of the century. . It
seems to -me that-sit is now much more difficult
om 1ildren to internalize the mores of. the1r \
smmu-ity.  (p. 287) ‘ : .

(' ' The piace of work in the development of . . N

N ’persona11ty has lost much of its s1gn1f1cance . \Eh
' \p 288) N
/ ‘ ' A .
The function of the social 1nstitut1on is P .

to help create,personality. . . helping studente -
to arrive at a sense of discrimination, a basis

for making choices that are relevant to the

worth of their 11ves M {p. 292)

Hatcher (1266) refers to the d1ff1cu1t1es of students mak1ng
rat1ona1 and human choices, especially when not confronted with rea]
1ssue situations. "Vaiue reappraisal becomes increa 1ng1y d1ff1cu1t
and the “human cond1t1on worsens as the tempo of chan e acce1erates "

(p. 245)'» , | ,

Ohe ot the most critical prob]ems that Tooms large in per1ods .

- of rapid change concerns the relevancy of the curr1cu1um. Cay (1966)

emphasizes that the curriculum ". . . is the people and their value

e

. o

~
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systems, their be]iefs,'their’phi]osophies, and their practices

negarding education. . . it dis the ref1ect1on of p011t1ca1

v

re11g1OUs, social and ethical va]ues 1n its school system“ (p. 235
o

Smith, Stanley and Shores (1957, p. 21) emphasize that in a period

of socwa] change the schoo] must des1gn a Curriculum wh1ch will
develop a strong 11eson between reality and the educational

endeaVour. One -could quest1on vihether or not the schoo1s,have, B

through their;curricu]um change, adjdsted'and made the necessary'

'%ﬁ? ' modifications to a11@w'studénts to be confronted'with the reality

- impli¢it in pertinent value ‘issue situations.

\

~

Taba 196% indicates that the f1rst step in curriculum
5}9 v deve]opment is the diagnosis of need If the changing mass cnltune
| . appears to'be 1ack1ng»some of the ba51e personal end interpersonal
: ingredients that ésSist in the Change proeess, the -curriculum
1Qgica11y,has,theutask‘of assisting young people to make the
.necessary adaptat1ons In this way the students- may be in a better
\pos1t1on to both see and controT ‘the évils of the mass culture and
at the same time ma1nta1n and strengthen some of the good |
1ngred1ents in: the moreljnt1mate %gik\culture; The  two areas of
condenn in mass man}apbear'to be {n<g§minf§hing jhdividua]ity, and

a failure of the social institutions to involve the individual in
the: pracesses, decisions and results of chgnge;i R -
'. The criticisms have been that our schools arejdepersbné]iéed”

N

production factories where teachers follow-instructions and students "~

- have Tittle say in the determination of thefr educatidna]‘prdgram

.,'v . . . . P

‘and thé processes that are used. Meade (1969) strpngly suggests



_ . . : B :
that the curr1cu1um prepare students for their ro]es as 1nd1v1dua1s

: and that the maintenance of 1nd1v1dua1 1ntegr1ty be preserved and

enr1ched Hutch1n§’(1n Rubin, 1969 p 26) indicates the fut111ty »

of try1/g to prepare the child for a precise set of cond1t1ons,

the development of traditional skills and ab111t1es once v1ewed as’
_ L : ‘ :

the major aim of curricu]um no=1onger feasible as the so1e,criteria':
if the prob]em of re1evancy is go1nq to be faced. L ; T

Rogers: (19697/;tates that “the only 1earn1ng wh1cﬁr
signif1cant1y-1nf1uences behav1our is se1f—d1SCOVered, se]f—

[4 =

. aporopr1ated 1earn1ng” and th1s “chnot be d1reCL1y communwcated to

another. (p. 153) Jones (1968) stresses the 1mportance of

re]evance, and the need to effecttvely involve the emot1ons to the

{ A0

.Subject matter and 1ts presentation. Three ways hegsuggests
"(1) coordination of developmental issues with curriculum issu. ¥

hS ot

(2) - coordination ot cognitive.ski11s With,emotional_an;%jmagined..
skills;-(3) coordination of classroom management with /instruction!. .=

(p. 19]-2) Howeve} dea1ing With emofiona}]y charged issue§

appearwng unpred1ctab1y'as they often do may be viewed as, d1srupt1ve

13
¢

forces and beyond the scope: of the wor]d of the c]assroom.

Jones (1968) eont1m§.'

Let us-enter-it as a fundamental rule, then, that
the cultivation of emotional.issues in the class-
reom, whether by design or in response to the
unpred1ctab1e should be 'means to the ends of
instructing the children in the subject matter.

"~ This-not on]y for the reason that resolution of
‘emotional issues, when integral to learning,
tends to deepen the learning; but also for the
reason that in the setting of a schoolroom
emotional ssues, ‘cannot be optimally resolved
until they become relevant to educat1ona]
objective®> (p: 160)
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, Therefore,7it would appear that if there is a need to revise

<

thevsoeiat studies curriculum there is most certainly the need té
tohmu1ate both bhoad and specific objectives by which changes may
be guided. Phenix (1964, p. 4)“stresses the importance of a
unitary,phi1osophy of currieuTum which results in.the'individué1
having a comprehensite outlook consisting ot‘an organized totality.
If-#he new objectives are related to changjhg heedsdit may we11 be
thdt the'involvement and learning ihherent in the valutng-process
may require closer examtnatioh 1n order_that concerhs be heduced.

2 There appears the need to clarify the role of curriculum,
1ntegrate the parts of the curr1cu1um guide the selection of content
and set the criteria for evaluation.. The decision making of
teachers and students appearu1nherent in the curriculum building '
process. (Smith et al, 1957; Cay, 1960; Taba, 1962; Johnson}»1967;‘
Do1l, 1970). These authors stress the need to balance the master,
of content with su1tab111ty of process if ob3ect1ves are to be
implemented. Taba (1262, p. 206) part1cu1ar1y notes the ﬂmportance |
of being able to categorize our objectives, striking a healthy
ba?apce‘among the types. _ - J

Maguire (1969,.p. 18) d1fferent1ates among 1evels of _.J

obJect1ves in a model for curriculum eva]uat1on 1nd1cat1ng

ratwona] sequential approach qnterpretat1on of needs of soc1ety

" by var1ous social ‘agénts, formu]at1on into broad educat10nc1 obJec|1\3s

14

by curr1cu1um deve]opers, the trans1at1on of the behav1ow$al

‘ -
statements into cTassroom strateg1es, and rev1s1on/we% t1ng from -

-~

the students’ interaction w1th.the;strateg1es.
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This study prbpqses that thei§ocia1 agents have estab]ishedi‘

a need for change in the content and hethods of teachipg social
‘sfudies at tﬁe elementary school level, that new objectives inc]ude
the full participating of individual students into matters of
mutual interest and ;ofcefn, and that now we must move to Maguire's
third stage of transiating the§e‘into effective classroom strategies.
The investigator (Ne.ton, 1972) proposes tﬁ%t the‘student must
bééome involved both cognitively and affective]y to deal

effectwve]y with value issues. He proposes further that the

need to develop these c1assroom strategies 1is essent1a1 if the
schools are to maintain their relevance to the students and to
chang1ng soc1eta1 needs, and if we are to educate our future
citizens to become respons1ve to all soc1et1es peoples.

It cou]d be concluded from this review that a vital cdncern

involves man's relationship to ”ya]ue spece" or "Tife space". ‘If

we accept the Eha]]enge to deal with this relationship in the social
sﬁudies we accépt é]so ~he challenge to deal with current value
jssues and environﬁenta] problems. Severa1'auth6rities have
stressed_the need for this approach. (Scriven, 1966; Metcalf, 1965;
Raths, 19663 Rogers, 1964; Jones, 19675 Clayton; 1969; Fraenkel,
1969; Bruner, 1970) - | h

| The examination of value 1ssue§‘appears to be justified.

By interp tion of rea].sifhétions the child may. be éb1e to realize
the many complexities of life and thﬁ part he caﬁ play. 'Furthermoré,
“through the prozess of this examinéé?bn hé is participating 1%4 o
Various:thjnking; valuing and deéisién'makiﬁg activities'whic%

—_—
J

Vo
\ b
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-

would better prepare him to deal with these comp1exitﬁes. A sense
of community wﬁgch Stan1ey‘(1950, p. 25) defings‘as "a sense of

common patterns of feeling, acting and thinking, a sense of unity
growing out of a common world of experience", c0y1d assist in the

more_meaningfu1 involvement of individuals in the development of a

‘changing society.

'1I. Psychological Theory .

As stated in the introduction, the interrelationship of
cognitive skills and affective concerns has for séﬁe time been
conside%ed important from the viewpoint of c]ass}oom instruction and
applications made by ]earnefs. The overall.jntent of the review
section is to clarify the importance of this 1ntérre1at1§nship forv
the pUKpose'of establishing ideas tokbe incorporated into a teaching-

Ry

Jearning strategy to deal with value issues.

\

(a) Emotion and Cégnition

/

De1gado (1966) accepts the Oxford University Dictionary (1955)
definition of emotion’as "a mental feeiing or a??ectibn‘(q‘g. pain,
'desire,’hope, etc.) as distinct from cognition or volition™. The
cohcept of.emotibn és an irrational entity and threat to human
wisdom is seeing eﬁotion divorced from its experiential aspect.

aper'(1948) reviews psychological interpretations of
emotidn, and condemﬁs several psycho]ogists who see emotions as

disorganizing. -(Woodworth, 1940; Munn, 1946; Young, 1936¢ Landis,
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1939). Duffy and Webb (1948) supporﬁ the Leeper viewpoint.

\,,/' It seems that emotions have not fea]?& been_understoodlor
‘he1r funct1on 1nterpreted Teachers appear re]uctant td foster
vemot1ona1 express1on in the ¢lassroom in case OT the unpred1ctab1e
response. Emot1ona1 1nvo1vement may oe regarded as out of scope.

For example, it might appear to distract from the pursu1t of
- "knov1edge | |
| Leeper, Duffy and Webb concur’ 1n their emphas1s on the
organizing role of emotion. Webb states that emotional properties
operate as hotives, arousing andudﬁrecting activity. “Webb viewS fhe ,
integration of emotiges as directing beheviour.

Other authokities reeognize-the 1mertance of emotion in
organizing and clarifying knowledge and undefstanding: Nhitehead
(1929) states: o

"You cannot put 1ife 1nto any schedule of

general education unless you succeed in exhibiting

its relationships to some essential character1st1c T

of all 1nte1lwgent or emotional percept1on (p. 12)

Weisskopf (1951) refers to teachers who teach pup11s to
make their 1mpulses subserv1ent LO 1nte11ectua] act1v1ty as;
de—em0t1ona11z1ng 1nte11ectua]1ty Brame1d (1964, p. |71)»c1te~
emotional 1nvo1vement as one of the cr1t1ca1 factors in the
re]ationshipﬂ&ﬂween children and teacher. - Mp11er (1964, p. 76)
states that rational ihought shou1d red1rect‘ahd enhance the
emot1ona1 content of 11fe

Other authorities stress ‘the 1nterdependency ‘of cogn1t1on

and emotion. Arnold (1960) stresses perceptua1 and cogn1t1ve

‘processes in the dynamics of em0t1on.( Hé proposes a sequence for
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“interpreting a situation:
i. neutral reception of external stimuli (perception)
ii. a judgment of the stimuii (appraisal)

i,  a felt tendency toward the stimuli (emotion)

e ivpv‘é pattern of physio]ogica]lchéhges which aécompanies_u e,
| the felt tendency (express%bﬁ33u31¥ o
v. approach or‘withdrawa1,{§étibn).ffv.

Schacter and Singer (1962) emphasize the cognj%ion base_to
emotional reaction. The ‘individual who is able to state and
describe his feelings bésed on cognitive aspeéts of the situation
becomes less fearf&l or angry in the situation.. SéhéEtéF“Eﬁa'§TH§é?W“;”
conc]udeAthat in a state of physib]ogica] arousal with no explanation
the individual labels the state in terms of cognition khpwn'to
him. When there is‘ekp1anation hé labels his feelings according to
new and old cognitions. ‘Bull (1951), Izard (1964) and Murray (1964)
explore the causes and effects of emotional reaction, stressing‘ Tx5
the importance of cognitive elements of initial perception and: u
appraisal.

One might conclude from this review that emotions play a
strong role in the development of meaningful 1earnipg experiences:
Kubie (1959) deplores the lack of emotidnél commitment in teaching
activities that allow the child to develop his individual
potentiaiities. The absence o% emotioh_in the intefpretation of a
/va1ue situat{gﬁ could lead to an interpretation without real meaning.

for the student.

v
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(b) Affect and Cognition -

The interdependgnce'of affect and;cognition may be Viewed
as similar to that of emotion and cognition. However, over the
years tﬁﬁnking as. a methodggf Thtéiligent learning, whilst
recognizing the existanc» of affective concerns has not stated them
in specificftéa;hiﬁg stratégies. B |

Dewey.(1938, p. 77) advocates self activity and participatﬁon ,
6% the learner in purposes which direct hfs activities in the
. learning process. The method aims aflthe student finding new
knowledge from experiencing (1944). aMétEé]f (1962)11n reviewing
theo}ies bf reflective fhinking;as a method for teaching concepts
~nd generalizations notes that while value judghénts are considered

Jortant by several writers their modé1s,tend to>emphasize the

eve]opmenf of cognitive ski]]s, with the virtual exclusion of
affective coﬁcern. (Hul]fish and Shith, 1951; Henderson, 1961;
Ennis, 1962) S

Several authorities support affective concerns as motivation
to promote 1eafhing. In a stUdy by Brown, Morrison and Couch (1947)
ratings on responsibility show a higher correlation with affectionaf
family relationships. Many studies shoﬁtthét‘altruisficlféctors
“contribute to weTi-knit social organizafiohé whére thoughts and
'feeTfngs of people are c1ose}y interrelated. (Reed, 1958, 1961;
Ha;ris et\a], 195%5; Wright, 1942; A]exander, 1950; Durkiﬁ, 1959, 19613
Rogers and Long,f1961) Such sfudies appear to indicate the
importance of 1ntegnﬁt1n§ affeétive concerns with cognitive skill

development.
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Young (1959) states that affective proce§ses have an
objective“existenee and intervene between stimulus and response
_conditions. Th;y'act as motivators to promﬁte'learning, but do not
cause it. Murphy (1964) views affect as the essential gomponent in
a motive series, being conceived in broad1y'defined organic terms.
" Huxley (1962) compares the aesthetic spiritua]inode of
. perceiving and the conceptualized scientific mode, and concludes that
both should be inc]uded.in any thinking apgrdach, with emphasis on
the former being/by means of using the suggesﬂive powers of the
youngsters' imagination. Kubie (1959, 1967) and Hamlin (1967)
advocate a simi]ar approach. educ§b1e experiences €enabling each
- child to face the conflicts and social cdncerns from which he
shrinks. Tomkins and Izafd (1964) sée affect as the primary
mofivafional system, a major personalfty sub;system, playing a .
prominent role in behaviour.
| Affeqtfvé components in social studies téach%ng ;trategies
are advocated by Jaros and Canon (1969), Fraenkel (1969), Glatt (1970)
and Kaltsounis (1970, 1971). with affect designed to strengthen
cognitiVe power resulting in more effeﬁtive decision making. However,
‘what seems“to be needed is the integration of cognitive skills and
affective concerns.
This integration is not a new development however. William
James (1890) writes of‘”the current opposition of feeling to knowledge
as being a false issue" (pp. 478f479). Eighty.years ]ater.érune?-

(1970) advocates social and personal relevance by bringing knowledge

and affective conviction together. It appears that both writers

o : P 1




recognize the importance of the interrelationship of cognition and
affect. This Bruner stresses: |

Since childhood, I have been enchanted by
the fact and symbolism of the right hand and the
left. . . the one the doer, the other the
dreamer. (p. 2)

=t As a right handed psycholegist I have been i
diligent for fifteen years in the study of the, !
cognitive processes. . . Seeking the most
beautifully simple case I chose to study the
learning and the teaching of mathematics. But
it was soon clear that the heart of mathematical
Tearning was tipped to the left. (p. 3)

The dynamic principle of the human organism as "striving for

unity" is important for Lecky (1945).
", . the maintenance of unity is the

primary goal of every Tiving system. . . What
must be kept unified and internally consistent
s the mind, the organization of feelings, ideas
and attitudes which have been evolved from the

" interaction of .the organism meeting its
environment.". (p. 122)

© Raup (1950) states:

One ‘does not make up one's "feeling mind"

and then express it through symbols. There is

* a functional independence of feelings and
symbols that is too integral to both to permit
their separation even for purposes of emphasis.
If there is an imperative in a formulation, both.
feelings and symbols share it; if there is
tentativeness both must share this too." (p. 173)

Rosenburg (1956) notes. the interdependence of affective and"
cognitive b;opgrties. The natﬁre of affect toward an,objecf is .V
associated wjﬁh the cdnfent of its\related cognitive structure.

" Rosenburg sees the impo;tance of achievfng @ffecfive—cognitive

consistency to acquire social values.

Osgood and Tannenbaum (1955) noté that changes in attitude
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are always .in the direction,ofAihcreased congruity within the
existing frame of reference. Rosenberg (1964) states that
inconsistent cognitions about the dttitude object are more likely
to arouse psychological tension. Being less stable they are more

prone to reorganizationjthan attitudes and values, but as such.

influence attitudinal inconsistencies. -Attitude change to

Rosenbergbié achieved by gett%ﬁg the person to accept or entertain
new inconsistent cognitions about the attitude object.

Harvey (1964) also notes the importance of cognitive aspécts

of affective arousal’, one's cognitive make up forming the baseline.

Both HarVey and Rosenberg attributéAaftitude change to cognitfve

inconsistencies. B
] .
Festinger (1957) notes that dissonance between an

: environmental element and a behavioural element may be reduced by

changing the actioflor féelfng which the behaVioura] element
represents. Behavioquaﬂd'fee1ings a&e frequently modified with new
information (p. 19) and social support (p. 191). "The reality which

jmpinges on the person wi]]fexert pressures in the direction of

‘bringing the appropriate-coghjtive"e1ements inte ... ~~spondence with

that reality". (p. 1}) quer, Festinger and as.aciazas (1964)

7y P

st%ess thé importqﬂﬁé of the_pﬁe—decision proce. ©roonents: . The
spreading 0f_31ten;;tiyes apart in terms of attractiveness, the
objective:ﬁﬁmﬁart¥al gathefing and evaluation'of'informationtabout
the a]térnafives involved in the choice, anc tihe spent in
discussing newfa]terhétives’or_in thin%ing about better alternatives

are impoﬁtant.ﬂ (pp. 129-30) ~ _ ‘&

o~
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Maslow (1962) criticizes the tendency in western cu1tuf€ for
cultural institutions controlling, inhibiting and suppressing th.
original nature of man: his creativeness (p. 18;). Man, given the
opportunity will choose what is good for his growth (p{ 206).
1Externa11y given value systems have failed. v(p. 206)

The interdependence of cognition and affect with cognition a
prov1d1ng the base seems to be supported in the des1gn of a
teaching- 1earn1ng strategy. The learner would be actively engaged

in processes 1ead1ng to mean1ngfu1 dec1s1ons

'(c) Pjagetian Theory of Correspondence of Cognition

and Affect ‘

Piaget observes:

. children not only r=asaned differeatly
from adults, but also that Lhey had quite different
world views. . . 1n the child!s view objects 1ike
stones and c1ouds are imbued with motives,
intentions, and feelings, while mental events
such as dreams and thoughts are endoweo WTLh
corporality and force. (1968 p. 3"
Piaget states that there is no such thing as a purely
cognitive staté or a purely affective state. Stages of affectivity
corresnond exactly to stages of the development of structures.
Neither one precedes the other. They are parallel to each other.
(1961 (2). p. 2)
: P1aget describes the stages of 1nte111gence es a study of

the format1on of operat1ona1 structures (1961 (1), pp. 2- 6) He

v

distinguishes four pekiods. As this study is coﬁcgrned with pupils
A0 : ) ‘
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" at the Grade Five (5) level it fs assumed that they will be at the
‘third stage, that of concrete operations. However,‘it would seem
T51.07v that some students could be classified in the formal opera-
i, stage.-

Piaget states that theré existsvin the field of feelings )
something that.corresponds to conservation in the cognitive fie]d;
and something that corresponds to revgrsib]é operationé, and that
it exists in a part of affective 1ife: moral sentimenfé. This isw
the moral obligation, equivalent to the logical structure, whi;h

conservat1on Piaget's studies of the moral de Topment 2f the

jmposes values. In the pre-operational stage‘:i::;annot speak of
child (1932) cite many 1nstances of the lack of genera11zab111ty of
moral sentiments at this stage. At the pre-operational stage
truth is an obligation toward adults. Some of these studies are
replicated and confirmed by Durkin (1959, 1959, 1961).

.

At the th1rd stage of concrete operations Piaget observes

,opekations of 1ntelligeﬁce‘and conservation. “The affective -
wor S
i”vorrespondence to the QDeratwons of 1nte111gence is a morality of :

rec1proc1ty, replacing the morality of obedience. Feeling of
jjustiée between students for example, is' independent of instructions
and orders of adults. Pizget refers to will as the affective
CéqJ;Qé1ent of the cognitive operation. (1961 (2). p. 6)

Piaget examines the concept;of'w111; and views morality as
a whole as an apparatus of conservation of affect1ve va]ues, by means

of ob1ugat1ons ana]ogous o cogn1t1ve conservations (1961 (3), pp. 7-

12). For Piaget will is analogous 0 operat1ons of 1nte111gence,

.
[}
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but being an affective operation it deals with values, actions and.
decisions. Having w111 is ) possess a permanent scale of values
which direct behaviourt

At the fourth stage when the child becomes capable of
reasoning on the poss1b1e, the probab]e, and not just on the real,
new fee11ngs are attached to social realities, and essedtda11y
© ideal realities. At th1s stage P1aget refers\to formation of”
persona11ty, which is. the supreme synthes1s of the affect1ve life,
when the individual is. able to group and regu]ate the whole of
his values (1961.(2), p. 7).

Several authorities while not exp]igit1y stating affectigei
eognitive interdependence or correspondence; épdear to make
inferences in this d1rect1on Bruner (1970) c-ates . that education
can no longer strike an exc?uswve posture of neutra11ty and
‘objectivity: Knowledge has to be in tﬁe context‘dr action and

commitment (p. 78). Eagtfer Bruner (1947, 1948)" states social

sensitization as an in'tja]’and,organizing factor in perception.
‘Bayles (1952), Broudy (13&4), Kubie (1967) and Hamiin (1967) stress
the importance bf 1ns ght, seeing,. fee]wng and apprehend1ng a néw
pattern of exper1ence Rogers (1964, 1969). and Glatt (1570)
advocate thiS'type‘of experienéﬁng to_avoid the'deveidpment ot
stereotypes } ‘ | .,

It appears that the capac1ty for formu]at1ng a fully
'rat1ona1 va1ue Judgment is achieved at the h,ghest stage of

deve]opment The "concreter 1nd1v1dua1" shows a tendency to

‘po]ar1ze, depznds on soc1a1 areas re]ated to role and status and
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hes only a fair capacity to assume_ro1eé_and delineate means—ehds
relationships (0. J. Harvey, 1969).. These cohc]usionS“appeér~to be
suﬁported by ego-deve]opment‘theory. (Lqevinger, 1966, ]96§t
Kohlberg, 1969; Erikson, 1950; Sullivan et .al, 1970) It appearsl
that value: c]ar1f1cat1on is integrally re1ated to stages of //

intelligence and egqude1opment. -

RO

Blatt (1969) states that students at a.given age car
understand the arguments of all stages below theih own and a]sb

2 han their
AN’ v
own. “A recent source (Values. Education, 1971) suggests /t

/

understand the arguments of students at one stage highe;/

hat the

‘concrete 1nd1v1dua1" use a rud1mentary procedure for va1ue

teachar; 1isting positive and negative stctements, ‘finding causes
and so1ut1ons, Just1fy1ng po1nts of view opposite to that of the
normative structure, deve]op1ng different p01nts of view, and

-

fee11ng the 1mportance of the topic under d1scuss10n

(d'fJ Group Processes and the Response to Value Clarification

The process of valye clarification can be either a group or
N " \. . . .
individual response. In the discussion and clarification of value

'1ssues in the c]assroom the group response is part1cu1ar1y important.

Peer- eva]uatwon can be ut111zed as a prime mot1vator instead of
pre. e of external evaluation by‘the teacher. The negative
relationship of external evaluation.to developing creativity has

J

already been suggested.
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_ Co-figurative learning or peers teaching equals with the

teacher as organizer, developer and coordinator appears basic in

P

I

creating a "climate" which is conducive towards discussion, honest

‘reaction’ and expression about‘a_perginent value issue. iThe

teacher's role however, is critical as the person of influence

'_(Hdébner,;79§6, p. 21). Halpin (1969) notes that leadership

involves two dimensions of behaviour; consideration (dealing with

- people) and.initiating structure (dealing with tasks}). Horowitz

- (1969) stresses theﬂimportahee of ba1ance between these two -

4

dimensiohg, It appears that co-figurative learning can only take

-p]ace‘whenjthe 1hf]uence af’the teacher {s such'that’the;Students

feel free to c}ahffy withou xternal evaluation béing imposed.

' Manyfau%horities‘étress that the teacher restrain himse1f

-from the urge to tell. The creat1ve and- shar1ng atmosphere depends

- a great deal on the teacher observ1ng this restr1ct1on on his

" behaviour (Olmstead, 1959; Hare, 1962;7Deutsh, 1969). Deutsh notes

that,the “stratﬁéy offmutua]lprob1em solving ahd the tactics of '

Spenness, persuasi n and Sharing'e1icit'ahd are elicited by"a‘cooper_ .

~ative situatjon! (p 27) 'Deutsh'a]sd'notes\that _people becbme -

”\ ’ P‘
mot1vated to ma1nta n a fa ourab]e v1ew of themse]ves and are less
Nl Sedd) 4
Sl

strong1y mot1vatedﬁ£@ %gidrvuch a view of others when there is the

n or 1nadequaee 1nformat1on (p. 14)
-

- The ab111ty to p]aCe onese]f in tﬁe others shoes appeahs

stress of externa1 eﬂa?u

difficult to deve]op in peop]e, but it seems that*the "c11mate

| estab11shed by the teacher s v1ta1 1n order to br1ng about co-

f1gurat1ve 1earn1ng.v H1s roTe as a mor J11der,.process :
" T - / L " ’ R -

-
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faci]itatcr and observer appear ‘all important. ..

/ﬁ IIT. Value Theory and Empirical Thinking

o
i .,

o, 0

(a) . Value Theory

This section qf the review intends to:c1ar1fy,the meaning
/ of ‘the term ”va]ge”,fitsvdimensions, and implications ‘for the
| interpretation- of value issues.
Raths states: o 1 B
. if the enterprise. of value education

--‘_ is to have any real impact on the rersonal lives -
of students it must somehow help them to clarify -

: \,ﬁ\4/”l | and analyse what they know and value. (1966,

p. 38)
Historically. value theory has been in the domain of

[

ph11osophy.‘ More recently it has come within the realms ﬁf -
psycholoé;; soEio]ogy economics and'politica] sc%ence.
Dukes (1955) and Tisdale (1961) review‘va1ue‘theory in
' psychology. Becker and MéC]intock (1967)drevfew .aTue theory with
“ emphasis on beHévioura] decision theory in ecénomics_aﬁg political .
écienée; In_this stuay an attempt is made to'reviet ‘mplications )
of psychological value theory using Tisdale's classitication. 3196])'
Tisdale innﬁﬁs dissertation desigﬁafes five éétegories

in endeavouring to ciarify thg cohstruct of value. 2 r. ztions
of inherent biolcdgical requirements of the orgs. ﬁkcohstic; - the
first'category. Maslow (1959, 1962), Goldstein (1959);‘Murphy {1947)
.and Fromm (1555)'view va1uesvés needs, the latter two also s=- 5.1g

E-3
the importance 0f environmental agd personal interaction.’ Bricknzv

0y

-
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i

(1944).and Bui] (1941) view va1ues neurofogjca]]y, seeing the focus
in a spec1f1c part of the organ1sm | |

T1sda1e S Decond categor1zat1on underlines the motivational
’ nature of va]ues, while recogn1z1ng innate roots, m1th Spranger
(]928) and Allport (1931, 1937, 1961) the main theor1sts Bruner
and Goldman (1947) and Bruner, Postman and McGinnies (1948);yse |
A]]poft's medé] and emphaeize the social value of an object jn \
human percept}on.
| -Anotﬁer categerization groups values which emphasize
preference or cho1ce,%w1th Dewey (1938 1939, 1544) the pioneer. -
Dewey S focus is on expand1ng exper1ences, the Tearner part1c1pat1ng
in purposes wh1ch direct his activitied in the learning process
,1nvo1v1ng foreSigh§~of consequences (1939, pp. 72—78) and valuing
as a mede of béhaviour prizing towards things and people (13944).
Morris (1956), Woodruff (194¢2), Scrickel (1943), Rice (1943, 19%4)
.and Geiger (1944, 1950) in aidiieon‘tOLpreferEntia1 experienciné,
view situational factors as iﬁportant, :

Roger’s‘(19643 1969) advacz:es a return to the 1nfant's
way of valuing w?érenthe indivfiua?‘enhanc;s or actualizes his’

“vthoughts énd feelings. Rogeré‘views;sﬁddents as graduale,growfhg

to distrust their own experiencing, adopting values of others in order

to hold love.~ He advocates restoring contact with experience where
students can develoﬁ a sense of worth. Vhat apbears implicit in”
Rogers' approach to the va1uing process is the individual having

the secur1ty of trust to be able to ciar1fy prob]ems and meanings
forhh1mselr. Rogers stresses the need for enhancing whi} is unique

&

e
B>
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s

='SQ., of . he1p1ag individuals to capitalize on ,their own

>

BT
w3y of 135&1ng at the env1ronment and assoc1ated prob1ems

Rogers under]1nes the 1mportance for the need for the
|

individual to have9empath1c under;tand1ng of others which allows him f
~ !

to know the real self of others (1959 1969) "According to Rogers*

1earn1ng is fac111taLed when the stuGent part1c1pates respons1b1y

~in the learning process (1969, p. 162). The importance of

individual preference or choice appears to receive strong emphasis

' by Rogers.

Values as eoncepts 1§ the fourth'cateéorization T1sda1e
refers to def1h{t1ons within this as 11m1t1ng, 1gnor1ng the many
1nteract1on components.

A f1fth category portrays va1ues as situational

re1ationsh1ps.(koh]er, 1944, Lew1n_and Grabbe, 1945; and Catton,
1959). o i

T1sda1e f1na1]y concludes that values are'”1nferred
motivational constructs associated w1th perce1ved d1fferences
in goa] dxrected behav1our and indicated by the,se]ect1on of
aetion’alternatives 1ithin social situationsﬁ(p. 168).
| lhe comp1exwty of the term value 1s ‘apparent. Va1ues have

mot1vat1ona1 sicaificance. They do not operate 1ndependent1y of

o e.ther the b1o1oq1cal organism or of the soc1a1 field. They are
L;determ1ned to a considerable deqree by, 1nd1v1dua] choice and
-V;1nvo1ve percept1on They are re]at1ve1y stab1e in compar1son to

:*,att1tudesv' They 1nvo]ve a process for the1r cont1nuat1on which

".'1nvo1ves cogn1t1on and affect ‘They appear to influence greatly the
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. Mode]s of reflective th1nk1ng have been developed by Dewey

1933) Hu11f1sh and Smith (1961) and Massialas (1966). Raup (1950)
estab1i$hes four phases of pfattiea] judgment, with four associated
moods of judg?hg (indicative, optative, contemp]ativé, and imperative).
Stanley (19&0) sees Raup's work as an extension of Dewey's model,
invb1vin§ peop]e in social deciéion making and with emphasis on
: opta;jve éhd contemplative moods. Broudy (1954) prcooses a strategy
with%ﬁnsight and mastery as its objeétives.

Other models stress the concept of valuation. Columbia
' Aséociatés.(1933), Wéisskopf (1951", Metcalf (1@63). Raths (i966)
"and RogékQ (1964, 1969) seem to view the studeﬁt‘participating'in
a dec1§1on mak1ng role integrating thoughts and feelings. . As
, Metcalf (1963\ has stated, "we can teach valuing, not values."

Many authoritses underiine the emphasis for the need for
valuing as a learning prqpeés. Lewi (1945) states the re-education:
“invclves total life cHanées affecting beliefs, emotions, values and
jknow]edge. Geiger (1950)”sttesses the importance of human choice
F{n 1hquﬁry into cultural bfob]ems. Dukes (1955) views the process
 as a sensitizer Having ah orgénizing role ;n cognitive 1ife. Kubie
_(1959) sees an educat1ona1 exper1ence as 1nvo1v1ng the child to:

‘.face ‘the conf11cts from which ho shr]nks A]]portv(1961) states
'_that any strategy must. start w1th the s1tuafion as.the.students find
1t, 1ntegrat1ng experiences wwth new ones. Schacter and Singer

(1962) conclude that students <hould have opportun1ty to label their
feelings to cogn1the-aspects of a situation. Rogers (1964) conc1udes

that a valuing process is effective to the degree that‘théx
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individual is open to his own experiencing. Torkelson (1967) states
that children should become engaged in differentiation and
integration as objectiVe{w@?s Sf examining values. Bruner (1970)
concludes that emphasis égrédc1a1 and personal relevance could b}ing
~ knowledge and affective conviction #igether. o

The 1déa of inquiry learning in the classroom appears to
have‘deve1oped from a need to make cbgnitive iearnjng more
inferesé?ng and meaningfu] for students. (Dewey, 1960; Phenix, 1964)
In_sciqncé it received ﬁtrohg promotioﬁ in the sixties (Suchman,
1964). In socia]fstudfes it has been advocated by Goldmark (1968)
and othér authoritiés.

The idea of valuing appears to have deve]qped from a need
- to involve children's emotions and feelings 1in thought}processes,
whereby‘they might be better able to req]ize,themse]ves, and
‘ _understand more completely the complexities of social conditions.

This idea has become clarified for education by e works of Dewey

(1938),Rogers {1964) and Raths (1966).

Whereas inquiry appedr well established as a viable

procedu?e inrthe c]assboom, the idea of valuing has hot been
generaT]y accepted. It could perhaps be»said%%hat teachers,
students, parenté and administrative personnel have no£ yet decided
“what thé‘idea;%BVbIVes, what progedures to be used and what the
imp]ic&tions are., M N
Louis Raths and associates attempt to deal with this

probtem. n

. . thinking may be understood as a method of
inquiry which is directed toward understanding.



Wl Y . T T
a P - 300 S Sl

45

In the valuing process there is one added
factor, that of making a decision. Thinking

- may help us to see the alternatives which are
relevant, and valuing helps, us in the process
of choosing from among these alternatives. “
(1966, p. 201) . o

For Raths: value is taken to denote: “those belte?;:izurposes,
attitudes . . . that are chosen freely, thoughtfu]]y and acted
upen.” (p. 38) |

| Raths and associates develop a valuing process based on
theit value definition which emphasizes the three processes of
choosing, prizing and acting. The intent is to help chitdren
clarify for themselves what they value, based upon their conception
_of humenity. Values are Qiewed aé personal things which to be of

‘s1gn1f1cance penetrate the 11v1ng of the person who holds them

(p. 38).

-

Free chojce, a reliance on attitudinal-type statements being
e11c1ted from’ pup11s, and a lack of a cogn1t1ve bas1s may be viewed
as 1nadequac1es in Raths' value theory. However, one cannot be
cr1t1ca1 without understand1ng what his theory was des1gned for.

The ro]e of the teacher is clear for Raths:

‘ What he does is to create conditions that
aid children in finding values if they choose
to do so. . .:value development is 1ikely to be .
. cne of the goa1s of the school, and, if so, it
should be encouraged by prov1d1ng regular
experiences that will help raise to the value
level the beliefs,. feeliggs, 1nterests, and
activities ch11dren bring with them. (p 47)

Other purposes were promoted by the va1u1ng process.

accord1ng to Raths

el

For examble, research shows that when the
valuing process, was promoted with children who



. were very apathet1c overconforming, flighty
and 11ke1y to act in a variety of poses of - »
"phony" roles, this type of behaviour became '{
not1ceab1y less acute and less. frequent. '
There is also evidence that these techniques
help children who are very indecisive, who
are very inconsistent, or who are chronic
dissenters. Other research showed the valuing
process to help under achjevers. . . .
(pp. 47-48) |

e

D1ssertataons baseo on Raths' three processes tend to
support these statements. (Klevan, 1957; Simon, 1958 J. Raths,
1960; Jones, Machnits and Martin, 1960 Lang, 1962 Wasserman,
1962) Other stud1es use Raths' methodo]ogy with inservice Y
programs for teachers. (Gagnon, 1965; Crellin, 1968)

Raths' basic value brooesses do not appear to‘have -been

I . .
‘researched in the area of social studies. However, it seems that
T WD,

- they were not initielly intended for this use. i m{A
‘From a review of dissertations over the past.twenty_years '
- it seems that only recently have researchers looked at the process
of valuing with classes of students. Gra X[ 1968) identifies
fifteen valne—education outcomes appropriate for secondary social

studies. Higgins (]968) explores the valuing process of fourth

;eraae pupils when they were asked to write about their fears,

‘QT_,i2§e51res, wishes, concerns and goa1s Sandford and S1eders (1970) 1in
a similar study with third, fourth and fifth grade pupils report
positive value status shifts. McC1arin (1970) studies a group of

3

students who are encouraged to experience valuation within a science o

"unit and stresses the 1mportance of persona] fee11ngs in mak1ng

dec1s1ons He recommends that a c]ose 1ook be taken at the va1u1ng

process as a bridge between the cognitive and the‘affect1ve=doma1n.

58,
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. structures.” (p. 12)

Summary

47

The A]berta 1971 Social Stud1es Curriculum, Exper1ences in

»

Dec1s1on Makng, suggests the adoption of Raths' valuing process.

Experiences invo]ving both emotional reaytions and intellectual

understand1nqs are. stressed;. (pp. 9- 1"1 Affective objectives.ar,

! ) B , i %}
those outlirad by KrathWOh1 and aegkc1ates‘ 1964} c~gr* S, ‘

objectives by Bloom and associains (1956) ”Know]edge of

N

terminology and facts prov1de the bas1s for dea11ng with” soc1a1

prob1ems and understanding concepts, generalizations, theories and

Lot

- W N
This approach, in g1v1ng priority to valuing, appears fraught

with the sp11t between cogn1t1ve skiTls and affective concerns.

t This study extends the work of Raths, Taba and Clegg and Hills and

attempts to integrate both components more fully into a viable

process.

Q

This chapter attemptS‘to synthesize and clarify salient
p01nts to justify the u$e of a cogn1t1ve affective strategy to
c]ar1fy Va]ue issues. Such a strategy is favoured over a

basically cogn1t1ve one for a number of saec1fnc reason<

(A) Sociological

1. If it is accepted that one of the functions of the
schoo] 1s to help create personality, the individual -

must be able to make choices that are re]evant (Raths,
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1961, p 292). This wbqu-invoLve‘1mp1ementati3n of

bot. cogn1u1ve sk1115 and affective ccncerus.

The lag of the non—macér1a1 cu]ture may be haltec oniy.

by a program of value-education on a’1arg: sca]e
(Mannneiﬁ, 1940, p. 114). This would necess1tate the
schoo1 being 1nvo1ve' 1n mechods of inquiry that 1nc1ude
the fee11ngs component (Raup,'1950, . 1]8). Wh1s implies

1mp1ementat10nk8f both cognitive and affective

objectives in any viable strategy Inquiry methods

‘have not been able to settle conflicts (Stanley, 1950,

- p. 186).

The facing of issues in 1ife should become a parf of
one's development. Protectionism (wiener,‘1954) makés
value reappraisal d11F1cu1t (H“tchef, 1966, p. 245) .
An open exam1nat1on of issues confronts students with
the situation. The student comb1nes cognitive sv111s
and affec»1ve concerns in thfg exam1nat1on

1f we accept the concept of value space (Catton, 1959)
the,individua]freacté both cognitively and affectively
in developing his behavioural pattefns within a

social conteﬁt Life cﬁangés invo]ve values, emotipn,
know1edge (Lew1n and Grabbe, 19453 Scr1ven, 19665
Bruner,_1970). This would jndiCate thet a cognitive
affective strategy wdu]d be.more beneficial over a

bas1ca11y cogn1t1ve strategy

Several author1t1es under11ne ‘the eaphasis for the need
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for the individual to become 1n§o1ved'1n the processes
of social changé; thus makinggthe curriculum more
relevant. (Smith;'Stanleyvahd Shores, 1957, p. 21;
Taba, 19625 Meade, 1939; hutchins, 1. ' Rogers (1969)
and anes (ﬁ968) emphasize the importan : of self

discovered learning and the coordination of cognitive

e

skills with emotional and imaginal skills.

(B) Psychologic _

4

.The organizing role oflemotion (Leeper, Duffy,'webb,

1948) 1in directing behaviour dicates the need to
integrate the emotive component into any feaching

strategy. The cognitive base to emoticnal reaction

(Arnold, 1960; S;hacteﬁmgnd Schacter, 1962; Izard,

19643 Murray, 1964) indicates the need to involve both

cogniti&é skills and .affective concérns‘intoaé teaching
strategy:
Affective concerns are ré%bgniz;d generally as havfng'
a considefable motivationé] influence to promote
interest end student Téafning: Howevér,,ﬁost teachihg
o . . .
~ateg1es'strgs§ the implementation of the more
1ible cognit{ve skills. If we accept the viewpoint

‘oung (1959), Huxley (1562), Kubie (1959, 1967),

\lin (1967), Tomkins (1964) and Izard (1964) affective

ncerns become ihtegra? components of a teaching

learning strategy.’

2!
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W. James (1890), et (?945§w Raup (1950), Bruner

P A S Y AT \

(1970) stress the un1ty of thought and feeling.

This implies cogniti.. affective un1t§.

IT we accept the view thzt inconsistent cognitions
about the ettitude object (Roseberg,-1956; Usgood- and
Tannenbaum 1955'vHarvey, 1964) invélve decisions
‘towardﬁ congru1ty we would stress che 1mportance of a
cognition base to a teaching learning strategy with the
expression and re]at1onsh1p of affective conserns.

Piagetian theory of correspondence of cognition arnd

‘affect (1932, 1961, 1968) appears to support the

- utilization of a cognitive affectire tééching learning

strategy. At the concrece operational stage

~ conservation of affective vaiues parallels cognitive

¥

conservations.
The complexity of the term "value" makeé'any simple
definition Timiting. If theé term is denoted to include’
the wide definition given by Tisdale (1961) the
img&ica;ions for teaChing appear considerable. Vaiues-w
1nvo]v1ng needs, 1nt"hs1c motivation, preference ‘and

the s1tuat1ona1 relatronsh1ps appear, 1nstrumenta1 in
the-determ1nat1on of our behav1our¥‘}w¢e.sty]e and
'personaiity. Far more than»ooénftion is invo]Ved. Thus

%0 c1ar1fy value 1ssue >1cuat1ons more than a bas1ca11y/

'L}

cognltive strategy wou1d appear necessary. A cogn1c,ae

affect1ve~stretegy would appear to have the added
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advantage of adding‘the degree of personal concern,

commitment, and interest in the clarification. Fact - - -

would not be separated from‘feeTing. (Jones, 1967, 1968)'

Q

The success of co-figurative learning éppears'to be

dependent on the‘”c]imate“ created by the -zacher

" (Huebner, 1966; Hé]pin, 1969) and, the avoidance of
_ 5% ,

stress imposed by external evaluation. (Deutsh; 1969)

The ability to place 0nese1f in/the other person's .

‘ shoes appears d1rect1y related ko these. factors.

and Procedures s

Taba (1962, p. 44) states that reflective thinking
techniques are not suitable for deating with value
prob]ems that concern al] peop]e.fn that little

emphas1s 15 p]aced on goa]s A'process or strategy

Ao

‘that clar1f1es goals wwu1d necess1tate the" treatment

of affect1ve concerns (Lew1n, 1945 Dukes, 1955

‘Bruner, 1970) It would seem that if the concern is

for und@ﬁ&ynmhng of basic content a cognitive approach

‘would £%gmaappropr1dte If however we are concerned
_w1th“@ma1s or the c1ar1f1cat1on of a value situation the

' appropr1ate strategy wou1d 1ncJude both cognitive sk111s

\ - A

7.
Mode~
1.

"3

\-
d»a
: hl?
and'affective concerns..

2.

Nhereas both 1nqu1ry and va1u1ng 1nvo1ve the student

p1ay1ng a pos1t1ve role in com1ng to an understand1ng,

(28

en
ey
Vet
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valuing is more all inclusive to. the e%ten%fthat
personal decisions are based on thoughts and feeT1ngs
in relation to a mean1ngfu1 prob]em or s1tuat1on‘ Th}E
process’ 1nvo1ves both cognitive sk111s and affect1ve
concerns. (McCtarin, 1970)
‘ 0 3. Taba_(1§69):{n fdhmu]ating strateéies to implement
cognitive skf11$land affectjve concerns stresseé thé
" importance of overlap betweénlthe two. |
This studﬁ attempted to identﬁfy'components.pf(a teaching
1earhih§ strategy that would assist learners in the c1arification
—ﬁ~;¥“;;iaghqgéues YTW?TthTSﬁmtﬂmLﬁﬁﬁﬁmﬁe in mind the 1nvest1gator

' se1ected grade f1ve Cxasses and utilized three specified strateg1es

with appropr1ate-va1ue 1$sues. _Students wr1tten assert1pn5'and

on each value topic at specified time periods. Questions were

genérdted which could form the basis fgg further investigations.

4]

' Severa] probﬁgmé were a]so invéstigated'which appeared to be related

to the main purpose of the study. c L .

<

The ‘study. des1gn and procedures are out11ned in Chapter III

‘oral statements were carefully.examined as well as their positionsv\.

&



CHAPTER JII°

THE DESIGN
This chapter conta%nsjan exp1anatﬁon of the design that
- was employed and a descriptior f he materia{grthat were used.
The strategies that were‘deve]oped are outlined. The samples are
discusséﬁ. The value issues that werg utilized, the rec%xding and
testing procedures eﬁp]oyea are explained. The ;tatistiéé1 methods

used fc assist in the analysic of the data are also included.

13

I. Value Glarification Strategies

- The main purposevof this study was to examine pupil. outcomes
resu];ing %rom'the use -of three stratégies and involving four
relevant vé1ue issues, in the déterminatioﬁ of.a teaching=-learning
strategy which would aésjét learners 1ﬁ'c1arifying value issues.
This section outlines the formulation of strategy levels
and thé»csghjtive—affective components of these 1eve1s. Eacn level
drawé from sburces;thét stéte 1&9%5 and outli. e models or strategies
of revlective thinking'and.cognffive skhiils.” Eéch 1evea alsordraWs
ifromfsdurcés stating ideas and outlining strategies that deal with
‘éxp1or1n§ feelings, making,cho{ces and acting 6n decisions. The
1nterré1ationship of cogn{tive ski]]é and affective concerns is .
implicit in the strategy levels. If was on the basis of the rafionaIe
established in Chapter II ‘that the strategy ievels and components |
| T . |

"

(g
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were designed. _ R

\

Spec1f1c questions comprising a teaching- Tecrn1ng strategy ‘““; 
were outlined 1n éonnectlon with each strategy level. A brief |
rationale statement introduced each strategy level, Wndicating its
importance and the interrelatiohshﬁp of cognitive skills and

affective concerns

- The determ1nat}on of five strategy 1eve15 was arrwved at
as a result of examining models*and strategies of rer]eCL1ve
th1nk1ng and va1u1ng thle there appears to be a cons1derQb1e

gverlap batween these levels, the omission of any one would appearf
to lgdve a definite gap, in the nﬂocess which leads sLudents to

!

c]ar1fy va]ue issues and make dacwswons ~ The use of additional
j
Tevels could maPe the process unnecessar11y complex.

The va1ue of these styateg1es and their level components

s )
are seen as follows: / S . g .
I ’ ’ R

1, They 1nterre1ate/cogn1t1ve sk111s and affective concerns

N

which other struteg1es do not do; gor have not made B

explicit. ] ‘ o . .
2. The total cogrﬁtivé?affééﬁiye strategy can be utilized,

or e1ther the ‘cognitive o affective components .

Compar1sonsvcou1d,unus be made. Also- ccmparisons cou1d

be made to an approach thoL is relatwve]y non- erucLured

IS

© sbut gu1ded bj the lnuerestr and concerns of the
studentsn
@ '
h1s being an e p]orctory study no attempt was made to make
comparisons bétween strategﬁes inv0191ng'groups of students. Rather
S N o _ _
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‘the emphasis»was”to view some of the veriety of-outcomes that reéult
from different teachers using certain :buategiés wiih selected value
issues. One of tqé‘purposes in mind was to formulate a value
clarification strategy that appeared to be supported by the raticnale
as outlined in Chapter II and the results of the aha]ysis as

reported in Chapter IV.

IT.- Value Issues and Materials

K

The selection of value issues had to take into account
several factors. Re]evangy, intefest;'novelty and scope of the
_value issue were considered.
‘ Relevancy appeared to be most 1mportaﬁt. The topic to

become a

&alue issue had to be jewed by students at the

and solution. The interest facthr was considered -

important s

sthat the students would more 1likely become more

meaningfully involved,

to involve the students in value issues which had 7 previously

been discussed in the classroom.

the students Wor equal amounts of time ai
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might not be suitable to hendle in the 1ight of this restriction.
With ﬁhese consideAations‘i; mind theEse1ection of value
issues was made. Students in two grade five classrooms wera~a§kéd
to write down whét topics they would 1ike to discuss in their social
spudies classes that seemed interestinéAand presented something of
a prob1em.~ An example was given -- the topig 0. the "Indians"
and the question of whezher the white man is pfejudiced égainst the
Indian. This example was ghosen because some ¢lasses had dealt
with this as a‘va1ue %ssue'that could be discussed with students
in Dﬁvision 1T (Grades 4 - 6) classrooms. This had beeﬁ'an exahp]e
of a value issuz that was guggested-fur ;é@cher use ét this Jevel.
From the topics suggested by students a Tist was déve1oped'from ,
which feur topics were §e1ected. Thes€ were: Snowmobiles,
Hitéhhiking, Hunting ‘Big Game Animals and CapitaT Punishment.
Information was pfepare& for use‘in the selected classrooms
which would prdvide the nécessary basis for students to clarify
value 1ssues~re7evént to the four topics. ‘This information was :
prepared by the investigator. Hritteﬁ material from a wide variety -
of sources and represeﬁting diffferent ;iewpoints was collected with
modifiéatiohs made to render if appropriate for use by grdde five
students. Simiiar]prictures and pictoria1;representations were
gathered and selected for utiliZAEion. Thus ail c]asses’invo1ved.in
the study utilized the same materials for each value issue. Each
week %or a timé‘period Qf'four weeks a new value issue‘waé discussed
in the seTécEed classes of gradé five students. _Dur%ng the time

the pilot study was in progress the teachers that were to be involved



o
in the study.itSelf observed.. As a result of these observations
the nature of the mater1a1s to be utilized by the students was
nodified. L ’ :

The source of materials utitized for-the value issues came
from provincial and federal government departments, neWSpaeer
edftorie]s, and 'newspaper photographs and editorial cartoons. . The
.meteréé1s were all current an&iup to date.‘ Modifications were.made
to the wr1tten mater1als, espec1a11y the editorial viewpoints, 1n |
terms of voc¢bu1ary and sentence—structure Provincial laws and‘
‘statutes were simplified in detail to dllow students“to'readiiy
comprehend the specific regulations. Dur1ng the preparat1on of
these mater1a1s the teachers irvolved in the actual study made‘many
of the suggested chaeges to determ1ne the suitabi1ity of the
meteria1s to be used in their é1asses The 1nvest1gator met u1th
the teacners fo11ow1ng class sessions of ‘the pilot study, and.
a1s0 w1th the teachers in the1r respect1ve schoois By the time the»
actual. study was about to be undertakee the mater1a1s 'to be
‘utilized by the students had been determ1ned to the sat1sfact1on of
the teachers involved in the study. qu1es of these mater1a1s1are

provided in Appendix A.

kv i

ITII. Design Procedure

H

- The design of the study is diaggaﬁmed as follows:
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‘ CLASSROOM

Value

Issue I ' Y T T11
1 Open » Cagnitive-Affective Cognitive

2 Cognitive - Oper ‘ ) . Cognitive-Affective
3 Coénitive-Affective _Cognjﬁive ~ QOpen

4 Cognitive-Affective. Cognitive—AffectiVe CognjtjveiAffectTVe'

>

Three classrooms served as the treatment groups in this
exploratory study. An additional classroom served as a non-treatment

group, which did not participate in the treatment apaft from

classrooms. Fach droup used three spék egies, using a
) o - ' - .

different one weekly for the first three 'éfi§sués. On the

fourth week all ¢lasses used the same'stratégy with the same value

o
N s “

o o . : - et

issue. . | . s
For ghe cognitive strategy an attempt was made to'minimize

the occurance of affective type questions and responses. The

, : |
. teacher's main role was: to faciiitate discussion using the

éogn{tive,
.quegtions.that were spéci%ied by‘the strategy. In the case of the
“cognitive affective s}rategyAfhe'teacher's role was similar, but in -
addition toFCbgnitive quéstions an equa] number bfbafféc£ive—type
qqestioné viere aéked at tﬁé five strategy Tevels. @% this Strategy

“the teacher endeavoured to give equal emphasis to both kinds of

-t



‘questions, and at the same time gave the_saée;amount of. time
fstudent response and interact%an as with the'tqgnitive strategy.

, | %

For both, these stratyg1es the teache: directed the student
disqussiOn\witﬁ'the aid of the.questions at five strategy levels,

C

fo i]ow.ng “the pabcern of 11ve d{}/fgforLy to forty-five minute

perwoas of class time. } - open strategy the teacher introduced
o2 SLUdePLS to the value iSsue hy ma!1nq sure the stndents understond
7

the ﬁnformatioq that was preseﬁted to them. Therezfter L.z pupits

- . y ) .. . ‘I . » .
raised questicns amongst themselves and inte afbed vichout the

teagner directed juaestions. A _ . -
The 1mport§nce-of>e§tab115hing a proper atmospheve vas
emphasized. ‘Ratns, 1962, 1964, 1986, p. 168; ileux, 1971, p. 75

’ N X . | g ~ LD e . K R ‘; . ) '
and p= 856) - Students had to Teel thé importance O7 tne TtOplc, show

{D

nithusiasm and Hecome motivated by on-'in the sense that

! - - . N A . ., *
the clarification of the;va&ue issue wast of significance to them .
oA . RN >
-~ and influenced aha.?1ve of peop1c besfdes toamselves. ﬁghe_ﬁeachér

A

had to be' strained |rom the urga te17; These.factbré:Wéra
- ) \\ N . v
d1scusspo with Lhe feachers 1nvo1v d avd durnng the COUVSE‘Ot‘thE

il 2
‘pitot suuﬁv DzOCQOJCES wdre refined wnd“Ehe role of the teacher becanme
c1eaVE? in tne conducc of{an SL”d\ B B

thb basic: probeedr” was as follows: - . -

N

i. On:the firstudav Lﬂ;/u_dﬁﬂer WPOL@ Lne 'oanr on Lh"“

7 blackboard and the § ents comu Led a semartic -
d:fferen(.QT test. on the topic Fo?@owihg'completion- .

0 ithe test the value guestion was pos $zd to the class.

L

TSeme dnformation. that was relevant to the wdpic vas



(]

presented to each of pupils in the class and the

teac the stv z2nts understood .its

meaning. the same Tor all thre

cognitive and\cognitive-afT
2 \
ific questions wWere d;rected by

in the cass 27

strategies sn»

teacher. to tne class. In the open stroiegy, this was

not done end students were free to discuss what thdl

considerad velevent.
A e - o i Tt R | I T R
U L oottt ua sy UL LU 1al 1 I’:“I&Ulll’v:, ot O
o : ¢
carioons etc. were presented in.eacn treatment group. .t

On subsequent days strzeegy laval guestions were
followed when using the Two tzacher directzd strategies.
i strategy the students were Tree o discuss

issue in any wey tnsy saw Tit. . Th each
strategy, hovever. a briel seview “ook place 71 & few
L ! , Ny
minutes =t ~he start of eac . nert o u. Also The nain
poists ¢ studescs’ comments were recorded on axperience

> .
e T i~ o DA el Sem s S e et ~ i,
che mis These wer:s usac Tor the feviaw thet took placs
: , . ‘ , .
Tz T oanen. ~trce marde ‘
scart 07 -2acn- €, 155 peritd
- \.
- R - Ve SR Tas 1err s lagonac AT 1\/4’3(‘1 ‘ ’
Sootoaiius dap o zaltl g e Lz TI35352% Bl B VO TVed
- \ ‘ . - ,

Tor i

igsue and

ol
- . 4
: t,
[T~y ars l‘*m‘- oot ~ o Tacc:
VIR E LISEC DY b L 2E 0 aASsESs
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1
i

record ‘their personal thoughts daily by uti

R

!

izing; five

. inch by eight inch “thought cards". . The students|

02

.\‘

. O

outlined in
usad “n the

‘modif?ed‘as

students' personai thoughts and values.

& completss

recovﬂed their thoughts in the five minute period a2t

the el of en h class period of discussion and handed.

i
|

them in:' At the end of the Frideay's period the

students were askad te record 1“o1r MFimal

l

decicinng

on the value issu=z that they had been discussi'i Yooy

“he week. This Iind of procedure vias 51m11ar to ongs

conducted by other investicators researching into

/
£
/

laths, 196z,

1964, 1965, Higginsg 1938 Szndferd and Seiders, 1870,

Post-test .0x|3 of the semantic differentia’

. L.

administered fol swing comp?etion o7 Friday’

A >

topic'fo?iowinglche waek's discussion.,

foilowing como]eticn of the poSt~test TOrm

~

Torm was c0m7m15tered 0 fnﬁwcace Vh nature of tne

. . v o > .
studeacsoaositic and any change that mayv
place., .. ¢ » ) .

' R . . - T :

AppendLX'B.

viere

"Final"

~decisions o, ind cate Lhe JLLCCﬁLSN p031 wows on tne
Sve yeeks

post—posg o

69

'Students in each of the treatment classes were asked to

~7



. " ,q’ N . . ‘4
techpicue was somewhat more clearly definad as a. “esult o

b . .
While the study was in progr:ss tne investigator observed

the pupils in action-in the variar® classes.. S-me of their comments
and reactions wera noted and their participatiocn was obgarvad. Tn

order to check to see i the strategies were b&ing closely followea

some of  the class-.sessions were fapz recorded. A summary of

these recordincs is outlined in fppendix C. The questions presanted

Sy

o e AT
hy as the cesponses resuiling 1o

-

- h Tan~hew
Led

~ v
el RS R “
.

¢

student discussion and interaction. .

One of the greatest chailenges Taced -v the teachers in

N A}

the conduct of the study was the adoption of a somewhat differ-nt

Jeadership ro?e}’ The teacher had to restrain herseld from ithe urgsz

i

o tell. otherwises

o

L. o L . . . .
restricted somewhat.? The. ik Rer's role in handling the discuscion
F " ' N

7
. - - 1
dichssioqﬁduring the period that the pilnt study was in progress.
i : e \

. ' - a3 \ E s
L X ':' . - -
'&v,' Tne Samples T , o

KX " . . . .
i . . )
: P

\-

Pricr to the main study a pilet study was carried out..

One-grade Tive class. from an open-area scnooi™ .o Edmonton
. o . ¢ ’ s N AN 2% ‘
oL W . . B . L ' .
partigiveced. This cless wa's not used in thz main studv. Thae
A N A ek
D “ he piist siudy weve 4oiobsewe She chritdian’ in
PRt , A T ‘ ‘

LT R - S, . o T . : o . R
TTacelon, U0 note »’cheﬂ”‘rea,c‘gions o the materials preseinter ©. Chem.

2o slarifty the s™ratery level questions. o specify the vrole =7 the

R AT ey U SN . N PO
cne different stratecies, and to Tavoive ohs

teacheirs who hac agresed fo paviicipats dn the main siody. w35

- o

2

y.and sharing atmospiiere would rave baen



preceY

("

L 7

4

srgsult of the pilot study the investigator was 'able to checlt on the

'

N

uitability of the materials utilized and the time veriods that

RN ; S ‘ . .
seemed most suitzbie. Results of these observaticas and suggestions

’

mece Ly the teachers heined to modify and clarify the use of
secarials and strategies.
Prior to the Chris wolicay period th= investigator

mede-‘a request to tha Edwmonton Pubiic School Board for six grade

o

Tive ciassrooms Tyom open-avea schools. The principals of four

:

schools were contaected and tegether with the social scudies

5 N . - . .. ~ - L \
consuliant for the Fublic Elementary Schools three classes of

grade vTive ztudents from -wo schools were.selected to pariicipate

i
'

in the main study. One class was seiectec as = ngn-treatment class

and anciner class was-selscted for th pilct study. The
4 . . . // N s .
ifivestigator met with teachers at the grade Tive level Tromsghe

: . i L
schools that were aliocated, and explaii

n

ied-the nyture of the study

to them. As a rasultc of these discussions five teachers

’ N

< volunteered to bacome wwolved in che study. Theesamples used in

[N
. R ;
/
, . .

tne ostudy ave summarized in Taniz o o

The ‘dnvestigator considarad the piiot.study <o be most

{ v
s T . ’ ‘,-’ 7 - S R I TR . N s ' '
valuable to vasoivz problems reianing 9 stritegy dmpienencition,
. T+ &N \ - . g -

: ! - Lm 2 4 - ?-"-u P X AN 2 1 o . T O S . = ] .
student veactionsy cittelility of materials and most “mportant, Ce g
) e ) S . ‘ .
Cosstvemeitg oot Ceichersoing o voluRTested Coobieome ipvoived dh oo ‘

‘ T a f,. .. R e L .z T '
the main 1Tewas Tegraaa that o vestigatorsnimselt conduct
o pitet sty dn the gne rade Tive class.  The principals in
B cow, ;-«:'. ¢ ) : - . . [‘q._m
the two scinools winttsz grade Tive cizssas.were.-to becom: invalved-in
the main study fgvraed thet their zachers who were ©o conduct ,the
.- . = - o e . - . v .
% . S o » v ' X \
C). ‘ » . : ! ’ ) ST .
w . - L N .
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TABLE 1

DISTRIBUTION OF SUBJECTS TV CLASSES

School ! ; Boys' Girls Total

i 14 30
I 18 29
2 16 IR 30

. < . g
o Y, vhon-Treatment . 15;:&9 . 30
. L ‘ . &
. TOTALS o 74, 149




e teachers were compietely avare > the

73

program could attend most of the class sessions of the pilot study
e . s L . .
that th2 investigator conddcted. As all the schools were in the one

aree the teachers wou'd' ot be absent Trom their schools Fer much
. t - . \ X e
more than one hour. A1l c¢cizsses were in opsn-area team tezching

arrangements. and the freeing of the teachers was faczilitatad vwith

11tt1q,difficu1ty. In one case the principal glzdiy &aireed 0 take

Y &
<<<<< ¢
{

By \

the -lass for tne hour period esach day.
Becaus : the design of the study required the participztion

-~

of classes of students using thres differing strategies the tsacher

variable was considered to be a dominant factor. To ensure that

dils of the prograf, their

.

cr

e Iy
inyo?ﬁement n the pi{ot study itself appeared crucial. The_pilot
study was. fbnducted Tor the fou Zyeelis of February, during which

. v kel
time the investigator conduc;édsthe class daily utilizing ths
matarials for'the_foqr value i§§ﬁes with the inree strateg? :s.
One teache ®was 'pressnt for al%osi él? seSsions, znother teacher’
Tor 250Ut tho-=hircs and the"ther teacher somewhat ~:is. The )
invesT.zator meo with éae‘tea hers regg?ari& t0 di&tusslthe natur:
oflthe program's imp]émentatf}nﬂ
t‘?ing fhé;coufze o% ne pi?ét study th:\teachefz»who .
‘partSciratad in the main“study';bsarvea 12 g25 '
' & _
of the cizssvoom, studied whe usa,of the thres
v'.é éyestiﬁﬁé@ thevémoﬁnt‘aﬁa natuhe of oh
r ! ‘ . . ' ! . N l - .
use of materiais, D1ackiqard afd axTaIrianc. oharis 3n§ t;;:
inStrumentation_ortcéuufes.xfﬁs & reéuft'of méeifn;s wity the
Jfeacnsy aqe revisions wore mece S the shormation pres. ted, and
N 3
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it

ne p.ocedures bJ wh1ch‘uwe students recorded the1r thbughté.
Sbrauegy 1eve1 q993u10ns were made moie >pec1|1c,'and bne roie or
the teacher Nluh re:pect to LuCh erategy was more c!ear]y
do%erﬂined The Leacners as a-result,~were clear as_tb the naturé
he1r'ro:e3 prwor to the beq1ﬂn1no o:.the actual study and
were comp]ebelj familiar W1uh all aspects of the study.
| The:maih-stqdv ook’ plara ntrwno Thé four weeP Deriod QF
Maf&h, 1972. Two orade fiVe c]aserOms ULTx? zed viere fr0ﬂ the

same school. -These ciasses OLC[D]Gd de{EXGHL locations within

the open - a“oa schoo] plan, and s feac’zrs condu# ‘ed their
S o ' )
classes at the same”twmes.daw1y. " the othe school the

-

ciassroom was also in the open 3ve: in a'l ¢ resz classes the
pregram occupied & forty-five minut. 22rioc 5{ time prior to inz
moraing vecess braak. .«

R ‘ .
Three subjects were exciuded

NP ,."

udy D°CdUS° whey
“issed one-fourth or more of the study tims. This veduced the

numbor of students in the threc trea” ont | ~oups from 92 to 89.

Y. The Heasures
..,_:7, 5 Co “
Thig was en expioratory studv., Tr: stratecies smpioyad
- . [ o .

.

Thvol fia students in a co“oxderamh amount o

i

cizss interacition. Bacause of khe (imitatons of the jsampies thet.

ware used no cCripaisens beitwec ciassas | are sntendecs catner

el s e cEigetor was o eknlioe in gregter RPN
intenciorn cof e Tnvaseigator was S0 2Dl e ViR greanaer oot

wy
v

udent outcomes ressiting from such a st.dy. Hith Timite  numbers



"in the samnle the investigator:vas able to‘ana1yzé a variety of
student outcomes, énd nbt be rpstr1cted To the measurement of “end
outcomes” |

As thc main purpose On‘the ”tudy waslto sugges# components
that v ouid compr1se a viable ueachinaw,earn1ng sbrategj by which
students would be assisted-in the ¢’ arification of va]ue issues tae

7

Cinvestd ’OT sought to gain information continually from the students
&

aken that

during the course of the entire program,

this continual feedback did not interfere with the précfam prope

3

" or that the studenis would regard thnis aspect as a
" .continual feedba ck from students seemed tc be most desirable to
gain as much 1nrovwat1on as poss1b| the 1nvestigator'endeavo;rnﬂ

to make this an integral part of the actual program. Student .

interest in this aspect of tne Program’was‘considered essenti
The completion of semantic differential Torms at various Stages
was to be considered as an interesting.cha]]enge. The expression

~

“Lhoughts on paper was not 5o ta,chougit of as a chore, but

rataer as-a challenge to the studens, to nut down thelr own
personal thoughts about the -alue issue, many of wnich thay did not .

{ -

»

nave time to express i the ciass discussion sessions. »
W - o . o
While the s udy was in progress tne 1nve5t1ga tor observac
#he Hupils 4n action on variouws occasiens. Some of theivr comments
and raactigns- weve noted and the'~ participdtion gs’ observed.
£ S - E . ’ .
B wastigelor interviened Tour svudents, from ezch classroom

veekly Using the clarificé “on DF’”OCUXE as deveioped by Chadwick

(186%:. As &-vesuii.ov these intervigws'verba? res ons; is were,
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gajned from over half the students in the. treatment classes.

A semantic diFferential test was ac. wfstered to the
treatment groups prior to the start of discussions oﬁ each value
155Le, upon completing each va]ue, and five week s Tollowing
.c07p1et1on of the SLUJy of eacn vc1ue issue. -Thisgfnstrument
indicated the student's position with respetﬁ foveaj
at various times. |

Tn addicion, 2 written questionnaire w/s completed by,the
_ , 5 . ) .. . o
stucents following completion of the study and the teachers

[y

involved were asked to comment on their exeriences resylting from

their involvement <n the program.

Additional information was gaifea Trom the students’

Uﬂu] e record ca"ds Inteliigghce scores, family baclkground

and student’s incerests were nofed ig orler that thé samnls couli-
S - T

in the st gdy are SLWﬂaw ad as fol;ows

| .
G311y weitte \vhoughus as eApP ssed on 7ive
N : i _ ,
2ight inch Lnough; chds and o@c1510n ca ds.

ce adequately descrinad.
The measures use

1. Students!

2. Students' erhal IespOWSeq as reco; ded in 1nbe”77 aws

3. - The student's po<1.10ﬁ with rvepect <0 eacn vaiue copic
as e Su‘—ﬁ by Pre,'Postranq Pdgt-?ost‘fornﬁ-of &

seaanL;c divferential.. o L

. __‘\v( . .: - . L
4. Information}lfined from'ouestionnaires compieted by

SLudean 101(3w1r0.comp1et101 of the ;ULd/

5.t InF owMCuxow ra1ﬁec by, ODSEFVQITOJ\dnd reactsch Trom

¢

: \\



Each o7 the above will

;0 this particular stud

1. Uritien Responses to Yaiue

the teachers and students. ‘ A

be described in some detail as. chay

Y.

Issues -

The students were asked

TOoexnU-

brougnt out in in

e investigator as

w

tadents were givean che opporiu
?45><?966, pp. 130-4).  ggin
usedosfmi?ér Teennior e

cleritication. This techmiaue
the conc: as and thoughiz of :h

students 2

Jramiar wWerz CO"(TCGT","&E N
A TR A - S S ISR VA -
s condunted as Toilows: de have

Y

i ) . ; 3
i -2 . P b ey P R o e ey
> heriod ans rove dV3CUSSeT many
AT .
vy Y , % . ; . . &
FATE S .

wnich was nande

to rec v their vhoughts daily at

e classroom discussion. This was

arn effective techpique when the

nity to exprass themselves freely.

s 119388} and Senciord and Seiders

vren ostudents were engaged in vaius
s designad o ¢et directly et
L / - .

e studcits. Seéing this information

i1y thvougnhoul the duratior of
’/

trougnts

VAN
0L Gun

StaiEents vwere.
S

ts dn sontences or Moyt

¥

235 var

anous Five mimu’zs

jdgas and
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/€

”lfﬁssue. There may be somevothe%s that you think are 1mpor£ant that
Qe have not discussed. See if you cen put down some of the

'thoughts that you think éfe good, those we have discussed or those -
tbaﬁAkou {H{Hk‘are partfcu1af1y imbb?tanf that h?ve not been

discussed".. A
. . . | y
The sheets were coded and the students knew that these cards

A

would not be used in any evaluation of their performance. The
-teacher on occasion would say, "I would certainly Tike to know how

you.feel about this issue, because 1 think you zan provide soue
realiy good ideas, -and there are many tThat we havz not had time
. B .

. ”’, . . ~ o ) .- )
to discuss™. In th2 perigd on Friday the "Thought Card” was

Y.

r
. Lyt To PR ‘o oo PR - o2 g
<iake their Tfinal" decisions about ihe particular value issue undey”®

replaced by a "Decision Cerd" as the students were encouraged to

'

discussion.
The.administration of this technique weo refined during

the pilot study, the time alotted and the nature of the instructions
that were to be given, as the studerts were to e encouragec TO.

express themselves as Treely as nossibie. A psycnologizally save

classroem:climate was reuarded as essentigi. (Raths, #0966, .p. 168)
Since the.feedback in terms of students’ vespenscs wes cumulative
ari continual the investigator felt that.suci information ahd

[
[

subsequert anaiysis could provi’ & ©hsis Hr escablishing a

valuing clarification érogeﬂure»th%t mighy he utilized for studants .

at this grade level in the elementar:” - chool.

During the course of the pilat study the investigniar -

ks : -‘
S . 2 sy EN .y . Al e . ~ S P o . L -l N
cathered the thoughu cards and cecisicn Z2vns 70 =Ach student.
G an, , :

» . ~



.3 ¥ - . o . .
. statements.  Botn Taxonuniies, o7 cuuua cional Oojectnves {BToom. 15
] E

.

\

© students would have rzached The mere advanced stagzi of morai

79

For each student ﬁhe,f%ve cards for each va}he issue were sorted
together. The’investigator carefu]]y_scrutinized the student's
written respdﬁéés in orden.ﬁovrecognize some ¢ommon elgments-in
the nature of responses and tpkéeveiop some kind o7 categarization
sysiem to essist in the coding and subsequent analysis of the
responses. ' :

During the time OT n1s exam1nau1on the investigator

_.reviewed various CaLDgO|12at10n Sch;mes LO classity wfiubﬁﬂ

\

(&
o

°

Krathwohl, 1964) were care|u11y & am ‘ned in the hope +hat the
- }
studanus wrtuceu assert1ons m1gh* b* c1ass1T1ed in cccordance‘de
categories in boti domains. The “c,_nu M. C S. S YearoooL (1271
. ‘ L . a N N
describing strategies aru procedures Tov,tiue>anas§s1§ vas also ;

Ky '
P

carefu?1V‘examined.
BecQuse cﬁf SdeEﬂL) wvo]vnd in’ Ln' study viere

pﬁﬂd0ﬂ1wnnulv lUPCh\iqlng at r1aget,$ Tevel of concr ete 0“°rations,

consideration.nad o be noted as @o~thevkind of'responses that

wouid be expectede lmp11catwons o7 ego devalopment Lhﬂorv (it.C.3.S.
7

1971) ;ac‘to be conswdercd a1so for-the development of capabi1ities
f . s

for valu clarwfﬁcatwons For eﬂamp1m, it could not be expecied
=hat che studenis could utilize 217 components of ”ie two domains

ot the caxonomies. Simiarly i: coulc ot bz axpected that the

deveropment as proposad by th??frg (1963) 4and Loevinger (1966).
~ .l . .i . i .'; . .G‘r ~ '

After raviefing the .iteraturs in the gbove Tields and &t
; ) L) = .. - ' P et
the seme vime carzfully examining-the responsas 0T sTUQeALS On Lie

a4



thought cards the investigator concluded yéat the respbnseskcou1d

be divided bas1ca11y into factual statemerts and Va1uat1ve

stzicments, realizing the unity oT.both. (James“ 1890, Scheerer
1954, p. 123 Rokeach, 196C, p. 399) fhe students‘ WPitten
resDonses cou]d in ad¢”tion be further subd1v1ded wwth respecL to
the fwrsL three Cacego‘1es of the B’ oom (1956) taxonomy and the
first three cat teqories of The (rathuohl- (1964) taxoncmy.. The
iﬁvestiqator rea]iZed the arbitrefinese of such a classification

scheme and the apparent deg ee of overlap both between cognitive

-and af ct;ve seatements as we1x as between the subd1v1swons w1th1n

eacb. However, some ow‘bhe divisions seened more "natural®. _Iq

S

o{rers it seemed more'arb*trary '_In spite of the many weaknesses

of develoﬁing such 2 scheu the THVOStxgatOV axtémpued to Hve\/wse a

K

“he student a' wr1c17n statemenus

,.

cauegor.7ae1cn p ~ggedure To

‘The investigator afier caretully seruiinﬁzﬁnq the stateﬁents

*Swfoesidered that most of the students' factual sLatemen

~ T

ty Vude the 71 SL tnree 1eve| of BWooms cogn1t/ye

 §'“nbu1~dge, comprehension and application. KnPw]edge
I, /‘ i
11eealx 01 soec1l1es, mechces oﬂd p“oces>es '

o e L " . '
sion at ti- nwgnegt:]eve] deait WJLh the-abi way o S

b e N

W interpret -and develop conclusions. Apnlication ihvo]ved e

vy - [l N
~
L

. . . S e oo~ / - v : ! .

ebiiity to.predict resu:ts:and cpandes. deux (1971) ceﬁs1derea that
: 4 e A A , 5
A~ . ) - to ..,../ . .

Tactual ass:f[ﬂows mad by szudents couid .2 ciassifizd according to

whether thay ﬁere»pantwcu1ar; genc ~al o, L,nuitfﬁﬂa]‘f A particular
asserition was a simpie statemenc-oaseo oil stati%tics; Tact-ov
observaiion. 7rgzinenz] assertiom was A deductﬂcn-based on pavieicular




NG

these three types of. aESC|L10nS end- the . vcts of 81oom ° taxonom/

- !
fold division ofpfactua1~assert10ns_3nto particu?ar, general and

- Rece1v1ng did not rea11y 1nvn1ve a written response and a'basic'

follows:

‘,lfj. e . N ’
\a - . : : - 81
A : v ~ . . . - * ' ] Lo

racts A conditiona' assertwon or ”1f then“ assert1o }ndiczted

R

a probab]e cause ffect re1at1en ip. The s1n11ar’tj Jetwe n
% &

o

hwas apparent. “The 1nvest1gato. thus decwted to ut11:4e the three

»

conditional. 3
-

krathwoht‘* (1060) La conomy of eduoationalfobjectives in

" the affective domaln was 51wd1ed w1th the intent to categor1ze

student statements that were not classiiied under the three

d1v1s1ons of factual assert1ons The first three 1e§e1s of the
i

affective doma1n viere: receiving, respond1ng and Va{u1ng At the

first level the .oncern: was the attend1ng of the1=arner to certa1n
phenomendf Responding 1nvo1ved a w1111ngness “and sat1sfact1on in

response. Valuing included-a preference for a value and ideas of

)

»°
W

.
R
/

—

conviction. The jnvesttgator in the'1igh;éof:§hjsuframework' B
endeavoured to devise a classification sc e to code the_student ‘

fresponses thatAappeared to be primarily in the affective domain.

subdivision was made between the value response and the va]ue

preference. After carefu]]y cons1der1ng all the students' responses\'

in this area a further subd1v1s&on was inade between those responses

and valuye preferences that were unsupported and thc 2 that were
supported

inh summary statement of the categor1es utilized in the

c1ass1f1cat1on of the %tudents dajly written assertions is as.



< ) ﬁZ
- " i <" |
SAL Eectua] Assert.ions
‘ ( 'T. pariicular A .
: 2. mﬁenere1 J S \25;{-
) . 3. ’Conditiona1' - ;} . 7

B. Va]uative‘Aésertions

1. Response ‘4 o 5

/

2. Supponféd}Response’

g )

3. Preference ‘
4. Supported Pne%erence
fhe 1nvestigatdn developed a c1assif1cation syétem;for‘coding
students' written assertions and gradudte students Tn-e1ementary
‘educat1on were used to code ‘a samp1e of the assertxons ’ 6nrﬁhe-
bas1s of th1s 1n1t1a1 feedback the sysiem was refined and another
sample of assert1ons was coded. On the‘bas1s of theése révisions
a more detailed and precise c]assification system for coding
students?ﬁgritten'assertions was deJe]ope@., =
g A-sdmp1e of s{‘tudents'l written assertions was next presented |

~fo‘a pane1'df three judges to.code according tofthe classification:

scheme'deve10ped by the investigatdr.“‘Three studentsf\assert{ons ’

from ec ~a three classes for the first value issue were typedﬁf
onto e ‘udges were asked to code the students' wrié%en
assert ac:o aing to the classification scheme. The same

procedure was f011dwed for the second value issuex Once again on
the basis of feedback from the Judges some minor mod1f1cat1ons were
made to 1tems of defxnxt1on in tﬁe scheme The procedure/ﬁes then -

repeated for va]ue issues three. Jnd four. -~~~ - ¥



R o 83
’ 4 .
G‘l
A statement, of the c]ass1f1cat1on(system for cading students

;‘«‘

ps. Y
vitten assertions is out11ned in Qpendix

~ " There was comp]ete 1nter3udge agreemenx on 62 3 of ex am1ned
assertions in Issue I, 78.8% in Issue 11, 89. 47’1n Isshe FII, and
. 86552 ?ﬁ Issue III. This was from 544 wr1tten assertiohs,
‘ drepresenpingfll.Q% of the tota] number recorded from the. four
“issues. | ’ : ’3 ) |
As a resu1tnof feedpacf gained following coding‘of students'
wriffen assertions from the first_and secdnd nalue issues some
changes in definitions were made. This'appeared'to contribute fowardh
the higher\ffu11 agreements" reached-in codfng students‘ written .
N\ assertions in value issues three and fphr. t appeared that the
} judges beeame;fami1ﬁar\witn the eoding procedure, ths definitions
used and wer% ab1e to cdde'mqge accurately accordﬁng to the .
c]assificatidn scheme.‘{The jué&gg\ﬁaa strong backgrodnds in the
social stud1es area and were aware of va1ue c]ar1f1cat1on procedures
emp]oyed with e]ementary school pupils.
One of the ofitcomes as. ev1dent-in the writfen responses
S 7 and verba1 responses of students who participated in. the study was
\ \\the development of a degree of soc1a1 sens1t1v1ty It appeared that
many of the students were.concerned,about the‘r1ghts and welfare

*

| of others,‘the\envirpnmental'conditions and the importance of
~__ - }
\\\\\\gnima] Tife. While it was expected that students would have some -
. - L ! ‘ ! . -
- difficulty in assuming the roles of others, some children appeared

to show some identification or feelings: of sympathy and.empathy:

Tor other human beinbs;, (Wright, 1942; Rogers'and Long, 1966)
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!

As the developm~t of IEQ]]”QS of sympathy and concern for
othens appears as @ s1rab1e gca] cf soc1a1 stuo1es educat1on the
.investigatorvattunpted to 1dent1ry stateinents ihat porirayed this

'feature T~_ same statemen g *atﬁwere coded by thvee judges to '.f
substant1ate the categor1zat1on procedure uere used' Three d1ffe)ent

-

Judges were used who also had strono backgrounds in soc1a] studies

education to see if some agreement could be reached regard1ng '
those statemen'" that appeared to show - fee11ngs of sympathy,concern o
for the we1fare of others, en virorment and animal 1ife. L

- Exmap]es of these statements were indicated by the
. e ) A o
investigator, definitions’made clear and the judges coded the

~
same 544vstatements’on a yes-no basis. There was'complete interjudge-
- agree..ent on 85% of statements in Issue f; 85.4% in Issue II, 91.4%
in Issue 111 and 89 9% in Issue IV.
" The 1nvest1gator then coded the students written assertions
for a]] four issuesfaccording to the c1ass1tication’stheme jnc1uding

the samples already coded by the Judges. Similarly the same

- assertions were checked on a yes-no basis'for 1dentification.

5
e

.ZT_ Studd//s Verbal Responses--As RePorded in: Interv1ews h

Cond‘cted by the Observer

- TRis study attempted to overcome some”of the weaknesses
' ‘of earlier studses wh1ch}te ded to re]y comp]etely on the students
written responses Jin explorfing the va1u1ng process of: e1ementary

pupils. (Higgins, ]968; Sapdford and Seiders, 1970) McC]ar1n'(1970)
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and Boags® (1970) pointed to the expression of personal feelings and

1eve1 of affective involvement which oou]d not be determined by
paper and pencil procedures “Raths (1966,)pp. 149-152) referred to
the dec1s1on.mak1ng_1nperv1ew as being idee11y suited to‘va1ue‘
clarification. More recently Chadwick (1969) oup]fned~and tested
an interview tephnique for the expressed purpose of value
clarif{cation. The investféator considered the suggestions as__

put forward by Raths, but genera11y opted for the protedure as

outlined by Chadw1ck' A sum%ary of this va]Uelc]arification b

r
procedure is presented in Append1x E
> 4,»(;
/

¢ (.  The purposes of this va1ue c]ar1f1cat1on procedure were

“ae {follows:

1. To determine how the students feel about the particuiar
N | |
value issue. . ’ H

L

2. To detennine what procedures ar. .seful to the students
in he1p1ng them see things clew. iy and.make cecisions.
3. fTo iscerta1n student reactions to these kinds o~ va1ue_
vc]ar1f1cat1on'procedures in the social studies,
«& The 1nvest1gator conducted all of these value c]ar1f1cat1on
1nterv1ews during schoo1 t1me fo]]ow1ng the c]as;room per1ods The
1nvest1gator had met with all c?asses-before the 5eg1nn1ng of the

study, had talked to the c]asses and shown slides on the U S.S.R,

and France. The students had just completed ‘work on these countr1es

and this served as review periods and gave the students an inside

" view about what these countries were Yike in terms of 'its people,

schools and way of life. As a result of these:sessions the



investigator was known/to all the students in the classes beforehahd,

and 7t was not qUite the same as a,totai stranger conductihg'fhe
va1ue cﬂarification 1nterview,§éssions: Eh many cases teachers
reported that §tudents'were eager to have the interview aboﬁt
the value issue that fhey were diécussing.

. .. :
The investigator conducted the interviews on. a regular

4

B Y

tima schquié duying the entire time the study was in progress.
Two_students_fr fn each classroom were interviewed on Weahesday
fo]]owing,tﬁe“' assréom sessions and two other students were
inte?%iéﬁéd on Friday following the completion of the discudsions
of the issue. The investigator spoke with the student iritially |
and endeavoured to pdt the‘student cohp]ete]y at ease, fam’liarizing
him with the recording procedures'thaf were used and oftén h
j1nvo]ving'the"stuc * in how this particular tape recorder operated.
The time fequired to put the’students at ease naturally varied with
the individual, the actual time of the interview was usually within
the five minute period. The questions used by the invesfigatdﬁ;
‘reiated to the Qurpoées aTready‘stayed and the wording 6f§§6ésfiqhs
and responses made by the'jnvestigatof followed the Chédﬁick’va]uej
clarffication proced%re. In this way twelve students per weekfw;re
interviewed, four from each c]aéé. In the.course of the fouraweek
beriod-the;investigator thus fﬂterviewed fortyﬁéighﬁ (48)'pupi1s
which.comprised-fifty-four per cehg-(sﬁ%) 6f thqvtreatment samp]e..
The investigétgr théh attempted to determine fhe nature of -

students' ‘verbal responses .in accordance with the purpé%es of the
interview and the&quesﬁjons that were asked. The analysis of these
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Another measure was sougn 20 determwne tne nature of che
A 4”{‘ '

student<'f 'fﬂfw'w(*owardb each v§1ue topic at d1fferent stages

dur1ng 2s :#fﬁ; The 1nvest%gator explored the many attempts to

deV1se genera11zed attitude”$ca1es in tinis field but found “hat
e1therﬁthe SUCCESS of ﬁhe sca]es s 11m1ted or that these were not

i ut111ze The semant o

divferential techn1hhe (S\D ) however? appcared appropr1ate as.a

means of measur1ng the meﬁnfng of a concept (Ker11nger,'1964

%'*w1th e]emenxahy “cnoo1 ch1idren (Ma]tz, f963 Di Vesta, 1966) It

) e 31/
had- been used to study human vc1ues (Morris, 1955 Morris and Jones,

Ve

1955). It had been -used by Osgood (1969) -as an'ObJECLTVG method

J/\

‘for measurxng mean1ng of a wide -ange of concepts, and. had been
shown‘tO'be snfT1c1ent1y re]1ap]c,@A many research purposes In
addition it hae estab]iehed itself a b 5ng f]ex1b1e, easy to adopt
to'varyinglresearch deﬁands_and economica1'to aniﬁTEEer and score.

The decision was made to ‘use the sengnfic differential
techn1que at three d1fferent stages with “espect to each value cop1c
or concept The 1nstrumencat1on of the semant1c d1fferent1a1 was

made as fol]ows
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1. Pre-test--administered prior to the discussion of the

... velue issue at the start of each week. (Monday

- It was also administered in the non-treatment group at

)N

v

the same time. .

2;"Posr—testé-administered‘fo110wing completion of gjsggssiqns
of the topic at.the end cf the week. <It was a1so'
admin?stered in the non-treathent group at t' 2 same
time. , .> | |
L{3;' ?ost;Post test--admfnistered five weeks fol{éwing.the *
post—test ih the treatment groups. S
The 1nvest1gator was concerned w1th theutilization of a

semanf?c d]fferent|a1 that would be a va11d and reliable index of

the students att1tudes coward the concept or particular value topic.

’ under_scudy.v ﬂhe falue scales used by Maltz (1963), Di Vesta (1966)

4

and' Osgood {1969) were'CarerV“y reviewed. The bi-polar adjectives

used by these researchers were examined for the1r appropriateness
and re]evance to the value topics under “study. The\d1v1s1on of
bi-pslar adJécﬂ1ves into evaluative, potency and activity was noted
(SnxderD “969) |

Three factors emerged to be cons1dere¢ F1rst1y the b1 po]ar

»adJect1ves chosen wou]d have to//e within the range of ‘the students'

comprehens1on, and be appropr1ate forvthemi They Wbuld have to be

relevant to the issues upder discussion. Thirdfy, they would be

ldaded'on the evaluative factor due to the ve1ueVC1arificatibn

procedures that were be1ng used.

While the 1nvest1gator cons1dered these above factors in

\

4

nF
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Al

order to utilize a valid <instrument it appeared essential that a

. further check should- be established to gain some first-hand
feedback from a group of students at *“- age and gvade Tevei
parallel to those wno were pérticipati o1 the study. Given a

e

sertes of topics including those that wer: invoTVed_in this study
the students were encouraged to list their'thoughfs agd feelings in -
oné or two. words about tnem.. Six topics were 1istéd at the top of
~a page and the studenis’wéoté as many brief ccmments ébout each one
that came to cheir minds. *Tﬁey were enéouréged t6 utilize ”actiohﬁ
Qords or adjectives and not to be cancerpad about sbeTTing. After
seven to eight minutes these sheets»ﬁeﬁe_2611ected aéd the !
adjectives stated formed the basis for establishing zppropriate
bi-polar adject{ves. A summary table.showing tﬁe adjectives is
shown 1n Agge;dix F.

Whilé somé researthers‘had uééd»ﬁ seVen‘point scale of the
semantic d%fferentiaj with a large numbe; 6f bi-polar adjectives,
reséarcher§“using thié_technique‘with e]emenfary school subjects
teﬁded to use a Timited n&mber df bi-polar adjectives with a five
point scale. (Maltz, 1963; Di Vesta, 1966) Eightftb_ten~bi—p01ar
“_adjectives were considered ﬁo be an apprnoriate number as this was »
within the range as suggested.by the‘reseakchers. Simitarly, the
investigator decided on using the five point scale. —Having taken
~ these steps in the deyeloﬁment ofia semantfé differentia1 it was
‘a$§umed that a valid instrument had been devised'for'fhe spécific
purposes it Qas %ntended.f

.\: The’students were to make their choice concernfng the value

L@



p\p1c in relation to a five point scgle with e1ght bi- po]ar
,ad3ect1ve terms. The directions were, that by mark1ng the middle .

of the scale th pupils 1nd1cated a n“utra] stand in re]au1on to

w

e, and mark1ﬂg outward from the m1dd1e they
y

5 or negative stand with respect to Lhe

- the ends of ]
were tak1ng

part1cu1ar b1 po]ar adgécxwve pairs.

""VALUE TOPIC -
;itchhiking _ o
Polar Term (positive) N o Polar Temn (wegat1ve)
e.g. Good s e.g. Bad/”‘
A B
J nThe.eight4bi-po1ar‘6ﬂjectivqs comprising the semantic
“differentiaf used in- the study with all four value i§sues is shown
as follows: _
| e
TABLE 11 - "
- BI-POLAR ADJECTIVES C(.4PRISING THE SEMANTIC DIFFERENTIAL
. .1, GOOD - o . . F
2. NoIsY. o o  QUIET
3. DANGEROUS . a .7 SAFE
e usEFUL s o useLigs—
7 kD ¢ ., ,;i‘ : " CRuEL
6. UNFAIR , . _ FAIR
7. sTRONG ' f\\ - ""WEAK.  :

8. BORING \\\ -  ENJOYABLE |




~
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- For testirg purposes ihe polar terms were arranged as above, . .

Nsomeqpositive and né@atiVe terms being on each side'of the;;aﬁe. .ﬁoh

| :Lrunn1ng in the 80 s and 90 s 1n ava11ab1e data. Pedrson Product-

J”as prov1ded in Qgend1x G.

administered the~diffeﬁentia]wa”

treatment effect took place.

’ J . 3
purposes of statistical treatment, however, the scale for each bi-

panr adjectiye pair was weighted from one to five, starting with
one at the negative side each time,<the’p01af adjectives being

arranged w1th tP3 positive terms on the Teft) the negat1ve on the

;. r1ght . L . A I : _' : ; v

o o ..

‘0sgood 19/5‘ ) noted the reliability of «the differen%%a& ot

P rt1cu1ar1y 1n the evaluative dimension as being reasonably hit s

A

-Movement corre]at1ons were comﬁﬁted on scores for the contro] group

for each bi- po]ar adJect1'" on each va1ue topic. Th1s group was -

the begrnn1ng of the week;but~n0

It was administered again at the end

of the week. Reliability of tRe differential could be said to
- . » . . : -
range from average to high.‘mThe'fOT'owing table shows the correlation

- coeft1c1ents on ﬂhe scores for eac; .lue issue for. this _group.

\r

A mgre comp]ete table of corre]at1ons coefficients among

-

vah1ab1es on four va]ue top1cs for control aﬂd treatment groups

~

w

. The semant1c differential techn1que emp]oyed endeavoured to

,,,

f the students pos1t1ons on each va]ue top1c

determine the_nat e

at threevtimet durang the'stuay. The 1nvest1gator wished to

iy

[
determine if -the'students’ positions would change from one time to

another and if there wou]d be any not1ceab]e pos1t1on changes when

PRy

d1fferent-strateg1es were used. The' teachervwas not to influence '~

\
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| o TABLEgﬁII// . ; v/,w
CORRE_712'} COEFFILZENTS AMONG VARIABLES ON FOUR VALUE
O opis er THE CONTROL GROUP. (N = 30)
VARLABLE . S VALUE TOPIC |
| 4/}- e R 11 I IV
T 1. cooddsad 707 778 694 .686
%20 quist-Noisy’. 755 430 226 S 51T
3., Safe-Dangerous - ' .748 738 ‘706[/3 .828
4, ~Usefu]—U$e1ess;u . oea3 ‘.656 ; - .786 .934
3 Kind-Cruel | 778 763 . 682 ".908.
6. Fair-Unfair_ . . - .51 5000 .534 750
7. ,StrongQWeik T ‘:708 625 939
8. EnjdyaB]e;Bngﬁgﬂ¢'l o iugésg .545. 654 . .678
. 5 . ‘




the students one way,

- the clarification.

93

r andther in the c]ar1f1cat1on of each va]ue o

i%4
5
BT

topic, The mater1a1s ut111zed by the students were Judged to i

-

present a var1ety of_fact; and.v1eWpo1 ts in order to ass1s¢ in- %o

* “ . P

The'investigator'ehp1oyed the use of mean and standard‘ ‘\u g
S - AV

dev1at1on\scorcs to show treatment group pos1t1ons “1 the semantic‘ '

d1fferent1a1 A prof11e was constructed to show more c1ear1y the

e

_ nature of the pos1t1ons Because it was expected that some shift.

. - r
! .

1n.positions'wou1d take place in treatment groups that hou]d not be

accounted for by the use of these stat1st1ca1 techn1ques, a change

i score techy1que was emoToyed to show the nature and degree of sh1ft

{: e11c1t as much 1nformat10n as poss1b1e concern1ng the student

on each bigpolar adjective pa1r for the four value top1cs . These .
. 5P .

resu1ts are aiso reported 1n Chapter Iv.

A . ~

4. Information Gained Frovauestionnaires'Comp1éted by Students

1
P

y
[
)
i

Following Completion of the Main“Study

1

Beang an exp]oratory study the 1nvest1gator eddeavored to -

‘reéct1ons to the program Bes1des the prev1ous methods as . .

descr1bed, add1t1ona] 1nformat1on wés sought from the students bj

_means of a quest1onna1re adm1n1stered fox]ow1ng comp]et1on of

g 5 N

d1scuss1ons ‘of the fourth value top1c

~~

The purposes of the quest1onna1re were as fo11ows

1 . to determ1ne whether tﬁe StUdenLS enJOyed the program

[

in genera],' . f‘ o
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- 2.7 to determ1ne whether the studencs ﬁhought they had

. Tearned some useful 1deaz;?éggfﬁgé\§% o ‘ |
3. to determihe”the 1nteres evel 6f e students're}ated
to the pértﬁcu]ar topics that were selected.
4. to determine whether the strategy used wes related to the
expression of the students' "feelings".
© 5. to determine whether the ”expression of fee]ings”'he]ded i
.students to understand the top1cs s
6. to dejerm1ne whether changes in student ideas were in
any way related to the strategies that were used.
7. to ascerta1n what. Jevels of strateg{es uséd were most
enJoyed by students
The quest1onna1re was des1gned w1th these purposes in mind.
_‘Students were encouraged to express themse1ves free]y on the -
‘ quest1onna1re with the idea that their 1nformat1on uou1d be he1pfu1
in the planning of other soc1a1 stud1es un1ts of th1s nature The

administration and comp]et1on of the quest10nna1re +ook place in

;abO't ten (uO)'m1nutes of class t1me - The resu]ts of the

-, quesi1onna1re are reported in Chapter IV and a sample quest1onna1re

¥

'~'>1s 1nc1uded’1n ggend1x H.

o
5. Informatiqh'Ggined by Classroom Observation, and Reactic
. From Teachers who Participated in_the Study
One of the concernsof the investigator was the i*“ﬂementationﬂ

)
N

of the three strategies.: In order to ensure that the teacners. would
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be able to imp]emenfvthe strategi¢s the teachers who participated
" in the study were actjvely involved in the pilot study, whi%h u
occupied ﬁhe same perioq of tim$ aé the main study. Thé‘teachers
were.able‘to observe at first hand the implementatign of the
;trafegies and the changes and refinements,that were made involved
‘them. In addition éhe teachers were instrumental in making some
changes'and refinements - 1e materials that wére utilized in the
study. Aiso during the -ocurse of the actual study the
%nvestigator was avéﬁlab]g!to the teachers for consu]tati?n.W“—_‘
Ai’é-ﬁheck to.ensuke’imp]ementation ol the stfategies the
jnvestigétor arranged to tape record sgﬁe of the class £ssions on
certain days. The students knew this was beihg done, and th%& gdid
not appeaf to hinder‘the c]aSS?oom‘discussions. A11_stud?nts ;;re
familiar it the equipment and had used it both individ@a11y and in.
group sessions in the teamQteaching areas.

. The investigatof transcribed these sfséions and a check was
°ma§e'on the queétioné’the teachers emp1oyéd and the amount of.fjme
:théi Was'alloted t04§tudent aﬁd teachér talk. Ana1y<%s of thié
‘information 1§ briefly défiribed in ' tep IV. The transcribed
ﬁéegsions féiatiﬁg to teacher téﬁk é: u,t1&ned;1n Aggenggx C.

A summary of teacher éommeht* is also outVined in Chapter

Iv.

. VI. Data Analysis o , ' ‘%

R

J This was be-ically an exp]oratory‘study, the main period

[ “ /



‘ ;o
of the -dy being undértaken during th: four week period in the

month oi March, 1972.

' Most of the data analysis was accomplished by the
investigator. Data from the semanticvdifferentia]iwere recorded
on data punching'forms and random cnecks and,rechecks of the tests
" were carried out. ' ’

The‘semantic differentia] data were analyzed by the
University of Alberta computer Programs (besto #.) supplied and
documented by the Dwv1s1on o Educat1ona1 Research of the Faculty of
Education, University of A]berta were used. Other parts of the
analysis were ddbe by the 1nvest1gator with the assistance of
other personnel.. . R

This study was concerned with the irationale, components
and des1gn of a tecch1ng learning strategy wh1ch would assist
students 1n the c1ar1f1cat1on of value issues. Be1ng exploratory

’

~1in nature a var1ety of outcomes viere examwned dur1ng the course of
=)

-

the entire study In addition ‘the pilot study was an integral part
of the study. The rationale for the study has been out11ned in
Chapter II. An exp]anat1on of the design has been out11ned in th1s

chapter. Chapter IV neports the observat1ons and f1nd1ngs



s “CHAPTER TV
) .

PRESENTATION <OF THE RESULTS OF THE INVESTIGATION 5

" In %his chapter observations and findings are presented. A

\

restatement of the features and assumption§‘bf the study is made. /
F1nd1ngs are reported .from the analysis of the ch11drens writte

7
assert1ons, and from the analysis of the students' verbal respdnses.

Andﬂys1stof semanttc differential data is provided. Other

e

‘information in the form of student and. teocher reactions is also

i

described in this chapter.

\
I. Restatement of Purpbses and As@umptions kS
Al
R &
\\4;// Th1s study attempted to des;gn a teach1ng Tearning strategy

that would assist Tearners in clarifying value issues in the

classroom. The rationa]e for the study was put]ined in Chapter II'

The identification of components of a teaching learning strategy i

intended on the basis of analysis of data as outlined in the chepter ‘ Té
5 The determination of the effectiveness of the strategies emp1oyed is

also intended on the basis of a c]ose examination of the

observations and findings as outlined in this chapter.

e~ 7 One of the assumpt1ons deve1oped 1n the rat1ona1e for the
- .

study was . the 1mp1er ntat1on of both cogn1t1ve sk111s and affect1ve
concerns assisting students to make re]evant choices. A program of
va]ue education dea11ng w1th value issues pertwnent to the needs and ;f\\\

o 9 7
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interests of students was deemed necessary. The importance of a °

: A o kL
cognitive base to a teaching Tegrning strategy, with the
expression and refatiopship of affective concerns was supported in

!

‘the rat1ona1e o L ¥

The exp1oratory ‘study had three main PHEEEees;?to estat" i
a ratiopa]e for the study, to identify components of é teaehi*;
‘1earning strategy from the obserVations and findings;as'presented -
in this chapter based on the ‘onale, and determine the relative
effectivenees of the strategies'utilized, realising the limitations »
1nherent 1n an exp1oratory study | ‘
' The f1nd1ngs and observat1ons are presented w1th these

purposes 1n-m1nd.

.

1

II. Findings from the Evaluation of Students' w;Ttten
. N \ ' k\\\\

Responses to Value Issues

In Chapter III the proceddre is exp]éineq whereby students
reacted.daily‘to the va]UeAtopic undef discussidn in the form bf |
making written statemen;s whieh indicated thejr personal thoughts on
the discussion. |

The number of expressed statements are summarized according

to classroom and issue. (Table IV)

-

[y

o
N



TABLE IV

NUMBER OF EXPRESSED NRITTEN 'ASSERTIONS BY VALUE
ISSUE AND CLASS

ISSUE ~ CLASSROOM * + TOTALS

o C]assroom\l Classroom II Classroom III ~

1 | 637 Cage 4 324 1410
11 602 | 282 267 . 1151
11 sga A R =
oo 86 195 — 181 - 762

TOTALS 2209 a2 1103 4560

-According to the preceding table Va]de Issue I recorded
the highest number of -statements. Value Issue IV recorded the
\ 19west number, but th1s issue was conducted over four (4) days
- instead of five (5) days for the other three jssues. Students in
classroom I recorded the greatest number of assertions, almost
combining the totals of the other two c]assrooﬁs.‘ It is interesting
qtb.note thatithe.mean 1.Q. scores on the Lorge-Thorndike Form A
Non Vérba]’Tést as reported in the student cumulative cards was-125

f6r~éiéssroom I (range 101-149) compared to 111 for classroom IIf

(range 94-117),. and lid for classroom III (range 75-139). This ;,h;

raises several questions. Could it be that higher 1.Q.. students™”

. are more receptive to this kind of social étydies program? Will 7.~

9
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b
Q \

this student group show differences in the qdality of written
sﬁatemeafs comnpared io"fhosg of other student\group52 Are students
" of higher 1nteT1igén¢e.more easily motivated ig\dealing with value
issue topics in the cléssrdbm.setting? The inngtigatdr Hopedéto
suggest some bossib]e solutions to thesevand otﬁ?r questions as a'
Aresu]t\of‘analysis of data. ' f;}‘

'The development of the proceduré by which students'
agéertions were coded 1is descrlPed,in Chaptér III. 1In the
analysis of student statements or aséertions thé‘framework‘thét was
established was uff]izéd. The invesfigator conéidereéfthat thé.~'
déta coulq be analyzed in three different ways:“ by sirategy,'by
issue ana by teacher.- Froh the rationale éé outlined in-Chapter Il
the investigator expected that outcomes resU]ifng from the
utilization of the cognitive-af?ectivé Stratégy wdu]d be sdpérior

in.some ways to outcomes resulting from the ut11izat{on of the

: _other'two strategies. For example, a high percentage of supported

preference asse(PionS'and 1dentificétion assertions might be
expected as outé&EES resulting from the succeésfu] impiementation
"of,this strafegy. By examining‘the data inlthe twq other ways thé
effects of the particular issue undér.diégussion;_and the fnf]uence
of the particularrteacher could bé partially aécounted for. )

| Three tables are presented to show the number and’peréentage
of students' written assertions acéording to the sfrategy'that was
emp]oyed by the teacher. In these tables no Comparisons were
intended. Because all.three teachers and all four issues were

‘presented'in each table the data presented within eacH was disb]ayed
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. to indicate how the totals were reached. (See Appengix Jd for these'
tab]es) / / |

Tab1e< based on the summary tota]s and percentages are
‘ prov1ded to raise further quest1ons concerning the outcomes of the
three strategies emp]oyed (Tables V and VI) The descriptive,tab1g '
was based on the percentage of assertions indicated within each of
seven divisions of tHe categorization'syétem compared to the total
number of assertioos For example, "h1gh in general" for the open
strategy indicates that this strategy had the highest percentage
of assertions in this category in re]at1on to the other two
vlstrategies.

N . N .-
Following examination of the three tables and the

descriptive sgmmary table 1t;might be concluded that the cognitive

‘affective strategy is somewpat superior to the other two. Higher
percentages of sUpported valuative assertions appear to be
indicated. The higher percentages of'conditiona1 assertions might
appear to indicate a higher Tevel of cognitive thought processes.
However, these indications are by notmeans clear.

The Open strategy recorded the higher percentages 1n general
assert1ons (11.1%) compared to the cognitive (8 0%) and cognitive-
affective (9.7%) in the totals. -However, with respect to the
particular issue uoder q1scussion this did not ho]d true, and nor
did it with respect to thendifferent teachers involved: The X
“~cognitive strategy had a higher overa11vpercentage ofrparticu1arv ;
asserttongw(S.Z%) compared to the open strategy (4.8%) and the

cognittve—affective (2.7%).  However, once agafn this did not hold

. . -
) 4 . .
. . s



102

PO .
94912 C99tL %/t9L %ltsec #8°L %e'8l 99'% . gLl %8v - '
0lz szl 02 302 8y (6 622 /S 6l 09 - uedg .
99° L€ L ubtel w8tle wstL wetel | %6l #L76 902 BALIOBIY
s6e 05zl bl £h2 16§ [6 §h2 66 121 pe  -dA131UB0)
20721 %0°1 © %96 5265 L %L %eal 96 %0°8 . %2°S . -
91 - 005l 3 - gzl aLL € - 09l | 65 boL 89 3AL3LUB0)
pya ) C '
e < —r—— 7 3 > o s
[¢s] ot (@] Vo] [¢0] poe wn =3 =3 -s
= [s1) — - O - D T ~ o M lnd
ot — fe8) D O o] n O Q de . 1 -~
= n n - =3 = oS 3 & £ o
-h (%) D ct ] O w e - P
S W) = @ = 3 o o ) o
(@] - 0 O (@] " QO = o))
[o}] -l = [¢2] D - [+1) -3
t D (@] —
= X o )
3
.« IATLYNTVA , _ WALV
o . A93LYYLS O ONIQYDOY SNOTLYISSY NILLIUM 40 SIDVINIOYIA ONY STYLOL A¥vWWNS
. | o pameL : .



PR

TABLE VI'

DESCRIB#IVE SUMMARY OF HIGH AND LOW
ACCORDING TO STRATEGY

103

ASSERTIONS

HIGH LOW
Oben General
Supported Response
tognitive Particular - General
. N
Preference Conditional
Response '
Supported Résponse
¢ Supported Preference
Identification
Cognitive- Conditional | v ,
Affective ‘Response Particuiar
Supported Response Preference

©- Supported Preference
- Identification

«
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true with respect to each issue and each teacher. 1In the casz of
high'percentage of assertions tn the preference/category for ~he
cognitive strategy (55.2%) the dist1nct1on is somewhat clearer. For
the open strategy ‘the preference category was lower (35.1%) and
for the cognitive-affiective strategy lower stiTiﬂ(S].B%).; For each
issue taken the cognitive;strategy<produced ther higher percentage
of assertxons in the preference category, but this did not ho1d true
for ez - teacher using the cogn1t1ye_strategy.. However, 1t might |
- ‘appear that the cognitivé strategy leads students towards this kinds‘
of statement.‘ The question that is generated ts-as follows: Wil
the use of a cognitive strategy result inJStudent assertions that
fall into the tWo'categories of particu1ar and preference more‘\
consistent1y than when the two other strategies are used? Itbthis is
50 the cognitive strategy”may not be conducive to-developing
supportedvva1uat1ve statements. |

- In the case of the'cognitive affective strategy conditional
asserttons‘had.a higher percentage (7.9%) than with the cognitive
(4.5%);and open (4.6%) strategies. However, once again this did not
hold true for the three issues and with the'three teachers. Response
-assertfons have a slightly higher percentage with cognitive a%‘ectiVe
strategy (19.6%) in re]at1on to ‘the cognitive (]2 3%) and open (18.3%)
“strategies. Once aga1n this was not consistent for each issue and,
for each teacher. Supported response assert1ons were sim11ar’j high
1n the cogn1t1ve affect1ve strategy but this was, not consnstent for

each issue and for each teacher. 1.ithe category of supported

preference the cogn1t1ve affective strategy had the ov:rall high
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Y
“ A

percentage (]9.4%)jin relation to the cognitive (9. é%) and open

o
A3

(16,7%) strategies. This aga1n was not consistent for each issue
and for each teacher. It is suggested that the teacher var1ab1e and
the part1cu]ar value issue are prime determ1ners in the types of

\ - -
assertions that students make. Consnderlng tm1s fagtor, perhaps

JT
!

some we1ght can berput on the overall percentages as stated. The
quest1on tha t";s generated is as follows: Will the use of a
cogn1t1ve -affective strategy result in students assertions that
‘_ fall into categories of cond1t1ona1, response, supportigggesﬁbnse -
and’ supported preference more cons1stent1y %han whenﬁthe two other .
strateg1es are used’ | _ _‘
A higher percentage of 1dent1:1cat1Ln statements were.
- recorded with che use of the cogn1t1ve affect1ve strategy (31. 67)
in relat1on to the: cogn1t1ve strategy (12. 0%) and the open strategy '
(21.6%). For each issue taken the cogn1t1ve affective was h1gher
-=in identification statements S1m11ar1y each teacher using th1s
‘vstrategy resu1ted in a h1gher percentage of these statements. As'
‘a resu]t it cou]d be suggested that the ut1]1zat1on of the full _
strategy might be more conducive to students show1ng sympathy and
concern for .the we]fare of ° others, and the env1\onment The '
.quest1on that is generated is as fo]]ows Will the use of a

.‘ \\

. are cc Idered as "identification" more consistent1y than when,the -
) ) N ! v ! :

'cogn1t1ve affect1ve strategy resu]t in students! assertions that

|

) _
L, T J
“two ot strategies are used? . »
One might perhaps have expected- a h1gher over- a]] percentage

A

o1 factua] assert1ons over valuat1ve assertfbn in us1ng the cognitive
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strategy. Howe zr, his did not seem to occur. The ratio of
factual to valuac' 2 issertions with the.open and cognitIVe-
affectiveﬁ;trategies was approximate]y 1:4, but with the cognitive

<

strategy Was approximately 2:9 (1:4. 5). This may suggest that when

1dea11ng w1th top1cs of tH1s nature the eI1c1t1ng of factual type

assert1ons may not necessar11y cccur to a h}gqer degree when us1ng
Lo :

';J

a. bas1caIIy cogn1t1ve approach.

‘;'Three tables are now presented to show the number and

percent ge of students wr1tten assertiohs on the bas1s of the -
part1cu1ar value 1ssue used. Once aga1n in these tabIes no direct -
compar1sons are 1ntended— In these-three tabIes the first. three

\
1ssues are summarized show1ng the breakdown w1th1n each vaIue issue,

, (See Append1x K}for these tabIes)

TabIes based on the summary totals - and percentages are

. provided to ra1se further questions concern1ng the- ouLcomes of the

students wr1tten assertions from the first three value issues.

(Tab]es VII and VIII) .
\
The descr1pt1ve table was aga1n based ov‘the percentage of

\‘\,

!
system compared to the totaI number of assert1ons

asse/t1ons 1nd1cated w1th1n each of the seven dnv1s1ons ot the

categorizat?é@

For examp]\ Iﬁngh in géneraI“ for Issue 1 indicated that th1s Value |-

issue had the h1gh“percentage of assert1ons in thws category in

~ relation to * %sues II and III o ‘

]

PoIIow1ng exam1nat1on of the- tnree tables and the descr1pt1ve

summary table it m1ght be concluded that. the students 1dent1f1ed more
/

'stroneg w1th vaIue issue II It m1ght_a150 be concIuded that the

) v

m .‘ ,l' ~“ "- .
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CTABLE VIII

) DESCRIPTIVE SUMMARY OF H.GH ANL 'O .SSERTIONS
ACCORDING TO, VALUE ISSUL

HIGH ' T LOW
Issue I ) General - - Supported Preférence
Response ' _ fdentificatipn
Issue 11 - Particular - Preference
Conditional B .
: : -Supported Response
/ ~ Supported Pr-"=2rence
/ - " Identificatic., 7
Issue II1I - « Preference o ’Particulér(
- o General
Response
Supported Response
Conditional

=4
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students generally thought more deeply about this. 331ue issue
"

_eV}denced by the h1gher percentage in the categories of supported

MY

‘response and supported preference ‘ However, these indications are
by ‘no means clear in all instances.

VMalue Issue [ recorded the higher‘percentage in general
assertions (14.8%) in reIatﬁon to VaIue Issue I (8.9%) and Value
Issue ITI (4.4%) in the totals. With respect to the particular
strategy that was utilized VaIue Issue I still had the highers
percentage of genera] assert1ons in reIat1on to the other two

‘1ssues w1th respect to the part1cuIar teacher Value Issue 1T

at1II had” the hwgher percentage of assert1ons in relation to the
other two 1ssues Th1s might lead one to suggest that the nature

of the value issue itself is a strong determ1ner in indicating the
'nature of the students' reactions and written assert1ons It
appears that th1s issue may have had a direct appeaI to the students
1nterests and level of involvement because of its more “concrete“
nature, and one in which they were more closely aware of from t*-
point of. persona] contact and exper1ence The quest1on that is
'generated is as follows: W1II the nature of th= value 1ssue presented
determine the disirioution of written assertions by students, rather
than the_k1nd of strategy the teacher uses?

In Issue I, the totals for the response category were L
slightly h1gher (19.5%) than in Issue 11 (18 77) and Issue TII (II 5%)
However, th1s did not hoId true for all strateg1es and all teachers.

In Issue II a h1gher percentage of assertions occurred under

\

factuaI assertions,. par icular (6.6%) and conditional (6,9%),_and
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in valuative categories, -supported response (1G.4%) and supported

preferencé‘(20.7%) in relation .o the other iwo issues. ' In the

_casé of particular (6.6%) assertions the percentage recorded in

Issue.II was higher irrespective of the stra%egy used. However,
;Qis did npt‘;B]d true with fespect tovthé teacher. In the case of
cénditiona1'assertions (5.15%) this higher percentaée did not hold
truecwhen.each'strategy a 1 ceacher werg éonsjdered. This may
suggest that eitﬁer ;trategy or teache- or both had some influence.

With respect to supporfed response ! IT had the higher

percentage of assertions in this cztegory (10.4%)-in relation to

Issue I (5.3%)and Issue 111 (4.23).. In‘this £§§€ thé percentage;of

supported response was higher in Issue II iQ relation to other issues
1rrespect1ve of the strategy used. However, once aga1n th1s did
not ho]d true w1th respect to the teachers. Issue II also had the
higher perc :n:age of assertions in the supported preference

(‘"“\ -
cesegory (20.7%) in relation toilssue I (9.2%) and Isswk III (16.9%).
However, innthis-case this did not hold true with the different

strategies and teachers. In identification assertions Iésue 11

recorded a slightly higher OVekall percentage (24.3%) in relation

to Issue 1 (18.4%) and Issue III (22.8%) Once again this did not

hold true with the different strategies and teachgrs. '

| In Issue III a%highér percgntage of aésertion occu: ~ed in
the preference categd?y (55.1%) 1in relation td"Issue I (39.8%) aﬁd
Issue IT (26.9%). In this case ‘the bercentége of preferences was
higher in Tssue 1L in relation to the other issues irrespective of

the strategy used. However,‘thisldid not hold true with respect to



111

he teachers. . ..s may suggest once again that the nature of the.
value”?ssue is a strong deterﬁiher in indicating the nature of
students' written assertions. It may also suggest that the teacher
can be influential in deve]oping—supported va]uatiQe assertiohs:
In Value Issues T and II the overall ratios of'factual
aséer ns to valuative assertions was 1:3 andl1:3.5_respéctive1y.,
In the case of Value Issue III the ratio was almost 1:9. This
might suggest that, value issues hat ‘are c1ose]y're1ated‘tb thé
expefiencesvof the students themS&Qves elicit a wiqer variety of
students*\(gactions and written assertions within ﬁbe categories
of factual and valuative assertions. It might be that when the
students;fee1ings and emotions are aroused to a higher'degree'that a
high percentaée of preference aséertions result. This appears to
'be ind.:ated by these results.

Three tables are now presented to show the number‘and
percéntage of studenfs' written assertions on the basis of‘the
partiéular teacher. Once agaih‘no direct comparisons are intended.
In these thfee tables the assertions are summarized with resbéct

to -each teacher. (see Apﬁendﬁx t for these tables) .
) | TébTes based Qh the summéry totals ahq peﬁcéhﬁages were
~ provided td raise furthem guestions cqncennﬁng'thé‘odécomes of the
students' written ésseftiogs with respect to each of the three
-teéchers involved in the main study. (Tables IX and X) The
'-déégriptive'table was‘againwbased on the percentége of assertions
indiéated"within'each c. ;hépfeven divisions o?;thé Eategorization'

systemkcompared‘tdfthé total num® of assertions. For examp}gi__" B

. : o . b
D i B
DN
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TABLE X '
i - DESCRIPTIVE SUMMARY OF HIGH AND' LOW ASSERTIONS
ACCORDING TO TEACHER .
HIGH : LOW
Teacher A - Particular V. Conditional
General : Preference
Supported Response
ey :
" Teacher B - . Conditional Response
. - Preference
Supported Preference
Identification '
"‘-&:Tg - . = - <
Teacher C . Response . Particular

e ‘ General

‘ Supported Response

‘ : Supported Preference -
ji R f ' - -+ Identification
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"high in part1cu]ar“ for Teacher A 1nd1cated that this teacher had
the h1gh percentage of written assert1ons in this category 1n
relatioh to Teachers B and C. | |
Fo1]ow1ng exam1nat1on of the three tab]es and the
descr1pt1ve summary table it.might be concluded that the students
with Teacer B identified more. strongly with the value issues,under
c]arification.u A high_oVera11 percentage of conditional and.
supported preference statements might appear to indicate a‘htgher
"level of cognitive thought processing and justification for one's
“ course of-action. However, these indica“ions are not~c1ear;'
Teacher A recorded the higher percentage of particular
assertions (5.8%) 1n’re1atjon to Teacher 81(4.0%) and Teacher C
13.6%) ~i the overall totals. However, with respect to each value
issue and each strategy this did not hold true in a]] cases Teacher’
A also recorded the h1gher overa]] percentage of genera1
assertions (12. 6%) in relation to Teacher B (9.4%) and Teacher C
(8.2%). Aga1n th1s did not hold true with respect to each strategy
and each va]ue issue. Teacher A-also recorded a sl1ght1y h1gher -
' overa]T percentage in the supported response category (7. 0%) in
re]at1on to Teacher B (6.5%) and Teacher C (6.3%). This did not
hold true with each strategy and value issue. ‘
Teacher B récorded theghtgh percentage of conditiona1 _‘.f
'assertions (7.7%) in,re]ation' o Teacher A'(4.7%) and Teacher C (5.0%)
in the overa]] totals. In this case the percentage of recorded
: assert1ons in the cond1t1ona1 category was high irrespective of the

: strategy used but it did not hold true with each value 1ssue
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Teacher B had a slightly higher overall percentage of assertions in’
the preference cetegory'(43.8%) in relation to Teacher A (38.3%) and
Teacher C (40.5%). This again did not hold true with respect to
'strétegy and value issue. In the supported preference category
v Teacher B had the higher percentage (22.0%) in relation to Teacher
| A (13.1%) and Teacher C (12.2%). In this case the percentage of
supported’preference remaineduhigh irrespectiVe of the strategy that
was used‘dr the igsue that was being clarified. This might 1ead one
'to suggest that the persona11ty and manner of the teacher is a .
‘strong determ1ner in the nature of the students react1ons and
 written assertions. it would appear that th1s teacher perhaps
encouraged her students more into a yaTue_c]ar1f1cat1on procedure
- .with emphesis on seeing the jugtification for preferences that had
- been méde. The importance of classroom climate end rapport has
_a]ready beeh stressed in the rationale in Chapter'II and in Chapter
. IILm The quest1on that is generated is as follows: Do c]assrodm
climate and teacher- pup11 re1at1onsh1ps act as maJor determiners in .
the nature of the students' reactions and written assertions when
clarifying a value 1ssue?’\ | o
t.Teacher;B a]so had a s1lightly higher overa11 percentagevof'
"’responses in the 1dent1f1cat1on category (25.6%) in re1ation‘to'
: teacher A (23.3%) and Teacher C (18 4%) Howerer, this did not
-~ hold true with respect to strategy or the value 1ssue.
| ' Teacher C recorded a high percentage of response assertions
(24.0%) in relation to Teacher A (14.8%) and Teacher B (5.8%) in-

-

the overall totals. The percentage of response assertions remained

. ' . 8
s ) -
/ - o .
’ o
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h1gh 1rrespect1ve of the strategy t v was used or the 1ssue that Qf

was be1ng clarified. This might 1ead one to consqder the 1pfzuence .
of the teacher. It might also be cons1dered from the compos1t1on of
the student group. Teacher C was not the home room teacher thh

’ \) 3 ,-:.O"n-?:’:‘\’i:
this class, whereas Teacher B taught most of the subJects'y“

class. Also the c]assroom with Teacher C was composed of sm
who were grouped together on the basis of I. Q and ach1evement
Several questions present themselves. To what extentsis the teacher
variable related tq the students' express1on of written assert1ons7
To what extent is the I.Q. variable related? ‘Do students of

h1gher I.Q. ability tend to express their wr1tten assert1ons 1n

the form of response/statements rather than preference statements?

A fourth value issue was clarified in the three classrooms
but each teacher used the cognitive-affective strategy. The results
.of these assertions are presentedfseparate1y in Table XI.

Two f1nd1ngs appear to emerge from this table. There does
not appear to be w1de d1screpanc1es in percentage of assert1ons
within va]uatwve assert1ons cons1der1ng the three teachers results.
| The ratio of response to- supported response and preference to
supported preference 1s approx1mate]y 2: 1 across al] teachers In
rthe factua] assert1ons genera] assertions are predom1nant with the
teachers. One would expect teacher variabiTity and the nature of
the student groups themse]ves to result in some d1fferences in
overa]l resu]ts between classes. Two questions are raised. Will
the use of .the cognitive-affective strategy in the c]ar1f1cat1on

of va]ue issues. encourage students to Just1fy the preferences that

N .
Soe ..
haS
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”they make consistent1y? Will .the use of'this”strategy contribute
towards the making. of genera] assertions?. If it could be _ ’
substantiated that this was the case. the value of chis strategy

would be enhanced considerably.

Summary ’

T
determine the nature of children's written assert1ons with respect

to a number of va1ue issues when‘teachers were using cognitive,
cognitive—affecfive and open strategies. The investigator estaB]ished‘
a categorization system in order that thelstudents' ﬁritten assertions
could be coded 1nto categories that appeared both theoreu1ca11y

and pract1ca11y feasible. Having . estab11shed th1s system and coded
.the assertions with the assistance of judges,‘the investigator
summar1zed the f1nd1ngs into a number of tables that were -
subsequently examined. It appegred that the categor1zat10n system

as deve]oped by the investigator %oh the coding of students' written
%%}sertions was appropriate. -

Students' assertions wereiceded iﬁto all categories.
-Var1at1ons were noted with respect to strategy, value issue and
teacher. Some trends were noted and. quest1ons ra1sed upon a c?eser
examinat1on of the ‘groups of tables and descriptive summary tables.

. o

These are noted as follows:.

B I In us1ng the cognitive strategy there was a trend for a high

percentage of assertions to .a11 into the preference category

)



2.

preference overa]? 1rrespect1ve of strategy and value.issue.

" Teacher C ranked h1 ch in response OVera11 1rrespect1ve of

119

In the open strategy no trends were apparent

N1th the cogn1t1ve affecthe strategy, cond1t1ona1, response

. and supported response assertions appeared high overa]] but this

did not hold true when teachers:and value 1ssyes themselves were
considered.

In identification statements the cognitive-affective strategy

gained the higher percentage “irrespective of value issue and
N ‘ R . B

~ .

teacher.
The ratuie of the issue itself was suggested to be a determ1nent
This (seemed apparent from the\categor1zat1on of assertions.
General assertions ranked high in Issue I. In Issue II

particular assert1ons and supported reSponses tended to rank

high. 1In Issue IIE: preference assertions tended to rank h1gh

. There appeared a tendency for Teacher B to rank high 1n

conditional assert1ons Teacher B ranked high in supported

\

L

\strategy or va]ue issue. The teacher varwab]e and c1assroom '

‘climate established were suggested as importént‘variables;'

In the fourth va]ue‘issue the three téachers used the . ;/

y,
s

. ) -,
cognitive-affective strategy. . There appeared an approximately

2 to 1 ratio of respohse to suppOrted response and preference

°

to supported preference assertions, and a relatively uniform
percentage of general assertions made. ‘

The'nature of the issue and the teacher variable were _”

important factors to be considered. While -overall figures indicated

we
L:/



in itself.

: the cogn1t1ve affect1ve strategy hav1ng a degree of super1or1ty in

categor1es of cond1t10na1, response, supported response, and
supported preference and 1dent1f1cat10n this could not be

substant1ated Neverthe]ess, the quest1ons that have been

generated indicate the' scope for further research in this area.

S s
when all classes cIar1f1ed the-fourth issue with the cogn1t1ve-

affect1ve strategy,ﬁhe categor1es of generaI, response, supported

response, preference, supaorted preference and . 1dent1f1cat1on
appeared to be consistently favoured This would appear to ‘_r
1ndwcate poss1b1e strengths of teachers using this- strategy R
Teachers m1ght well utilize quest1ons that correspond to these

categor1es However, this could weII be a major top1c for research

III. F1nd1ngs From Students VerbaI Responses as Recorded *

eIvS

Jin Interv1ews Qonducted by the Observer | .
wm '
\ ‘ v .

In Chapter III the procedure was explawned whereby some
verba] feedback concern1ng the vaIue cIar1f1cat1on procedures w;;\]\
obtained. " The purposes of the 1nterv1ews were estab11shed d' ‘

3

the quest1ons that ware asked reIated toxthese purposes. The

analysis of the students verbal responses is presented in ‘this

Asect1on. A summary of the verbaI responses is presented in g
Append1x M. _ N
' @’ " The 1nvest1gator examined the students' verbal responses '

{u

in reIation to the purposes and the quest1ons that were'asked.

N . . ‘ ) L] N . -JV- . V’

. 3
4 >
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A
iThe students were asked to state the1r 1n1t1a1 fee11ngs towards
each - topic, and to. what extent their viewpoints had’ changed They
were asked. about the1r fee11ngs on this kind of work 1n the soc1a1
“stud1es, wn1ch was fg}ﬂowed up by further quest1ons endea our1ng
co elicit more 1nformat1gn concern1ng e]ements or components of
the processes that were be1ng used. Thus: wh11e no prec1se '
'1nformat1on was gained by méans of the 1nterv1ew further feedback
was obta1ned of a subjective nature which appeared to support someh'

‘;-\, w

components and aspects of the processes that were. used
B G :
: ' F1nd1ngs from students verba1 responses are descr1bed Wy

accord1ng to the part1cu1ar value issue under. c1ar1f1cat1on "The

/ 1nvest1gator endeavoured to summarlze the f1nd1ngs us1n some
xamp]es of students verbal responses from':he d1fferent /
c]assrooms - For each va]ue 1ssue Lhese f1nd1ngs are re1ated to:
the three purposes 1n1t1a11y stated. These are T. Fee11ngs

about the topic and determ1nat1on of any change in v1ewpo1nt
3N

3

'v[2. Genera] react1o(s to t program and procesSes used

3. Spec1f1c react1ons to the _program and procedures
. ;e

s

©.Issue I - SR

Twelve students ‘Were 1nterv1ewed concern1ng the - Va]ue Top1c
"Snownoba]es" ‘and the Va1ue Issue, "To what extent shou]d the use |
of snowmob11es be contro]]ed7" Because the 1nformat1on and v1ewp01nts
;?that were-used 1n ‘the clarification of - the value issue presented

~ basic factual 1nformat10n and v1ewp01nts ‘that were pro and con

=
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-
N
.

concern1ng the Lse of snnwmob11es 1t was expected that students

’i m1ght be 1nf1uenced to change the1r v1ewpo1gts one way or the’

/ otheru This seemed to be the case with the twe1ve students ‘who
were interviewed by the investigator on this topic Three factors
appeared to 1nf]uence students in mod1fy1ng their v1ewpo1nts,'h

namely, facts, part1cu1ar u1ewp01nts, and the expressed v1ewpo1nts
of students in the class dur1ng the course of the d1scuss1on
From the 1nterv1ews that were conducted during th1s f1rst
week it appeared that both 1nformat1on and written and spoken |
newpo1nts 1nf1uenced students' thinking and va1u1ng Rule
enforcemént and more str1ngent 1aws were cons1dered 1mportant

Interest appeared h1gh

Issue II ‘ “ o

Twelve diffirent students_were simiﬁar]y ih%erviewed towardsp
'.the end of the second week. The Value Topic was "H1tchh1k1ng”,7

and the Va]ue Issue, “Shou]d hitchhiking be restricted?" The same

procedure was followed as for Issue I. The same tfactors appeared to
. Vot \

¥

1nf]uence ‘the students in their value c]ar1f1cat1on, facts,

particular v1ewpo1nts, and the expressed 1deas of pup11s in the

]

) _ %

“class. ; ) ' g/
o bl “

f

The genera] reaction of the students to the.program 1tseT

A
-

'y

‘was favourap]e and spec1f1c react1ons appeared to stress the

'\4

1mportance of the written v1ewpo1nts, student-student 1ncerac4ﬁon,

"c1ng feelings and the general d1scuss1on itself. Theseg/
Pagtt

‘ ) v' | | o . ﬁ}» (\ . .
o . a . i B .
‘ i ) (V 7
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observations are illustrated in Appendix M.

It appeared from the tWe]ve“interviews thaﬁ wéke conducted
during the second week that a cognjtive basis in the form of precise
information in addition to the afféctive sharihg of thoughts and.
ideas were favoured by the'students in their value clarification.

(S

Issue III

_Twe1ye different students were similarly 1n%érviewed
' towards~the;end of the third week. The Yalue Topic was “"Hunting®
Big Game Animals", and the_Va]uekIssUe; "Should more conservation be
practised and foreign hunters kept out?“_ The same procedures
were fo]]gwed. ‘ |
The general reaction of thélstudents to the program in

this third issue still appeared very bositﬁve;' More specific
reactions stressed tﬁe‘importance.pf~working together as a c.assv
on a topic, mutual sharing of thougéts and fee1in§s, and uti1izfng
\ inforﬁation, facfé“and viewpoints oﬁ the value topie. These
.observatibns>are indicated in the specified student reactions.

) | It appearéd fromAtme tweive interviews that were conducted
Lv:dhr{;g the third week that the affective shéking of ideqs was an

‘important motivator. _ ‘ -
Issue IV
_aTwe1ve différeht'studEntS‘were simi]ar]y interviewed towards:

the end ‘of the fourth week. " The Value Topic was "Capital Punighment”

—
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_ and the Value Issue, "Should capital punishment be brought back
in December 1972?” The same procedures were followed as for the
previous issues. .

It appeared with most of the Students that were interviewed
that this top1c was beyond th= realm of the students previous
experiences. The stqdents initially appeared %o approach the top*
.and the value issue wéth TittTe previous knowledge or committment.
It aobeared that once specific facts and viewpoints - are examined
the students were able to form ideas and substant1ate them to
some« degree

. LJ During this fourth weck s cudent reactions‘to the program
st1]1 appeared pos1t1ve Specxuﬁc reactions appeared to centre
around the express1dn and sharing of ideas together with us1ng and
seek1ng out of part]cu]ar 1n‘01nat1on These observations are
1]1ustrated in tie specified students' reactions.

In this issue students' 1nterest appeared to be generated
from the mutua] shar1ng of 1deas The 1nrornat1on facts and written
viewpoints appeared to prov1de the cogn1t1ve basis for students to
deve]op thoughts and ideas of the1r own. ' \

‘ The investigator atoempted to 1nd1cate some o the recurr1ng
_ responses that were expressed by students in the interviews.. He
attempted to determine from the students' feelings about the topics
and value issues indications of what was 1nf]uenc1ng their th1nk1ng
and valuing. “he general react1ons of the students were sought ’
togethe “With ”spec1f1cs“ to suggest components of a vaTue e

c]ar1f1cation“brocess.
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With these purposes in mind the f011qying suggestions are

\jw/made:

‘1. A cognitive base in the ferm of relevant informatioh,
<per£inent facts and figures appears to be impqrtant for
value c]arification, k_ | |

2. It would appear that students should be able to.u£1112e
- ‘. + this information with the feacher as a guide to explain

meanings that were‘nof clear, - The teacher,. therefore,
would not te]] the students what responses to make buti.
rather would assist them to clarify for themselves the
ﬁnformatiqn, its re1eVanceeand its consequences.

3. An affective sherﬁng of ideas appears to be a Vita]

Acemponent of the progham's successi This w6u1q seem‘

- to suggest that;affective type questions héve an
integral role in a va]ue clarification strategy.

4. A classroom climate conducive to mutual sherihg‘andf
discussion of ideas would a]so appear necessary for
value c]ar1f1cat10n to be successfui.

5. It appeared that thc interest level was h1gh throughOL.\‘
The value c,ar1ny1no dnscuss1on metnod appears‘to
motyyate students sufficiently to.come to grips w1uh

the spec1f1c top1cs and issues.
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IV. Findings from the Evaluation of Students' Positions with

Respect to Value Topics as Measured by Pre, Post and

Post-Post Forms of a Semantic Differentia]

~®In Chapter ITI the procedure was out11ned 1n wh1ch students
responded to each value topic by ﬁeans of pre, post ‘and post-post
forms of a semant1c d1fferent1a1 | | '

These findings are reported by examining the positjops
of. students on'each.vaTue topic and_issye that was clarified.
- Comparisons between classes are not intended. ;Mean scores, standard
ceviation scores and profiles were)used to porttay the findings. A
change score technique was employed also to show the nature and
degree of shift on each b1 ~polar adjective pair for each value top1c

Tables of mean and standard deviation scores are summarized’
for each c]ass and topic and are presented in Appendix N. The
profiles which were derived from the mean scores are presented in
this section. They depict class positions,for.each value topic
on Pre, Post and Post—Postvtests of the semantic differentia],
The results of the change score technique are.presented as difference
scores from pre to post, post to post-posi and pre to poSt-post
tests of the semantic'differentia1. These are aiso presented in

7

this section.

1

Prof11es of P051t1ons on Pre, Post and Post Post

Tests for Value Tepic I

“er

Becauseﬁthe value clarification procedures did not attempt
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to directly ihf]uénce the students in any particular direétion it
was not really éxpected thaf studénts*;positions would swing to

one side frq@que ﬁofnt of time#to anéfher. In treatment class I
4(cogn1tive—éffective strategy) ﬁean&scores on pre-post and post-
post tésts shdweﬂ_glﬁght snifis bn almost all bi-polar q@jective
pairs. (Figure I) Standard deviation scbres a§ a measure of
variability appeéred to show small change:. In treatment class II
(Bpen strategy) mean scores showed a slight shift to the'negét%ve
‘adjectives in most“instances which was fﬁ?théf-incbéaSed‘orj |
~decreased slightly in the ﬁost-postfteét'scores. ’(Figufe I1)

In treatment c]éés III‘(canitive stkategy) mean scorés a1éo showéd
a “‘i- -t shift to éhe negative side in most instances, with a
fL s1ight shift in this direction in most instances as shown in
rost-post results. (Figufe IiI) In the non-treatment ¢1ass pre

and 'post mean scores were closely placed.. (Figure IV)

Pre to Post; Pbst to Post-Post and Pre to Post-Post Difference

Scores for Value Topic I

-
T

'.'vBecause it.was expected that changes&Wog}d take p1ace‘1n
-\'t}eatmenf_c1asses that would not be accounted for by the use of the
aboVe-de;cribed statistiéai techniques a change score technique was
employed to show the nature and dégree of shift on each bi-polar
radjectiye‘pair for the four value topics. The intent was to show
the nature of shift on éach bi-polar adjectivékpair. The

differences between each individual's pre and post scores, post and
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PROFILE 0
b

GOOD | _, BAD
QUIET *‘ NOISY
SAFE . DANGEROUS
USEFUL : J .| USELESS
awo -, ihn&ukj>>?> _ : 1' , CRUEL

g , S ., UNFAIR

FAIR

STRONG  , _° e e VEAK

ENJOYABLE, ///i%' e . . . BORING

—

@ . Figure I
Treatment Class I’ (N = 30)
Profile of the Positions on Snowmobiles on Pre,

Post, and Post-Post Tests
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PROFILE
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Figure II

Treatment Class IT (N = 30)

Profile of the Positions on Snowmobiles on Eﬁg,
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GOOD \ ‘ ( ' . ' ., BAD
~. o
. \ .- - .
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Figure [II
L o
Treatgent C]Fss III (N = 29)

Profile of the Positions on Snowmobiles 'n Prc.
o .
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PROFILE

Goop - . . ., BAD
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QIET ‘ . NoISY
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Figure IV
Non-Treatment Class (N = 3Q)
Profile of the Positions on Snowmobiies on

—

Pre and Eq§p Tests
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4

pos=-post scores and pre and post-post scores were calculated for
each vaiue topic. These results are shown for value topic I witH
the non-treatment class. (Table XII)

Corre]atioﬁ coefficients were used to check on the validity
and reliability of the semantic differenfﬁa]. This was explained in
Chapter II. The pre to post difference scores act a$>a further
check. On the five point semantic differential scale there were
twelve changes more than one point‘out of tﬁe possible of thc
hundred and forty (240). While no direct comparisons are intended,
difference “scores couid'be used to indicate possib]ékshiﬁts-in 
positions. towards the value topic over different time periods.
Furthermore, questions could be raised resulting from the findings
.of difference'scores. With this in mind the tab1es are presented.
| It would appear that C]ass III, using a cogn1t1ve N
.strategy, showed Sh]fts on the eva]uab1ve b1 po]ar adJect1ve pa1rs
of: gooo-bad and useru]—use]ess if the non-;reatment group is any
criterion. (Table XIIL) ',Slightly highéﬁ%overa]] shifts are
noted with respect to the pre to post-post%resu]ts and pre to posf
resuits in comparison with post t6 pdst-post résults .Obher
bi-polar adJect1ve pa1rs of qu1et noisy and strong-weak showed little
sh1f* if the non-treatment groups 1s any cr1ter1on On the five-.
poxnt semant1c differential scale there were forty- n1ne changes of
more than oﬁ; point ‘n pre to Post»d1fferences, wh1ch.suggests
changes»rrom original positions. a o
It would appéar thatYC1assiII, usﬁng an?open‘strategy,

showed somewhat greater shifts on the evaluative bi—pol;r adjective

Y]

G



133

TABLE XI1
PRE. TO POST DIFFERENCE" aCORES FOR " NON TREATMENT CLASS
ON THE VALUE TOPIC "SNOWMOBILES" (N = 30) o
- . Pre to Post Differences i, Tofa]s
Good-Bad a2 S 16
'Quiet-Noisy 11] | ‘ 11
Safe-bangerous 19, 22 v 13
Useful-Useless 19, 2! .";} o 1
Kind-Cruel. R LU e N T
Fair-Unfair LI I O
S:rong-Weak 112,01, 40 o T
Enjoyab]e-Boring» | 16, 2],_4T E | 12

Total = | R L 11
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pairs'of good-bad and fair—unfair if the'non-treatment'groop is

any criterion. (Table XIV) Once again slightly higher overa]] S

shifts are noted with respect to the pre to post results and ‘pre-
to post post results 1nacompar1son with )OSt 'to post- post resu]ts

On the five point semant1c d1fferent1a1 scale Lhere were f1fty e1ght

+

, changes of more than one po1nto1n Pre to Post differences, which

again sugéesfs changes from original positions

It appears-that Class I, ¢ g the cogn1t1ve affect1ve
strategy, showed a degree of 'shift on the evaluative bi- po]ar
adgective pairs of good-bad, safe-dangerous, uséful-useless and

enaoyab]e boring, that is if the non-treatment groups is any 4 .

”cr1ter1on (Tab]e XV) In the overa11 tota]s it appears that in

;the pre to post and pre to post post tests shifts 1n ‘positions

N non-preatment group. __" ‘ TK

post and-post—post'form% of the semantic diffe

.occurred . When chese/resu]ts are viewed. in relation to the prof11e

it appears, that shifts haSe been towards‘both poS1t1ve and negat1ve

l
ends of the sca1e On the f1ve pn1nt semant1c differential sca]e

there were thirty nTne cﬁédge_ 3§:more than one po1nt on pre to

post dlfferences,about threa

’

Prof11es of Pos1t1ons on Pre, Post and Post Post Tests “ ;y

for Va]ue Top1c II

I treatment class I (operi strategy) meu. core- on;pre,'h

¢ial v ire’similar -

" on most of the bilpo]ar adjeotiye pairs. (Figure'v) * There appeared,

o Fe / “
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Figure V

o

Treatment Class I (N = 30)
: : ' o
- Profile ¢/ the quitions on Hitchhiking on Pre,

Post and Post-Post Tg§t$
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to be a slight shift towards the7posittve‘side'on’aImost all
adjective pairs from the‘pre-test to"'the post-test. However;dthere'
tended ‘to shift te the drigina] position on some of the
adjective when the post- post pos1t1ons were 1dent1f1ed On
the evaluative pa1rs, good ~-bad, usefuI use]ess and enjoyable-
boring, positions tended to shift towards the pos1t1ve end of the
scale. Measures of var1ab111ty d1d not appear to change
appreciably. '

| In treatment class II (tdgnitive‘strategy) mean scores:dn’
pre, post and -post-post forms Shoned a inght shift towards”the
positive end of the scales in most cases with post test results
showing a move towards the 0r1g1na1 positions. (F1gure VI) Th1s
appeared the case part1cu1ar1y 1n the evaIuat1ve scales, good- bad
useful- useIess, kind- crueI fair- unfa1r and enjoyable-boring.

‘In treat@ent class III (cogn1t1ve-affective‘strategy) mean
scores on pre-post, and pdst-post forme showed a cIearer shift.
towards the pasitive ends of the scales 1in most cases, with aga1n
a return towards thc original positions. (F1gure VII) It was . I
not intended to’ianuence the students one way or the cher but it
appearedrthat~students were.intIuenced in this class into thinking
about the value topic in the sense of.deveIoping more ndsitdveg
positions towards it. Measures of variabjI{ty did not appear to
change appreeiably 1

In the non- treatment group nre and- post means scores nere

very closely pIaced with var1ab1I1ty fa1r1y cons1stent (F1gure VIII)
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Figure VI | . \

‘Treatment Class II (N'= 30)

| Profile of the Positions on Hitchhiking on Eﬁg,

N



ENJOYABLE ,

. . .
= . . .
1 1 1 L.z L. 1 X s}
. + ¥ 2 ¥ J

Figuré-"?}rmf
e} ' o
Treatment Class III (N = 29)

' : s iy
Profile of the Positions on Hitchhiking on Pre,

. Post and Post-Post Tests .

sevaen . -t e 4 o
-

¥

141

PROFILE o
GOOD __, BAD
QUIET . NOISY
SAFE s o _, DANGEROUS
.- e
USEFUL . et S ¢ USELESS
- = R \- l'
- \‘ ’ ‘
~ KIND . N { ., CRUEL
R oo o
RS
 STRONG - , e, , . L, WEAK
\\

BORING



oA
-
iy

R | | 82
PROFILE S
B :) b‘ |
.GooD , BAD
QIET __ NOISY

SAFE . « . DANGEROUS

USEFUL -, , . <<:;:/(T(4/,/:/ o USELESS

KID ‘ ., CRUEL

da .

FAIR - [l e - - 1 $ f-. 1 i — 1 4 UNFAIR
STRONG ¢, . y{/// e L WEAK
ENJOYABLE, , " \?\55\1 ST , BORING

Figure VIII
" Non-Treatmentt Class (N = 30)

Profile of the Positions on Hitchhiking on

5

......



ey

Pre to Post, Post to Post-Post and Pre to Post-Post Differ ice

" Scores on Value Topic II ﬂ y

The difference scores are again described for Value foﬁic
The investigafor was.interésted to see if the difference totals
would be higher in those classes where there appeared:to be a
gréatérishift to¥ards the'positiverends of the bi-polar ad}ectiVe
scales. Could the diff2rences be suggeSted‘to.re1ate to the
strategies that were used? Nou1d the differences appear to be
conéiderab1y greatef than those shown in the non-treatment group?

<+ R

These results are shown for Value Topic II with the-non-t

ngpiment
class and the fhfee treafment classes.‘ )
On the five point semantic differential scale there were
thirty-seven changes of more than one point. . (Table XVI) While
no direct comparisons are intended between these results .and
those of the treatment classes differences 1argeﬁy in excess of
thése toté]s could indicate shifts in positions towards the value

> A3 .
g3 over time periods. =~ . ‘

ﬁin;?‘ The tables are presented for the three treatment classes
~on Value Topic II.-
It appeafsvthat Class I (open strategy)roverall pre to

post difference totals are simiiar to thevnon—treatment group

total. (Tab]e_XVII)‘ Some degree of shift occurred on’the
evaluative bi-polar adjective‘pair, good-bad. Pre to post-post
~difference totals are similar to the‘non-treatment groups;' There

were forty-five changes of more than one point on pre to post

143
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e HE
4 - TABLE XvI P
PRE TO POST DIFFERENCE SCORES.FOR NONiTREATNENTYGARMERL . ., -
ON THE VALUE TOPTC, "HITCHHIKING" (N = 30) - ““fgudiy.. ¢ o

2

"
Pre to‘Ppét Differentes ” Totals
‘Good-Bad - . 1%, 23 | e 12
. | bos
Quiet-Noisy - 16, 25, 3]‘ ‘ 19
Safe-Dangerous 13, 2],'31 _ ] g W
Useful-Useless 18, 25, 32 . | 24
¢ind-Crue 112,21 o 14
Fair-Unfair | 16, 27 S . 24
Strong-Weak - , 1]]; 2" ) _ A 19
O : :
~ Enjoyablie-Boring 19, 24, 3] ‘ : o 20
“Total o 40
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()

difference scores.

Whi}e no directqumparisonsfare possible it cou 1 well be
that stJﬁents' positions did not really a1t%y to any degree. A |
larger samp]e containing severz] c1éssrooms would have to be // ,
ut111zed before any tentative concluci ons. could be reached.

It appears © u Class II (cognitive strategy) overall pre to
post difference totals are in excess of those_in‘the non—treatment
group. (Table XVIII) |

’ The profile chart d1d indicate a positive change on most of
‘the bi-polar adjective pairs which was lessened somewhat as 'shown
by the bdstepost test resuits. It would appear from the difference
scores some degree of chango may have rzsulted on -some of the
‘evaluative bi-polar adjective pairs’(e.g. good-bad). Over the

five point semantic differential scale there was a total of fifty-two -

changes of more than one point on the pre td”post difference

slalals Pre to post-post difference totals were slightly in excéss
o . .po- *ference totals; | |
. app that Class III (cognitive-affective sfrategy)
orerell prf.', - . difference totals are considerabTy in excess
07 those of :h= . -treatment group. (Table XIX)  The eVa1uative
- bi-pelar 7 ject pairs good-bad, safe-dangerous, usefu] use]ess'
wad Kine-orue -uld appear to show degrees of changed pos1t1ons,
O .on-treatment group is any criterion. On the five

r vic differential scale there was a total of seventy—seveh
..se3 in excess of one point, more than twice the total of the

. a-treatment group. -ItAmight therefore be cothuded}that With this

~
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value issue the cognitive-affective strategy was-instrumental in -

‘bringing algout changed positions‘ Thé profi1e chart-?or'this

: c]ass 1nd1cated shifts to the pos1t1ve on most adJett1ve pawrs it

is suggested that the cognitive-~ affect1ve straﬂggy with th1s value

topic may have been 1nf1uent1a1 in 1nduc1ng students to 1dent1fy .

closely with~cettain people, resu]tinb'in moves to_thé positive

Profiles of Pdsftions'on Pre, Postfand Post-Post Tfksts

~-for Value Topic IIT

‘In tréatment'c]ass { (codnitive strategy) mean séores on

s pre, post and post post test forms of the stmant1c d1fferent1a1

" were s1m11ar on almost all of the b1 po?ar adJect1ve pa1rs (Figure

by

| IX) I7 the Students change. their positions this wou]d'tend to

.o

1nd1cate that sh1fts may have been one way for some students and

K

another~way for other students. There did not appear to be a

I3

not1ceab1e overall sh1ft e1ther towards pos1t1ve or negat1ve po]es

in the overall mean seores. ' Measures of variability appeared fa1r1y

. e

_consistent. This may have indicatéd Tittle modification of initial-

positions.

’

AIn'treatnent\c1ass 11 (cognitive—affective’stnategy) mean

" scores on pre, post and post-post forms were again similar on almost
N . 1 B .

all bi—po]ar’adjectize pairs. (Figure X5 Indications of changed

positions may be gained from examination of difference scores on

. the bi~polar adjective pairsf It appears interesting to.note

e}
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however that the measure of variability decreased on all bi-poigéip,
adjective nairs beﬂ&é@n the pre-test standard deviqtion_scoresfendLy
those of the post test. This may:havevindicated a more generaT '
class consensus on poswt1ons ' ’ : | .

In treatment class 111 (gpen strategy) mean scores bn pre, P
post and post post forms were similar on most bi- -polar adJect1ves
(Figure XI) Measures of variability appeared to be fa1r1y cons1stent

-

also.

In the non-treatment group pre and post mean scores were
close on all adjective pairs, measures of variability also appearing
3fsimi1ar.\ (Figure XII)

_ e 'y ~ o
Pre to Post, Post to’Post—Post and Pre to Post-Post Difference

il

i

- Scores on Value Topic III

The d%ffefence scd?es are again described for Value Tonic
II{. The investigator wes interested to see if the ﬁifference‘scores
indicated degrees of‘shift‘in positions which cou]d'ndt be identified
ih the previous tables and-profi]es."The investigator sought to
find if questfbns could be.ﬁaised regarding the students' possible
sh1fts in pos1t1ons on the bf-po]ér adjecfive scales. -
lher were th1rcy changes of more than one po1nt on the

f1ve point spmantic differential scale for the non-treatment
Y

’%\u

group (Tab]e XX} Once again, while no direct compar1sons are
1ntended beyween these results and, those of the treatment classes

differences largely ip excess of these totals could indicate
. . \
! o
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TABLE XX

'PRE TO POST DIFFERENCE SCORES FOR THE NON-TREATMENT CLASS
ON THE VALUE TOPIC, "HUNTING BIG GAME ANIMALS" (N ?sQQ)

O

Pre to Posﬁ‘Différences Totals -
Good-Bad! 19, 23 15
 Quiet-Noisy 16, 22, 31, 4] 17
~ Safe-Dangerous 19, 23 g T 15
Usefu]—U§e1ess ]8, 24 16
Kind-Cruel | 13, 22 o 7
Fair-Unfair - 016, 24, 31 o 17
Strong-Weak 1%, 2%, 40 | 19
- Enjoyable-Boring A ~ 16, 2% :  . " 16
Total S A ' 22

om
S
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shifting positions attributed to treatment. As abpears’évident,
little "change" took place on the kind-cruel eva]uativekadjeciive-'
pair, whilst on the other pairs ”differences” appear small.

The tables are preéentéd’for'the three treatment c1assés 6n
Vajue poic ITI. | . |

It appears that C]ass I (cdgnitive strategy) dvera}i/pre:to'
post difference scores are similar to those of the'non#treatmentv |
group which might indicate that no differences or shifts in pOSftioﬁ
really occurred.v (Table XXI) Pfe to posthost'differenée tqtéls

are higher indicating pbssib]e shifts over the longer time périod

ﬁﬁs of more than one po1nt on the
'.[\-

~There were th1rty changes or’
| semant1c d1fferent1a1 scales wh1ch was the same as the-non treatment :
' class. It m1ght.be concluded that the students' initial pos1t10ns
were genera11y'maintaiﬁéd in their clarification of ‘this particular
value issue. ‘_ o

It appears that C1ass 11 (cognitive affective strategy)
overall pre to post and pre to post-post d1fferences were similar.
'(Tab1e§XXII) It cou]d not,be said that these overall totals
'Sugges§'a not1ceab1é shift_in.positions to any.degree,vtﬁat is if
the non-treatment group is anyvcritérion. There- were forty-eight:
shifts of more than.dne‘point on the semanitic differential scale
o whiqh was about fifty'per cent (50%) mowe_than‘the-nbn—treatment
and class I groups. ' |

In class I11 (opeh stfategy) it-appeérs that the overall

pre to post d1fference scores c1ose1j resemb]e those of the non-

treatment grogp (Tab]e XXIII) TX13 m1ght 1nd1cate that 11tt1e
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/

shift occurred from the students: original poSitions. There viere
fdrty shifts of more than one point o6n theAsemanticAdifferent1a1
scales which was %119ht1y above that of the non-treatment group.
The profile <chart for the class also sugéests the‘he]ative
stability of the,students' positions.

For, this value topic it might be conc1uded that stUdents'
positions remained re]atively stable in all c1asses, irrespective
) ofvthe sthategy used. The nature o:»the value issue itself, be1ng
somewhat removed from the persona1 experiences of the majority of
the students c?uld have been a factor.- This might suggest that

value issues t@@t are clarified in the classroom setting be closely

4y /
il { . LA
(v
) - . T

.

related to per¥onal experiences.

Profiles of Pos\flpns on Pre, Post, and Post Post Tests for

P
Wl
o

Value Topic IV

With Value Topic IV atll three c1asses used the cogn1t1ve~

affect1ve strategy
' In treatment class I mean scores appeared to shift somewhat

from pre to post positibns with Tittle subseqUent change t0 post-
post positions. (Figure XI11) It appearsea]so that the class
;positiensbhéve tended to dr%ttsto neutral positions; Hot:zver,
measures of'variability indicate a wide diversity of opinibn
espééia]Ty on eva]uative adjective,pair‘ bThis also appears to
be the case w1th respect to positions heid on all three occasions.

In treatment class II the overa]l positions of the students
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indiéate that tﬁe class took avglightiy more negative viewpoint
1nit1aT1y but then appeared to shift slightly to more neutral
positions on almost all.adjective pairs. (Figure XIV) It is
1hterest1ng to note, however, that the measure of variability
decreased'on all bi—poiarladjective pairs as shown by the pre:test
and post-test standard deviation scores. .Variability'shows a
further decreaée when the poﬁf—poét position?.are viewed. Thié
| might appear to suggest a aedree of class co%sensﬁs on the value
topic, attributable to‘an affective sharing Jf ideas.

Iﬁ treatmént E1ass 111 mean scoreé b% pre,}bost‘and p§st-
- post tests were'c]ose1yvgroupedvon a]moét\aT1 adjéctive pairs.
“ (Figure XV)  A1so, measures of variability appeared to be faif]y
consistent oven the three tests.

Ih the'non-{reatment group pre and post mean scores Were
é]ose on all adjective pairs; measures of variébi1ity also

. _oearing to be consistent. (Figure XVI)

B i . .
TN

Pra to Post, Post to Post-Post and Pre to Post-Post Difference

Scores on VaTue Topic IV

The difference scorés ére descfibed for Value TOpfc IV.
As all teachers were using the same strétegy the iﬁveétigatoy was‘
.interested toléee if the ﬁature of.the,difference scores would be/
similar for all classes, and somewhat in excess of the .non-

tfeatment group. fhe investigator again sought to Tind it

questions couid be raised vegarding possible shifts in positions
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on the bﬁ-po]éﬁ.adject{ve scales.
On the five pnint samantic diffprentfa] scale there were
ninefeeﬁ changes of more Lhan one poin: on the pre o posc difverences.
{Table #X1V) nile no ¢irect c0moer1>dns are ihtended betweén
tnese resu1té and those df the treatment classes, differences
greatly in excegs of these totals czuld indicate shif b1ng positions
due to tréa;me@t effact. As is evident above, very iittie ”chahge“
] took place on =% 1easi thres of the b'on1ar adjective scales/ |

‘The takles arz presented for the thrée treatment clisses
e - ® ' o
on Value Tepic IV. S v '

~ The resulis show thet the overall Pre %o Fost differences

for Class 1 are more than double those of the non-treatment groupD
X , ‘ 1
“mich micht 1ndicate that students :zdopted dif erent rJquwows on

h Va]uo‘topic. '*T~D1e /”V) The evaluative bi-polar pairs,

’gooa bad,. usetui-useless, kind-cruel would appeer to show changec

N ' ~,‘ ‘ . ’ ,\‘-1‘ o -N".. . . .
~posit10ns which is not zvident or the profile. 0§ tne five roint
sémantit diffei _ntial scale therz verz 2 tctal of forty-eight

| 4 \
'

henges ef mé?% then one .point on pre to QOSt diffe'ences; 19 s

C
[

suggested that the cognitive-affedctiva sb ategy with thds value

L

topic may have’baensinfluential in-mo’ fyiag students‘-positions.

& K

'D1Ffer@1ce scoves ares nighsvs on tnu eya uati vy

i

[ fb < c) ‘&ti—poﬁq jec 1ve—"‘“
o DC“,Y‘S . ) . _ o . . . C_ ~ . X . |

~ -~ ~ B - -
t

Overall arz2 to post diff ‘znces for ciassroom 11 are &1s0
more than couble those‘of the non-treatment group, possibly
indicating "some trzitment cifect. (Tab]e XVT)  This appea: s on

evaluative b’ po1a, sdjective pairs; good-bad, use ul-useless, “ind-
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o TABLE XXiY

o
PRE TO POST DIFFERENCE SCORES FOR NO#-TREATMENT CLASS Ol
k\ THE VALUE TOPIC, "CAPITAL PUNISHWENT" (M = 20)

Y
Pre to Post Differences Totals
TN X
. 4 ¢ -
Good-Bed” | 17, 3]D 22 5
. N a .5 ) :
££u1et—No1sy T A 20
Sate-Darn- rovs 1
Usaful-Useless &
Kind=Cruel - > 5
. ' . ) 28
Fair-UnTeir 15
Strong-teak i 3
" xjcyable-Boring L2
G =
fotz] : . \ 85
8.7 » e ‘\ ’
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cruet, fe r-unfair and the potency pair, strong-wazk. The profile
i St : . !

showed & tendency to shift towards the neutral positions from more

negative positions. On the five point semantic differential scale

bhere were Six L/ two changes of more than cne point on pre o nast
I3

differences. over threc times that of the non-treatment group. It -
is suggested the cogn :ive-affective strategy with this .value topic

el A ~
LS (PR

may hava one

haon SnfFloans
~J e v e A ] L] (\A

«wn’! q OI‘"! VARS
[} [ 1] 1 i o )

A 43
i J.UJMU [N

A especia]]y on the eva]uativa bi-polar adjective pairs.
W\era11 pre to post differences o~ classroom I11 are also
more than doub]e LhCSQ of the non-treatment ¢roup, possibly

1nd1ca11ng somzt treatment effect. (Tab?e XAVIT)  On evaiuative

bi-pclar adjective pairs; g ood bad, sa“ -dangerous, useful-useless,

wind-cruel, fair- unfair and the DObcﬁC/ pair, strong-..eak, shifts

would appear appar=znt. There webe_51Auy Six changes of more tnan
. - - ‘ ot ~ 4 R I L. - N »
Oiic peiat on the.Tive noint semantic differential scaie on the.
y 4 , v o ‘ a
T pre {0 post d7 7 arences. ovar nxee Lcm s that o the non-treaiment
~group.  The profile shoved a close grouping of mean scores cin aimost
i-ooter adizefive pairs. “lowever, it would appear that stcidents

their positions boon weys, somg toverds ths 30sitive and

. G K ) . s o
sche’ tdwards- the negative, whicn may ha e bezn pe-tly attributabiz  »
. = v R B . o . . A . N

L
20 the affectiie sharing of ideas. s witi thg other classef the
- meay scores i d:rabe 1>LL1 nedicie wusitions on mos~ bi:;9+er
wojactive sairs. . Lcois suggesiec once fgain that the use of tha

cogﬁx:1ve—adva:t1ve stratedy with this vdlus <oplc may have bean

Taviuential i omedifying students' positions.
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Summary of Findings from the Evaluation of Studenis' Positions

An Vadiia Tanice 3¢
[ RS L S S o D S o

Semantic, Differential Forms

The value clarification procedures did not attempt io

I

influence the students in any particular direction. It was®thought,

however, that students' attitudes towards the value topic and :

i

-value issue in question would be modified as a result of»va]ﬁé%
icfarification procedﬁres.that were used. Furthermore, 1t wWas
expected that the cognitive-affective strategy would produce.
shifté in positions on the semantic dﬁffersntia] sca1es‘more than

the other two procedures, namely, th: cognitive'strategy‘and the

opan strat

LY

cegy. Uhilst this was not evident in Issue I, it was.,
T :
noticeadle in Issues II and 117, whilst with Issue IV when ail

y

- classes usad the cognitive-affective strategy similar shifts.were

observed “- . 1 classes. - A descriptiversummary table of overall

high and tow difference scores on e to post tests for the first

_three value topics suggests that the cognitive-affective strategy -
. *

L. R S ,_ . X , . . 49@ o 4\
~was influential “in' the mod*fication of siudent positions. (Table
XWYITI) - : N0
N v - . " . . N C . 1;“ IR A+ \

-« Another dgggyfgtive summary table iTable XYIX) suggesis that’

-
-

the velne togics and issues themselves wer~ instrumental in -

;OWtrf:uting LQwakd§.nqdifi:ation 0T studant }osifjansj
y Value Topic 1 studé“tlpositiqhé as meesured by mean

3COTES 0f pra-post and poéi»posﬁ Forms of the sementic differential

¢id rot vary appraciabic from one poiat of time o znother. STight

. r



DESCRIPTIVE SUMMARY OF OVERALL HIGH AND LOW (
DIFFERENCE SCORES ON THE SEMANTIC DIFFE
TO STRATEG"

TABLE XXVIIZ

173

PRE TO POST TEST)’

RENTIAL ACCORDING * -
r .

HIGH

LOY

@ood-Bad -
Quiet-Noisy

afta-L: ~Jerous

v}

[#2]

Usefiui-Useiess
Kind-Crue?l =
Fair-Unfair
Strong-teak

EnjcyabieﬁBoring

Cognitive-Affective

On

Cognitive-Affective

Cognitive-Affective

Cognitive

Cognitive-Affective

~ Cognitive

u

Cognitive-Afiective

ALY

i

[4h]

Cognitive
Opes

Open

Cognitive

'Open

5

- Cognitive

. Cognitive

Cognitive

Totals

\

. Cognitive-Affactive

Cognitive

T



174

- TABLE JUUIX

DESCRIPTIVE SUMMARY OF OVERALL HIGH AND LOW (PRE TO POST TEST)
JIFFERENCE-SCORES ON THE SEMANTIC DIFFER-HTIAL ACCORDING
. : TC VALUE ISSUE

HIGH . ' LOW
N
o Good-Bad - Tssue II Issue I11
”\“’/ Quiet-Noisy Issup IT- Issueg I1II
Safe-Dangerous ~ sue I Issue 111
Useful-Useless ‘ Issue I Issue Iil
. - .

* Kind-Cruel ITssue 71 7« . ‘ ‘ Issue ILL
Fair-Unvair Tssue IT 7 o Issue II1
Strcag-tleak v Issue 1 Issue II
Enjoyabie~Boring Tssue [1 :ssue 111

¢ . . ’ -
Totals Tssue II Issue 111
B A 1%
PR [
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ngvcs t0 the negative seemed ta bz present w1th all three classes.

TS

'However, modifications of positions related to the strategy emp]oyed
were not apparent. _Differences scores seemed to indicate that‘somE'
moé1r1cab1on in-posit 1OPS may have taken place in all three
classrooms, with the greates¢ pumber#or changes o7 more than_one”
point on the semantic dif rerent1a] pre- post scores occurring in

é$a§$room II. The eva1uat1Vyfb1 po]al adJeCvae pairs of gooc ~bad.

‘1

useful—useless and safe- dangg?ous recorded the higher séﬁTts. The

measure of variabi]ity did hot'ﬁppear to change appreciably.
\\ In Value Topic II student pos1tions apbeared to shift from

generally negative pla) genera11jﬁpositiye in ai] three ciasses. Tre

degree of shift appeared Lo vary w1th the sirat egv emp]cy d by the

<

“eacher. However, the teach”” var1ab1e may- have beer an 1mporuant

‘

factor. C1as$'1 (open strategy) showed a s1ight shift on all bi-

poiar adjective p@frs, class I?v(cognitive strategy) a siﬁght?y

vrider shift on most bi-polar adjective pa%"rs5 and c]asg III“
;n1t:ve al.octive stxategy) & wider shif: onﬂa?1 bi-polar

adjective nairs. 1t was noticeable though that Dost-post test

resu:”: indicated & retreat to positions . era]]y tween pre
‘end post nositions.  The difference scores appeafAd t indicate a

simitar Dattern_cf changed positijons, class I-showing differences

v DA : . A .
“only s?';ht]y in excess of those in the non-treatment group. class

.,

suggesting scme change on to2 ev&]uative bi-poiar adz-tive paiv
good-bad, with class III showing possible chanzes in several
) . ° ' ' - ’ N ) - .\. . . . . ) }
aluative bi-polar adjective pairs. Similarly, chancez i excess

cT ooy

(

(o

point on the Tive point semantic differential scale followed

"t



L
28

vnilst sTightTy in cess of Lhcse xot Lhe non- Lreauﬂanu grou

'ad;ecifvi Rairs but fthere was « tendency for these to alsomov:

. .v' ~ | | . . ’!76
C S, '

I

this pattern, those in class II be:ng in excess of the othel

c]asses. While no def1w1ue conc]us10ns can oe drawn Trem nese

’

Tindings, at 1e ast from this value LOP1C some super70r15/ m1ghL be'

B N , I

sugce asted ror the use of the cogh1u ve- ~affective SuFEiEgV
In<Va1u Topic I1I student poswt1ons did not apoear to
var/ cppﬂec1abx1 from one period of time o ~n@ther accord1ng

the mean score$ as dxsp1ayed‘in the profi1es. -Difference scores

not suff'c1e1t|v grQaLer to suggeCt any poss1b|e sh1r s 1in

posttions. Glass 11 (cognfcwve af f@CL]VG :traLagj)~had tne gféatenr
HUmber f'sh1rus ot more Than one po1nL on prc posL d” f:ereﬁces
Oﬂmﬁhﬁlﬁﬁma Fic d1f(;,enbn‘ buL Mot syffic eniT] greater than Lne
ha ”]QSSES to sugggs' any deTiﬂTLE avanLage of the stragegv
;ﬁﬁi classes used L;e cognii TV:—abFECLTVc suxauegy Tn Va1u¥
Tooic iv."ic VaS‘LHOUght Chau parhaps Lhe neture of shw. s jn

positiaons mignt bR simw]ar_fon a]T’c1asse5 i7 the teachers adopted

“ine strategy v its entiy euy wWith Lﬁﬁ same degref of interest being
~displayed by te ners ana Dupwla a11“c 2s with other yaﬁge eICs
“the Tnitial preitiony held by gach o uhL Crasses vias S14 t]y‘a

AT
. 1,

srent. Class T oHeld positive pes1v‘0qs on ghree evaluative

dimensions but these foved ta nedtral on the post test. Classes IT

and 177 reld s1irnthyl negative posiiions o7 the svaluative bi-polar .

\

appear <o incicatt similar tresds +in the three classes. Pre o 605t



o L | 177
anc pre to- post-post differenc: scores are similar in the three<§§

classes, but considerably in excess of the non-treatment group. It
) _ :

also appeared that modifications of position were on the -same

feva]uatjve bi-polar adjective pairs of good-bad; safe-dangerous,

useful-useiess, kind-cruel and fafr-unfair. In classes II and =
111 the potency paiiﬂ strong-weak would appear to indicate

S

modification in posifion'aTso.

v Mhilz no- defxn1be conclusions can be reacnad regard1ng these'

¢

F1nd1ngs some comments, appear 'arruﬂted at this time.

1. The apparent stabi]ity of soverall positions is. shown bv

% corea on Lhe s antwc d1*“erenu1a1 at Lhree points

for oo

profilas apbear to show that while shifts
werall they tend to foliow the pattern set

tositions. The prgfile of each ciass
) .. !
"o‘d1sp]av its uniqué charécte%istics:

.‘ /

H

/
ae of: the value topics may have been 1ﬁerumaﬂta1

)-'.\k

"7 contr1but1ng £0 snifis that QpDeul 0 accur. /lﬂ L

[y a

/
{

=<

<, ,; . I. N : . ' . R . / R )
\ ) ciasses. " 17 Too1c IT hay tended to shi™: towards the
.. o " . - r ) ..

- i -
positive ends'df the sca1esi In Topic IV'thgy tendad to, .,

ShiTt ‘oua ~ds the centre, - pe

L c 7 . -

3. The'a@Vantagef'o? tne coanitive-affective strateqz were
! O =
by o means cleav. HO}GVQ“: “ Value Topic iL . the

(.,

R N
RN

‘as fndicatéd fn the orofite, and tn differgnce ‘scotes

In Value Topic 1Y the COHSl\LEHCV of results Cross

L1 - 3!' \] —

[ TS S

ciassroom Us1ng this sxr;:ac “recorded the creater shifis

Va'ue Topics I and 11l pOSTiTOWS appea LO h01drw11h aT";‘
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B L ‘\. - . ~ ‘

“classes was apparent, zs shown b/ the profiler and

' o
d1*ference scores. \

N§

~ Some quest1ors a1so appear pert1nen

07\}’

1. 70 what extent 1s th_ va]ue topic and issue 1tse1f

P

1mportant to mod1|y and clarify student viewpoints and
. o, . - ¢t

positions? ' g

v LIS

2. Wi the“cognitivefaffettiye strategy foster clarification

a4

»

and changed'positions'on séme vaiue topics and issues

cOns1stent1y7 .

33, Is the cogn1t1ve affective strategy preterab1e for

students when they are engaged in va1ue c¥a<1f1gatwon
of a partwcu]ar 1ssue7 '

The answers to tnese quest1ons can., be sought by . further

‘research. Itxdoes appear how@ver the the va]ue t0p1c 1tse1f is

>

Y

zn important vartable. I7 the resu]cs of Value T@p1c IV;are any :

1nd1cat1on it cou]d'be ‘that the cogn1t1ve affective strategy 1s
' <

.the favodrab]e procedure for value cia "1f1cat1on. Motivation and

' student‘1nterest may be h1gher when students' feelings become
. " ' Lo 5 .
involved in vatue clarificatign. It was hoped that some insjght

¢ into this question could be gained by examining students' wrjitten

reactions to the program itself. -

|

V. Fﬁndings.from‘ﬁnformation Gained from Children's W ‘“tten .

B React1%ns F011ow1ng Comp]et1on of the Study \

4//‘)

In Chapter I11I thé&procedure and purposes.were outlined n

i . s -



_ which students reacteds to a written questionnaire following completion- -

_of the main SLUdV o B

N

These findings are reporzed in freguency distribution tables
\\J A

~,
\,

- ) , ‘ . 4 K
together with wr1tten,comments made by the students. ‘ L

i . ) - Tables XXX to ¥XXIII show the fyequency distribution of .

responses to the question (I), "What did you think about discussing

~.

these topics in your, social. studies ciass?" "

' The three categories or values of the variable consist of

responses of; "I liked it very much", "¢ did not 11ke it", and "I'm
_not sure" . ~ Each table gives both ihe A\LqLuuCy of each of these

values ancu the proportion of the total numiber of ODservat1ohs in

2 i

each class.
, ey

It would appear trom these qupuﬁsef that Lhe stuQents
‘ SRS

\
enjoyed the program #n all three c1assrooms.3 '
o  Tables XXXIV to XXXVII show tha frequency distribution of
responses to the question (Ii), ”Did youghink that you 1..rned many

ngw 1deas‘fQXm discussing these topics in ciassd

‘The three values of the variable consist pf "yes", "no",

"and "not sure". Each table gives ooLh.ul frequency for each of

v ) ' . - ' \ .a ] ..
these values and the proporiiocn of the' total wumber of observations

!?(".
in each L L o
p T : ; &
- . so appear Trom these,responses that the students |
1earned I, ideas from o1scuss|ng tue value topics and.

‘xR
t1ar1fy1ng the issues. In addiiion; svuo:n s were asxed to exp1a1n
thelr.answer~fo1low1ng their rasaonse to Quest1on 1I.' A summary

| ’ . S, : . o / /
of these responses is shown. : '

\

\

R

h -N -; - \ o _.i \
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o ; - TMBLE XX ”, e
FREQUENCYEDISTRIBUTION OF THIRTY (30) RESPONSES OF BLASS T TO THE
TOUESTION 1 "WHAT BED YOU THINK ABOUT DISCUSSING THESE TOPICS.
: | ~.IN YOUR SOCIAL STUDIES CLASs¢'

.-- ) . l\!" ._ -4 R
Response ;. S f - ' p
: . | | ,
I7iked it very much: 26 - .87
- : , . 3 ' .
I did not Tike it ‘ 1 L .03
}: . ) . . ) . ' . “, K
I am not sure , ' : 3 o - .10
Total - = ~ - o300 . 1.0
L | ,
] TAGLE XK
FREQUENCY DISTRIBUTION OF THERTY (30) RESPONSES
~ OF CLASS 11 T0 OUESTION I
ba
Response ’ : F h 5
I Tiked it very mich - 25; 83
N -t
j : C e
I did ot Tike it - 2 - .07
I am not sure - ' S 3 .10
Total | 5 30 - 1.00
, | ‘ - ‘



“<.

FREQUENCY DI .iBUTION OF THENTY:NIME (29)

Ner:
RESPGHST:

TAELE, XXXI1

SF CLASS TIT TO QUESTION 1

4

- 181

Totai‘

Responsé- f
I liked it very much 25 .86
L : L
I did not Tike it 1 .03
. T am not sure 3 1
Total > 2% .00
- = _A
. -
(?‘“3 TABLE XXXIII )
B N S ¢ - ) v e } H-
FREQUENCY DISTRIBUTIO# CF EIGHTV-NING (89) RESPONSES
. OF THREE TREATMENT -CLASSES TO QUESTION I
W ’.u' 1% _ » i
Response f p
. . -
I Tiked it very much- ’ 76 . .85
> 1 did not Tike it , : .05
r .
. I am not sure 9- © .10
89 00
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TABLE XXAIV
: ]

.FRgQUENCY DISTRIBUTICN OF THIRTY (30) RESPONSES
OF CLASS T TO QUESTION 11

‘ j )
Response i P
Yes S . 2 : .87
N -
Not sure , 4 " | A3
: ' - -, - ‘ /
Total - 530 A 1.00
s
J )
D
.90
Ne (I : | .03
) v AN . : CoT . : A X
Not sure p -2 .07
3 i
Total - ‘ © 30 _ - 1.00
3
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T - '
i TABLE 7XVI
Ay , . :
. FREQUENCY DISTRIBUTION OF TWENTY-HINE (29) RESPONSES
. " OF CLASS TII TO QUESTION II
. Response o | T p
Yes 27 .94
No . i ’ .03
. Not sure . ) i .03
Total ' 29 .1.00
Vo . .
i C b
TABLE XXXVII
FREQUENCY DISTR  TI0H OF EIGHTY-RINE (89} RESPONSES
OF THREE Tw ATMENT CLASSES TO QUESTION IT
| Response i P
Yes * | . e Lt .90
No ’ 2 .02
NG g
Not sure e 7 .08
Total : : -89 , 1,00
/k ~
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. ‘ v' © » ! '
< ~ "You are ab]e to'sHare the'fee1iﬁgs of other%ﬁ'

“'T think you 1earn a Tot by e%press1ng your op1n"“n

uy. 1eayned tﬁe ru?es 1 shoqu follow if 1 vas in the A

,‘4.

ok

'; learnt more @t way what cthers Lh]”k :

A A

’Dm othen peop]e 1n the c1ass, the1r v1ewp01nts

..,

T d1dn t know mueh abo

)

“I 1earned a lot beqause of th~ information.™

[ A r) t

%ﬁﬁpu] ;opaar that new ideas ware

£ 1t before.” -

om these responsés i

- For this reason Lhe studewtﬁ were csked "How d1d you 1ike d1scussxng

e
these topics in c1ass?“_(Question 1II)  The three values of th@ A
. JN’-'L[\\\ . ~ :
~variable cons1st of, "I liked this tupic very much", "I did th l1k
th1s_top1c 'and “I'am net sure". Bevqg the resuits were“very

L

- : . : e L - .
similar for each of the three classes onk tu:ie is used to summarize

the findings. (Table XXxviil)  — = -~ =

. . From-these responses it appeared that all topics were:
suitable for discussion. The Tirst two value topics,whiqh-dea]t'

with information that was within the immediate environment of the
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‘,students"jhterests‘seemed tp’be favoured-s1ight]yzoveh the 1atter
two topics. MWhat is perhaps ihtehesting to ‘note hoWeve}.is the
_fact that.students we e 1ncerested in ehese ]ast two topics a]most-r
to the same degree as tho ‘wrse two, whlcn may 11d1cate that
students at this ‘age 1eveJ.can c]ar17y,value issues which m1ght -
anpear to be beyond their immediate enviro: .. i1 situatidn. Some

rs
of the comments made by students are as fol.ov.:

‘“I did nct like Hunting Big Game Animals because I like

*
4

animals."
"I didn't Tike one topic“mohe than another."”
"1 Tiked them all." )
"I Jiked sbme topics more because I Tearnt more about them."
- "They were all exc1t1ng
"I Tiked the death pena1tj because you found out what the
changes were and what naopens whcw jou,comm1t a crime.

It has been recogn1zed the cognition and affect cannot be
truly separated, and in fact thab they are 1n rea]1ty mutu;11y
1nterdependent Realizing this s1tua+1on the 1nvest1gator sought
to find it students expressed tne1r xeelxngs SOre when the fuil
strategy was used. It was considered tnac-bnevresponses would :
be somewhat higher in this case. The duessi?n was asked, "In which

y

topic did your teacher ask‘you to express your feelings?" (Question

»

; , L
IV) © The results to the quesb1on are presented\according to the-
strategy- used. (Tab]e XXXIX) |

Whilst the higheh percentage,hf expression of feelings was

associated with the cognitive-affective strategy the other two.
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|v; . ' F
_TABLE AXXIX

l,DfSTRIBUTION OF RESPONSES TO THE EXPRESSION OF
FEELINGS ACCORDING TO STRATEGY USED (N =.89)

-

Strategy ;;fB - ;_ k 93

Cognitive! - | 5 .6
Openj . [ o o4 - .é]
Cognitive-Affective'- | 63 > 71
.Cogni£ivéfAfﬁgctive2 o ‘ - ) 75 l | .84

]These totals ‘are for Va1uehT0p1cs'I, 11, I1II one cTass per Value
© Topic. o ‘ | 14l
1 . ! ) :
%These totals are for Value Topit IV in which all 3 classes used
the cognitive-affective strategy. R

3FrequenCy and percentage-are bésed on the tofa]s of ﬁhe 3 classes
(89) for each strategy. '
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clarification procedures also indicated that/students were expressing
. . - \» -
<N

their fee11ngs

" With respect to the vaWue topics that were ut111zed it was

<%

considered.thet some topécs might .elicit- the expression of fee}Jn%;
more than others.” In the case of value topic iV where the three

c1asses used the cogn1t1ve affecL1ve strategy it was again

expected that the responses would be h1gher than for the other

three value top1cs in which each class uskd a d1fferent strategy

1t appeared that Va1ue Top1c III e 1c1ted a higher

rcentage of responses in the express1on of fee11ngs than Top1cs

. AR
‘g I_.', R

I11. Value Top1c/Ey showed a h1gher percertage again, wh1cr

cted. (Table XL)

"wes ex
‘ It‘wou1d appear that whiie;no(conc]usions can be made‘tronﬁiJ
these findings the c1ose re1ationsh%p between'thoughts, ideas; tacts,
~and fee11ng: wou]d seem/apparent The process of discussion
1rrespect1ve of the strategy the teacher was us1ng would appear to
_'1nvo]ve the expression of fee11ngs The 1nterest that was . C
| apparent dur1ng the course of the study also appeared to. generate
1 he expression of fEeg1ngs EQ '

- The tpvestlgator sought %o pursue the students express1on
of fee11ngs A further quest:on was asked. “D1d express1ng your
fee11ngs help you to understand these top1cs7” '(Question V) -

Tab1es XLI to XLIV show the frequency distribution of

responses to th1s quest1on  The three values of the var1ab1e are

yes, no and not su

A

for‘each of these:

with previous tab]es Soth the frequency

ahd the proport1on of the total number of

r
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‘ - TABLE xL\ | o S
o DISTRIBUTION OF RESPONSES TO THE EXPRESSLOP OF FEELI@G:;
: ACCORDTMNG TO VALUE TOPIC (N = 89) s ,
~ ) (f \. ’ fevd
Value Topic - 3 . R
1 S L o
- T . . : 53. . : _ .60
ot o o 56 .3
L 1\ \\ : ) A, ' T — . v
IIT \ . . ... 65 . 73
w: e L7 .V
-§5k11n these Va]ue Topics each class used a different strategy.
p
2In this Value Topic the three classes used the cogn1u1ve -afféctive-
strategy. ‘ , ‘ _ >

3Frequency and percentage are based on the totals of the three
classes. 089 for each strategy.
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0 f : R . g
SN TABLE XLT - |
© % "7 7. FREQUENCY:DISTRIBYTION OF THIRTY (30) RESPONSES .
: 4. .% . OF CLASS I TO'QUESTION V -

PR — L - - ~ : - — =
7 AP S .o . R .‘
- Responses -, T‘“\—// _ g e

=h

Yes ‘. ..1 , | D i — ,,_.‘. v . \/ . -l 1; ) 5 ' . X . :}‘.,' :\‘ . 3?‘ - .

7 \ , . . . e .-“ - B . . -/ 4 . N
CUNo e T ‘ 6 . . 20
B /' . 4» - - - : ;. . N . :':; T . e S

coNetsure - ot T3t st T g

Q

Total 30 C e 00

TABLE XLII

igﬁQUENCY DISTRIBUTION OF THIRTY (30) RESPONSES & -
. OF CLASS IT'TO QUESTIONV ./ °

.Responées o 3 f | N : o Co P

Yes . - 20 e
N ... . 5 - T es
_Not sure a | o -5 ; . 7165

EEE+ um— T T T ~
ey v 30 I *..100
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TABLE XLIII ; }
' dffﬁ

"FREQUENCY DISTRIBUTION OF TNENTY N
: OF CLASS ITTI TO QUESA

RESPONSES

191

" Responses , R i

' 5 . e

Yes : ’ A o 22 -
NG S

~ Not sure i - 6 o ot

.76
.03

-2

Total o 2 ! 29

.00

/"\ K . ’ ‘ o . / ¥ N

CTABLE XLIV

FREQUENCY DISTRIBUTION OF EIGHTY-NINE (89) RESPONSES
: OF CLASSES I, II AND TII TO QUESTIC

{

7 ;
< : ‘
Responses e o f

Soe

Yes U , ‘ ’ 53 e
' ] ~ » ' X

Mo (l/’ . o - 12

Not sure . o -2

- Total .. 89

60
13
27 ©
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' obServations Tn eath.t]assffs‘given; Tﬁble XLIV summarizes the
totals for the three cidsses. o ) : i
It would appear that c1assroom I was less sure that the
expresswon of fee11ngs helped in the understand1ng o( the top1cs
C]assrooms-II and 111 appeared to view the expression of fee]1ngs
‘more pdsitive1y“in helping in understand the topiés. .It was noted
ear1iéf in the‘stuﬁy that < . I consisted of sfudénts ot higher
average 1nte111§ence thén wne other two classes. Cou1d>1t be that
“students of higher inte111§énce have more difficulty or‘arq 1¢sgbaq‘
favourable to the eApress1on of their fee11ngs7 From classroom
observat1on 1t appeared that classroom I conducted themselves in a
more ser1ous tone, w1th some d1fr1cu1ty observed in expressing of J
'persona1 fee11ngs In the other classes 1t dtd appear that students
were ab]e T express pehsonal fee11ngs more readily.
s Some ~7T-the students' comments concerning their ‘expressing
of feelings afe 1is£ed be]ow | E |
"It made me fee1 as 1f I was that person.' '
’ ”It he]ped me4understand " [
"You get your 1de5f%6utofn the aw%nd 1 get to understand

B T hY . ‘v

better." | | ¥
- : Vi
"Expressxng your feelings did not he1p me; it confused me a

Tittle." S - .
" YHalf of the t1me it vas too d1fT1cu1t "
when-as!ed “What caused your ideas to change7“, stud&nt

res%pnses appeared te centre on the discussing and shar1ng of

thoughts and viewpoints; the d1scovery of new facts from 1nformat1on[ A

.
. . <
] & . oS
. . . . \
R
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-

provided, - the personal experiences és;desgribgd.in the written
viewpoints. |
A selection of these séudent responses is presented.
"1 tﬁink it was the sharing of ideas."
- - ‘ “wjth the facts on the sheets." ,
“When you gét to efpresé your ideas to -the c1a$s,you get to
understand it

\ N “I don't know what caused me to change my ideas, but I guess

I just Tike doing this ind of work."

-~

“"Listening to the qther views."

"Talking ovgr them and discussing."

"When I found out new things I changed a little.'
"1 changed the more I learned.”

"y d1dn t Know very much. about the topicé but 1earning new
faétg'and dj§cussing helped me change my thoughts."

At the begihnﬁng_of the week I thought differently but
during the week peop]e,came ddwh with ideas which made me
change my opinion."” .

"Leafning Fhé laws éaused my ideas to change."

”6fher pedbies' ideas, aﬁd discussing people's feelings

most1yn"

"I Yearned mové facts."

"By looking aE otéef people's v1'ewp(v)1'nts".‘;l

“Information." |

° In orderito determine some medsure of feedbacl from the

procedures that were used iﬁ'thevstudy the studgnts were askedAto

* W



. 194

respond to ten 1tems that were basic to the program. The five
,va%fes of each cons1sted of Liked a lot (1), Liked « little (2), -
” Did not 11ka\2r dislike 03) Disliked a Tittle (4) and'Dis11ked a
lot (5). Table XLV gives the mean scores and ranks (1-10) for
the ten items. | ’

These {results while by no means conc]usiye eppear to confirm
some of the previous observations. However, withih the first five
the item "Listening to all the ideas-being dichssed“, had not
been 1nd1cated in earlier observations. Since this item was. rénked“
WLth1n the f1rst three by a]] treatment classes it is suggested
that this may be an 1mpor£;nt factor to cons1der 1n the value
c]arification_procedure. It would appear :h: the cultivation of

é.. 1istening skills might foster an appreciation of ifferent viewpofnts
to a greater degree ass1st.ng in the c1ar1.1cat1on of a value issue.
) A se]ect1ow of responses is ghown below in which the students

wereaasked 1f they cou1d exp1a1n some of the reasons for their
\*"4nswers. o
"T Tiked the information very much because I liked to
listen to the peoé1e who wrote to the newspaper." . //
“T Tike to see how ether people fee! and think about topics.f //
"1 found it interesting to heer other persons viewpoints, |
and' I enjoyed telling my own." :
o 11ked almost ail of them because I ve never done
anyth1ngs Tike this before, and also 1t was 1nterest1ng !
"I Tike learni-3 facts and information.

. : 1 -
"I know more things if I write down my thoughts on cards."”



TABLE XLV

o | oo :
_ MEAN SCORES AND RANKING OF EIGHTY-NINE (89) RESPONSES
h . TO VALUE CLARIFICATION PROCEDURES
_ 1
Items ” ' B Mean Score %
- j ~a

“Learning from the viewpoints '
- of other students in the class. 1.57 s

Listening to a11;the ideas‘x\
being discussed. ‘ 1.59

Learning from the viewpoints --
on the papers. C 1.63

Learning’ from the facts and - :
information. - 169 .

Expressing my thoughts to
other students in the ciass. ' 1.70

Expressing my feelings. . ' : .77 S

The teacher questioning unguh_ﬁ-“:”,
to help us express our o

—

 thoughts R -7
The teacher questioning us to ‘
" help us express our feelings.. | ' 1.92
Making my final decision bt .
on the decisicn card. _1.99
Expressing my thoughts on .
the thought cards. . ' 2,40
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"For-my thought cards I can §ay things, but I find it hard

Y

to write my feelings down." b

"I think this new kind of work is'fun."
"1 1ik§d7§he help 50 I cou}d express %y fee]ings-free1y.“
"T Tiked 1jst§ﬁing to other people's viewpoints for ideas.
I 1ikeq_}ég}ﬁiﬁg from the facts and information, and I kind
of ]ﬁkedupiewﬁsintsvon paper.“\ﬂ
If stadents enjoy "learning from the viewpoint; of other
étudgnts jh4the c]ass;thé\aevelgETgnt of 1istening skills would
seem tqué eséentia1i _Learning to J;é the value ciakification

procedure? listening to the thoughts and feelings of othggg and

- identifying with'the viewpoints d£~others may assist the individual

to clarify his own thoughts-andvfee11ngs, assisting further in’ the

process of value clarification. .

Summary

‘ Frqm_the findings gained from students' written reactiohs,‘
foTﬁowing completion of the study some tentative cqnc1usf5ns are-
presente&. |

It would éppear that tne students enjoyed the brogram and

Pearned many new ideas. Sharing the feeiings of others, 1isten1ng,

contributing to the discussioh, learnming from the facts information

and written viewpoints seemed to be favourabie aspects of the
pot! e

program acchdfng'to éxpfessed’comments. The topics appeared to

[

be suitable for-the-intérest 1eveTmof the students and they
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appeared to be challenged. ~ The cogn1t1ve affect1ve strauegy
appeared to lead to a slightly higher expression of fee11ngs than
the pther stratagies though»this‘indicat1on was‘by no means cTear.’
Some”issué; were considered t6 involve a greater ekprés§ion of
feelings than‘others. In two of the classes . ae exgres%ioﬁ of
fee1in§s appeared to help the students whilst in the one class” the .
major1ty were not sure. Many students.howéver;liEBeared to favour
the express1ng of feel1ngs out in the open The sharing of ideas
and 1earn1ng of Tacts and informatijon. dppeared to ass1st many
students in the modification of ﬁhewr pos1t1ons. Students ranked
more high]y learning of viewpoints froﬁ;others in;the'@lass,s,
Tistening %g othéfs, and learning from'viewpointsTOﬁ tﬁé papers.

Student written comments appeared to support'these'fankings,

o

VI Information Gained by C]assroom Observation, .and Reactions

from Teachers who Part1c1gated in the Stqu

In Chapter IIIXthe pﬁrposes and procedures of'sécufing
AN

add1t1ona. 1nformat1on while classes were in progress was outiined.
One of the major concerns was the 1mp]emenba jon of the strategies.
Some of the c]ass sessions were tape recorded for this purpose.
In addition it was hoped that further information would be gaihed
as to suitability of the strategies used. | '

Analysis of this information is briefly described in this
section. Selected transéribed sessions with diffefgnt sfraﬁegies

relating to teacher-talk are outlined in Appendjx G.
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In the ciasses where'cognitive‘and cognitive-affectiv
:strategies were used it was expected thaﬁ the questions woﬁ]d
be c]oée]y followed. It was also expected that the teaghefs would
spend time repeating and clarifying responses o% étudénts, reviewing
1'nformat1'on3 giviuc some directions, responding and reacting wjthout
refTécting their views or directing students to one side of the
issue, and-using some questions that woﬁ1d be very closely related

~to thé'étrategy level questions; In the classes where the open
strategy was used it wasvexpected that the teachérs would not
direct the discussion with specific quéé%}bﬁs but that the
clarification of the issue would be deyefoped by thé students with
the teacher ensuring discussjon confinuance. |

‘A brief sample of teacher ta]k usipg the open strategy in
cTarifyihg‘the Hunting topic on thé final day is as follows:

“Shall we continue the discussion todgy. -

"Frad" | |

“Tanya. . . . . yes. . . . what do ydu think of that. . ."

"Loretta"

4 ~

"Well, Loretta has séid if they ]owér the'hunéing fee more
.animals wﬁ]] be shot."

"Rodney"

-"A11 right.. Peter" |

"In other words ydﬁjre diségreeing that the peopie who aﬁe
younger are éoing tb'havevthe accidénts. You'ré saying
they;re not going to haVe the accidenté.” -
"Yendy" | o

LS

.-’/ |
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"I don't think we follow, Wendy"

s"S0 you're saying if the license is changed.
i A brief sample of teacher .talk on the final day ;nvclarifying
the same topic, Huﬁtind, but with another teacher wﬁé is using the
cegnitive strategy is as fo1]ows:A | ‘
"What was one kind of action?"

«"You consider banning. . " | \
“Anofher kind of .action we've talked about. . . . ." \\\
"Vaiious éhénges in"licenses."

"Another kind ofvaééion?”
"Tagging the animal that you killed" _ - F
"Any other kind of a?tion?“ ‘\\
“Let's look at these, and what we're gding to considef today
is a ‘priority of‘action. What does’this mean?"
- "Which of thése,actions would ybu think'you‘d,1ike té'see

take place first?"

. =
1]

"Bénning. .

"lhat do you think the result of tﬁat would be?" K

“ﬁbu]d there be any other result?" ~ ‘

A brief sample 6f teacher talk on the -final day in
clarifying the Hitchhiking topic with another teaéher‘ps{ng the
cognitive strategy is as follows: | |

v"Yesterday‘we talked about the many points of view from

what you deve}oped following our discussion of céftain
peob]e's yiéwpointé. Let's review these té help you decide

- what 'is the course of action that should be fd?ﬁowed."
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"Doug. . . . yes"
" "What is your reason?"
"Do othérs agree witn that?"
»"IsAthere/g different action that"shou1d be tdken\from all
these?" ‘ A | |
"No hitchhiking at all then. . . .7

"What are your reasons?" R

. LA § L '
' These-above samples appeared to be typical of teacher talk

with respect to open and cognitive strategies. The cognitive strateg:-

* was a-more teacher directed approach with a h1gher percentage of’

time dzvou 4 to teacher ta]k The open‘strategy showed the teacher -
more. as 1 bu1de in the student centred discussion. - There appeared to

be & higher percentage of c]assroom t1me devoted to student talk

va1th a 1ower percentage of time to teachen~ta1k

Brief samples of teacher talk using the cognwtlve affectwve
strategy 1in c]arify1ng the Cap1ta1 Pun1shment top1c on the second
and third deys follows. |

"We've been reading different points ot view aboUt the death

penalty being a deterrent and not being a deterrent“

"What is the point of view of the f1rst person7“

"Yes" : § ;
"What reasons does he give for.ﬁis point of view?"
" MA1 right. . . .Are there any o%her reasons?"

IlYes" ;

"Tf you were George Harsh how would you feel?"

N
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"In any words can you tell me how you thihk he feels?"

"Yes. .. ." | | ”

The ‘next brief sample shows further extension to thehaffactiv@
side of the“fu11 strategy.
‘ "What is the view pf this person?{
“Yes. . . .is he saying anything else?"
"Why is he expressing this‘viewpdint;“
“Yes, are there othe% reasons?" _ ( '

"If you were this person how would you feel?"

I "

"Do you think he'rea11y feels that?" i

"Yes. . How would you feel if you nad spent this time--twelve g
. years for a cr1ye that you realize was use1ess7” |
“"Yes. . .What do you think?"

"Yes" |

It appeared frofi the periods tha~ werevreeorded that the
~ teachers were following the strategies quite closely. Having
observed the pilot study in openae1on many small d1ff1cu1t1es had
been eradicated and during the early stages of the study some
further modifications were made.

Reactions from the teachers who participated in the study
added further information that appeared relevahf. Foi?owing
comp]et1on of the scudy the teachers were asked to respond in
wr1t1ng.to a sub3ect1ve—type quest1onna1re. A copy of this 1is
outlined in Appendix I. L

. The three teachers found the suitability of topics 2s

& | \
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apprepriate of ‘high interest and within the range of'eXperiences
of the students, with the possible except1on of Cap1ta} Punishment.
The amount and content of written information that was

gsed by the students also appeared suitable but sometimes it wae.

&i.,‘

considered that'additione1 infovmgtion was necessary. The outline
of instructions was adeqUate, and usually easy to follow, though
1£ was'expfeséed that it was difficult to follow different methods
part1cu1ar]y where the feeling component was not to be cons1dered
It was felt that prepahetwon time for classes was. s1m11ar to that of
other Tessons and that instructions were clear on th1s. 4
\ hs to suitability of the threetphocesses,’a1l teachers

felt fha; the co n1itive was less effective bésides being thg;mﬁ??’

. v . , ' e -
diffjcu]t to implement. The coghitiye-affective strategy'was
?évouhee.in relation fo the other processes. It was the ;easiesf‘
. and,most*eefisfying”, theugh hore time was invo]ved in presenting
. most 31EWpeintsl The open .strategy was pheferred_over the |
cognitive stretegy |

i The- teacher§ expressed a var1ety of statements in stat1ng

'1tems of the processes that they cons1dered most vital. Pert1nentr, N
facts, v1ewpo1nts oral exprassion of pup1ls, ask1ng how they
: wou]d feel -and having students listen were g1ven as statementsee\\\
The affective s1de of the strategy was regarded as "very importqnt"_

and’ "tru]quean1ngfu1". A1l teachers expressed the idea thai the.\ .
.”v.strateg1es used were différent ftom others they had attempted in - }j\

that the1r 1nterpretat1on$ and v1ewpo1nts cou]d nof-be expressed. o

Carryvov effegt'was noted in tﬂe.ab1]1ty to be mire expressive and -

o
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in the stating ot fee  inUs ﬁn'creative writing. |
The teachers alti * 21t the evaluation procedures to be good
in that "they a]lowed for or ginality of express1on and * encouraged E
pup11s to cons1der differant =spects and make the best se%ect1ons
The value of the ¢ -c.ssions. was stated as "very
worthwh11e” and oﬁp“great vaiue Two po1nts stated were that ‘they
made’ pup11s do some ser1ous th1nk1ng as we11 as expos1ng thgm to 3§k'
others' views" and "pupils had a chance to 1isten to each others
‘poﬁnts of view and’comments, to think abou; these, and word their
own reply or comment." Interest and mot1vat1on of'students was
stated as “g&ﬁ%h%1]y,good", wyery high" and "very high most of the
timef. o , | o
As far as strengths and weakneSses of the program were
concehned s1m11ar po1nts were expressed by the teachers
d"Opportun1t1es to express thoughts ”class 1nv01vement and ihtehestf;
’"encouraged dec1s1on mak1ng and evaluat1on of pup11s 1deas‘_were :
‘stated Heaknesses 1nc1uded the t1me Timit on top1¢s and'the.faot

JsLQQ%._ that .not all pupils cou]d take part in oral d1scuss1on Further

EommehthWere”added in- conclusion which supported the prog/am

l
- Summary

pag
-

From theaf1ndqngs ga1ned from clasgroom recordwng during

°7J§$udyf@nd teachers comments as stated following-

mydy some"*ﬁservaeaons_a[e presented

" ﬁappear that the. teachers fo11owed the strateg1es

5 -
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(

closely. Preference was shcwn for‘using'the fu]1 stiteg& which
1nvo1ved students in 1dent1fy1na w1th the fée21ngs and concengga : )
of others. Pert1nent facts, v1ewpo1nts, ora] expresston of pdpw]s
and the1r 1dent1f1cat1on w1th the thoughts and fee11ngs of others

_were cons1dered 1mportant Dnscuss1on and 11sten1ng techn1ques

S

“'were con51dered va]uab1e and. there appeared to be carry over effect

~ o

to other scho1ast1c areas. d'%ﬂ; o e e

»'of.three str;' '-used in re]at1on to the students wr1tten
thoughts and fee‘1ngs, the1r verba] responses, their pos1t1ons on

. ‘pre, post’ and post-post forms of a semantic d1fferent1a1, their:
written reactibnS'f011owtng compTetﬁon of the Studyvand recorded ¥
observat1on \\eacher comments and reactions were als;\Eons1dered
to estab11sh the efrect1veness of the strateg1es used
. Students wr1tten<assert1ons w1th respect to the fourQVa1ue
issues were summar1zed in a number of descr1pt1ve tables It was

' ‘shown that the cogn1t1ve affect1ve strategy had an apoa eney ‘Jper1or1ty
in categor1es of cond1t10na1, supported response and\SUJ)ﬂny -
preference as we11 as 1n statements of 1dent1f1cat1on Thegj\ff\;
possmb]e strengths of us1ng this strategy also appeared apparent o

- when al] classes c]ar1f1ed the fourth issue ut111z1ng the cogn1t1ve—

affect1ve strategy Th1s wou]d appear to 1nd1cate that cogn1t1ve—

, affect1ve linkage is 1mportant in the c?ar1 1cat1on of any 1ssue,;

o7
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nd that without affect1ve componentc the strategy used may be

1ess effective.

Verbal responses of students a4s reco, ior in 1nterviews»

3 ©

S conducted by the observer prov1ded add1t1ona1 1hf0rmat1on which was

N

°

\ “

-;summar1zed in the chapter. It appeared that a cogn1t1ve base in. -

‘the form of providing re1evant factual information was»1mportant.

An affective sharing of ideas appeared a favoured component 1n the

vStrategy The students also appeared to appreciate the opportunlty

for this shar1ng which made the role of the teacher and the

- c]assroom climate essent1a1~factors to.be cons1dered. Cognitive-

laffectiye linkage would appear ¢ Se suppbrted by the verbal

responses of students. >

Resu]ts of the evaluation of studen pos1t1ons on va]ue
top1cs as.measured by Pre, Post and P05t Post semantic d1fferent1a1 °
forms suggested further conclusions. The tab111ty of ones' value

Q
positions with vespect to the differentvva1ue topjcs was a:parent

;7throughout the length of the study; The nature of the.topics

hemselves may have been instrumenta1 in eontributing to small J
shifts in pos1t1ons that appeared to occur. The teacher's
personality, manner, rapport w1th students, and uwxque

1nd1v1dua1ﬂty were oby1ous]y 1mportant factors Nh1lst the _,9/

_advantages of the cognitive-af ect1ve strategy were by no means ‘Fﬁ

c1ear the use of 1t did appear to beoa contr1but1ng factor in
recording sh1fts from 1n1t1a1 pos1t1ons Nheh a11 three c1asses

used the strategy with the same topic cons1stency of resu]ts was

apparent, as 1nd1cated by .the prof]1es and,d1f;erence scores.”

o
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Information gainéd‘from students' written keagﬁions \
foll'wingucomplgt%on Q} the study appeared to substantiate
pre;ious findings but some additional findings were apparent.
Sharing the feelings of bthers, Tistening, contributing‘to the
discussioné besidés learning from facts, informatioﬁ and written
viewpoints agpeared to be positive éomponents of the program.
Much of the social interaction in the classroom which involved \
sharing of ideas and'féé1ings appeared to gain Strong_positive-

z
support by the pupils. .

Information gained,from c]ﬁssroomwobServation appeared to
" indicate ihat the teachers were c]é@g]y following the particular
strategies. When the éoghitive—affective strdtegy was used it
appeaied that more time was needed in tha class tb-invg1ve the
expression of feelings of the students. (However, all three o
teachers prgferred this étratggy over the'othg;/tWO. The Egégﬁérs
also supportédithe components of this strategx. Pertinentyfécts;
viewpoints, oral expression of pdpi]s,_expressihg Sf fee]ings;'A
identification-with the concerns and feelings of others and fhe
developing of listening skills were regarded as important.i The
affecéive side of the sfrategy was ‘highly supported by‘téacher
comments,' ' h |

In Chapfer‘Five a summary, conc1usions;‘imp]icaéfbnékénd\
recommendations: for furfhér fesearch are presented. “

A
i ;i.'»



CH'PTER V

SUMMARY, CONCLUSIONS, QUESTIONS AND RECOMMENDATIONS
FOR FURTHER RESEARCH '

“ . v

I. S&mﬁd?z
v
Tﬁere exists at the present time'.t least twd fmpértant

suggestions for changes in social stud »s programs in the schob1s.
One change is conéernéd with the dec., e of the teacher dominated
form of instruction. This change invoives the.student more as an;
'activé decision maker 1ntegréting cognitiye skfi]s and affettjve
cgncerns,'whereby using carefu11ylseiected m‘teria1s and in
interaction with his peers he makes a var%ety of tentative decisions
~and conclusions. A second chéhée is concerned with the lessening
of émphasis - traditional study of broad topics asFﬁéthown in
progincial curricu]a; ‘This chqnﬁé/inVO1ves déa]ing wfth current -
topics which are in the 1ime11§ht and'ére of interest and éonéern

to tﬁe students and adults alike. This.kind 6% inputainio the |
social studies program 1is intendedvto provide a pertinence, meaning .
and vitality, enlivening fntefests, and activatiﬁg the minds of young |
peoﬁ]e. : ' . o | |
. ' —It was with these Ch%pges-and challenges in mind that the
investigator designed_the study Wﬁich hés been reportéd. A search
vwas méde for a process that wogld be useful for young studgnts in

. the clarification of value issues. Three strategies were implemented

207
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.where students ¢ ified value issues of concern to them. The
rogn1t;ye strategy stressed 'a problem solving inquiry procedu.,
with a minimum of subjective judgment. For th1s strategy the
teacher asked guestions of a factua] nature seeking a cognitive

“ reaction from students. The open strategy allowed pupils to pursue
‘their clarification with a minimum of teacher direction. In this ‘
approach the students were freevto clarify the topic uithout any
direct instructional questionning 'y the teacher.- The cognitive-

affective strategy involved the t\t:grat1on of cogn1t1ve and

affective type questions in addition to those in the cogn1t1ve

strategy. s i A
}‘ Va]ue issue topics were se1ected on the basis of su1tab111ty‘
(’/ and probable. unfamiliarity to the subJects They were presented to
ﬁk ~ three c-oups of subJects using a]ternate1y three d1fferent -"
: strategies eXcept for the final week when all three groups used the
cogn1t1ve affect1ve strategy with the same va1ue issue. |
| The mater1als were prepared on each value issue andv
mod1f1cat1ons were made dur1ng ‘the course of the pilot study : '
S1m11ar1y(§ome mod1f1cat1ons were made to some of the strategy Tevel
questions that were used. Teachers involved: in the study were
‘ observers dur1ng the coutse/gfhthe pilot study and. ref1n1ng of the in-
S

| structional and 1nstrument@t1on procedures was made during this t1me
The grade five classrodms that were used in the study were
in theusame socid-etonomic district in south-west Edmghtgh;\ AN ~
clgsses were in open ar’ team -teaching arrangements.” .

’

- A variety. of student “outcomes was analyzed Since the main ;. .

y - - ) -

N , A Y
LR _
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\
purpose of the*stdﬁ? was to suggest components that would comprise”

a viable teaching-]earnjng‘strategy by which students would be
assisied in the c]ar{F{Eation of value 1§sues the investigator gained
a variety of information on a continuous'basfs throughout the'courSe
of study. Students' daily written thoughts, verbal responses,

positions on pre, post and post-post forms of a semantic di%ferentia1,

N

information from questionnaires and classroom observation were
utilized. In addition, the reactions of the teachers who
participated in the study wereya]so considered. |

| -The investigator éarefu11y'scrutinized}the studeﬁts'_déi]y
written thoughts in order tp recognize some common components, and
to develop some categérizatidn system fo assist in the coding. and
subsequent ana]ys: 7 these written thouéhts. The 1nvestigator
‘fea1izéd the arbi. .iness of the scheme hat was arrived at, and
the degree of over]ap between cogniﬁive and atfective statements;
Some simitarity was noted with the system devised and other methods
of formu]atfon. A system for coding studénts"written assertions
was developed with the aid of judgés. In addition to fhe factual
and valuative assertions the students' written thoughts were also
checked for identifﬁcationp. Students' verbal responses regarding
the value issues were recofded duringlindiyidua11y conducted
intngiews which wére'conducted by the investigator. The qgestions
that were used b} the invesfigator re]ated'to the purposes of the
stﬁdy,and were basjca11y‘the«same for eachbinterview conducted.

| The semantic differential technique (S.D.) Was uti1fzed'to

measure the meaning'that each value topic conveyed to the students
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at three dif%erent_stages. The use of a valid instrument was
estab1ished'prior to the beginning of the pi]ofystudy. Nith the
aid of computer programs\supp]iedvby the Division of Educéiionai
‘Research of theIFacu1ty of Education, University of Alberta tables
and'prof11¢s were prepared. In addition a difference score
techniqué was used to show the nature and degree of shift on each
bi-polar adjective pair for the four value topics.

Further informztion was gained f}om questionnaires comp1e£ed
by the students following the study, from classroom observations
and recording, és well as reactions from the teachers who‘participated
in the sfudy.

The @gcondary purposes 1mp71c1t in the major purpose of the
study were re1a33§ to tﬁé*variety of stﬁdent outcomes ana1yzed. “
Three teaching—]éarning stratégies were used with classes of grade
five pupi]s&where they were encouraged_to respond in a variety of
ways tdFertain va]uerissue situations.‘ An attempt was made to
identify-componehts or ¢1eménts from the Strategie§ that abpeared .
to have relevance for students. By analyzing the interaction between
the students and the strategies, value issues and materials, a
process for c]arificatibn of students' written responses was - ,;\
formulated.  Students' positions with reé%ect to.each of the value
issues were determined. .Quest{dns forming the basis for further
'investigations uti]izing cognitive, cognitﬁve~affecﬁive and.open.

\ ) , ‘

strafeé%es with e]ementafy schoo]lchiidren were proposed. - o

Three problemsl?ﬁat were related to these purposes were

. . \
also invesﬁigated. The first involved the use of the cognitive-
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affective strategy. The investigator wished to'gain some indications

. concerning the use of this strategy in terms of number of factual

and valuative statements as well as indications of .identification

made by students. The second problem was concerned with the

interest displayed b&-studenté in the program as well as its

relevance. A third problem concerned the utilization of group

processes to make effective verbal responses. These problems. were
examined in the analysis of student “outcomes.

Research questions related to thése problems and purposes

" were stated. These were examined during the presentation of

results in"Chapter IV.

"II. Conclusions

A number of tentative conclusions can be drawn from the
analysis of the data, and from the observations made during the four
wveek period in which the study was conductéd.

It would appear that the students 1nvo1ved were ab]e to

.utilize three strategies to express in a group and 1nd1v1dua1 way

their responses to their 1nterpretation of certain value issue
situations. The nature of the written assertions with respect to

a particular value issue when teachers were using cognitive,

‘cognitive-affective and open stfategies did not appear to show clear

cut distinctions. o\ S S <

The conclusions reached from the analysis of students’

"written assertions are neted as follows:
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1‘ .In using the cognitive strategy there}was a trend for a

high percentage ofiassertions to be in the preference
category.

2. In the open strategy no apparent trends were evident

with respect. to a high number of assertions in any one

<

category. X ‘ >t

3

3. In the cognitive—affectiVé strategy conditiona], response,

supported response and supported preference assert1ons
appeare khwgh overa11 but this did not’ a]ways hold true
when teachers and the value issues were each considered. <

ﬂ_Q,m_Inuidentification statements the cognitive—affective

7

———strategy gained the h1g:er perceneage of students
wr1tten assert1ons 1rrespect1ve of. the part1cu1ar value
issue and~the teachey.

L h.. Ié was apperent from the_categorizetion of students'
wriften;assertioqs,that the naturejef the value issue

- vitseTf wasza'determihihg fattor. InvIssue I general
assertions ranked high, 1n Issue II particular essertjons
andISUpported responseé, wﬁi]st in Issue III preferenee
as§ert%ons. o

6. It appeared that Qa1ue issues thaf were more closeTy

related to the\experiences of the students elicited a
wjdervpariety'of students' written assertions, When

"‘st,ud‘em:s\;l feelings were aroused to a higher degreeba
higher\percentage of preference assertions and a low

_percentage of factual assertions seemeddio result.



The teacher and classroom ¢’ imate were importantQ.~¥'
’ . b .
variables. Teacher-A ran:ed nica in"particd1ar general |

3

and supported response assertions, but in a]l cases

this did not hold true with each Surategy used and ther?

va]ue issue that was c1ar1‘1ed Teacher B s1m11ar1x

\
but in supported preference and 1dent1.1cat1on

assert10ns she ranked high 1rrespect1ve of the strate‘

used or the value§1ssue that was c]ar1T1ed Teacher C

ranked high in response assertions 1rrespect1ve of

strategy of value issue. ¥ -

When all teachers used the cognitive-affective strategy
with Value Issue IV the}e appeared an approximately

two to one;ratip of:respense to supﬁorted response and
preferencefto"supported preference assertions in all
classes. The percenfage of assertions in'the general,
preference,_supported pgefenence‘and identification

categories were also relatively uniform in all classes.

From these conc]usions the f011owing suggestions.are made: ',

1.

2.

Cogn1t1ve affect1ve linkage at all strategy 1evels would

o 7

seem to be favoured in contr1bu»1ng to pup1ls mak1nQ

‘cond1t1ona1 and supportive valuative statements Th1s\

suggests that components of a teachwng 1earn1ng strateg§\\
include such 11nkage when clarification of va]ue issues "\
is attempted in the classroom. _V =

It wou]d appear 1mportanb that pupils be able to
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\ genuinely state a variety of identification type
~ statements. Whilst no firm conclusions gaﬁ be made

_regarding the super%ority of the cognitive-affective

. ‘strategy in this respect, trends point to the
superiority of this strategy in.contributing to the
expresséon of such statements. |

3. It would appear imperativé that students give support
to the vaiugtive:stateéents they make. Whilst definite

.conclusions again cannot be made regarding the

superfsrjty of the cognitive-affective straﬁegy, trends 7 -
. again-ﬁnaﬁgate'that the integfation of cognitive skills
aﬁd affecti&é concerns assists pupils in maﬁing these
- statements.
4 The“pertinenceldfvva1ue issues seems to be related to
‘pupi1s"%xperiehtia1 background and relevance for them
‘ét the time; This suggests that the selection of value
- issues for clarification be determined in consultation
with the pﬁpi1s themselves.
Studéhtsf:Verba1'resp0nsés as recordea by means of the
" interview method support further components that coh1d be included
in a teaching 1eath1ng strategy. The conciusions reached from
- the ana]ysis of the‘students‘ verbal responses arc preseﬁted.
1: The provision 6f a-cognifive base in the form of reTeJant
infdrmatioh,'pertinent facts and figures would appear
important for value c]arificatidn.

\2. A variétyfof proVided viewpoints appeared necessary




o

assist in the integratioh of eognitive skiTis and
,»affective concerns.

3. It appears that the teacher s role as a guidelin the
¢ .scussion. is most important, ass1st1ng i the
ciarification of meanings and encouraging pupils to
_express their thoughts and. fee11ngs

4. An affect1ve sharing of ideas seemed an 1mportan£
component of the program's success, assisting in
cont1nued interest. | “

5. A classroom climate conducive to mutuaT sharing andsr_
E1scussion of jdeas appeared necessary for value
clarification to be successful.

From these_conc]usions the.fo110w1ng suggestions are made:

1. If;would seem that the provision of infermation; facts

) and figure's end.viewpoints is iargely the responsibi]hty
of the teacher. However, with the teacher as a guide
studehts might well assist'{h the Efovis@on of fhis:::
material. . _ - ?m? |

- 2. The role df‘the teacher as a éhide rather th;n>as a

- participator in the classroom clarification appeared

Eﬁﬁ “to be eppreciated»by the pupils. The fact that the
. T‘teaéher followed this rble appeared instrumental 1in
U 'providing the e1a$sroom c1imateﬁ;hat-was conducive to
an affect1ve sharing, of ideas. | -
3.‘,Responses from the studencs that were 1nterv1ewed showed

-

a high interest Tevel, the novelty of the'program
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indicatidg a Hawthofﬁe effect.

Corc]us1ons resu1t1ng from the- eva]uat1on of students

pos1t1ons on value top1cs as measured by pre, post and post- pQﬁt

semantic differential forms provide specific "information -on students'f

"positions, and on the nafure of attitude change. These cont1usions’

_are noted as f0110ws

1

. than with the ‘cagnitive and open strateg1es s ““

The apparent stab111ty of overa11 pos1t1ons was “shown

- by profiles and mean scores on the semant1c,d1fferent1a1

~at three points in time. However, this was expected
- . g \ : .

aS the value clarification pﬁbpeddres did not attempt -

+. influence the students in any partictlar direction.

1< was expected, however that the cognitive-affective

strategy would be associated with shifts in'BOéitions

as measured by theé D{fference Scores which'would be more -

S— N

¢ \
1t appeared that the nature of the value top1cs and the

_ re]ated 1ssues were 1nstrumenta1 in contr1but1ng towards SRR

-

some mod1f1catjon of students' positions.

. The advahta;es of the cogniti@e—affective strategy were .

by no means clear. However, in Va1ue Topici IT the
c]aséroom using thjs strategy recorded the greater shifts
as indicated in the profile, and invdiffere ce scorees
In-Value Topic III the’ciasékOOh using fois strategy
recorded the greatef difference scores. In Value Topio
IV when all classes used the,cogojtive-effeotive,strategy'

difference scores in all classes were somewhat consistent
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- and considerably.in“extess-oﬁ/fhose in the non-treatment

N .. class. ”
4, It was apparent that where the-teacher had es%EBTT§hed

\

a high degree of rapport w1th her studencs, creat1ng a
c]assroom c11mate conduc1ve to student 1nteract1on w1th
herse]f as a gu1de, that students were more 11ke1y to: 3

o

freely accept and adopt other pos1t1ons

,5‘ It»was no;ed that where there appeared to be éppareﬁt
y ‘ o shifté'in profile positions from pre to postﬂscoresh
Er. = . E "posg—pggt scoresvindieaﬁedla shift towards initial
: o '>positfons. ‘
\\5\* FromvtheSe conclusions the-fo11ow1ng-sugge$tidn§ and
‘observations are made: . R “
1. Whilst it cou]d be sa1d ‘that the prof11es 1mp11ed a
fstab111ty of att1tudes the nature of “the d1fference
scores suggested departures from initial pos1t1ons The
cognitive- affecn:ve strategy was assoc1accd w1th higher .
totals in d1fference scﬁyes which wou]d seem to 1nd1cate
' that it was_at}]eas; to s%%e degree instrumental in “
fostering modifications from initial positions. ,
- 12, It was observed that the pertinence of the value 1§s;e$1k
rf?for the students appeared to be assoc1ated wwth greater‘
';mod1f1cat1ons-of positions as shown on the profiles and
h1gher totals of difference scores ‘-Th1s wou]d suggest
-once again that issues: dea]t with 1n the classroom have

::.

~ significance and.re31 importance for the students.

=

b

2t
iy
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3. It is suggested that teachers endeavour to estab11sh a
c]assroom atmosphere that a]]ows students to free]y

J | 1nteract. It wou]d seem that if students. cannot c]ar1fyi
their own positions in re]at1on to. exam1n1ng and
cons1der1ng others that little mod1f1cat1on or quest1on1ng
of the1r own positions w1]1 occur.

»4; It 1s suggééted that pupils use their own proft?es to
examine and eva]uate the1r own pos1t1ons from time to
time. (

From the findtngs’gained-from students"” wr1tten react1onsl

following comp]et1on of- the study some tentat1ve conclus1ons are
presented ‘ o s i

™

(" L. ~
1. It appeared that student‘tnterest-was high, and new '

. - ¢
d1scuss1on and in the 1hformat1on that was utilized.

T 1deas were ga1ned through the shar1ng of tho:?hts in
2. "It cou]d be conc1uded that pupils can deal. effect1ve|y
with top1cs that m1ght 1n1t1a]1y appear to be somewhat
‘s - abstract However, the f1rst two value topics whiich

dea]t with nnformat1on that was w1th1n the immediate

fenv1ronment of ebstgdents 1nterests seemed- to be
favoured s11ght]y over the latter two top1cs

3. A- h1gher percentagebof expression of feelings was
associated‘with the'éognitiveeaffectiVe\\trategy ~The
overa]] maJor1ty of students felt that the express1on
of fee11ngs as$isted in the c]ar1f1cat1on of the top1cs

4. The shar1ng of thoughts ‘and . v1ewp01nts, the d1scovery

r\

A
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N

of new facts and 1nformat1on, and the persona]
:_exper1ences as descr1beﬁ in the wr1tten v1ewpo1nts were
A eons1deredfnmportant in caus1ng 1dea§ b change. °
5. Students{ranked highly learning trom thelviewpoints
N - of othegégin the class, Tistening to all the.ideas being
discussed and 1earniﬁg frem the viewpointe oh‘the papers.
From the;e"conc1usions the following suggestions and
observations are made: | "
1. It would seem essential.tﬁat>student interest be
initially high, and be maintained throughout the
_c]arificatfon ofwthe particu}ar jssues. What might
initia]]y appear aslabstractvtopicéﬂfor'students might
be uti]ized, provﬁiée'that some persoe;1 identification
be estab1ished with the integration of cognitive skills
and affective concerns. - |
2. It'was apparent that whetever teachjng-]earning strategy . -
the teacher was using the expressiOn'ot fee]iqg§ was
involved. However, when the cognitive-affective §tfa:°gy
was used the e pression' of feeling was facilitated to -.

a higher degree;~_

3. The”item “Listening to all the 1deas.being,distus%é@?wﬁv:

. had not been indicated in the other findings. Hijﬂérgl
sihqe.stUQents enjoyed-"learﬂieg from tHe viewpoiﬁts of
other students in the c1ass, the development og ,
listening sk1115 would seem to be essent1a] //7

- "Being an,exp1oratory study it was not the 1nte;}x ‘of the
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investigator to reach defjnite‘cpnclusfons, but rather to suggest .
some tentative ones and at the same time 1nd1cating trends? making
observations and suggestions which would provide‘the basis for
further research. The najor purpose wasrto indicate. components
of a teaching 1edrning strategy that might Be 1dentified to assist

-
learners in the clarification of value issues.

[

II1. Questﬁons and Recommendations for Further Research

One of the secdndary purposes implicit in the maJor purpose
of the study was to generate questions which could-form the basis for
further 1nvest1gat1on of ut111z1ng cognitive, cogn1t1ue affective
and open strategies'in clarifying vaiue issues. These have been
raised at appropr1ate places throughout Chapter IV in the reporting
of spec1f1e f1nd1ngs. It wou 1d appear that many of these quest1ons_
“could form thevbasis of needed research in value clarificatior.

Some of the‘questions rajised from tHe»findings of students'
da11y written assertions were: “

Are higher I1.Q. students move receptive to- value clarifica-
tion?

_Will the use of the cognitive strategy Timit the range of
wr1tten assertions?
' W111 the use of the cognitive- affect1ve strategy result in
written assertions tnat fall into categories of conditional,
Jsuppdrted response, response, and supported preferénce more

'“tonsistently than when other strategies are‘used?
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Will the usé of the cognitive—af%ective strategy result in
a higher number of identification assertions more conéistently than
when other strategiés are used?

| To what extent does the value issue itself influence thé
nature of students' written assertions? “
To what extentpﬂo‘c1a;déoom climate and'pup%1—£eacher
relationships act as major determiners in the nature of students'
written assertions and verba],responées when clarifying a value issue?
w111 the‘use of the cognitive-affective stracegy in &he
clarification ~ value issues lead students to justify the résponses
and preferences that they make more consfstent]y? |
Somé of the questions raised from students' verbal responseson
as recorded in intérvieWs‘@ere: . |
To what extent iS the affective sharing'of ideas among “
students.iﬁportant for vaiue clarification of a particular issue?
In what ways can a climate conducive to mutual-<haring and
v discussion of ideas be developed in the classroom? |
| In what ways should the cdgnitjvé Base in-the form of

relevant information, facts and statistics be collected?

| | In what ways can the teacher effectively be a guide in

‘ the*imp1ementation of strategies for ?he purpose of value

~clarification? _
: Some Of,ﬁhé questions raised from students' positions-on

value top%c 2s ﬁeasured bx pre, past and post-post semantic

differential fgrmg weré: - ) : 52

To what extent is the value topic and issue itself aefactor

[
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“of techniques?
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in influencing changed positions and viewpoints for students?
[ | ) ,
Is the cognitive-affective.strategy the preferred one to.

P4

assist in the clarification of value issues as:-measured by a variety

»

In value clarification is there a tendency towards
intérmediafe‘p051tjons.when students'initiaqiyJadopt some clearly
bositive orgnegative positions? o

Is there-a tendency when ehiftsbin position on the semahtic |

differential seem to occur following clarification, that stUdenté :

" later return to their formerly he]d‘positﬁons?

1 Some of'the‘edeétions raised from students' written
react1ons following comp]et1on of the study wereg .

Is there a noticeable re]at1onsh1p between the ab111ty of
students to express their persona]’fee11ngs @nd I.Qu level?

~ Is the ‘mutual sharwng of viewpoints more conduc1ve to the

clarification of ideas and fee11ngs when using the cogn1t1ve- K
affective stYategy in compar1son to other strateg1es?

To what extent are the sk1lls of 11sten1ng 1mportant for
va]ue clarification and att1tud1na1 change?
. “ Does the use of the cognitive- affect1ve strategy ass1st in
the freer exprd§51on of fee11ngs and in 1ntegrat1ng cogn1t1ve sk111s
and affective concerns? To what- extent are the other strateg1es

effective?

Whilst many of these questions were brought out in'the

course of the presentation'of the‘results’very few wefeISpeeifieally L

answereq¢ in .this exploratory. study. -Tentat1Ve tone]usions wefe
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suggested, Several trends were tndicated throughout the
presentation of results in Cnapter IV. It would seem that
additional exploratory work is needed in value clarification,
especially {ﬁ thewuseﬂof specified strategies which involve the
integration of dtteetive concerns. Carefu11y designed experimental-
studies‘eou1d probe more deeply 1nto some oﬁﬂtneAQuestions that have
been raised, such as the effectiveness of,tneleognitfue—affective
strategy in comparison to other strategies, and the importance of
the.expresston and clarification of affective concerns. |
However, in spite of the many'unanswered'questions the
following recommendations are presented ih light of the findings of
this exploratory studu. |
1. The process of active decision making,.integrating
cognitive skills and affective concerns in the
clarification of pertinent va]uedissues wou]d appear
to be an essential ingredient of a socié] studiesb
program. “ |
2. The 0vera11 superiority of the cognitive-affective
-strate;;\es indicated in students', written asserttons
in the categor1es of cond1t1ona1s supported response
and supported preference, and 1dent1t1cat1on statements
would indicate that this strategy may be instrumental
in encouraging students to examine the consequences of
tneirwtn0ughts.and fee]ings, and realize some concern
or commitment over the thoughts and fee]ings of_others.

It i§¥suggested that the levels of this strdtegy be

A
HEN

Ty
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considéred by teacﬁérs,wheh 1pvo1ving_students in the
ciarfffcation of value issues.

3. It iSvrecommendéa thaﬁ teachers consider using the

..ﬁéatégorization systgﬁ for developing students' written
sﬁatements. '

4. 1t ié.;gégested that the provision ofzbgrtinent
information in the form of facts, figures, rules and
procedures be utilized carefully before asking students
~to clarify their decisions. .Similar1y a variety of
viewpoints:cou1d be c]arifiedqbeégfe diQCUSsion of their
own persdna1 thoughts éhd feelings are brought out. |

5. It fs recommended that the role of the tedcher as a guide
and fagi11tafor in fhe clarification précedure be
established. This appeaés particularly important wheﬁ
students aré engaged in affective sharing of ideas.

6. It is recommended that the semantic différentjal forms
be utilized by teachers as a‘means‘to géuge the ﬁositions
of students on pertinent value issues at appfobriate
time periods, and that the& also be uti1ized as a means
of student self-evaluation.

. 7. Overall Studeﬁtsf(reqctions %qvourediéhdfing of thoﬁghts

and viewpoints, 1isténing to the viewpoints of otheré,‘

discovery of newvfacfs and infgrmation and gaining Views
from written viewpoints.' It is therefore recommended
that a value g]arificatfon‘procedure consider uti}izﬁng

these components.
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VAAE TOPIC I L

SNOWMOBILES o -
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STATUTES OF THE PROVINCE OF ALBERTA
SNOW VEHICLES ACT
July 1, 1969

ImpbrfantpPOints of the Act o B

1. 611 vehicles ﬁust be regis%@?éd.
2. ngg]atiogs
(a) Veh1c1es cannot be operated on the roadway, parking lane,
or sidewalk portions of a h1ghway unless allowed by the
council or a district by the passing of a by-law.

(b) Vehicles may cross a highway, roadway,ﬁqr parking lane if:

(1) ‘The vehicle stops before crossing:w
] 3(2) Passengers walk across..
(3) fhe right of way to all traffic is given.
(4) ‘The vehisle crosses by the shortest routé.' 7

(c) Infractions {or breaking of)’of regulations 2 (b) are liable"
to the fé31owing fines. o e
First Offence - $5010r'30 days imprisonment.
Second Offence —’$]OO of‘100 das “in prison.

‘(d) Operéting a vehicle without due cér“ and attention and

. cons1derat1on for persons or property ic liable to a fine of

not more than $1000 or 6 months, or:6 moans without the

= opt10n‘0T a fine.

(é) AN éécidentg are to be reportgd if’persbna1 injuries are

invo]QedQ.and_if nroperty damage'isrmore than $10d.
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SNOWMOBILES |
PROVINCE OF ALBERTA (R. C. M. P. FIGURES)

&Y ) [

" Registrations 1970 C 7,7
1971 24,500
Reported Acciéents 1970 & | 53.
S - 1971 48
:Reported Injuries . 197¢C 47
1971 ) . 33
' Deaths 1969 0
” 1970 0
1971 0

Youth, 14, Killed in Snovmobile Collision

4 .
¢ o]

Edmonton Journal, 19th February, 1972

=

A.14 year old Sherwobd Park district youth was killed
instantly Sunday when the snowmobile he was operating collided head-
on with another. v ,

Kevin Gramlich died in the accident, which occurred in a
71iles east of Sherwood Park.

. R . have not identified the driver of the other
snov. .. ‘.. . ~a juvenile, he was treated for)]acerations’at
Univzars, oy He: ‘1 and released. T k
R.C ..F ay the two snowmobiles collided at the top of a
s oowdvift cove . a fence line. The height of the drift apparently
sbscurzd “k» - = on of both drivers. : :

i ¢ che son of Mr. and Mrs. Simon Gramlich, who live on
. Tarm epproy  tely-six miles east of Sherwood Park.

Ke- .nd the other snowmobile driver were discovered about
4- % m.  other snowmobilers in the area.
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VIEWPOINTS | Lo

(1) - e

-

t

We are be1ng 1ncreaoang1y annoyed by the noise, pollution
and pressu?es from new and unnecessary techno]og1ca1 play-things |
and gadgets, and there are fewer and fewer areas which can offer a
11tt1e quiétness, peacefuTness and a chance to be with nature.

The snowmobiler cannot help but leave a trail of 1rr1tat1on
"' behind him whenever he Lnters a wilderness area. His din and fumes

blast the country peacefuTness like a truck horo at 4 a.m. |

| The same’ho1ds:true for power boats on wi]derness‘1ake§.

A good- examp]e is Astot1n Lake in E1k Is1and National Park. ‘IF'_
‘ there ever was a body of water which does not need a horde of k
deafen1ng p011ut1ng Speedboats on it, 1t is th1s nature 1ake wh1ch‘ m

\

T the home of waders, shoneb1rds dwaterfom], gu11s, terns,
muskrat and beaver. N -

What isoneededijs'lafisiatiOn to define speciaT_snowmobi1er
areas. _ o e
s .. R.A. Huth

143rd Street.

'Edmontontdourna1

Janvary 14, 1972 o
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VIEWPOINTS .

SNOWHOBILE 1S KING IN FORT MCMURRAY
By Andy Ogle, of The Journal
Fort'McMurray; February 3, 1972 A

They will never replace cavs, but in the winter, the

_snowmobile is king in this northern £lberta town.

/
Enthusiastsihere‘say'Fort McMurray probabT} has mofe {
snowmbbi]é; per head of pbpu]ation thah any other ATbérﬁa center.
"I dg not think anyone has ever made‘an axact céunt, but:I
stdrted_thinkihg about the“%am11iesroﬁ’my block and réa]ﬁzed about
: . |

every second household had at ieast one and some two or more,"
hY , i

E. A..O'Brien, DﬁbTicity director for the 'Snow-Trakers', a 16ca1
snowmob{{e club. | | | },

"The snowmobi]e has giyen us a lot of .freedom," says;
Mr. b'Brien. "It sure makes the winter a lot shorter".

But. the snowmobile has not yet completely reh]aced the

more traditional means of northern'tfansportation ~-- the dog sled.

-

said

e
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VIEWPOINTS ’
(3) o '
CITY DOCTOR DECLARES. . . f : o
- 'SNOWMOBILING INCREASES TENSION' )
By Otto Schaefer, M. D. | ' ' Edmonton Journel -,
e _ , |
135th Street o - ' O " January 15, 1972
There are a fewipoints which should be stressed and are:
ﬁ3usua11y/como1ete|v over1ooked in the discussion of snovm0b13es
Most snowmobiles are for recreaf1ona1 use, and the genera1 o

public appear to place snowmobiling in mhe same,e]ass as other winter
sports such-as cross~country and downh111 5K11ng, skat1ng and

snowshoe-hjk1ng.' With this in mind the snownobilers claim a ' - /;'

- and contact with nature. There. is ﬁ need for pub11c n:
. T
/ .
for part1c1pac1ng rather than spec[ato* snare act1v1t'es These

sports do not need costly mach1neJ :DrWV?nfl.

: ers are sitting
7

behind the steering wheel. The ILe] meant for their musc?es c1ogs

e]ax, but Tnfreeses stress and bens1on The‘

up their arteries. ‘The person gets "worked -up" but has no muscular

el . .‘\ ¢
“york out. This 1is not “spdrt“*or “relaxation".
: Lo
L1L°w3e Tees for snowmob11es should be cons1dera01y

“increased, while pubTﬁc facilities should not be. . —
. : A
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| ~CITY OF EDMOATON . =
i TRAFFIC AND STREETS BYiEAWS
u~ .

By-law 3100 | | -
Section 406 | ~ " S
Hitchhiking No person shall stand uponr
Taffic Tag : or w§lk along a roadway for
Penalty $2.00 the purpose of soliciting a

f ridé from the’drivef of any
vehicle. )
‘ - (Feb. 1968) =
. .
Offences:
| Year Jay Walk Te 3, :' 'hiﬁehh%%ihégfgggx‘g
1969 463 - Included in Ody Walk -
1970 | 4189, Sy 252 |
1971 e e 156y
)



CITY OF EDMONTON
" PEDESTRIAN SAFETY INVENTORY
(1967-1970)

1967 1968 1969, 1970

(1) Pedestrians Killed

In Traffic _ 10 8 13
(2) Total'Persons Killed ;rjfg'_,xlﬁ
‘ In Traffic (Including ERIRE :

Pedestri-ns) , 26 36 34 7 33
(3) Pedestrians Injured « , o

In Traffic 382 420 © 415 510
(4) Total Persons Injured/“ ‘
- - In Traffic (Including -

Pedestrians) - , 2057 2515 © 2817 2876

‘Estimated 1970 City Population - 435,503

Estimaté&>1970 City Metropolitan Population - 470,000



PART 9. PEDESTRIANS

Pedestrians (1)
on roadway
(2)
Pedestrians . (1)
crossing
roadway.
- (2)
 Yielding by . - (1)
pedestrian.
Pedestrian (1)
- right-of way.
. c/,<- ;’

252

PROVINCE OF ALBERTA
'HIGHWAY TRAFFIC ACT
1967

N

RO
V.
)

Where a sidewalk or path is located beside

a roadway, a pedestrian shal]l use it and not

walk or remain on the roadway.

Where there is no sidewalk or footpath a
 pedestrian shall walk only on the:1eft %ide
of the roadway or the shoulder of the Bigh—
- way facing traffic approdching from the

_opposite direction.

Every pedestrian crossing a roadway'sha11

cross as quickly as possible without stopping

or loitering or interferihg with the free
moverient of traffic. -

A pedestrian shall not step onto-a roadway

_and walk or run into the path of any

sehicld that is so ciose that it is difficult
for the driver tovyie1d:thé'righf of way.
Every pedestrian crossing_a roadway at any
point other than a croés@a]k shall yield the:

right of way.to vehicles on the/roadway.’ g
3 ) . i

"At a place where there is a crosswalk a

pedestrian has the right of way over vehicles, -

but must exercise care Tor his safety.
Y : ’ : .
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- Edmonton Journal’ o T

VIEWPOINTS e

(1) HITCHHIKING

When many pedp]e want hitchhiking banne, I find myself

lwonder1ng what is vrong w1th the people of Edmonton. The Journal

has descr1bed ‘the attacks of 18 female hitchhikers. Sur2ly everyohe

. in Edmonton 1s,aware of the fact that hitchhiking for girls is of a.
- r1sly buswness If I were a Qir],'or the father of one, hitchhiking

~for her would be taboo.

I have h1tchh1ked trom loronto to VanCOUVer, and 1o

™

‘;?Edmonton, and it is a great way to travel when one is short on cash

1t is aTSo a highly va1uab1e experience for any- younngan

I suggest that g1rls be dwscouraged fﬂom “thumb1ng“ due to .

~ the h%gh humbér of attgeks; oh‘they,shou1d»be encouraged to show-

f their ability te defend themselves.

If the government does take steps to outlaw h1tCuh1k1ng, it

"w111 be another case of the governmenc doing. the thinking the

5 peop1e shou]d be do1ng for themse(Ves But worse than that it will

4

be an 1nfr1ngement on the person S r1ght to think Tor h1mse1f
'f_P,,Bruce'Anhan :

©105th Street
L

December 2 1971 A



VIEWPOINTS

(2) ‘ | | - . »J.

i am a Universitylgtudent living at St. A]Sert Wifh, for the
time being,.no means of getting to school in thne mofh{hé Bthe? than
hitchhiking. ” | |

. My firgt léctures on Monday, Wednesday, and Friday are at .
8 a.m. so; full of confidence, I set myself up in p]afn Qiew; |
relatively neatly dressed, books Qnder my arm, and stutk out my thumb,
That was at 7:15 a.m. on Wednesdqy (Jan. 5)-andAat 7:45 a.m. IEW§§ ,
still there. Durfng the time I wasvoyflthere, probably 500 cars.
-and trucks, most containihg‘one person, drove past.” -

| If one of;these people could have given me a ride as fér

Jas I]TtbﬁAvenye, my chances~of getting a.ride from there to the
Univer?iﬁy'w6u1d have -been good. As it was I missed my fifst 8‘a¥m.

lecture of the New Year.

Spe e

| Was it only a few days ago that peopTe wére.wishing each

* other peace and.good-will?

- T..C. Les]ié—épinks

st’ Albert Trail

Edmonton JGurnal

. January 26; i972
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S

being forced at gunpo1nt td dr1ve a h1tcbn1ker to Vancouver. Teenage
girls are being attacked while h1tchh1k1ng 1ate at night. Hitch-
hikers are getting 1qmureq when strugk)@qwn»throug not being

IR RN . - \ R

visible while standing on the roadside. | . ,\\\ .
I sée phe need for laws regulating or:even baﬁhing
hitchhiking. o
Take heed a]] you curb-side thumbers. You are a danger to
the motoring public as w?fl as yourself. In the past I would
occasionally givéla ybung person or a group of aowntown—bound
- girls a 1ift, but not aﬁymore. Now 1 refuse»EB'take a éhance of
getting the one in fifty pad guy. ‘
I suggest: | |
(1) passing proVincia]vor local by—1aws to restrict areas -
‘ and time?.hitchhikfng isva1]owedl'
(2) have the police spot-check the identifications and
destination‘of hitcﬁhikérs.
-(3) dmprove public transportation to stop the nééd to hitch-

hike on bus routes.

Edmoriton Journal v Ed Banik

Jantary 6, 1972 . Squamish, B. C., .

\
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HUNTING BIG GAME ANIMALS
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S
A ALBERTA GAME REGULATIONS
o | e
LICENCE FEES ~ RESIDENTS : NON RESIDENTS
i:. Moose 5 - $100 .
Moose (Zone 1) - | : 5 o 50
Black Bear * ’ 5 ,J 25
e 5 | 100
Mountain Sheep 10 o 200
Whitetail Deer 3 | - 50
Mule Deer s o ’ 50
" Caribou S 10 -~ 100
Gﬁizz]y Bear . o 10 - | S .f 200
‘Bird Game - 950 L : 50
Codgar . ' 25 o , “75

"Licence Qua.111cat1ons

s

(1) A person who had not attained his fourteenth (14tn)

a birthday cannot ob ain a licence under any c1rcum5tances.w

(2)' A person who has Mot attahned Ais 16th birthday ‘cannot
hunt b1g game Hwiess he is accompanwed 6?'575#55F555#f*
or ]ega1 guardian, by a person 18 years of age or’
over who is authorized in wr1t1ng by 1he parent or

legal guardian.
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PROHIBITIONS

It is Un]awfu1 tor

(1)

(2)

Tands w1thout the cpnsenb of the owner or occupant1

Not to attach the propov 'Big Game Tag" securely to
s

the dnimals by the person who kills it. This must be

done ‘mmediately after k1]11ng_1t.

Y

'Hunt big game unless Visibly clothed in a long sleeved

coat or jacket aﬁd head. dreS> of compiete scar]et or
b]aze orange material.

Carry or have l1oaded fwrearms in or on any k1nd of
ven1c1e . (No 1ive ammun1t1on can be carried in the
breech or barre1 )

Discharge any firearm along or across any highway
marked with rouge numbér signs. . |

Distharge\any firgarmffrom_any vehicle,‘sndwmobiTe '
powered boat or aircraft. |

D1schargp a firearm within 200 yards, or cause a bu11et '

Cto pass within 200 vards of any‘occup1ed building.

Hunt any game between one-half hour after sunset and

~one-half hour before sunrise

Hunt, ki1l or molest any big game cﬁTmaI wh11e the
an1ma1 1s in the act of sw1mm1ng

Be accompanjed by any dog while huntﬁng bigrgame or
allow any dog fovpursue big_game, or run at 1éfge in

[

.
[
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a district where‘big game is usually found.
Allow the edibfe'meat of any big game animais excluding

cougar, grizzly bear and black bear meat, t6 be wasted

“destroyed or spoiled.

It 15 Un]awfu] to

(12)

(13)

(15)

(16)

Hunt on Sunday, except- I the green area of “B1g

Game Zone 1).

.

Hunt outside the specified seasons in the various

_zones.

(14)C

Egceed the bag‘1%mfts for big game.

Hunt in protected wildlife aregs gadgsanctuaries.

Chase, mo1est,1n3ure or kill imy with a snow
 tvehic1e. o = ‘

Use or attemnt to use a snow veh# ”fbr*the purpose

of hunt1ng of. any w11d11fe between the hours of 12

e
' o

o'clock midnight and 12 o c1ock noon-in the eastern

ha]fﬁof the Alberta Rocky Mountains from H1nton to

v

Banff.



q PROVINCE OF ALBERTA
NFPARTMENT OF LANNS AND FORESTS . WI

B

SEN CONVICTIONS RESULTIHG‘FROM PREAKING . OF REGULATIONS

HUNTIHG 1968-69 C 1969-79
. Loaded firearm in motor S ‘
venicis ' 309 ' a0y1-
[1legal possession of 3 , :
game animals AT 107% W21
Hunting in a closed
“seacan area _ . . 53~ 75
‘o dicence . RS ,»'m; .50 37

i

REVENUE (MONEY) FROM BTG GAME LICENCES

|
5

1959600 $617,000 (147,500 1?cénﬁeé)"- - X

| l R C
1964-65 . $674,600 (295,000 1icnces) o : ii

- 1969-70 $1,123,000 (354,000 Ticences) |

S o



YTEWPOTHTS

(1) HUNTING -

1 woncer if people wic

“Lnow what happens to some domecis

e
U

m
¢
.

Y
i
Nt

sopose the hunting of yi]d énimaTs.

c anirals before they get to the

rmarkot where people buy their meat,

believe in controlied hunting as long as “the wild

animals are harvested properly.

~enimels. in Elk Isiand Park.

IT these animals were not tnwwnea

qut'on their winter canges, they viould Starve to,deathilike the

A

1f farmers and ranchers overstocked their grazing land

and never zept waich gn the Tivestock, they would not be in

husiness very long.

iﬂmontOh Journa’

Apeil 29, 1971 .

.2

Y
Jaclk Smii
a5¢h Swreet
LS
, ” o ‘ i\
REREN s S

2
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VIEWPOINTS

(2) CONSERVATION

I would Tike to, suggest that Canada ban hunting -for five
n

or more years and Trom then or, screen applicants for hunting

- -
1 vr
1 /

Whatever money you way gain is not worth the cost in

- s N . _ L L
staugntered game and the veoson ~uv hunters are up Lhere hunti =

¢ . o
because the same thing has happered to our gamé vears ago. /

Comehow we must learn to put bacl s much as we take out if

~le expect to go on aunting, but iv.seems impo,sible to learn for

. , , : .
scme.  Far too many the idea 75 te get. whether game, money or
whatever. Anything o change this outlool s a step in the right
direccion. ’
- Roy W, Sholdouw ™
:& - . - . v ‘,"/“"\
| : ¢ Srelton, Yashington (USAH)
) ‘
h Pid e . [
Edmontoir Journal o , _ SR
. ) ' »» =
! -
December 28, 1971 .
. - . _ .
. Ay * a _‘-' ’ \/" @ r .t
O . = V" !
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YIEWPOINTS

.
v

(3) HUNTIIIG
. ‘ - {
Wild1ifes everywhere is .coming under increasing pressure

. ; E1) L
“rom man's so-called progress. bBecause moose are plentiful in

northern Alberta American hunters mave been allowed to shoot them

¢ . )
freely. Is this really necessary? Ths moo:=z is a food source for

much of our native popuiation as well as people living in outlying

areas. It is also a game animal prizec by many Albertz aunters.

Pag

I7 foreign hunters are aliowed to come 'in Tor moose

. »
hunting, measures nust b

g@niro]_the unnecessery kiilinc

o

and breaking of regula s, - measures should:
s ,;‘) .

(1) increase licence fcgs for Toreign hunters.

k4
s . < - N . Y - -
(2) require successful foreign hunters to 5: an adaitiona:
toophy fee foo each animal. . o
Iy . ' R ';\A - > ) - o :
(3)  T1imit.hunting pevicds Toc thrie hunters.
- ? ) . . - #
’ / 4 . « " 4 - - .
v\ 7(4) establish. a quota on the number of align -non-récidant
(foreign) hunters each seascn..
5} require all foreign nunters to check in ang checil out.
) ! s AN .
3 - 5 . LTy PR .
YR P ; "
s ob an estabiissed registry. 7 A
> B BTN
B N - . A .y N ' a - .o
PREPE (Y R 'gvpgha?tyes*jgr ihose whg brecd any reguizt or s
: S A S TN SR P S
with higher fires, Jail terms and seizing Cv venici_.
and eouioment. . . s
A1l concerned citizens should bring their thougri s on -iiis
me-ter to their elected officials, who zre in the positic to

: o

S
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correct a very undesirable cituation,
B ]

4 .
D. G. MacGregor

&3rc Avenue

Fdmonton Journal

December 1, 1971
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CAPITAL PUNISHMENT -- LﬁE DCATH PENALTY FOR MURDER
- ; ,
(1) In March and April ‘of 1966;§he:Canadian House of Commonz
{Federal Govermment of Canada; cecated a motion which.reaa "that the
criminal code of Canada be changed to: |
(a)” abolish the déath penalty Tor all off~nces.
. * , &
“(b) to repiace it with a sentence of'ﬁifé'imprisonmehf in
"all cases where the death pena?ty is in effect.”
The motion wes defeated, cven though it was debateaﬁpv great
length.
(2)'. In December of 1967 the Canadian House of Comméns agreed o
ﬁhat for a nariod of Tive yeqrs the death penaity would be
restricted to those found guilty df kitlirg a poWicemén or prison
. |
guérd. This trial or experimental weriod ends in D=cember 1577
{(3) 'Heariy-all couﬁtries ¢7 Africa and Asia use the death peralty.
J;rth%Ahérica remains éTfogethér.rathei in Tavour of it. In the USA
.(]367)'42“out of 50 states $till had the jeath'pena1ty.‘ Hoﬁgver,
(_'1it 15 not’a}ways carried out.\ Caljfornia ig 6hé‘mo;t fg%ént state
s s

\yﬁ?to abolish it. _South /merizan countiies have largely.abolished the
N ' . ’ : N
deatn penalty. In L rove 3T ds used.oniy in east i countries, o

in the weste, o european countries of Spain. france, Irefand and

- : Lo
Threat Sritain.s

f

W
N
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. DEATH SENTENCES AND EXECUTIONS (1956-1965)

HORTH © DEATH - DEATH
AMERICA. . SEITENCES . EXECUTIONS 'SENTENCES ~ EXECUTIONS
T+ {1956-1960) - 07 o (1961-1965)

. (1) Canada® - 59 o1 55 . 4
(2) U.S2A. .- - 219 f91  132
EUROPE i
(3 France 33 R _b 34 a
(4) Gredt oL

Britain 100 28 : ! 12
ASIA
(5) Japarn 106 106 . 48
AFRICA e
(6) MNigeria 590 29 L 191

“ Only a few countries have prow ~‘ed information to the United

Mations for the two periods of time 1956-1960 and 1961-1965.

' | .
,
° 0 ~ . B
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-~ VIEWPOINTS

BRING BACK HANGING URGE LETTERS TO GOVERNMEIT

/ By Ben’ Tierney
Squtham Hews Services .

: : Ottava=reported in.
- ’ THE JOURNAL-Deceinber 15.. 1971

N

: . . 9]
- - 2 . s i
The Government oT Canada s under increasing pressure to

br1ﬂa back hanging as & punwsnment for non- cap1tal murder .

In recent months jetters for restoring capital pun1shment
have beDn coming into the Justice Department at an average rate of
50 a week.‘ This is much above what_1s chs1dered normal, aad it
has been on thé increase for more than a year.

The letters are coming fror all parts of Cahadé;.aﬁd, as a

<.

~ule, are from Canadians aged 50 and over.

Kl

About one out of every tén letters reaching the Justice

:—~“eparumenu ‘are in favour of b11ng1ng Da"V capthT punwshmenu Since

RERIEC PN

thegbegizifng'of the 5 year experimentﬁl,per1od (Dec. 1967) four

~

d

men found, guilty of tne murder o7 a policz officer have,

Y

consequently been sentenced'tqﬁgeath; Three of the four hive pad

U, . ™~

N ) P
. . b v . N e - - N ™ 4 3 -
their sentences commuted to life imp isonmznt. The F@grth wwlt :
2 f

have his case reviewed before the executi.: date in March 1@72

R4

: . s RN v
S -~ N b . .
- . . RN C . .4
. - PRTA - e e . . L .
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VIEWPOINTS ‘
(2)
'DEATH PEHALTY HOT A DETERRENT' i
v R ) e j“., o
By George ”arsh e L

T PR | B s Ta B 9~ v
Penorted in The Journal - Ja wary «¢yin, 14/< g
T ! e 1 1 ¥ ~ BN \ o~ T lmeemt =7 e
I have talked with over a hundred murderers. I have siept

clongside them. I have eaten witih tnem, laughed and cried with

them, and spent six months in the death cells with many of them. :

f
L am a COﬂV'I(‘tEO rlurderer‘

thile st111 in my Leens I was convwcted of a senseless crime,

and sentenced to die in the eleciric chair. «This sentence would

1

have been carried out had 1 ot come from a white, rich and

important family. As it was I spent 12 years in prison working
alongside other murderers. From my bxper1enuﬂs I can Say that:
capital punishment is not a deterrenb to murde‘. fhe large

4

majority of all murders are committed under one of Tour conditions.

(1) It is an act of sudden passion in which the person does wot

wnow his actions. (2) "It is crime ihat is careﬁullv planned out,

and the pey.on .s sure he wiTW not be caughia (3) rIt_is.an acﬁ.br

~

panic done during the Larrfwnn out of a-]esser crim@.- (4) "It.is

« 7 - . T . ol

 the act of 2 mac person whose mind: does i not reolwhe wnat'ze

' IR

nappening. - " - s . SP)
, , - ; S

Stop any 10 people and ask the guestion, Would you rather

\
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be executed or spend the rest of your 1ife in prison?. Given the
cho ce most would go for the quick death of execution rather than
the slovi.death of 1ife in prison. So, if there is a deterrent,”

- prison is the greater.



“VIEWPOINTS
CCIN FAVOUR o AGAINST _

”(T) The death penalty is / (1) Seeing those who are serving
more effective than “ o -time-makes a stronger'
imprisonment'td sfdp ~ -“impression on people than
peoﬁle from commitiing the shoci of execution Whi§U },
murder. : . | makes one feel sorry for thé‘ 

N o J 4 ':fﬁrihina1. | )
(2) He who takes life awaﬁi (2) A'conqueror‘whp.ki1ls his
degerves death I "an eyef f | ’ prisoners is ‘a mdrderer.‘
* W ) . E
ﬁQ( an.z'e, @ tootr for v . The law shou]d.nqt allow
a tooth." \ ' . a man whe has i1 tdfbe
| Hki]]ed himsve:ﬂ One murder
is 1o éxchse‘%éf?énotﬁér.

3(3) Life imprisonment is (3) Executions are costly.

cosily. )
(4) Many countries still - {4) ‘Those,Cbunfries that have
2ep the death penalty. ' : abglished theﬁdeath penalty
\;W ) ' : do not show:a higherlrise
| : :rime ﬁhich wére‘punishab1e
o “1k\;y . by death.

C(5) it i§;comm0h~:sense that '(55#\7ﬁé”§éaf>pf captura s nove
death is feared nbre than: | . , important than the death T
Tife imprisonment. | ‘ | pena?t}. :

v \ .
) .
\
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PROCEDURE AND INSTRUCTIONS FOR
CLARIFICATION CF VALUL ISSUES
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" PROCEDURE AND INSTRUCTIONS

A. Conirol Groups

s

(1) These groups receive no expérjmentaj treatment.

- (2) They comp]ete_bre— est forms at the beginning of each

FaiicN

;,? ’ : wee“ and post test forms at- the end of the week’ ,\;\;\\\\_d)
X - Oﬁg month fol ", ;

| ovnng completmn of pOS’C test TOY’mS,

o

post—poét test 1 orms w111 be g1ven These forms are

administered: 7o Lhe eAperimentaT groups at the same.

Times.

e

(3) The teachers must not fn any way discuss i

lenuh their classes during this time. The

however, fo11ow1ng comp]etibﬂ of the DOStrpOSi test

Tn@ ro11ow1nq agp ies LO all th 2 experiméntal arodps.

- {%) P%Lrtest,lorms are “deﬂ]StPPed at the beginning nf L4
\ eaci week berov 1] dxscu<s1on of the tdpic hép taken 7 f
plece.. - . y Sy T Co

N

Fa e N
<,
NS

asi—Lest’ "om ~

.—-(

o

B ) Post-test forms ard Ei?;/: o
adminis ‘ered weekly & TEEE)Sum tine as .in the. cont”31 o+

S

; ‘ | I
LY. grouns. PQJL Test fornyl ATE administe ”cd.aﬂ uhe end o7 -
» B ) / ] ] .
7 ~J
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R 24 : .

A ~ &

" each, week, Tq1iow1ng comp1et1on of "Decision Cards" 5y

‘the studens.. Post»post test forms are administe ed

- . ,
four‘(4)7weeks later, on the Fr de> L
The problem questwoh is® stated andmwﬁﬁtteh‘on the

- l- ‘ o )

blackboard. !

On’ the fikst“day-the basic factual information would -be,

redd dnd clarified with the class, With or without
he aqd of the overhead proaector Each student w1]1

then receive a copy: of this 1nformat10n for use dur1ng

’ “the week S, d1scuss1on . On the second day the v 1ew901nts

of 1nd1v1dua]s wou1d be s1m11ar1y read and c]ar1f1ed

. State to the students th at they will have ha1f an

", hour per day to discuss the prob]em before reach1ng

4

the1H owin dec1s1gh on the Friday period. On-Monday a

s]1ght1y 1onger period is ant1c1pated,w1th 40 minutes

seem1ng more appropr1ate to &1low for pre- test1ng and

'c1arify1ng the 1n1t1a1 1n:ormat1on

e

Each per1od is a student d1scuss1on session on the =
' problem w?%h the a1m being to reach a c]ear persona]
| decws1on-about so1v1ng the probiem

The teacher must not make any personaT Judgment on any

‘part of the prob]em at any stage The te*"Hrr can

7pre5ented on the first day.

ass1st in the understand1ng of the 1nformc “fon that is

The teacher‘cannot jnsert hTS«OWh;QQESﬁiOHS on the

<
-

prob1em;: He %ay; however, repeat student's responses *

-
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~

. and queStions so that other members of the class

understand’ what ‘s being discussed. The teacherAmay

Q L.

( repeat, rephrase or reclarify studéhtl§ kespdnses.
[N ‘ \ :

—~each class period.

(an

_ discussions.. THe tedcher's role to facilitate

~ i . i . -
The teacher, however, cannot become: involved in the

4

~.

Py ~\\’ R v . 4‘
disgussioh\bgtween students ot the problem.

For' the last five (5) minates of each daily period each

- student completes hié "Thought Qard“l (Monday through
<

A
Thursday) On the Friday he completes his "Decision

./

- (9) bRappo%t must be esté@}ished between tg&pher and students.

oy

Card". On the Thought‘Carquach étudent WQuTH state ‘his

Ay ‘ ) o
own thoughts based on the period's discussion. The

Decision Card WOdld ihc1ude\his decision. that haé been
‘reached on the basis of the discusgion pe%f0353> The;e

cards would be collected by the teacher at the end of

-«
L o

fndividual students would be int?rviéWednby'the résearcher.

jFg\)nr studentg would be interviewed frim eaéh class for

each value tobic..'Thé purpose of the nterviey would

lbé'to get stUdents to expré§s themselves verbally about

e b1arificatﬁon of the. problem, and fo receive some
- on the  kind Qf~socia] studies activity. O
Lar =t 4y‘students would- be interviewed following
consietion of their thought cards. Ohiﬁriday they
wbu]ﬁ be_fnter&iewed1f011owﬁng comp]étjbn_of decigion
cards and: the post-tesf; It is expected that e@éﬁ

‘e

e

Al
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interviey wou1d be about ten (103 rinutes.

s

;?, . v . * [
The fledwing applies to the specified strategres.
OPEN - NO PLANNED STRATEGY : !

(1)

u/ : . .
4and the viewpeints on the second day as in the -other
¥ . A -

|
The teather clarifies the information on the first day
. . e A ry

-

¢

| experimental -groups. _Thereafter, discussion is open

)

without strategy level quegtions. However, on.the

"Monday and Tuesday periods no,strdtegy Teve]-questions

.are followed in Contrast to cognitive and cognitive-

a ectlve procedures The proeedure must be as open
as poss1b1e to students facing the problem w1thout

teacher interference in the form of 1'mpos_i‘iion'Of '

queétionsAand ideas. 'The teacher's ro]e is to prov1de

the climate for anh open dqscuss1on facilitating

student 1nteract1on.§%//~\;\\:, N

Each period would begiﬁ with a review of the previous,
diecussidn to ensure some continuityée "What did you

d.scuss yesterday about th1s 1ssue?“ (Approkiméte1y'2
minutes) The: d15cus$1on wou1d fo11ow Ideas may be

+ \ g
listed on the bTackboard or on an experience chart

'dai1y, and these would be accumulatiVe. No direction

wou]d be 1mposed by the teacher. Time would . be called

to a11ow for comp]et1on of thought cards ‘and dec1s1on

\ &

cards. O ! , v

3



B.  COGNITIVE STRATEGY .

-

(1) tach class period is also a student disdussion but

following a sr- ified procedure. ; ' . e 1
7/“: ‘Day 'l. - Mor dy _/\ .
7 (Pretest) - - g
©o ‘ fesént.in¥orm§tion)" )
- 1. Can yoJ\eéfiain the ﬁ?ob]em?~f: "= . - 23
‘ 2:‘ What are some of. the important\fdc£5'fr6m-ﬁhe .
éﬁformation yol ha&e?": ’
n ; (Thought Card),
’ Day 2 - fuesday ’ g | )
1. What are the’diffé?ent po{gts ofgzjew in this
~G information? .

2. What are the reasonsﬁgiven for each of .these

_ v T
- different points of view?

“ ¢ —

) (Thought Cards) e
- Day 3 - Wedhésdqy. ' ' o ‘/fl

- - : £
1. Are thére any other points of view that you think
! oY i ,

should be considered? ¢ . A
2. Which apbea;\;§st favourable? !
3, What would be the.results of these points of view?

(Thougﬁg Card) . .
TN

Day 4 - Thursday
1. Which points of view now seem the best from all
considered? = H'. o | " .

E 2. What are the results_of these? -

\



L % Hé. Which one seems the best? - | T2
e LT (Thought Card) ' =
p . Day 5 - Fridy S
1. "What action should be taken? ‘
é. what are your main reasons\
s . If ydu were to study this. prob]em again wou1d y;u
) come to the same dec1s1on -
' h (Decision Cgfd)’>' ., ;;/

N . J (.Dost.Test“) o g
O -

yjhe teacher cannot .nsert h1s own questions in re1at1on
to the problem unoer d1scuss1on .or in’ p]ace of the’
strat_gy Tevel que$t1ons. He may, however, repeat or

ff,‘ rephrase~the strategy level questﬁons to ensure greater _
I Co . . . .

" understanding. The procedure must be fo]ﬂo@ed as

closely as possible, in the clarification ofvthe-prob1ém'

" to reaching final decisions, Affective type questions .

@ .

must- be mihimiiéd in the discuséion The teacher may’

—

have to red1rect students to the o oatic éoénftivé

emphas1s quest1ons to av01d d1vers1ons from the strategy
-~

-uIn fo]]&wﬁng.tne Q;rauegy leves quest1ons 1n1ormat1on ‘

- would be-péEbfded,OH the blackboard or on experience

“charts in the following sequence. X

. 6%y 9 -:Mohdayw

o

The Problems _ Important Facts -

1



Day 2 - Tuesday ‘ e
1. o :

/// éPoints of View - Reasons
.1‘. v ' . =
3.

Day 3 - Wednesday

"Your viewpoints - T -Results

w o1

~Day 4 - Thursday: 4

Action | 'Resu]ts;  ‘

1.. : ] C -



* Priority

of . Action .’

K
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. C. COGNITIVE-AFFECTIVE STRATEGY - g
: (1) Each class period is also & student discussion but
'f fo]jowihg a Specif*ed procédure. : 2
ST  The procedure is as follows.
- oL
' .77 Day 1 - Monday
e v; 1 (Pke-test)
PR o N
¥ - (Présent information)
- - 1. - Can you explain the Is the pfdbiem'ﬁmpoftamt
. .. problem? to you? o '
- 2. What are some of the After looking at the
" jmportant facts from - facts how do you feel
" the information you about the prob =m?
: /7 have? . :
"’ : (Thought Card) ‘
' Déy 2 - Tuesday. ’ : o RS
N » ".' 1;- What ahéx%he'différent ;'How do you feel about
L - . Pt L g -
. © 0. - points of view in this ch 6f the different
o Y information?« ‘*"/’/fggints ot view?
RS T U S : | o
f/// . -2.- What are the.reasons How would you. feel if
. given for- each of you were a person in
* . these different points favour of each one of
- ofy view? b these? :
' (Thought Card)
M1 Day 3 - Wednésday o
§.1. AYe there other points Explain why you feel
of view that you thinx these{are important? -
\ -_;-'shou1d be considered? . Rl o
' 2, Which appea% most Why? .
favourabl4? ’
3, What would bé,the Kngwing -these esults
T results. of these 1 4f

. L how would you. feel
points of view? YOU. Were a’ person
- favour of each one of

‘these? ' '\\

. o ",o
~ (Thought Card) , e

‘



(2)

2. What are the results

-8

Day 4 - Thuﬁsdgij - oo

1. Which'poihtS'of view - Do you feel happy with
now seem the’best + : your choices? ~ -
from all cofisidered? ‘

How do you feel about

of these? - your decisions?
3. Nh1ch one seems the _ . How i$ it important to
: best? L S o you? .
.2 (Thought =~ 1)

Day 5 - Friday

1. “What action shou1d be How/dﬁ/you feel about
. taken? Ca this action? .

2. What are your main Has this aCtion changed
reasons? ) - the way you feel about
S : this problem?

.~

3. If you were to study Do you feel d1fferent1y

this problem again than at the beg1nn1ng
g e e would you come to the .. when you started
' ‘same decision? A T thinking about the
A ‘ T 1 am?
St VR N L. - problem
f“”“}[~~ _ - (Decision Card)’

’(Posé-test) .
Theﬁsamé charts wou]d'bé usea as in the Cognitive \
StEategy with the cddition of f¢e1ingsl0ﬂ;the right
hand s1de of each. - |
The teacher cannot 1nsert h1s own quest1ons in.
relation to the problem unﬂér d1scuss1on, or in p]ace
of the strategy level quest1ons " He may) nowever,

repeat or rephrase the strategy level quest1ons to.

ensure greater .understanding. The procedure must be

,-fq11owed as closely as pbssib1e/in the c1éssification

Q’l
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. . M . ) . e p ',{ . - . Q IS . \l N
- of the prob]em to reach1ng f1na1 deg1s1on§ Questions " Pt

.

R of cogn1 dve emphas1s shou]d rete1ve equa1 emphas1s B _
_\ v

‘and ‘time in- compar1son to, quest1ons of affectwve emﬁhaéf;.
This strategy_uses half of 1ts tjme to.quest1ops_of
cog;itch embhéﬁis'and half to questjoﬁs_of'affeétiye
_emphasis.- Student 1n;eract%én (quest{oné and responses)

-should ba1ance'as‘equaT1y a§ possib1e cognitive and .

diger 1005,

. N
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. TEACHER TALK IN SELECTED CLASSROOMS
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Sampie 1 ;_v ' | ' .
a : ' ' ; > .
Topic* «Hunt, 1ng BT@ Game An1ma1s - -
g Day:. Efih (final day) , .
‘ B T N ‘ ‘
CognitJve Strategy C e _
- . . R A R 4

:

'”‘e ve, 1ooked at different points of view and thé resuTts'ofﬁthese:

~ ; . ‘ 'Jﬂ :
v1ewpo1nts ‘Let's "uck at the actions th&t-should be taken and ‘the

reasons for them.t , / '
: /
"What would be ong_ type o7 oo -on?" '
s-”You consider bannlng....,..“

"Ahgther k1nd\of act1or we' ve talked about

"Var1ous changes in 1qcences.

— -

o

:“Another k1ndzef act1on?" o . _ L /”’

ij

MWhich of these actions would you think you'd. 1ike to ‘see t@?é)

«

“Let s -‘Took at these, and what ve're %Yoing to rons1der today is a

pr1or1ty of act1on. What does this mean?" - //

LI

\

. a

place.fit$f7" - o g ' S
”Bann1ng N ‘ : N T T

"What do you think the rezults of that would be?“ - N

'"W0u1d there be any other result?"

"Would there be any other results bes1des 1ncreas1@g them and the'

"'prob1em of 0verpopu1at1on7" ‘ e

1_”Nancy,.,-'w~—'

\

“W1th bann1ng fur five years wou]d there be any other resu]ts7“

«

"jhat are -our rea.ons for the five year period?"

"Coyld we consider some other way besides bannng for five years?"
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> Ry e . L c B .
Lo e " . AN -

- ; < S f . S | )
“Why?" SN o : o L T
'“You wou1d ban hunt1nq'for thnge yehrs e : o

W R R
”Qhat are Jour réasons for that?" e

"Yes..

,“Dav1d...

"You think it wou]d'Téad to- conflict...

’,1atter ﬁért‘of that Hould you - say that aga1n7“

v

_"You think there would be-an overk111 per1od
”Yes _ o
L "Any other resu]ts that wou]d haopen if, we banned hun ‘fg’for three <v-‘
- years to non- res1ﬁents7" oo -, I . S
‘”Why do you th1nk that?" - ‘ ‘ L - _ ' .i"
”What wou]d be the resu1t7“ L N \\'

"Can - we 100k ‘at some other act1on that should be taken. / -

"Yes... o R A ’_ S

o

. A . g . : ‘ . " ) Cnt ,'
es...t - F L - o

]
~

”-A"Sett1ng up of protect1ve zones. .. You'd‘ban areas where certain

o

kinds of" an1ma1s are decreas1ng in number....”

T

“What wou]d happen thenvnm o -

-

"Are there any other. agurses of. act1on7“'

7 N . . : : Lo

"Yes. ,J oL - 0
“Age 11m1ts
o~ ”ba%’ would your reasons be?"

B : .
: LY n . ' . ) ’ .
RPN 3S... © ' . ;‘, . -

Ve



e

. and record ou¥ own .

- shou'd be'fgl}dﬁéd." 

¢ 288
"Fach person vould have to know how ﬁand they could go
{ :
out ¢n1y if they cou]d prov
”What do you th1nk m1ght happen?” ST S .

u o

C "Yes..." S S ' e

"You think thére might be more gtcidents,and more rules broken?" °

RS

l“YES i “ . o ) -
"You- say - that maturity and strength are 1mportant L
"You have other actions I see, but we'll take o&wbgec1swon card now

‘Jrsona] actions about what shou]d be taken.'

Topic: Hitchhiking

Day: fifth (final day) R

" Cognitive Strategy

o

“Yesterday we talked aboht‘thé many points of view ycu déVe]oped

following our discussion of “certain pedple's viewpoints. Let's
ou : _ ' p -

review these to help you decide what is the-course of.action that
) S . g f
"Doug.*. .,yés."t

"What is your reason?" o S
Do others agree with that?" » - o

“Yes; . .

"Is there a different action:EEQf shoutd be taken from all . :se?"
“Ng hitchhiking at all then.”. .2*° - 7~ =

w
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=0

"What are your reasons?"

N

“"Yes. . e ‘ve ment1oned this before. . .that is ab;ut more buses and

_a better transportation system." /

"Yes. . . e _ " R
: ’ . N
~ "Doug is saying that the law is all right. . N
"Yes. .y." .
"You are sayin@ that the .c. .ou]d'be changed?”
"Yes. . . Does h1tchh1k1n9 somet1mes hurt people then. Lo
"Yes. . . these are daggers that you 've ment10ne//3hout the girls. 7
Can ydu make your reasons clearer then?t/_ - e '
“Yes, Susan." - o R - : \,
“"Why did we decide it was more dangerous?" R ,%ﬁj
"Is there another reason for th|s course of act1on?”r
"A11 right. that's a good po1n* "
MYes. . .we s:ould be ab]e to defend ourselves then."
~ "Ape there any other reasons about this course of action?"
, 3 S
- "Yes. . " .-
"Yes, . ., but what ié.youf_reason?“ 4 /
o , : . oS : .
"Milly?" ' v S ~\ . C e
oL - ' \ o - ) -
iyes. . " o A
"Yes.“ ’
"Let's listen so we can hear." . A
| "Yes, Gerald." e

s
&
A

“Yes, that's another action that might be taken?"
"

“St%phen . .yes. IR N ' ' e

' ”H1tchh1k1ng 1n sma]] groups then . . [ o
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N

“What would happen then?"
"What are . dangers of going alone?"

"A11 right."

"Yes, Donna?"

"What are your reasons for the fines?"

'”Yesi‘.

"Yes. . . Glen." _ : L

"What is your reason then?"

"You think that this course of artion would stop pébp}e from hitch-

" hiking a ride for no real reasons then?"

"That's one reason. . .any others?"

~\

"How do others think abbut this?"

lIYeS. 11

"Is there another course of action?"

"For men only then. . .your reasons?"

3] .
Yes. . . P

..

"Is it safer?"

“Are there any chéf reasons about this?"

"Yes."
d’

"The quest1on of defence you saj 15 difficult to prove."

.

“Now you' ve ta]ked about different course of act1on so far.

keep1ng the regulations the way they are, banning completeWy or for

A

_, reasons for,these courses of action.”

certa1n gnoups of peop]e and no restr1ct1ons at all.  We've given

"We need to come to our final decisions at this point."

"Are there any other courses of action that you would consider

S

[44

st
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gfter looking at all those we have discussed?"

"Yes, John. " :
Y

| : o ‘ .
“Yes,'cou1d'yéb‘bring up other reasons for this course of action

-

that we have not discussed?" - 4
IIYeS.lI ‘

"Yes. . " s

“See if you can exp]ain-yoﬁr'reason cTearly.”v//

"Yes. . ." o . .

. : \ o \

We'1l all hake our final decisions as to what we think are the best
: _ i

—1

\- . . . .
coursesiof action to be made.”

7 _
Sample 3

Topic: 'Capital Punishment
Day: Two ¥

2

‘Cognitive-Affective Strategy

-/

- "We've been reading different points of view about the death

. . v

penalty being a déterrent, and not being a deterrent."

 ©yWhat is the point of view of the first person?" A

"Yes."

"What reasons does he !give for his point of vieﬁ?”
“A11'right.’; . Are tﬁere any other reasons?"

"Yes." A ‘ '_ B
"If you were.GéoréevHarsﬁ how ywould you feeT?”

lb'vIn aﬁy.wdrds-ﬁan,you tell me h6w_yoﬁ think he‘fﬁéﬂs?“f

 "Yes.
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"Yes. . ., that was one of his points."” -
"What is the point of view of’the'sécond person?’
. ' , .
"Yes. . ." ‘
X 2
" Yes . [ Y
- ) o 7, ‘
. "What -are the reasons~he>91ve52&g'~wg;wmwf““ : . &
L o e .
‘: . '"Yes . " e -'-/.":v--.v\—."—.'- RS »-S‘ . s
"Any other?" h L S~
"How would you feel if you were that person?” 7

"You would feel quite helpless. ."

"Yes,v.‘.'.“ | ’

"Yes, . . . he says that he committedAa senseless crime.”
"Do you think he says that?ﬂ

"“You don't think he felt that way then . . . How do you think he

felt?" o o T
y o , , ~
"Would that be how you would feel if you were he?" \\\ﬁ\
"Would you feel that lucky?" T - \
AN vight, . ..t | x

- "Yes. . ." | | . |

" wpT1 right. . ., Shannon?"

mwQuld.you fée] that way?" :. ‘ -

- "Yes." ‘.v | :‘ | L0 o -

’“Letfs 1i%ten cdkéfu]Ty.” 7\=\\\

' "G]en_;" ) o ; - . > K/\

[

5

“You think that. you would feel differently then?" o
" "Let's Took on and try to bring out some different points of view." -

-
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o
4

MLet's read it carefully.' . o
"ATﬁ\rightz . . ., what points of view are being ;Xbreséed?”
‘”Yes. . :; is there anything in thé'informgfion about that?"
“Yes, . . .?" | -
"This man is having h{g”case reviewed and ‘his execution date is set
for March. Let's discuss this point of view about the: trial périoh
‘being extendeﬁ'or not?" | /-
"Yes. . . Debra?" N
"Yes. . ., you're wondering about théfréasdhs for some having their
sentences comm@tgd‘and chghged to life imprisoﬁment.d
"Why do you think %his is happgnfng?”
“Yes." . | o . h
,"WHét are the reasons for this?fh
l"How‘wou]d yéu feel if you Were this persoH?“

’

HYes:H

“Yes. . ., how woqu‘ydu feel as the other person who was.the victim?"
’”?eé. Cn | h
_ o p ‘

"A11 right, . . ." . A ’

”dgw woyld you feel yourself if you wanted to bring capital.
punishment back?" . _
"Yes,. . .

“Yes. . . . there's always that chance." -

"Yes, ... . you are looking at it from both‘gides.”
"Yes, you don't think the law should bé Jjust for prison guards and
policemen as otﬁer people are 1mportaht too. What do you think of

thfs_point'of‘viéw?"

[
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.V“Yes¢.v.“ﬂ‘ . o | \

"What are your reasons?" . ' \

"Okay, then . ., what abbgt ordinary peop]e?“'

lF'Thi*'.s brings ou® the point of view“about importance of one péréoﬁi
cgmpared fo another?" . _ f \

“Yes. .;.?" ‘ . |

“What do you think the point of view is?"

"What are the reasons then?" “ Y

"Do you feel he should be in prison?"
"How;wou1d you feel if you'were that"persoh?”
”A]]lfight. . ., what would you ?ée]?“

"Yes, . . . Whét do you.fee1Aabbut éhaf?ﬁ

- "Yes, ;.. .vyou're still innocent until provenvgui]ty.Tﬁ

"YES. "o

“Are there any other reasons for this point of view that people
B shou]d be treated equally and be given the same penalty for the same

crime?" .

o=

"Are there any reasons for this?"‘
"Yes. . " "

“Yes-.', .» you're making a judgﬁent yourself. TIs that a point of.
view from the information?" o

“Yes." i

"Sharon.. . ." . ‘ o | \ : | .
I"That's'an 1ﬁpqrtant;point‘of'{%gw." |

Are there reason$‘giveh foriﬁhié?“v R

"Millie. . ."
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"Yes, o
wlet's look at the third page of viewpoints and the reasons tiut

are given."
Oy o N
R , =
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>

' CODING SYSTEM FOR STUDENTS' WRITTEN ASSERTIONS

4

Assertions are statement$ of importance for the students
who have expressed éhem. Trey repre§ent thoughts on a value issue,
that a studenp has wrijtten doWn_fp]]owing*a half hour ﬁeriod. The
assertions are>cumu1€{ive for a five day period, represénting fhe
‘student's thoughts. You are asked to code students’ assertions
into the describéd categories. The first three are baéjc;11y ‘

@

cognitive; The sacond group of four categories is largely

affective. (Factual: 1,.2, 3 - assertions based on specific

information that the student his read or observed. Valuative: 4,

5,;6, 7 - assertions based on personal opinion denoting some
internalzat »n of thought and fee]ipg.) 'Tho§e_assertions not a@]é

- to be coded into one of the?éategories are listed under

-

1 “’ 3 » ’
unclassified.

I o . o



'

)

ASSERTIONS * ,

298

'Y

DEFINITIONS

?articu1ar-

Gener?]rr*
Ao

~ . \ - v : N

Conditjonal”

Value

- Response

Supportedj
Value
Response

Value

Preference
>

~Supported .

Value . |
Preference

]

Ay

-concern.

Assertion based on facts and information.

" They refer to specific items of informa-

tion and may show trends from informa-

-tion and figures the students have 1ooked

at. _ i

Assertions that are deductions stuc.ntce
have made from information. - As gerera-

_‘]1zau1ons they 1nd1ca€é a causa] rzla-=
~tionship.

Assertions that are referred to as "if-
then" assertions = if a certain action

_takes place then certain results are
1ikely to occur.

These assertions are
also deductions but usua11y longer and

-more specific than those in general’
.~ category. .

v

4 .
Assertions based on-the personal feelings
of students. They are short, positiv

-negative. or neutral assertions containing
‘a value object (noun-pronoun)-and a value

term. (adjective - adjectival phrase).
Examples 1,.2, 3. There are also

~assertions that denote personal

agreement, disagreement, or -non-committed
(Examples 3 and 4).

These assertions are the same as .the value:
responses, but in addition some support

is given to justify or clarify the
response. They'are tonger and more
specific than the va]Ue response.

These assertions, positive, negative or

‘rneutral in nature indicate a point of

view about what should be done. They
indicate a course of action that the

student considers to be of importance.

7
These asserftions. are the same as the value
prefereﬂces, but inaddition some support
is g1ven to justify ihe preference. A
reason is given to clarify the preference.
They are longer and more specific than the
value preference.

The definitions as stated ind’-ate the

scope of meaning denoted by the assertiong
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ASSERTIONS =~ . ADDED FACTORS ~

Particular Singuiar statgnents
: Simple statements
Low cognition.Tevel
Little géneralization or dédUCt1ve '

thought. )
\GeneraT - S Higher 1ével of cogrwt1ve thought
_ ‘ L ' Generalization made .
o~ , . _ Relationship is c1ear
Coh@itioda1 ‘ A specified course of action is. 1nd1cate&

based on information facts..
D1st1ngu1shed from a preference by
cho1ce 6f words.

Vaiue : N The va1ue—obJeCt is being described (V 0.)

< Response . . ‘ The value *term is.the descr1pt1on about”
' the object. (V.T.) T
) © ‘r ‘ . .
Supported ' %;. v Resppnse is supported by reason or
Value » o .. example or by added information which -
Response  _ . supports tne responSe
Value " f i ) _ A persowa] course of act1on ‘desired by
Preference . the 1nd\v1dua] ‘ 3 )
- Supported - o Preference is supporued by eaf%iiz:é:r
~ Value ) - ctarification. : : '

Preference \

Added factors clarify and aod to the
definitions. .
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 ASSERTIONS ’ KEY WORDS - e
Pargicular R —“swmp1e statements \
y: ' absence of adgect1ves
* General X cause, resu1t from, etc. :
' ‘ - tan be, would be, could be,- m1ght be’ -
(These=reduce the .valuative emph-sis)
Conditional - T - use of if . . then (but e1fher one or
: ' other may not be in the assertion) .
Value terms may be modified by can,
. could, would, might be, etc. as in
3 o generaT assertions. ﬁi. P
Va]uei _ D o« - use of adaect1ves or adjectival phrase .
Response o (V. T/) -
- - use of are, is (verb)
- use of it, they (pronoun) o
- use.of I (persona] reaction) :
Supported o '; - (as above) a ' -
Value ’ - supported part may begin with becauSe,
-Response o _when, but, ror, S0 -as, etc.
Value P b 'v - should, need, must (shou]d most e o
Preference ’s : common]y used) - . ' L
Supported-. . (as above). . ' '
Value - .. - supported part may beg1n with because,
APreference *when, but; to, so, as if. e y‘
L~ ' Key Words are’ words that tend to. recur
- ‘with respect to assertions 1n each
category 7

S, iy

;0

«zf{.}‘ - - A I
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.~ ASSERTIONS " . DISTINGUISHING F‘ACTOR‘S»‘ . )
~ Particular, . '\' . "D}st1ngu1shed from genera] assertions. by
LT e .. simplicity of statement and 1ack of
S T o - genera11zat1on :
Generial- I ' 7D1st1ngu1sned from a value response by use
: N o © . of verb phrases J{e.g. dQuld be,. .
\\\_—’}//f.r’ R i T which reduce the valuatike emph /,),
- Conditional ‘ ' ,.,Dfst1ngd1$hed from vaiue responsnggd -
' ~ preference by (1) absence of value
terms -(unless modified) ( ) absence -
of a personalized cpurse of action: ,
1 . (absence of should) {3) use.of coutd- ©°
o - be, etc. to reduce va]uat1ve emphas1s
T of .value term Lo
Value ' . ":>D1st1ngu1shed fnom (1).. factua],asserttons :
.Response .. : .~ by use of value terms-(2) a value. ©
' ' . = preference by the absence 'of a -
- personalized course of action (3) other A
, - . ' assertions by using s1mp1e personal
" . T : react1ons
Supported o As above c
Value ~ /N g Distinguished from value response by the-
Response - added support - for further clarifica- . %
’ “ tion or reason. ' _ v o Lo
.. Value \ . o o D1st1ngU1shed from factual assertions ﬁy ‘
Preference N 4 use of should, etc. (indicatinga . .
S = : personal prenerence) (N.B. A1l
! statements using the key words are
; | categorlzed here ) s
Supported . *As above : L
“Value - - - . Distinguished from value preference Qy a -
Preference - . ‘reason or c]ar1r1caL1on which supports

the preference,

D1st1ngu1sh1ng Factors - try “to make some -
differentiation between assertions to
N -make cod1ng less difficult.
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EXAMPLES -

'Particular

General

- Conditional

Value
- Response

Supported -

Value
Response

N

In 1969 =nd 197 .- -le were ki11ed~in-
~accidents. ‘
~Reg1strat1ons are lncreas1ng

The Taw says that‘you h1tchh1ke from the
‘ sidewalk.

More tags were 1ssued\1n 1970 than 1969.

They cause accidents and pollution.

Snowmobiles can be very enjoyable.

Some people do not put théir intentions
into practice when they avoid- helping
people.

PopuTatwon has a lot to do with tie rise
in injuries. :

1f special areas are estab11shed the
number of accidents could be reduced:
“Peorle might buy them if they didn't
b lute and weren't as noisy.
It would be safe if peop]e obeyed a11 the
regu]at1ons
If the bus service was 1mproved there
: mwght be fewer hitchhikers. ..

Q

<

*They are’ daﬂqerous
The rules ar 1ot strict enough.
It's good thec more. tickets are be1ng
"given out. :
1 Tike the idea.

"I disagree about hav1ng h1tchh1k1ng zones,

~ **Spovmobiles are safe when the driver

follows the regulations.

.1 ‘wouldn't buy one because of the harm

done to the environment.

It"s dangerous because it interferes
w1xh the traffic.

The fines are good as people wiTl try to
“be more careful.

I'm in favour for they serve. useful

purposes in the winter. LS O

!
\

* . There shou]d be special areas set as1de

- for snowmob11es

' Compun1es need to make ehewr mach1nes

‘safer,
Hitchhiking shou]d be banned completely.

- @Girls should hitchhike in groups.

"If the government bans it, other
transportation ‘should be prOV1ded (See
note) v . 4



!

- o ..303

Supported **The number of special areas should be

Value o increased to stop overcfowding of
Preference , vehicles. ' - # o
‘ : S Snowmobiles should be buiilt stronger So

~that they stand up-in the winter.

If girls cannot defend themselves properly
“they should not hitchhike. (See note)
Zones should be spread out, to stop.

congestion.

These examples are ones students have<used,,and indicate the type and
1 P

range of assertions

LN

within each category.’

o

CNOTE: It might appear that these assertions are similar. In this

- value preference the preference is not supported, byt an
alternative Qﬁ'indicated. In the supported value preference
the preference is supported by a specific reason.

. : AN
N

- *  Value Termé_under]ined,

**  Sypportive aspects uﬂder]ined;‘
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 EXAMPLES

-~ UNCLASSIFIED:

- These assertions are comments,

singie words or groups of words

-or sentences which cannot be

classified in any of:the
categories outlined due to a
variety of reasons.

a.
D.

~ The meaning is not clear.

The statement is incomplete

careless drivers

.Storage problem

were in an accident when .
special clubs

I went to Calgary. once.

or mixed, showing no clear . _

‘thought or idea. - E\;
Spelling errors and/- Y

grammatical structur:c m.ke

it incomprehensible.

The comments, words or
assertions appear totally

“unrelated to the topic,

problem or any part of it.

Y

. IDENTTFICATION

EXAMPLES

Theseiassertioné where the'

individual "has appeared to
, integrate both 'thoughts and

feelings. He has placed
himself to some extent "in

the other r.:rson's shoes”.

These asser ""ns show some
ccacern for the welfare of .

others, animals, the

énvironment or the future

condition of mankind.

These assertions have already

"been coded in categories as

either factual or valoative.
You are asked to indicate
those assertions that appear
to show "identification". .

&

—

. ‘ - * ’
They arg\scaring animals Co-

" They are spoiling the atmosphere with

the noise and gas pollution.
They should be built much safer with
protection devices because people

© are getting injured, some
, .sggioué]y. _ TN

v

It is not fair that in the north
people that are poor have to:pay
3 times as much for gasoline as
we do here in Edmonton.

People should pick up people wro
are in need of a ride as they may
not ‘have any money and have to
get to a special place.

People are mean and selfish when
they don't help others who nee"
it. : a

‘
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" ™ IUE INTERVIEW PROCEDURE

A. Preparation for the Interview

1. The interviewerhshould not only determime but define
} . his purpose for using the interview in obtaining the

: | : : L
information réquired This should inc]ude.clarification

N

in th1nk1ng and writing as to what actually is to be
served by the interview; plann1ng a step by-step agenda
as to what facts must be brought out, what information
must be g1ven, what att1tudes shou]d be estab11shed and
what action is to be taken.

2. .The interviewer should attempt to‘c1arify his pre-
concc - ! points of view about the topic.

3. TheriLJerviewer shQqu place himself in the iﬁterviewee‘s

‘ posftion and try!to imagine what the}interviewee would -
think ofuthe interviewer, the approach, and the‘purposeg

of the interview.

B. The Interview

1,.;The interviewer should set the mood for the interview
by explaining that it will be baeed”dbon a mutual
understanding of its purposes. Thus, the interviewee
should see that by his participating fn the interview
he cddid help te achieve_some'goal or'briﬁg/;;;;?\sgme.

~ change which he considered désirable.
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The interview begins when agreement dn'alpurpose ha's
been reached between the inte . er and the interviewee.

From this point on, the interviewer must tread a fine

——

1ine with respéct to his responsivenéss; It was
essential that the interviewer try ﬁot.to'revea1 his

oﬁn aftitudes - including not showing shock or
disapproya1‘or rnodding support. However, the 1ntervieWer
must not becéme éomp1ete1y 1mpassive.- The interviewer
should cgmpromise by adopting a mannér of friend]y
permissiveﬁess. For example, hg should laugh at the

interviewee's jokes, exclaim when the interviewee says’

. something evidently intended to be astonishing ("Really?"; -

"You don't say'"), make supportive statements ("I see
your p01nEii\"That S undersLandab1e,“ "That's very -

1ﬁ%erest1ng"), and in any other way al]ow himself the

appropriate emqtiona1fexpress1on wh1ch woq]d be normal

for the particular siﬁuation. But, the interviewer

should ‘avoid the slightest approQa1 or disapproval of

" the interviewee's positioﬁs. : .o

The interviewer 'should be a ‘good listener, which means
he should actively. participate through concentrated
efforf,to éxamine>and'comprehend the true meaning of

what thg interviewee is trying to communicate.

The intervieyer éhou]d let the interviewee tell his

ovfn storyff Then after the interviewee has had a

hance}@g give the main stbry, uninterrupted by

VAN
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questioning, the interviewer should complete the

interview by questioning him about an incomﬁ]ete
portion of it.
Thg 1ﬁ{erviéwer should ask Only one questﬁon at a time,
and his wofding should be such that the meaning is
clear. The followirg are some suggestions about
.queStioning'and WOrding:
a. The int%rViewer should asf only question$ that are
related to the purposes of the interview.
b. The inter&ieher should avoid using leading quéstioné
Because they sﬁggeéi answers,
C. The interviewer "should not use questions that:are
loaded with social desfraoi]ity{"People tend to
’ giVe respdnses that are socially desirab1e;'fesponses
that indicate or imply approval of aqtions or'thihgs
‘that are generally considered to be good.»'?Or‘ |
example, the interviewer may ask a péréon ébout‘his
feelings towérd children. Everybody is supposed to
‘10Ve chi]dfenz. Unless the interviéwek’isvvery
carefui, he will get a stereotyped résponse ébgut
children and love. Also, wéen the interviewer QSRS
a person if he votes, he mds; be careful sﬁnce  -
. everyone is supposed to vote. If he asks inté%Viewees @
their‘réactio s to minprity groupijhe agaih runs °
th? risk of\QZt%ing‘invalid responses. Most '

i‘educated pebp]e, no matter what their true attitudes,

-~/
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are aware'that prejudice is disapproved. A good
question, then, is one in which interViewees-are
not led to express merely socially desﬁrable.
sent1ments Af the same tirle, one should not
question an interviewee so that he is faced with
the necessity of giving a socially undes1rab1e
‘response | |
Make quest1ons short epough so that the 1nterv1ewee
w111 be able to remember them. ~
Specify, as close as poss1b1e the exact t{me,
jﬁﬁace, and context which you desire the interviewee
to assume when he ahswers youh queétions. | ' -~
Questions shou1d be worded so that a single "yes"
- or "no" arswer is not posswble Jhless there is no
other way.
Wihen the intebview -concerns a subject with which the
ﬁnierviewee.mgy not:be very familiar, or one in ‘
which he may not have the necessary technfeal

'3

vocdbu]ary, it is somet1mes desirable to preface

7

questions with an explanatory paragraph or an
111ustration which will set the stage for th
question the interviewer wants ‘to agk.

Ask quest1ons in terms of the 1nterv1ewee S own

1mmed1ate (recent) experience, rather than in terms

of genera11t1es For examp1e;‘the 1nterv1ewer can

ask, "Thlnk back 0 the 1ast time one of your
. 4

n-//_'
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. ' e [ "o
students came in late. . What did you SQyZP‘rather' ‘

~than "What do -you usually say when a~Student:ebme§' '

in late?"

[
b 4 by
\/.

i. When the xnterv ew de- s with sens1t1ve top1cs, R

_'attentlon mu¢t be given to word1ng quest10ns in

such a way as to minimize ego defenses Fh1s can

be accomp11shed by making the 1nterv1ewee0\ddes1red |
. \)1“ 3l
answer seem acceptab]e The fo]]ow1nghpre seméiof =

the.ways in wh1ch th1s can be accomp11she i

- (1) If the sens1t1ve area 1nvo1ves the
i express1on of criticism of a hereon or
| instithtion,;proV1de an-prorfﬂnity foy the
intervieweé to voice praise first, so that
“he will not fee]'he is being unfair.’ For
.exdmp1e,A“Hhat dbxgph‘iike best about your
teaéher7", then "What do you like least |

about your teacher7“

K >(2) Indicate to the intérviewee that other peop1e

hold thewsame opinion even_though it's not
socially aceeptab1e.f;

‘(3)' £ the- interviewer ;ee1s it hecessaryvto
discuse some undesirab1e attitude or
hehavior of the interviewee, he should place

" the burden of denial on him. For example,

“When did-you first eluffvechoo1?" instead
oﬁ\;fid you ever sluff school?"

QH
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(4) Introduce face-saving phrases and words.
For examplie, "Do .you happen t6/knbw-who the
principal of this school 15?"‘instead of
"Do you know. . . ?". ,‘ - \

(6) Too often unintentional criticism is ‘conveyed

| through mere disappointment over the fact

that the interviewee failed to touch upon

certain matters which the intervfewer felt
pertinent to the success of the 1nterv1ew.

‘However epressed; the interviewee sees it .

as a personal indictment. |

(6) 1In general, -it seems’preferable to have a. "7

@ -

further question directed to ‘the dffective
aspects of what is be1ng sa1d«rath°r,than to
pounce upon a factua11y 1naccurate statement.
Few devices are better ca]qu]ated to stem the
flow of conversation than that pf/eouhtering
anrapparent statement of fact, which is
'actee11y the expression of a sentiment,

with proof that the a]]eged fact s not true.
When. cont1nued self- explorat1on becomes uncomfortab]e,

the 1nterv1eWer should be aware of the fact that
interviewees often attembt to.reverse,thejr roles. For
ekamp]e,”he May be te]dctant'to expiocre his own feelings ;

because they are pa1nfu] or embarrass1ng or because they !

are so d1ffuse that he cannot eas11y put them 1nto words.

i



Whatever the reasons, .he hoﬂﬁk that the intérviewer's
~ answer will provide the "correct” formU]ati6ﬁ>df his own’
vague feelings. ‘When this sjtuation arfises, it is
important that the interviewer avoid answering the -
question. At the same time, the ihterviewee'shou1d be
- encouraged to eontinue with his report. This can best
be achieved'by,ﬁestating the imp]ied meaning of the.
quest1on and red1rect1ng the rev1sed guestion back to
‘the 1ntery1ewee. For examp1e, the 1nterv1ewee asked,
"Did the principal think the teacher Tied about me?"
The intervieWEF responded with "You'mean it wasn't

clear whether the teacher lied pr not?" - "Right,"

SR
il

replied the 1nterv1ewee, “You remember: when L

When interviewee contrad1ct10ns arise, the interviewer .
can quote the 1nterv1ewee, but he must be carefu1 not

) to antagonize him. One good device is for’ the interviewer
to restate the earlier remark with something like the
-fo11owihgf "I want to be sure toige; this right, and

I wonder if 1 haven t made a mistake. WOuld you please
c]arify your last statement in lignt of your earlier
comment?" If this isveneugh, fine. However, in most
cases, the interviewér will have to restate the pfevious
statement before the interviewee will respond

when the 1nteru1ewee digresses, the 1nterv1ewer can

1ead the 1nterv1ewee back to relevant mater1a1 by

questlons wh1ch relate to.what he has been say1ng~ubout

kS



. When the interviewer wante\tp e]icit additional .

3\ ' 313

the top1c

. informa“ion from th&interviewee or clarify 1nformat1on

10.

: :a1ready g1ven, a number of probwng techn1ques may be

used They enab]e the*qnterv1ewer to bring ‘about a
eact1on w1thout himself becom1ng part of the react1on

Thus, to elicit add1t1ona1 1nformat10n the 1nterv1ewer
uses such phhases ‘as "Would you te11 me some. more about»

that?", ”I m 1nterested in what you're say1ng, Could you

~g1ve me a 11tt1e more 1nformat1on about it?", or "I se

1 \ . -
what you mean. “Can you te11 me a 11tt1e bit more about

how you feel?" These statements 1nd1cate that the
~. .

o

'ehviewer is 1nterested, hnderstands what the,intervjewee

S saywng, and is making a bid for more 1n ormat1on

~

FinalTy, if the 1nterv1ewee shows res1stance, the |}t‘\
inter. iewer shou1d mere]y ask the 1nterv1ewee to ta1k

bout it. In response, the 1nterv1ewee w111 usually

\°
‘mention a prob]em or problem area which in 1tse1f

-~

resoives the interviewer's immediate problem ---

resistance. However, often there is a eeper reason

why'thé in"arviewee fails to?hnderstand the question or

‘gives an ans.er which does not actually answer the

: question, namely. the question arouses anxiety in him.

The interviewer must.1earn to detect signs of anxiety,'"
and must “judge when it is w15est to stop the Tine of

quest1on1ng even if he has n0t obtained the 1nformat1q,///

)
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i the objectives called for. A further danger 1is the fact

il

‘{\\\rob1em and may therefore be oversensitive to signs of

( that the 1nterv1ewer h1mse1f may feel anx1ous about a.

d1 turbances 1n “the 1nterv1ewee
11 The ihterv1ewer shou]d know wheﬂ to end the 1nterv1ew,
\anaeiample, if all of the purposes have been, sat1sfact-
e"‘/' drl]y met then stop~\\ﬁowever, most of the ‘time;
problems will be”encountered that weren t ant1c1pated
The suggested procedure heve is to probe: unt11 the
\\3 ﬁnterv1ewer feels that o) probe further wou]d e

‘Jeopard1ze the success‘u1 complee1on of the 1nterv1ew

- © 314

IE

At thvg point, the 1nterv1ewer snould encourage a break '

in the 1nterv1ew There should be an understand1ng
that :to, cont1nue without further 1nformat1on or thought
wou1dfnot lead to the purposesvthey had_agreed on at
the beg1nn1ng of the 1nterv1ew And if possib1e, get |

_some ourposes for the 1nter1m period so that the

o

1nterv1ewer and 1nﬁerv1ewee wou1d be prepared to start~

_where they Teft off \\i L

'



APPENDIX £
 FREQUENCY DISTRIBUTION OF ADJECTIVES INDICATED BY'
STUDENTS WITH REFERENCE-TO FOUR VALUE®ISSUES
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APPENDIX G

' PRE-POST TEST CORRELATION COEFFICIENTS AMONG
VARIABLES FOR FOUR VALUE TOPICS FOR
TREATHMENT GROUP T
. TREATHENT GROUP 11
\REATMENT GROUP. 111

7
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<

PRE-POST TEST CORRELATION COEFFICIENTS AMONG VARIABLES_
FOR FOUB-VALUE‘TOPICS FOR TREATMENT GROUP I (N = 30)

. 4 | o Valué Topic

~v§rjab1% T I I RN
1. Good-Bad - 267 583 596 . .070
2. Quiet-Noisy v"' 48 .428 498 .257
3. Safe-Dangerous , .409 .470 734 554
4. Useful-Useless - .483 | .407 722 - .221
5. Kind-Cruel 595 .590 ‘394_ 455
6. Fair-Unfair  --  .437 . .o72 275 .540
7. Strong-Weak 442 - 565 912 287

~

Enjoyable-Boring o .416 485 646 080

o)

LY
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4 . . .
PRE-POST TEST CORRELATION COEFFICIENTS AMONG VARIABLES
FOR FOUR VALUE TOPICS FOR TREATMENT GROUP I1 (N = 30)
Value Topic
Variable I I I IV
1. Good-Bad 579 502 .396 .334
2. ~Quiet-Noisy 338 443 483 729
3. Safe-Dangerous: 358 ..072 463 . .534
4. Useful-Useless 539~ .526 534 260
5. Kind-Cruel 39 115 560 366
6. Fair-Unfair ~208 0t .3 585 .400
7. Strong-Weak 478 342> 263 . .031
8. Enjoyab1e-é6ring 2340 459 279 687
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' PRE POST TEST CORRELATION COEFFICIENTS AMONG VARIABLES
» FOR FOUR VALUE TOPICS FOR TREATMENT GROUP III (. 30)

! Value Topic

Varidbles | I aro I v

1. Good-Bad 899 ,FfﬁéIB”“'Qﬂ_ 455 .206

2. ,Quiet-Noisy o 413 .. .72 181478

3. Safe-Dangerous 183 310, ;693~- .367
Useful-Useless S .512 —.O2§‘? .596 .418 -

* 5. Kind-Cruel 200 .84 .00 588

6. Fair-Unfair 591 120" 603 212
7. Strong-Weak ~ 185 355, 508 564

8. EnjoyabIe—BoFing .449 .236 . 7.663 - .635

S

) [
. i
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APPENDIX H
_ STUDENT EVALUATION QUESTIGNNAIRE
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STUDENT QUESTIONNAIRE

©

For these Tgst four (4) wegks you havé been discussing specia{
topﬁcs in your social studies class. |
| These topics have been: 1. Snowmobiles 2. Hitchhiking
3. Hunting Big Game Anima]s 4. Death Penalty. )
We would like to find out how ybu feel about takingthe{é\topics
in your social studies class. N | .
Please answer the following quest1ons as honestly as you can.
In this way you will be abie to prov1de some Jseful 1nformat10n

-.———-..——.—_—._..—..-—---.._.._...-.-...__._..—__—...—-__-._..-._-._.__——-....-....._-.._.__-...__

1. What did you think about discussing these topics in your

social studies class? (Check one ).
a. ¢ - 1 liked it very much.
b. " P did nqt,1{ke it.

c. ‘1 am not sure.

)

2. * Do you think that- you learned manyvnew {deas from discussing

these»topics in class? (Che k one )
a. . Yes

b. No )
c. ' Not sure -

*Explain your answer if possible.

3. How did you 1ike discussing these topics in class? Use

1]

fhis scale: 1. I liked thisvtOpﬁc very much.

N
it

I did not like this topic. A

=]



IS,

3. =1 am not sure.-

Place 1, 2 or 3 beside each of the topiés beiowﬁ

i

)

Snowmobiles ; .
<

Hitchhiking ’““‘\\&
* _Hunting Big Game Animally

‘Death Penalty

Explain why you liked some fopjcs more than others. '_i

In which topics did your teacher ask you to express your

feelings? (Check these ) o

Snowmobiles

Hitchhiking
‘Hunting Big Game Animals

- Death Penalty

Did expressﬁng your feelings help you to dnderstaﬁd these

topics? (Check one. ).
| Yes
No
Not sure

See if you can expiain your answer.

In what topics did your ideas change as you'discuésed'it,

el

during the wéek? (Check only those‘topics wheve you felt

your ideas changed).

rd

Snonobi1es Lo

Hitchhiking

t

Hunting Big Game Animals

'DeathﬁPena1ty

. . 323
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What caused your 1deas to change?
6. In the 1ist below show what you th1nk about this kind of

soc1a1,stud1es work. You can do this by using the fo11ow1ng

scale. ) \\

1. = liked a lot

2. = liked a little =
3. ;'did not‘]iké or disTike :
4. = disliked a Tittle

It

- 5. = disliked & ot
Place 1, 2, 3, 4or 51n the spaces below, beside each
item in the 1ist. I
__“1earning from-the tacts and information
’ ‘ | i;learning}from the"viewpoints on the papers
/J1ea%n1ng from the viewpoints of other sLudents
_‘15 the class .‘
, k L; expressing my d@n thoughts to other students in
‘ the class | '

‘(‘ ‘d’& .
express1ng my feelings ,
 .the teacner ‘guestioning us to help us express
oour thouzth”s

. the teacher questioning u: ©0 Ne.D US EXPress our

L
4 feelings.
.o . 7 expressing my thoughts on tnc ihought Cards
e ., making my fiﬁa1 decisions on the Decision Card

11sten1ng to all fhe ideas be1ng d1scussed

‘See if you can explain some of the reasons for your answers above.

v

S o S Q&
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* TEACHER EVALUATION OF PROJECT
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TEACHER EVALUATION OF PROJECT

Please make your personé] comments on the prdgram feely, using the

foliowing hgadings as a guideline,

.. SUITABILITY OF TOPICS

2., AMOUNT AND CONTENT OF WRITTEN INFORMATION USED BY THE STUDENTS.

‘(a. information and facts, b. viewpoints)

Lo

~

2. OUTLINE OF INSTRUCTIONS TO'BE ﬁOLLONED.

4. PREPARATION TIME FOR THE CLASSES. |

Wi




/

SUITABILITY OF THE THREE PROCESSES®

.. (a) Cognitive

- (c) Open

(b) Cognitive-Affective

ITEMS OF THE PROCESSES THAT YOU CONSIDERED MOST VITAL.

s

THE IMPORTANCE OF THE- AFFECTIVE SIDE OF THE STRATEGY.

Y

327

‘ &

\ ) ~—

COMPARLSON OF THESE STRATEGLES WITH OTHER DISCUSSION AND/OR

el

INQUIRY TECHNIQUES YOU HAVE USED. =

&
‘



10.

11.

12.

328 -

THE CARRY-OVER EFFECT. OF THIS KIND OF WORK TO bTHER SCHOOL

SUBJECTS. -

THE CUMULATIVE EFFECT OF USING THESE STRATEGIES.

a

I
!

* EVALUATION PROCEDURES. e

(a) Thought Cards

(%) ggcision Cards

(c) ?ﬁqaﬁtic Differential Test

'
i

VALUE OF THE DISCUSSIONS.



3.

14.

15.

16.

iNTEREST AND MOTIVATION OF.STUDENTS.

—

STRENGTHS OF THE PROGRAM. -

WEAKNESSES OF THE PROGRAM.

i

YOUR GENERAL AND/OR OTHER COMMENTS. -

- 329
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TOTALS AﬂD PERCENTAGES OF WRITTEN ASSERTIONS
ACCORDING 70 STRATLGY -



331

. _ N\ -

%96 %0°€ %9'22 %076 %8/ sprzl | WS %52°9 Y 4ayoea)

ozl LEE ol 6.+ 62l 92 woboa e 111 3nss1™
Ao CoalL w69 M0TLL REWL BLS U pwEML me ey @ JeudwaL

6oL 282 e oL 8 w9l A3 92 2l 11 3nSSI
%5°€2 L%t g0°0L STRE,  BL'Y %562 | %6°L 5L %Ll - 0 weloes)
- L . .. ﬂ ‘ . a...., . .
osL /€9 L. %9 - 022 - - 0€ 88l | 0§ £L Ll I INSST

— - (e w d w = [ B 9|\ .v v
= R o 3 = = fmt o Q D Y]

B ct 9] 0o m el Y = e} -3

3 sy —t ] —+ ™ O o RN (D ct \

a 2 & 0o [ @ e 3 s o o -

s W %] —+ So i S .0 s 3 a U.. , mcL ) Q

- w D ™ O =+ w =

— > —s ~ ' / = > “D o o

2 > gs 5 &% 2 5

<. 2 5 o 3 o © ¥

= N . oo , |

» , \
IALLYN VA L ] . WNLY4 J o
Y - —— = ,. - Y

i

ADALYYLS FATLI344Y-IAILINDOD. FHL oL

L7

ONEQH000Y 'SNOLLYISSY NILLIUM 40 SIOVANIDYIA ONY STWIOL D

- .



“0°¢L 0L %976 %2°96 wL'Y weel %9°Y %68 %e°S
9l O0EL £l TRV €5 09L 6S 501 85 SIY101
%9° L1 %G %68 %L €9 %€ "€ %25t %L %9°¢ - L'€ ) JayoeaL
g9 18§ € 25 L8 6L 63 - 0L 12 -8l 111 3nSSI
%6 °EL %0 € sL0l AR %S %971l A ,%m.wm.N “L'0tL Y J43ydesl
L€ 192 8 2 il vl 6¢ o ke 12 11 3nSSI-
%711 %2 €0l BLlG T RLY A A 8¢l g “ayoesL
15 6bY ¢ 9% A% e e e 29 1.30SST
— — T e S e w K = ! Lo 1mM.
o o} = < v 3 c o o o
® - o 0T o . peipe] [ i > pos B
> <Y — =0 —h - 0 9 o )
ot — - m O 1] v O o —. =
5 “ g 25 3 o= 2 i 2,
= =" - = 3 ® =} .
o - —h o O a . wn o =)
=¥ e - = o o o
ot " o) O -
- (e (4]
o
u\.
JATLYNIVA VALY )

- >oMH<mkm JATLINDOD 3HL OL

ozHomoUu< SNOIL¥3SHY zmHPHxB mo mmw<kzuumua oz< w4<HOH

o



(' ADILYYLS N3O 3IHL OL.

ONIQY0IIY SNOILYISSY NILLI¥M 40 SIDVINIIYAd

any STYL0L

qq
”JN ... . ) .‘ . -
%9° 12 - %9" L 50090 Blise - 4874 8L | %9°h BLLL %8y
0Lz o sval 02 gz 85 L6 622 /5 6EL 09 STY.L0L
%262 4Tl %Etse . %298 . %22 By | oses Fa etz 8 J4ayoesy
w6 228 b 28 181 L Y B N A I1T.3NSSI
%961 %8701 . wpbee %80l %979z | %2 a6 L9 7 -3ydea]
8Ll 209 0L Ul 59 091 e - g5 L€ 11 30SSI
56" LL %6 4605 A0°WE wLL 4ELL | %82 %82z %6Th -y Jeydes)
85. bt 9L 61 ol . sz 95 6 . el oL~ '130SSI
& .. o 5 P o < © 1 o & &
. ct (o] ) D T w 3 > -3
> . <Y — =g —h © o o D o+
ct > - a ™ O ) v O @] 1o - —
. n wn s . = o - = o+ s} O
—h v D ct - @ O ot [} —te -— c
s - < @ S - 3 1 o ¢ -
o 4 oo O w A 3 & .
o) e = (1o @ Q) i
ot a - O o+ —
—. (o8 (1]
- (@]
= -
IALLYNTYA 19N10v4 \
-mv - i



- APPENDIX K

TOTALS AND PERCENTAGES FOR WRITTEN ASSERTIONS
© ACCORDING TO VALUE ISSUE
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APPENDIX M

STUDENTS' VERBAL RESPONSES AS
RECORDED IN INTERVIEWS
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Q. How did you feel about snowmob11es befox you started talking

e

' about them 1n c]ass°

Student 1:

o
Student 2

'Student 3:

Student 4f

A.

: A,

A. )

A.

I-hneu hey were dangerous because there are

accidents -- there's a lot of problems so I'm g1ad ,

»

“we're talking about them.

Well, at first I thoUght that they were 0K -- you

know. But then you 1ook at all the information that .
k’“-‘a

we had on it. They kill the environment and‘they re

f-dangéroUs and now I'm not 00 sure abaut them.

I was pretty much against them atAthefbeginndng.—é'
now I'm aga1nst and for them. ‘ ' (5
At f1rst I dxdn t really 11ke them»—— now I 11ke

them a 1ot more.

Q'e: How do you feel now (and/or) f o

What are your reasons for chang1ng? . . Ly

Student 1:

Student 2:

'_Student 3:

A

A.

A.

ﬁ,.

Well, I°sort of know more now.

. We11 I've, 1earned that the numbers are 1ncreas1ng,

and about the deaths and the 1aws Now I don't "’

‘rea11y th1nk that they re too good They're good

for fun but when people start being too dangereus -

£

then they're not too good.

‘Some peop1e's‘viewpoints Were good, and some'peop1e

1n c]ass had 1deas that were’ better and I agreed :

el

_with themﬂf I d1dn t knmow too much- about them before

~



Student 4:
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’I knew they were dangefous but ho; much more. .
‘I feé1 somewhat thefsame.- I've chénged just a
Tittle bit. I didn't tﬁia;qthey were too_déngerous,
but now after tak{ng thosé shéets, aﬁd.éeeing about
é]T'tﬁe snowmobiles, -and ta]king about them I think

they're real dangerous.

‘What are some of the proolems you see7

Student 1:

Well, that th-y're-dangerous and espec1a11y if you
/
Cross the road ith them They cause Qoise and gas

pol]ut1on And. they use up nature -- go through .-

o shrubs, and over: h11ls and ruin other peop]es

Student 2:

Student 3:

=

Student 4:

property.

Well, it's hofiexactﬁy the énowmobi]e itself.
It;s,rea11y'thé drivers who drive them that dre
responsible for a11.the daﬁage to wildlife and to
pebp]e themselves. . “ | .

Well, the fines could be Higher, jdst a bit, then
peopTe'would‘be more‘carefu1 not to break the laws
and they should have dif%erent 1aws‘about vhere they
“can go and not all over .- Tike restricted areas.

They cause pp]]ut101 in the air and they re

: dangerOJs

: What do you. th1nk abouc LhTS kisd of work in the social

What part did ydu enjoy the‘mdst?

o

R Tike,ftt

Student 1:

PN ) / .

. N %
N e

-

i
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" Well, discussing 1%, and saying your feelings aboht%§y,

it, and just talking abqut-it with the “teacher

i : heTping, and.saying things that help us understanc

[

about‘sndwmobi1es and poliution.

Studen- 2: A. It's good.

Yes, you learn -- YOu don't have tc work, but you

11sten and read and discuss.

Issue Il

Q's: How did you.feel-about hitchhiking before you started té]king

about it in class? - / '<;/
»': . » ' .

How do you feel now? /

Winat are your reasons [for changing?

T

v /
. Student, 1: A. . . . Vk]W I didn't knoy/ ab ut it at,

First. . but when we 1g0ked at the facts and
informatiqn and’ some 'peo le were killed 1 though%_

-

something/shou1d be.done;
. /

A. we11;'1f/the ggiirnmen decfdas to ban hiﬁchhiking

itls dechding,som

)

dec1deq because 1T»“

eth1wg Lh t the people should
“ant to go out and risk g

i their 11ves no one can really stop them.
it

Studen 2: " A. . I thought it wasn't a good idea at first. Then

_after 1 looked at some viewpoints, 1ike the man

"~ & . who said he had hitched from, 1 th1nk Toronto to
v ‘Edmonton.n ‘he sa1d 1c was a good exper1ence
£

. A, T feel I want tO‘do something to protect the hitch-

!
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‘hikers and the drivers so fhat it wiTi be easier.

. Student 3: A. I thought it was good before. /ﬁ@;%‘
@%ﬁ Well, now I feel it's quite dangerous.gﬁf: |
A. . the accidenfs on'the sheets we took, and %hat,.
< and the peop]es'\viewpoints. S |
Student 4: A. I was kind of neutral about it. | ;? <i/
A. &ow I think it'

pretty good.
A, Well, I'm not sure. ,*didn'f know much about
hitchhiking before, and now I know quite a bit
about it from the‘iﬁformation I've stﬁdiéd. S
- Q's: What do you'think ab&Ut this kind:of Qork for social studies?
What parts_did.ybu enjdy the most? - ”
- Why do you say that? |

Student\l: -A. You get to -know other peoples' differences, and you

fﬁ;v’ - get to sharelyodr decisions with.everyéhe‘e1se..
Studert 2: A, It's intefesting and good. You learn more than‘jusf
studying all from bboks. You 1earn‘from.the point§
e ' of view. that we 1ooked atf
FStudent 3:, A. T liked it when we dfscussed gnd we got to know:
- th the Othé? peoplie feel and what théy're 11k¢.
Student 4: A, It's fun. - : _
o | A. Ydu get to-d;scuss things and ybu don't have to
/write toé much down on paper.

L J . : , . .
e 'A.i You. get ideas from other people and this helps you

S v | make your final decision.

L~

= Student 5: A.| It's fun. You get a11‘the_thoughts about the topics

A



Student 6:

Student 7%

Student 8:

Student'9:

N

‘Student'10:

Student 11:

Issue II°

pS

Information and other peop1es thoughts

. Well, I like it. It's a. 1ot better than stt gowng

347

i
h

from theiﬁnformatﬁoh and other people. -

I Tike so1V1ng the ‘problems., .
10.\

-

. sort of he1p1ng&peop1 f nd the best answers

to the problems.

. Oh, it's better . . . you don't write down verj%muchi

and you learn. It's an easy kind of learning, a fun
g

learning, and I like it.

I Tike it. .

Well, when Qe shere our reasons and that. /{7 Ag %:
I 11Le it - . R A
Um. .. Idon't know, I guesss. the dwscusewng out 5}
of it all.. — . , f | o ‘;;.,h$?

I,like the discussihg part.

1ook1ng through&books, unt11 you Uust f1nd some o
1nrormat1on and you make notes, and an out]wne and
everyth1ng Each person doesn t have a dwaerent
topic. You have a who1e Lop1c, and you‘d"scuss 1t

and you f1nd out what_other peop1evth1nk_ab0ut.1e,’ ‘

Y

and,fhat may heTp you change-your]mﬁho;ebouf iﬁ:i"'

e

~.
N

“Qtp: Howudid you feel about.:;Lhting Big Gamg Animals" before you

.started ta1k1ng about 1t 1n class?

How do you feel now7



A

348

. Can ydu think of anything that's helped you change your mind?

Student 1: A. I didn't know that hunters were ki1ling off so many

- animals,

A. 1 feel now that aunting isn't very good, because
Cif it continues the animals would become extinct.
Stpdént 2; A. Well, T've alwavs wanted to hunt, but in a way I
don't, becste } 3Pn t see what's the use in having
huntjng&when ih&*e s a lot of other 'food we could
have. But i Lhought it was a fun sport.

A. uell, . . . the animals can't sort of do anything,
and today in class a girt said that the animals were
made for man's usé, and T don't really be1feve that
either, because as far as we know we may have been

v made for the ‘animai's use. We've just overpowered.
them. | <
A. T've 1earned that the animais aré going'dowr

-rapidly and tma@ has been 1ncreased by hunters

T

CKE " .
o " coming 1n frcm tho U'S An1mals haJe to have time

-~

to reproduce ana-th;s<wou1d only have un =ffect if.
there‘was a ban for‘fqyr'or five year.
Student 3: A. Well, I thbught it was getting serious because the
| gnimals are going down in population. Moose were
p]e‘n‘t'ifu]k but not anymore.
A. I think now bﬁét w1th the foreign hunters here.
¢ . ‘:many §n1ma1s mayrbe‘headed'xor extinction.

A. Wé]l, after the first day we looked on thdse sheets

Ny

J
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and read through eQerything,it kind of made me f%ink'
a lot more about 1t; because in the beginning-lv
thought there were lots of these animals, but now,
after we read the éheets and what the people have
said it eeems that many are headed for ext1ncb1on
Sfudenﬁ 4: A, Well, at the beg1nn1ng I was not rgﬁ:ﬂy against it
| ,and not really for it. I was just kind of-?n the
middle.
" A, Well now, I'm quite against it.
A.. I found out Lhat too many peop]e are shooting the
- animals and in the U.S.A. the same th1ng has already
" happened and they don't have any animals to shoof:
Z;here. ' o
Student 5: A. MWell, Ididn't know too much about it, but it
‘wasn't really fair,.and there seemed,to me thag they
were shooting off too ‘many at a t1me | |
A. I feel much the s ne, but 1t S Just a/11tt1e more
‘comp1 cated becduse I know a liitle more about it.
Q's: Whattdo you think about this k1nd of work for social stud1es?
What parts did you eﬁjoy‘the most?
Why do you say Lhat7 ) \ »
Student 1: AL 1 th1nx it's fun. DMost Oflthe time Qe're»just
) working in a book and as 3? individual. |

. R
A. Me get to talk in class and share each other's

2

viewpoints.

Student 2: A. MWell, it's quite fun, and everybody's learning a

-~
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new thing every day
A. The part I Tike the most is when you get a change
 to talk and 1ike share your fee11ngs thh others

A. Well, at first 1 thaught hunting was a good idea o

because with a few hunters the animals m1ght betome .

overpopulated, byt now 1 feeT that its not very'goodgd o

" to tunt animals because animals nave fee1ings juSt?‘l““
1ike us. |
Student 3: A. Well, I like it. ’
A. We11,'it}s a good way to 1earn'aboqtlcanada and
~ about the different laws we've made about things
1ike snowmobiling and'hit;hhiking-and'things 1Tke

that:.,

A, 1 f“%ﬁﬁshar1ng our' thougnts .a lot because it 1ets '

the whole c]ass know what other. peop]e are 11ke,

- | 2

Student 4: A. UIt‘s-gopd. : _ ' i

and what they thwnk.

A. we11‘ the viewpoints; when you put down your own L
//1deas and ghar1ng taem Qitn'other people. | |
| Student 5: /ﬂ// I rea11y 11ke it, cause 1L s much different Trom just
»mak1ng_a big report. ' | .
"A. The discussion, reading all the fnformatien and
, letters from other people about it.
Student 6: A. we11,_it‘s fun exchanging your ideas.

Student 7: A. we11 1 think that 1t's more fun, than most kfnds,

because you can share your ideas with other peop]e'
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and find out what they think. | ;
A. Findings out{ what dther people think and finding

out the differences between you and the<peob1e

- around. you. (
Student 8: A. Yes. . . it's OK.
A} Well, it makes you aware of-things and‘otner topics
that you don't usually study in schooT.
A, Mell, T kind of Tike seeing what other people think
| ebout it and then put these tOgethe? on the shee:;
"~ and you learn about it, and what other people think
~ about it
ilssue 1V

QQ‘S;‘ How did- yoquee1 about'”Cap1ta1 Pun1shment“ before you
| started La1k1ng about it 1n class?
How do you'feel now7 v
Is there anyth1ng that has he1ped change your mmd’P
lStuoent 1: AL 1 hadn t rea11/ chought about 1t much ‘before this.

7 AW'HI ve been con51der1ng 1t by going Lhrough all the

[ _ - —
,,..4: -

'papers \

- A 1he d1scuss1on has he]ped

_Student’Z: A It s hard because 1 d1dn t know much about it before

- | iA;J I dog t rea]]y feel strong one way or the other about
| it_’»‘“' ‘_ ,

Sfuoent-3:; A We11 I d1dn t reaﬂ\y know or th1nk anythwng about

7

1t before and now I know a ]Ob more. than 1 d1d



Student 4:

A.
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Figures from the sheets and that in some counﬁties
it'§ different from others. S L
Well, first I chought‘it\was bofing because ‘I didn't
really understand it, and what it was about, afd

. ' - ) of

then it got a 1ittle more interesting when we read
. ‘ . ‘ - & . .

andiidiscussed the sheets and the.viewpoints, like

the one yesterday about the convict, who had been

sentenced to the electric chair, but because he came'
from a rich family got 1ife in prison and then got

out.

Q's: What do you think about this kind of work for social studies?

. What parts did you enjoy the most?

Why do you say that?

“Student 1:

Z.udent 2:

Student 3:

%

- Student 4:

;
Al

[

T TR

A.
A.

V)

I really Tikevit a lot. |
w§11,"thé people. . .1ike‘be;;re you didn't get to’v
express ygur opinions too much, and here-you‘cah“
get to talk about’ your op1n1ons WTLh each other

It's run, because you can put down what you th1nP

N of a subject, and so you don t a]ways have to say.

oh. .answer all those quest1ons"about the Cordillera -

 Region on the sheets. . Now we can say what we really

: , o
feel about the topic and get it out, -

Well, I-think it's fun.

I iike 1£ when we‘gef td express. our viéWs, thét
e norma11y wou]dn t be able to. |
The part thgq 11ke the best is when you wrwte

G
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. Student.S: Ac

A.
Student 6: A.
“A.
Student 7: -A.
A.

~ Student 8: 3.

A.

353

. : {‘ . .
down'youPﬁgwn viewpoints, because not every one

RN A . .
has the same;v1ewpo1nts.

I like thws 'ﬂnd of work.

You learn tE%#:‘d out what peaple Feel about it,
other peop]em%.fQQg heard about it and what they
feel about if;' o
Oh, it's fun.
Well, you softvofibé%'to express your feelings about

it and people react.

It's fun.

Well, you can express your ideas with the rest of

the class and you learn more from the information.

Well, I like'sit.

Well, you hear a bunch of other peoples’

’suggestions and it's fun. You get to express your

own and 1earn new 1n15?mat1on

‘When someone says someth1ng and d1sagrees with you,

you have t0 say someth1ng back that s different.

You sort of have a cha]]enge with the other_pe.sonl
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MEANS AND STANDARD DEVIATIONS OF PRE, POST AND
 pOST-POST TEST RESULTS ON SEMANTIC
 DIFFERENTIAL SCORES ON FOUR
N CLASSES FOR FOUR VALUE
FOPICS
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o

o) ’
VALUE TOPIC I TREATMENT CLASS I

Pre-Tﬁlﬂ!‘EPost—Test Post-Post Test
Mean S.D. Mean S:D. ‘Méari- S.D.

1. Go0d-Bad . 3,10 1.55 3.20 1.45 2.93 1.267
2. Quiet-Noisy - A1.63_ .85 1 -0 .8 1.53 .82
3. Safe-Dangerous | 1.79\\3.00- Y93 1.11 1.67 .84
I3 Useful-Useless 3.83 1.12 4.00 \]'05' 4.07 .69
5. Kind-Cruel - . 2.70 '1.65 2,73 .74 2.67 .66
6. Fair-Unfai: . | 2.93 |.98 2.97 .93.2.80 .66
7. StrongMeak 400 |79 3.87 .86 3.57 86
8 Enjoyable-Boring  4.37 /1003 4.13 1.36 4.13//i)i7 |

Means and Standard Deviations of Pre,/ Post and Post-Post Test Results
on Semantic Differential Scores for the Value Topic, "Snovmobiles".
(N = 30) v P ' “i ‘

A L /o



VALUE, TOPIC 1 TREATMENT CLASS 11 ”

Pre-Test Post-Test Post:Post Test;ﬁ~“'““.
Mean S.D. Mean S$.D. Mean S.D.

1. Good-Bad 3.67 1.27 3.13 1.20 270 .24

oisy’ , 180 1.03 1.43 .73 1.70 75 .
ingerous 2.03 1.07 1.97 .96 1.97 .96

5. Useful-Useless 443 1.1 4.7 .91 3.83 83
5. Kind-Cruel | . 300 .95 -2.80 712,70 .99 s .
o Fairnfair  5.73.1.14 2.8} 75 2.87 .81
7. Strong-Weak ‘ 4.60° .72 4:03..81" 3;93 .94
8. Enjoyable-Boring . 4.23 1.17 3.80 113 4.00° .87

Means and Standard Deviations of Pre, Post and Post-Post. Test Results
on Semantic Differential Scores for the Value Topic, "Snowmobiles!.
(Nu:v30) . . o .
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VALUE TOPIC I ' TREATMENT CLASS 111

Pre-Test ’thst—Test 'bo;t—Post Test
Mean S.D. Mean S.D. "Mean S.D.

1. Good-Bad . 3.41 1.45 2.48 1.06 2.59 1.21
2. Quietitoisy N 1.66 1.04 1.8 .78 1.45 .74
3. safe-Dangerous 2.07 1.00 1.83 1.12 1.66 1.01

4. Useful-Useless 7. 3,90 1.32 3.79 1.35 3.38 1.37
5. Kind-Cruel - 300 1.08 2.72 1.19 252 1.5
| 6.f‘Fair;dnfafr l_  . 3.21° 1.5 3,10 1.29 2.93 1.19

7. Strong-Weak o 4.28 96 421 .71 3:86,.1.06
-8. Enjoyable-Boring ' 4.2 1.38 4.03"1.32 4,03 1.18

Means and Standard Deviations of Pre, Post
?n Sema?t1c Differential Scores 7or 8
29 . -

cd,Ppst‘Post Test Reéults :
pic, “Snowmob11es




0 ' " .
" VALUE TOPIC I - " CONTROL CIASS
| SR

RO

[

Mean S.D. Mean S.D.

1. Good-Bad 1\\j/4'ﬂ~*\tl 313 120 2.07 1.01

rest Post-Test

[y,
(w1

. Guiet-Noisy ' .80 .92 .77 .92
3. Safe-Dangercus, £2.03 .96 2.33 1.0
4, Useful-Useless 701,29 3.67 1.35

LW

5. Kind-Cruel o 2.80 .92 2.83 1.02

6. Eair—Unfai‘f IO

w
Ny
]
—
[
)
w
no
(88
—
—-—
£

7. Strong-Weak 4.3]7 .85

(@8]
ve)
BN
Qe }
(]
<

8. Enjoyabie-Boring - - £.83 .81 4.37 .96

Means and Standard Deviations -of #e.and Post Test Results on

©.° Semantic Differential Scores for the Vajue Topic, "Snowmobiles". '°
(=30 . | o _

. | R R - I

c .
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TREATMENT C! 1SS 1

Pre—Tegt Post-Test Post-Po i Test
Mean ¢ S.D. vean S.D. Mean S.D

-
o

i. Good-Bad : b 2.50 1.35 3.53 1.31 3.10 1.

2. . Quiet-NOisYy 3.83 1.85 3.50 .81 2.4 00
¢, Sate-Dangerous -~ 2,03 1.19 2.20 1.06 1.97 89
4. Useful-Useless .- 3.83 89 4.60 50 4.57 57

\

o

5. KARETCRUG | ' 517 099 3323 .77 3.13 L43
L N ) #‘/ ‘
. Fair-Unfair 3.3, .82 3.37 .81 3.20 .76
7. Strang-leak 3.03 .49 3.17 .59 3.20 .55
£ Enjoyarie-Boring 2.47 1.11 3.40 1133 S.03 1.16

N

eans and Standard Deviations of Pre,"Post. and Fost-Fost Test Results
cii Semantic Differential Scores for ine Va ue Topic, "H7 :ihiking".
(N =30) IR

.
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-
JALUE TOPTC 11 TREATHENT CLASS II
_Pre-Test Post-Test Post—?ost Test
) o Mean S.D.; Mean -S.D. Mean S.D.
1 eeod-Bad 1.3 1,05 270 1.29 2,43 1.25
2. Quigt-Noisy 573 1.05 3.53 1.17 3.47 .78
3. Safe-Dangerous 13 .93 1.80 .89 1.8n .76
5. Ushful-Useless | 3.07 1.3¢ 3.60 113 ¢ 7 93
s Kind-Cruel | > es 1.00 3.20 92, 2.93 [ 87
6. FairﬁJnfaik‘ , . 2,60 1.13 ﬁ3t27' .94 2.97 . .81
7. Strong-Yeak D303 76 337 L2 Zar 70
8. Enjoyable-Boring 230 1.09 3.07 1.23 2.87 " .90

~t

* fieans and atancara Deviations of Pre, Post ard Pdéi Post Test D°suus
~ on Semantic D11Teronbwa1 Scores Tor the Yaiue Topic, “~1Lchh1“ﬁrq
(N = 30) : R



VALUF TOPTC 1T TREATHENT CLASS T77 -
Pre-Test Post-Tesc Post-Post Test
) Hean S.D;{,Mean S.D. “Mean '5.D.
1.. Good-Bad | T 162 .08 2.83 1.47 2.62 1.40
2. Quiet-Noisy 3.52 1.09 3.83 1.07 3.95 1.06
3. Safe-Dangerous 1.a1 .68 70 .54 176 .99
). Useful-Useless 266 1.63.3.97 1.15 3.38 1.4C
5. Kind-Cruel . l.es .5z 2,97 .9 f2:59; .98
6. Fair-Unfair ~ 226 1.21 3.7 114 2.72 .16
7. Strong-ieak T 3,07 .95 3.45 .76 3.28 1.00

e
8. Enjoyable-Sumiging

v

— e

. <& E ’ . o ‘ B
Means and Standard Deviations of Pre. Post and Post-Post Tast Results
on Semantic Differential Scores Tor the Valu~ Topic, "Hitchnikingl.

(n = 29)

" . .
N T \ . R . .
~ L . . .
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'*“)VALUE TOPIC ii NON-TREATMENT CLASS
s ‘ ‘
4 o !
‘ Pre-Test  Post-Test
Mean S.D. HMean S.D.
1. Good-Bad - 1.90 1.24 1.97 1.27
£. Quiet-Noisy ‘ £.42 .90 4,07 1.04
3. \Safe—DanQerous . ‘ 1.89 1.10 1.80 1.06
4. Usefui<Useless 3.07 1.62 3.60 1.53
5. Kind-Cruel | 2.73 1.17 2.80 1.10
6. Fdiv-Unfair - 2.80 .24 2.77 1.10.
7. Strong-Weak 3.07 1.31 3.10 1.32
8. Enjoyabie-Be-ing 2,03 1,10 2.a( 1.1
, ' — . |
Means and Standard Deviations of Pre 4nd Post Tect Pecultsygn -
#Semantic Diffgrential Scores for thg Vatue Topic, "Hitchhiking". .

(M= 30)

il
C
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) ‘ \
VAL TOPTC T3, - TREATMENT CLASS I g
Pre-Tas

Post-Test Post-Post Test

L
Mean S.D. iean S.D. Mean S.D.°

- 1. Good-Bad | 2.37 1.30 2.37 1.75 2.43 1.00

sy
- EEE L

i3 1.06 2.77 1.02.2.17 .95

207 1.11 1.90 1.03 2.03 .85
‘\ 327 1.4 3.50 1.25 327 1.14
1. o 1.70 .84
5. FeirsUnidin PPN 2,07 1.05

7.7 Strong-teak

(@8]

2,17 1.05

[

8.; Enjoyab1e¥Boring

Means and Standarc Deviations of Pre, Post and Post-Post Test Result.
on Semaniic Differential Scores - the Yalue Toonic, "Hunting".
(N = 30) : . s

h

14
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VALUE -TOPIC 111 . TREATMENT CLASS 1T
. v \0
- . . Dre-Test  Post-Test Post-Post Test'

' Mean S.D. Mean 'S.D. #dean S.D.

.30 .99

1. Good-Bad | 2.20 1.10 2.10 1.03 2
2. sQuiet-Noisy 22 107 203 B9 2720 1.30
3. Safe-Dangerous 1.80 1.0 1.93 .83 217 i€l
4. Useful-Jseless 3.30 1.24 3.33 1.06 3.50 .94
5. Kind-Cruel 170 .99 .63 6 .87 .97
5. Fair-Unfair o z.oé 1.20 2.10 .99 2.17- .95
7. Stro.g-Weak . 3.67 1.06 3.33 .99 3.43 1.07
§. Enjoysbla-Boring 3.03 1:29 3.13 .94 $.30 1.78

Mvans and Standard Dav1aunows Ot Pre, Posi, and Post-Post Test Results.
on Semantic Differential- Scor;s Tor ‘the Value Topic, "Henting'.
N = 30) : ) . °

~
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8. Enjoyable-Boring 3.7 L4

VALUBOPTC T1T "TREATMENT.CLASSlIIT’-V |
© pre-Test  Post-Test Post-Post fest
fMean: S.D. Mean S.D. Mean S.D.
1. Good-Bad - < o 2.65 1.3 2.72 131 2.2 1.32
e Quiét;NQféyi : : f .79 1.05 J.05, .85 1.79 .90
s afe-Dengerous | 166 .77 172 .92 1.59 .91
4. Useful-Useless - L334 1.42 331 1.3% 3.21-1.24
S ndeGruel . b L4874 1.52 1.02 1.45 .69
 5.  Fair—Unfaﬁ}\- - “  2.07°1.19 2.21 108 2.10 1.35
'7.v,5tfong;wéak T N 1T P 583 .93 3.14 1.22

3.31 1.34 3.38 1.05

Means znd Standavd Deviations ot Pre-, Pcst, .and Post-Post Test Resulis
on Semaatic Differential. Scores for the Value Topic "Hunting”.

(N = 29) "

e 0
=
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VALUE TOPIC III NOM-TREATMENT CLASS
Pre-Test  Fost-Test
D sean $.0. Mean S.D.
. géod-aad 183 1.8 1.73 1.05
"~ 2 /Guiet-Noisy 1.63 .93 1,80 .92
3. - Safe-Dangerous ’ ~ 2,03 1.18 1.87
4. Useful-Useless ° 2.60 1.54 2.53%
5.0 Kind-Cruel ©1.33 76 1.43 E
6. Fair-Unfair -/ | 1,90 1.03, 1.53 10
(7. Strong-Weak - 3.87 1.31 3.57 1.28
8.  Enjoyable-Boring 283 1.21 2.77 1.14

Pl
R

Means and Standard Deviatiors of Pre dnd Post Test Results’ v
Semantic Differential Scor-s for the Value Topic, "Hunting'- ...
(M = 30) D “ - -/ o

P

7 e
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VALUE TOPIC TV o TRFATM=ZMT CLASS 1

3

" Pre-Test = FPoust-Test Post-Post Test
Mean S.D. Mean S.D. Mear S.D.

1. Good-Bad . © 230 1.27 3.

3 13{.1;36' .10 1.18
2. Quiet-Noisy 3.7 .77 227% H,g@gﬁ;m9gi; 75
3. Safe-Dangerous | 2.17 V.12 .2.57 1.9 257 ri.wog
4. Useful-Useless - 3.67 102 3.0 1.38 3.57 {1215
5. Kind-Cruel 213 1.11 2,17 1.5 2.37 “ 6
6. Fair-Unfair / 3.83 1.56 3.27 1.48 3.10 1.34
7. Strong-Weak 517 .53 3.10° . .55 3.13. .51
o Enjoyable-Boring % 3.3 .50 2.83 .58 2,97, .76

Means and Stande~d Deviations of Pre, Post, & nd Poct POSL Test Results
on Semantwc D1(Threnuwal Scores for the Value “Topid, "Capital
Pun1>hmenc o * ;

= 30) . ‘



VALUE TOPIC IV TREATMENT CLASS 11

368

Pre-Test Post-Test Post-Post Test

on Qcmantw&‘u1lferent a] Scoves for the Value Topic, "Capital
Punishment".

2

(M =30) -, ‘ /-
} S . : ey

3

| | o | P

Mean SiD. Mean S.D. .iiean S.D.
1. Good-Bad - .60 1.73 2.80 1.26 2.77 1.22
. —

2. Quiet-Noisy . 2.77 1.01 2.77 .97 3.10 1.09

3. Safe-Dangerous 1.97 *1.29 _2.33 112 2,43 .97

4. Useful-Useless 247 1.25 2.77 1.14 2.73 1.1

5 Kir -Couel C 177 107 1.90 .96 217 .95

| 6. Fair-Unfair 2.60 1.61 2.73 1.39 2.70 1.26

7. Strong-Meak . 3.47 1.1 3,50 .97 3.7 .79

8. Enjoyable-Boring 2.40 1.0 2.57 .B8 2.57 .82
Means and Stagdard Deviations of Pre, Post end Post- Post Test Resuiis
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“;VALUE TOPIC 1V

TREATMENT CLASS 111

Post-Test .Post-Post Test

' Pﬁe—Tést

Mean S.D. Mean S.D. Mean S.D.°
1. equ-sad 2.594'3.62 2.38 1.67 2.52 1.62
z. Quiet-Noisy 2.97 1,09 2.86 1.19 2.83 1.04
3. Safe-Dangerous 2.03 1.36 2.03 1.30 2.03 1.02
7. Useful-Useless 2.62 1.57 2.76 1.60 2.62 1.50
5. Kind-Cruel 1.90.1.08 1.53 1.02 2.00 1.10
6. Fair-Unfair 2.48 1.53 2.5% 1.68 2.76 1.50
7. Strong-ileak % 3.69 1.28 3.62 1.27 3.17 26
8. Enjoyab1e-soringi€ 2.52 - 2, .99 2.38

Punnshment”
(N =-29)

08
e
(es



VALUE TOPIC TV . NON-TRFATMENT C1ASS

Pre-Test Post—Test'
- Mean ~ S.D. Mean S.D.

SR

7. Good-Bad : “ 2.97 1.63 "3.27%1.53

™)

2. Quiet-Noisy .73 1.26 2.80 1.03

3. Safe-Dangeraus . 2.43 1.61 2.53 1.68 o

4. Useful-Useless - L0323 174 3.23 176 :
’f5.‘-Kind4Crué1i . 2337147 220 1.35 S

5. Fair-Unfair o 3.43 1.76 3.60 1.67

7. Strong-heak 360 1.28 3.50 1.25 ’

2. Enjoyable-Boring . ©2.80 1.21 3.00 1.17 s

Means dhd»StandardvDeviétions of Pre and Post Test Resulis on’ -
Semantic_Differential Scores for the Value Topic, "Capital Punishment”.
(N-="307 -

Wl Sy . Coh. e



