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This paper presents an overview 6f the ,

‘philosophical/historical background of moral education in the OUnited,
States ard describes an instructional program developed to teach
fanior high school students & behavioral strategy for acting /
ethically. Entitled "Skills for Pthical Action,™ (SEA), this program
was devised in the 1970's to help meet public demand for mdoral /

"i{ns*ruction in the public schools. Public interest in' moral
development in American soclety stems

rom the 17th century, when the -

Company of Massachusetts Bay passed an”act which ordered every town
to appoint a person *o teach children to read and write so they could
interpret +he Bible and defend themselyves from false representations
of +heir Protestant fai+h. Education in the moral domain has
continued to be important in the schools, although the Protestant
based value svstem has gradually given wav to non-religious .
democra*ic values such as freedom, eguality, fustice, and respect for
human righ*ts. Various recent public opinion polls have concluded that
+he Americar public continues to have a strong “interest in providing
moral instruction for youth. The SFA Program meets this nead by ‘
focusinag largely on a cognitive decision-making approach. ®#hen

particira*inag in the SER vprogranm,

students are directed to feach

e*hical decisions by a process involvina loaic and reflection. Mador .
steps in *he SEA strateqgy are identifying the value problen, thinking.
up actior ideas, considering possible effects on self and >thers,
judging, acting, and evaluating. Feedback from participants in SEA N
programs indicates that s*tudents generally report a gain in knowledge
about *hemselves and an increase in learninag about the importance of -
and methods for considering others before acting. In addition,
+eachers have reported tha* thev no+tice a positive change in their

students in both interpersonal and in+*raclass relationships.
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Skills for Ethical Action (SEA) is an instructional program developed

by Research~for Better Schools, Inc.' It is designed to tﬁach junior high

school students a-hePavioral strategy that enables them tQ act ethically.

_ The purpose of this paper is to provide an explanation of the program and.

a rationale for its particular approach tod moral/ethical/values education.

The paper briefly describes the philosophical/historical background of

moral education as well as current views vis-a-vis American society.# The

major portion of the paper examines SEA, its place in the moral education
field ‘its theoretical foundations,  and the outco@es anticipated from its

particular emphasis. In closing, some %ueetions frequently-asked about

a
v

SEA and moral education are discussed. s o

»

Philosophical/Historical Bachground of Moral Education

. The charge to American schools to provide moral education is as new
as the 1976 Gallup poll aseeesing'public attitudes toward education. But
it is also as;old ad the "Ould Deluder Sdtan" Act, passed by the Company

t
of Massachusetts Bay in 1647. This act ordered every town of at least 50

™

1

households to appoint a person to teach children to read and write so that

* they might interpret the Bible for themselves and thus defend themselves

3

lereafter referred to as "moral education." This is done for the
sake of writing clarity and also because the term "moral education" is
the most commonly used even when educatior in the areas of ethics and
values is being discussed. ’ '

w
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.egainet false representations of their Protestant feieh. The.Aet served
a ‘as a model for the‘ether New England colonies gs_well (Knight and Hall, 1951;
v p.62). " . ) : _ ‘ -,
| The impbrtaﬁee‘of’education in the'moral domain'continueq to be em-
phasized even‘after the\colonieshhad joined to form the United States of
Amef;ce. The Northwest Ordinance of 1787 stated, ;Religionm moreiity and

knonledge being necessary.te gohd government and the happinese of mankind,

scheols and the.meansvbf education shall forever be encouraged" (Knight

and Hall, 1951, p. 116. At the turn of.hhe century, the typicel elementary
- schoe} curriculum included study of the Bible and.catechism, in addition

to reading, nriting, and arithmetic. And a treatise written in 1829 on

the ert of teaching in the common schools called the tedcher a ?mhral .

. agent." It stated that one of the teéeher's first objectives should

be to cultivaeévvirtuous habits in the students for "the cultivation of

virtuous prepensities is more inpor;ant to children than even their in- .

_telleceual cg}tnre" (Knight and Hall, 1951, p. 408.) ‘

The 1atter part of ‘the nineteenth century, however;'brought social
and economic changes in the United States which challenged the place ofu
moral education i¢ the public schools. The post- Civil War growth in in-
dustrialization 1ed to massive waves of immiération. Many of the new im-

’migrants came ffom Catholic countries in southern and eastern Eurgpe,
bringing with them not only a different.religipus viewpoin?, butla some;

what different set of values as well. They objected to schools ‘that ex-—

posed their children’ to moral educhtionfwhich was blatantly Protestant in
I3 . N

-
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origin 4nd expression, and they began to establish schools of thedir’ own.
This move alarmed the country's: political leadership who saw the public
Bcﬁoqlé as dne of the primary means of socializing the newcomers and fitting -

them into the American mold. So the role of the school in moral eduea-

tion was deemphasized and a system of values thought ‘to be basic to a

democra;im«society and common to major religious\faiths -- freedom, equality,

Justice, énd Fespeét for human rights -- gradually replaced the Protestant-

based value system in the public schools:(Greenbaum, 1974, pp. 417-418:

Purpel and Ryan, 1976, pp. 3-4). '
j.

Current Views of Moral Education vis—-a-vis American Society

These basic.democratic values have become the basis for citizenship
courses in public schools and appear in the ‘public speeches of persons

[

representing all facets of the political scene. Recently they were pub-

4
licly reaffirmed by our thirty-ninth President. In his inaugural address, 1
‘ President Caffer promised to implement policies th%t reflect the values

of freedom, equality, Jjustice, and respect for ‘human rights -- policies

that will affirm "our nation's continuing moral strength' (The New York

Times, 1977, p. Bl).
But even though these values are accepted by most mmembers of our

present-day pluralfstic society, concern has been expressed about the way

they have been taught in the-public schools. Throughout the first half of

this century, the most common educag%gnal method was that of indoct¥4nation. °

Children were taught that these were the values of every good American e

and therefore were to be accepted without question.

<
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. Two major prOblems have been identified‘with)this approaoh to moral .

9

-
education. First, it didn't work "as indicated byrevents of the sixties
and early seventies. The civil rights struggle, the Vietna£>War, and/;he

J Watergate scandal all raised moral 1ssues which citizens found themselvea

upprepared to handle. )

o+

_ Secondlf, there is a growing point of view that @ndo&trination —— de- .
fined by Litke as ''closing people's pinds to things that should be open" --
ig of itself immoral. Closing people's minds curtails ;ationality and thus
may,&ednce their ability to_be autonomous. Reducing their ability to be
autonomous may be considered as a fotm of assaylt (Litke, 1974, p. 87).
If the basic values of our society are not to be indoctrinated into

\

our youth, then what form should moral education take? In recent years a num-
ber of eﬂycators, psychologists, *theologians, and philosophers have begun to Ag
answer this question by first describing what 1s meant by "morality".in con!A
‘temporary terms. A moral person is not simply one who has learned a

set of externaily prescribed principles and who acts according to a given

. > .
AN moral code. Rather, the moral person is one who has learned to make his

or her own reasoned decisions regarding moral issues and is disposed to
N Nt .

act in accordance with these decisions. Such persons are said to be \\\
morally autonomghs. They can interpret basic moral principles, such as

impartiality, freedom, consideration of interests, and respect for persons,

v

: : o
in the light of the situation they are in. They are capable of envisioning \r
/’v“%~5;\

the social consequences of their actions and of modifying their behavior
’

Cccordingﬁy.“ They are not closed off from the ideas of their society,
¢
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. but they know that the ultimate deéielons for their actions are‘their

X,

own and they realize that they themselves are responeible for their acts.

© Moral autonomy does not _mean that the person no longer adheres to basic
v )

. moral'principles. Rather, persons who are morally altopomous have,\toh/'k
W .
. use Peters' (1970, p. 45) words, "gotten:on thé inside'" of these prin-

.
2
. P

cipies; They see them as signpostsowhich help to point .out those aspects
< . : 14

of a situation that are morally rhle%anf. Thus the prineciples come to

. {
function as motives for actionm.

- . . ' !
. «Given this contemporary view of morality, it wohld seem then thac\
. R ’ »

one fundamental aiﬁgof moral education would be to help persons to de-

‘\ ’

velop in such-a way thgt the? are morally autonomous., Programs developed

“

to further aim wodld sdek to promote the personal acceptance of

have moral principles that ghey devefoped out of their own experience.2

Moral ducation progr g t t ould produce such an outcome would
& 9

seem to be acceptable to educators and parents as well as to experts in

A\
n

child development. A poll coné:cted in 1975 among Phi Delta Kappa members
nes

asked 1ts respondents to def a moral person." Given seven definitions, 97

C '
percent of the respondents;ﬂ'checkega "shows genuine concern about the rights
N

e "

2Further diegg;sion of moral autonomy and its implications for moral
education may be / ggd in the f llowing documents: Gustafson, 1970; Peters,
1970} Rich, 1968; and Wilson, Wil¥iams and Sugarman, 1967.




. 7nd welfaﬁe of others''; 89 percent checked "thinks clearly about. Lesues

of right and wrong"'»and 71 percent checked "obeys ‘the dictatea of his

“own conecience (Ryan and- Thomspon, 1975, p..663) A" 1975 survey of

teachers and parents of junior high school students in publie schools

across the country indicated that both groups were in favor of moral edu-

cation programs which would focus on the values of self—vespect and self-
‘ ¢
knpwledge (necessary ingredients for autonomy) and the valub of corsider-

ation’ for others ﬂSanders and Wallace, .1975, p. 7).

These same values-appeaf in a list, cempiled in 1975 by ‘a grogp of
child development expertsp\of the ten characteristics most important to
the total development of children. The list included such items as self-

. esteem, self—confiﬁeece, sensitivity and positive responsivehess to others,
\\E;arity of Valuee, assumption of respdhsibility for Behavior, autonomy,
and ,sqcial interaction skills (Huebner, 1977, p. 577).
. .
+ A concern for edugational programs that would promote moral automomy
and considerationloﬁ others 1s reflected in the objectives for citizen-
. 8hip education listed by the National Assessment for Educational Progr£55u

-~ .

Of the ten objectives, five are clearly related to moral education:
: ¥

1. ‘Show concern for the well-being of others

& 2. Support rights and freedoms of all individuals
3. \ Approach civic decisions rationally
4, Take responsibility for their own development

. "
5. Help and respect their families (Johmson, 1975, p. 45).

¢ ' P NN
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'The importance.of moral educatilon in the public schoolg 1s also
evident. in the educational goals presented b& the various states. Of
forty-two State Departments of Educatio# having at least working drafts
of pubiic scbool educational goals in 1975, thirty-six (86 percent) had
at ieast one goal in the moral: domain. - These goals included such state-
mentsfas: .

e  '"Develops a reasoned commitment to the values that sustain
a free society" (Connec;i%ut) )

° "possess an understanding of and respect for himself --
his abilities, interests, values, aspirations, limitations,
and uses this understanding to set personal goals" (Georgia)

7/ . "Accepts the responsibility of preserving the‘rights and
property of others" (Gebféia)

° "Clarify his basic values-and develop a commitment to act
upon these values within the fraywork of his rights and
responsibilities as a participant in a democratic process"
(Washington)

' "Must foster development of the skills of creative and
critical thinking to enable students to deal effectively:
with situations and probleﬁs which are new to hils experience
in ways which encourage him to think and act in an inde-
pendent, self-fulfilling and responsibxe manner'' (Michigan)

. "To develop an understanding and concern for the rights- and

needs of others' (Delaware)

(Cited in Sanders and Klafter, 1975, pp. 14-26.)

: | 9



The gqurvey of junior high school ceaeher&’nnd parents cicaed aarlier
also showed that hoth groups felt that present efforta at moral educatlon
in the schools were inadequate. Some believed that moral education should ’
be taught as a specific course. Other recommended that 1t be 1nte;fdted
into the present curriculum (Sanders and Wallace, 1975, p. 7).‘ This con-
cern'for moral education in the schools was echoed in the results of the
"Seventh Annual Gallup foll of Public Attitudes Toward éducution" compiled
in 1975. In this surveyv84 percent of the'parents of public school

children favored instruction in the schools that would, deal with morals

and moral behavior (Gallup, 1975, p. 234).

Skills. for Ethical Action's Place in Moral Education

fn recent years, partly because of the expressed public concefn for
"moral 1n;truction, literature in the field of moral education has multi-
plied to the point where it now 1ncludes.literally thousands of articles,
books, and other documents. In order to provide background for the‘con—

céptual development of the Skills for Ethical Action (SEA) program, much

of this material was collected, reviewed, and classified by the staff at
Research for ﬁetter Schools, Inc.3 In the classification process, a num-
ber of different theoretical positions were identified, four of which were
‘considered to be major influences. These ma)or positions or approaches

are: values (Kirschembaum, 1976; Raths, Harmin, and Simon, 1966; Rokeach,

3

3An additional result of this effort was a bibliography (Klafter and
Wallace, 1976) containing over 1800 citations of materials published be-
tw een 1960 and 1975. )

10




1973; Rucker, Arnaplger, and Brodbeck, 1969; Hilver, 1975); copgnitiva

developmental (Kohlbarg, 1975)i cognitive apoclal leavnlang (Nandura, 19745

Bﬁrton. 1976;'§uuuh, 1975); and cognitive declafon mak fng  (Coomba, n press;
Petera, 1970; Wilsgon, Williams and Sugarman, 1967). )
Moat of theae theofctical approaches have had somc nleasure of Influence
on either the concepts or the activitles of the SEA program. In fact, -
one reviewer of SEA (Meyer, 1975, p. 2) has termed its gpproach as "ec-
1éctic." However, the basic égﬁbepts of SEA come primarily from the cqg-
nitive decision-making approach to moral education.
ihis approach grows out éf ethical philosophy where both the pro-
cess of decision making and the principles involved in reaching decisions
are considered in the light of logic and reflection. The rational actor
not only must employ a logical process in makingvdecisions about mora;
actions -but also mus; understand the reasons underlying those decisions.)
The British moral philosopher R.M. Hare (1973, p. 116) further stated
that in order for a moral decisioano be rational it mpst be both uni-
versalizable (recognized as good irrespective of who 1s the subject) and
prescriptive (function as a guilde to behavior).
Two major proponents of this approach to moral education are Richard
s. Peters and John Wilson. Peters (1970, pp. 31-36) ﬁas identified cer-
tain fundamental principles (impartiality, consideration of intétests,
freedom, and respect for persons) which can be justified as the basis
of rational morality and which sensitize the individual to the

morally relevant aspects of a situation. Wilsom~ further amplifies

morality by taking into account other essential features such as intention

1]




and actlng for good reﬁuonu,.goud reasont pclngjchqu hasad on a vatlonak
conaldaratlon of hoth aelf ,énd ather people's tntereats (Wllaon, Wllllama,
and Sagavman, 1967, pp. l.0l.-l.‘.):2).
&£ WLlnon'n concern wieh what he calln "w pheanomenologleal daner{pttion

of mérultty”.lbd him to braak it_dbwn tnto a number of uomphnuntn which
allow for the angoasment of moral competence. These componentus, which
Wilson gave sﬁort Gregk labels, include: an ntcitude that accepts others'
feelings and interests as of equal valldity to one's own (PHIL); the
ability to know andlnccgfately describe the feelings of self and others
(EMP); the mastery of factu;l knowledge and social skills (GIG); the ra-
_tional formuiation of cpneistent action-guiding principlGS'relgting to

the interests of self (PHRON) and relating to the interests of otbers‘
(DIK); and }he ability to put one's principles into action (KRAT). Wilsomn
views tﬁé\COmponeﬁts as qualities and rules of érocedure that define a
reasoﬁed morality and outline a method for making rational decisions

which in turn foster the growth of moral principies. He believes thét
these components can be treated as skills, abiltities and attitudes which
can be developed through educational efforts (Wilson, 1969, pp. 2-8).

The work of both Peters and Wilson has strongly influenced the basic
conceptualization of the SEA ﬁaterials. Three of the key gonéepts of the
course —— self, others, and being fair (described in more detail in a later
secfion) -— were drawn directly from the fundamental principles described
by Petergigs the basis for morality. The views of Wilson in communicating

a rational method for developing principles for moral behavior were

10
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A “ﬂpa;ticularly‘influential in the development of tﬁe strategy, -as will bégh
evident in the discussions which follow. ) ’ | ’ |
The influence on SEA ofvtﬁe edutational objective which has grown
out of the cognftive decision—making approach>is also\readily apparent.
This objective, as stated by Coombs (in press, p. 1), is "to teach
students to make and to act on intelligent or rationmal decisions about
moral issues." The objective of the SEA program is to teach students
a process that will enable them to make rational decisions about value
r%;qblems arising in their own lives and to act on those decisions. This
process ié“a-six—step strategy which is Jhe instructional core of the
program. The strategy emphasizes the decision as well aq‘the action.
The students do not simply choose’the action they want to carry out.
They are asked to first decide whether it would be the ethical thing to
do, basing their judgment on the objective weighing of the information
they gathered about the possible consequences of this action to self and
others, A detalled description-of the ethical action strategy and 1ts
relationship to specific theoretical aspects of the program definition

of ethical action follows in the next section.

The Ethical Action Strategy

Building the instruction around a strategy reflects the program's
position regarding how best to teach students a method for governing
their own behavior. This position 1is similar to that described by Lipman,
Sharp, and Oscanyan (1977, pp. 144 145). 1t is based on the prewlse that

moral education which emphasizes only moural reasoning 1s insufficlent

-~

A 11
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because it does not develop in the students patterns of constructive be-

‘havior. Unless such patterns are developed, the student is not equipped
-~
' 1
to handle ‘new moral confrontations as they arise. Moral education must
do more than simply help students know what they should do. It must

-

also show studenfs how they should act and provide them with practice in
P

actually doing the actions they decide upon in a moral situation. The

SEA program's position is that students must be involved in a précess

that will offer them a structure by which they logicall& will proceed

toward reasoned actions. The six steps of this process or strategy are

described below:

Step 1: Identify the Value Problem

In this step the students describe the situation that pre-

Tnot doing enough to show

sents a problem or that indicates they are
that one of their values is meaningful. They name their value which

is involved and then formally state their value problem. -

Step 2: Think up Action Ideas

This step asks the students to brainstorm ideas for actions
that might help them handle their problem. Then the students check
their action ideas to make sure that they are stated specifically
and that they are possible for the students to do.

Step 3: Consider Self and Others

In this step the students think about how their action 1ideas
might affect their own values, feelings, health and satety, and

5.,
possessions. They get information about how others might be affected

14
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in these four areas by ﬁhese action ideas. The Ltudents also think

-

of what the general effects of'{heir actions might be.

Step 4: Judge. 4

A/
The fourth step asks/the students to be objective as they
7

/
review and summarize the information gathered in 8tep 3, in order

to judge whether their actions would e ethical. They then change

or reject those actions which they deem not ethical.

Step 5: Act

1

In this step the students choose -one of their actions they
deemed ethical and make a commifment to carry out that action. ey
A

|
are also called upon to persevefe until the action is completed.

Step 6: Evaluate

In the final step of the strategy the students examine the
action they have completed and ask themselves whether it was indeed
ethical. They review how well they used each step of the strategy
and consider the importance to them now of the value which they
acted upon.

The strategy as a process was designed to meet several criteria. One

wag that it be impelling and easy to learm. Thus the strategy uses short

phrase names in the imperative mood. The labels given the students for

the subprocesses or '"things to do" for each step are succinct, and each

step has three. Further, the steps encompass skills thought to enable

moral behavior (Hill, 1975, p. 4).

13
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Prgcess.oftén_égn imply a mechanistic, impersonal method free of a
value stance. Quite obviously, this is not the case in this program. As
Hill (1975, p. 2) has written, values are embedded, however subtly, in

alls instructional programs whether in scilence, music, or vocational
PRUE -

training. Aside from the 1ldea that instruction cannot be value-free,

Hare (1973, p. 118) gﬁintainﬁ‘that children cannot be taught abstract
.. . g

moral principles without their also being taught some concrete moral ¢

prinicples. He does not view this 48 indoctrination if the aim is that

EN

children should in the end appraise these principles for themselveé.
The principles or values of the program are openly stated. The

particular values of self, others and being fair or impartial which'de—

L}
fine the program are ones which have been seen as acceptable to the

+«hasic to the ideals of democratic

p7 4ok,

nation's pluralistic culture

g0

societies (Bell, 1976, p. 4). ther, both instructionally and ideo-

logically, -the user of the program is requiréd to pr;j?g; and use his/her
"

own values as a gulde when working through the strategy. Thus the in-

dividual may introduce a wide range oflreligiously, rationally or phenom-

enologically based :values which are compatible with the prime program

values (Hill, 1975, p. 2).

Specific Theoretical Aspects of Skills for Ethical Action

The ethical action strategy 1s the embodiment of the program defin-

ition of "ethical action": 'Doing something which you have decided is

fair after considering the possible effects on self and others." The

four underlined portions of this detinition represent the key concepts

Q lo
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of the program and offer a convenient framework for examihing'the Speei—h‘

fic t#eoretical éspects of the SEA ﬁater{als: . _ ‘ v o
.Self. T;& 'self" component of SE@/has three dimensione., One 1is

the developmen%be self-knowledge{ the second is the ability to think d#f

vgrg?ntly, and the third i1s a sense, of moral autonomy. \
Self—kno&ledge is sten as a necessatry part of imstruction in ethical

action becquse in order to cqnsider'the consequences of a potential action
-

on oneself, one must first. know certain things about the self that might
+

be affected. Self-knowledge includes an awareness of and insight into one's

'feeliﬁés, describgd by Wilson as an essential aspect of the morally com-

petent pe}son (Wilson, W%lliams and Sugarmdn, 1967, pp. 192-193) ,\ as well

as an a&argness of one's beliefs and values, which Fenton (L977, ﬁ. 5) has

stated is necessary for t@e individual to function effecti;;ly. But the

gomponent "gelf" involves more than simply knowing how one feels and what
s

one thinks. A sense of 'selfhood" (selfﬁrespect or self-esteem) is also
'3 .

very important to moral action. Lickona (1976, p. 19) has called this

s ~
»

sense a basic source of consistency in moral behavior. He points out T
that when a person has a strong and integrated sense of self, that person
fdentifies with his or her own actions. But 1t one has a weak sense of self,
one 1s able to cheat or lie and'noé feel gu;lty about Joing su because ?
there 1s no self-identification with what one has done.

The second dimension of the 'selft"” Component s Lhe alllll, Lo von-
sider the varlety ot alternatives which are vpen tuv the peisovn lu 1e-

solving moral 1ssues. 1t enables the persuvn Ltu visuallee the pusalibliliclies

1
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.of various agtions and to deal with problems creatively. This ability

&
is part of what Lipman, Sharprand Oscanyan (1977, p. 151) call "moral

imagination"; they have statéd- that its rolg'in moral thinking is of the
¢ utmost importance. Allen (1974, p. 55) has called the ability critical

in terms of moral growth.

- o -

The third dimension Qf the "self" component, a sense of moral
autonomy, has been defined by Kay (1975, p. 360) as the attitude of-a
per§on who 18 able to securely fely on his or her own judgment about

moral issues and to reach conclusions independently of external moral
. g4

. I

guildes. 3

The SEA mate;ials offer the students many opportunitf;s to learn

about self along the dimenstons described above:\\selfhood, moral imf S

¢

) : , : '4
agination, and autonamy. Early in the program the students are asked to

o .
consider their own reasons for wanting to act ethically and to.examine the

role Phat caring about others plays in their own lives. They consider

what things and qualities.are impOfﬁfnt to them,'and they’'rank a list of
, general value terms im order ofrpersonal significance. 1In order to get
information about how potential actions might affect themselves, they are

encouraged tpwexémine what" their own feelings might be and to identify/

£

' . ] ' . .
those things they do gnd say whic# show how théy fegl,
N ¥ :
s \ {, ~
But perhaps even ‘more important in terms of self-development {’s the .

personal application of skills and concepts called for in éa§

YRtis

For example, after students have identified a real value problem in their

own lives, they are taught a modified brainstorming process which requires

16
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them to generate a wide range of ‘specific thiﬁgs éhey might actﬁallyidoy

- 7

to handle that probléem. When learning the skillé’hégd%d to make neasqnea
decisions, %hé students are required to make real decisions about the‘
problems they have identifigd in their own lives, to act on those dej
cisions, and to assess the actual effects of their actioms. in so doing,
the students have the opporFunity to diséover ;hat they can indeed make
£esponsible, ethical decisions and put é%ose decisions into action %n a
way wﬁich has mostly positive effg;ts on all the persons invol;ed, in-
cluding‘themselﬁes. This experiencé.thus may contribute to both their
sense of self—eéteem.and theiﬂ/sense'of moral autonomy.

Others. There 1is some evidence to suggest that persons who feel

¥

good about themselves may be more inclined to engage in behavior which

is. helpful to others (Staub, 1975, pp3‘15-16). But.the ethical chafagtes/

. . o
reqq;rég more than simplylhelpful behaviqg, Concern for the effectg:qf .
one's ackions on others is at the heart of moral issues. And the capa-

. M .

city to consider as fully as pogsible the consequences of ogéﬁs'behavior
on others (as well is on oneself) is necessary in order to act ethically.
In addition, ethical action involves self-regulation, the ability to curb
one's own self-interest out of concern ;;r other people and for the com—
munity at large. Therefore an effective program of moral and ethical edu-
cation must seek to develop, in_addition to self-knowledge and self-respect,
a knowledge of and respect for the interests aud concerns of a wide range

. . 4
ot others who may be affected by oue’s actlous.

4 "

These particular aspects of the will-uo Cowmponent have Leen dis-
cussed in depth in recent works: Etzioni, 1976; Lipman, Shar,, and Oscanyan,
1977; Mischel and Mischel, 1976; «nd Purpel and Ryan, 1976. :

v/
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éhere are two—abilities needed to obtain the knowledge required for

consideration of the cogEequences'of one's actions on others. First, it
' * . .

is n&tessary to be able to determine and accurately describe how others

»
~

might feel, or do in fact feel, about a certain action. Second, in order

‘to discover juet how another person's interests and concerne might b%v
- 3

affected, it is necessary to be able to take th t person s role -- to
4 Ny .

look at the situation from his or her point oﬁ/ iew. .,

The development of knowledge aboutia éyd%d,of respect for their
}9

fv/’
p

interests makes up a large portion of//hefﬁ é?materigis The students

are introduced to role taking as eér%y’as/iﬁ

' N /’ ,\« / /

‘The ability to put oneseﬂf in diot er eﬂhlacejis sequentially developed

§eéqu lesson in the program

through the four units, with instruction and ample practice in both role

enactment and role taking (defined for‘the students as ''role playing in

7

your head"). The students also rédeive instruction and practice in "people
/ . ) . ‘ . v

r.reading” -- determining the feelings of others by observing verbal, non-

-3
[

verbal and situational clues.
d -

The role-taking and people-reading skills are presented as ways of
getting information about the conseeuences of one's actions on the values,
feelings, health and safety, and pbdsessions of others. An effoft isyalso
made across the program to widen the circle of others who are to be taken
into consideration. Initially, the students are asked to consider tcoae
immediately®affected by whac\they do -- members of their family or their

friends. Gradually, they are encouraged to include less immediate others,

such as neighbors or people they meet at school. Then in the final unit,

\

18
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' migh be‘affected‘by'gne's actions 18 not sufficie?t for ethical action.

A . .

3 2 .5&}, . . . L i C %,
. "\ + w . ) ' ! o e C
'they are @sked alsq t0 consider how their actions might affect a wide
) ¢

"range pf other pedple l— in their community or even in the nation or -

t"’ <

jthe world : ) .3
P 3 . . . .

S

There is some tﬁought, however, that simply knowing how other people

"

. , . .
‘It is‘’also. necessary that one have a genuine concern for others and give

S

_ thelr intereéts equal consideration with one's -own (Wilson, 1969, p. é;

Kay, 1975, p. 360). Wilson (1969, p. 2) has identified both cognitiye
[ ' Lt 1 N \

}

~'\and affective-aspects of this concern. On the cognitive side, it 1nv61ves

<

N
the belief that other people ‘have rights that are equal with one's Qwﬂ
) 'n

On the affective gide, it involvea a feeling of respect or caring for

r

others.“

[ . .
N . B
. [~4

~'i‘.he SEA ptogram.recognizealthat gimply. knowing how others feel is
net enoagh. Thérefore, the cbu;se seeks to develop an attttade of gen-
uine concern for others which will giapose the students to practice the
consideratipn of others in their dailf Lives. This 1s done in two ways.
First, the gtudente are presented with the concept of caring. The term
i{s defined as "a real concern for the well-being of others,"” and 1t ;s
explained that this concern is what leads one to consider the effects
of one's actions on other people. The students are also told that in order
to show carigg one must stop to think about the consequedces of one's ac-
tions and then use that information to guide what ovne does so that the

effects are mostly good for everyone. Several activities allow them Lo

experience personally how they feel when they do, and do uot, show caring

1o
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for others and how a lack of caring may lead to detrimental effects on

« N
‘the selfhood of others.

Sécondly, throughout the program the students are required to prac-

'

tice the step of considering how their own potential actions might ac-—

tually affect other pigple. There is evidence to suggest that such
A \\ ’ . ’
practice does indeed lead to the development -of a caring attitude, partic-

P

ularly if the student is provided with value statements promoting this

—

/
behavior and is given the opportunity to link what he or she has done

to show concern for others with such statements (Lipman, Sharp; and

\ ]

Oscanyan, 1977, p. 158; Staub, 1875, pp. 15-17).

. TFairness. The principle of '"being fair'" is used in a synonomous

»

sense of "equitable" or "impartial." . It is not an outcome of a pafticular/

action. Rather, it is the practice of g}vidg equal and unbiased consider-
ation to the interests of both self and others when deciding on an action.
Wi?hout aﬁ'undetstanding of, belief in and disposition to act in a way
which can be judged "fair," the ability to know the: feelings and points
of view of others anq the attitudes of concern for those others will in-
fluence the individual's behavior only in selective or accidental ways.

The conceptual basis for the program interpretation of "being fair"
comes primarily out of the works of Wilson and Peters. Wilson (1969, p. 2
calls this attitude PHIL and offers a variety of ways of expressing it
such as "regarding other people as equals," 'thinking other people's

interests count," and '"looking on other people as human beings with

rights." The definition of "being fair" given the~SE#A~gtudents -- hacting

)
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in a way which shows you believe that all other human beings are of
e .

equal worth or value'" -- synthesizes Wilson's expression of this com-
ponent of moral competency.

A prime concern expressed by Wilson, and one which the SEA materials

have attempted to deal with, is that a person may believe or profess to

believe. all others are equal but not act in a manner reflecéing this be-
@
. ldief.  This failure may be the result of not knowing how to implement the

§

belief or may be a result of the pé?son lacking sufficient feeling to

L]

impel himfher/to act congruently with the belief.’ R

- )

&
// In the SEA program an effort 1is made to allow for application of

i this principle. Seve;al complete lessons are devoted to the "being fair"
component and it constitutes the major criteria for the Judge step of the
o

- program strategy. The definition of "being fair' 1is explored through
-modeling and examples from both social and interpersonal viewpoints.
Partially to acknowledge thé widespread usage of "equal consideration”
in dealing with differences, historical and sociological examples are
presented which point up inequitable treatment. These social-issue ex-
amples serve to ifitroduce the notion that arbitrarily selected differences
in people may serve as an unrational basis for unequal treatment.
The fact that, as Pekers (1966, pp. 118-120) points out, unequal treat-
ment may be f;ir in areas of life where there are relevant differences is
not specifically dealt with. The emphasis rather 1is on rat;onal, genuine,

equal consideration on the grounds of the common denominator - - humanness.

This means, to use Peters' (1966, p. 121) words, that "no one shall be




~

.\ . . M i .
‘assumed, in advance of particular cases being considered, to have a claim

to beq;er treatment than another.".'An experiential exercise attempts to

- allow the student to personglly feel arbitrary unfairness and see it in

cénflict with the caring theme introduced earlier. As in "caring,' the
feeling or a%fective dimension is‘crucial in developing the disposition

to act in accordance with the principle. Modeling and case study exercises
bring the abstraction down to the interpersonal application of ”beiﬁg’
fair." Examples of conqideration of others as well as oneself are
purposgfully put in the context of daily life rather than dramatic his-
torical issues such as Nazism. Tﬁe fostering of internalization of‘the
concept is begun during the definitional instruction, where the students
are ﬂﬁked to recall personal experiences of unequal consideration in the
sense of the definition.

In the siﬁ-step strategy which;Lhe students practice using in the
program, ''being fair" supplies'b;££ motivation and criteria in two of
the steps. As was noted above in the discﬁssion of caring, concern for
the well-being of others i8 an important prerequisite to engagement in
consideration. Howevef, the strategy step Consider Self and Others also
requires a belief that the others are equal to self in terms of that con-
sideration, which leads the students to actually give equal consideration
to all others. This, in turn, motivates.the students to gather informa-
tion about others as skillfully, and as objectively, as possible. How-

ever, equal consideration is not meant to mean abandonment of self to the

interests of others. The strategy step also asks that the students be

22
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fair to ®hemselves -- to equally consider self and othqgi, The self-
knowiedge gained in the first step of the strategy allows‘the individual
to give him/herself the equal consideration with others which "é%ing fair"
requires.
The Judge step which follows the gathering of¥information in the

/ consideration of self and others 1is the implemeﬁtation of "being fair."
In this step students are asked to decide if a proposed'action is ethical.
To make the decision it is necessary that the values and concerns of all
involved be objectively considered and the action weighed for consequences.

@

"Actions that do not have mostly positive effects on self and all others
involved are rejected at this point &n the basis of not appearing to be
fair and thus not being ethical. Great stress is laid on. reviewing all

2 the available information in an objective fashion in reaching a decision.
1f t;e student arbitrarily selects out information while making his/her
decision for action, the student denies impartiality which Peters (1970,
p. 41) has called the '"most fundamental principle of all practical reasoning."

Action. Using their own problems, the students will have applied

the methods taught in the process to reach the point of acting on an idea
which they have judged to be ethical. It is at this point that the fourth
component of the program is introduced. This component, "action,'" brings
SEA to 1ts particular unique position among moral education programs.
To have reasoned with the best of intentions does not provide insight into

the accuracy of the decision. Without "action" theie can be no assess-

-

ment of whether or not particular actions turn out to be "ethical" in

L3




reality. Further, the entire decision-making process becomes what Coombs

(in press, p. 27) terms an intellectual game if it is not always seen as

: ijgenuine process of deciding what"to do.

When the students in the SEA program move from the Judge steb to

the Act step,_tﬁey are asked to commit themselves to taking the action

. they decided is ethical. This commitment may require courage and per-

severance. It presupposes an increasing sensitivity to concerns of others
ana a growing self-knowledge, both of which are gainéd in preceding steps
and which operate to increase independent judgment. The initial practices
of the strategy provide structured assessment of these growth features.

It is the repeated use of the strategy which not only fosters internaliza-
tion but also leads toward what Wilson calls KRAT, a combination of the Y
ability to use the skills necessary to reach a decision with the motiva-
tion and resolution to actually act on the decision,

Acting,however,%;oes not completé‘the "action' process. The desired
growth as an_éthical actor requires that a student assess his or her ac-
tions. TheféﬁPFe, ;n the sixth step, Evaluate, the program asks the stu-
dents to examine the actions they have completed. Was the act ethical?

Or did it have negative consequences which had not been considered? Was
the act consistent with particular self-held values? Or did it perhaps
reveal a new perception of those values? In retrospect, did the action
reflect a fair consideration of everyone involved? These evaluative ac-

tivities taught in the last step of the strategy provide a means for the

student to develop principles consistent with ethicality. Repeated use

24



of these activities, however, is nécéssary éor principle formation. It
hag been said that it takes a number of decisions and revisions and aban-
donment Af actioﬁs in the face of experience before.a person can be said
to have formulated a principle (Hall and Davis, 1975, pp- 61-62).

'3

Anticipated OQutcomes of the Skills for Ethical Action Program

Thus far in the examination of Skills for Ethical Action's develop-—

ment, the theoreti¢al and instructional aspects of the progr;m have been
considered. Another impoftant developmental factor has been the ongoing
tryouts of the SEA materialé with students in actual cYassroom situations,
Information gaihered from each tryout has been used to gulde fﬁrther re-
vision of the program. Currently the‘SEA materials are being used in a
hands—-off pilot study in twelve geventh, eighth, and ninth—gradevclasses
in the Pﬂzladelphia area. Data from this study will not be availablé\hn—
t11 late in 1977; data gathered from earlier tryouts, however, give some
indications of the outcomes that may be anticipated from the use of the
SEA materials. ﬁAfter completing an earlier version of the program, about
half the studenés volunteered as characteristics they '"most admire and
respect in people'' at least ome of the course-given themes of personal
autonomy, caring for others, and being fair. Also, 80 percent of the
stud@its reported a gain in knowledge about themselves, and 60 percent
indicated that they had learned about the importance of and methods for
considering others before acting. In addition, teachers have reported

) [ S

that they noticed a positive change ig their students in both interper-
\

sonal and intraclass relationships.

25
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It is expected that use of the SEA materials will lead to increased
belief in internal locus of control in moral issues; an increase in the
attribution of positive characteristics to others; an increasé in per-

|
sonal preference for a reflective, rather than an impulsive, style; a /

grééter consistency between actions and self-expressed values; and an in-</
creased sensitivity to ethical issues. These anticipated géneral effectsj
of the program are being measured>in the current study.

" These outcomes seem directly related to the present-day conception
of mor%iity as outlined at the beginning of this paper: the concept of
the morally autonomous person who is responsible for his or her own ac-

\\ tions and whose actions are based’ on a rational consideration of the in-

\‘ terests of others, Only later observation will tell just how much effect

the gigﬂbrogram may have in promoting the development of morally autono-
mous citizens. As one teacher pointed out, the total iﬁpact of the ma-
terials cannot be assessed immediately; there may be efégcts which will
not appear for months .or evenagﬁars.

L) It is also trus that no one-semester or even one-year course in
moral education wili provide sufficient input'foF total moral develop-
ment. Programs in this domain must extend over many years of schooling
(Fenton, 1977, p. 27). Therefore, the developers of the SEA materials
do not see the program as the final answer to the schools' charge to
morally educate their students. Rather, they regard it as an effort

to provide instruction in one aspect of the broad field of moral educa-

tion. ~

26
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Questions Frequently Asked  .4®

H

It is hoped that this effort -- the SEA program —- will gain wide-
PP

spreagwacceﬁtance as part of the schools' approach to moral educatibn.
In conside}i;g how such acceptance may be brought aboué, certain ques-
tions often arise. These include: What does use of the SEA materials
require of the students, the teacher and the school? How might SEA fit
into the school's géneral curriculum? |

In response to thé.first question, it may be said'that the students
are required to haz: basic reading skills appropriate to their age level
(12-14 years). This has been interpreted by the program developers as
grade 5 reading level. Any words above this’reading level which are

¢
necessary for instruction are defimed and explained in context of the

usage, “

The materials have been developed through a succession of classroom
tryouts. During each round of tryout, the instructional activities were
closely monitored to ascertain the appropriateness for the age level;
where it appeared they were not appropriate, revisions were made. To be
appropriate, the majority of the students had to demp;strate an under-
standing of what they were being asked to do and the ability to perform
the tasks as directed. Further, the outcome measures had to indicate
that the activities enabled the students to achieve the lesson objectives
at a reasonable level of mastery. It is believed that the materials as

developed require no special abilities beyond those generally owned by.

the intended student user.

27
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¢
In regard'to what 18 required Bf\teachers using the SEA waterials,

! it 18 necessary that they take sufficient time to carefully read over
each lesson prior to its presentation. The teacher is also agked to use
the program in its entirety rather than selecting portions of it, and to

present the lessons in the sequence im which they{are provided. But even

more importantly, it 1s the responsibility of the teacher to develop a

clasgroom climate that encourages openness, trust,and understaunding ~-
one in which students feel free to voice their personal feelings and
'

igppinions, yet one in which personal privacy is respected and safeguarded.

Use of the SEA materials requires of the school the acceptance of

and support for the exfloration of personal values in mfifters which may
g

be deeply felt and/or controversial. It should be noteé, however, that
the atmosphere of the school, its operational principles, and the ways
in which administration, faculty and students are encouraged to interact -- -
all the aspects gf what has been called the "hidden curriculuw' -- have
a profound effect on moral education (Etzioni, 1976, pp. 9-10; Purpel
and Ryan, 1976, pp. 44-45). Therefore in order for SEA or any other

- program of moral education to have maximum i%pact on the students,hthe
school should insofarvas is possible put into daily operation the prin-
ciples on which mqfality is based. It should support by practice as
well as by precept the goals of autonomy,vconcern for human rights, and
falrness. .

The final question concerning how SEA might fit into the school's

general curriculum is not easily resolved. Social science teachers who

28
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have-pregeﬁted the SEA program see it as ;‘good "fig" wit? study of faw}ly
and community living. Language arts teachers find that course-taught skills
such as fole playing mesh with their programs aqd use the materials to
. foster listening, vocabulary and oral communicaéibn skills. The materials
have also been used as a tgtal program in guidance élasses.' These usages,
howeyef, came about primarily because of teacher and/or planner valuing
of thé course content. They do not\signify a clear mandate %or including
pfograms such as SEA in the curriculum. “

Some ways must be found to produce such a mandate. The desire of
the public for moral educatioq in the schools must be translated as, a
call to not bury the effort in traditional subject matter where academic
goals may be emphasized to the extent that moral educ;tion goals are
neglected, but instead to establish a place in the curriculum where the
primary emphasis is on morally educating the students and where the con-
tent is focused on some aspect of moral instruction. Only then will the
schools be able to fulfill fhe éharge they have been given: to produce

morally autonomous, responsible citizens capable of and motivated toward

ethical action. .

-

1
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