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10 INTRODUCTION |

C ‘Rabmdranath Tagore sdid once' “The bn‘th of every chlld isa 51gn that' -

“ . ;God 1s not yet despalred of the world ” Every time - that a child is born
. fGod afﬁrms I-hs falth in hnmanlty, in-the- parents and 1n the family to

{Whmh God is glftmg the chﬂd and 1n the Chﬂd ltself as a source of hope. AI

'irhuman bemg 1s God’s masterplece on earth endowed with mind that‘

: ) thmks plans and orgamzes 11fe and envnonment to meet hls/her needs.

h ;".He/she has the freedom to make chmces Human belngs use their. power

i "A',,:-':-‘-'Of reason and natural skllls to. fashlon the1r hves to the fullest extent of A

j;’thelr capa01t1es “The thmkmg engaged in. by human is vastly different

o ;;,_,:'-than that engaged 1n by animals. We funcnon by free ch01ce rather than

o L _by rote 1nst1nct Our range of p0351b111ty knows no hmlts We are free to

RN ‘:learn glow experlment and meate” (Staple 1999 p- 69)

T Meanmg is our basm need In fact 11: is more basw than all our basic

S needs It i 1s hke the ait we b1eathe The moment we fall short of it we feel

o ﬁ suffocated and We pensh Victor Frankl (1 998) is of the view that “man’s

T search for. meanmg 1s a pr1mary force 1n hlS life and not a secondary '

R ratlonahzatlon of 1nst1netual dnves Th1s meamng is unlque and specific

S 1n that 1t must and can be fulfilled by hnn alone only then does it achieve

a 51gn1ﬁcance whlch Wﬂl satlsfy h1s own wﬂl to meamng”(p 90). In the

- 11ght of the meanlng, human bemgs make serise. of thelr lives. It gives a

' o )sense of identity because it 1‘llum1:nes Who human bemgs are and points



. out how one fits in the entu‘e scheme of thrngs Meamng assists us to

' ,1nterpret the World and express ourselves in. ways that are understandable

to. every one. It helps us to set the rules, norrns and convent1ons by- whrch
our somal life is ordered and governed To a large extent our meaning

maps and shapes an 1dent1ty and character ‘

;Nature has placed mankmd under the governance of two sovereign
‘masters- pain and' pleasure (Vann 1960) People do . more to avoid pain

':than they will to galn pleasure Smce human beings have the capac1ty to

thrnk and succeed in hfe they have to l‘lSk rejectlon and rejection is the

: ultnnate level of pam Pam and pleasure together govern us in all we do ,

| j | m all we say, in all we thmk The prtmmve man ‘when faced with adverse
. l 51tuat10ns had to choose between two alternatlve courses of actlon and in

i‘.f,‘;thrs he was gurded by a sense of value by a sense of What is good as

5 ';.;E'drstlngmshed from what is. not useful The. dlscrrmlnatlng power of a

human bemg 1s capac1tated by hls/her Judgement His/her value

:’: ;"‘Judgernent enables hnn/her to choose between alternattve courses of

’ ‘-" behav1our and solve conﬂrcts by acceptrng standarcls and demands that
‘:‘:.control hlm/her from beyond It grves hrm/her 1n seekmg goals that are
o ;‘.not merely adapttve to the external bto socral srtuatron but also to the

L transcendent , s1tuatton " or system rof whrch he/she _recognizes -

: hlmself/herself as an, 1nteract1ve 1ntegra1 part The awareness utilization

s ”,‘:"'and transm1ss1on of value are untquely human and linked with the social
evolutlon of man Human values are endurmg, _long—tenn goals that have
’:emerged in. man ] evolu‘non drrectmg and regulatmg his behaviour
;!};adaptatlon The enttre development of man as a spec1es in its variable

. fenv1ronrnent.1s dn ected by value system, _experlence and learning,.



o _“The norrnal procedure for teachmg values covered serrnomzmg or

-‘,procedures for teaching _value through religion: or through other

-~ community modes of communication, through. reading moral stories and

" other literary form, through activities li.ke ‘spoi"ts_,~ games, fcultural: activities

 and'so on” (Jangira, 1985, p. 20). B

| ‘To orient young people in the rrght path and to dlrect therr behavrours
- with good qualities they need Values Values are the rneans by which

,‘ people steer themselves through hfe They are the basis" of our. demsrons '
: and chorces because they are born out of that cravmg for happmess which .

- lies’ deep’ within every human heart (Bandrste 1999 Sasﬂ(ala and

. Ravrchandran 2007) Hence we need Value orientation for our chrldren in

f schools o strengthen the1r values 1mt1ally acqurred ﬁom their parents and

" later from teachers peers med1a and. socrety These Values ‘may also be

- derrved from rehgrous phrlosophreal pohtrcal teachmg and usually they

- have an nnportant 1nﬂuence upon the development of the society

o R -concerned prov1dmg gurdehnes for the emergence of: crvrhzed pattern of

) ,behavrour

1. 2 Value Orrentatmn Process B .

| - 'Accordmg to Raqut (2003) value orrentatlon isa gradual process It starts
Hfﬂ‘Wlth value: awareness followed by value appralsal whlch leads to selection
""'whrch generates Value commrtment leadlng to value actlon Value
: ‘jccmmrtment has to ‘be reafﬁrmed frequently Value orrentatron process

:i has been graphrcally presented in, ﬁg l 1 on page 4.



Fig. 1.1 Value orientation process

Source: Journal of Value Education, July 2003, NCERT

Education as one of the sub-systems of a society can contribute towards
developing values which would help the students to develop their value
orientations. Before stating the definition of value, it is necessary to

clarify the meaning of two terms namely moral education and value

education.



12 MEANING OF MORAL EDUCATION AND VALUE EDU -
~ CATION -
124 'MORAL EDUCATION

- The word moral 1s denved from the Latin word Mores whlch means

custom manner conduct’ The word - moral’ is used in two senses:
, :.ﬁrst in the evaluauve sense that is an actlon is Judged as rlght or wrong
_ E,Second 1n the descrlpuve sense that is to. do w1th nght or wrong When

" we say anythmg about moral educatlon moral is used in the first sense

. and when we speak about moral development it 1s used in the second.

- .sense (Sen 1988). l,n the Ancient perxod both Buddhlst and Medieval,

'mcnal edueauon Was part a.nd parcel ‘of rehglous educatlon The post-

RATRY mdependent Indla has a dlfferent and varzed hlstory as far as: edueatlon in

E . ‘?'V.human values is concemed By the Constltuuonal comm1tment India as a

' secular country, has exeluded moral educatmn/rehgmus ecluca‘uon from

Al e

: govemment However some of the schools m Indza prov1de eduoatlon in

human values under the title of moral educatlon

o 1 2. 2 VALUE EDUCATION

' 4Kluckhohn and Strodtbeck (1961) deﬁned value orlentauons (as cited in

* Smith, 1976) as "complex but deﬁmtely patterned pr1nc1ples which give -

o order and dlrec‘uon to: the ever—ﬂowmg stream of human acts and thoughts

as they relate to the solution of common human problems Whereas
“value educatlon is w1der prac‘ucable and adoptable ‘than religious or
" moral educat1on as no- specific falth or rehgmn is reﬂected through
, jethlcal, moral,_:somal oultural andlspmtual va‘luesigGupta,v 1988). 1t alms at

' training the young in the entire- realm- of values- -physical,' emotional,



mtellectual aesthetrc democratrc serentrﬁc social, moral and’ sprrrtual

1rrespect1ve of one s practice of any rehglon '

1.3 THE CONCEPT OF VALUE

The concept Values was ﬁrst used by the German Phrlosopher Frrednch 3
-‘ \Nrtzsche in 1880 He- used the. Word Values 1n plural to denote moral
"';:behefs and attrtudes that were personal and subjectrve (Karla, 2003) The.

) zword value 1s derrved from the Latm root Word valere which means to be

n _ “\' :‘Worth to be strong (Ignacrmuthu 2002) Value lrterally means somethmg

‘that has a. prlce somethmg precrous dear and worthwhlle Hence' ‘.'
- somethmg one is ready to suffer and sacrrﬁce for 1f necessary, one is -
.A.even ready to .die- for it. Values are abstract standards representrng an
. ideal.. Values mfluence choices and provrde a framework for hfe goals..
They are largely culturally orrented and are formed through the examplei

f'fff‘_of others (modelmg) Values may be Vrewed as 1nd1v1duahzed sets of -

rules by whrch people hve and are governed They serve as the”

,. "r-cornerstone for belrefs attrtudes and behavrours Cultural values are '

‘often acqurred unconscrously as. an mdrvrdual assrmrlates »the culture

BT therefore have a pervasrve and profound mﬂuence on the 1nd1v1dual

Values aré a: umversal feature of all cultures although the ‘types and

g expressron of Values drffer wrdely Norms, the rules by whrch human '

v behavrors are governed flow from the cultural values of the group

: '-'mvolved Norms often provide. drrectlon for lrvmg up to values. Values

- fand norms are learned in ehrldhood along wrth the suitable behaviours-



.that reflect them. Values serve many functlons Potter and Perry (1985)

lrst six sueh functrons

il ()ne S percepuon of others-is - mﬂuenced by values 2. Values direct
- .person s responses toward each other 3 Values reflect a person s identity
and form a basis for self evaluatlon 4 Values_serve as the foundauon for
a person s posmon on Varlous personal ‘ erofessiOHal soeial political,

and phrlosophlcal 1ssues A 5. Values whrch mouvate behavror are

" ?'v“;’-fexpressed through feehngs acuons _ and the knowledge a person

. "‘flpursues Values' are goals toward whlch behav1our is dlrected 6. Values

R Fgive meanmg to *llfe and provide self—esteem |

L 3. 1 DEFINITIONS OI‘ VALUE
- ‘,}'John Dewey (1948) views value as (as crted in Aggarwal 2005) “The

- Value means prrmanly to prrze to esteem to apprarse and to estimate. It

7 means the act of chemshmg somethmg, holdmg it: dear and also the act of

© passing Judgement upon the nature and amount of values as compared

Wlth somethrng else

Edger Brigihtman (1 978) says (as, ci‘red in _Saehdeva,' 1993) , “In the most |

elernentary senSe“ value means 'Whatever is -actually liked, prized,

| esteemed desrred approved of enjoyed at any time. It is the actual

i ‘experlenee of enJ oymg a desued ObJCCt or aetrvrty

R Rokeaeh .('19'73)“‘"dleﬁned “Value as an enduring’ belief that a specific

mode of conduct or end-state of existence: is personally or socially

B preferable to an’ opp051te or -converse mode . of conduct or end-state of

- existence”(p. 5).



According to Prof. C Seshadri (1 992)_va1ué (as cited in Aggarwal, 2005)
“refers to -objects that human l‘)"’e’in“gs -"eonsider‘ desirable and worthy of
pursult in their thoughts feelmg and actions. These objects may be
material or abstract quahtles and State of mmd and heart hke truthfulness
happiness, - peace Justlce In any case they function as 1deals and

standards and govern human aetlons

Kireet Joshi (1997) explained (as. cited in' Aggarwal, 2005) “Value” in
}” these vyords, “This word Value as under'stood in the cont"extof ,edueational
. philosophy, refers to those desirablei'ideals aﬁd goals which'are intrinsic in
a deep sense of fulﬁllment to one or many or all parts of what we eons1der
to be the hrghest elements of our nature In a sense, it may be sa1d that the
‘ word value is bas1eally mdeﬁnable smce /it denotes a fundamental

.Iv'

- category and it is ztself the lughest gemus of the category
7 | L. 3 2 CLASSIFICATION OI‘ VALUES
L l 3.2.1 Igna01muthu (1995) cla531ﬁed values broadly under four headmgs
“namely, ‘ L _
1 Personal values They refer to those values Whrch are desrred and |
: Jcherlshed by the 1nd1v1dua1 1rrespeet1ve of his or her social
. :" _;relatlonshlp, unpelled by ‘his- or her own motlvatron The 1nd1v1dual
Zdetermlnes hls/her own standards of . achlevement -and attams these

- ,targets Wlthout exphclt 1nteract10n w1th any other persons For -

o {i example cleanlmess d1gmty of labour honesty, regulanty and

R l".ipunctuahty, self-conﬁdence self—motlvatlon efc.



2. Sdcfal values : They refer to those values which ‘are other oriented.
‘T’he’se values aré cherished and 'pracﬁced 'b'ecause'é'f ouf association
w1th others. Unhke personal values the practice of social values

' inecessuates the. mteractmn of two or more persons 8001al values are

S practiced I in relation: to our nelghbour commumty, society, nation and
the world For example ‘concern for env1ronment accountablhty,

;dutlfulness justice, cooperatlon love fr1endsh1p etc ‘

‘ .‘:3.}Moral and Splrltual Value: They refer 10 those values which are
:‘related to an md1v1dua1’s character and personahty conformlng to what
is nght and Vlrtuous ThIS is related to prmmples of conduct and

N practice. of duties. Mmal and spiritual values’ 1eveal a person’s self

“ o control self purlﬁcatlon and knowledge Qulte often moral values
" deplct a person s spmtual convmuons since morahty and spirituality
: ‘go hand in hand. For example loyalty, truthfulness obedlence non-
| v101ence compassmn etc. - B )

4. Behavmural Values: They refer to all good manners that are needed
to make our life successful and j joyous. "They dre those values which
we exhlblt by our conduct and behavxour in our daily life. For example-

A good manners.

1.3.2. 2 Rokeah (1973) clas31ﬁed Value 1nto two types namely,

1. Instrumental values .

Ihstrumental values are subjective 1n nature and are based on the principle
of utlhty;’ Values which" are . Judge_d ,goodr for something, that is, their
"\}alues_ar‘e 'dependent on the ebueequenc'es or-the eu‘teomes. For example,

houesty, discipline, sympathy etc. |



2. Intrmsnc values _ A

Intrmsw values are values which are Judged, not for somethrng else but in
o and of themselves These values are inherent, self~conta1ned and complete
in themselves They do not depend upon anythmg external. They are
’ : judged good not for somethmg else but are good in and of themselves.
They are not aeoldental but are. self-contarned and normal For example,

-truth beauty and goodness are 1nherent values -

11 323 Nazareth M.P. (197 9) has classrﬁed values as follows:

Personal Values » » A

Personal values refer to those Whlch are plactrsed by the md1v1dual

' Aalone 1rrespeet1ve of hrs social- relatronshrp, for example excellence
¥ Propelled by his own motrvatlon the 1nd1v1dual determines his standards
and achrevements and, can attam these targets Wlthout assrstance from
any persons Personal values are cleanlmess, drgmty of labour
, “‘punctuahty, _honesty, dtlrgenoe honesty, apprecratton victory, - fortitude,

’ ‘courage matunty, self- rehance ambmon excellenoe and hope

Neighbourly values | |

Unhke personal values the practrce of nerghbourly values necessitates the
| mteractron of two or iiore persons for example patrenoe Though one
can practlse patience. w1th oneself essentrally the value is best actualised
by exercrsmg oalmness and tranqurhty with - another or with. others.
Neighbourly values -are dutiv'ﬁll;les.s»,r courtesy3 gratitude, tolerance,

freedom, Toyalty, thirft ete.

0



The commumty values - o

Commumty values entail the" complex1t1es of w1der interactions between
groups of people for example brotherhood Brotherhood could be.
prachsed md1v1dually Wlth one s 1mmed1ate nelghbours However the
| »essence of the mtemahzatlon of the value presupposes a posmve brotherly

_attltude towards one's commumty, somety and nation, expressed in the

: concrete commencmg thh smaller groups and fannmg out to embrace

wider | ones. Commumty values are Jove, team spmt accountablhty,

| serv1ce dxalogue forgweness sharmg, sympathy, hosp1tal1ty, justice and

- 'non- v1olence

ii 1 4 APPROACHES TO VALUE EDUCATION

There are two appwaches to value educatlon namely

A 1 4 1 Tradmonal Approach and
L 4 2 Modern Approach

141 The Tradltlonal Approach

| ';'Raths Hamm and Slmon (1978) have advocated, he followmg tr adltlonal

- o approach for helpmg ch1ldren to develop values They are:

vzf;_a) Settmg an example Either dxrectly, by the Way adults behave, or

o mdlrectly by pomtmg to good models in the‘ p t or present

N fb) Persuadmg and convmcmg by presentlng at "ents and reasons for

thls or, that set of values and by pomtmg fall 1es and pltfalls of other

sets of values

§ :fc) L1m1tmg chmces By g1v1ng choices only among values we accept

such as askmg ch1ldren to choose between helpmg Wash the dlshes or

helpmg clean the ﬂoor

S



d) Inspiring by dramatics or v, emotional plays for certain values often
o accompanied by model behaviour associated with the value.
.. €) Rules and regulations':» Intended to contain and mould behaviour until
- itis ‘unthinkingly accep'ted as right as through the use of réwérds and
pumshment to reinforce a certam behavmur |
) f) Cultural or Rehglous dogma presented as unquestioned \Vlsdom or
prmc:lples, vsuch\. as ‘saymg. ‘that some’ghmg should be beheved because -
our ‘pe'oplé ’h‘ave always‘ doﬁé it t’his> wﬁy o |
g) Appeal to conscxence The smail voice that we assume is within the
heart of every one, often used both for arousing of feelings of guﬂt ifa
person's conscience. fails to suggest the "right" way. For example,, |

- telling a child that he should know better or that he shamed his parents.

‘ 1 4.2 Modern Approach
| Accordmg to Charles (1999) there are four apploaches that can be uscd in

imparting value education. They are.

1.4.2.1 The direct approach or ‘the direct pedagogical input (D.P.T)
‘ Approach: | | | ‘
‘The dlrect approach or the dlrect pedagoglcal input (D P. I) approach is the-‘
~ most widely used approach to value education. Tt believes in values being
’ 'taﬁght‘ rather than being "caught". This‘} approach stresses mainly on the
~ cognitive domain of the individual and' is specially used in the lower
classes. Some of the teaéhing techniques of the direct approach are lecture
cum diécuséion, use of énecdo’ces, use of stories / parables, dramatization

“ete. ,

12



1.4.2.2 Integrated Pedagogical Paradigm

Direct value preaching and teaching can be less effective, for it involves
talking down to children rather than talking to them and with them.
Besides value education is more effective when it is imparted not merely
through separate value education classes, but rather in the context of the
learning experiences to which the children are exposed and through a
process where values can be spontaneously incorporated into the content
of various subjects of the curriculum. Such a process is made possible by
the integrated pedagogical model (Duminuco, 1993). It has 5 distinct
steps:

1. Context of Learning, 2.Experience, 3.Reflection , and 4. Action
5.Evaluation

Diagrammatically it could be represented as:

Figure 1.2

(Diagrammatic representation of Integrated Pedagogical Paradigm)

1. Context of Learning

In order that the teaching-learning process is truly meaningful and

effective, it is essential that the teacher is aware of the context in which

13



learning is to take place. This includes kﬁoWledge of the previously
acquired concepts. The real context of . students' lives, the socio-
economic,' political and cultural context and the institutional climate of the

a | school.

2. Experience

The content of a ‘cur.ricﬁlurh_ is. fto' be imparted through various
“experiences'. Learning is concerned with gromh and -every learning
experience is meant t‘ov..he»lp a 'persoﬁ grow. This type of learning
experience, wlﬁch the stident EﬁcijUﬁférs and receives, will determine '
how he/she grows. Ihtégra‘.-te‘d ﬁédagogy ‘ e'ncoufages the prbviding of
' difeét -experience's in the teachin’g _learﬁiﬁg_process, through techniques

like simulation games, role play, discussion, dramatization etc.

: 3. Reflection ‘ o
The term reflection is defined as "a théughtful reconsideration of some
"subject matter, expérie’ﬁce, ided or purpt)sé, in. order to grasp its
significance more fully. In other Wofdsv', reflection is a process whereby
we s_eek meaning to our learning experiencés‘.” Duriﬁg reflection, the
understanding,. the imagination and the feelings are used to c.apfure the
meaning and the essential value'b’f What is being studied, to discover its
. relationship with other aspe‘cfts of '_kncl)\twledgve‘, and human activity and_to'

: appreciafe its implication in the 'onQ'going search for truth and freedom. In. -
other ‘words reflection is a process ‘whéreby we seek' meaning for our

learning experiences.

14



4. Action

Action can be Dest deséribed, as "the ‘external manifestation of internal
human growth hased on the experience that has been reflected upon.” This
interior growth implies a growth in 'po:sitive attitudes, the ability to make
decisions oneself, to jclarify» oﬁé’s- "priorities to >personaHy app‘ropriaté
© some truth or skill and specially growth in compassmn and commitment
to others: This 1nter10r human - growth eventually manifests itself

exteriorly.

5. Evaluaﬁon
Evaluation is an ihtegrated appmach that goes béyohd academic
“evaluation. It includes non-academic evaluation as well, in terms of a .
student’s all-round growth as a p‘érs(m for others - in his beliefs, attitudes,

values, priorities and actions.

1 4 2 3 The Critical Inqulry Approach (CIA)
Value educatlon should ideally - begm w1th Critical Inquiry of values.

Aocmdmg to John Dewey, "the task of value educatlon is to help children
~ discover what is right through constant critical i mqulry and thus harness

- their inherent energies for the pursuit of sound values."

Value inquiry is undertaken by the child, with thé help of the teachers..
~ While doing so, the right and valuable is percéived by the child and is
~ automatically accepted and followed since it constltutes the solution to a
' problem that the ch11d ‘seeks to solve, Teachmg réasoning sk1lls rather

.than merely exposmg our children to ¢ontent in the values, is therefore of

s



crucral nnportance Students once furmshed w1th reasomng SklllS would

then put them to use in the real World

'The cr1t1cal inquiry approach helps students to clarrfy the nature and
consequences of the Values and to become thoroughly committed to these

- values. Among the techniques that can be used in the Critical Inquiry

'Approach are the Media Approach, the Slmulatron Model, the

| Junsprudentral Inqun'y and the Value Analys1s Model (Charles 1999).

142, 4 The VTotal' Atntospheric Ai)proach (TAA)

In this approach a deliberate and planned attempt 1s made to infuse the

entire atmosphere of the school ‘with the spirit of. those values, whlch we |
deem are 1mportant and essential, to 1nculcate 1n the students. It is
‘beheved that this approach acts as the necessary mtermedra;ry reﬂectwe‘
' stage,-m the _teaching, learning process, between - the dispensation and
acquisition of knovt/l'ed'ge and skills ‘on the one hand and the action- -

| response-reaction stage "on’ the other (Charles, 1999).;

*Accordmg to thls approach the three major areas essentlal to value

‘ mculcatron are:

1) The Curticular Programme,
. 2. The-Co-curricular Activities, and -

3. The ‘personal examples set by the staff .of the school -

16



Total Atmospheric Approach to ,Valtw Edﬁcaﬁon

“School Atmosphere

Personnel =~ - - ~ Activities
(Principal and Staff) - = .
CA‘li-xr'rjic'ixlar - ' Co-curricular
~ Activities |. Activities
(Siibj“ecfs-, \%fork‘ (Students council, -
experience) = - Celebration, Excursion Field

Trips, Club sports, games etc.)

Figure 1.3 : Total Atm‘osi)liefic Approach-

1.42.5 THE VALUE CLARIFICATION APPROACH
The concept of value cl-ariﬁcationi was coined by L.E. Raths, M.F.
~ Harmin and S.B. Simon in 1-'96,6." Thi‘sjappréach aims at explaining the
Vproc‘es's of -acquisition bf va'lues:of children. Giving their idea of value as
well as assumptlon that underhes the1r value theory and teaching
- strategies Rath et al. (1987) Wr}teA "there is an assumption in our value
| theory and the teaching strategies that grow from it that humans can arrive
at vélﬁesby an intelligent procéss of choosing, prizing .énd beha\}ing. At
least we assume that humans can arrive at something via that process, and -
w1th some support in the 11terature we prefer to call that something
values " Raths, Harmin and Slmon (1987) deﬁne a value (as opposed toa
_ belief or attitude) as an area Qf our ..hves, which meets seven criteria.

These are described below under the heads Choosing, Prizing and Acting.



A.Choosing
E '1 Choosmg freely
‘Valumg process mvelves choosmg freely, not as a result of pressure from
authorlty If there has been coerc1on the results are 1ot hkely to stay with
us for too long, especmﬂy when we are out of range of the source of that
coercion. If a person feels that a value has been aetxvely and freely
selected, the : more he is likely to feel that 1t is eentral to h1m
2 Choosmg from alternatives N |
Valumg process involves consxdermg alternatwes before a choice is made.
The more 'alternatlves are open to us ;n a choice situation, the more likely
i we are o ﬁnd .somethihg wefuﬂy Value | When we approach an issue by
bramstormmg possible options, for example we increase the likelihood
- _that a valie will emerge.” _
| 3. Choosmg ‘after thoughtful consxderatwn of the consequences of
. each alternatlve | _ ‘

- Valuing 1nvolves carefully examing the consequences of each alternatwe
- For a value to gu;de persons’ lives intelligently and meanmgﬁﬂly, it must
:, emerge in a';'context of undersfahding. Only- when- the consequences of

each of the altemati{zes are considered and,u‘nderst'o‘od there is a choice,

and not wher indulged in imioulsive or theughtless behaviour. |
. B. Prizing . | o o |
4. Prnzmg and cherlshmg

When we value something, we prlze it, eherlsh it, esteem it, respect it and

. ‘hold it dear. We are happy with our ivalue_s. We Judge them positively.
5. Publicly affirming |

18-



When we have ch’oéén freel'y" affef informed consideration of the
alternatives and when we are proud of that choice, we are w1111ng that
~others know our values. We are wﬂlmg to share our conthlons with
others, standmg up for what we believe, to voice our opinions to publicly
affirm our position. |

C. ‘Acting

6. Actmg upon choices

When we have a value, we believe 1t should show up in aspects of our
hvmg, in our behavmur. The persogwho talks about something but never
does anything about it is acting ﬁ'bm sométhing other than a value.

7. Actmg with a pattern, Repetmon, and consistency

Valumg involves acting repeatedly and mcorpmatlng the behavxour in the
life of the person. Values tend to be persistent. They tend to show up as a

pattern in one’s life.

1.4.2.6 CRITICAL PEDAGOGY

 Introduction ' '

- Freire through his work in the shums of Brazil began to cbnéeptualizé a
procvessr of consciousness raisingleadihg towards a dynamic concep‘t 6f
liberation and“rcov{za;rds What he refers to as “moral complete humanness”.
The product of this process he éalls ‘conscientizacao’, ‘or a degree of
bdnSciousnéss m which :indi\fidua‘l are able to. see the social systeni, they
ére able to understand the resultant céhtradict’ion_s in their own lives, to
generalize those contradictions to others around them & to vtransform
society with others. Freire describes ‘conscientizacaio® as a process_'of

becoming more fully human, a 'devélopmeﬁtal process which can be

- 19



divided mto these drstmct stages namely Maglcal Naive and Critical

Conscrousness

i Maglcal ‘or seml—Intransxtwe Consclousness

Individuals at this first stage of conscxousness are trapped by the “myth of
natural 1nfer10r1ty ” “They know that they do things, what they do not
know 1s that men’ s actions are transforrnmg ”? [Freire, 1972, p. 30] It is
thls sense of impotence whlch prevents individuals from .naming their
' problems in dehumanizing terms, which ties them‘ to magical
explanations, and Whiehjlirn_its thelr activities to passive acceptance.
. Rather than resisting ‘Aor vchangi'n.g t}_ie reality in which they ﬁnd
themselves, they conform to 1t Magical consciousness is characterized by
: fatélism, which leads men to Afe_ld theu arms, resigned to, the 'irrlpossibility
of res’isting the power‘.'of facts ( vFreire, 1973). Two levels of responses can
be defined as characteristic of ' the narﬁing aspect of magical
conseieﬁsne’ss: Problem denial and surifival problems.’ At the problem
denial level, individuals either ererrly:deny"ihat they have problems, or

they avoid problems by locatihg them in another time or place.

“Men. of .'semi-intransi'tiVe corrsci-oesness cannot apprehend problems
situated outside their -sphere or biolog'icaly necessity. Their interests center
almost totaIIy around survival, and they lack a sense of life on a more
historic plane In this.sense onIy, semi- 1ntrans1t1v1ty represents a near
'\ ‘dlsengagement between men and thelr existence” ( Freire, 1973, p.17). -
Again this aspect of maglcal consciousness is characterized by two basic
~orientations: attributing facts to supemor-. powers in order to explain why-

~things are as they are and a simplistic view of causal relationships. Freire
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says: “Magical consciousness ... simply apprehends facts and attributes to
them a superior power by which it is controlled and to which it’?"mvust
therefore submit” (Freire, 1973, p. 44). “Men confuse their perceptions of
the objects and challenges of the environment and fall prey to magical
explanations because they cannot apprehend true causality” (Freire, 1973,
p.17). Behaviour typical of this stage of consciousness is that individuals,
while continuing to rely on magical explanations, will see simplistic

causal relationship.

Once individuals have denied they have problems or defined their
problem exclusively in terms of survival “facts” once they have analyzed
the situation and discovered a dependence on God, nature and the
oppressor, their logical course of action is to resign themselves to the
situation, conform to things as they are, and wait for things to change.
This resignation and acceptance are easily recognized in statements such
as “There is nothing we can do.” “We must wait for the patron to return.”

“This is the way things are.”

ii. Naive or Intransitive Consciousness:

The move from magical to naive consciousness is a move from
conforming to the inevitable facts of life, to reforming specific aberrations
in individuals within a basically sound system. The contradiction which
the naive individual faces is between an idealized system which should
work, and specific relations of that system by evil or ignorant individuals.
If those individuals could be made to “reform” their ways, the system

would function perfectly.



Individuals over simplify pr’obléins by attributing the .causes of
“ individuals rather than to the system itself. ' Their explaﬁétions are fanciful
‘in that they try to understand the- deIdual apart from the system in
which they operate and this ultlmately leads to arguments which dissolve

 in the face of reality.

Individuals simplisti‘c&llir blanie’ "thé‘m‘selvyés or they blame a vspeci'ﬁc
‘indi'vidual or group of oppressors.'-Th'js‘- is pért of the process Freire calls

playmg host to the oppressor In this ‘sénse 'individuals are playing hostﬁ
to the oppressor’s ideology, to thelr behefs The oppressed internalize
‘those beliefs and make them their- 'own.' This is an active process,
B deliEer’ate effort, as dppbsed'tb the pﬁssive acceptance described as paft,of
magical consciousness. Tf the ‘oppféssed blame themselves; they first
acc.:ept' the oppressor’s explanation for why things are as they are.
_Individual’s actions are'liece,ssarily; related to their understanding ‘of the
situation. If they feel they are to blame or their peers are to blame, they
will work to alter their behaviour. They' will model the oppressor’s B
behaviour. They live in the duality in which to be is to be like, and to be
like is to be like the oppfessofs (Fi‘eire, 1,968, p- 33).

iii. Crmcal or Transmve Conscnousness , ' v

At the thlrd 1evel of ¢onsciousness, the i 1ssue is transformanon of an unjust
system, rather than the reformatlo_n or-destruction of certain individuals.
This process of tr‘ansformati.on: has two Iaspe}cts: (1) a personal self-
afﬁrmation.and rejection of playing host, and (2) a conscious empirical
~ attempt to replace the oppressive system with a system both just and

malleable. Unlike naive consciousness, the individual does not blame

22



individuals, but rather demonstrates a true under standmg of himself and
of the system which coerces both the oppressed and the oppressor into

- collusion.

The cﬁtically transitive eonSCiousness. 1s characterized -by depth in the
interpfetation of p‘roblems; by‘.thesubstitotion of causal principals for
magical explanations;' by the test;ing of one’sﬁhdings and by openness to
revision; by. the attempt to avoid elistortion Wheh perceiying problems and
to avoid preconceived notions when ana’lyzing ‘them; by refusing to.
 transfer responsibility; by rejecting passive "‘pos.itions; by soundness of
| argumentation'. by the prac‘tiee of dialogue rather than polemics; by
recept1v1ty to the new for reasons beyond mere novelty and by the good
sense ot to reject the old Just because it is old by acceptmg what is valid

in both the old and the new (Frelre 1973 p 18)

Oppressed individuals movmg mto the third stage of. conscmusness come
to reahze that no matter how hard they try,” they cannot be l1ke ‘the
oppressor and: they decide they do not want: to be hke the oppressor. A
growing sense of self worth allows them to reject the oppressor as a role
model. They focus upon the1r own ethmclty, no_t beeause they hate the
oppressor and want to be different but beeause they want to be

themselves unique persons who are honest about their heritage and their
| habits. In answer to the quest1on “Should thmgs be as they are? “ they
may respond “No , because I am not allowed to be myself I want to be
me.” Or, “Everyone tnes to eontrol us, tellmg us what to be like. Why

can’t we decide for ourselves?”
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Value clarification approaohes» ca_lloot only for acceptence but also for
reﬂectioh on values. This is done through more informed choices, more
' awa?eness of what it is a person prizes'-arid. cherishes and better integration
of choices and priziﬁgé' into day to'd’a;y behaviour. .

1.5 VALUE, BEHAVIOUR AND CHARACTER

One of the aims of educa‘ti,on'ii-s to prorﬁote‘ thinking’.; The role of an
educetor :according to Freire',' is to help the 'S’c‘udents form ‘critical
attitude’. The purpose of thinking is not in posseséion of absolute truth but
an understanding about the self and ihe'existing system around him. Thus,
. “thinking means considering‘the'b'eerihg ‘of What is going on upon what
may be, but is not yet” (Mobhanty, 2005) The questioh of value arises in
all thmkmg Thmkmg deals with problems arising out of human concerns |
and seeks a course of purposive actxons that will bring about a desired -

circumstance (Mohanty, 2005). The value clarification approaoh derives

from an anélysis of the relatiohéhip betweeh value and behaviour.

1.5.1 BEIIAVIOUR

When a number of 1nd1v1duals mteract a set of standards develop that_
regulate ‘their relationships and mode of behaviour. Behaviour is the
| outward organic expression of menfal process. “Values help to motivate
and 'guide a child’vs seqoences of 'behevioux A cﬁild whose usual .
behaviour is controlled by a strong adherence to the personal values of
'honesty may under extreme pressure may not commit dzshonest acts”

(Thompson 1969, p. 526) Thus the personal values are powerful forces

in chlldren s behaviour. They play an 1mportant role in determmmg what |
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a‘étiviﬁes and goal-objects an'indi'vidué’l will seek and what behaviour he-
~ will display during these goal'-oriented" acts.

1.5.2 CHARACTER |
Character ‘has been deﬁne'd‘by Ernest Hull (1921) as “Life dominated by
principles”. Principles here mean sgmething inore than the rule. By a rule
it means some cut and dried: posmve enactment defining in clear terms
What shall be done and what shaH not be done under . certain
cncumstances A prm01ple is° some great general idea to be understood
accordmg to its spirit, and to be applied with discretion. According to‘
hnn life comprises of thoughis,._ words and actions and these ‘thoughts,

words_and actions are determined by character.

‘ The man of no character thmks speaks and acts Just as the impulse seizes
him, whether for good or bad or, if there be anythmg of reasonable motive
behind this i is determined by chance or. cu‘cumstance rather than by any
reflex and stable purpose If there is any con51stency about his hfe, this is
due‘ simply to the fact that his impulses or his circumstance are more or
less. the séme all the year round or because he has got into a grobve, and
lacks initiétive and 6riginalit‘y5 On the contrary, the life of a man of
character is a decided unity- SOinéthing knit firmly together into a
. consistent whole; not rigid or unelastic necessarily but still unified
structure. The man of character has his impulses and his circumstances
too, bnth of which try fo dorninaté him just as in the case of the other -
_ fellow But his attitude towards both is‘ different. It is the attitude of a
master, not of a slave- a dommatmg, ruhng, directing attitude, whwh uses

both 1mpulses and cncumstances as. amenable to his own purposes and
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make them his tools. The man of _’charactér is a man who is not ruled out

by impulses or circumstances but domidated by principle (Full, 1921).

- 1.6 BASIS OF VALUE JUDGEMENT/EVALUATION
In order to know what is mght and wrong, we must examine human nature
and act in accordance with- what our nature requlres Humans have a

definite standard by which they ]udge if actlons are good or bad. These

standards may be termed as rules or prmmples D’arcy (193 7, Brennan et .

al (1977) and Gibbs (2003) have ‘stated the followmg basis of

moral/value judgement or evaluation. -

. 1.6.1 The Reciprocity Norm .

The. remprocny norm is also known as the golden rule Accordmg to this
' norm the behav1our in quesuon must be accepted toa person whether he
is at the giving or receiving end of it. In other Words, ‘always treat others
‘ as ’youd- would like them to treat .‘yoU’. In the spirit-‘o"f golden rules, ‘you’

" means others perspective ‘(B‘ai'exi,"196$) (as cited in Gibb's,‘2003).

1.62 Relationship between individual and society

There is a saying that “No man is an island”. It means every human being
is a part of the whole. The moral law covers "actions between one
~ individual and another. Every persoh has all the rights of a person and has
- the duty to respect tﬁese rights. Most of our actions affect many people in
the ever widening cucles Those who are cleeu about what the relatlonshlp
between individual and soc1ety most often exh1b1t the qualities of being

posmve purposeful and con51stent



1.6.3 The Law of the State

The law of the State is the standard by Whlch the idea of rlght and wrong
is judged. For example, the Principles enshrined in the Constitution of
- India safeguards the interest of each and »ev-ery iﬁdividqal of the country.

- Every citizens of the country owes obedience to the law of the state.

1.6.4 The Moral lawv ‘ 7

The ultimateé standard by which’ moral act1on and moral ideas are Judged
is called the prmcxples of morahty, the moral law .or the natural law or
conscience. Accordmg to this prm(:lple ‘Good must be done and evil

must be avoided’ (Brennan 1977) The study of human nature by '
Brennan and others (1977) r_eveal that human beings give to h1s fellow
| mén and seek to receive from them. .Fro‘m this sort of behaviour, one can

. know clearly what abtions are good and what are evil.

Morality has to do with human béihgé. An action is good if it respects the
rights of another. To éo'nsider an-action good, one has to examine that

actions between groups are moral or immoral.

17 SOURCES OF VALUES

Human beings are value-seeking and Vaiue~d1rected 1nd1v1duals who have
to fulﬁll all their needs in the soc:lal m11;eu and also harmonize their need
- fulfillment with a system of rela:ted »needb fulfillment of others. Human
: Values are derived from ehviforiineﬁt culture and from human existence.
Some of the sources of values as. stated by R. P Shukla (2004) and J. C

Aggarwal (2005) may be summanzed as follows
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1.7.1 PHILOSOPHICAL TRADITIONS OF INDIA AS SOURCES
OF VALUES |

Philosophy is a set of belief and ideas about the nature of reality, truth and
value. Tradition is an opinion, belief, custom etc. transferred to us by our
ancestors. Indian philosophical tradition is one of the oldest and longest
- traditions in the world. Indian -phﬂosophical tradition covers the Vedic
Period, Jainism, Buddhisin, Epic . ages, Puranas, Darsanas, Nyaya,

Vaisesika, Sankhya, Yoga, Mimansa, V_edanda and assimilzfcion of Islam,
| Islamic Sufis, devotional movement of the Bhakticult. Purushartha
doctrine with its four supreme ends i.c. artha, Kama, dharma and moksha

are the values which human beingS seek to lead a good life.

Right action or right conduct is the essénce of dharma (righteousness).
" Dharma in Indian mythology regulates and commards the very action of
~ the man leading to mOkSha. The ideals of dharma ‘Qr ideals of life,
according to Hindu doctrine, consists of four asramas (stages). (a)
Brahmacharya (the period of discipliné and education, (b) garhasthya (the
life of the householder and active worker), (c) Vanaprasthya (retreat for
the looé,ening of bonds) and (d) Sannyasa (the life of a hermit). Each stage

refers to the duties appropriate and obligatory to the different stages.

1.7.2 SOCIO-CULTURAL : TRADITIONS AS SOURCES OF
VALUES | | |

Institutionalized relationship of the members of a given society which

determine their _behaviéurs are called social traditions. In evefy society,

there is a set system of working that 'regulat‘es the behaviours of members

in certain forms of relationships. Thus social ‘institutions reflect social
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traditions, cultural basis and its various dimensions. For example, family, |
marrlage religion, economy, educatron caste, law and order and art and
amusement etc as social 1nst1tutrons ofa somety regulate the life styles of

the people.

1721 Family: The‘responsibilities of the‘ h‘ead of the family areto look
after the welfare of all the members of the famlly and to maintain
discipline in the farmly The head of the famﬂy is an exemplary ideal
model of values such as respect for elders, guests, helping the needy and'
downtrodden cooperation, dignity . of labour, honesty, sharing, love &
peace, dlvrszon of labour etc. housekeepmg by womnen, respectable status

for women, women and girls at par with goddess.

1.7.2.2 Religion: Worsﬁip, r’ituai_s and morality based on one’s religion. "
, Secularrsm based on resoect‘for Other’s feith, goodf'teachings of all the
-~ religions _of" the world should be a guiding force of life. Tolerance,

-accorornodation, and love for hurnarrity with universal outlook have been
_ bases for peaee in society. This end,te_re(*,hingsv of religiouS‘.Ieaders and
scriptures should be a goodsOu‘roe of knowledge for search of reality and -
truth.

1.7.2.3 Economy : Economic achievement based on individual’s ability,
talent Witﬁ facilitating environment for fullest expression_of individuality
would encourage every one to- becorne' producﬁve‘ and constructive
cmzens of the society. Occupat1on and professwn purely based on caste
should not be encouraged rather every . one irrespective of caste, creed,

religion etc, enjoy freedom to’ select the occupation of his chmoe.
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1.72.4 Education: Quahty educauon has been one of the most cherished

tradltlons Ancient education of high -quality for example, Gurukula .
A system, famous universities like Nalanda, Taxﬂa, Vikramshila and their
' sfandard functioning in the areas of ~ admiSjEIOn, 'cﬁrriéulum, teaching-
‘ leaming'process evaluation system, teacher;smdent relationship, social
' partxcxpauon and social- accountablhty, future orientation, self- d1sclp1me
etc. and practical educatmn prepared students for life challenges and self-
reliance. These can serve as good. examples for students and teachers for

»'reahzatxon of the trad1t10na1 praycr phrase ‘Sa Vldya Ya Vlmuktayaye

1.7.2.5 A’ﬁ and Amusements: Traditional ar‘ts';'and its richness are well
evident from our monuments, -temples churches, péintings classical
 music and traditional musical 1nstruments which are appremated even in’
 this miodern life. Especially the spmtual ﬂavour of age — old arts and
music, folklores, mores etc. can be a source of inspiration in promoting

love, peace, unity in diversity (ShUklé, 2004, pp. 169-170).

1.7.3 INDIAN CONSTITUTION AS SOURCES OF VALUES

The constltutlon of India prov1des prov1s1ons for promotion of bas1c
values of democracy, soc;ahsm and seculansm, These values ‘are the
guiding‘pfinciples for all individual and group functioning. The principles
relating to these values have been ﬁlrther enumerated as. follows: (1)
democratic principles relating to fréeddm tolerance, equality, respect for
~ other’s view pomts w1IImgness to share, adjustment with others and work
: w1th groups (11) socialist pr1n01ples of respect for equahty in status and

opportumty, equitable d1str1butlon of Weaith, maximizing production of
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wealth, and (iii) secular principles such as respect for all religion, freedom

of worship, and management éf éivic affairs (Basu,1994).

How are some of the above values acquired from the different sources?
What are the different ways of acquiring values? To answer these

questions a few approaches of value acquisitions are discussed below.

1. 8 HISTORICAL DEVELOPMENT OF VALUE EDUCATION
IN INDIA B

One afnong the different aims of éducation 1s value development. An

attempt has been made to trace the historical development of value

education to understand the importance of it invpre and post independence

India.

1.8.1 PRE INDEPENDENCE OF INDIA

Ih the Vedic Period (4000 - 1000 B.C.) instructions on moral education
were imparted through Gurukulas and Rishikulas by the Priests, Seers,
Sages and religious teachers. Teachers® duties and responsibilities were to
promote moral awareness of the pupils and to train them how to lead the
disciplined and spiritual life. “First deserve and then desire”, principle
was effective means, and téachers .themselves were living exemplary
model of the values, what they wanted or desired o develop among their
students ( Gawande, 2002 and Shukla, 2004). During the Buddhist Period
(600 B.C. — 1000 A.D.) practical training for character building and moral
upliftmeht was given, in addition to the various subjects taught to the
pupils. Discussion and debates were held on significant subjects to

enlighten the pupil’s knowledge. Purity of conduct of the students was

31



emphaéized to enable them to progress in different spheres.v (Chaubey,
1988). During the Médi_eval Period (1200-1800 A.D), moral education
was based on ‘Kuran’. Educaﬁ(anal institutions like Maktabs and Madrasa
where religious Muslim leaders were teachers who inculcated a épirit of
piety and righteousness in their people“( Gawande, 2002 and Shukla,
2004).

1.8.2 THE POST-INDEPENDENCE PERIOD (1947 - 2003)
Recommendations and Suggestibns_of various commissions and policies
and constitutional provisions are briefly discussed here to understand the

nature of value education in independent India.

The University Education Coinmission (1948-49) strongly recommended
that introduction of silent mediation in the schools before the class work
starts and suggested the teaching of the lives of great religious leaders in
the first year, a universal character ﬁom Scripture of the world in the
second year and the central problems of philosophy of religion in the
secohd year. The Secondary Education Commission (1952 — 53) said that
in view of the provision‘of the Conétitution of the Secular State, religious
instrudtion should be given to the 'children of the particular faith with the
consent of the parents and theh{ianagement concerned (Purkait, 1992).The
committee on Religious and Moral Education (1959) gave special stress
on the teaching of moral and spiritual values. The other major
recommendations of the committee are (1)The content of moral and
spiritual  education should include a comparative study of lives and
teaching of great religious leaders, followed by their ethical systems of

. philosophies, (2) Every Educational institution, on desirable ground
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should have a few minutes of silent meditation or prayer before the class
work starts. This assenﬁbly mgeting should be oriented towards self
discipline and devotion to some" ideals through reading 6f inspiring
passage from great li'terature,‘ reﬁ'gioﬁs and cultures of the world.
Community singing and hymns can be most efféctive at school stage, (4)
Suitable books should be preparéd based 6n all the religions, religious
leaders, saints, mystics and philosophefs for all stages from primary to
Universify. These books would help in the in;:uication of patriotism,
moral, spiritual and social ser\;ice‘ ‘vélues and (5)  Extra-curricular
activities should include : lectur_eé on. inter-religious understanding,
delivered by learned persons. Simulﬁaneously educational broadcasts and
group discussions may be organized for deVeloprﬁe‘nt of moral and
spiritual values. Special stress should be laid on teaching good manners

and promoting the virtues or reverence and courtesy.

The Education Commission (1964 — 66) said that moral education should
be imparted through both direct as well as indirect methods. The entire
curriculum and the school activities should be value oriented. Every
teacher, irrespective of the subject he teaches is responsible for building
character. Right from school assembly to curriculum transactions and
organizing co-curricular activities, all should inculcate among students
values of cooperation, mutual regard, honesty, integrity, discipline and
social responsibility. A curriculum Frame work for Ten Year School |
Educatioﬁ (1975) focused on fostering social, democratic and secular
values. It emphasized that school curriculum should be related to national
integration, social justice, productivity, modernization of the society and |

cultivation of moral and social values. The objective of the school
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curriculum should center round character building. Values such as moral,
social, democratic, Natidnall Integraﬁon, secular outlook and others cgan be
promoted through curricular activities such as physical educatioﬁ and co-
curricular activities such as wt)r_k éXpGl‘iGIlCé, social services, scouting and
guiding, sports and games and N.C.C. The National Policy of Education
(1986) and the Progamme of Action (POA) (1992) documents, have
widely interpreted value education as broad cultural education leading to
removal -of superstition, obscurantism, religious fanaticism and all other
narrow loyalties. It has stressed thé importance of positive approach in
- which the root of Indian culture have to be highlighted_ along with the
development of scieﬁtiﬁc temper and unity and national integrity having a

special focus.

The National Curricuium Framework for school Education  (2000)
emphasized the need for inculcaﬁon and sustenance of personal, social,
nati;)nal and spiritual values like cleénliness and punctuality, good
conduct, tolerance and justice, a sense of national identity and respect for -
law and order and truthfulness. Vélue education and education about
- religions would be in_tegfated with "all the subjects. of study in the
scholastic and co-scholastic areas that the objectives would be directly
and indirectly achieved in the classrobms, at the school assembly places,
play gfounds, and cﬁltural centeré and so on. The entire educational
process has to be such that the boys and girIsAof this coﬁntry are able to
know good, love good and db good and grow into mutually tolerant
citizens. The comparative study of the "phi'losophies of religions can be
taken up at the secondary and highér' secondary stages” (pp. 35-36)..,

Curriculum framework for teacher education (2004) is of the opinion that
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there is a constant erosion of essential social, moral, ethical, humanistic
~ and spirituai value. In addition to the knowledge component, attitudinal
aspects are also to be interwoven with the process of teaching learning to
empower students to make appropriate value judgement and to act
accordingly‘ when such a situatién arise. Pfope’r attention is to be paid to

value exploration, value clarification, selection and nurturance (p.13).

1.9 THEORY OF VALUE ACQUISITION

Value development has witnessed a gradual paradigm shift from
Behaviourism to Cognitivism and from Cognitive to Constructivism.
- There are four major approachés which explain how people acquire
values. They ’are: 1. Psycho-analytic Approach, 2. Cognitive Development
Approach, 3. Learning Theories Approach, and 4. Constructivist
Approach |

1.9.1 PSYCHO-ANALYTIC APPROACH

The. term psychoanalysis was used by Sigmund Freud to the analysis of
psyche or the mind. Psychoanalytic theory emphasizes the structure of -
personality. Freud assumed that the personality is made up of three major
systems namely the Id, the Ego and the Super- Ego and although each of
these provinces of the total pérsonality has its own functions, properties,
components, operating jprinciples, dynamisms, and mechanisms, they
interact so closely with one another that it is difﬁcult if not impossible to
disentangle their effects and wéigh their relative contribution to human

behaviour (Hall and Lindzey, 1991).
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' Sigmund Freud’s (1925/19610) study (és cifed in Berk, 2002) found that
| morahty emerges between age 3 and 6, the period when the well-known
' Oedlpus and Electra conﬂlct arise. To maintain the affection of parents,

children forma superego, by 1dent1fymg with the same-sex parents, whose
moral ‘standards they take into. their personality Finally, children are
thought to internalize, along Wlth moral standards. some intense emotlon
They turn the hostility prev1ously almed at the same-sex parent toward
themselves, and that internalized hostlhty leads to pamful feelings of guﬂt )

each‘ time they disobey the supefego (p478). A weakened ego andA_ |
‘ superego would strengthen the ID that would lead to part1al development

~of Values

1.9.2 'COGNITIVE DEVEL‘OPMENT APPROACH

Different psychologists have developd- theories of moral development :
One such- -cognitive development theory is of Lawrence Kohlberg. He
or1g1nally identified six stages in moral. development and grouped them

into three levels. His revised theory has three levels and six stages-'the

pre-conventional (stage 1 and 2)- conventlonal (stage 3 and 4) and post- - :

conventional (stage 5 and 6) (Duska & Whelan, 1975 and ‘Berk, 2002).

' I PRECONVENTIONAL LEVEL ,

At thlS level, the child is responswe to cultural rules and labels of good
and bad rlght or wrong but mterprets these labels either in terms of the
physical consequences of actlon( pumshment reward exchange of
favours) or in terms of the phys_;cal power of those who enunciate the =

rules and labels. The level is divided into.the following two stages: |
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Satge— 1: The punishme‘nt and obediéﬁce ériéntatibn
- The physmal consequences of action determme its goodness or badness
regardless of the human meamng or value of these consequences.
Avoidance of pumshmcnt and . unquestxomng deference to power are
valued in their own right, not in terms of respect for an underlying moral
supported by pumshment and authonty
Stage- 2: The instrumental relativist orientation _
This is the stage when moral actions are directed to further child’s own
interest and allow others to do-the same. For a child, which is right or
good is what satisfies him or her‘7 To gain something from others,
children understand that they must recogmze and respond to others need.
The 'morahty is based upon the ouﬂook: “you do this for me and I’ll do
that for you”. | | . o
0. CONVENTIONAL LEVEL -
At this level, maintaining the expectatibﬁs of t:h_e individual’s family,
group, or nation is perceived‘és valuable in its own right, regardless ‘(.)-f
immediate and obvioﬁs consequépceé._ Thc attitude is not only one of
confbrmity to personal expectations and social order, but of loyalty to it,
of actively maintaining, supporting,' and justifying the order, and of -
| 1dent1fy1ng with the persons or group involved in it. At th1s level, there are
the followmg two stages: ' ' |
Stage- 3 : The znterpersonal concordance or “good boy — nice gir;l”

‘ orientation. | , | - o
This is the stage when conventmnal morahty begms At this stage children
value relatxonshlps based on mutual trust and loyalty. Behav1our to be
good must please others. Children are more oriented to win the approval

‘of others and to avoid their diséppréval. They try to live up to the
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expectatrons of people close to them and try to fulfil the different roles.

- More importance is given to mutual agreements and individual interest |

: takes a back seat.’ The children develop the tendency to see thmgs from

others® perspectlve and show genume care for others

Stage— 4: The “law and order” orientation. |

At this stage .one possesses convent10na1 morahty at. a hrgher level.

Morality is based at a hlgher : leyel. Mor‘ahty;»-‘l};s based on abstract

hnderstanding of society as a-whol'e }It ehlphas‘if"z"e:s: meeting social and

religious responsibilities, upholdmg the law and contrrbutlng to the

society. Individuals at thls stage accept 5001a1 conventlons and rules, and-

preserve social structure. Morality puts emphas1s on domg one’s duty,

- showing respect for authority and mamtalnmg the exrstmg 3001al order for

its own sake B |

III POSTCONVENTIONAL AUTONOMOUS OR PRINCIPLED
- LEVEL , L

At this level, there is a clear effort to deﬁne moral values and prmcrples

that have validity and apphcatlon apart from the authonty of the groups or

persons. holding these pnncrples and apart from ‘the individual’s own

identification with these groups.. This level also has two stages:

Stage-5: The social-contract, legalistic orzentatzon

At this stage, ‘right action tends to be deﬁned piil terms of general

1nd1v1dua1 rights and standards whrch have been crmcally examined.and

agreed upcn by the whole soc1ety There is 4 clear awareness of the

relativism of personal values -and oplmons and a correspondmg emphasis

upon procedural rules for reaching consensus The right is a matter of '

personal “values” and oprmon > The empha31s is upon the “legal pomt of



'view but wrrh an emphasis upon- the possﬂnhty of changmg law in terms

of ratxonal considerations of social utlhty

~ Stage 6: The 'universal{ethical—princmle orientation.
Right is defined by the decision of conscience in accord with self chosen
‘eth'icalvv principles appealingito logical comprehensiveness, “universality,

and consistency.

Kohlberg- sees moral development as.ka progression from stage 1 to 6
where each succeeding stage needs perspective than the preceding stage.
This principle provides a fuhdameﬁtal guidance for any programme of

value development.

193 LEARNING THEORIES APPROACH.

The Léarning Theorists advocate that values are no ideas or mental stage.
Théy are acts, behaviours, respOﬁses“ ‘that are considered desirable.
~ Children absorb them from the society, the parents, the peers, mass media

and other social institutions. Three kinds of mechanism are postulated by

them that underlies the development of values. These are reinforcement -

and reward, punishment and the threai of it and modeling or imitation.
The ecological model stresses the impoft‘ance of understanding the
relationship between the orga'nisni and Varioﬁs environment syétems such
as famﬂy and the commumty The chﬂd is seen as an active participant in

creating his own env1ronment

A major advocate of this approach is Dr. Urie Bronfenbrenner (1979) who

offered a framework for orgahizing sets of environment systems. In his
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view, the child’s world is organized “as a set of nested structures, each

inside the next, like a set of Russian dolls.”

Figure 1.4 : Ecological Model

(Based on Bronfenbrenner, U. 1979. The Ecology of Human Development.
Cambridge: Harvard University Press.)

As figure 1.4 illustrates, Bronfenbrenner proposes four contexts which
range from the immediate settings; such as family or peer group to the
more remote contexts in which the child is not directly involved.To truly
understand how to support each child's growth and development, we must
learn about the environment in which each child is being raised. Dr. Urie
Bronfenbrenner, a child development theorist, developed the Ecological
Model to explain his views on how family, community, and cultural

factors influence each child's development.
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There is a trahsactional process betv?een and among levels in this model. .
Peers and community norms _'mayf ’inﬂufc‘n‘ce individual behavior.
Similarly, family may inﬂﬁeﬁce the individual and also be influenced by
' coﬁununity variables (e.g., employment). A parent's level of educational
attai_mhent may inﬂﬁence how empoweréd- he feels that he is able to affect
community change. Brdnfenbreﬁﬁer’s ecological rrib‘del of development
explains how family, community, 'va‘nd _culture affect the growth and
devc_elopme_nt of children’ grbwing up in many ‘di'ffefenf cultures and
settings. Bronfenbrenné'r;s mode] déscribes four 'egvironmental systems

that influence a child's development..

i. Immediate environment

. The first system, the immediate em'rirénment» in wﬁich a child lives and
- interacts with other people, includes family; school (br child development
program), ‘peers, and heigthrhbod. g Ch_ildren‘s; relationships. and
interactions with people in this systém have the mosi: immediate effect on

their development.
ii. Relationship or Co;inections

_The. second system ‘involvés relationships or conriections beﬁa}eénfthe o
people and institutions in a child's immediate environment (the first
setting). For example, effective éémmuhicétion ﬁetween parents and |
teachers about a child's experien¢es and pfogress sﬁpporté and enhances
that " child's growth and dev'él‘op'ment.' On thev other hand, when
expecfétions at home and school are very different, a child's de\}elopment

may be hindeféd.
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iii. Indirect Influences

Children's growth and development can also be affected by a third system
of indirect influences-experiences and'insti;cutions in which the children
do not actively participate buf that involve people and institutions related
to the child. Changes involving these people and institutions can
indirectly affect children's growth and development. For example, when a
new recreational facility opens in the neighbourhood, children have a
place to play and be with friends and family. These positive experiences
enhance children's development. A parent who enters a job training
program develops increased competence and self-sufficiency. By
achieving a life goal, the parents gain greater self-respect, which can also

positively impact on a child's development.

iv. Culture

The fourth and final system in Bronfenbrenner's model is the culture in
which a child is raised. Most cultures have values and practices related to
child rearing. Certain behaviors are encouraged, while others are
considered inappropriate or undesirable. In addition, each child's sense of
self is, in part rooted in culture. Children tend to flourish in environments
that acknowledge aﬁd respect '}their cultural beliefs and customs.
Coﬁversely, when children's cultures are not reflected in their experiences

beyond the home, they may not achieve their maximum potential.

The importance of Bronfenbrenner's ecological scheme stem from the fact
that it stresses the importance of analyzing relationships between the child
and a variety of environmental system as well as relationship among these

systems. It also emphasizes that the ecology of the child is not static.
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Developmént involves the interaction of a changﬁlg child with a changing :
matrix of ecological system. In the Learning theory Approach like
Bronfebrehner stated that children learﬁ not ohly from what they are told
to do by adults but also from what they :s'ee_adults doing.

1.9.4 CONSTRUCTIVISM

The. term consz‘ruétz’vikm refers té | the idea that vleamers construct
knowledge for themselves. Each learner.individually constructs meaning
as he or she learns. It focuses on the learner’s active participation in the
proéess of construction of knowledge representation of working mémory‘.
According to this view, the learner is a sense maker while the teacher acts
as a cognitive guide providing “guidance' and modeling on authentic
academic tasks (Sahoo, 2005). The theory ensures that the learners must
identify value laden issues in real 1ife} éituatiohs. Accdrdingly, the learner
must analyze with the help of “Val‘i’()l‘is‘ interpretation and intellectual

support system surrounding it.

The above four theories of vahig: acquisition suggest that values are
acquired from the sQCio-cuithral milieu of the students.  This
acquisition/development of value's‘begin“s right from the childhood days.
There is a sufficient reason to believe that schools have not sufficiently
helped students with value development. This has given rise to value

conflicts.

- 1.10 ORIGIN OF VALUE CONFLiCTS ‘
The generally held view amongst fpéychologi_st_s is that morals and values

are largely learnt structures, with the young children acquiring them
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initially from his parents and later from teachers, peer groups, the media,
and society (Fontana, 1981, p.225). According to M. Mukhopadhay
(2004), there are several stages in human development, namely, physical,
mental, and spiritual. Similarly, human values, an element of mental
development, also happen through several stages. The roadmap to value

development through four stages is prsented in figure 1.5 below.

Fig. 1.5 Stages of value development.
(Source: Mukhopadhyay, M. (2004) Value Development in Education.
New Delhi, Viva Books Private Limited).

During the early childhood days, when judgement is yet to develop,
children observe and imitate the adult behaviour, particularly the parents.
This continues beyond childhood. Values are acquired from members of
the community, teacher and so on. As values are acquired and practiced
through articulated behaviour, the individual draws approval and
disapproval classifying one’s behaviour as desirable and undesirable. The

process of value assessment within the individual takes place silently that
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helps the individual learn to ehoose and imbibe the values ban‘d cherishes.
With greater and greater exposure to larger number of people, the
individual often gets" exposed to altematwes and contradlctmg set of

values. Th1s leads to value conﬂlct

1.11 LINKAGE OF THE PRESENT STUDY

All through the discussion so far, it is ob‘Sert/ed that values are constituent
part of human beings. These values are acqun‘ed from different sources
(para 1.7). At present there isa genume concern among parents as well as
all those who are respon51ble for educatmg students about the erosion of
values at personal and.national level. The‘ appr‘oac’hes--of acquisition of
: Values view erosion of values as due to the _inappropriate ways of
acqu_iringor teaching of values. "'\/er‘y often when values taught are not
assimilated by the petsons they lead to split of one’s personality. Split of
personality is often seen in the: .pei"son’s ‘behaviour.. This leads to
incompatibility between -the principles - of values and the practices of

values. This causes conflicts in value.

From the reviews of related li’terature' it can be concluded that the
traditional methods were used to teach values and improving the moral
judgements of students, namely, B Ed students and Graduate students In
other studies, however attempts have been made to study the relatlonshtp
'between value development and a number of other socio-economic
variables, such as value development and preferences through age,
 institution related variables, like, orgeni'zational elimate, teatcher etc.
Mo;eover, no study has' »been conducted applying value clarification

strategies for value consolidation among the students at secondary level.
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The prevailing situation of value conflict among the sample calls for an
appropriate strategy to be adop'tedi for ehha’ncing their valuing process at
the personal level. Hence, the résearcher strongly felt the need to respond
to thlS problem in his study. The present study is an attempt in this

du‘ectxon

1.12 THE PRESENT STUDY
The present study is an attempt to study the 1mpact of value clarification

strategies for enabling students of class VIII to deal with value conflicts.

1.13 RATIONALE OF THE STUDY

Deép within every human being there is an urge to grow up and blossom
out as a person (Shaffer, '1978). Born as a helpless infant, the human baby
grows, matures, develops and learns behaviour as expected by the society.
The development of values takes place in such an unobtrusive way that
parents, teachers often overlook the social éigniﬁcance of this growth |
trend. Ever since the dawn of human civilization, conscious efforts have
been mad‘eA by home, church and ‘schools to cultivate values in the
children. Today, we find that aithéugh these instifutions are still very
much concerned with teachmg values, yet teaching them has become
more plurahstlc Each institution 1nculcates in-her children values which

may be widely divergent from the,values instilled by other institutions.

This diversity in value training has resulted in children doubts and
anomie. But none today would deny that their task has become
mcreasmgly difficult, meeting with less success than in the past. Their

zeal in many lives has been dlmlmshed and even removed. When home
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and the school fail to transmit to young children the personal values of an
established society, decadence inevitably follows. When individuals and
institutions of a society are weakened in their roles of teaching and
perpetratihg these human values, society as well as individuals suffer.
“When a child fails to acquire the personal values characteristic of the
society in which he lives, he is almost surely headed toward either direct

or indirect social conflict” (Thomson, 1969, p. 524).

" Moreover, “the modern world is mafked’ by tremendous achievements in
science and tcf:chnology,: coupled with a general decline and reversal of
human values as well as deterioration of moral and mental health both of
individuals and‘societies”(Goél and Goel, 2005, p . 31). Similarly, Mittal
(2005) is of the opinion that .symbolic models on films, television have
their effects on children. During their formative years, students are
influenced by their environment. Be it poverty, violence or under
achievement in school - there can be hundreds, often thousands of
experiences- all have their impacts on children in one way or the other.
From these effects one can not escape; At young age, they are not able to
make ihformed judgement abbut either the validity of these messages or
their relevance. As they grow up, most of them are not even 'a\%/are that
they have been influenced by aﬂ the thiﬁgs around them. Yet, all human
beings are capable of making choiées if they develop the insight, and

their natural talents and abilities.

Due to the dramatic and far reaching socio-cultural and political changes -
that are taking place in our country and in other parts of the world, there is

an erosion of human values without proper replacement. Conflicting
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ideoiog'ies and double standérds practiced by peopl'e in positions of power
and influence have their impact on children. Such double practices raises
doubt in the minds of the people,. espemally the young one. The dilemma
of the young person is not about the msufﬁolent number of values to
follow but what to follow and whom to follow Young people, today, are
'constanﬂy on the Iookout for good role ‘models who are not mere

preachers.

* There is more informatjon; more ‘knowl'edge of 'fact‘avréﬂable today than
ever before, but this means that-it is ‘more thén ever necessary to sort .
things »out. But, how to reduce a mass of facts to order? The inquirer will
havo to go on to ask the end or the qurpose of things" whose nature he has
been studymg Most people hold that man has free w111 that he can
choose for himself. So as to be human an action’ must be purposeful and |
dlrected. Activity and the motwes which produce activity must be
s"ynth'esized.‘ Raths et. al. (1:978) Mife; “It seems to us the pabe and
‘ comploxity of modem life has so éxaoerbated the problem of deciding
What is good and what is right and what is desn'able ‘that large number of
chlldren are ﬁndmg it mcreasmgly bewﬂdermg, even overwhelming, to -

decide what is worth valuing, ‘what is w_orth their time and energy”(p.10).

So, the lmportant ques‘aons are: What should be done to mstﬂl and
preserve a sense of human values in the minds of young people‘? How can
we -help our younger generatlon in the process of makmg value as
regulative factor in their mchwdual and somal behaviour? Should we’

plan some action, which can be helpful to the future -citizens to develop



the competencies necessary for rational value decisions in conflicting

situations?

The education system in Indié can ’Be_ séid to follow what Paulo Freire has

described as' the “banking “'concei)t” of educaticﬁ. In such an

understanding edtication is more of passing of knowledge to the students .
whom they consider ignorant. Its niain, emphasis is on imparting of |
knowledge concerning the academic Sﬁbjebts included in the curriculum.
~ The result is that the children g:rowA up intelleétually_ but not in other
dspebts of their pe‘rsoriaﬁtieé. “The soleA aim of education is to train
cognitii'e domain and very little or 1o emphasis is given to the affective

“and psYchomotor domains of the students.

Education is value oriented. Hm‘v.e'velr,' in the present system of education.
undue emphasis is given to ’indoc':tr‘inz'ttion of values. The aspecfs of
1dent1ﬁcat10n of value conﬂ1cts and strengthening those values are hardly
given emphasis thlough well planned programme in the present education
system. It is beheved that -erosion of value crisis c_annot be checked
Without addressing its root ca'uéé One of the ma-iﬁ calise‘s of erosion of
value is the lack of respondmg to the Value conﬂxcts that exist in the mind

of the students.

A Chinese proverb states, ‘Give me a ﬁsh and I wﬂl eat for a day, teach _
me how to catch fish and I will eat forever Students of secondary school
are .afc their formative stage hence, they can be helped to strengthen their
values as well as to clarify their cértain value conflicts which exist in their

| mind. Therefore, it seemed quite appropriate to the investigator to inquire
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and investigate into the problem in view of strengthening the value system
of the students. This study is undertaken Wrth the view of mrmmrzmg
identified value confhcts and promote/strengthen the values of students
| thréugh a planned value clarification programme and to study its 1mpact
on them. X » ‘ | ‘
1.14 STATEMENT OF THE PROBLEM

The ‘present study ‘was tltled “A - Study of the impact of Value’ -
Clanﬁcatron Strategies for enabhng students of Class VIII to deal with

value conflicts”.

1.15 EXPLANATION ()F THE TERMS

1.15.1. Impact. , ,

It refers to the amount of learnmg that is purported to have been produced
in the students by exposmg them to the mterventlon programme and
amount of Iea:rmng they are able to translate into their lives that has
resulted in new attitudes and behaviour. Hence, rmpact will be ascertained
hy comparing pre-test and :po'st~test 'tsCoires, and results based on the
analySis of data obtained through" intensive journaling, anecdotal records,
observations and unstructured 1nterv1ews

1.15. 2. Value Clarlﬁcatlon strategles

‘The term value clarification strategles refers to a pedagogy incorporating
Critical Pedagogy to clarify the Aprevarhng Value conflicts of the sample of
subj'ect's and to mobilize .feeling,.to-’guide thinking and‘te sustain action.
By this proceSs students are helped to clarify their value conflicts and act

‘in;confermity with their values throughvaluing process. -
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1.15. 3. Class VIII

Education in Sikkim is broadly divided into five stages, namely,ﬁf)rimgr}[,q

junior and senior secondary, higher secondary and university. The junior
secondary covers from classes VI to VIIL. Class VIII is the end of junior
secondary and a link to senior secondary. In the present study the end of
junior secondary refers to class VIIL.

1.15. 4. To deal with

In this study, ‘to deal with” refers to the ability of the students to
apply/use their assimilated values as a result of their learning by the
intervention programme in a concrete values conflict situation in their life.
This would imply that the students take into account the possible pros and
cons of an action, make a choice, act and maintain their value under
different personal-social conditions.

1.15. 6. Value Conflicts

In this study the term ‘value conflicts’ refer to one’s inability to choose
and decide their course of action due to the incompatibility between the
value principle and value practices by different people in the society.
Value conflicts also refer to Approach-Approach Conflicts, Avoidance-

Avoidance Conflict, and Approach-Avoidance Conflict.

Hilgard and et al. (1975) has classified three types of conflicts.

a. Approach-Approach Conflicts: Here two almost equally and
equidistant positive valences give birth to the approach —approach type
conflicts. This type of conflicts arise in situations like the child having to
choose between watching a movie of his choice on the video or going for

a picnic with his class-mates.



b. Aveidance-Avoidance Conflict: This 'type of conﬂicts, two almost
- equally streng and equidisteﬁt ﬁegative ~valence work to force the
individual to leave the -ﬁeld or e_scatpe from the situation. An example of
~such a conflict is the avoidance of homeWorkas well as of pun‘ishment by
achild. o |

c. Approach—Avmdance Conﬂxct ThlS type of conﬂlcts the person is -
equally attracted and repelled by the same goaI for the desire to attain
some object. This type of conflict may arise in the case of a ch11d who is
attracted to run a sack race on account of the announeed prize for every
~ participant against his not wantingv to participate for fear of spoiling his

- new dress.

1.16 DELIMITATION OF THE STUDY
| Following were the del1m1tatzons of the present study. 5
) The sample for the study was dehmlted to one school following
CBSE syllabus s1tuated in Namch1 the South District of Slkklm for
one academic year o A ) '
- o The present study was conciucted en the students of class VIII only. - |
Therefore, the finding of the"r»esut‘ts may not be generalized across

‘the population. -

1.17 OBJECTIVES OF THE STUDY B
On the basis of the statement of the problem the study was aimed at
ach1ev1ng the following objectlves ' o

1. To identify value conflicts faced by the setmple of subjects.

2 To ascertain how the Sample of subJ ects deal Wlth the value

conﬂwts
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3. To identify the stages of development of the sample of subjects |
~ on Kohlberg’ s stages of moral development.
4. To 1mplement value- clarrﬁcatron strategies that will help the
sample of subjects to deal Wrth value eonﬂrcts
5. To study other beneﬁts of léarning value eIarlﬁcatlon strategres

on the sample of subjects. -

1.18 RESEARCH QUESTIONS

Keepmg in view the above objeetrves, the present study puts forward

the following research questions:

- 1. What kind of value conflicts: are faced by the sample of subjects‘7

2. How are the sample of subjeets copmg with the value conflicts that
they face in their day to day life? | | 4

3. In what stage of moral development are the sample of subjects?

4. Ts there any 1mpact of the prepared intervention programme in

| helplng the sample in deallng with value conﬂrcts‘7

5 ‘Will there be any benefits of the prepared intervention progrmme on

the sample of subjects? -

1.19 . ORGANISATION OF THE STUDY ,

This thes1s consists of seven chapters The chapter I is devoted to the
theoretrca-l context of the study. A brief reV1eW of related studies is given
in chapter IL The chapter Il ‘deals with the Methodology follo’wed in this
etudy. It consists of research 'method, sample selected and the proeedore
of data collection. The Interven‘tion Programmes of value clarification is
diseussed‘ in chapter IV. Analysis and interpretations of datav, are

presented in chapter V. Chapter VI deals on discussion of the results.

53



Chapter VII presents a brief 'summary' and ﬁhdings of the study. It also
includes some suggestions for further research. Bibliography and

appendices are given at the end.
In the next chapter, an attempt has been made to review related literature

on value education to get a glimpse of past and present studies undertaken

by the researchers.
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