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CHAPTER I

INTRODUCTION

Today, more and more people - especially the young -
seem to be living their lives without clear purpose and
direction; unable to decide what they are for or against.
Bewildered by the choices that confront them daily, some
withdraw and attempt to shut the confusion out. Some conform
and become only too willing to let others tell them exactly
what to believe and do. Still others lash out at the
confusion, trying to smash anything that troubles them (Howe
and Howe, 1974). Dobson (1971) includes these personality
patterns on his list of the six most common ways children
and adults cope with inferiority.

When we put together in one scheme such elements as a

prescribed curriculum, similar assignments for all students,

lecturing as almost the only mode of instruction, standard
tests by which all students are externally evaluated, and

instructor-chosen grades as the measure of learning, then we

can almost guarantee that meaningful learning will be at an
absolute minimum (Rogers, 1969).

It is not because of any inner depravity that educators
follow such a self-defeating system. It is quite literally
because they do not know any feasible alternative. But,

there are alternatives - alternative practical ways to



handle a class or a course - alternative assumptions and hypotheses
upon which education can be built - alternative goals and values
for which educators and students can strive (Rogers, 1969).

Unfortunately, the impersonal nature of many of our schools
is not helping the situation. Students who lack values are likely
to see little or no relevance to their lessons no matter what the
teacher does. Thus, schools which continue to stress only academic
goals are wasting their efforts, to say the least; in many cases,
the schools may actually be serving to heighten the students’
confusion regarding values (Howe and Howe, 1975).

Neither is the answer for these schools to try to teach
values through such means as moralizing, lecturing, reward and
punishment, or any of the other methods which attempt to impose
values ewternally. This, too, is likely to compound frustration
and lead ultimately to resentment of the well-meaning teacher
(Howe and Howe, 1975).

If students are to become motivated and receptive to
learning, what the schools must do is to personalize the
educational process. Learning, that process which by general
consensus is expected to take place in the schools, will then
be viewed for what in actuality it is: progress in both
academic pursuit and personal-growth. All the skills necessary
to attain this confluence of the cognitive and affective domains
need to be taught.

The schools must begin to teach students the skills they
need to sort out the confusion and conflict in their lives,

and to find the things that they value. The difficult



question, of course, is, "How to do it?" What are the
really useful teaching tools for personalizing education?

(Howe and Howe, 1975).

Background

The humanist trend in the field of psychology and
education has done much in recent years to provide answers
to this haunting question. In the vanguard of Humanistic
Psychology are such men as Carl Rogers, Abraham Maslow, and
Haim Ginott. For a more thorough list, and an overview of
contemporary intellectual currents in psychology see
"Preface To The First Edition," page ix, in Maslow's

A Psychology of Being (1968), or "The Background of Affective

Education," pages 4-5, in Chase's The Other Side of The

Reportcard (1975). The impetus toward humanizing education
has been led by Sidney Simon, Merrill Harmin, Leland Howe,
and Howard Kirschenbaum. Space does not allow the inclusion
of the many other significant names which deservedly belong
among those cited in each field. Yet, there is one other who
must be recognized. For it is his work that has provided a
bridge between several important points and/or aspects of
the question, "How to do it?". Thus, promising answers to
the question were at last glimpsed and proposed.

The values field, once it was broken, turned up, sifted
through and analyzed by Professor Harold D. Lasswell, became

the foundation upon which much else could and would be built



by those recognizing the necessity to provide a better
structure for the institutions of education. For a full

account see Lasswell's Power and Personality (New York: The

Viking Press, 1969; especially page 17). The reader may
also wish to see how Rucker, Arnspiger, and Brodbeck (1969)
employed the values categories ILasswell defined to clarify
institutional practices and personal strategies within edu-
cation. However, it suffices here to supply the reader with:
(1) a brief note on Lasswell's background; (2) a concise
description of the values categories he defined; and (3) to
show the importance and relevance of those categories to the
answers formulated in response to the question, "How to do it?"
Lasswell, a professor of Yale University, in his work of
over some thirty years as a political scientist and psycholo-
gist made an extended analysis of the institutional practices
and personal strategies of men throughout history and in a
variety of primitive and modern cultures (Rucker, Arnspiger
and Brodbeck, 1969). Lasswell believed that eight universal
values permeate the lives of all peoples, are found in all
places, and have been prevalent at all times (Dunfee and
Crump, 1974). The values are given below. Although the
definitions and verbal equivalencies are those given by
Bert K. Simpson, author of "The Perception of Values

Inventory," (1973) which was an instrument used in this

study, a high level of congruency exists between the selection



below, and the values definition offered by Dunfee and Crump
(1974) ; and Rucker, Arnspiger, and Brodbeck (1969). The
impact these categories have had on the primary goal of
finding answers to "How to do it?" will be discussed

directly.

DEFINITIONS AND VEREAL EQUIVALENTS

Basic Needs and Wants Meaning and Equivalents

a. Affection Giving and getting love and friend-
ship; concern or caring about others
and having others concerned or caring
about you. Verbal equivalents: love,
friendship, fondness, acceptance.

B, Respect Admiring or looking up to people and
having them admire and look up to
you. Verbal equivalents: courtesy,
recognition, honor, admiration,
esteem.

C. Skill Learning how to do things well and
feeling that you can do them well.
Verbal equivalents: ability, capa-
bility, talent, training.

de Enlightenment Understanding what things are and
what they mean; being able to use
what you know to do things you want
to do. Having a chance to learn
new things and giving the same
chance to others. Verbal equiva-
lents: knowledge, education,
learning, understanding, informa-
tion, wisdom. -

e. Power Controlling your own behavior and
(Influence) being able to make your own choices;

getting other people to do what you
want them to do. Having a chance to
be heard and to share in decisions
about you made by others. Verbal
equivalents: influence, leadership,
authority, decision-making, self-
directed.




Basic Needs and Wants Meaning and Equivalents

i Wealth Having access to the goods and
services you want, such as clothes,
entertainment, education, sports
equipment, cars, retirement, etc.
Verbal equivalents: goods, money,
income, property, service, helpful.

g. Well-Being Feeling happy and healthy; not
feeling in need of anything; not
being sick, worried, upset, unhappy,
or depressed. Verbal equivalents:
health, happiness, contentment,
energetic.

h, Rectitude Doing what is right; keeping promises;

(Responsibility) being honest, fair, and trustworthy.
Accepting as your own and living by
rules that protect the freedom,
rights, opportunities, and property
of everybody. Verbal equivalents:
honesty, fair play, justice, trust,
responsibility.

The basic needs and wants which Maslow (1968) and Rogers
(1969) hypothesized as a commonality in the human species can
be examined and seen as fititing into the list of universal
values Lasswell categorized. Although a list of universal
values is extremely useful in giving direction to curriculum,
the values dilemma is not settled. The key to the answers
being sought is teaching individuals how to value, not what
to value.

Providing the pupil with a means of identifying beliefs
and actions, of analyzing and exploring for himself, and of
making studied choices on the bases of consequences is to

equip him with a wvaluing process - a process that can lead

to personally satisfying and socially responsible decision-



making (Dunfee and Crump, 1974). Raths, Harmin, and Simon
(1966) have developed a model of valuing that is useful in
developing curriculum and in teaching (Curwin and Curwin,
1974).

In this model the total valuing process is described
as being comprised of three basic processes and seven sub-
processes. Unless something satisfies all seven of the
criteria noted below, it is not called a value. Collec-
tively the seven requirements describe the process of

valuing (Raths, Harmin, and Simon, 1966).

CHOOSING
1. A value is freely chosen.
2. A value is chosen from alternatives.

3. A value is chosen after careful thought of the
consequences of each alternative.

PRIZING

1. A value is cherished. One is happy with the choice.

2. A value is prized enough to be publicly affirmed.
One is proud enough of a value to make it public
and has no desire to hide it.

ACTING

1. A value is acted upon, not just talked about.

2. A value is acted upon repeatedly. It is a pattern
of life.

Value clarification is a process that helps students
examine their lives, goals, feelings, concerns and past

experiences in order to discover what their values are.



Part of the humanistic movement, it endorses study of the
self through an explicit, structured mode of self-inquiry.
Value clarification teaches students a process which they
can use to examine their own lives, to take responsibility
for their behavior, to articulate clear values and act in
congruence with their values. Value clarification does not
indoctrinate students in a predetermined, rigid set of
values (Curwin and Curwin, 1974).

Pioneers in the humanizing of education obviously had
"a-feeling-of-rightness" regarding the psychologists' work
and words. This made possible the model for the process of
valuing by Raths, Harmin, and Simon (1966) and the creating
of classroom practices by Rucker, Arnspiger, and Brodbeck
(1969). Soon to follow were the products which had been
inspired and created to help the teacher who wanted to get
it all together in the classroom. Thus, the classroom
teacher seems to have gone back into the business of edu-
cation: now available are the useful teaching tools for
personalized education; the alternative to a system that
was failing those whom it had been charged to help succeed.
And, this time the answers took into account "the whole
person," both his feelings and cognitive aspects as being

one system.



Statement of the Problem

The purpose of this study was to conduct a systematic
observation of the students in a classroom where the teacher
values personal growth for herself and students in order to test
the hypothesis: Students who experience self-image enhancement
experience gain in academic achievement. The decision to conduct
the study as a systematic observation and not as a scientific
evperiment was based on aspects of the investigator's self-
awareness. I know the person I am; the "control group" in a
scientific experiment would have been contaminated by me. My
philosophy of education, the way I perceive the role of teacher,
the commitment I have to the concept that the teacher is account-
able for the emotional as well as the physical climate in the
classroom, and a personal code of ethics would have made it
impossible to withdraw from one group the invitations extended
to four others. The "subjects" of the study were not to be
laboratory rats, ducks, or monkeys; I would be working with
human beings in a public junior high school.

Although there was no control group, this study was conducted
in a scientific manner. It is the opinion of this investigator
and others (i.e. Rogers, Raths) that personal observations by an
investigator and statements by subjects are valid evidence since
these data are primary source material. This type of investi-
gation, a combination of test scores and observable behaviors,
offers the advantage of obtaining a total picture of what is

taking place among the subjects during the time of the study.

The choice of a systematic observation was appropriate to

the topic, to the students/subjects, and to the teacher/

investigator. The empirical data will indicate how well
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the personal-growth activities and classroom interactions
answered the question, "How to do it?" for this group of
individuals. The study will help one teacher to understand
how well she did or did not use the material at her disposal.
The data will indicate how students saw themselves and
perceived others saw them. Students' openness and trust,
feelings of acceptance, and their feelings of belongingness

in a group may be indicated by the data.

Statement of Hypothesis

The following hypothesis will be studied:

Students who experience self-image enhancement
experience gain in academic achievement.

Limitations of the Study

There are several limitations to this study. The
primary limitation is the scoring about which generalizations
can be made. Five limitations to the scoring are important:
congruity, environments outside the classroom, adjustment to
the environment, absenteeism, and the investigator's expec-
tations.

A. Congruity

There is a weakness in this type of test (Appendix E)
which cannot be eliminated. Although invited to share their
feelings and assured that the score had no part in the quarter
grade, the investigation produces the data students want to
give - it may at best be looked upon as indicating, not

proving,
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B, Environments Outside the Classroom

There is no teacher control of the environment outside
the classroom. It should be realized that what happens to
a student in the time he is not in the classroom (at school
and at home) effects the action he takes in the "lab" class.

C. Adjustment

Change requires adjustment. There are several features
which seemed to bother a few students; even free choice of
where to sit, and with whom, is something they are not
accustomed to. Choices demand decisions and, unfortunately,
many students had previously been left out when it came to
guidelines for governance, what they would study in a course,
how a problem (of learning or behavior) could be approached,
nor have but a few of them been asked to do any self-
evaluation. A classroom in which the principles of affective
education are in operation is figuratively and literally a
"new school," and nice as it is, it does require a period of
adjustment before students are comfortable and familiar there.
To a few, "This test does not become part of your grade,"
was interpreted, at least by their treatment of it, as,

"Well then, I'm not going to bother." Several who exhibited
that attitude in the beginning did seem to change. I would
attribute the change in attitude to their personal-growth;
believing that the experiences they had with the many

"ungraded" personal-growth activities in the class were
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proof to them that "not graded" does not mean "not valuable
or useful, or meaningful."

D. Absenteeism

The students and I decided that make-up tests would be
given before/after school, or during their home room period,
whichever was most convenient to them. This included all
tests. Since the students knew none of the tests included
in the study were counted on their grade in the course, few
came to make them up if they had been absent on the day one
was given. The reasons for being absent, or not coming to
take a make-up test, are not easily pinpointed. However,
the reasons are not always as common as a bad cold, or as
tragic as the death of a parent. Drugs, family problems,
and late night part time jobs are also contributing factors
or direct causes. Through the Common Place Notebook entries,
verbal comments, and notes from the office I know that: two
students were hospitalized to obtain help for drug abuse
problems; several students were suspended from school at
various times for disregarding the school's no smoking rule;
one student had run away from home before the school year
started - when he was found, and returned to school, he was
frequently absent; as were the "late nighters" who had found
jobs in a pizza parlor, a radio station, a local movie house,
a catalog order house, an all night car wash, and with a band

that needed a singer. Working until midnight - or even later,
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it is easy to understand why they were often absent -~ and
always looked tired. A measure of independence has been
paid for by a loan from their educational fund. The girl
singer, at least, is doing something she says she enjoys
and wants to continue; the others say they are working so
they'll have enough money to buy a motorcycle or car when
they are sixteen. Perhaps when our educational fund offers
more dividends to the young, it will become more highly
prized than a set of wheels.

E. Expectations of the Investigators

It is recognized that the topic of this study is very
difficult to obtain accurate facts on. "Indicators" and
"facts" must be treated differently. Although several
instruments for measuring the self-image were examined,
these, with the exception of the P,V.I. (Simpson, 1973)
were discarded. It is the most suitable in terms of the
age group being studied; the questions asked, and the choice
of words seemed appropriate to the topic as well as to the
reading abilities of the population. It also has the advan-
tage of being quickly scored. In terms of realibility and
validity my expectations were high. The instrument has not
met that expectation. The results from it are not congruent
either with what I observed during the study, or with the
informal information and feedback which I received from

student whether written or verbally.
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I was knowledgeable of the problems which are inherent
in "self-report" data before the study was begun. Also, I
have read the results of studies which have shown that there
is a high tendency toward "negativism" in young people the
age of these. I have examined my handling and treatment of
the instrument, and am quite certain that no accidental
"switch" of pre and post instrument took place. I had already
set down A-D above before the results were tabulated. One
need not run the data through even a simple T-Test to see
that what is indicated is worse than the opposite of the
statement of hypothesis; and that is not a wvalid statement
of/on what I observed, or what the students said about

their experience.

Definition of Terms

Affective Education. A prescription for a certain kind of

interaction between teachers and their students that
emphasizes sharing, acceptance, responsibility and
interdependence.

Cognitive. Objectives which emphasize remembering or
reproducing something which has presumably been
learned, as well as those which involve the solving
of some intellectual task.

Emotional Climate. The general atmosphere in terms of

generating feelings of warmth and acceptance.

Evaluation. Determination of the worth of a thing.
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Formal Data. Scores made on The Perception of Values Inventory
and the subject area content units of Grammar, Paragraph
Development, Poetry, and Prose.

Learning. Progress in both academic pursuit and personal-growth.

Learning Community. The people coming together at one time to

the Observation Lab.

Personal Growth. Learning.

Personal-Growth. Progress in all skills which attend self-

awareness.

Personal-Growth Activities. Activities designed for active

involvement rather than passive receptivity. Activities
which provide opportunities for specific skill building
in such areas as decision-making, critical thinking,
creative problem-solving, communication, understanding
interpersonal relationships, self-motivation, self-
awareness, values clarification, and group/community
building.

Positive Focus. Focusing on the positive by finding strengths

and building on those strengths.

Self-Awareness. To develop insight into oneself.

Self-Concept. How the individual sees himself.

Self-Evaluation. An evaluation of oneself made by the

individual.
Sel f-Image. How the individual sees himself.

Self-Image Enhancement. How the individual sees himself has

become more favorable.
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Set. Pre and post test scores on the five instruments used

to collect formal data in this study.

Value Clarification. A process that helps us examine our

lives, goals, feelings, concerns, and past experiences

in order to discover what our values are.




CHAPTER II

REVIEW OF LITERATURE

Three broad areas of literature are relevant to this
study: literature exploring growth, development, and behavior
in individuals; literature concerning the process of self-
awareness, values-clarification, and personal-growth; and
literature suggesting ways to implement activities which lead
toward personal-growth through self-awareness and values-
clarification, what climate needs to be present for the
participants to receive the optimum benefits from the

experiences.,

Exploration Literature

Pride is often taken in the schools who turn out children
with some excellence in the mastery of skills in reading,
writing, spelling, memorizing, and other basic skills of the
same sort. The techniques of teaching and learning such skills
are seldom considered as involving all other human values and,
in turn, as leading to outcomes that touch upon all human
values (Rucker, Arnspiger, and Brodbeck, 1969).

Traditional schooling prunes branches and trains tender
shoots toward superficial aims, all the while neglecting the
nourishment of the roots, which hidden and silent, lie shallow

and small and struggle to support the full growth of the plant.
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Thus is the maturing plant robbed of the full realization of

the potentialities which were promised in the seed. The
problem is massive. Our schools are vast nurseries where
few trees are nourished at the root (Hawley, Simon, and
Britton, 1973).

For a long time, it appeared as though the schools
could succeed in skill transmission without giving explicit
concern to more than just the skill value for its own sake.
All the rest seemed to take care of itself. A time has come
when the pursuit of skill for skill's sake alone no longer
goes unchallenged (Rucker, Arnspiger, and Brodbeck, 1969).

While we are aware of the many influences peripheral

to the school which impinge upon the child's self, we
maintain that the school is a major contributing agent to
the malleable status of the child's conception of self.
Furthermore, we recognize our limitations in reaching parents
and other significant adults. We do not claim that the school
alone can do the job; in fact, the opposite is true. We
cannot deny, however, the importance of the school and school
personnel and the impact of these upon a child's life.
While teachers cannot control the student's total environment,
the few hours each child is in school are the direct respon-
sibility of the teacher (LaBenne and Greene, 1969).

There seems to be general agreement that the teacher

needs to have positive and realistic attitudes about himself
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APPENDIX F

VALUE CATEGORY CHART
Part I Part IITI
Value Category Questions Questions
Affection 4, 6 Ly 15
Respect S 4, 7
Skill 13, 35 6, 12
Enlightenment 1., A6 9, 33
Power (Influence) 9, 1X Sy A0
Wealth 3; 10 B; 11
Well-Being 8, 14 2y 14
Rectitude 2y B 3y A6
(Responsibility)
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APPENDIX H-1
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APPENDIX H-2
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APPENDIX I-1

TALLY SHEET
Class Period 3
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APPENDIX I-2

i TALLY SHEET
Class Period 3
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APPENDIX J-1

TALLY SHEET
r}_“-;I‘.as__s_ Period 6 . S . s e = )
1 GRATTAR JPARAGRAPH LEV| POETRY ! PROSE

PreiPost|Dif¢€ Pre.}_l{pgghgiff. PrejPostiDifflPre|Post]Diff
20 21 +1} 1 6 {+5 ] 1 10 | +9 ] 4 6 | + 2
42:% Isor 4 40 5 5 |-—-— 412 | 20 [+8 ] 8 g b esa
30 52 +221 5 5 | — 1 5 19 | +14 } 7 g Izl
2 20 +181] o il E A B 9 {+8 ] 1 5 |+ 4
30 34 + 47 4 5 1+11 9 13 32 ¥ 6 > fig 3
43 47 4 4 142 ] 3 21 $ 418 § & ¥ Y@
51 55 344 15 & 411 @ 19 {+11 { s § e
- 7 e
26 30 5 44 2 4 1+2% o 12 L4123 § 5 8 | + 3
" . -
29 50 +211 3 § 14351 5 17 | +12 { 5 6 | +1
37 40 + 3] 4 6 |+2 1 3 21 | +18 ] 5 6 |+1
25 38 #1371 4 6 {+21 3 wisz 3§ a s L& 2
" - i_—-—-
22 36 +14] 3 2 s 13 3 9 |+61 6 g6 | &2
J L
]
+
——— PO SRS (LA S SR SR A £i b 0 e
i e {F ’ I S [N [ 1 4
L 1
. ¥ . 1
1 ] r
— 1. ¥ 3 H ] i __q|_ A, e




e ————eSSSSERRRRRRRRRSSETTT

87

APPENDIX J-2

TALLY SHEET
Class_Period 6 e O g dB W
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TALLY SHEET
Class Period 7
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APPENDIX L

ERA ADJECTIVE RATING LIST

(COPY)
Name

Hour Date

DIRECTIONS: This activity consists of fourteen adjectives.
For each adjective mark the blank to the left
of the adjective under "Self"

(1) if the adjective AIMOST AIWAYS describes you. (1)
(2) if the adjective VERY OFTEN describes you. (2)
(3) if the adjective OFTEN describes you. (3)

(4) if the adjective OCCASIONALLY describes you. (4)
(5) if the adjective SELDOM describes you. (5)

(6) if the adjective RARELY describes you. (6)

(7) if the adjective ALMOST NEVER describes you. (7)

SELE OTHER
In In This In In This
General Class General Class
A B A B
1 e 1. FRIENDLY T 1 /i
2. 8 2. AGGRESSIVE 2. 2.
% 3 3. CAUTIOUS 3 3.
4, 4, 4, SELF-CENTERED 4, 4,
By 5. 5. CONFIDENT 5. 5+
6. 6. 6. APATHETIC 6. 6.
T 7 7. CONSCIENTIOUS 7. T
8. 8. 8. SUBMISSIVE 8. 8.
9. o 8 9. ADVENTUROUS 2 9.
10. 10. 10. BORED 10. 10.
13 11, 11. DEPENDABLE 3 5 1x.
12. 12, 12. SHY 12 12.
13, 135 13. EFFICIENT 13, 135

ENTHUSIASTIC 14, 14.




21

Now pair with another person. Fold the "Self" columns back
so that they can't be seen and trade papers. Guess how
your partner rated himself for each adjective. Record your
guesses in the columns to the right of the adjectives under
"Other." After both have finished, compare the guesses with
the actual self-ratings. (The class may like to share a few
"I Learned ..." statements after the pairs have had an

opportunity to discuss the activity.)




APPENDIX M

MOORE'S SENTENCE STEMS

I felt successful when I

I realize that

I was happy when

I found it helpful

I thought opportunities for interaction among members of

the class

I thought the opportunity to share

The pre-test in each unit has helped me realize

That I sometimes get to work with a partner

I think the small group work

I'm especially glad the activities we'wve had included

My goals for next quarter include
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APPENDIX N
MOORE'S SELF-EVALUATION FORM

FORM: QSSE

— e SNumhe
(COPY) Hour

Quarter

INSTRUCTIONS: After each statement, mark an "X" on the number
that best describes you in this class this quarter.

KEY: 5 = Almost always
4 - More often than not

3 = About half the time

2 = Once in a while

1 - Almost never

e
.

I.-.
1. Treated others with kindness: 3 45
2. Listened while others expressed their point
of view: 1. 2 3 455
3. Respected the rights of others: 1 2 3 45
4, Gave full attention to the focus person
during focus activities: 1. 2 3 s
5. Avoided use of "killer statements:" i 2 2 4 B
6. Encouraged others to share and exchange
thoughts and feelings: & 2 3 4 B
7. Made positive contributions during
discussions: 1 2 3 4 5
8. Offered my ideas during small-group work: i1 2 3 4 3
9. Tried new ways of learning without putting
them down as "dumb," etc. i 2 3 4 5
10. Attempted to make at least one new friend
in this class: I. 2 3 % &
11. ZXnow the other students' names and use their
names: 1. 2 3 4 5

12. Accepted and did my fair share in group work:1 2 3 4 5

13. Asked for help when I needed it: 1 2 3 4 5




14,

15.

16.

2 BT 48

18.

19,

20.

21.

22,

23

24,

25,

26.

27,

28.

29,

30.

94

Am proud of my actions and behavior:
Am proud of the assignments I completed:

Listened carefully to oral directions the
first time given:

Read directions carefully:

Attempted assignments:

Completed assignments:

Turned in assignments:

Brought "on-going" assignments to class:
Accepted responsibility to utilize the time
given to fit my needs during individualized
units of study:

Allowed others to use class time to reach
their goals during individualized units

of study:

Accepted the responsibility to contribute to
guidelines the class was asked to establish

for group activities:

Followed the rules established for "going
outside the room:"

Was considerate of classmates when they
chose to "pass:"

Analyzed my needs; set goals and attempted
to meet them:

Felt others accepted me as a person:

Shared honestly or else I used my right to
"pass:"

Felt others could depend on me to help make
this a pleasant and productive learning
community:




