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PREFACE 

This report is designed to help teachers and curriculum developers who are 
interested in applying cultural anthropology to values education.' Existing 
approaches to values education do not clearly account for persons and practices in 
other cultures. Consequently, we felt it would be appropriate to consider how and 
whether information about these persons and practices could he used. 

The values education movement is plagued with 'a number of difficulties. 
One notable probleth is the ambiguity in the definition of values tducation itself. 
There is no one curricular theory or body of practice which educators would 
agree constitutes what is meant by values education. On the contrary, the`re arc a 
number of competing conceptions of values education which differ markedly in 
theory, goals, content, and methods? 

Another difficulty is that "values education" carries a remarkable load of 
connotations. For example, a group of beginning teachers were asked what they 
thought of when they heard "values education." The following are some of their 
responses:3 

commitment to human dignity 
equal opportunity 
instilling community standards 
showing students the need for vidues 
citizenship education 
destroying stereotypes 
invasion of privacy by schools 
building a newsociety ' 
indoctrination 
socialization 
religious education 
teaching about racism and sexism 
toleration 
instructional bias 
opinionated education 
establishing the line between right and wrong 
deterinining the teacher's qualifications 
norms and mores 

Values education apparently conjures up notions ranging from social 
criticism and reform to social maintainence, from the teaching of particular values
to the need to avoid any values instruction, and so on. 

The definitional ambiguity and connotatipnal richness of values education 
requires that, as we discuss values education, we be as explicit as possible about 
what concept (s) we are using. Therefore, in this report, I will consider a variety of 
approaches to values education. I have chosen five approaches which, although 
they do not exhaust the range of existing or possible concepts, are representative 
of the variety in the field. NIme specifically, the five I selected were chosen
because: (a) they represent distinilly different approaches, (b) they arc currently 
in use in schools or are receiving considerable attention from curriculum develop. 
ers, and (c they all have clearly articulated rationales. 

The phrase "study of other cultures" is also susceptibly to a variety of 
definitions. For purposes of this report, the study of other cultures refers to 
presenting anthropological facts of life of particular, relatively isolated social 
groupings. The Educational Development Corporation's unit on the Netsildi 
Eskimos or the American Universities Field Stall's unit on "Man at Aq Kupruk: A 
Town in Northern Afghanistan," are examples of such study.4 This definition 
excludes the study of large, social units such asnations or more generalized 



concepts of culture such as Western Civilization, Eastern Civilization; pre- • 
,industrial society, etc. My observations and comments may have relevance for 
these broader notions but, for purposes of this report, I will be referring to more 
discrete and specific cultural units, 

The plan of the report is as follows: I will first outline the major features of 
each of the five approaches to values education and:lhow, via the medium of a 
lesson plan sketch, how the study of other cultures could be carried out in a way 
consistent with each approach. Then I will discuss the general uses to which 
culture study may be put in values education and whether its contribution is 
significant enought to warrant inclusion in each approach. Finally I witl make 
some brief summary observations. 

I expect that my comments will stimulate discus*sig;n, but, furthermore, I 
hope that my analyses will provide some helpful guidelines for those who wish to 
incorporate the study of other cultut es into values education curriculum.  A.L.
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INTVGR.VITNG CUTURE STUDY INTO VALUES EDUCATION 

Values Clarification 

The primary purpose of Values Clarification is to help students choose values 
which can serve as satisfactory guides .for their 'lives.? 'Proponents of Values 
Clarification claim that obtaining such valqes is extremely difficult- in modern 
society and, as a result, people are often unclear about what they believe is 
important and Worthwhile. Such persons suffer from value confusion, the 
symptoms of which are apathy, uncertainty, over-dissension, flightiness, and so
on.6 Values Clarification is designed to overcome values confusion and help 
persons become positive, purposeful, enthusiastic, and proud.7 

  The desired outcomes in Values Clarification are not obtained, say its 
proponents, until people obtain values. One has a value When a choice or belief 
meets seven criteria. In order for something to be a value, it must be: 

1. Chosen freely 
2. Chosen from alternatives 
3. Chosen .after careful consideration of the consequences of each alterna-

tive 
4. Prized or cherished 
5. Publicly affirmed 
6. Acted upon 

• 7. Acted upon reguhrly. 

"Unless something satisfies all seven of the criteria...we do not call it a value."8 
The classroom procedures of Values Clarification arc aimed at helping stu-

dents obtain values. In general, teachers are urged to establiih a classroom atmo-
sphere which is non judgmental, nurturant, and accepting .of student views. ' 
Among other things, the teacher is urged to employ the "clarifying response" to 
students' considerations. The clarifying response asks students to examine their 
choices, beliefs, and behavior's by applying the, seven criteria.9 Some typical re-
sponses drawn from the criteria are: Where did you get that idea? Did you con-

sider other possible choices? What would .be the consequences of those other 
choices? Arc you glad you feel that'way? Do other people know jou believe that? 
Arc you willing to put money behind that idea? Do you do this often? By ex-
amining their lives in terms or theseven criteria, students supposedly discover what 
they truly value.. 

The Values Clarification 'approach does not define a role for the study of 
other cultures. However, to some extent the study of other culturescould be used 
to help students arrive At their own value preferences. Of the seven criteria for a 
value, the study of 9ther cultures would seem most relevant to the consideration 
of alternatives. To be most consistent with Values Clarification, frequent refer-
ence to the lives of the students should be made. This.could be done through 
projection (%hat would you choose if you were in that culture?) or more explicit 
comparison (Is anything like that happening in your life and, if so, how do you
feel about it?). 

The following sketch of a lesson plan suggests how culture study cquld be
used in tl way consistent with the Values Clarification approach: 

Anthropologist Margaret Mead, has observed and described what it 
means to grow into adulthood in various cultutcs. Among the Manus of 
New Guinea, boys some time between the ages of twelve and sixteen, 
go through the following experience:10 



But some day a boy comes home tram playing with his 
companions, to be told that his ears will be pierced in a 'month. lf,he is 
the first among his age mates to undergo the tiresome ceremony, he. 
rebels. Occaiionally a father will follow his pattern gPindulgence, more 
often he' insists. The wives of the boy's mother's brothers come in a 

   body to stay in the house with him. His father's family prepares a feast 
of cooked food. He himself is dressed in his very best--his small neck 
bristles with dogs teeth, a gorgeous new laplap proclaims his special
state. He sits beside his father, very stiff and straight divided between 

., embarrassment and pride: None of his friends come to the ceremony, 
only grown people and little children. His father's sisters take him by 

 the hand and lead him down the ladder to the platform. Here his 
' mother's brother pierces his pari with a sharpened bit of hard wood.

Bits of soft wood are inserted in the newly made hole, and small prg-
tectors of sago bark are placed over each ear. Now the boy is under 
strict tabu. He cannot cut with a knife; he cannot kindle a fire; he . 
cannot bathe for five days. He must elt bnly of the food which' hie ,, 
mother's' brothers' wives cook for him. When he' leaves the house, he 

  sits very erect and gaudy upcin the canoe platform while the other boys 
punt him. His companions are very impressed with his strange state.
They gladly act as oarsmen. They take him all.,the tobacco they can 
beg. At the end of the five days, he may wash, and he ii free to move ' 
qpietly about the village. The other prohibitions hold until his mother's 
relatives make a big feast for his father's relatives. Until then his earsere 
in danger should he be unobservant of the tabus. 

Some questions for the students to discuss and/or consider!' 

I. At one point it says the boy is both embarrassed and proud. 
About what do you think he ivould be embarrassed and abont 
what do you think he would be proud? Have you e'er been in 
situations where you felt both embarrassed and,proud at the same 
time? Describe the situation and what you think made you feel 
that way? 

2. Sometimes boys rebel in that situation. Have you ever felt 
rebellious? What was the situation? Why dict you feel rebellious.! 
Did you act on the basis of your recline What happened?' 

3. Are there any ceremonies or rituals in air culture that indicate an 
adolescent is officially an adult? What are they? Do you approve 
or admire these ceremonies? 

4. The boy's friends gave him very special treatment; bringing him 
gifts and rowing him about. Have your friends ever given you 
special treatment? What was the situation? How did you feel? 

5. I/id the Manu boy have any choice art to whether he would go 
, through the ceremony? Were there alternatives available to him? 

What would you do if you were the boy? Would you feel proud of 
that choice? If there are similar ceremonies in our culture, what 
choices did you or will you make? Arc there alternative chokes? 
What would be the consequences of each of these alternatives? , 

Suggested teacher's role: 

It is important that an accepting and non-judgmental atmospherebe 
established so that students do not tease or ridicule onesanother. One 
idea is to have clear ground rules for discussion and have the students 

. work in small groups. One rule could be each student can "have the 
floor" for 10 minutes and the others can only ask clarifying questions 
like: "Tell us more about that if you can," or "Has anything like that 
happened again?" The speaker is allowed to "pass" on any questions so 
that he or she doesn't feel compelled to weak on anything the others 
wish to hear about. These rules will apply to all so that. students can see 
their rights will be respected and their opinions listened to. 



Moral Development 

The Moral Development approach derives  from the work of Lawrence 
Kohlberg and his associates.11 Kohlberg's research in the'acquisition and develop-
ment of moral judgment led to the identification of six stages of moral reasoning 

which develop sequentially. Eachof the stages can be understood as a relatively 
internally-consistent moral philosophy. As people mature they move from the •

 first stage to the second and so on. For various reasons, however, not all persons 
attain the highest stages of reasoning. The stages of moral development identified
by Kohlberg are:12

I. The Preconventional Level 

''At this level ,the individual responds to a moral decision as 
good or bad, right or wrong, only. in term of pleasant or 
unpleasant, consequences (punishment,. reward, exchange of

    favors), or in terms of 'the' physical power of those who might
punish or reward him."The level is divided into the following
two stages: 

Stage 1: Punishment and Obedience. The physical  
   consequences of action determine its goodness or 

badness. Avoidance of punishment and unquestion
ing respect for power are valued.in their own-right. 

Stage 2: Personal Usefulness.The right moral decision con-
sista of one that satisfies one's own needs and occa-
sionally the needs of others. Human relations are 
viewed in termslike those of the marketplace; one of 

  exchanging favors or revenge-- you scratch my back 
and I'll scratch yours.' 

II. The Conventional Level

At this level„  maintaining and supporting the individual's
family, group, or. nation is seen as valuable in its own right; 

  regardless of one's own immediate and obvious needs. The  
attitude is one of conformity and loyalty. to the group and

maintaining the group. There Is also concern for actively main-
taMing. supporting, and justifying orderliness and stability in 
the group. The Individual's moral choices must necessarily 

    conform to the expectations and rules of the group. At this 
level, there are the following two stages: 

Stage 3: Conforming to the Will of the Group. Pleasing or
helping others to get approval or avoid disapproval. 

.There is much conformity to standard ideas of what 
it the will of,the Majority. or 'natural' behavior. One 
earns approval by berg 'nice.' 

stage 4: Law and Order. Obedience t o rules for their own 
sake. Moral decisions are justified on the basis of
fixed rules, whit'h.are 'necessary' to maintain order. 
Right behavior consists of doing one's duty, showing 
respect for authority; and maintaining the given 
social order for its own sake. 

111. The Level of • Indepeddent Judgments Based on General 
Principles of Behavior 

At this level, there Is an effort to define' moral values and 
principles that seem generally true or *valid apart from the
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authority of 'the grotips or persons holding these principles,' 
and apart from the individual's own identification with these 
groups. This level again has two stages:' 

Stage 5: Social Contract,.Constitutionalism, and Higher law. 
Right action tends to be defined in terms of general, 
values that have been agreed upon by 'the whole 
society (freedom, equality, mercy). Aside Wont what 
is constitutionall)t and democratically agreed upon, 

' die right is a matter of personal v'alu'es and opinion. 
At this level one often seeks to•solve moral issues by 
passing laws, but laws are justified by more general 
principles, e.g., 'greatest good for greatest number.' 
giving cweryona equal opportunity. Laws can and
should 1* challenged or changed when they are Teen
to violate more general humane principles, one has
the right of revolution, because the government has
broken the social contract. 

Stage 6: Personal Conscience. Righr is defined by thi decision 
of personal conscience in accord with general ethical 
principles that apply•to all men everywhere, 'regard. 
less of the group or nation in Which a person lives. 
These principles are abstract and ethical (e.g., the 
Golden Rule); they are not concrete moral tides like 
the Ten Commandments. At heart these are universal 
principles of justice of the reciprocity and equality
of human rights., and of respect for the dignity of
human beings as individual persons. They are not 
tied to a particular culturb or society--they apply to
all men everywhere. 

Kohlberg argues, on independent philosophical grounds, that the highest
stages represent better, more defensible forms of mtrul reasoning. The higher_
stages are better not because they emerge later in time, but, rather, because they 
provide more consistent, less arbitrary grounds for the making of moral &el-
signs—decisions which affect the rights and welfare of dthers. ' 

The argument for the superiority of higher stage reasoning is too elaborate to
present here." In essence, the claim is that higher stages permit less confused,
inconsistent, and conflicting moral decision-making. For example, the stage two 

  reasoner (decisions made on basis of self-interest) has difficulty resolving prob-
  Iems in which one's self-interest conflicts with another's. The appeal to conven- ' 

tionil norms of behavior (characteristic of stage three) provides a better formal 
method of resolving conflicts of self-interest. Similarly, the stage four reasoner

(law and order orientation) has difficultydetermining what is right iiihen two laws 
conflict or when there is no clear legal or authoritative ruling governing a situa-
tion. In the absence of conventional resolutions, deciding on the .basis of the 
general welfare (one possibility at stage, five) provides a better formal method for 
decision-making. 

The educational objective *of the 'moral development approach to values 
education is to prouidc.conditions which will stimulate development to the high.: 
est stages." Classroom practicls designed to stimulate development are based on 
research findings which indicate that students, although they have difficulty 
understanding reasoning of stages higher than their own, prefer higher stage rea-
soning. Exposure to reasoning at adjacent higher 'stages helps students develop 

    their reasoning. 
In the classroom students' examine and discuss moral dilemmas (e.g., Is it 

right for a man to break the law and steal an over-priced drug which might save 



his dying wile?): Students are asked how they think the dilemmas should be 
resolved and why their resolutions are morally defensible. In other words fitu-
dents are asked to make and defend (justify) moral judgments. 

One typical practice for the teacher is to have' students who exhibit one stage 
of reasoning to confront one-stage-higher reasoning by either pairing them in 
discussion with students employing higher stage reasoning or by' presenting a 
higher stage reason and asking the students to respond. The teacher' also en-
courages students to debate their reasons with others in small group or teacher-led 
discussions. In small group discussions it is assumed that students will be exposed 
to higher stage reasoning because in virtually any class there will be a variety of 
stages of reasoning employed by the students. 

The following sketch of a lesson plan suggests how culture study could be 
used in a way consistent with the Moral Development approach: 

This 'incident is reported by the anthropologist Malinowski.15 It' 
occured among a group of Trobriand Islanders in Melanasia. 

"In a villagequite close to where I was camping at that time, there 
lived -three brothers, the eldest of whom, the headman of the clan, was 
blind. The youngest brother used to take advantage of this infirmity 
and to gather the betel-nut from the palms even before it was properly 
ripe. The blind man was thus deprived of his share. One day when he 
discovered spin that he was cheated of his due, he broke into a passion. 
of fury, seized an axe, and entering his brother's house in the dark, he 
succeeded in wounding him. The wounded man escaped and took 

"refuge in the third brother's house. This one, indignant at the outrage 
.done to the yoingest brother took a spear and killed the blind man. 
The tragedy had a prosaic ending, for the murderer was put into jail for 
one ,year by the magistrate. In the olden days—on this all , my infor-
mants were unanimous-'he would have committed suicide." 

1. Should the younger brother have taken the nuts from the oldest 
brother? Why or why not? Does the fact that the oldest brother is 
blind affect your reasoning? If so, how? 

2. Was it right for the oldest brother to go after his brother with an 
axe? Why or why not? 

3. Should the brother have killed the oldest brother? Why or why 
not? 

4. What punishnseni,, if any, should the killer receive? Tho jddge put 
him in jail for one year. Was that a proper punishment?In the past 
anyone who did such..a "crime" would have committed suicide. 
Which punishment, if either, is right? Why? 

5. Should the brother who took the nuts have been punished? Why 
or why not? 

6. Which is worse in this case; stealing or killing? 

7. In thinking about your reasons foeyour answers to these questions 
does the fact that they are brothers affect your thinking in any , 
way? If so, how? If they were not related but the same events 
occurred would any .of Our answers be different? If so, why and 
how? 

Suggested teacher's role: 

Because it is important to have' students encounter reasoning at dif-
ferent stages than their own, one technique that would be appropriate 



is to have each student write down his or her answer to questions six 
and seven. Divide the class into groups according to similarity of rea• 
sons used. Create ihreeperson groups making sure that each member of 
the three-person group had used different reasons in his answers to the 
questions. Dave the naafi groups discuss their responses to the question 
emphasizing they should compare the reasons being used by each mem-
ber of the group. 

Values Analysis 

The purpose of the Values. Analysis approach to values education is to teach 
students to apply logical thinking and scientific inquiry to the resolution of value. 
problems.!6 Proponents of this approach contend that ". . .anyone making a 
value judgment commits himself to: (1) a value principle, and (2) a set of fact's 
about the value object which shows that the principle applies to the value 
object."' 7 

The major activity in this approach. is the assembly and evaluation of rele-
vant factual information. Not just any facts will do: "To be relevant to a value 
decision, facts have to meet two conditidns: (1)• they must be facts about the 
value object; and (2) they must be facts to which the evaluator ascribes some 
value rating."/ 8 Consequently student; obtain as many fats as possible about the 
value object in question and then appraise each fact as to whether it implies one 
evaluation or another. ' 

To clarify their notion of the valuing process, the .proponents of this ap-
proach offer the following Simple Value Model which indicates the relationship of 
facts to a value judgment:' 9 

Value (Value Judgment) Value
Object Term 
(VO) (VT) 

Description (D) Criterion (C) 

The model may best be understood as indicating liow a value term 'gets 
connected to a value object in making a value judgment. A value term is any 
rating term like "desirable," "good," "right," etc. A criterion is a statement of 
how the value term relates to a factual claim. A description is a factual claim 
about the value object. A value of ject is what is to be evaluated. A value judgment ' 

,i,s the statement connecting theyalue term with the value object., The following 
 filled-in model provides an example of how these concepts operate in Values 

Analysis:20

Value Judgment: 
Air Pollution is Undesirable 

VO: Air Pollution VT: 
Undesirable 

D: Air pollution C: Any condition 
contributes to which contributes 
emphysema to emphysema is 

undesirable



In practice, the simple model is extended to incorporate the multitude of 
facts (both positive and negative) which are considered in making the final value 
judgment?I 

Values Analysis proceeds through the following steps;22 

1. Identifying and clarifying the values question. 

2. Assembling facts. 

3. Assessing factual assertions (arc the facts warranted?) 

4. Clarifying the relevance of facts. 

5. Arriving at a tentative value decision. 

6. Testing the acceptability of the principle implied by the value 
decision. 23 

In general Values Analysis does not prescribe a role fer the study tir other 
cultures. Such study, however, could be relevant depending upon the value ques-
tion being considered. For example, if the value question was about the advis-
ability of some policy affecting persons in another culture, then some factual 
information about that culture would be relev,ant to Values Analysis. 

It is difficult for a single lesson plan to capture the essence of Values Anal-
ysis so the following is a sketch of a unit of study indicating how culture study 
could be used in a way consistent with the approach:24 

Students have been studying various govetnmental policies de• 
signed to stimulate economic growth in underdeveloped nations. In the 

'course of their study they are considering ways of increasing the eco-
nomic. efficiency of village farmers in Lesotho, a small African coumry. 
The Sesotho villagers plow their often rocky farm land by hand or with 
the aid of oxen. One government plan was to provide tractors to plow 
the land. For various reasons the "tractor service could not be provided 
free so the farmers who wished the service would have to be chargecrat 
some rated t was proposed that farmers be charged by the acre. That is, 
they would pay a standard fee for each acre plowed by a tractor. 

The students have identified and clarified a value question: Would 
it be desirable to provide tractor service at a per acre fee to Lesotho 
farmers? 

The students assemble facts. Among the factual assertions they 
obtain are: 

A. The farm land in the villages is either easy to plow, clay, wet 
clay, stony or very stony. 

B. The woof tractors would substantially increase the amount 
of land that farmers could use. 

C. Farmers earn enough _money from surplus• so they could" 
afford the rate. 

D. Lesotho farmers measure acres as 12 paces by the length of 
the field. Thus an acre could be 12 paces by 150, 12 by 10, 
or whatever. 

E. The goverriMent miasures acres by the standard British lays-
tem. 

The students assess the accuracy of the assembled factual asser-
tions and find they are warranted given their research. The students 



then considr how the facts relate to the veldt question. For example, 
the fact that the farmers can afford the service is seen as favorable to 
the per acre fee system. On the other hand, the discrepancy between 
government acre measurement and village acre measurement is seen,as 
unfavorable to the per acre fee system. 

The students continue to obtain facts and consider what evalua-
tions they tend to support. 

Finally each student constructs his or her point of view on the 
tractor plan and indicates the evidence used •to support the point of 
view and the logic of how the argument is constructed. 

Suggested teacher's role: 

In this unit the teacher's main rettporisibility, after clarifying the value 
question, ii helping students obtain factual information about the 
Sesotho. It is Important that the teacher provide information about the 
culture of the village farmers. In the absence of such information, for 

'example. the students would not know that the farmers think of land 
measurement much differently than the government officials. Finally 
the teacher helps the students to clarify ther evaluation of ea It factuaj 
assertion and to assemble their final value judgments. 

Public Issues 

The major purpose of the Public Issues approach to values education is to 
help students formulate clear and defensible points of-view for the resolution of 
public policy disputes.25 The proponents of this approach argue that citizens in a 
democracy must be able to take positions on qbestions of public policy. Public 
issues vary in the extent to which they involve factual, definitional, and value 
considerations, but must, if not all, controversial public issues embody significant 
conflicts among values. These conflicts stem in part from the recognitiob that our 
society is pluralistic in its primary value commitments. On a general level we value 
individualism and equality, freedom of expression and national security, majority 
rule and minority rights, and so on.'These and other values often arc in conflict. 
For example, much of the Watergaie 'controversy related to conflicts between 
values of privacy and national security. Similarly, controversy over school busing
can be seen as involving a conflict between the values of equal opportunity and 
freedom of choice. 

Particular public eolicy questions come and go but the value conflicts per-
sist. Thus, for example, while nertain programs of the New Deal (NRA, CCC, etc.) 
no longey exist, the values controversy regarding the role 14 the federal govern-
ment in personal poverty continues.in much of the current debate about welfare 
policy. Cons•quently, in learning to take positions On matters of public policy, 
citizens must be able to resolve value conflicts which transcend particular policy 
questions. 

The Public Issues approach has been characterized as jurisprtidential because 
it advocates a method of conflict resolution which closely parallels that employed 
by constitutional lawyers. There is an emphasis on dear identification and state-
mend of the issues in a controversy,bse of anal,igies drawn from similar cases, 
and careful delineation of the principles.employed inlresolving the controversy. 

In the claskoom students are taught how to use recommended discussion 
techniques (drawing analogies, making distinction's, statipg issues, stipulating def-
initions, questioning factual claims, etc.) as they debate substantive matters of 
public controversy both.contemporary anti historical: The emphasis is on rational



dialogue, and students are taught to employ  discussion strategies which embody
rationality and to avoid using irrational strategies such as personal attack andissue 
avoidance. It is not expected that the class reach agreement on disputes, but 
rather that  individuals learn to clearly state, discuss, and defend their own points 
of view in the context of public debase. • 

As 'with the other values education approaches being considered here, the 
Public Issues approach does.not identify a particular role for the study of other 
cultures. One of the Public Issues units, Colo:I:al Kenya, does indicate how cul-
ture study can be used in the Public Issues approach.26 The following sketch of a 
lesson plan illustrates how this can be done: 

Read the booklet, Colonial Kenya. The contehis include descrip-
tions of rituals and traditions among various tribes, how Europeans 
become interested in settling and colonizing Kenya, the European and 
Kenyan views, of government, law, and religion and how they con-
flicted. The booklet also describes the rise of the Mau-Mau and how 
they engaged it mass killings of persons supporting the colonial govern-
ment. 

Consider and discuss such questions as: 

1. Do the believers in "progrqss" or development deserve to profit 
the most from 'their efforts, or should they offer the henefits of 
change equally to all people?

2. Many native beliefs about sickness' and how it should be treated 
were understood, by the Europeans, to be superstitions and 
magical beliefs. Describe some of the modern explanations of ill-
ness, viral infections, etc. We call these explanations scientific. 
What is the difference between superstition and science? Are our 
beliefs in science different from superstitious beliefs? 

3. The British believed they had to get the native Kenyans to work in 
particular ways so that the economy would prosper. This in3olved 
an attempt to persuade the Africans to adopt the European virtues 
of hird work, thrift, ,present sacrifice fnr future gain, etc. Do you 
think the English were justified in trying to impose these values on 

 the Africans in order to establish a "modern economy?" 
4. The Mau-Mau were tried for murder in connection with their fight 

against•the government. On the other hand, soldiers are decorated 
for killing people in war. When is killing an act- of war. and when 

5.
should it be judged by criminal law? 
The Mau-Mau used violent means in their revolution. Are violent 
means justified in the right for independence? Amerjcan radicals 
used violence in trying to become, independent from England's 
colonial rule. Were such tactics justifiable? 

Suggested teacher's role: 

In this approach it is important that the students clearly state the 
geheral value position they apply to a particular policy question and 
test that position by applying it in analogoui situations. Therefore, in 
treating no. 5, the teacher could have each student write down his or her 
general policy regarding how the Mau-Mau should be treated by the 
British. The teacher may then describe.some of the tactics of •thy Sons 
of Libe:rty during the American Revolution and ask the students to 
write down hew they feel the British should have treated the Sons of 
Liberty. In open discussion students would compare their two policy 
statements and subject the comparisons to 'public scrutiny. The stu-
dents would be encouraged to modify either of their statements as a result of the discussion.



Wilson's Moral Education 

This approach to 'values education wilt probably be least familiar to 
American readers.27 It has been developed under- the direction of the British 
philosopher John Wilson. At the moment it, consists primarily of an extensive 
analysis and ,rationale for a particular view of moral education. If curriculum
materials have been, developed, they have not been widely circulated in this coun-
try. 

The primary purpOse of this approath. is to help students acquire facility-
with content-free principle's for making moral decisions; It is an assumption of 
this ,view that the traditional modes of making value decisions, reliance upon the 
authority of the church or the state, are no longer viable to most citizens in the 
Western world. In the face of the dissolution of traditional authority we cannot 
simply substitute some new authority, for we need some criteria or principles bi 
which to judge that the new authority or moral code is considered correct or 
worthy of obeying. "If one 6asie, for authority can be rejected and hence result in • 

.break-dowb, chaos, uncertainty, etc., then so can another."28 "Weare no longer 
starching only for a leader, a hero, a clear-and, simple moral code to put all our 
trust in: we a're searchipg for general principles which will enable us to assess and 
perhaps choose between leaders and codes. Hence, it is really these principles 
(whatever they may be) which we are going to put our money on."29 

From this general analysis Wilson goes on 'to suggest certain "second order" 
principles which characterize what it means to "do morality." Thesiprinciples are 
seen as divorced from any particular. content or partisan' moral point of view. lie 
stresses .these content-free features of moral" decision-making, describes and de: 
fends them, and recommends, that the)) become the basis of moral 'education, 
components of morality with which students should become adroit. 

Wilson, summarizes the essential features of morality as follows:30 

1. Overt- behavior by ,itself—'going through the motions'—is not suffi-
cient for the option of morality. A moral action is coopected with 
intention and with acting for a reason; so that we have Co know, 
not just what people do, but Avhf they do it. 

2. Only certain' kinds of reasons will count as good reasons. We can't 
say, "Any reasons will do; so long as they lead to the right 
action": partly because we may have serious doubts about what in 
fact the yight action' is, liut chiefly because' of the close connec-
tions between actions and reasons. 

3. Good moral reasons musebe based to a rational consideration of 
other people's interest: authority ('because so-and-so says so') or 
selfish desires ('because I feel like it') won't do by themselves. 

4. A 'rational consideration' does not pecessarily involve a great deal 
-of conscious deliberation, but it involves such things as regarding 
other people ai equals, knowing what their feelings are, respecting • 
logic and the facts, not being deceived by linguistic confusion, and 
having moral rules or principles.ased On all of these. • 

5. Finally.a man must have the.ability to act on his moral principles: 
indeed this would be one of the tests of whether he had really
committed himself to. the principles in the first place—whether 
they were really morel principles for him, as opposed to principles 
to which he paid only lip-service. 

From these conclusions about 'Morality 'Wilson generates a set of moral com-
ponents (attitudes, abilitici, ways of thinking, and so oil) which serve as objectives 
for moral education. Each 61 these components is. indicated with a Greek abbrevi-
ation and is briefly defined as follows:31 



PHIL -- taking other people's interests seriously .and treating them as of 
equal significance to ones own.

EMP -- The ability to be empathetic to know what others feel. . 

GIG -- The mastery of factual knowledge, particularly meaning aware-, 
ness of the consequences that actions might have. 

DIK -- The ability to establish rules and principles for guiding one's 
actions. Employing 'good' moral reasons in relating to other 
people's interests. 

KRAT -- The ability and disposition to translate moral principles into action. 

The emphasis in this approach is on enhancing students' abilities to utilize 
the essential components of moral thought and action. No particular role for the 
study of other cultures is defined but, generally we can say that culture study 
would be, of value to the extent it promoted greater ability to empathize. The 
following sketch of a lesson plan indicates how this might be done:

Read the book, Ishi in Two N'orlds.32 It is a remarkable book • 
about a remarkable event. It describes in detail the discovery of Ishi; 
the last st rvivor of a North Americ%n Stone Age tribe.. the Yahi. Two
exceptionally sensitive anthropologists T. T. Waterman and Alfred 1.. 
Kroeber, became Ishi's guardians and mends. The book describes how 
Ii,hi responded to a culture dramatically different from his own. 

Discuss the first two 'questipns and engage in. .the role playing 
exercise outline in number 3. 

I. Who were the people who discovered Ishi? What did they think 
When they saw him? What did they feel when they saw him? Why 
did they capture him? What feelings did they have when they 
captured him?  

2. What did the authorities do with Ishi after he was captured? How
  did they feel about   what they were doing with him? 

3. Imagine you were Ishi. How would you have felt when ypu were
captured? What would you have thought of the persons who in-
carcerated you? When the anthropologists appeared what would
you have thought of them? What would make you trust the an-
thropologists? How did •you feel about theanthropologists after 
six months? 

Suggested teacher's role: 

In cepa, role playing would be an appropriate' technique to employ 
because it helps, student's to identify 'the.feelings of others. Have the 
students play the role of Ishi, the anthropologists and the other. main 
'characters in Ishi's life after capture. Have students act out the main 
events in Ishi's life from his discovery to his final "apartment" in a 
museums After each segment of role playing have students discuss how 
it felt to be Ishi in the different situations. What was he thinking? What 
was he feeling? What were the other main characters thinking artd 
feeling?. 

After the role playing experience it would be appropriate to watch the 
documentary short film, Ishi in Two Wollds, and have students consider 
whether it communicated accurately, inaccurately, or not at all, any-
thing about Ishi's point of view. 

https://N'orlds.32


THE ROLE OF CULTURE STUDY IN VALUES EDUCATION 

The analyses in the previous section suggest three general uses to which 
information about other cultures may be put: 

1. Providing relevant factual information 
2. Developing case studies and scenarios . 
3. Illustrating the variety of human thought and activity. 

1. Providing relevant factual information. Certain factual information about 
other cultures is helpful. when one is making decisions about the' propriety of ' 
alternative policies affecting persons in those cultures. In these cases information 
about customs, conceptualizations, taboos, etc. is. often relevant. For example, ' 
the knowledge that Sesotho farmers measured acreage in ways dramatically differ-
ent from the English system suggested that certain economic development policies ' 
were inappropriate.. 

Information about other cultures is relevant to those valises education 
approaches which emphasize consideration of the consequences of actions and 
which ask students to consider values issues which arise in the treatment of 
persons in other cultuies. None, of the curriFula'revieyed devote significant time
to consideration of values issues affecting persons in other cultures. The Public 
Issues approach occasionally does consider policies affecting other cultures so the 
study of other cultures would be relevant at such points. The Values Analysis, 
Values Clarification, and Wilson's Moral Education approaches, in varying degrees, 
stress the consideration of consequences in making value decisions. Such a usage. 

 of culture study may be appropriate with these approaches although none of 
them explicitly raise cross-cultural value issues. 

2. Developing case studies and scenarios. Information    about other cultures 
can be used to construct narratives about persons or events. These narratives 
would be best suited for two purposes: (a) providing stories which raise value 
questions, and (b) providing analogies for the clarification or modification of 
value positions. 

This usage of cultural information is most appropriate for the Moral Devel-
opment, Values Clarification, and Public Issues approaches. Case -studies or 
cenarios which present moral value conflicts can be used as moral dilemmas for 
students to resolve as recommended in the Moral Development approach. In the 
Values Clarification approath such' narratives can bc Used comparatively to help • 
students see values issues and chokes in their tiwn lives. In the Public Issues 
approach scenarios can be employed as analogies which help studenti clarify or 
modify the value positions inherent in their policy stands.33 

3. Illustrating the variety of human thought and activity. Information about 
other cultures may be presented in ways which show'the range and complexity of 
humanity. Such a usage would be most appropriate for those approaches to values
education which stress awareness.of other persons' points of view or ways of life. 

This usage of information:would. not play. a substantial role in any of the 
approaches but may have some utility in Wilson's moral education and values 
clarification. Improvement of ability to empathize is one goal of Wilson's ap-
proach. To the extent this would entail awareness of the thoughts.and feelings of 
persons in other cultures, such information would be appropriate. One feature ,of 
the valuing process in Values Clarificittion is consideration of alternative life 
choices. Such information may be useful in helping students scea wider range of 
alternative responses to value issues. 



Clearly ceEtain usages of information about 'other cultures can be consistent
with some objectives of the various approaches to values education outlined ere. 
One important question remains:, Should curriculum developers and teachers of 
these approaches make an effort to incorporate the study of other cultures into 
values education curricula? 

One way or answering -this question is to consider the extent to which 
informatiim about other cultures can make a contribution to an 'approach to 
values education. That' is, given the purposes of a values education approach, 
would substantial incorporation of culture study make a unique contribution, a 
valuable contribution, no contribution, or a negative contribution ' If culture 
study makes a unique or valuable contribution to a values education approach, 
then it would be worthwhile for curriculum developers and teachers to incor-
porate culture study (using the suggestions I outlined earlier). If culture study 

 would make no contribution or a negative contribution, it would be either unnec-
essary or il)-advised to make In effort to incorporate such study." I will, briefly 
evaluate the nature of the contribution culture study can make in each approach: 

Values clarification: The emphasis in Values Clarification on having stu-
dents examine their own lives and their relations with others in this society 
suggests that the study of other cultures would not- make a unique contribution. 

That is, it would appear that the goals of Values Clarification can be adequately 
met without inclusion of information about other cultures. Nonetheless, I believe 
culture study can make a valuable contribution in one sense. Showing students 

 the types of choices and 'problems that persons confront in other cultures and 
comparing these choices and problems with those that arise in our culture may 
help students see more clearly the nature of value issues they are Tonfronting or •
will. confront. Using culture study as a mirior which more clearly shows the 
nature of values issues in students' lives could be effective. I believe it would be
worthwhile to incorporate culture study, using the guidelines outlined earlier, into 

• Values aarificition. 

Moral Development: The emphasis on having students develop their 'moral 
reasoning by attempting to resolve moral dilemmas suggests that culture study can 
make a valuable contribution. Moral dilemmas arise in all cultures and, as a 
consequence, culture study can 'provide a rich source of interesting moral 
dilemmas. While culture stud)/ can make a valuable contribution to the Moral 
Development approach, it can also make a unique contribution. One persisting 
question of morality is: To what extent should we make judgments about persons 
and behaviors in other cultures? That is, do the•preVailing standards in a culture 
provide adequate justification for mural behavior or should culturally tran-
scendent justifications be employed? I suggest that only, through the study of. 
other cultures, in' the way outlined earlier, can students genuinely grapple with 
this problem of moral reasoning. Thus, culture study can make both a valuable 
and unique contribution to the Moral Development approach.

'Values Analysis: The emphasis on hiving students apply logical thinking and 
the stress on obtaining relevant factual information suggests that culture,study 
would not make a unique contribution to this approach. That is, the goals of this 
approach could be adequately' met without incorporating the study of other 
cultures. Thera is 'an exception.  To the extent students analyze value questions 
about other cultures (such questions are neither explicitly included or excluded 
from the approach), they need information'about those cultures. Given the goals 
of this approach, however, it does not seem necessary that such questions be 

. addressed. Therefore, it is not necessary for culture study to be incorporated. 



Public Issues: The emphasis on helping students develop clear and defensible 
points of view on public policy questions suggests that culture study would not 
make a unique contribution to this approach. As with' Values Analysis, however, 
culture study is relevant when students are dealing with policy questions involving 
other cultures. Most of the policy questions raised in this a,pproich deal with 
American society although there' are some units which treat international-inter-
cultural policies. In those units information about other cultures makes a valuable 
contribution. The goals of this approach can be adequately met without him.-
 porating the study of. other cultures. Therefore, with the exception noted, it does 
not stem necessary to incorporate such study into the Public Issues approach., 

Wilson's Mord! Education: The emphasis on enhancing students' abilities to 
perfoim the components of morality suE .ests,that culture study would not make 
a unique contribution to this approach. Culture study, organiied in the way 

"outlined earlier, might aid in the development of empathy. This is purely specula-
tive, however, and it is likely that skill in empathy can be attained without such 
study. If these considerations are correct, incorporating culture study would be of 
nu particular value to Wilson's Moral Education approach. 



SUMMARY AND CONCLUSIONS 

In assessing a role for culture study in values education, one point is quite 
clear. In order to be consistent with the goals of different approaches, informs- 
Lion about other cultures must be organized and selectesi in different ways. The 
organization and treatment of cultural information in Values. Clarification, for 

example, would be substantially different from the organization and treatment in
Moral Development. 

Secondly, the contribution'that can be made by culture study varies accord-
ing to the various values education approaches. Thus, the contribution which can 

be made to the Moral Development approach is important and unique, while the 
contribution to Wil§on's Moral Education is minimal. 

These observations indicate that teachers and curriculum developers who are 
considering the inclusion of cultures study in their value education curricula
should be clear about which approach • they are employing. Once dear about 
which approach to values education to pursue, then decisions about sising culture 
study can be made.' At that point this booklet should be helpful. It is my hope 
that this booklet can provide useful guidelines for thi selection, ocgartization, and 
application of the study of other cultures in values education. 
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