DOCUNENT RESUNME
ED 039 300 SO 008 006

AUTHOR Allen, Rodney P.

TITLE But the Earth Abideth Forever: Vvalues in
Environmental Education.

NOTE 37p.

EDRS PRICE MFP-$0.75 HC-$1.85 PLUS POSTAGE

DESCRIPTORS Educational Objectives; Flementary Education;

Environmental Criteria; *Environmental Education;
Ethical Values; *Humanistic Education; *Moral
Development; Moral Values; Personal Values;
Questioning Techniques; Secondary Education; Social
Values; Teaching Models; *Teaching Techniques;
*Values

ABSTRACT

This document describes how environmental educators
can incorporate values education into their classrooms. After
analyzing Kohlberg'!s stages of moral development, the first section
of the paper stresses that the envircnmental educator needs to
facilitate student dialogue and reasoning appropriate to the
student's moral stage and to encourage progress to the next level.
Seven values objectives are provided for the teacher that include the
development of equality, empathy, factual knowledge, social etbhical
principles, personal ethical principles, moral judgments and
resolutions, and action. Ten specific teaching processes for guiding
the classroom teachers in developing questions for student reflection
are presented. The first three instructional models set forth
processes for teaching basic skills for ethical analysis and
reasoning. The three processes which follow stress an empathetic mode
for understanding others?! values and feelings. The next two processes
involve contemplating stressing introspection and shaping of one's
own ethos and worldview. The last two are analytic, demanding the
student to set forth the reason ana principles which warrant his
particular judgment and then defend these reasons in ways appropriate
to his moral development. (Author/DE)



] VS DEPARTMENTOF wEAL TN
EDUCATION 4 wrLFARE
NATIONAL INSTITUYE OF

‘ JLABLE
mﬁ A‘A EDUCATION
.~ DOCUMENT ua ArE LY TV

D EEACTI Y AL wgE(Foay 0 LIS
T PTROONOR L WG AT Dy ON (N
. N TN o o N NN
TR TV S O o W Ty Y orY
e I T N N LR Y
L T O R

- BUT THE EARTH ABIDETH FOREVER:

R VALUES IN ENVIRONMENTAL EDUCATION
&.Q-“-\

éi; . Rodney F. Allen*

=3 Florida State University

i

* Rodney F. Allen is Aecsociate Professor of Social Studies Education
and Director, the Environmental Education Curriculum Project,

Florida State University, lallahzssee.

"One generation passeth away and another
generation cometh, but the Earth abideth

forever.,"

-~ Fcclesiastes

In recent years environmental educators have turned from programg
which focua only on factual information sbout natural phenomena to

a concern {or student attitudes and values. While this 1s a desirable

R Oos oo ¢

shift and ore which will be more iikely to have an impact on human
behavior, ed.cators too often turn to attitudes and values in order

t.o impose thair own dlspositionc upon their students. Thus, an environ- .
mental edtucation dealing with attituvdes and values becomes indoctrina-~

ticn rather than educetion. 7The propriety of such an effort by educa-




tors 18 questionable even in the best of causes, especially in any
context where the audience is forced to attend as it is in public
schocls until age sixteen. Education in its latin root means "to bring
forth," to bring forth alternatives for reflective inquiry. The tea-
cher's task is to facilitate such reflective inquiry. The student's
task is not to serve as a receptical for the teacher's thoughts dbut as
the one who must discern the implications of different values and ways
of living, and then, make his own decisions and lifestyle choices.
Atteupts to indoctrinate or to persuade others by emotional
appeal and factual distortion are doomed to failure. In life, real
values are something we expericence as connected with our daily activity.
Unless an individual can affirm value, unless hi. own inner motives
and ethical awareness are the starting points, and unless individual
can act out his values, attempts to impose values or to "discuss”
values are of little use. The learning of, and commitment to, values
is ﬁart of each person's personal quest for meaning In his or her life.
Valuing is linked to drives to fulfi.l basic needs (physioclogical,
security, belonging, love, etc.) and is the product of interaction with
social and natv-al environments. It {s linked to an individual's
affirnation of a way of acting and being in the world, for only as
the value 1s part of a person's being will it have effectiveness

gnd cognancy for living. As John W. Gardner noted when defining his

conception of self-renewal:

* John W, Cardner, Self-kRenewal: The Individoal aud the Innovative

Society (New York: Harper & Kow, Publishers, 1963), p. 176,




Instead of giving young people. the impression that their task

is to stand in dreary watch over the ancient values, we should
be telling them the grim but bracing truth that it is their

task continually to recreate those values in the;rrown behavior,
facing the dilemmas and catastrophies of their own time. In-~
stead of implying that the ideals we cherish are safely embalmed
in the memory of old battles and ancestral deeds, we should

be telling them that each generation refights the crucial
battles and either brings new vitality to the ideals or allows

them to decay....

MORAL DEVELOPMENT

Environmental educators ought to Le asking how we, as children and
as adults, see our world and interact with social and natural conmuni-
ties. Recent research in value forma;ion and moral development is in-
sightful here. This research deunles the efificacy of indoctrination and
thg imposition of values as meaningful and lasting guides for human be-
havior, In fact, research indicates that these strategies arrest moral
developuent.

The first point to emerge f{rom research on value formation indicutes
that there is no fixed morality throughout one's life but that a person's
view of morality depends upon developmental levels. For erample, when
considering & moral clain, persous at differeat ages may differ in the
following divwensions:

1. Differentiastion: What one conslders in neking @ moral claim o ac-

tion. This includes the knowledge Lase and shkills necessary to under-

stand what Lo happen.y In a situation and to poircedve implications

Q and conscquences,




2. Empathy: Ability to consider other points of view, feelings, ani
interests. This involves moral sensitivity in weighing actions and

in making judgments.

3. Reference CGroup: The different size c¢f the social unit considered

in defining one's sense of responsibility and obligation -~ fron

self to family to peers to broader communities -~ hopefully to a

universal concern for humankind,aﬁd biotic communities.

According to the research of Lawrence Kohlberg at Harvard University,
these dimensions are refleéted in three levels of moral development,
which he calls: Pr:-fonventional, Conventional,and Post-Conventional.
These levels each cou. ~in two stages,and persons proceed through each

in turn until arriving at their current stage of moral awareness.*

* After Lawrence Kohlberg, "The Child as a Moral Phiiosopher," Psychology

Today, Volume 2, No, 4 (September, 1968); and Clive Beck, B.S. Critten-

den, and E,V. Sullivan, editors, Moral Education: Interdisciplinary

Approaches (Toronto: University of Toronto Press, 1971), p. 56-88.

LEVEL STAGE

0. Amoral Stage. Prior to understan-

ding the idea of rules and authority, "good"

is what is pleasant, exciting, non~-painful,

and non-fearful. The person does vhat he
can do and wanis to do. The chtld throws
her bottle oun the {leoor and watches it

break. Her brother crawls to the table



and eats all of the candy in the dish.

1. Pre-Conventional. The person 1. Simple Authority Orientation. De-~
responds to simple labels cf "good" ference to superior power by authority; a

and "bad”, "right" and "wrong," trouble avoiding mind-set. This is sim-
learned from the rewards and pun- ple compliance and conditioning, wherein
ishments from others in authority the person does not understand (or try to

and from the gratification of ac- understand) the reascons for the adult/

tions. authority's behavior. "He wants us to de {t.":

"Let's not do it, we'll get caught!"”

2, Simple Independence Orientaticn, Still
very conscious of rewards and punishments
from authoriéy, the person is concerned
with self-interest. He sees morality only

so far as it involves self-interest, inclu~

Id

ding others' Lut focusing upon hia own

. self~interest. Right~action is what satis-
fies one's needs and desires. Thefe is a
najve reciprocity operating which says,
"You scratch my back, and I'll scratch
yours." "I won't tell, {if you don't." "I

won't tell EPA on you, if you don't report

me."
1I. Conventional. Beyond authority 3, Limited Conformity Orientation. Correct
and simple self-interest, moral value behiavior is that which wins approvil from
resides in performing "good" or "right" others -~ it fits what others think is prope
roles, in maintaining the conventional Moralit;“{s viewed as helping and plensing a
order and the expectations of others. Jimited group which the person feele committ

to, is concerned about, and whose spproval




he sevks. 'Othecs" are those with whom

he can relate to as attractive, signifi-
cant, or important; there is a wide range
of "otherf here depending upon the person's
moral semsitivity and concern (it can be
narrowly defined or broadly). The problem
is the oft mentioned Christian question:

“"Who is my neighbor?"

"'Sure, dump the contenfs into the creek,
that's what the forecan end the company pay
us to do:" "What'will our {riends say and
think if our child is out protesting pollu-
tion by the town's largest plant?’ "All
of your father's friends exceed the hag
1imit sometimes! It's O0.K. Look at all

the times they sit in the blind and don't

get anything."

4. Broad Conformity Orjentation. Good

{s that which is best for soclety, the
majority, the social order. A person's
morality involves a much wider group of

t

"neighbors." One must do his duty, res-
pect authority in persons and in rules,
and weigh the consequences of actfons ftor
soclety {n general. Unless we have a Tept”

fnate set of rules which everyoue tollows,

lifc and soclety will hreak down into ehoo



Following these rules is often sden as

an end in itself.

"Auto emissions devices ought to be re~
quired and we should not disconnect them,
as we all need clean afir to breathe."
"Sure; we all ought to pay for expan-
sion of the sewer system, We all use it
and we all need it to protect the lakes
and our drinking water.,”" ‘'Yea. Well,
it's the law. You and everyocne else
better end roadside dumping!"

111. Post-Conventional. Moral value 5. Process and Social Contract Orienta-

resides in the individual who defines tion. The person has an understanding of
principles and commitments, and con~ the processes -- moral, legal, social,
forms to shared cr shaxable scandards, ‘ political ~~ by means of which the rules
rights, and duties. of the society are developed and applied.
He sees rules as agreed upon ways of regu~
lating behavior that serves more ultimate
principles and goals. Right actien is de~
fined in terms of general personal rights
ard in terms of socially approved ﬁrinci—
ples, irherent in the sccial contract.
Duty is defined in terms of that contract

and the avoldance of viclating other's

rights. The person s well aware that




laws and rules may be changed for the
benefit of the society and that rules
and laws ure applicd in r’-uational con-

texts.

"Sure, zoning laws are desirable and we
worked hard to get this plan in our
county. But in this case the plan works
to maintain segregated housing patterns by
race, age, and income, We are ccrwitted
to zoning but ave working for a demoe-
cratic, socially responsible plen.”

"I know the law prahibits that arount of
pollution, but this new plant wil! exploy
disadvantaged workers and improve their

1
lives, We should change cur standards in

these cases."

6., Ultimate Life Coals Orfentation, The

stage 5 person attributes to processes

and contracts the kind of sanctity that
the stage 4 person attributed to rules and
order. For the stage 6 person, morality
functions to serve fundamental life goals
(freedom, love, justice, self-respect,
happiness, survival, ctc.), which the
person defines and to which he comuits

Limself., MHe recognizer the fmportance of




rules, laws, and authority ~- but he
treats them only as MEANS to his ulti-
mate life goals for himself and others.
Conscience 1is the directing agent of
morality, a conscience based upon one's
own.principles and life goals. Personal
principles and societal rules are

tested ngéinst these higher, life goals
and the societal rules will be broken or
set aside for furthering tﬁe pursufit of
these higher values.

| 3

#

The key educational message of the Kehlberg stage model {s that stu-
dents develop from one stage to the next higher stage. While they may attend
cognirively to the information in arguments much higher than their current
stage, it does not have sign1£1¢ant impact upon their moral development. It
is by attending to reasoning at the next higher stage than their own that
students move upward. Reasoning at the next higher stage (the moral concerns
and awareness it contains) create discrepencies for the student, and, from
these discrepencices between his view of woral and social reality and the
new inaights‘derived from the higher level reasoning, he or she learns to re~
solve the conflict by moving to the next higher stage. [Figure 1}, Thus, a tcacher with
group of stage two stndenls will not promote moral development by expousing etage
six environmental argumenis or by sirply encouraging students to "study"

those values. Exhortation and rewards for the "tight moral judgments' may



GENERAL PATTERH OF GROJTH EROM OLE STAGE 10 THE NEXT HIGHER STAG

Persons develop morally from one stage to the next higher stage. This
growth involves awareness of the next higher stage and dissonance be-
tween where one is reasoning and awareness of reasoning at the next
higher stage. This growth also involves growth through personal ex-
pericnce and increased sensitivity, general cognitive growth, and the
degree of risk and support in reasoning situations with others,

’

>|Reduce Dissonance by
¢ |Moving to Stage 3

’

’

-"‘

" Feeling Dissonance between
Stage 2 and Exposure to Stage 3

¢
'
™

Avareness of, and Attention
to, Stage 3 Reasoning

--~

STAGE

Satisfaction Uporn
Attaining Stage 2

frrcue 1]
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get conforming verbal cgkpliance at ihe moment, but will tetard
personal moral growth,

Another aducational message 1is that persons at any moral stage can
understand all lower stages and will, on occasion, employ reasoning at
lower stages depending upon their needs, motives, attitudes, moral sensi-
tivity and awareness in that situation. A student who is ge:. rally rea-
son;ng at stage five may revert to a lower stage on a public policy
debate where her father's (and hence the family'é) social and economic
status is thréatened. [Figure 2].

The environmental educator, dealing with student reasoning, has to
atteand to the stage of moral development of students In general and the
specific stage of reasoning evoked by certain situations, helping student;
to comprehiend the reasons they are offering and the needs, motivés‘ and
attitudes which impact their reasoning. Educators need to facllitate
student dialogue and reasoning appropriate to their moral stage and the
next higher level, broadening the student's 1) differentiation, 2) empathy,
and 3) refevence group. But most of all, the environmental educator must
view his or her rcle as that of a facilitator -- one who helps raise
questions and establishes an instructional climate for coping with values
and sclf-awarencss. For as the Kohlberg wodel suggests, moral development

is essentially an internal, gelf~determined affair. Or, in Cardner's

term, It fs a matter of selfi-remewal and sel{-creation.

OBJEVTIVES
Given what we now know about value develepment, the objectives for an
cavironmental cducation which includes values may be stated In terms of tho

followlap ocutconaus®
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DEVELOPYENTAL STAGES AND MORAL REASCNIMNG

At any developmental stage, persons can understand all Jower
stages and will, on occasion, reason at lower stages depending
upen the needs, motives, moral sencsitivity, and attitudes evoked
by a specific¢ situation.

Direction of
Growth, Development

Potential Range of
Reasoning in Any
Situation

/ T
4 azxfat‘a T T T
3 ff/f#/a T 1 1 1
2 /T?’: 1 T T e
I N ~e L - L e
0/11 - 4, 3 4 5| 6
YA )] oY o o 0%
2 3% 53 3% 37 0% %5
=l Le) Gﬂax V'?@ o ® % % ?
® S A Q' w & Ry b’
v @ ©® [ 20 & ® v o %
o ® A A on AN o " ©®
2 a% 2 % o % ) Xy
. \f'. . m r"
e o, % ) 0, % %o e A%
PO 5 0% L EA
: o - o e
o v v B .
e e % 3 <, & O o
s ‘ % e e i
e o 4 \'g‘)
P

* For further insights on this phencorena, see dbraham laslow, [htivation cnd
Fersonality (iow Yori: tarpor ¢ Lowy,rublishers, 1954) and Lrik iccikason's
life stures in his Cnildhood and oociety (iew Yorx: r.b. liorton, 1960).

Q (FIGURE 2]




*AFTER John Wilson, Norman Williums, and Barry Sugarman, Introduction to

Moral Education (Balti.ore: Penguin Books, 1966), pp. 192-197.

1. RECIPROCITY, EQUALITY, AND UNIVERSALITY: the ability (o ldentify with
other people so that one sees others' interests and feelings as equal
with one's own, Othe;s are accepted as equals in the sense that
Spinoza said, "The moral person wants nothing for himself{ that he
does not want for all others.”" Any value principle has to apply to
all persons, expressing concern and respect for them and recognizing
equality of woral worth and oppoxtunity.

2, EMPATHY: incight into one's own agd other people's feelings, motives,
desires, and intentions. The ability to put cneself{ into another's
shoes so that he can better understand how this person perceives and
feels, is a critical skill. One must also be able to understand one's
own perceptions and feelings. . In short, one caunot make sound moral
decisions without self-knowledge and an understanding of world-views
and commitments of others.,

3. FACTUAL KNOWLEDGE: the mastery of factual knowledge which permits
one to comprehend situations, to describe, to explain, and to predict.
This is the stuff of good social science: facts, concept:s, generali-
zations, and theories, and sound humanistic knowledge about human

behavior end events., It 18 hard to make sound moral Jecisions i{ one

#
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does not know what is going on or what will be the likely consequences
of one’s action, what helps or harms living “others."

SOCIAL ETHICAL ERiNCIPLES: the ability to usc the three components
above rationally in order to formulate rules and value principles
which relate to the ways in which social systems operate. One has

to be able to test and to commit one's self to these rules and prin-
ciples. The rules and principles are lived, that 1is, they are consis-
tent actlon~guiding principles that the person thinks ought to be
followed by his and other societies.

PERSONAL ETHICAL PRINCIPLES: the ability to use the first three com-
ponents for the rational formulaiion of a set of rules and value
principles relating to one's own life and interests. Like the social
ethical principles, these are not absolutes, but must constantly be
tested and revised by the person's interaction with others.

MORAL JUDGMENTS AND KLESOLUTICNS: the ability to translate moral
principles into moral judgments and evaluations in specific situaticnal
contexts. , |
ACTION: the ability to put it all together, to translate the rules
and principles In number 4, nuwber 5 and number 6 into behavior in
specific, concrete situations. This not only involves "ability"
(cognitively defined) but also the social skills, dispositions,
attitudes, and volutions (motives, will) by which a person can translate

his value commitments into action and a lifestyle.

LEVELS OF VALUE STATEMENTS

Teachers atteupting to foster student attainment of these value

objectives in envirommental education will hear students at various

stages on the Kohlberg model. But in an instruccional dialogue,
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they should hear four kinds of value—ladden statements, which may be

arranged in a hierarchy. Lach kind of statement involves a differemt o
clarifying respnnse'from tlie tezcher and demands a different set of

probing questions.

LEVEL I: Expressi{ive-evocative Statements. These are statements which are

immediate responses to a stinmulus and the students' perceptions
of it. In popular language, one might call these "raw perception"

or "gut reactiocns."

They are non-reflective expressions of

emotlon and attitudes. At this level, the :eacher can raise questicns
appropriate to helping students become aware of their percep-

tions and reascns behind the feelings and attitudes which cer~

tain stimulus objects evoke. Consclousness about such feelings

and attitudes (oné's moral disposition and sensitivity) is

critical to the success of reasoning in roral development.

LEVEL II: Evaluative-prescriptive Stntements., These statements are value

judgments evaluiting as goed or bad, desirable or undesirable,

.

etc., an object, event, intention, etc. (evaluative statement)

or indicating what someone or group should do (prescriptive
statement). Statements at this level are the basis for discussion
and ref{lection at the next two higher levels, Teachers' ques-

tiocus here ouvght to be directed to getting clear, concise
(

student evaluative or prescriptive statements. 71his statement

13

of evaluaticn or prescription, however, ic not uscful for moral
!

developeneut without the critical reflection which the next

two levels demand.  Stiply put, learuing occurs with justification.

LEVE]L 111; Lthical Feas ms Stcotements, These statements offer reasons to

T " YPywsv — e — e
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14—

warrant the evaluative or~prescript1ve judgments., The levels
in the Kohlberg model come into play here as persons may offer
reasons to Justify tleir judgments from stages 0 to 6, or
perhap; refuse to offer any justification. Just as teachers may
offer clarifying and probing questions to help students cope
with their feelings and attitudes in the Expressive-evocative
level; and just as teacher elicit student evaluative and pre-~
scriptive statements, they need to request statements of justi-
fication and probe student's reasofing in this level. "You
sald that the highway department ought to spare that tree.

Will you tell us why?" '"Would you give us a reason for inver-

ting the rate structures for clectirc energy consumption?”

Life Goals (Ultimate Concerns) Statemengg.l For students at

stage 0 on the Kohlberg scale, this level of reasoning is-a
"natural®™ process as they justify thelr evaluations and pge-
scriptive judgments. However, teachers ought to probe the studgnt's
responses at all of the Kohlberg stages, asking what their rea-
sons say about "Fho the student thinks he/she 1g?" "What do

they think life is about?" ''What do they believe about the way
liie ought to be lived?" and "How should persons relate to one
another and to living creztures in their natural enviconment?"
"How am 1/we?” "How shall I/we 1live?"  The attempt is to elicit
student's views of what concerns them ultinately at their stage
of moral development and how that is congruent with their relf
and life concepts. For example, for a student who justified a

prescriptive fudgront by saying one ought to be “honest,”" the
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teacher at this level would ask "Why be honest?" -- "Why be
'good'?", Truthful, Trusting, Loviﬁg, Open, Moral, etc.?

liere the teacher is helping the student get at commitments

behind value principles and reasons. On a second task, the teacher
might raise questions about a student's reasons as they relate to
his/her concept of the Good Person, The Good Life, and the Good
Society; their commitment to ultimate values which serve to guide

N their lives and give substance to their aspirations.

- A8 an example of the life goals-ultimate concerns level, Noman Cousins

offers his dmpression of the life and work of Albert Schweitzer, To
\

Cousins, Schweltzer had bandles on life:*

* Norman Cousins, Dr. Schweltzer gﬁ_anharéhé'(NeQ York: Narper & Row,

Publishers, 1¢060), p. 213.

The biggest lupression of Albert Schweitzer that emerged was
of a man who had learned to use himself fully. Much of the ache
and brooding unhappiness in modern life is éhe result of man's
difficulty in using himself fully. He performs cowmpartmentalized
tasks in a compartmentalized world. He 1s reined in -- physically,
socially, spiritually, Only rarely does he have a sense of {ul~
{1{1ling himsclf through total contact with total challenge. He
\\\\ finds it difficult to make real connection even with those who

are near to him. But there are vast yearnings inside, natural

onen, demanding air and relcase. They have to do with his moral




)

16~

responses. And he hag his potential, the regions of which are
far Bro#&er than he can even guess at -- a potential that keeps
nagging at'his inner self for full use. Schweitzer had never
been a stranger to his potential.

This is not to say that Schweitzer achieved "happiness" in
acting out that potential., He was less cuncerned with happiness
than with purpose. What was it that had to be done?\‘What was the
best way of doing it? How did a man go about developing an aware-
ness of important needs? How did he attach himself to tégae needs?
Was he able to recognize the moral summons:inside him? To t@e extent

that he lived apart from these questions, he was unfulfilled ahd

not genuinely alive. hy

Put into a hierarchical arrangement which better reflects their appea-

rance in ethical decision-making and justifications, the levels look like

this. [Figure 3I:




-16¢=

[¢ Tuno1a}

«w:i06 z9330q p,no0& ‘pos hg, wi3T 23240 I,
*SUOIIOWd puB SapniIlie jo suorssaadxo , (*2510
9AT139(494-UOU -~ ,,SUOTIOEDL InNG,, -- SNINUALIS . ‘zotAaeYyaq ‘31udad
B 03 sasuodsat ajerpoun’ Surssasidxo sjuaugieils 5 ‘3d2afgo ‘uorieniis)
SLNINILVYLS JAILVIOAT-TAISSIUAXT I TIAIT & sSATARILS

"Ml burrohoax sTY3 207 XIOM [P prThOYS B4,
o« I0ddoyyy00q 33236 P ST woy,,

L ‘UOTIIDB JO 9SINOD
2 durssaxdxo J0 ‘ugrjuaiur 10 ‘rorarysq “3uda’
12900 ue 10 uUOIIENIRAD UR FUISSSILXND SIUBWOHILIS

SINIWILVLS FAILdI¥OSIUd ANV HALLVITVAL  II TIAIT

. w'582INn0S9I pajzIWIT pup
‘fibxous ‘193317 soears burrokosx esnboag,

, w'SI0CII8B
oxpeu 3,uop siadoaayycoq ,poob, osnedag,

*I] 1oad7 1e porajjo siuaulpnf
aa1idraosoxd 10 aarienyead ayi (jueriacs)
A31isnf o3 papuojur ‘sardisuiad anjyea
duipniour ‘sucskal JnjLA jo siuswalelg
SLNIWILVLS SNOSVIY TVOIHLI :III T5A31 €

*II1 19497 1B pdidjjo
satdioutrad pue suosvax ayy Lyiisn{ o3
PIpPUSIUT 3IB YDTYM [AAD[ 3ISaydry ayl
3B JUSWITUWOD SNJBA JO SIUduWDIELLS
SINIWILYLS TVOD JJIT <Al TIAIT

3S¥N00SIA TWIIHL NI SINFAALVLS INWA 40 STIATT




' ~16b-

THE VALUING HIERARCHY IN ETHICAL DISCOURSE

OQur values function in a hierarchv., We justify our judgments
with reference to our value reasons and principles. We defend
those reasons and principles by referring to higher values,

ultimate life goal values.

ETHOS
053

VALUE REASONS
AND PRINCIPLES

A .

VALUE
JUDGMENTS

JUSTIFICATION OF REASONS AND PRINCIPLES,

Value 'statements made to justify

the statements of reasons and value
principles given below, These state-
ments offer the "reasons behind the
reasons;" why be "honest,' "just,"
"loving,'" ctc. They express a
person's Life Goals and conception

of how life ought to be lived.

JUSTIFICATION STATEMENTS.

Valuec statements made to justify
evaluative and prescriptive judg-
ments (see Kohlberg model).

EVALUATIVE AND PRESCRIPTIVE STATEMENTS,

Evdluative ,statements of what is "good

or "bad," "desirable" or "undesirable,"

Prescriptive statements of "should" and
"ought."

EXPRESSIVE-EVOCATIVE STATEMENTS,

Non-reflective expressions of emotion

ERIC

and attitudes; "gut reactions."

[FIGURE 4)
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- THE "KNCWING" SIDE OF ETHICAL DISCOURSE

Our value development and our ethical decision-making is impacted
by the ways in which we make sense of what is happening to us and
to others in conflict situations.

WORLDVIEW The meaning system (with its orientations,

beliefs, symbols, and myths) which
structures what we "know'" and how we

‘ "know'" it.

N

\«

Five basic orientations towafd life's'
ORIENTATIONS meaning:
Qe 1., Understanding of human nature: What

is the innate character of human
beings? VWhat is their potential?
Their function? Their purpose?
2. Understanding of the relationship
between persons and nature: Are
“human beings the masTers of nature?
The highest cxpression of evolution?
One integral part of nature's
process?

. Understanding of time: What is the
temporal focus of human life? How
do we regard the future and the
past?

4. Understanding of human activity:
What is the proper lifestylic of
human beings? Action? Problem-
solving? Accepting? Affirming?
Celebrating? -

5. lnderstanding of human being's
relationship with other human beings:
How do we stand 1n relation to
others? Arc others objects to be
manipulated? Persons bound over
in a mutual, reciprocal relationship?

'»

PERCEPTIOCHS AND

EXPLANATIONS The ways we see what is going on in and

about us and how we account to oursclves
and to others for this "reality."

[FIGURE 5]



These very general models on matters of value and meaning may be
interpreted through specific teaching processes, each employing a definite
series of questions for student reflection. The remainder of thié paper
is devoted to sett;ng forth ten such processes to guide classroom teachers'

leading and probing questions. However, it is important to remember that

moral development is more than reasoning and ethical discoursg. Reasoning

o

is but one of four complementary ways to promote value developﬁent in formax

educational settings. [Figure 6].

VINSTRUCTIONAL PROCESSES FOR VALUE DZIVELOPMENT
The first three imstructional models set forth processes for teaching
basic skills for ethical analysis and reasoning, While these processes may

seem too "basic," the National Assessment data gathered under the auspices of
the U.8, Office of Education and the Carnegie Corporation reveal that few
students can use them successfully, The three processes which follow

[#4, 5, and 6] stress an empathetic mode for understanding others' values

and feelings and, in turn, for gaining fresh perspectives on one's own
dispositions and values. Processes {7 and #8 are contemplative, stressing
introspection on the experiences and transactions which helped to shape

one's ethos and worldview. Finally, processes #9% and #10 are analytie,
demanding that a person who has made an evaluative or prescriptive Judgment
set forth the reasons and principles which warrant that judgment and, then,

defend those reasons and principles in ways appropriate to that person's

stage of moral develecpment,
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EOUR COMPLEFENTARY WAYS TO PROMOTE VALUE DEVELOPMENT

PROMOTING THE DEFINITION OF LIFE GOALS AND LIFESTYLES

The appreciative study of alternative life goal commit-
ments and lifestyle aspirations, and reflection upon the
consistency of value principles used in the justification
of one's own decisions and actions.

»

PROMOTING ETHICAL REASONING

The analytical study of others' ethical reasoning (arguments
and justifications) and involvement in one's own decision-
making and justification in value conflict situations, real
and hypothetical, within an open, supportive group setting,

PROMOTING MORAL KUOWLEDGE AND SENSITIVITY (EMPATHY)

The apprecintive study of others' valucs, needs, concerns,
emotions, motives, orientations, actions and judgments in
various situations. h

PROMOTING PERSOUAL AWAREMESS

The clarification of one's own values. Attending to and
explaining one's own needs, concerns, emotions, motives,
orientations, actions and judgments,

[FIGURE 6]
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1. BASIC SK ILLQ FOR MAKING ONC’'S OWN, AND ANALYZING OTHERS, JUDGMENTL.

For persons just learning to make systematic value
judgments and to justify their decisions, a basic
pedagogical strategy involves asking them to list
two or threce good reasons to support their judgment,

My Position:

Three Good Reasons: 1,
2.
3.

Persons might analyze simgle position statements by
others, asking "What is the suthor's position? What
reasons does she offer to support her position?"

Position:

Supporting Reasons: 1.

™9
’

BASIC SKILLS

The first process teaches that value judgments need to

be justified. The second process involves the statement

of reasons for and against a particular decision or position
and the factual and value assumptions the decision-maker is

using. Persons might use this process to analyze their own

decisions and justifications. Or they might analyze others!
arguments, cxplicating factual and yalue assumptions.

Position:

Reasons Supporting Decision:

R1

Assumption:

R2

Assumptions:
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BASIC SKILLS

The third process teaches persons that value judgments arc made by
sclecting among alternative choices open to a decision-maker, Dlerceivin
alternotives open in a conflict is a creative task, Setting forth the
conscquences of each alternative is a problem in prediction, based upon
evidence and one's knowledge. Evaluating each consequence is a matter o

valucs, to be probed with the questions in Process 8. Deciding upon an
Alternative is to maximumizc positive consequences and to minimunize
negative conscquences,

Value My /Our
Altcrnatives Consequences Valences Pecision

(+)

Cy
Al /Cz (+)
\c:3

(-)
Cy (-)
¢ (*)
¢ (+)
¢ (-)
‘s 8 ()
C4 (+)

In the discussion teachers would: 1) question the logic and feasibility
of student statements of alternatives ("Is that reasomable?" "Could she really
do that?"), 2) probe student predictions of consequences ("Would itrhave really
happened?  What makes you think sol?" ”Whatnevidcnce do you have to support that
prediction?”), and 3) probe student assessment of the positive and negative
aspects of each consequence ("Why is that consequence degivable?” "Why is
that bad? Wouldn't it raise the standard of living for poor persons?')},

Process #8 nmight be used to extend .his discussioen,
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o | 4. MORAL REASOMING: EMPATHETIC MODE

Giveé(a description of an event, or behavior, persons are asked to
explicate and to explain others' motives and "reasons," and then, to reflect
P

upon their own.

% —
. "What did do here? Several persons state the facts
in the situation as they scec
What reasons did he/she have? .. them, and make inferences regard-
ing the reasons, needs, motives,
What possible reasons can you infer? intentions, and causes for the
— action.
What does this tell you about Persons are asked to develop
the actors' personal belicefs inferences about the acters'
and ¢xperiences? . attitudes, offering reasons for
1 thei> inferences.

What would you have donc here? R Persuns are asked to relate the
Why? situation to their personal cx-
Have you ever been in a simi- perience and reveal their own
lar situaticn? attitudes for reflection.
How did you act?
Why? :
What does your action tell
you about yourself?
Are you satisficd with that
message?
Why? Why not?

After lary C. burkin, Tne Taba Social Studies Curriculum: Grade wmight Guide (Lenlo
ark, Galifornia: Audison-wesicy tubliching vonmpany, 1969).




5. [MORAL REASONING: EMPATHETIC MODE

Given a description of an event or behavior, persons are asked to explain

the influence of emctions and values upon behavior.

What happened here?

How do you think felt?

Why do you think he/she felt

that way? —
L S

How did, or would other

persons feel in this
situation? e

S —

Has something like this ever
happened to you? lHow did you
feel?

Why do you think you felt
this way?

Would cveryone be likely to
feel the same way? Why?
Why not? If not, what are
possible feclings which
might be cvoked in such a
situation and how do you

account for this difference?__

Persons are asked to state the
facts in the situation, make
inferences regarding the f{eel-
ings, and make explanations for
persons' enotions,

Pcrsons are asked to generalize
about the causes for certain
emotions, given specific situations
and stimulus objects or events.

Persons arc asked to relate the
situation of their personal ex-
perience, to reflect upon possi-
ble reasons for their own emotions,
and to test generalizations used

" to explain why certain emotions

are evoked in specific situations,
The object is to help persons to
clarify their understanding of
personal experiences with probing
questions, sensitively posed.

-
7

After lary C. Durkin, The Taba bocial Studies Curriculun: Grafle Light Uuice (lienle

bark, Calilfornia: Addison~wesley tublishing vonpany, 190%te—"
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- On the following ethics case the teacher decides to use the Toulmin
model to analyze students' prescriptive judgments:
For many years the pesple in Spanish Moss, Florida, watched wealthy
) toufiats and retirees motor past their area on the way to Miami.
In an effort‘to develop their area and to enjoy the benefits,
businessmen initiated drainagelprograms. land development projects,
and aerial spraying for mosquitoes. While these programs increased
jobs a#d tourism, commercial fishermen, the Audobon Society, and
many native residents complained bitterly., They pointed to the
pesticide concentrations in fish, fowl, and game; to the reduced
amount of open area; and to the problems of increased populaéion.
What should be done.‘if anything, in this conflict? Why?
In class discusaion the students bring out that the case involves a
conflict about the quality of life. One group sees the quality of life

in terms of their search for higher standards of living (in material terms);

the other group sees the quality of life expressed in part by preserving the

quality of the natural environment. As the discussion proceeds, students
begin to make judgments as to "what should be doﬁe." These are listed on
the chalkboard, and the teacher might then select several for analysis.
Johnny has made one assertion and the teacher selects his prescriptive

judgment for review: "Pesticides should be banned in Spanish Moss, Florida."

(p) Datum-Description (Q) Qualifier (C) Concluaion
(W) Warrant should, ought
since (R) Conditions of
(B) Backing : Exceptions or
because Rebuttal

unless




Using the model, the teacher poses questions for Johmny.
~-What's going on in the case involving pesticides?
Johnny discusses the use of pesticides as in the case and demonstrates
his understanding of the facts and the term.
~~What do you see &8s the positive or negative effects of this pesticide
use?
Drawing upon the cese and his knowledge of pesticides, Johnny notes the

positive and negative effects; for example:

.Positive: Negative:
Kills insects which improves Pesticides get concentrated in the
health in some cases (malaria) food chain end people (at the
Mekes it more fun to be out- end of the food chain) get
doors for some people food with heavy concentrations
It costa less than othex of pesticides
methods to kill ipsects: : Destroys natural controls ~- na-

ture's balance
Affects reproduction of birds

and mammals

~=Why did you conclude that pesticides should be banned?

Johnny states one or several value principles: Since, “Practices which
threaten human life and the bioctic community upon which life depends

should be banned.”
~=~Why is that an acceptable principle for you?

Johnny offers reasons based upon higher values and, if challenged, will

get to his ultimate concern (his understanding of life and what he iives
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for): Because -~
YHuman beings have a right to live, the‘ones living now and those
to be born. No person or group has the right to threaten life
directly or indirectly by undermining the basis for l1ife."
"Human life and all living creatures were part of Creation by a |
higher power, call it 'God' or some greater evolutionary scheme
of "Nature.' The point of this is not to destroy but to fit into
the scheme and to live fully as human beings together in community
with others -~ including all living creatures and those, yet |
unborn, but part of the process.”

~—Are there sny possible exceptions to this?

Johnny notes that a community might deéide to use pesticides if threatened

by s malaria cpidemic or in some conmunities facing famine where food

production had to be increased to save the living.

The teacher then sclects several other conclusions regarding pesticide use
for analysis, and then, goes to prescriptive judgments concerning other

problems in the case study: land development and land drainage.

In our time, environmental educators are not as certain as the author
of Ecclesiates that "...the Earth abideth forever.'" But in confronting
the value dimension of human behavior they are on the right track. The
battle for environuental quality, and indeed, our survival as truly human
beings, will be won or‘lost in the minds and hearts of humankind, Testi-
fying before a congressional committee conducting hearings on the Environ-
mental Education Act of 1970, theologian Joseph Sittler of the University

of Chicago warmed the committee that the environmental problem was‘"a very




large bag" with visual, poetic, spiritual, historical, economic, and sciin-

tific dimensions. But he went on to strike at the heart of the matter:

St.;ﬁugusting made a marvelous statement once, in which he
said: |
"It 18 of the heart of evil that men use what they ought to
enjoy and enjoy what they ought to use.”
v . Now, he meant by that, as the context makes clear, that
unless one stands before the world with enjoyment, that is, with

appreciation of its wonder, its beauty, its otherness thanm myself,

he will cexrtainly abuse it. 1If he enjoys the world for itself, then
he must be trusted sanely to use it because he regards its own

given nature.




