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The'purpose of this study was to in;estigate the shift

in beginning nursing students' awareness of values following

participation in a value clarifying program which usedr

verbal and written élarifying~ré%ponses suggested in Réthé'{

"Value Theory.

/

Equrteen- beginning ;hursing students volﬁnteered to
participate in the stu&y:' They ﬁet with the investigator in
Professional Behaviour seminars for ten, 50 minute sessions
_over sixteen weeks. During this time, the investigator
responded to student statements with verbal clarifying
responses. The students also mitted weekly value
-journals in which they describéd ;jtj¥ue related situation
and answered valuefréigted questions in relation to it. The
investigator wrote clarifying responses in these 'value
journals each week and returned»thgm to the students.

The s?udent value 3Jjournals formed the body‘ of
qualitative data which was assessed to identify shifts in
awvareness of values. R?ths' Value Theory, self-diécloéure,
self-analysis, self-responsibility, time to record, and date

codes were assigned to the value journal entries by two

coders. Discrepancies between code assignﬁents were

discussed by the coders until joint decisions were reached.'

Instruments adopted from McAllister were used to assess the
investigator's use ‘of verbal and written clarifying
responses. Randonly selected five minute intervals of each

iii
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Professional Behaviour seminar Pﬁi’;‘:rovided the data for the
assessment of the investiggnqr&e use of verbal dlari;jing-

respen . A randomlﬁ,eelected vélue{jourhei'entryvfrqm
each student provided the data ror‘tﬁe aeqesnment of the
investigator's use of written elarifying responses. ‘

The finding of the study show thet there was no

increase in ‘awareness of veiues in the beginning nursing

students studied. Since only six students submitted value

joﬁrnals into the second half of'the study, only that§data
was available to identify shifts in value awareness over the
course of the study. studente 'took' less time to record
entries and expressed more self-anaiysis, less se.f-
) disclosure, and less self-responsibilitrr for behaviour.
Also, conseQuenees identified for aetions and altegnatives
became more reasonable.

The resglts} discussion, and conclusions'pf the study
suggested the following imélications: (1) c;ihicai nﬁreing

experiences may generate feelings in beginning ‘nursing

students that interfere with their emotional security, (2)

emotional security may be a necessary condition for engaging‘

in a valuing process, (3) value clarifying programs which do
not incorporate strategies to build emotional security may
not successfully engage these students in a valuing pfocess,
(4) value clarifying programs which incorporate strategies
to deal with protective behaviour may facilitate levels of
self-understanding, (5) the elapse time between stuaent A

iy
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statement ‘and teacher response may affect the effectivenessz\ -
Lgf clarifying responses, (6) verbal clarifying responses/nay Q
contribute more to the valuing process "than do written
;clafif&ing responses,*and (7) structured questions in value

journals}may facilitate engagement of these students in a
P~ B N 4

-

. valuing process.‘ ‘ o ) ”

v Researoh suggestions deri%éd from'this'study included:
‘(1)7further'examination of the‘effeots of teachers trained
to use verbal and written clarifying responses and who
demonstrate application of these responses wtthmbeginning
nursing ‘students, (2) tests of the reliability and validity
of the Yalue journal questions used in the study, (3)
investigations ‘of the impact of emotional security on‘.
beginniﬁg nursing students' "readiness"‘foﬂ value olarifying
programs, (4) inuestigations of the effect of value

: clarifying programs for beginning nursing studentsﬂéhhich
incorporate procedures to builgd emotional security and
valuing, (5) investigation of the presence of a
developmental process for personal change, and ‘(6)
replications of this study incorporating random assignment

‘\zéf beginning nursing students tol treatment and oontroll

groups.
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CHAPTER 1

T

Introduction

ee o tﬂ tu

Sidney Jourard (1971) argued that the relationship
between the nurse and. the patient are factors .in the
patient's illnese and Mecovery. The relationship allows the
patient to disclose pertinent information to assist in the
assesstnt and treatment of his or her phyeical and
psychological ills.

In tpie heléing relationship, the nurse or helper must
have some prerequisite traits because without them "it is
doubtful that any amount of training will enable one to be
ttuly effective in a helping relationship" (Gazda, Asbury,
Balzer, Childers and Wal¥ers, 1984, pi;). These
prerequisite personal character;stics are awareness of "own
values, motives, strengths, weakness, feelings, purpose in
life, and current level of functioning" (Gazda et al., 1984,
p.7). Nursing students with theee prerequisites are better

able to use specific communication skills training in
effective helping relationships (Cetkhuff, 1969, Vol. 2;
Gazda et al., 1984). Gazda et al. (1984) see awareness of
personal values as the&key to being nonjudgmental and

therefore to being able to value the petient who has



differing values. - This suspen51on of judgement and valuing |
of the patlent is necessary if a helping relationship is to
‘be establlshed.

Gazda et al. (1984) ;lso relate two other prereqﬁisite
characteristics, motives and feelings, to awareness of
" values. The help;rs' ﬁétives in the helping relationship
reflect their values. Feelings towards patients may
interfere with the helpingrrelationship.* Therefore,
developing awareness of personal values in beginning nursing
students éan be seen as a necessary first step in developing
important helping relationships with patients.

Several nursing fundamentals textbooks include a
chapter on values in nursing ( Kozier & Erb;, 1987; Potter &
Perry, 1985). They stress the relationship between
awareness of own values and helping relationships.

Also, several authors (Bﬁrtqn, 1981; Raths et al.,?
1978; Ross, 1981; Stéele & Harmon, i979; Uustal, 1984) see a
éelationship between awareness of values and decision
making. Decision making should be a rational process in
which nurses identify and choose among options. Personal
values and professional values have an impact on phoiceé
made. When nurses encounter patients whose values differ
from their own or situations in which they must choose from
among ethically 'correct' optiops, personal values may
conflict with professional values. Decision making becomes

even more difficult if personal values are not consciously



known Decisions may then be made based on precedence,
feelings, expedience,‘er peer pressure, in fact, "without .
thinking". y

When nurses know what their personal values are, éhey
should be able to iden@ify‘conflicts with professional
values. They.sheuld be able to choose and implement options
efter thoughtful consideration of the consequences. Values'
~ awareness could be a significant first step in the “
development of decision making skills for student nurses.

Nursing has an ethical standard of’caring for patients
(Canadian Nurses Association, 1980; Fry, 1988). Despite
this ethic, nurses have demonstrated uncaring behavioprs
towards patients (Jourard, 1971; Kelly, 1988:; Rieman,{1986).
Several factors affect the process of caring. They include
"culture, values, maturational and stress levels,vand time"
(Bevis, 1981, p. 50). As nprsing shortages escelate, the
pressure to femove caring‘from nursing will increase (Fry,
1988). Unless nurses are aware o} their personal values
with respect to caring, they may be unable to resist this
pressure.

Some authors (Moorhouse, 1981; Pinch, 1979; Steele &
Harmon, 1979; Uustal, 1984) have identified that the Value
Theory of Raths, Harmin, and Simon (1966, 1978) is useful in
nursing education. The theory states that apathetic,

flighty, overconforming or dissenting behaviour which

accompanies unclear values can evolve into more-zestful,



purposeful, committed, consistent, critically thinking

/
behaviour when values are clarified. Raths et al. (1966,
1978) also predict that people.wii?‘have more values, be

more aware of thé valdes they hold, have values which are

more consistent with one another, be able to use the valuiné

process as they grow and become more self directed when®
values are clarified. )

’ﬁaths et al. (1966, 1978) believe that valges oftgn
grow from our goals or ‘purposes, aspirations, attitudes,
feeiingé, interests, béliefs and convictions, activities
and worries. They call these value indicato;s; . Value
indicators may approach values_but they may not necessarily
be vqlﬁes. “Value indicators ";re often revealed in the
classroom" (Raths et al., 1978, p. 31f. It is imRPrtant for
téacherﬁﬁta)set up opportunities for clarifying value
indicators, and discussing the valuing process in relation
to them (Raths et al., 1978). a .

Galue indicators are similar to the list of
prerequisite traits Gazda et al. (1984). think enable people
to be effective helpers. By focusing on value indicators,
students can be more aware of the prerequisite traits
important in helpers.

Value clarification strategies have been used
successfully to inc;éase awareness of personal values. Hopp

(1974) used value clarification strategies with sixth

graders and found that students with unclear values



demonstrated the greatest ¢hange in value,ci;rity fblldwing
the treatment. Sklare, Markham, and Sklare (1977) noted
that high school juniors and seniors who had parﬁicipated in
a ten week value clarification program found it . o
significantly easier to choose bétwegp different vaiues.

Ohlde and Vvinitsky (1980) found that undergraduate

participants in a value clarification workshop became more
aware of theirrpersonal values.

Hopp (1974), Pozdol and Pasch (1976), Purinton (1975),
and Rosner (1975) taught value clarification strategiesg#ofb
teachers or counsellors. They found that there was -
agreement among the trainees that the use of value
clarification in the classroom had a strong effect on the
teacher's relatiohship with ;tudents, that value
c;arification experiences were meaningful and growth
producing for sﬁudents and counsellors, and‘fhat teachers
were enthusiastic»about‘the use of value clarificétion
8 tegies. It would seem .that value clarificationh
strategies are appreciated by the teachers and counselldrs
who use then.

Kozier & Erb (1987), Potter & Perry (1%35;, and Steele
& Harmon (1979) suggest the use of value clé;ification
strétegiesito assist nurses and nursing students to clarify
their baiégs. One value clarification strategy is the

claeifying response (Raths et al, 1978). Clarifying

responses can be used orally with individuals or groups and
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they can be used when responding in writing to students'
written work (Raths et al., 1978). Because clarifjing'
responses attend directly to what the individual is saying
and either reflect the message back to the student or ask
the student questions which encourage cr}tical examination
or extension of thought, they will help stqdentsjé}arify
their vadues (Raths et al., 1978).
The theoretical importance of values awareness as a

prerequisite for helping relationships, decision making,
and caring in nursing and the positiye.outcomes predicted by
~Raths' Value Theory are the reasonéi&hy this study is |
needed. .

—

State o

i';Tﬁe pgoblems addressed in this study were: (1) Does’the
use Qf clarifyingy;ZEponses increase beginning nursing
stu&;nts' awareness of the values they hold? and (2) How
does the awareness of personal values shift as a value
clarifying pfogram progresses?

Purpose of the Study -
The purpose of this study was to develop materials

— )
which help beginning nursing students become more aware of
- their values, to implement the clarifying program, and to

analyze the shift in the awareness of personal values over

the course of the study.




" Fourteen student VOiunteere enrolled in the first term
of a British Columbia post-secondar§ institution general
nursing program received verbal clarifying responses/in
'their ten, 50 minute Professional Behaviour seminarsxover
16 3Aeg§, They completed a two hour independent study
module on values and participated in a one hour seminar
using the Value Theory and strategies articulated by Raths
et al. (1966, 1978). Also, students recorded value ’
indicators and aspects of the valuing pfoceseﬁin value
journals each week. Written clarifying responses were made
‘by the investigator in these value journals before they were
raeturned to students.

The level of investigatoﬁ3functioning’with clarifyiné
responses was analyzed d%ing ;andomly selected value |

.journals and audiotapes of the Professional Behaviour
seminars.

The change in awareness of personal valuee,was
iéentlfied by analyzing all students' value journal entries.
To facilitate analysis of this qualitative data, it was‘
coded. The date of the journal entry, the time taken to
write the entry, the seven characteristics of the valuing
process, the presence of value indicators, the level of
student self analysis, the level of student self disclosure,
and the level of student responsibility ‘for behaviour were

the code categories used. Once these codes were assigned,

the information was examined using "reflection-in-action"
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(Schon, 1983§\p. 49) . Schon7(1983) suggests ?hnt when a
situation is puzzling, the practitioner pakes sense of it by
\reflecting "on the understéndings wh have been implicit |
in the action, undersfandings;which he or Qhe surfaces,
criticizes, restructures and embodies in fnrther'action“ (p.
50). - |

Assumptions

- A basic assumption of this stu&y is that awareness of
personal values is a prerequisite to the formation of

helping relationships (Gazda et al., 1984), decision making

~

(Uustal, 1984), and caring (Bevis, 1981).
A second assumption is that Raths' Value Theory (Raths
et al., 1966, 1978) is useful in assisting studengs to
define what they value (Uustal, 1980). Raths' valuing ’
process (Raths et al., 1&66, 1978) will help students become
more aware of their personél vaiues (Moorhouse, 1981;
Uustal, 1984).
A third assumption is that profeégional reflection "on
the understanqingé which have been implicit in the action,
understandings which ... (thé professional) surfaceszﬁ | -
criticizes, restruétures, and embodies in further—action"
(Schon, 1983, p.50) is a useful way of gaininglinsight into

[
the changes in awareness of personal values recorded in the

<

value journals. Schon's (1983) recommendation to reflect-

fn-action on the problem, suspending preconceptions,
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listening carefully, and testing explqnetions as they occur
. < .
to impose an order on or give meaning to the journals has

been used.

Definition of Terms
The following terms are defined as they are used in

this study.

“Yaluing -VValuing is a process of choosing freely from among

alternatives after thoughtful consideration of the
consequences, prizing and cherishing the choice, affirming
it to others, and acting on the choice repeatedly (Raths et
al., 1966, 1978). '

Value - The "resuﬁis of this valuing process are called

values" (Raths et al., 1978, p. 28).

ygggg_ingigggg; - A value indicator is a goal or purpose,

-an aspifation, a feeling, an interest, a belief or a

conviction, an attitude, an-activity, and a‘WOrry (Raths et
al., 1966, 1978). |
vValue clarification strategies - Value clar;fication
strategies are used with groubs of students. They apply all
four of the following activities }n every interaction with
students: |

1. Clarifying studeﬂts' statements about current life
experiences and issues. '

2. Accepting all student responses nonjudgmentally.

3. Inviting comprehensive reflectidn on the experiences
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and issues. | \ A | ‘
4. Nourishing personal power. (Raths;’1978)

glgriﬁxing_;gépgngg - The clarifying response is a verbal or
written response to student statements of value indicators
or aspects of the va;uing process (Raths’et al., 1966)
Clarifying responses demonstrate the teacher's |
nonjudgmental acceptance of student responses by attending
directlf to what the individual is saying and inviting
compreheneive analysis of the thought by reflecting the
message back to the student or by questioning to encourage
critical exanination or extension‘of the message.‘
Independent study modg;gl— iniindependent study module is a
"learning packet developed to direct and facilitate ...
learningkof a specific topic" (Greeniaw, 1984, p. 3).
Students are expected to complete the module before the
seminar for the specific topic. |

Professiona; Eehaviour seminars - Professional Behaviour

seminars are one of the components of a general nursing

course. Groups of sixteen to twenty ‘students and one
teacherrmeet for one hour per week to discuss the
professional issues of policies, rights, values, caring,
history, roles, individual iearning, professions; eéthics,
iegal issues, recording and reporting, and delivery of care.
Value Journals - Value journals are the booklets containing

the written responses students make to specific questions

about their experiences.



B

)

: 7 ( ; ‘11
value clarifving program -~ The value élariinng program
referred to in this study involved the use of verbal
clarifying reéponses in the weekly Professiénal Behaviour
seminars and written clarifying responses in the value
journals submitted by students; : .
Reflection-in-action - Reflqction-in-actién;is the‘proce%::“
described by Schon (1983) in‘which the proféssional reflg s

on the problem by suspending preconceptions,.listening

. carefully, and testing explanations as they occur to impose

an order on or give meaning to: the situation which likens it
te a known concept or problem. Similarities are identified
without denying the differences between thevlikened concept
or problem. Solutions are worked out recognizing their
implications, further information is accepted and the

problem and solutions are reshaped as appropriate.

The study was limited to“fégrtéen students from the
total nuﬂﬁér who were admitted to first term of the nursing
program. The fourteen students volunteered to participate

in the study and could withdraw at any time. There was no

control group. , ‘
The treatment for the gréup of voluné;zzs was in large '

group sessions and one-on-one encounters with the

investigator. The Professional Behaviour seminars and the

values independent study module were an integral part of

-



"journals, although done by two

1y

— . Y

the nursing course. : The value journals were extra work for -

= L

study participants only.

The investigator implementing the study had

(¥4

participated in a graduate education course in which Raths'

Value Theory (Raths et al., 1966) was learned and clarifying /;Q
responses were practiced. Expertise in using clarifying - |

responses was developed in the course.
The coding of the qualitative data from the value
ders, required at least 4
some inference. One of the coders was the investigator so |
the possibility of‘observerQ%égs does exist.
The coding of the investigator‘Verbal and written
interactions also required some degree of inference. This

coding was done by the investigator alone so the possibility

of observer bias exists here too.

w

This chapter has described the problems being ™ 5
1nvestigated the ne%d for ‘the study, and t;i outline of the
investigation. Chapter II describes some of the backgrognd
information pertinent to the investigation and reviews the
relevant educational research.v Chapter III describes the
methodology of the investigation: the study'sample) the
value clarifying program, the value journals, the data
collection .process and the data analysis process. Chaptero

IV outlines the findings of the ‘investigation and Chapter V.

M O

N
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discusses the results, idenﬁifies the conclusions,

presents- some impliéitiohs of the investigation.
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"CHAPTER 2

\' OF

Thg&laterature review in this study focused on five
main, ar st (1) definitions of awareness and self-
awaréﬁess; (2) approaches to self—awareness developnment; (3)
approaches to values education: (4) the placement of Raths'
(Raths et al., 1966, 1978) Value Theory in the context of
selfwawarenessAdevelopment and values educatio;, and (5)

clarifying responses. This background leads to (6), a

review of the pertinent research.

T

J‘
Definitiong of Awareness and Self-awareness

Webster's Ninth New Co legiate Dictio defines the

adjectlve aware as "hav1ng or showing realization,

perception or khowledge"A(1983, p. 120). This dictionaryv
notes that aware "implies Jigilance in observing or |
alertness in drawing inferences from what one experiences"
(1983, p. 120). Awareness then is the state of'perceiving,
knowing, or inferring from experience. |

The Oxford English Dictionary (1933) and the Chambers
Twentieth Century Qigtiona;g (1974) use the WOrds informed,
cognizaht, conscioue, and sensible to define gﬂgzg. The
Random House Djctionary of the Englign Lanquage, 2nd ed.
adds Ehe words alert and sophisticated in their defihition.

Oblivious is the antonym of aware. These dictionaries

el e
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definé the noun awareness as the quality or state of being

'aware, cognizant, conscious, sensible, knowledgeable, alert,
perceptive and/or sophisticated.
3
In psychology, the noun awareness means:

being conscious of something; the act of 'taking
account' of an object or state of affairs.. The term
implies neither attention nor an assessment of the
qualities or nature of the object; there can be simple

awareness without specific disgrimination or
recognition of objective chargcteristics} even though
these characteristics must b eemed to have an effect.

(English & English, 1958, p.58)
This psychological definition is quite different from the
définition used in everyday 1anguage.' It is the everyday
language definition of awareness that is used in this study.

The w_Collegiate Dictiona defines

self-awareness as "an awareness of one's own personality or
individuality" (1983, p. 1065). The psychological usage of
self-awareness is similar to its general usage. English &
English (1958) define it as "knowledge of one's: own traits
or quaiities; insight into, understanding of, one's own
behaviour and motives" (p. 486). Self-awarenéss is defined

as knowledge of one’s traits or qualities in this study.

S - ess Deve ent
In this section of the literature review, the current
status of approaches to fnnilitate self-awareneés, self-
understanding or insight are discussed. Then the
épplication of these approaches to education are made. -

A number of traditional psychological approaches to -
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therapy or counselling ain to improve client fﬁnctioninqi
One way they seek to achieve this is through client self-
exploration, self-awareness, or insight. The
psychoanalytic approach of Freud, the non-directive or
client-centered approach of Carl Rogers (1961, 1968, 1969
1977), and the existential approach (Colm, 1966) all rely
upon the active involvement of the individual in exploring
feelings and experiences to gain self-awareness.

However, average counseling and psychotherapy using
traditional methods does not result in average client
improvement greater than that observed in clients who had no
special treatment (Barron & Leary, 1955; Cartwright & Vogel,
1960; Esyenck, 1952; Levitt, 1957; Ttuax & carkhuff, 1967).
However, the treatment groups had more variable outcomes
than the control groups (Barron & Leary, 1955; Ctrtwright &
Vogel, 1960) suggesting that some therapists using
traditional methods are helpful and some are harmful (Truax ,ﬂf;
& Carkhuff 1967). |

What is it that makes some therapists effective? When
"comparing the traditional approaches to counseling and
psychotherapy, Truax and Carkhuff (1967) found that there
were similarities between what each approach co;sidered
effective therapist behaviour. They all identified
therapist warmth toward or regard for the client; the
therapist's ability to grasp the. meanings of what the client

is sgying;‘the therapist's understanding of the client; and
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therapist nondefensiveness (Truax & Carkhuff, 1967) .

Carl Rogers (1961, 1968, 19695 insisted these three
therapist conditions were necessary and sufficient in
therapist-client relationships to achieve client
improvement. He described them as therapist "realness" or
congruence while interacting with clients, uncond1tiona1
positive regard toward c11ents and empathic understandlng of
clients.

Genuineness, realness, or congruence is the ability of
counselers to be themselves in interactions with clients.
The counselor ﬁis openly being the feelings and attitudes
that are flowing within at the moment " (Rogers, 1977, p. 9).
The ceunsellor is transparent. Therefore, there is a close
match or congruence between what is being experienced by the
counsellor, what the counsellor is aware of, and what is
expressed to the client.

Unconditional positive regard means that the eounselor
accepts clients as they are including their feelings and
behaviour at the moment (Rogers, 1961, 1977). -It is not
always possible to feel this unconditional regard all the
time. A counselor who is genuine will feel very different
feelings‘towards some cliente. The counselor should not try
to feel something s/he cannot. But the more this prizing
attitude is demonstrated by the counselor, the‘greater the
iikelihood that counseling will be a success. | B

Empathic understanding means that the, counselor
3
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junderstands the feelings,and thoughts experienced by the
client and then communicates this understanding to the
client (Rogers, 1961, 1977) Hopefully, the counselor is in
the private worid of the client to such an extent that s/he
can clarify both the obvious meanings as well as those thdﬁ
the client is not quite aware of. The client's response m;$
be tentative acceptance at first, then after careful
consideration, whble hearted acceptance and use of the neQ;
insight (Rogers, 1961). ‘ ;

As clients experience the counselor listening to and
accepting their feelings, they become able to listen more
carefully to themselves and accept the feelings they
experience. As clients experience the counselor va;uing
and prizing them, even the deep negative facets, they
becomebmore able to prize and value themselves. As clients
experience a real counselor, they are more able to discardh
their own facades and be more aware of their experiences.
(Rogers, 1977)

The three conditions were modified slightly from
Rogers' (1961)Ainitial conceptualization (Truax & Carkhuff,
1967). Unconditional regard bécame nonposseséive warmth
towards clients. The emphasis on genuineness as congruence
between therapist thoughts, feelings, and the resulting
behav%ﬁur shifted to an emphasis on genuineness as
authenticity and not being phony. The emphasis on empathy

as the clients's ability to use the ingight shifted to the
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emphasis on empat ae the.ggggzgtg grasp and communication .
of client meaning g iﬁi

v Truax & Wargo (1966):; Truax, Wargo,.Frank, Imber,
Battle, Hoehn-Saric, Nash, & Stone (1966a); Truax, Wargo, &
Silber (1966); Truax & Carkhuff (1967) investigated the
importanee of the three conditions in achieving client
improvement. They noted that use of high levels of
nonpossessive warmth, nonphoney authentic genuineness, and
accurate empathy by therapists led to constructive
persodaiity ehange in cliente. Low levels of these three
therapist conditioqe led to deterioration in clients. This
was true for various types of clients, group and individual
counseling, and various therapeutic approaches. Banks,
Berenson, & Carkhuff (1966) and Truax, Wargo, Frank et al
(1966b) noted that it was the ability of the therapist to
use the three conditions, not the characteristics of the
patient which affected the amount of the three condition;-'
displayed.

Successful clients in these counseling relationships
differed from unsuccessful clients in the extent of the1r
participation in self-exploration (Peres, 1947, Duval &
Wicklund, 1972; Tomlinson & Hart, 1962; Truax & Wargo,
1966) . Also, the level of therapist use of the three
conditions significantly relatethC‘the degree of self-
exploration of the clieat (Truax & Carkhuff, 1964, 1965).

Robert Carkhuff (1969) expanded on these workaand
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added to the three conditions of‘genuineness, warmth or
Arespect, and empathy that were important in achieving
growth. He identified that the conditions of concreteness,
self disclosure, confrontafion, and immedigfyw(Carkhuff,
1969) were also important cénditions of therapists or
¢ helpers. |

Carkhuff (1969) describes these seven conditions in the
following way. The empathic helper operates frbm the
client's or helpees experiences. However, unlike Rogers
;(1561), Carkhuff's goal is to add significantly to the
feeling and meaningrof helpee expressions; to get below what
the helpee is able to express so that the helpee can add to
his or her exploration and understanding. He uses respect
to mean a deep acknowledgement of personal worth and
potential. When people are treated with respect, they learn
to respect their own and other's worlds. Genuineness means
being authentlc in response to people 8 experiences. i
Concreteness is the ability to directly and specifically
discuss feelings and éxperiences so that people will be more
able to specifically describe their own experiences. Self
disclosure is the ébility to freely and spontaneously |
disclose significant personal information when appropriate
so that people learn to disclose personal information in a
constructive manner. Confrontation is the ability to

confront discrepancies between what people want and what

they experience, betwéen what people say they do and what
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they actuglly do, and between how people are experiéﬁced an@
how they experience themsélves to help pebpleiconfront
themselves and others constructively. AImmediacy is the
ability to immediately aet and direct action so that people
learn to act with immediacy and then direct the acticns of
others. ' *‘

After féctor analysis of the seven conditions, Carkhuff
(1969) found that there ﬁZre essentially two factors which
contributed substantially to the helping process: therapist
responsiveness characterised by empathy and respect; and
therapist initiative characterised by confrontation and
immediacy . Genuineness and concreteness affected both
responsiveness and initiative (Carkhuff, 1969). Therefore,
_there were two types of skills required by helpers,
responding skills and initiative skills.

Finally, carkhuff (1969, 1972) noted that these helper
‘conditions required preliminary or transitional skills.
Attending skills were required before responding skills, and
personalizing skills eased the t:ansition to initiatihg
skills. Thus helper attention involved the helpee in the
helping process, helper responses facilitated helpee
exploration, helper personalization of helpee exploration
facilitated helpee understanding, and helper initiative
facilitated helpee action behaviour (Carkhuff & Berenson,
1976) . -

Attending is being attentive to the helpee (Carkhuff &
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‘ Berenson, 1977; Carkhuff, Pierce & Canhon,1980). It is made
up of attending physically, obServiﬁg andylistening -
(Carkhuff, 1969; Genther & Moughan, 1977; Mehrabiah, 1972;
Smith-Hanen, 1977). Attending physic#lly includes informing
\ the helpeefof your availébility and readiness to help and
telling the helpee what you havé to offer so that s/he
becomes motivated to get involved in the helping process.
It means facing helpees without physical barriers in
between, being at eye level, and being in an organized aﬁa'
comfortable environment. Physical attending also involves
facing helpees squarely, leaning towards them, seeking eye
Eontact, and being intent yet relaxed. Observing means
looking for behavioral cues to the helpee's feelings,-level
of energy and degree of congruence between behaviouf and
expressions. Listening means listening for cues to the
helpee's feelings, level of energy and congruency between
behaviour and words. This involves susperding judgment at
the time of the interview, resisting distractions,
identifying themes in conversation, and reflecting on
content. -
Personalizing means adding to helpee expressions and
understandings of the problen, ngntifying the impact of
expression ahd problems oﬁrhelpee feélings, and helping the
helpee understand where s/he is in relation to the goal so
that helpee self-understanding is achieved (Anthony, 1971;

carkhuff & Anthony, 1977:; Carkhuff & Berenson, 1977;
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Carkhuff et al., 1980); Personalizing helpee expressions is
done by identif ing the significance of helpee experiences,
the meaning of. helpee expefiences, and the thehes‘io helpee
conversation. " Adding to helpee understandlng of the problem
is done by identifying}how the helpee is contributing, to the
problem and what the helpee lacks in the situation. N
Personolizing the impact of expressions and problems is done
by reflecting how the personal deficit makes the helpee
- feel. Personaliqing the goal'is reflecting where the helpee
wants to be and how the problems and feelings have;an impact
on that. Personalizing puté experiences into persbective
in a way that the helpee is unable to do. The key to
personalizing is discipline in uslng interchangeable

responses to search out common or dominant themes (Carkhuff

'et .; 1980) . When helpees understand themselves at
personalized levels, they are ready for the initiating
'skills of helping. |

Since the programs used by helpers affected the
performance of helpees (Michelson & Stevic, 1971; Vitalo,
1970) .program development skills were added to the list of
skills requiféd by helpérs (Corkhuff & Berenson, 1976).
Program development skills are the cognitive skills of
problem solviﬂg, decision-makiﬁg, program development, and
program implementation. These skills direct the helpee to

ﬁake action.

Another important ingredient in helping is the enhergy
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Tevel éf the helper (Carkhuff & Berenson, 1976). This means
that helpers must have physical fitness ekills to achieve.
positive outcomes with e}iente. )

Manipulation of helper skills has an effect on the .
helping process (Carkhuff, 1969; Carkhuff & Befenspn, 1976) .
High levels of respending skills (genuineness, respect and
empathy) leads to high leQels,of helpee self-exploration by:

1;_etimulating a depth of self-exploration‘“necessary

for ﬁiowth. | |

2. helping to lower defenses so that more meaningaful ‘

material is shared. ' N |

3. enabling helpers to undegtand the helpee and the

helpee to experience the'/ eling of being understood h

4. e11c1t1ng p051tive feelings from the helpee toward

himself and others.f This positive feeling in turn

increases the probability that. the helpee will receive
~ expressions of positive feelings from others.

Carkhuff (1969, Vol. 2) has identified several
guidelines for the helper when using the responding skills
, to facilitate helpee self-exploration: ‘

. 1. Establish helpee self-exploration as the immediate
goal of the reietionShip. | —
2. Initially; attempt to understand the helpees as they
present themselves. | ‘

3. Initially, emphasize the "interchangeable

understanding” level of empathy and "functional" (p.41)
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a
respect. |
4. Move from éttending to responding to personalizing '
as the helpee's level. of self-explofation indicatgs.
5. Move from content area to content area as helpee
self-exploration indicates. |
Carkhuff (1969, Voi.2) has identified several
_ ~=
additional guidelines for the helper to facilitate helpee
selE;understanding: :
1. Focus attention initially on the he%pee's highest
area of functioning.

- 2. Use the helpee's level of self-understanding as a
fcue for increasing the level of responding and
~ personalizing ékills.

“3. Use the helpee's self-sustaining level of

understanding as a cue to prodress to use the

i ting skills. B -
4. Use f-disclosure ihxresponse fo high levels of

helpee initiated helping skills. g p

For growth to occur, helpees must be insglved in the}fy
'ﬁelping p?oce;s (Carkhuff, 1969). \ﬁigh Ievelsvof,helper |
attending ski;ls increase helpee involvem®nt in the helping -
process: (Mehrabian, 1972) so that physidé&, embtionél and or0
intellectual growth can Eé achieved. Also} helpees must be
able to look at and clearly see their world with a minimum

of distortion (Carkhuff, 1969). Helpér respbnd%ng and .
personalizing skills help plaée helpees!' experiences in
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~'perspective by facilitating sglﬁzexploration and | Pf
understanding (Carkhuff & Berenson, 1976) In order to act
on ‘their world, helpees must begin by acting in small ways
both in ﬁnd out of the helping relationship (Carkhuff,
1969). Initiating skills of the helper facilitate helpees'
actions. 7

Several ;uthors (Carkhuff, 1969; g?rkﬁuff & Berenson,
1976; Gazda et al, 1984;‘Jourard, 1971; Rogers, 1968, 1969)
believe that parent-child!énd teacher—studeﬁ; relationships
are helping relationships. Becausé of this, the attending,
respoqging, personalizing and?initiating skills of the
helping process are critical to growth in these
relationshibs as well. Students of teachers who offers high
1evels of the responding. and initiating skills are healthier
physically, emotionally, and intellectually than students of
those teachers who offer'léy leQels of these skills (Aspy, '
1969: Kratochvil, carkhuff, & Berensbn, 1969; Hefele, 1971).

The'teaching process should start with thg helping
process (Carkhuff.& Berenson, 1976).. Teéchers should have
physical fitness skilléméo'that physical energy levels are
high. They should have interpersonal skills emphasizing the
responding and initiating skills described earlier.; They | -
shéuld have the cognifiye decision-making skills yhich ‘
emphasize problem definition, goal definition, and Qalue

development necessary for selectihg preférred action for and

with students. They also should have the program _ ~4
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a . ,
development skills necessary to implement preferred student

actions

&

Lehrning is facilitated when teaehers viedwteachiﬁg as
both helping apg teaching (carkhuff & Berenson, 1976).
Aiso, fo facilitate learning, the teacher must:
1. enter the frame of reference of the helpee.
.'2. enter the environment of the helpee, be it home,;
classrdom, or clinical experience.
3. relate the helpee's‘frame of reference to goals in
his environment. -
4. relate the environment's goels to the helpee's
functioning within éhe environment.
5. maki homework assignments for helpees to work on.
6. teach helpee's environment to support the helpee. i:;/\&\\
7. follow-up‘the feaching activities to help students. )
apply léarning to their lives. (Carkhuff & Berenson,
1976)
TqQ summarize, it has been documented that certain
conditions of helpers and feachers-facilitaté helpee self-
exploration and therefore?self—understanding. These .
conditions are empathy, respect, genuineness,.concreteness,
self-disclosure,.confrontation, and immediacy. ’ These
conditions are part of the responding and initiating skills
discussed in this section. Two intermediary skills are also
" required to facilitaté helpee self-exploration and

understanding; attending and personalizing. Also, helpers
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must have highfenergy levels to be effective helpers, and
they must have assessment and problen éélviné skills tg- |
impleﬁent self-exploration and self-undersfanding progfams
with.students. Because gelf-awareness neans both self-
exploringrana self-understanding, the value clarifying
program which aims to facilita@e value awareness in

beginning nursing students should include these skills.

A oaches val t ‘

One of the goals of general ‘education isAthe
transmission of values to students (Brummer, 1984; McGough &
Clark, 1977:; Purpeli & Ryan, 1965; Ryan & Thompson, 1965).
The same is trﬁe for the education of nurées. In‘fact, one
component of the nursing course in one post-secondary
general nursing program is titled'Professionai Behaviour
(General Nursing Department, 1987).

Several éuthgrs (B&ndura, 1962; Fraenkel, 1977;
McPhail, Ungoed-Thomas, & Chapman, 1972; Newmann, 1975;
Rogers, 1969; Kohlberg‘; Turiel, 1971; Rokeach, 1975)fhave
devised theories of values education that can Le categorized
into four main groups on the basis of their main focus: (1)
facilitation of caring; (2) facilitation ;f judging;j(S)
facilitation of ac{iQn; or (4) facilitation‘of personal
value awareness. Each groyping ‘will be discussed here.

Some of the models or theories refer to moral rather than

‘ »
values education, but botT 'moral' and 'value' theories are

~.

L ee—




29
discusSed in moral and values education.
Facilitation of caring _

Caring means considering the interests of others and

feeling compelled to do something about them (Hersh, Miller
& Fielding, 1980). McPhail et al. (13«52) created a
ggggigg:gtign model which stresse54thelimportance‘of caring.
The focus is on learning to understand others' needs rather
than resolving conflicts although decision making and action

are aspects of the program.

The task of moral.education is to build on the oore of
consideration all people possess and demonstrate that the
differences among people are superficial (McPhail et al.,
1972). The assumption is that moral behaviour is self-
reinforcing. By learning to care for others, we care for
ourselves. So, opportunities to express caring are crucial
in this consideration model. ‘

This approach (McPhail et al., 1972) places great
emphasis on social learning theory and theﬁnodeling of
caring behaviour by teachers.: Teacher-genuineness, insight
and creativpty are important. Increag::gly complex social‘
situations are presented in which students are encouraged to

observe and understand ygrbal and nonverbal behavioral cues

to others' needs. Role playing, so;jograsa and creative
writing are ways of developing moral” behaviour in this

model.
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Facilitating judging o

Judgihg involves reasoning or thinking through a value
or moral dilemma. It requirés decision making among various
options using principles which remain constant from dilemma
to dilemma. Value analysis (Fraenkel, 1977) and cognitive
moral development (Kohlberg & Turiel, 1971) are two theories
which focus on judging. ©Other thea;ists (Evans & Applegate,
1976; Metcalf, 1971; Steiner & Hitchcock, 1980; Tymchuk,
1982) éppear in the literature, but they do not offer ideas
_substantially different from Fraenkel of Kohlberg & Turiel.

Jack Fraenkel (1977) has developed a values analysis
approach to values education which encouéages logical
analysis of value conflict situations along with systematic
assessment of alternatives. He suggests that values
activities should provide opportunities for students to
suggest various ways to feelland act in situations,
alternative courses of aétion, and consequences of actions
for self and others. Values activities should encourage
student evaluation of the alternatives from geveral points
of vieQ and asséssment’of prediéted consequences re:
likelihood and desirability of occurrence over the short
and long term. Some examples of criteria for assessing
consequences include moral, legal, aesthetic, ecological,
economic, health, and safety criterié.

Using his model, students learn a very systematic
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process for making decisions about values. The model
includes precise ggthods for making distinctions between
various facts, evldence, value criteria and value )
principles. |

Fraenkei (1980) notes that the evidence ta date on the
effects of values analysis treatments is ﬁixed (Ehman, 1977;
Tucker, 1977) and therefore too limited to justify
generalizations.

Lawrence Kohlberg & Elliot Turiel (1971) describe a
devélopmental,approach to valﬁes education in whiéﬁ’
studgnts' personal rights and freedoms are respected and
students are encouraged to use their highest level of moral
:gggghing to solve values dilemmas. They (Kohlberg &
Turiel, 1971; Turiel, 1966; Rest, Turiel, & Kohlberg, 1969)
have identified the following.six stages of moral
deVelopment through which people typically move:

1. The premoral stage. 1In this stage,‘people neither

understand rules nor do they judge good and bad in

terms~of rules and authority. Good is what is pleasant .

and bad is what is painful or fearful.

2. The preconventional level. 1In this stage, people

respond to rules and‘labels of good/bad or right/wrong,

but think only of the pleasant or p&inful’cqnsequences
of them. There are two stages in this level:

a. Stage 1; the punishment/obedience orientation.

Physical consequences determine the goodness of
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badness of actions despite the meaning or value of
the consequence. Avoidance of punishment and
unquestioned obedience td power are valued.

b. Stage 2; thé.instpumental relativist

orientation. Right behaviour is that which .

satisfies own needs. The attitude of "I'll help

you if you help me" is paramount, not loyalty,

gratitude or justice. |
3. The conventional level. At this level, main£aining
individual, group or national eﬂpectations is impottant
regardless cf consequences. The attitude is onefbf
conformity to, loyalty to, active support for gné‘
justification of social standards. There are E@o
stages in this level:

a. Stage 3. The acceptance of good boy/nice girl

orientation. Good behaviour is that which heips
and pleases others. Approval is earned by being ’(4/

nice. "He means well" becomes important for the
first time. )

b. Stage 4. The léw and order orientation. The
orientation is towards authority, fixed rules, and
social order. Right behaviour inciudes doing
one's duty, respecting authority, and maintaining
the social order.

4. The post-conventional, autonomous or principled

level. At this level, efforts are made to define moral



values and principles which are valid apart from
authority and group standards. This level has two

stages:

a. Stage 5. The social~-contract legalistic

33

orientation. Right behaviour is defined in termns

of general human rights and standards critically

examined and agreed upon by society. Personal

values are relative. Apart from the

constitutionally and democratically agreed upon
rights, rights are personal and open to opinion.

b. Stage 6. The universal ethical principle
orientation. Right is defined by decisions of
conscience according to self-chosen ethical
principles which appeal to logic, universality and:
coﬁsistency. These principles are abstract and
ethical, not concrete and moral. The'highestﬁ

moral value is justice and the value of human

life.

If moral development does pass through these seven
stages, then moral education should stimulate development of
. the next highest stage (Kohlberg &vTuriel, 1971). This
involves identifying the students' current level of moral
development, exposing students to the neﬁﬁ highest level of
moral thought, presenting moral conflict experiences, and
then applying the students' level of moral thaughd to the

conflict experience (Beyer, 1976; Rest, Turiel, & Kohlberg,

—'Y
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1969; Turiéi & Kohlberg, 1969; Turiel, 1969). «
Moral reasoning cannot be taught directly (Kohlberg &
Turiel, 1971) so it is inappropriate to give Stage 6
explanations to all students. Changes in moral reasoning
occur when gtudents reorganize their thinking in response to
dilemmas. Therefore, teachers have several roles in moral
development (Kohlberg & Turiel, 1971). They should help
students attend to personal moral dilemmas, think about the
reasoning used to solve the conflicts, identify
inconsistencies and inadequacies in thinking, and seek waya"
of resolving the inconsistencies and inadequacies (Turiel,
1969). The emphasis..is on listening carefully to what
studentsqséy about moral ' dilemmas and taking a neutral
position on it. Teachers should distinguish the arbitrary
classroom managément rules which facilitate school
anctioning from the personal moral dilemmas that students
should consider. Kohlberg & Turiel (1971) emphasize the
judging aspect of moral education, but the also say that
teachers should encourage action cdnsistenﬁ with the moral
judgments of students so that a foundation for further

[

moral action is built.

Facilitating action
As Kohlberg & Turiel (1971) note, action on moral
judgments forms the foundation for other moral action.

Modeling (Bandura, 1962), indoctrination (Superka, Ahrens, &
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Hedstron, 197§) an¢ social action (Newmann, 1975) are
theories which focus on facilitating moral or value related
action. |
Rokeach (1975) has identified the broad educational
values of “a,gense of acbomplishment, self-respect, wisdom,
freedom, equality, inner harmony, and family securit&" (p.
120). The instrumental educational values or ideal ways of
behaving include "being responsible, capable, broadminded,
intellectual, honest, courageous, imaginative, independent,
logical and helpful" (p. 120). Traditionally, these
educational values Qere transmitted by modeling (Bandura,
1962) and indoctrination (Superka et al., 1976).
Modeling is the process in which one'person performs
Q/'ideal' behaviour as an-example for others to imitate
(Johnson,. 1972). In values modeling, students are expecfed
to identify with the standard of behaviour of their teachers
and then to emulaté it. However, as the members in society
become increasingly diverse,vso too do the value;\they
espouse., It becomes harder and harder fbr teachers to
identify the appfopriate value to espouse let alone
incorporate it into behayiourﬁ Because of this, students
see a great diversity of role models to imitate. Which oné
should they choose? )
Moralizing or indoctrination is the direct method of

inculcating values (Superka et al., 1976). People are told

what is right and what to do. However, these deliberate
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methods of teaching values éhrough lecturing seem to have no
effect on behaviouf (Féstiﬁger,vlgﬁa) especialiy as people
age (Hemmer, 1976). . ' '

"The fundamental defect of focusing directly upon 'good

1 behaviour' is that the definition of such a notion may be
relapive only to the standards and biases of the teacher‘or
judge" (Kohlberg & Turiel, 1971, p. 461). The alEerﬁative
is iéentificétion.bf personal values inherent in moral or
value dilemmas. _ o g “

Ne&mann's social action theory (1975) deals with social
dilemmas much like.the caring and judging models mentioned
earlier. The social action model aims to increase student

‘ability to identify, research, and resolve problems, but the
focus is the action resulting from decisions.a\students are
taught how to act on moral decisions by exerting influence
in public affairs. They.formulate policy objectives based
on moral deliberation and social policy research.v Once
objectives are formulated, knowledge of political process, .
aoncacy skills, group-process skills and management skills
are used to gather support to imﬁiemént the objective. Often
when people become involved in soéial action, they~identify
dilemmas which must be addressed. For example: commitment
to the cause versus openness to criticism about it;
consideration of individuals versus devotion to the cause;

individual value integrity versus compromising for the

cause; the use of power; and personal motives versus social
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justifications. So, resolution of these personal conflicts

is part of the program. The program is necessarily long
term and interdisciplinary and integrates course work and
community involvement. ‘

The teacher has four different roles in this
social action model. The first role is as a general resource
for fact gathering and strategies. The second is as a
_counselor trying to meet individual student needs as
dilemmas arise. The third is as an expert resource in a
specific content area. Thelfourth is.as an activist who
influences public policy when invplved with student
préjects. .

o ¥
s v awareness

s knowledge of one's values.

§
Carl Rogers' (1969) theory is'primarily aimed at achieving

Personal value awareness

increased awareness of personél values.
Rogers (1969) describes the modern adult as having:

a basic distru for his own experiencing as a guide to
his behaviour. e learns from others a large number of
(symbolic) values, and adopts them as his own, even
though they may be widely discrepant from what he is
experiencing, Because these concepts are not based on
his own valuing, they tend to be fixed and rigid,
rather then fluid and changing. (p. 245)

His approach to values education is‘to facilitate the -
students' awareness of experiences, and restore the | —
students' trust in their experiences as a basis for guiding

thoughts and behaviour. Rogers would do this using the

{
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three conditiohs of empathy,:congruené'genuinenesé, and
unconditional positive regard described earlier in this
literature review. | |

Other authorz advocate increased values awa}eness using
appfbaches simiiar to/Rogers (1969). Brown (1971)
integrates thoughts and feelings in a confluent education
-approach. Kehayan_(1983)-integrates feeling, understaﬁdinq,
and communication. .hawley (1974) shares Rogerg' (i969)
humanist'philosophy, but achieves values awareness through
role playing.

Allen (1975) has articulated a mqﬁel of values
education that incorporates all four types 6f models
mentioned above. Hérthinks that caring, judging, action,
and/self-awareness are complementary Qays of promoting‘value
devélopment and should be incorporated into all valueé

education programs.

aths' V
To understand Raths' Value Theory, it is important to
~ understand the placement of this theory within the framework
of his two other theories about educating children. e
Therefore, the initial part of this section of the’ ]
literature review deals with the interrélationship of they

three theories. Next, the Value Theory itself is discussed

and then the placement of it with the other values theories.
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Louis Raths‘deyeloped three theories about'eHUQating
chiidren. He encouraged his associates to carry out é
research testing'hypotheses that the theories genefated.
Merrill Harmin and Sidney Simon, investigated the Value
Theory as it relates to‘teaching children (Raths et al., ‘
1966) . Selma Wassermann;—Arthur Jonas, and Arnold Rothstein :
investigated the theory of thinking and teaching (Raths et
al., 1967). Raths noted‘that behaviours associated with
lé:k of valuds and thinking were difficult to change if the
child had distinct unmet emotionai needs. Tne theory of e
emotional needs and teachlng deals with that aspect (RTths, ;
1972). TogetLer they make up an integrated approach to the
' teaching of children. ‘

Raths (1972) places the nignestpriority on the ’
physical health of children. Clearly, children who are ill, --
hungry or physically hurt will be unable to fdocus on

: learning tagks. The priority on physical health stems from

this. The second priority should be a careful nurturing of.
their emotional security. The next emphasis should be on <:¥<:::7\>
thinking skills and then on pergﬁnal values. ) |
Raths' (1972) emotional needs theory links the.
behaviours of persistent hostife aggression,,seLf—isolation,
regression to earlierrstages ofrdebelopment‘ extreme ,}‘
%

submissiveness, and medlcally diagnosed psychosomatic

illnesses to unmet emotlonal needs. These unmet needs

[N
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interfere with learning so it is important to—implement : ,Wé
‘strateqies to hepp meet these needs. The strategies . | . |
outllned (Raths,%1972) "are meant to be included in a ‘ |
systematic progrem of interpersonal interactions with
students“the; de#onstrate caring, coszgrn, genuineness, and
respect. Attenﬁion is paid to the specific experiences of
children startin& from their frame of reference. This
theory combinesveasily with the counseling‘approaches'
deseribed in earlier sections of this literature review.
Both emphasize attending and responding.

Louis Raths' thinking theory (Raths et al., 1966)
states that children who have inadequate experiences with-
thinking are impulsive, overly dependent on the teecher,
unable to ncentrate, usually missing the meaning of
conve;sgﬁéi:, dogmsticelly assertive, rigidly inflexible,
extremely lacking in confidence’in their own‘thinking, and
unwilling to think for themselves. The goal of the thinking
theory is to get away from the emphasis#on recall qf fasts |
and include several thinking experiences each morning and
éfternoon for an extended period of time. The thinking éb
experiences are observing, comparing, slassifying,
collecting and organizing data based on own curiosié},
summarizing, leoking for assumptions, hypothesizing or
proposing selutions to problems;~applying facts and
principles in new situations, criticizing (analyzing or

evaluating according to a standard), decision making,
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imagining, and designing projects or investigétions, With

repeated experiehces with these activities, the behaviours

related to lack of thinking will decrease.
The role of the teacher is to create an environment for
' ]
learning in which students have the confidence to be

creative and sométimesf'Wrong'. This is acpégved by
building success with thinking, by reépectiné students, by
iistening carefully to students, and by using interpersonal
communication whibh conveys these things to stud;nts.

Again, some of the teacher skills are similar to those

identified by Carkhuff & Berenson (1976); athe&?ing and

. responding.
Y
) L
Raths' Value Theory

Louis Raths' (Raths et al, 1966, 1978) Value Theory is
based on thg assumption that values and valuing are ﬁniquely
personai. They developlout of personal experiences and
guide behaviour. Since values operate in very complex -
situations simplexdichofomies of right and wrong-are not
effective standérds for judgment. Values:situations
genérally involve "conflicting demands, a weighing and a .

balancing, and finally an action fhat reflects a multitude .
-—--0f forces" (Raths ét al., 1966, p. 51).
‘The theory is related to Carl Rogers (1969, 1977)
philosophy of thrust in thé human capacity for growth

(Volkmor, Pasanella, & Raths, 1977). If freedom is
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proviced, people‘will grow spontaneously.p The theory is
also based on - 'the assumption that experientiel.learning is
the only meaningful type of values learning (Raths et al.,
1966) . Experiential learning is defined by Rogers (1969) as
that which: has a quality of personal involvement; is self-
initiated; is pervasive, ie. it makes a difference in

behaviour, attitudes,,and/or personality; is evaluate by

.the learner; and is meaningful to the learner. J

As stated in Chapter 1, the Value Theory offered by
Raths et al. (1966, 1978) links epathetic, flighty,
overconforming or dissenting‘behaviour with unclear values.
When values are clarified, behaviour becomes zestful,
pcrposefﬁl, committed, consistent, and critically
thoughtfdl. This change is achieved by helping students
think critically about the value indicators of goals,
purposes, aspirations, feelings, interests, peliefs and
convicticns, attitudﬁs, activities, and worries in an
environment of nonjudgmental acceptance and respect The
emphas1s is on students' personal power to identify
thoughts, choose fgom alternatives,‘examine consequences,
and choose actions. This personal power fosters personal
commitment to decisions andtleeds to a more integrated
life. |

Rathe et al. (1966, 1978) articulate a Value Theory
which focuses on the process of valuing. They define

valuing as having seven characteristics:
S | »
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.1. choosing freely.

2. choosing from many aiternatives

3. choosing after thoughtfu;)consideration of
consequences. ”///\b\J

4. prizing the choicg. ‘ ;%D
5. affirming the choice to others. ’

6. acting on the choice by incogporating aspects into

behaviour. .

7. acting on the choice repeatedly.

When all of the above chéracteristics apply, a value
resulfs.

Raths et al.»(1966, 1978) suggest that teachers who
want to help students develop values should encourage them
to examine and evaluate their gxperienc?s; help them
discover and ﬁhoughtfully weigh alternatives; give them the
freedom to choose froﬁ améng the alternatives; assist them
with critical thinking and thoughtful decision ing;
encourage them to prize the choice; give them chances to
affirm the}r choices; encdﬁfage them to behave according to

their choices; and help them become aware of patterns of

behaviour in their lives. In other words, they should help

students think critically about their experiences using the

valuing process as a guide.
When discussing alternatives, it is important that the
list of alternatives include_thosé-that students would

really prefer. Also, alternatives and consequences

&
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identified must have meaning for students. Choosing wiéhout
understanding the meaning of the alternative or its
consequences, means that the choice is unlikely to be
E?ntegrated into behaviour. As Carkhuff (1969, 1971)
emphasizes, teachefs must operate from the student's frame
of reference. Then too, the alternative must be freely
availaBle for choosing. If the choice is illegal or harmful
to others, then it should not be included in the list of
alternatives (Raths et al, 197§§2 There must not be a;
iliusion of choice whem it does‘not exist.

* The preceding limi}s on alternatives are not meant to
negate the criteria of free choice or free thought, but to
limit behaviour that necessarily follow from choices made.
Some behaviour is inappropriate”and shouid not be allowed
(Raths et a;i, 1978). -

Raths et al. go on to suggest that one of the sources
of content "especially suited for clarifyihg thought....are
those aspects of a person's life....called 'values

indicators'" (1978, p. 39). They do not meet the

requirepents of the seven valuing characteristics, but they

hat level once the valuing process is achieved. Raths
et al., (1966) lists examples of student comments which mgy
be viewed as specific value indicators. For example:

1. st ents for or against something that indicate

attivudes, beliefs, and convictions. E.g. "I don't
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think old peoplé should be hospitalized just because .

they are old."

2. statements of long range plans or goals that

indicate aspirations. E.g. "Someday'I'm going to earn

lots of money." |
. 3. statements of short range goals or hopes that
indicate puyrposes. E.g. "I'll make some cookies when

I finish my homework."

4. statements ;bout what students like to do in their

spare time that indicate intérests. E.g. "I've read

everything I can lay my hands on aﬁbut dog:;raiﬁing."

5. statementg which reveal how students use their time

that indicate activities. E.g. "I practiced the

violin all yesterday evening."

The role of the teacher is one of facilitating
exploration of students' ideas, not dispensing facts, or
feliefs. This role is achieved by creating an environment
-in which students have'the freedom to think. Thi
environment is based on teachef respect for the iqueness
of the individual students and their personal xéeriences,a
prizing of students and nopjudgmental acceptance,

Raths et al. describe nonjudgmental acceptance aé:

...a stance of respeét for students. The teacher cares

for students and shows it. She listens carefully and

patiently. She smiles with their joys and suffers with
their troubles. The teacher invites but does not
require self-disclosure and clarifying thought. She is
gentle and, when naturally moved to do so, speaks

openly about personal continued searchings for clearer
values. In so doing, the teacher creates a mood that
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encouvrages students to take an accepting posture with
e?c?d?ther when engaging in clarifying though%. (1978,

Discussion of the valuing process without this acceptanceaof ‘
students is ineffectivefin producing behaviour change.
igain the crucial facilitative conditions of respect and
genuineness described by Carkhuff-(1969, 1971) are important‘
in this theory. Therefore, two of the%EPree responding
skills necessary for self-exploration afe present in Raths'
Value Theory (Raths et al., 1966, 1978)

Raths' Value Theory (Raths et al., 1966, 1978) states
that specific behaviour which accombanies unclear valﬁes
chan when values are clar%fied. They also predict that
people will have more values, be more aware of the vi}ﬁes
they hold, have values which are more consigtent with one
‘another, be able t; use the valuing process as they grow and
become more self directed when values are clarified.

To summarize, Raths' three theories all state that
specific beha§iours of children are related to a deficiency
of either emo£iona1 seéurity, thinking or valuing. They ,
all stéte that regular experiences with‘specific thinkiﬁg,
valuing or security activities over extended periods of
time will reduce these behaviours. They all emphasize
teacher attending and responding gkills to demonstrate

respect for and prizing of students, genuineness, and

nonjudgmental acceptance of student responses.
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Raths' values theory (Raths et al., 1966) was among the
first of’/the modern values theories. It emphasized the
human‘element and experiential learning in feaChing which '
were quite different from traditional teaching practices.
When combined with the thinking and needs theory, a
comprehensive, holistic approach to children results.

Raths"Valﬁe Theory (Raths et al., 1966) belongs with
those theories which focus mainly on aﬁ;reness of personal
values. The ;mphasis on experiential learning,
npnjudgmental acqeptance,pand respect make it fit closely
with carl Rogers' (1969) approach to values, his education
-approach (1968, 1969) and his method of psychothérapy
(1961). The emphasis on pergonal reflection to promote
thoughtful consideratioﬁ of experiences, alternatives, and
choices places it somewhat with those theories that
facilitate judging (Evans & Applegate, 1976; Fraenkel, 1977;
Metcalf, 199&). While there is an action component in
Raths' Value Theory, there is no systematic teacﬁing or—
practice for this component as there is in Newmann's sociél
action theory (1975).

Many of.the values theories do not espouse set
institutional or instrumental values like those identified
by Rokeach (1975) and Superka et al. (1976). Like Raths'
Value Theory (Raths et al., 1966), they are concerned with

the personal conflicts and decisions of students (FraenKel,
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1977; Kohlberg & Turiel, 1971; McPhail et al., 1975;
Newmahn, 1975; Tymchuk, 1982). However, some o: the
theories use a particular standard for evaluating decisions
(Kohlberg & Turiel, 1971; Rokeach,'1975; RJCker et al,

1969) unlike Raths' theory.

~larifyi ) s
The clarifying response is the foundation of the value
clarifying strategies guggested by Raths et al. (1966). It

/ -
is appropriate for individual or group conversations,  as

well as for written or oral communication (Raths, 1962);
Clarifying responses encourage students~to"consider wha
they have chosen, what they prize, and what they are d ihg.'
They "stimulate him to clarify his thinking and béﬁavio
and thus clarify his values" (Raths et al., 1966, p. 51).

Effective clarifying responses have the foilowing ten
characteristics (Raths et al., 1966). They:

1. avoid judgments or evaluation.

2. give stude;;s responsibility for their thoughts and

behaviour. -

3. allow the student to examine further or not as the

student chooses.

4. aré meant to be taken as a whole. One small comment

is not meant to be earth shattering.

5. are not meant to gather information, but to

stimulate thought.
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6. are short to allow the student time to think and

"he usually does that best alone" .(p. 53).

7. are meént for individuals. They may be used in

group discussions if the topic interests large groups,

but the reflection is done by the individual.

8. are not meant as responses for everything that

students say. Teachers have other things to do in the

classfoom. .

9. aré-used in situations in which there is no 'right'

answer.

10. do not follow a formula. They are meant to be

creative. "When a response helps a student to clarify

his thinking or behaviour, it is considered effective."

(p. 54)

Raths et al. (1966, pp. 55-62) describe 30 clarifying

responses which promote general reflection or direct the

student to consider one aspect of the valuing process.

Generally, they are open-ended questions. Raths et al.

(1966) also list some specific clarifying responses for each

aspect of the valuing process (pp. 63-65). The following

example of a conversation with a student illustrates a few

clarifying responses.

Student: i felt really uncomfortable with Miss. C.

Teacher: What was it about the situation that made you .
uncomfortable?

Student: Miss C. kept criticizing me. Nothing I did was

good enough. : -
Teacher: What would have made you feel comfortable with

her?
Student: ...Well...ah....I'd have felt OK if she had
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thanked me.....or even if she had smiled a little.
Teacher: Consider....What does this tell you about your
expectations of Miss C.? We can talk again later
if you wish.
The ﬁurpose is:to promote reflection, to help the student
ponder, and perhaps discover the relationships between value
indicators.

In their discussi-n of clarifying responses, Raths et
al. (1966{ list some things that clarifying“responses are
not. They are not therapy so they are not meant to be used
with students with serious emotional problems. Also, they
are not meant to be one time techniques. They should be
part ofvan ongoing value clarifying program applied over a
period of time. The time period necessary to achieve
minimal changes is one semesterh(16‘weeks) or more (Raths et
al., 1967). Clarifying responses do not inculcate, nor are
they part of data collection in an i;terv;ew. Also, they
are not to replace the teachers other ;éﬁé tion tasks.

Wassermann (1985) has incorporated aspects of empathic
undergtanding advocated by Carkhuff (1969) in her
definition of clarifying responses. She includes
statements that reflect or mirror the students' ideas or
meanings from their frame of reference as clarifying
responses. These reflective clarifying responses
demonstréte;thoughtful attention to the student, neutral
acceptance 6f the students' statements and nonjudgmental

encouragement of students to 'own' the statements as they

wish. She sees the question: "How well does the response
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attend to what the student is saying?" as the critical one
when using clarifying responses. The focus should be less
on open ended questions and more on thoughtful reflection of
the message. An example of clarifying responses using
reflective statements is given below.

Student: I felt really uncomfortable with Miss. C.

Teacher: Miss C. makes you uncomfortable.

Student: Yah....she keeps criticizing me. Nothing I

do is good enough for her.
Teacher: She doesn't appreciate what you do' for her.

Student: ..yah.......I'd feel better if she thanked
me for all my hard work... or even smiled a
little.

Teacher: You want her to show that she apprec1ates
what you do for her. What does this tell you
abou$® your definition of a good patient?

Wassermann (1985) has gone on to categorize clarifying

respbnges according to their purpése. She identifies
clarifying responses which reflect students' meanings as
described above. Another category includes responses which
ask students to analyze their ideas. These responses ask
for examples, definitions, assumptions, and inconsistencieé
so that thoughts are examined more deeply. 1In fhe third
categorf are reéponses which ask. students to extend theif
ideas. These responses ask for ideptification of
consequences, alternatives, and ways of acting on ideas so
that students thoughts are extended to actual life
situations. Appendix A contains a Coding Sheet for
Clarifying Responses and lists responses which fit into each
category.

Clarifying responses as Wassermann (1985) uses them
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have some'of the aspects 6f personalizing and initiating
skills advocated by Carkhuff & Berenson (1976) that achieve
self-understanding and action. ci;rifyingfesponses are
meant to ana;g%e and extend thoughts. Therefore: the |
personalizing skills of identify}ng the significance of
experiences, the meaning of experiences, and the themesvin
conversation could be clérifyiné responses. The initiating
skill of confrontation could be an appropriate response for
clarifying inconsistencies in thoughts. Therefore, the
self-understanding and action facilitated by these aspects
of the counseiling theory sﬁould help self-awareness
development in beginning nursing students.

Others have noted the similarities bétween Raths'
Value Theory and counseling (Glasser & Kirschenbaum,1980:
Havens & Morri;on, i982, Lockwood, 1580). Several authors
(Hopp, 1975; Morrison & Havens, 1979; Thompson & Hudson, -
1982) have used Raths' Value Theory in counseling because
many problems in living stem, in part, from not having
adequately worked through various issues related to personal
meaniﬁgi‘and exgerignces. Raths' Vvalue Theory is‘
consistent with counseling strategies in that they both
encourage thoughtful reflection on life choices,
éonsideration of alternatives and consequences, action
consistent with choices made, and awareness of own feelings
and behaviour. They also insist on teacher or counsellor

nonjudgmental acceptance of students or clients.
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To summarizé then, clarifying responses as defined by
. Wassermann (1985) demonstraté the teacher's'nonjuddmental
acceptance of student responses by attending directly to
what the student is saying and inviting comprehensive

- analysis of the thought by reflecting the message back>to,
the student and/or by questioning to encourage criticgl
examination or extension of the thought. The teacher must
have high,levels of genuineness and respect if the resgonsés,
are to achieve student self-éxploration. The teacher must
also use some of the other aspects of the attending,
responding, personalizing and initiating skills identified
by Carkhuff & Berenson (1976) to achiexéAthe level of
thoughtful consideration and self-understanding required in

thiq’approach to values education. -

2

ese Us s'! Value Theo
This section of the literature review focuses on the
éducatiénal research pertéining to Raths's Value Theory.
The first section deals with research related to the theory.
The next section deals with research using the Value Theory

;%pilitate awareness pf personal values.

T =

The original articulation of the Raths' Value‘THeory
(Raths et al., 1966) included 19 other structured values

clarification strategies for use with groups of students.

\
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Since then, books about thé Valuelclarification g;;g;ggigg
Vhave proliféfété& (Casteel & Stahl, 1975; Curwin‘& Curwin,
1974; Hall, i973: Kirschenbaui(A1935} Simon, Howe, &
Kirschenbaum, 1972). Despite the fact that the clarifying
response was seen as the foundation of Raths' values theory
most of the recent reportéd educational research has usged
‘these value clarificatibn straiegies (ﬁéfger, Hopp, &
Raettig, 1975; Governali: & Sechrist, 1980; Logan, Jepsen, &

Eldridge, 1977; Osman, 1974; Sklare, Markham, & §K}are,

P 4

1977; Silberman,éCohen, & Runyon, 1979; Vance, 1974; Weber,
e . N -

1978) . | ﬂ
An extensive research of the educational 1iterat?£3’yg§____*‘

éfrried out by’McAllister (1986) . He noted that the initial

P

research of the values theory differed from the more recent
research in several importént fespects. The initialn
investigations wefé‘usdally carried out using only those
children who exhibite& value-related behaviour (hehaviours
assoéiated with lack of valuing). Aiso, the teacher or

N

investigator used verbal clarifying responses to student

-

expressions of value indicators and measyred the jncidence.
of the vélue-related behaviour before and after/a progfam of
intéractions with the students. In contrast, the more
recent ﬁnvestigations implement'a'program of value .
clarification strategies, usually without verbal clarifging
responses, yith large groups of studenfs rather than-only

those exhibiting extremes of value-related behaviour. These

?
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studies investigate a range of éépendent,variables_rather
than the behavioral variables arising directly froﬁ Raths'

s
Value Theory.

The results of this research were mixed. The initiai
‘rgsgarch‘using clarifying responses with individuals
"yielded some promising resulﬁé, but experimental procedures
here,oft?ﬁ too flaQed to permit sound conclusions"
(MéAllister, 1986,’p. 71). .. The msre recent research using
value clarification strategies with groups a1;o has flaws.
However, "there is sopé indication thaé the prog}ams can |
éffect patterﬁs of classroom behaﬁiours for any ftudents..."
(McAllister, 1986, p. 71).

McAllister (1986) went on to investigate the
behavioral effect of using verbal clarifying responses with
small groups (groups of six) of grade six students (aged 11
& 12) for\twenty-six 35 ﬁinuté sessions over 13 successive
weest Hevinitiaged verbal clarifyiné responses with two of
the groups, using one group as a control. Group I students
chose personal project topics and“worked on them or
discussed thém with the group during the ggssions. Group II
chose diSéusgion topics and shared persoﬁal events or

s

concerns. Choice, prizing and acting opportunities were

¥

built into elch session with groups I and II. Group III was

the control'group. McAllister counted the incidence of

.

value related behaviour using scales modified from Raths et -

13

al. (1966) during 50 minute sessions over at least four
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weeks pre and post treqfﬁeht. . : .
McAllister (1986) found that the

'waé a significant
reduction from pre to post test in the frequency ofvalue-
related behaviour for group I students beyond the 0.05 level
using the Sign test; He also noted thaf there was a

significant difference between changes in the frequency of

-
14

value-related behaviour in group I compared with the

control group beyond the 0.05 level using non-parametric
one-way anélysis of varianée. Analysis of the clariEQing
program implemented showed that verbal clarifying responses
were used, but since the investigator collected tﬁe pre- and
post-test data, bias could have affected results. The faét
that nd significant change was noted between group II pre
and postﬁtreatment and between group II anq the control
group indicates that the Hawthorne effect does not in and of
itself account for the results.

In discussing the results/of'the study, McAllister
(1986) notes that the students in group II may have been too
threatened by the program and lack of strqcture so thaé the
environment of acceptance and respect may not have been
established. He wonders about the impact of~thi§
environment on the use of clarifying experiences by the
children. "The opportunity for children to express personal
and authentic value indicators in the domains of choice,
affirmation; and action may be a necessary condition for

engaging children in a valuing process that leads to
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behaviour change." (p. 142)
' McAllister's (1986) results are supported by Lockwood .

(1978) and Leming (1981). Both aufhors reviewed the more
recent group of Raths' Value Theory researches using
aOEtoral dissertations or their abstracts and found that
values clarificatibn has an impact on classroom behaviour
‘ consistent &ith the Value Theory. Leming notes that the
evidence'is not as strong at the secondary l;Qel as at the
primary level. Lockyood has reservatioﬁs about all other
treatment effects, including increased value clarity
documentea by Sklare et al. (1977) becéuse‘gi‘tﬁe threat§
to internal validity present, inappropriate statistical
analyses performed, and/or lack of pr;ctical significance
found despite statistically significant results; "Howevqr,
Gage (1978) notes that "the invulnerable piece of research
in any field of the behavioral sciences is nonexistent" (p.

233).

s' Valu 1e0 acilitate awareness

The definition section of this literature review
describes awarené;; as the state of perceiving, knowi or
inferring from experiences. Research usinq Raths' e
Theory to facilitate awareness of personal values builds

knowledge or understanding of the seven characteristics of

the valuing process. The following studies build knowledge

e

\
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or understanding of one or more these characteristics.

There is some experimental rdsearch evidence that’
value clarification strategies increase awareness of values.
Logan, Jepsen, & Eldridge (1977) found that students ﬁoved
toward a significantly stronger belief in internal c?ntrol
over personal decisions and satisfactions on the Rot%sr
Internal/External Scale using one factor analysis of
covariance (p< 0Q02). There were no changes betwéen_'
treatment and control groups (N=28 in each group) in self-
concept using the Adjective Checklist or self-esteem using
the Self Esteem Scale for Adolescents. .

In this study (Logan et al., 1977), an elective social
studies class open to grade eleven and twé?tg\kgg?ents was
co-led by the social studies teacher and the school
counselor twice a weé€k for one semester. The rules of the
course were reviewed thoroughly in the first few sessions:
full participation was encouraged; students were able to
pass as they chose? no praise or blame statements were
allowed; and strategies fécused on’t?e positive aspects of
experiences as much as possible. The early classes used'
structured human relations activities to facilitate comfort
with the class and build trust. Then structured value

cbarification‘strategies were introduced based on the

hia V' . T -
recurrent behavioral themes from students' everyday lives.

- Then expressions of personal feelings and concerns were

added. The design was not random because of the limits of
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scheduling at the school.

:'Althbugh structured value clarification strategies were
used rather than clarifying responses, the research seems to
have incorporated some of the crucial elements of
nonjudgmental acceptance and prizing of students. Time was

\\éllowed for trust to develop before the more challenging
aspects of self-disclosure and confrontation were initiated.
Sklare, Markham, & Sklare (1977) compared a‘ﬁalue
pfogram using structured value clarification strategies with
grade ten and eleven students-one session a day for ten days
- with the same program offered one day4a week for ten weeks.
The sessions were 45 minutes long. Two control grou  of

« 8tudents took the same course without the structured value

clarification strategies. ®

The authors ( Sklare et al., 1977) used the Prince

Differential Values Inventory to determine student's values

along a "traditional-emergent" continuﬁm.

The individual must choose one member of the pair and
the higher the score on the inventory the more
traditional the values set. The traditional values are
categorized by Prince as Puritan Morality,
Individualism, Work-Success Ethic, and Future-Time
Orientation. - Emergent values are Sociability,
Conformity, Relativism and Present-Time Orientation.
(p. 247) ' -

The following are examples of pairs from the inventory:
I ought to:

1) A) Work harder than most of those in by class.

B) Work at least as hard as most of those in my
class. ,
2) A) Enjoy myself doing many things with others.

B) Enjoy myself doing many things alone. (p. 247)
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The inventory assesses the ease or difficulty in selecﬁing
by asking the subject to rate it after each choice. This is
a five point Likert-like scale.

Sklare et al. (1977) found that the ten week treatment
" group fouéd it significantly easier to choose between
differential values than did the control students (p< 0.05).
"In fact, the ten week control group found it more difficult
to /choose on the post-test than they‘did on the pretest
indicating they had more difficulty in conceptualizing their
values ten weeks later" (p. 247). There was no differenig,
between the ten day treatment group and the ten day control
students before or after training. (

There is some qé;litative research evidence fhat v
clarification strategies increase awareness\éf values./, The
exploratory studies using value clarification strategies
showed a change in values (Cauley, & Groves, 1975) or a
greater awareness of values (Osman, 1974; Vance, 1974).

None of the studies used controligroups and the measures
used to collect data were seif deyelopéd, self administered,
and untested.

~ .

Cauley & Groves (1975) report a case study in which
V;Iue clarification stfategiés were used to devélop personal
awareness of and responsibility toward natural resources.

At the end of the semester course, there was a 25%
difference between pre ahd post test scores. The(athQrs

5

inferred that students were more aware of their values re:

J
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natural resources. .

Osman (1974) used value clarification strategies in a
ten week health education course for 88 future teachers.
Using a coﬁrse valuing scale he developed, Osman found that
almost 50 percent of the students rated themseiveS’as_having
become more involved in the valuing process, 80 perqent
expressed greater awareness of their values, and 50 percent
stated that their speech had become more consistent with
their actions as a result of the course.

Vance (1974) describes an exploratory study in which
value clarification strategies were used in a high school
modern literature class for six weeks to promote personai
recognition and growth toward a more unified valuing ~
process. Pre and post tésts. using the Value Survey and
Measures of Self-Consistency were given. Also, written and
oral field notes were made. _Vance found that value
clarification strategiés assisted students to become more
aware of their value priorities, more sensitive to gaps
between their words or ideals and their actions in specific ~
situations, more able to see interrelationships ahong their
diygrse'traits, more self-aware and able to acknowledge

»intrin;ic feelings and attitudes among students.

The qualitative studies using combinations of

clarifying responses and values clarification strategies

were somewhat .successful in increqsiiz awareness of some

' personal values (Berger, Hopp., & Raettig, 1975; Silberman,
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.

-] .
Cohen, & Runyon, 1979), but again there were no controls

and measures were self developed. Both were exploratory
studies in health education, the first‘with patients and‘the
second with Aental stﬁdeﬁts.

Berger, Hopp, & Raettig (1975) used a value
clarification program as a supplementary education method to

assist cardiac patiehts examine their lifestyle, establish

~priorities and implement changes. Verbal clarifying

responses and value clarification strategies were used in
"several" sessions with each patient over a two month
period in hospital and home environments. Ali patients 51-
60 years old were able to re-evaluate their lifestyle and
priorities, set goals‘and act on them. Eighty percent of
the patients less than 50 years and 37 percent of those over
61 years were unable to do so. Berger et al. think that
denial of their level of health seemed to affect the
patients ability to set goals and then act on thenm.
Explaining this phenomenon according to Raths Value Theory,
those patients who did not perceive the issue as personally
relevant, were unable to use the clarifying program. The
short treatment period may also have affected the<outcomes.
There was no control group, so it is uhclear how the
patients behaviour would have changed without the treatment.
Also, it is unclear how mgch of thegsessions focused on
value clarification strategies versus clarifying responses.

Silberman, Cohen, & Runyon (1979) organized four - two
'\
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hour sessions with senior dental students to explore their
personal assumptions and values in relation to their
relationships with pati;nté, especiélly the use of empathy,
respect, compassion, sharing, and interdependence. The-
first session used a case study with small groups of
students to help them identify treatmeﬁt decisions. These
decisions were presented to the large éroup to ident%fy
variations within the group and to extrapolate the

N
variations to the general population. The second and third
sessions were open-ehded discussions,of humanistic
dimensions of practice and students were encouraged to
explore and challenge each others' assumptions. During-the
fourth session, each studené constructed a values grid (a ‘
structured value clarification stratégy) for some issues to
summarize their position. Small groups discussed the ;\\
positions and identified how they met the seven vaiuing -
criteria. Again, it is unclear how much of each-seséion
focused on clarifyipg responses ‘and who used them.

Students (Silberman et al., 1979) commented that the
program was moderaFely successful. Sixty percént ranked the
course as three or better (on a five point Likert-like
‘scale) in overall evaluati_onr seséipn material,‘and session
value. Some students seemed more willing than others to re-
examine their former assumptions about the dentist-patient

relationship. The post-test questionnaire "demonstrated

;significant movement in student's responses...indicative of
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a least an intellectual feassessmentyof tbeir prior
assumptions (T=5; N=18; p< 0.6?)" (Silberman et al., 1979.
p.229).

' To summarize, there is some evidence to suggest that
structured value ;larification strategies facilitafe
knowledge of personal values. The evidence relating
clarifying responses to increased perébnal knowledge is much
more unclear. While the relationship is not made clear in
the researches, the implicaticn that a relationship exists
is clear from the discussion of Carkhuff & Berenson's’
counselling theory and Raths' Value Theory.

This chapter has describedbthe skills required to
facilitate self-exploration and self-understanding, both
aspects of self-awarenéss. The_various approaches to values
seducation have been discussed with the most emphasis on
.Raths' Value Theory. Raths' Value Theory was compared with
“the skilis required_to facilitate self-exploration and self-
understanding and the other approaches to values education.
Two methods of applying the Value Theory were discussed
with the clérifying response being highlighted.

A review of Value Theory research ;déntified two
separate bodies of research. The initial emphasis on
clarifying responées has been replaced by research into.
structured value clarification strétegies.

The present study focuses on two aspects of the value

awareness research that merit more consideration; the use of
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clarifying responses and their application to groups of
students. The next chapfer describes the methods and
procedures this investigator used to identify'the effects of
a value clarifying program that incorporates verbal and
written‘clarifying responses on awareness of values in

beginning nursing students.
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CHAPTER III T 1
Methodology

This chapter describes the study design, outlining the
methodoiogy and procedures used in the study. The following
topics are discusSed:e(l) the study sample; (2) treatment
interventions; (3) instrumentation; (4) thé%data collection
process; and'(S) data analysis. | )

The purpose of phis study was to implement a value
clarifying program and analyze'shifts in the awareness of
personal values of beginning nursing students over the
course of the program. The study inv%é}igated the féllowing
two problemsﬁ

1. boes the use §f clarifying responses incfegse

beginning nursing studehts' awareness of the
values they hold?

2-. How does-the awareness of personal values shift

as the walue clarifying program progresses?

‘The sample in this study consisted of fourteen
volunteer beginning General Nursing students enrolled in a
British Coiumbia post secondary institution. For the -
Professional Behaviour.seminars, they were grouped with four

students who elected ﬁo@ toﬁpgrticipaﬁf in the study.

Appendix B contains a sample consent for participation in
/
&



the study. | | \ {
Nursing Programs in British Columbia have various

entrance‘;equirementsf Some Nursing Programs do not require
Grade 12 graduation, health related volunteer experience, or
faculty interviews. Some Nursing'programs requife speci?ic ,
céurse pf;requisites similar to those listed below, others
require additional courses, ie. English 100.

/ The beginning nursihg students in this nursing program
met the following entrance requirements. First, they
underwent a fairly rigorous selection procedure. Students
' completed grede 12, with at least a C grade in Algebra 11,
and with at least C+ grades in1Chemistry 11, Chehistry\lz or
Biology 12, and English 12. Second, they completed an
immunization programgand had a satisfactory physical
examination by the doctor of their choice. Third, they‘had
a faculty interview which demonstrated satisfactory
knowledge of nursing, financial preparation for school,
commpnication skills, and experience in the health care
field as a volunteer or employee. Competition for admission

was great; approximately 200 students applied for the
available 56 seats. §k\&

The students in the study sample had a nugber of other
. characteristics. Their ages rahged from 17 to 33 yeare with
the median age being 21.5 years. Most of the students were
female with three of the fourfeen being male (21%). Eleven

of the students were single, three were married (21%) and



©

a S e s
three had children {21%). Half of the students cumeifrom
the lower mainlanda 4ﬁ\percent came from Vancouver Island
and 8 percent cgme from the Okanagan Vhlley. Half of the
students worked ‘full time before coming into the program and

all but two worked at least part time or temporarily during

the summer. None of the students worked during the term

, JLNine of the students (64%) had some other post secondary

education and one student had a‘university degree before
_coming ;nto the program. Five students (36%) had credit for
one or more of the Basic Health Science courses taken during

the tern.

-

Treatment Interventions

The treatment or value clarifying program consisted of
two parts: use of verbal clarifying responses, and use of
written clarif&ing responses. Each is described separately
here.

The Professional Behaviour seminars were discung:ns
about professionel issues in nursing and took place aiter
students had completed‘an independent\study moduie which -
described the knowledge required to understandithe topic
beino discussed. The issues were,student policies;‘student.

Qrights, writing objectives, personal wvalues, professional

caring, professional reporting and recording, ethical

e

W

issues, legai”issues, history of nursing, nursing roles, the -

nursing profe551on, and delivery ©of nursing care. All ‘E:Qf
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eighteen‘students_joined with the investigator in the
seninar room fér the Professionﬁi hehaviour component of the
nursing course. "The berbal clarifying treatment consisted
of the investigator usin&‘verbal clarifyino responses to
student‘expressioné;éuring ten 50 minute sessions with the
study group over sixteen weeks. This treatment encouraged
students to voice value indicators and aspects of choosing,
prizing and acting within an env1ronment of acceptance,
respect, genuineness, and empathy. |

A variety of teaching methods was used in the seminars.

The caring and legal/ethical seminars started with thirty

minute student group. presentations of issues relating to

s

\professional caring or.legal/ethicai issues;A.The remainder

f’the two hours alloted to each of these topics was large
group discussion of thé presentation and/or individual
statemen ., or beliefs. The nur51ng roles session started
with a vi eo tape show1ng current and future roles which the
whole group then discussed Small group (4 students)

dichssions.were used when students. were writing objectives

and personal values. Whole group discussions formed the

major portion of.therremainder of the seminars.

")fhe érofessionalvBehaviour seminars included a fifty
minute sehinar about oersonal vaiues. The indeﬁendent study
module associated with this topic identified some ways of
learning about values and highlighted Raths' Vaiue Theory

(Raths et al., 1966) as a way of identifying personal values
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that gﬁidevbehaviour. ‘Two value clarification strategies
were used in the valuee independent study module:
;ncomplete value s;ntences and value ranking. With
"incomplete sentences" students were asked to complete
sentences like "the gﬁg est decision I ever made was..... "
(Edwards and Mazzocatto, 1988, p.>42). With "value
ranking", students ranked options from most to least
important. For example:

Which of these would be most difficult for you to
accept?
Death of a parent.

- _Death of your spouse or boyfriend.
Your own death. (Edwards & Mazzocatto,

1988, p. 44)
The- value independent study module was folldQéd in the
Professional Behaviour seminar by small group discussion of
the choices made. . The discussion usually emphasized
affirming the cheice or identifying alternatives and
consequeénces. '

The Prefessional Behaviour topics discussed did not
originate with the students. They were identified and
ordered by the nursing program's curriculum. However, all
discussions focused on student thoughts and feelings about
experiences, choices,~a1terna£;ves, consequences,; and,
actions, some of the seven characteristics of valuing
described in Raths' Value Theory (Raths et al.,(i966, p.

30). Some affirming and prizing was done (more

characteristics of Raths' Value Theory), but the action

component was limited to verbal expressions of intent.

.
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There were some chuices available with this treatment.
Students cguld chodée tb atteﬁdwor not, where to sit if they
did attend, and to participate in the discuggion or not.
The opportunities for affirming, prizing, and action varied
with the student. The responseég@ere made to student |
expressions. No attempt was made to fo}ce interaction on
studenté. Those who chose to do so had opportunities to
affirm and prize choices and to identify potential actions.

The writ;en clarifying response treatment consisted of
the ingggtiQator wfiting clarifying reséonses to students'
"value journal" entries. Value journals were the booklets
containing the written responses students make té specific
questions about their experiences. These journals are
‘described in detail in the next section of this chapter. -
The fourteen étudents were asked to make entries in their
value journals each week that inciuded actions, £houghts,
and feelings rgla;ed to experiences, as{well as considering
altergativas and consequences. From thisi-studénts were
asked to identify the beliefs they had. Therefore, ‘all
seven characteristics of the valuing process, choosing
freely from alternatives with knowledge of consequences,
prizing and cherishing, affirming,nbnd acting would be
achieved with this secoﬁd treatment. |

The important aspect of)choice would be maintained withb
this treatment. Students could chgbse tg write ér not,

which experience to write about, how much or how little to
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write, and how much.or how little to use the clarifying

responses to reflect on their experiences.
‘Instrumentation

The value journals were used to assess both theﬁ
increase in values awareness and the shifts in values aé the
vaiue clarifying prograﬁ progressed: The students were
asked to answer specific questions that asked' them to
comment on their.experiences and di§cuss the valuing process
in relation to them. The questions were initially
identified with the assistance of S. Wassermann who
conducted a graduate education course at Simon Fraser
University in which clarifying responses and Raths' Value‘
Theory were a component (Notq 1). The questions J;re
modified based on feedback from a pilot test conducted with
a small group of beginping’nursing students. The folié&ing
questions were included in the value'ﬁoqrnals:

1. Briefly describe a value-related incident which

;ccurred in the clinicil area this week.

2. What were your thoughts about the incident (when it

occurred) ?

3. How did you behave?:

4. What faCtdrs;influenced your thoughts and aétions in

this incidént? |

5. What;alterhative actions might you have c¢hosen?

6. What consequences does each action have2~rj
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7. How might you change your);;haviour if the incident

hﬁppened again?
8. What do your thoughts and actions tell you about the
beliefs you hold? ' )

9. How much time did it take you to write this joﬂrnal

’today?

’ Initially, students were asked to choose value~
related situations from their clinical experiences.
However, studenfs wanted to use other experiences as well,
so this limit was removed. Also, students were not asked to
respond to or comment on the clarifying responses writ;gn in
the value journals, bu; some did so.

‘The investigator metggith the students at the beginninq
of the term to describe the study and the procedure fof
writing value journals. vIﬁ.was strongli suggested that
students ansﬁer all the questions, but some foqnd-a.more
unstructured format easier. It was also stressed that

5
students include some of the critical dimensions of valuing,

choosing, alte?%agizes, consequences, affirming, prizing,
and actions in their value journals and they did so. A copy

=

'{rg; the value journal instructions is found in Appendix C.

Data Collectijon

The students were asked to submit value journals every
Friday. The value journals were left for the students to

pick up the following Monday morning after clarifying

*
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’ responses were written in them. For exapple a student would
write about the éxperience of looking after a dying patient
for the clinical day. He or she would describe the
;ituaéioﬁ, the thouéhts aﬁd feelings that arose from it, the
actions taken, the alternative actions, the consequénces,_
and the beliefs highlighted by the situation. The |
invg;tigator wouidAparaphrase dhat the student wrote and
ask questions to extend or challenge the thoughts. The
students' writing in the value journals formed the
qualitative data for the study. <::\ A

only nine of the fourteen students submitted value ‘
journa;s and no student participated to the full extent in.
writing valué”journals every week. Students commented that-
the pressure}of other commitments, usually family or
studies, interfered with their ability to write weekly.
Students also commentéd\that sometimes they did not
experience a value related gsituation dgring the week. While
this reduced the amount of data available for analysis,
the inves;igator chose to allow students these options
rather than making the value journals»mandatory s0 thatathé
students were iﬁ control of their participation in the
-study. o ‘ ) ‘

-
Data Analysis -
To facilitate the analysis of the qualitative data, the

value journals were coded using codes derived from Raths'
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Value Theory and the research problems. The codes”de:ived
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from Raths Value Theory were based on the seven
characteristics of the valuing process and the eight value
indicators. The codes derived from the research problems
were based on the week the journal was written, the tiﬁe it
took to write the_-journal, the level of student self-
disclosure, th level of student self-analysis, and the
level of student acceptahce of responsibility for own

actions. The specific codes are listed below. The codes

with definitions are listed in Appendix D.

- free choice, many alternatlves,

thoughtful consequence, affirmation, prizing, action,
and repeated action.

Yalue indicator - purpose, aspiratlon.
attitude/belief/conviction, interest, feellng,
activity, and worry, (Attitudes, beliefs, and
convictions were collapsed from two codes to one
because the original definitions were so close.)

 Heek the value journal was written - 1 to 17.

o

= less than 15 minutes,
15 to 30 minutes, and greater than 30 minutes.

= ‘= does not volunteer
additional or personally relevant information; reveals
personal ideas, feelings, and experiencés in a general
way; and volunteers specific, personally relevant

information. ﬁ(

- ijs - answers questions , ~
briefly but makes no extension or analysis of the
thought; extends or critically analyses some aspects of
the written thoughts. and challenges own written
thoughts.

?
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- external environment reaponsible
for actions; other people responsible for actions; and
own self responsible for actions.
Units of Analysie were derived from segments of
/senteﬁiee, complete sentences, or several sentences inithe
( value j%ﬁrnal in ﬂhich there was a major thought or feeling
related directly é; the data codes. The units of analysie
were first assessed for applicability of Raths' Value Theory
codes, the week codes and the time codes. Once this was
done, the student self-disclesure, eelf-awareness: and
responsibility codes were assigned to severai units of
analy51s. k
The value journals were coded by the researcher and
another coder. Both-coders had taken a graduate education
course using Raths' Value Theory as the foundation of values
related communication with studenfs. The researeher -
ideptified the units of analysis, then she and the second
coder assigned codes to them using the definitions provided.
No additional coaching was d}ven to the second coder so that
the clarity of the code definitions could be identified.
When all the journals were coded, discrepencies between the
two coders were examined to identify the source of the
discrepancy and decisions made about the code to apply.
The coding procedure required at least some degree of
1nference to be drawn from the student's value journals.
Those value journals which followed the value journal

questions exactly required Léss inference for the

/
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application'oflRaths'{Value Theorf codes, but the studenf‘
self-digclosure, self-analysis, and self-responsibility
codes required a high dééree of inference. Those value
journals which did ﬁot follow the value journal queStions
exactl& required a high degree of -inference for all codé
applications. This subjectivity was required in order to .
relate the students' thoughts as recorded in the value.

journals to Raths!' Value~Theofy.
.The inter-coder reliability for allfjournals averaged

r—

82 percent and the median was 85 percent. (The inter-coder

reliabili?vbwas calculated by dividing the number of
| agreem39£;¥by the total number of agreements and
disagreements. Miiéé & Hubermaﬁi 1984.) The mean inter-
coder reliability was lowered by the inter-coder
reliability of the first two value joﬁrnals coded. In these
value journals, the choice code and the student self-
ahalysis codes were used with personal qefinltions by the’
second coder. Once the third value journal:has coded, the
inter=coder reliabiiitywwas 80 percent or higher.

ﬁost of the discrepancies between the codes assigned by
the two coders was due to use of personal definitions for
codgs inétead of ??e definitions provided. Also, some |
difficulties arose because some value journalstdéalt
"primarily w%th sﬁudént feelings, not Qalue rélated thoughts.

In this case, some of Raths' Value Theory codes were

difficult to apply.
L
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"The investigator recoded a randomly chosen value
journal entry two weeks after the initial coding. The
intra-coderrreliability was 87 gercentu
\\gheifirst research question, ;does ‘the use.of
clarifying responses increase beginning nursiné students'
awareness of the values they holda?" wasggssessed using
matrix which identified the incidence of the seveﬁ valuing

characteristics each week for each student. The matrix is

shown in Figure 3-1.

Figure 3-1. SAMPLE MATRIX FOR DATA ANALYSIS
Week 1 2 3 4 5 6 7 8 9 101112 13 14 15 16 17

8

FCHO a

TCON

MALT

PRI

With this method it was eééy to identify valués‘as
defined by Rathé' Value Theory and to ;d;ntify the
incidence of these values over timg.: Béééuse §f the non-
random nature of student éelecgi?n, the lack of a:pontrol
group, the limited number of students participating in the «

f
A
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study (only six submitted!yalue journals until the end of
the term; the other three stopped at midterm) and the
irregulaf submission of the value jou*nals, it was decided
not to use statigtical procedures to analyze the frequencies
identified. 7 |

The second research question, "how does the awareness
of personal values shift as the value clarifying program
progresses?'" was assessed using matrices simiiar to the one
shown in Fiqure 3-1. The time taken to record the value AR
journal each week was compared with the week it was written
and the presence of a '""value" in the journal. Also, the
level of s£uden£'self—analysis,Eself—disclosure, and
responsibilityrwere compared with the week the-yalue journal
wvas writteh.,'The gquestion was‘also assessed by reviewing
the journals themselves for'obvious trends ané
characteristics which might be relévan§ ﬁo the study.

This chapter has describ;d the study sample, the
treatment interventions, the ingtrumentation, the data

collection process and the data janalysis. The outcomes of

the analysis are dgscribed‘in chiapter. IV, Findings.
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CHAPTER IV

v/Jla? ’_ Findings
The purpose of this study was to analyze beginning
-~ nursing students' shifts in awareness of personal‘vAIues
following participation in a value clarifying program that
used investigator verbal and written clariinng responses.
The qualitative data in the student kept value journals was
assessed to investigate the two research problems:

1. Does the use of clarifying responses increase
/beginning nursing student's awareness of the
values they hold?

2. How does the awareness of personal values shift as
4 . the value clarifying program progresses?
The results of the assessments related to these two
questions are presentéd in the first section. The second
section includes an analysis of the investigator's verbal
interactions in the value clérifying program. A discussion
of the findings appears in Chapter V, Discussion, |

Conclusions, and Implications.

Results
 The value journals provided a lot of gqualitative data

related to the two research questions. The situations
students chose to record were a rich source of value

indicators. Student attitudes, beliefs, -or convictions,
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feelings, aciivities, and worries accounted for about 90
percent‘of the recorded value indicators while purposes,
aspirations and interests accounted for the remainder.
fAlso, students did record all seven of the valuing

characteristics in the value journals.

.
s' aw S8 O e values the

Using the matrix showg in Figure 3-1i it was
identified that no student recorded a value as defined by
Raths' Value Theory (Raths et al., 1966, p. 30). That is,
no student described all seven characteristics of the
valuing process in relation to a value: freely choosing from
many alternatives after thoughtful considerations of
consequences, prizing éndvaffirming’the choice to others,
and acting repeatedly‘on the choice. Therefore the
investigator was unable to assess shifts in values as -
defined by Raths' Value Theory.

All students faiied to‘record_at least one of the se?en
valuinglcharacteriatics for each value. The most frequently
missed characteristic was repeated action. The other two
most frequently missed were affirming the choice and
identifyihg thoughtfui consequences of the choice or ..
alternativés. Those€ students who answered the qﬁéstibns as

- stated in the instrictions for the value journals tended to

I
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include more of the valuing characteristics than those 5 -
students who wrote in a less structured format. In f‘act,A1
those students using an unstructured format often focused on
"~ the feelings provoked by the situation rather than

reflecting on their thoughts. Table 4-1 shows the data

related to format and focus. \ ) \\\’;/,V”/

Table 4-1’lQQBHAL_EQQQQ_BELAiED_IQJIQHBHAL_EQBMAI ,
FOCUS ‘
FORMAT & | | S
“ N = 1/9 ‘N = 3/9 . P
Structured 11% - 33% - '
| N = 4/9 - | N = 1/9
Unstructured 44% i 11%

~To identify shifts over time, value journal entries
“were divided into those written in weeks one to eéght andvn‘
those written in weeks nine to seventeen. Three students
stopped submitting value journals by week’ eight, 80 data
from their value journals was not included in the analysis./
The remaining 31x value journals were analyzed using the -

codes descrlped in Chapter III.

3

1. Valuing characteriBtics

During several weekgh_four of the six students
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¥

rrepéated actigg@gharacteristic of vakuing. Oné'stﬁdcht

&

- . : N
*

submitted valﬁé'jdhrnals that included all but the action or -

'(journal #3) submitted one in the first eight wgeks. Two of

‘the students*(jqurnal #1 & #2) submitted one in the first

eight weeks, ard one in the last nine weeks. One student
(journal #4) submitted one in the first ‘eight weeks and two
in the last nine weeks. Figure 4-1 shows when these journal

entries occurred. g ' #

& -

<

Figure 4~1. DISTRIBUTION OF JOURNAL ENTRIES THAT INCLUDED

FIVE VALUING CHARACTERISTICS
# WEEKS
1 2 3 4”5 6 7 8 9 1011 12_11.11.15.1&.11
5 VALUING 1* = | : 1 .
CHARACTER 3 - = 2
ISTICS TO 3 |
AFFIRMING 4 __ 4 4

zfvﬁ ' . ‘* 7 A ’ ,; ,,&3

* numbers refer to value journal numbers
B

Four journal entries in weeks 1-8 noted the valuing

characteristics to affirming (4/32 = 13% of journal entries)

7andlfour jeurnal entries in weeks 9-17 noted the valuing

characteristics to affirming (4/29 - 14% of journal

éntries). There doesn't seem to be a change in this aspect

of‘valuing over the course of the value cfarifying program.
The students would have had more value journals that

1nc1uded all but the action and/or repeated action

1characteristic of valuing if they had indicated a clear
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choice of the alteinhtiVeg discussed,;ihis was especially
l'pgéblemaficfor foﬁr df thé six stﬁdehts.during weeks one to
eight. Until that time, theusituét£6ns they described
geﬁergteq feelings tﬁat seemed to be unresolyed andfthe B
beliefs identified did not relate directly to tgéTactivitie§?§@ 
and alterhatives mentioned in relation to the situation.
Dﬁring'the last nine weeks, a glear chojce was made with one.
eéxception and the 5eliefs identified éfd relate directly to
the activities and alternatives mentioned in relation to the
situation. Feelings continued to be a focus for two of the
students during the last nine weéks, but this was not the
only theme of the value journal entrY: ‘

The format used by the studeﬁts Qho Eontinued to record

journals in weékg nine to seventeen did not relate to the

incidence qf_the five valuing charaCteristics. Two of the

students answered the questions dé outlined in the value
journal instructions and two students used an unstructu:ed
diary type format.
‘2.. Time to record the value journal s

The time it took to record the value journal each week
was not noted consistently by the students. Some started
out noting the time and then stopped,)while,others did not
note it,at ali. ,Eqr>the four students who noted the time to
record value jourﬂéls each week, it tended to take less time

to rqcbrd value journals in the second nine weeks than the

=
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. fifst eight weeks. Table 4-2 shows ‘the changes between the

~ two periods.

Table 4-2,

NUMBER OF 17 14
- ENTRIES

m= 50 min. m = 30 nin,
TIME TO x = 55 min. X = 37 min,.
RECORD r = 20~-120 r = 15-60

It is interesting to note that the three students who
stopped recording journals by week eight took less time to
write the journals than th&Be who carried on into weeks niné
to seventeen. Tﬁé'number of entries was 11, the median was
30 minutes, the aYeraqe was 31 minutes,(@nd the fange wasg
10-60 minutes. fS' _

Becauée there were so few iné;ances in(ﬁhich value
journals included all valuing characteristics except action
or repeated action and not all of these noted time to

record, it is not possible to note potential relationshipgu

between them. The data are displayed in Table 4-3.

3. Level of Student Self-Disclosure
There was a slight reduction in the level of student
self-disclosure over the course of the value clarifying

program. There was a slight increase in the incidence of
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JOURNAL # 3 ; izs min. -
. 60 min. &

JOURNAL # 4 60 min. 30 min.
J

"no self-disclosure" fromgza percent og entries to 31
percent of entries, a siight increase ;; "gene;al self- -
disclosure" from 50 perceht to 55 percent of entries, and a
ldrge feduction in "specific self-disclosure" from 22
percent to 14 percent of enbries. Even when theﬁcodes
"general" and fspecific self;disclosure" are combined, there
is a’BIié;: reduction from 71 percent to 69 percent of

entries. Table 4-4 shows the data on student self- ) :

-~

disclosure. - =

Table 4-4. CHANGE IN THE LEVEL OF STUDENT SELF-DISCLOSURE .
OVER THE COURSE OF THE VALUE CLARIFYING PROGRAM

WEEKS
1 -8 9 - 17
- NO N = 9/32 N = 9/29
SELF-DISCLOSURE 28% . 31%
GENERAL N = 16/32 N = 16/29
SELF- DISCLOSURE 50% 55%
SPECIFIC N = 7/32 N = 4/29

SELF-DISCIOSURE = 22% 14%




4. Level of S@ﬁdentr§glf-hnalysis

There Qﬁs éuité-a considerable increase in student
-self-analysis over the cqurse 6f the value ¢1arifying
prbgram. The incidencg of "no self~analysis" reduced from
41 perceﬁt of journal entries in weeks 1-8 to ‘24 percent of
the journal entries-in weeks 9-17. The ihcidence of
"extends or‘criticallz\ana{yzes 6wn thoughts" increased from
47 perceht to 72 percent of journal‘entries and the
incidence of "chéllenges own tﬁéughts“ reducedﬂfrom 13
percent to 3 percent of journai'éntries. When "extendg'or
critically analyses own thqggﬁtsﬁﬁwas added to "challenges
own thoughts" the frequencf £ﬁcfeased from 57 percent of
journal entries in weeks 1-8 to 76 percent of joufnai

eﬁtries in weéks 9-17. The data on student self-analyses

are shown in Table 4-5.

-

Table 4-5. CHANGE IN THE LEVEL OF STUDENT SELF-ANALYSIS
- OVER THE COURSE OF THE VALUE CLARIFYING PROGRAM

.

, 1-8 9 - %7
NO ' N = 13/32 N = 7/29
SELF -~ ANALYSIS 41% 24% .
14
CRITICALLY :
ANALYSES . N = 15/32 N = 21/29
OWN THOUGHTS 47% 72%
CHALLENGES N = 4/32 N = 1/29

OWN THOUGHTS 13% 3%
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5. .Level of Student Responqibility for Oown Behaviour

There was movement away from ;espdnsibility for own

behaviourpover the course of the value clarifying program.

_ The incidence of “exﬁernal environment responsible" for

student behaviour remained the same at 3 percent of journal

‘entries in weeks 1-8 and 9-17.

The incidence of Yother

people reéponsibie" for student behaviour incre&sed‘from 22

\tkﬁ peféent to 45 percent of journal entries and the incidgnce

. ¥§of "own self responsible" for behaviour declined from 31

\iercenﬁ to 10 percent of joﬁtni? entries. Some jourﬁal

‘K;/;ntries noted a shift from "other people responsible" to

-

"own self responglble" over the course of the same journal

_entry. The incidence of this phenomenon showed a slight

WEEKS

1-8 9 - 17
ENVIRONMENT - N = 1/32 N = 1/29
RESPONSIBLE . 3% 3%
OTHER PEOPLE N = 7/32 N = 13/29
RESPONSIBLE 22% 45%
MOVEMENT FROM ]
OTHER PEOPLE L ,
A« ™ N = 14/32 N = 12/29
, OWN SELF
J RESPONSIBLE 44% - 41%
OWN SELF N = 10/32 N = 3/29

31% 10%
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When the studentrcelf¥disclcéure, sclf-analyais,égpd -
responsibility data wére added- to the matrix*showing tﬁe
distribution of value journal entries that inaluded five of
-the valuing characteristics (to affirming) some interesting
data became evident. Two journal entries had "no<;;1f-
analysis" and thrce journal entries had "no self-
disclosﬁre“?‘\gicérly, it was possible for students to .
identify value characteristics by just answering the value
journal questions. No additional self-disclosure or self-)
analysis was required (All the journal cntries with "no
self-disclosure" were from.one student). All these journal
entries either moved from "other pecple responsible" to "own
self responsible" or were completely "“own self Riﬂ
reséonsible". This contrasts with the data from all
journal entries. The data on student self-disclosure, self-
analysis, and responsibility in the journal entries that
included five valuingfcharacteristics are shown in
Table 4-7.

4. Other qualitative findings Af“

In severai value journal entries, some of the
consequences expected:by the student were not reasonable or
a reasonably expected consequence of an alternative was not
mentioned. ~ An example of an unreascnabie consequence would
be "everyone will hate me if I say Qhat I think". An

example of a reasonably expected consequence would be that

the patiént would be upset if left for a long time without



WEEKS

1 -8 9 - 17
. i GSD | | GSD
& NSA . ‘CA
JOURNAL #1 _OPR —= OSR OPR =- OSR
SSD " GSD
, - coT ~ CA
JOURNAL #2 OPR == OSR QSR
' SSP ‘
. CA ,
JOURQAL #3 OSR : .
NSD - - NSD NSD
: ‘ . CA CA .NSA
JOURNAL #4 ° OPR —== OSR - _OPR == OSR __OSR
NSD - no .self-disclosure NSA - no self-analysis __

GSD - general self-disclosure CA - critical analysis
‘S8D - specific self-disclosure COT - challenges own

‘ thoughts
QPR -~ other people responsible
OSR - own self responsible

(=3

care. However; this coﬁsequence was not mentionei. This
éhenomenon occurred most frequently during %eeks 1-8 (;}gz =
_QB%X, During weeks 9-17 .it occurred only twgpéA(2/29t= 7%).
o One stu@ent thanked the investigator for helpihg td‘\'

explore feelings. ; .

'
@

‘Inxggtiggﬁgz Verbal Interactions

-

Data regarding the investigatd;fs}verbal interactions

with students during the Proféssional Behaviour seminggs waéﬁf

collected to verify that verbal clarifying responses were

N
(M
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used during that part of the value clarifying»progrqéQ : | )
" From audiotape records of every session, a randomly -
- . -

sé;ectedlfive minute iﬁfgrval was éeiectad for coding
aﬁaly§is; When the audiotapes were being coded, one had no ﬁ
sound recorded. This‘tapé was nét ihcluded in the data |
assessed. - ’
The ccdihg was done by the iﬁveé?}éatdr whoehad taken §
course in Raths' Value Theory and verbal clarifying
responses:(the 1). She assessed the audiotapés‘ﬁsiﬂg.
coding guiézfinesuagd recoxding sheets from“McAllister,
(1986) . Appendix E éontaiﬁs‘the coding guidelines and
recording'sheéts; The guidelines were adépted from Rathg et
al. (1966) and Wassermann (McAllister, 1956, p.101) . |
McAliister developed the system fdr recording thevresponses
e« There was a degree of subjectivity in ‘;he coding

. i

applicafion. This subjectivity was required to assess they
fit between investigator responses and the code definitions,
However, it was important to identify the use of clarifying
résponses-in va}ue clarifying programs so that inferences
about the effectiveness of the program could be made.

There were some diffiCulties in analyzing the
audiotapes. One of the randoﬁly selected five minute
intervals selected”fgr_coding was of a studenf-led'
discussion so no inveétigator responses occurred dﬁring that
interval. Another interval was independent student case; / A\

work. During both:of these intervals, students questioned.*

-
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and challenged*@ach other and the investigator was/;;)ent. -

These two inteiva{si combined with the one audiotape tha%_

was completely blank meant that only seven of the randomly
selected five ninute intervals contained investigator

responses.

Analysis of the portions of the audiotapes produced

data on three types of investigator verbal interactions in ﬁ\\>\\

the value c1arif;ing program: verbal clarifying responses,

directive responses, and management responses. The coding
procedure yielded data on; the incidence of each type of
response, the median duration of each type of respeonse, and
the median elapse time between responses ogfthe same type.
The data are sui'marized in Table 4-8.

‘Table 4-8 shows that the investigator talked 30 percent
of thedseminar.time: that she usuallv began a verbal
interaction every ten seconds; and that the usuaf“duration B
of a response was five seconds. Most of the in 'ractionsl
occurred while all seminar members were attending to the
investigator. A few interactions occurred when talking

privately with a student.

P
Soan

Verbal Clarifving Responses | v

Verbal clarifying responses are investigator responsesv f%
which attend directly to the student's idea, attend and ask -
the student to examine critically an aspect of the - '
statement, or challenge the student's thinking about the

) .
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Interaction

ALL RESPONSES

w

VERBAL
CLARIFYING
RESPQNSES

DIRECTIVE
RESPONSES

MANAGEMENT
_ RESPONSES | =

o

Interaction Variable
$ Investigator Talk , _ - 150
Total Time (séc.)_ ,i Y ’ 2700
Number of Responses - . . ;‘ 94
Median Lengt;—of Resporises (sec,) . 5
Range in Length of Ré@ponses " 2.5=55
Median Elapse Timé Between 10

All Responses (sec.)

- D S S S D Gl S D S GNs TR N GIE G SR TIE GED SR GED S EER D N G D L GED GnS W G W W S W Y . .

NumpérYOf,Respohses 53

Median Length of Respoﬂ%es (sec.) . 5
Range in Length if Responses ~2.5-15

Median Elapse Time Between 14
Responses (sec.) “ ; -

Number of Responses a 24
Median Length of Responses (sec.) 11
Range on Length of Responses . 2.5-55
‘Median Elapse Time Between 15

Responses (sec).

Number of'éésponses 17
Median Length of Responses (sec.)

Range in Length of Responses 2.5-30
'Median Elapse Time Between 23

Responses (sec.)

- ——— - — ——————  — — - - . - - - - - o -
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idea. They may paraphrase the students' responses or take
. I A ’
the form of a clarifying question.

During the Professional Behaviour seminar portion of

the Value Clarifying Program, clarifying responses accounted

for 56 percent of the investigator responses. There were

=

-more verbal clarifyin%;responses than the other two. types of
responses combined. The investigator used verbal clarifying

Ye ponses frequently, approximately evéry 15 seconds. These
responses usually lasted five seconds and ranged from}2.5-1d

seconds.  The verbal clarifying responses were consistently

\w«
o e

short and frequent.,’ E ' %
: - R )

o _

Directive responses are investigator respéﬁggs which

-
react to students! statements by agreeing or disagreeing,
leading or manipulating, giving an opinion or. idea,
praising, or providing an answer. ‘ _>\ -
During the Professional Behaviour seminar portion of
the value clarifying program, directive responses accounted
~ for 27 percent of.investigator responses. These responses'
usually lasted 11 seconds and occurred every 15 seconds. .
However, the 2.5-55 seconds range in length of response was ;@*
considerably greater than for verbal clarifying rgsponses so
that the percentageﬂof investigator response time for - :
directive: responses was 44 perc. nt. Table 4-9 compares the

percent of time occupied by the three responses. . -



- Tableb4-§..'

. VERBAL CLARIFYING RESPONSES . 35%  56%
DIRECTIVE RESPONSES - 35%\ 27%
MANAGEMENT RESPONSES - 208 - 18§ -

< .

a len es 5

Management responses are investi@ator responses which -
are used to manage orlpromcte studehts'rparticipatiqn in ‘the
seminar,/manage student behaviour, or share experiences_or
feelinéz unrelated to the topic. :

a During the Professional Behaviour seminar portion of
_the value clarifying program, management respéﬁses accounted
for 18 percent of investigator responses. These responses'
_usually occurred approxiﬁately every 23 seconds and lasted

five seconds. ' The range in'thevlenéth of management

responses was 2.5-30 seconds.
=) : ' .

T =
e

Res s e
The frequency of each type of investigator respcnse-
during'each session was examined to identify their use
throughout this portion of the value clarifying program.
the graph showir, the frequency of responses in each session
is illustrated in Figure 4-2. i
Figure 4-2 illustrates the incidence of each type of

response,in a session and compares .it to the incidence of



Figure 4-2.

NUMBER
OF -
RESPONSES

Note:

.16

96

1 =*t——— — -+/ B
0 e Co
1 3 4 5 - 6 10~
SESSION NUMBER
X = verbal clarifying response X ‘ X
* = directive responses .,..*....%,.. .. %, ., % ., .

+ = management regggzées .

Session 2, 8; & 10 contained no investigator Pal

responses.

ey
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thé‘éthe; types of responses. for ex#mple, during session
three, there were 11 clarifying responses, no.directive ’
rgsponses, and one manaqement‘fesponse.

Of the seven intervals\in which the ihvestiqator spoke,
four inte;{iii contained pfed minantly verbal cldrifying
responses. These intervals contained 87 percent of the
investigator verbal clarifying responses counted for all the
intervals. The topics of the seminars from which these’
intervals were taken were Caring Part I, Caring Phrt If,
,Nursipg History and Profession, and étudent qu#cies and

.’Riéﬂts. ﬂ
. Of the seven intervals in which the investigator spoke,
two intervals contained predominantly directive responses.
These intervals contained 70 percent of the investigator's
directivet;esponses for all the intervals. The topics of
the semihars from which these two intervals were taken were
Legal and Ethical Issugs Part I and Charting Par?slul

+'

‘ 1Management regpoﬁses were more evenly distributed among

¢

‘the seven intervals. All but two of the intervals contained

investigator management responses. Of the seven intervals

—————

.in which the investigator spoke, one interval contained
predominately management responses. This interval contained
35 percent of the investigator management responsés counted
for all the intervals. The topic of the seminar from which

this interval was taken was Charting Part II. /ﬁ,f

N
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~ Investigator Written Responses
Data regarding the investigator's written responses in
student value joufnals were collected to verify that written

i \
clarifying responses were used during that part of the value

clarifying program.

An entry from each value journal was randomly selected
for coding analysis. The coding was done by theAL/
investigator who had taken a course in Raths'_Value Theory
and written clarifying'responses (Note 1) . She assessed the
journal entry using the coding guidelines from McAllister
(1986). These guidelines were adapted from Raths et al.
(1966) and Wassermann (McAllister, 1986, p.10l1). Appendix E
contains the coding guidelines.

There was a degree of subjectivity in the coﬁing
application. This subjectivity was reqﬁired to assess the
fit between investig;tor responses and the code definitions.
However, it was important to \identify the use og\clarifying

-

responses in value clarifying' programs so that inferences

*

about the effectiveness of the program could be made.

Analysis of the value journal entries_produced data on
éhree types of investigator written responses in the value
clarifying program: clarifying responses, directive
responses, and managémgn% responses. The coding procedure
Qielded data on: the incidence of response, the median
length of responses, and the median number of étudent words

between responses. These data are summarized in Table 4-10.
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Table 4-10. INVESTIGATOR WRITTEN RESPONSES -~ SUMMARY DATA

Interaction

—Tvype : __Interaction Varjable
% Invest%gatér words 34
Total woéds . 4065

ALL ‘RESPONSES Number of Responses 93
Median Length of Responses (words) 15
Range in,Length of Responses 5-45
Median Number of Words Between .
Responses v 25
Range in Number of Words Between 0-130
Number of Responses 93

WRITTEN

CLARIFYING Median Length of Responses (words) 15

RESPONSES Range in Length of Responses 5-45
Median Number of Words Between

- Responses 25

DIRECTIVE Number of- Responses 0

RESPONSES :

MANAGEMENT Number of Responses 0 .

RESPONSES
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Table 4-10 shows that the investigator used only

clarif;ing responses.when writing in the value joﬁrnals;::
ifhat she usuaily méde a response after the student wrote 25
- words, and that the usual duration~of thebresponse was 15
waords.

| However, the directions for writing the value jburnals
were given before the initial journal was submitted, and
the value journal instructions.were stapled onto the front
cover of each journal. Therefore, for thbse students who
choée to follow the instructions, there were written

" S
management responses for every value journal entry.

Summary of Findings

Qualitative data has been presented that relate to the
two research problems and the investigator's verbal |
interactions. Since no student recorded all seven valuing
characteristics, the increase in values over the course of
the value clarifyihg program could not be assessed.

Several changes occurred over the course of the value
clarifying program. The six students who submitted value
journals throughout 17 weeks tended to take less time to
record their value journ entries and expressed more self-
analysis over the cour ‘of the value clarifying program.
Unreasonable or not considered consequences decreased.
These students tended to use slightly less self-disclosure

and moved away from self-responsibility for behaviour over
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the course of the value clarifying program. Also, for four -
of the six students there was increased ability to make
clear choices, focus on thoughﬁs as well as feelings, and
relate stated beliefs to activitiés and alternatives
described.

Four vaiue journals which'inclgded five of the valuing
characteristics (to affirming) Qere submittéd;&n weeks 1-8
and 9-17. These entries showed movement towards self-
responsibility for behaviour. They also showed tﬁ&t it was
possible to record five of the valuing characteristics
ﬁ%ﬁgput a&ﬁitional sf}fﬁdisclosuréﬁér self-qpalysis.

There were difﬁéfences in the investi&gtor's pattern of
interaction throughout the va}&gﬁé;arifying program. For

o

the verbal interactions, the ﬁ;jority of sessions contained
predominantly verbal clarﬁf;}ﬁégresponSes and the majority
of responses were verbél clérifying responses: However,
directive responées accounted for more investigator .
interaction time than either clarifying or managemen?
responses and most sessions‘contained some management
responses. All the written respénses were clarifying
responses. They were used frequently and were usually
short:N

The next chapter of this thesis discusses these
findings, suggests interpretations of these findings and

examines some implications. .
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' CHAPTER V |

Discussion, Conclpsions, and Implications

This chapter discusses the results of the study in
;elation tgsthe.two research problens:
| (1) Dses the use of ciarifying responses incraﬁse ]
beginning nursing student's awareness of the
values they hold? and
(2) How does the awareness of personal values shift
as the value clarifying program progre§§es?
It aléo includes the analysis of the investigator's verbal
interactions and written responses as a means of determining
the extent to which clarifying responses were, in fact, used
in response to students!” statements. Conclusions are drawn

based on the results. Implications of the study and

implications for further research are also presented.

Discussion of Results
[ ]

For the purposes of this study, the f#erm value
indicator was used to refe: to goals or purposeﬁig
aspirations, fee}ings, interests, beliefs or coévictions,
attitudes, acﬁi;ities, and worries?phat students express.
The term clarifving response was used to describe a verbal
or written response to those%étatements that demonstrates
nonjudgmental acceptance of the statements and/or invites

analysis 6f the thought. The term value clarifying program
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was used to refer to conditions that encourage students'
expressions of value indicators, involve students in the
proces:i:§ choosing, affirming, and acting, and include a
teacher's use of verbal and written.clarifying responses to
these expressions. : .

The value clarifying program was structured to
encourage students' expression of value indicators and
elements of the valuing process. It included: D

(a) opportunitie;mfor students to?éhébge group

presentation topics and/or valﬁe'journal
experiencés of peféonal‘interest:

(b) opportunities for students to discuss ideas that

)

' arose épontaneously during Professional Behaviour

i ;eminars or when writing value journals;

(c)? opportunities for students to consider
consequences and a}EEEnative% to activities
described in seminars and vaiue journals;

(d) opportunities for students to affirm and prize the
choice of group presentation topic, the completed.
group presentation, and/or the beliefs and actions
described in value journals;

(e) opportunities for students to affirm personal
beIiefs; preferences, or ideas during group
discussion in the seminars;

(£) 6pportunities for students to act on the chosen

group presentation topic and/or value journal
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beliefs systematically:
(g)‘ opportunities for séudents to considér past or
possible‘futﬁre action related to beliefs, e
preferences, offideas discussed;in the seminars
and the value journals. B |
In égﬁpter II, Raths' Value Theory was COmpafed to
Carkhgff and Berenson's (1976) counselling theéry which aims
to facil}tate self-exploration and self;understanding, both
aspects of gglﬁigwg;ggess. Teacher nonjudgmental
:1ACCeptance, gehuineness and respect, and student personal
reflection advocated in Raths' Value Theory are important
conditions that facilitate self-exploration in the
counselling theory. Wassermann's (1985) addition of
paraphrasing to the list of clarifying responses means that
f;one aspect of empathy, the crucial verbal response in self-
exploration, is included in the Value Theo;y also.
Clarifying responses also include aspects of personalizing
that facilitate self-understanding in the counselling
theory.

The relatignship between Raths' three theories of

teaching childrén was also presentéd in Chapter III..

Regular experiences with specific thinking, valuing or
sgcurity activiities over .extended periods of time wiil
reduce behaviou related to deficiencies in either
emotional security,® thinking or valuing.

In Chapter 1II, a summary of the literature review done
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by McAllisterﬂ(lQBG){noted that clarifying programs which |
incorporate one-on-one teacper-student interaction.with
verbal clarifying respbnsés’may positively efféct st?dént
value-related behaviour. Positive value-related behaviour
is(%hat which is more purposeful, zestful, committed,
consistent, and critically thoughtful. A later gfoﬁb of
investigations which used thg structured value
clarification strategies with groups of studentg (Leming,
1981; Lockwood, 1978; McAllister, 1986) had similar resu%fET\\xl_/
Despite flaws in both groups of investigationé; there was |
some indication that value clarifying proéram; affect
student behavioﬁ; (McAllister, 1986).

Chapter II also reviewed McAllister's\(1986)

investigation into the use of verbal clarifying responses

with groups of six students in grade six. There was a

N

\Significant reduction in the frequency of vaige-related
behaviour for one groﬁﬁ of students. He wonders if the lack
of structure and unfamiliarity with the value clgfifying
program may have threatened students in the second group so
that the important environment of acceptance and respect was
not established. This envirLQment may be crucial in
facilitating or hindering the use of clarifying experiences~
bf'the students (Mc?llister,‘1986). : ¥
’ Other éxperimegtal and qualitative studies which

" included structured value clarifiéati?n strategies in the

value clarifying program showed some evidence that some

:
. /
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kinds of awareness increased after the treatment. Variables
of internal control over personal decisions (Logan et al,
1977), ease in choosing differentialavalues (Sklare et al,r
1977), change in valﬁes (Cauley & Groves,'1975);vand
awareness.;f values (Osman, 1974; Vance, 1974) were
investigated, but the reseafch methbdology was suspect.
Some qualitative studies which included clarifying responses
and structured value clarification strategies were somewhat
successful in increasing awareness of persénai values
(Berger et al, 1975: Silbgrma£~et al, 1979), but again the
research methodology was flawed.
h This study focused‘on'aspeéts of the research that
merited moré consideration: the inclusion of verbal and
written clarifying responses in the value clarifying
progrém, their application to groups of students, and the
changes in awareness of personal‘;‘values using the seven A )
characteristics of valuing describéd in Raths Value Theory
as the variable under investigation. o
This study analyzed the effect of participation in a
\value clarifying program on awareness of personal values in
a group of beginning'nursing_students. The students
volunteered to participate iﬂca regularly scheduléd‘seminar
and to sgbmit value journéls which were extra work.
Studeﬂﬁs were allowed to withdraw as they chose. 1In the

end, only nine students submitted value journals and only

six of those students submitted value journals into the
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second half of the value clarifying prograﬁ;
i

~
warenes

»

.

The qualitative dat; presented in Chapter IV indicateé
that no student recorded a value as defined'§§ Raths et él. l—~‘{
(1966, 1978). Also, there were no changes in the incidente
of value journals which included five of the valuing
characteristics ffom the - first to the secénd half of the
study (Figure 4-1) s0 there was no shift in the awareness of

A

values. \
+* geveral shifts did occur over‘the course of the value
clarifying program. The students tended td take less time
to record their value journal entries (Table 4-2) and
expressed more self-analysis ?Table 4-5). Unreasonable or
unconsidered cdnsequences decreased. AThesé!students tended
to use slightly less self-disclosure (Table 4-4) and moved
.away from self—resPonsibility for behaviour (Table 4-6).
Also, there was increased ability tg'reqord clear choices,
focus on thoughts as well as feelingg, and relate stated
beliefs to activities and alternatives for some students.

In the value journals which included five of fhe
&aluing characteristics (choicé, alternatives, consequences,
prizing and affirming), thére was movement toward self-
résponsibility for behaviour (Table 4-7).~ These value
journal entries demonstrated.that students could record the

-

valuing characteristics by answering the questions outlined

~n
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. . in the value journal instructions. Appeh@éfo contains

' these instructions.

A difficulty exists cpncerning the reliability of the

Sy T

-fqualitative data. Inter-coder discussion of cgge
- definitions did not take place until after all the value

journals were coded so that the use of personal definitions

for codes was not identified until discrepancies were noted.

L4

The mean inter-coder reliability of 82 percent is low

compared to the recommended 90 percent (Miles & Huberman,m

1984). Also, the discussion of discrepant codes made it

possible for a dominant personality to sway the decision on
the final code applieation. | ,

Anothet difficulty exists in the validity of the
qualitative data. The number of students who participated
into the second half of the investigation period was only
six of the fourteen students who volunteered‘initiallyf
Also, no student participated to thevfullest extent in
submitting value joutnals every week. Data on the reason
for withdrawal and inconsistent participation was not

systematically collected. hlso, there was no.control group

"with which to compare data so that changes in all students

over time could not be identified. These problems of small
sample size, non-random assignment, and lack of a control
group are common to previous studies of value awareness
(Leming, 1981} Lockwood, 1978). They are also common to

studies that are done in real life stituations, where

L]
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conditions cdntinually shift (Schon, 1983)”

However, the value journals were found to contain
4 o

expression of all value indicators except interestsg Also,

students recorded all of the seven valuing characteriétiés

at some time in their valhe jo nais. Certainly the
qualitative data has face validity in that it reiates
direcfly to. Raths' Value Theory, and in thatrway addresses
one of the difficulties iﬁ‘past value awgreness.studiea.§ 
Discussion anthnterpretatioﬁi

The qualitative data generated by the value journals,
though uéreliable in allowihg generalizable findinés; mé?

never the less give some insights into the process of

FValuing for the beginning nursing students.

~

1. Student Self-disclosure \
Clearly, the majority of the beginniﬂ;<nuréing students

(eight of nine) had a né:d to deal with thetfeegings‘
gené;ated by fhe experiences (mainly related to éliﬁical
nursing) described in the value journals (Figu:e 4-1).
However, clarifying responses reflect and/or stimulate
thoughts. They do not deal with feelings direéfly. It is
not surpris{ng then khat studeﬁt self-~-disclosure decreased
over the course of the Value Clarifying Progfam. |

| Despite this reduction.in student self-disclospre, Q

feelings continued to be a value journal theme for students.

109
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For some students (four of nine),’feelings were the only

theme of their value jeurnal eptries (Figﬁre 4—1).7'So, in
spi@e of,repeated responses whiqh did not deal with theif
feelings directly, students continued to focus on them., One
student thanked the investigator for helping;to explore
feelings! Perhaps the nonjudgmental acpeptadbe,» _ .
genuinénegs, and respect c:Lbled wf%h-paraphrasing was ’
eﬁougﬁ‘td‘maintéin_the focus on  feelings, but not enough to
stimulate the exploration of ¥eelings. This lack of self- -
exploration would be predicted by the counselling theory

(Carkhuff & Berenson, 1976) because the essential empathic

‘response was not included in its entirety.

Raths' (1972)'hierarch§,of student achievement:

(1st) ﬁhysical'health, (2nd) emotional security, (3rd)

thinking skills; and then (4th) personal valﬁes may also
help to place this phenomenon in perspective. He suggests.
that students meet their need for emotional security before

dealing wit their.need for clear personal values "aizhbpgh

with many Tldren we would meéet needs and clarify wvalues

together" (Raths et al., 1966, p.200). Perhaps thé 

- beginning nﬁrsing students' focus on feelings was an -

&
indication of their unmet -emotional needs. The Value

Clarifying Program did not include a strategy to deal with

unmet emotional needs simultaneously with value
' e

clarification. This may account for the absence of finding

all seven valuing characteristics present in student

?

/

)

&

4
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discussions of a situation and the lack of change in the -

number of value journal entries which included five of the

valuing chafigteristics‘(to affirming).

2. Student Self-analysis

Clarlfyingigpsﬁbnses aim to facilitate thoughtful
consideration ®f the valuing ’gharacteristics so it is not
surprising that the inciﬁencé)of unreasonable or
unconsidered outcomes decreased or that the ability to
record ciear ch&ices, focus on thoughts as well as feelings,
and relate stated beliefs to activities and alternatives
increased.

The ability of clarifying responses to reflect and/ér
stimulate thgught may also account for thé\%ncreased student
self-analysis over the cdurse of the Value Flarifying
Program. This occurred in spite of the faét”tngt_ap self-
analysis was required of students. They.could just answer
the éalue journal questions. Becausemof this, thé\@hcrease
in student se1f45nalysis is likely not only due to an
incféased familiarity with writing journals. =~

Carkhuff and Berenson (1976) relate personalizirg
skills to increased self-understanding in their counselling
theory. The persohalizing‘skills of adding to helpee s

expressions, identifying the meaning of expressions and

identifying themes in statements are similar to the types

of clarifying responses listed ih Group A 6n the'Coding

J

o
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léheeﬁ for Clarifying Responses found in Appendii A;“Perhaps
these few personalizing skills were éufficient to stimulate
self-analysis, but not sufficient to achieve self-
understanding. The data do not adequately inform these
findiﬁgs.

Howéver, the increased self-analysis may be due to
other experiences in the nursing program. Pefhaps the
nursing program incorporates regular, repeated use of
thinking exercises so that students become more thoughtful,
independent, flexible and confident \as advocated in Raths®
Thinking- Theory (Raths et al., 1966). These ;xﬁeriences
may 8 é@uraqﬁ beginning nursing students éo be thoughtful
abﬁganheir experiences fhereby~increasing the incidence of
self4analysis recorded in the value journéis.

3. Time to_Record

The reduction in tim aken to record is difficult to
interpret»becaﬁse stude .lrecorded itAinconsistentiy. The
tendency to take less time may be due to fa;;liarity with
;riting journals or it could be due to clearer thinking
and/or valuing. It could also be attributed to factors that
- 1lie outside the scoée of this study. The data do not

adequately inform understanding on this issue.

14

ES

4. Student Responsiﬁility for Behaviour

The change in the level of student responsibility may
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be due to the cgénge in tie focus on feelinqa over the
course of the balue Clarifying Program. Perhaps when
personal feelings are discussed, it is difficult to avoid
ownership of them. As thought;becomes a fdcus, it may be
easier to blame someone else for the situation. However,
while there was movement away from student responsibility
for behaviour in value jourﬁal entries generallg, those
value journal entfies which included five of the valuing
characteristics showed movement toward student
responsibility for behaviour (Table 4-7). Also, five of the
eight value journals which ihcluded five valuing
characteristics focused on thoughts as well as feelingé.
This relationship between thoughts and self-responsibility
in the value journals which included five of the valuing
characteristics tends to negate the relationship between
thought and blaming. |

Carkhuff and Berenson's counselling theory (1976) may
account for this trend away from self~responsibility for
behaviour. There are many more personalizing skills than
the three mentioned earlier. Without them, self-
understanding is incomplete. People who unhderstand
themselves own their behaviour. Aas self-explorétion
" decreases due to lack of empathy and self-understanding.is
not achieved because of insufficient personalizing skills,
there may be a tendency to avoid ownership of behaviour.

Another phenomenon may also account for this finding.
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When people experience changes in their functioning such as
the increase in self-analysis and/or the presence of i
emotionaly threatening clinical experiencgs,'théy may use
protective mechanisms ;6 deal with the threat. Perhaps the
- reduction iﬂ self;responsibility (the increase in blaming)
found in this study is a protective mechanism that students
used to deal with the changes they were ékpériencing. " The
reduction in self-responsibility may be an indicator of a
developmental process that occurrs during personal change. .
On the other hand, the Value Clarifying Program may

have nothing to do with the general movement away from self-
responsibility.‘ Other experiences in the nursing program
may encourage students to avoid responsibility for behaviour

so responsibility for behaviour would decrease in the value

journals as well.

Investigator Interactions

The results of a systematic analysis of the
investigator's verbal and written interactions producéd data
on clarifying, directive, and management responses. The
median incidence, duration, and efapse time between
responses for each type of response was calculated. The
frequency of each type of response was compéred for each
Professional Behaviour seminar.

The analysis confirmed that clarifying responses were

present in both the verbal (Table 4-8) and written (Table 4-
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10) part of the Value Clarifying Program. There'were
diffefences in the investigator's pattern of interaction
throughout the program. All the written responses'were'
clarifying responses. They weée used frequently and were
usually short. The majority of verbal interactions were
short clarifying responses and the ajority of them occurred
in four of the'Professiohal Behaviour seminars. Directive

responses were not as frequent as clarifying responses, but

— T
S

they were longer so tﬁat they accounted for the~majofity of
interaction time (Table 4-9). The majority of direefive
responses were used in two of the Professional Behaviour
seminars (Figure 4-2). Management responses were scattered
throughout the seminars (Figure 4-2).

The reliability of the interaction data is under .
question. Since the investigator analyzed theé data SR
independently, there was no inter-coder reliability score

to check the reliability of the data.

Discussion and Interpretation

The discussion and interpretation of investigator
interactions is organized by two of the three responses
types: clarifying responses and directive responses. Then

the relationship between the two responses is discussed.

1. Clarifying Responses

A number of factors may have affected the
SV
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investigator's ability to write clarifyiqg responses

consigténtly. Clarifying responses reguiré understanding ,
of the students' meésage and formulation of responses which 1?
fécilitate thinking. There was a two day gap between

submigsion of value journals and their return, so the

investigator had time to analyze student statements and

formulate responses. Theréfore, when there is sufficient

time to formulatqff;sponses, it is possible to write

clarifying Yesponses consistantly. Also, for those s;udents

who followed the value journal instructions, it was easier

to analyze the statements and formulate clarifying responses

since the irivestigator knew to what the students were
‘ referring.

| A reéduction in the frequency of verbal clarifying
responée&\occurred in the middle third of the Value
Clarifying Program (Figure 4-2.). During, this-time, no
value journals were submitted which included five valuing
characteristi¢s to affirming (Figure 4-1.). Thisa¥éék_was
not dﬁe to a r duction in the number of value joufﬁéﬁé
submitted during that period. The same number of7$:1ue
jourhals were submitted in the middle third of the program
as in the final third. Perhaps the,?;edoﬂinahce of
directive verbal responses ;n this part'of the program
interfered with the value clarifying process for students.
As mentioned earlier, McAllister suggests that "there ﬁay‘be

a definable "readiness" factor régarding a child's openness
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or resistance to verbal clarifying responsés“ (1986,vp 143).
He suggests that lack .0f structure for group tasks and |
unfamiliarity with the value clarifying program may threaten
eleven year ol? childrén so that the environment of
acceptance and respect cannot be.establiéhed. The largely
directive and/or management responses in the middle third of
the Value Clarifying Program may also have }nterfered with
the establishment of an environment of acceptance and
respect.

Also, verbal clarifying responses may be more powerful
facilitators of thought than‘wfittengiesponses bacause they
attend to the student and/or stimulate thought immediately.
The time lag b en student-teacher responses in dwe value

journals may have weakened the effect ofiiﬁe written

" clarifying response.

The iack of value journal entries wﬁ?ﬁh included five
valuing characteristics in the niddle third of the Value
Clarifying Program may also be due to vériables outside of
the value clarifying pfbgram. This is the time in which the
majority of student aégigﬁnints, a large number of self-
study modules, and the midterm exam are due or written.
These time pressures tend to increase the level of student
stress (O'Neill & Stevens, 1987, p. 98). During this time,
the gtress level of students may have been too high to allow

thoughtful consideration of the valuing process, especially

when it was an optional part of the work-load.
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Also, high stress levels may have affected the

condition of students' emotional,secur%;x;;IFack of

emotioﬁal security is thoughf to interfer th the valuing
process (Raths,41972). When lack of emotional security is
combineq with fhg_abéence of verbal. clarifying responses,
beginning nursing students may feel unsafe about engadigg in

. the valuing process.

2. Directive Responses

The use of mainly directive responses in two of the
Professional Behpviour seminars may be related to the topic
being disbussedf‘ In both the legal/ethical issues and
char{ing semindars, the students' level of knowledge was
poor, confused, or incomplete. Clarification'and examples
were useful in building a adequate level of knowledge.
Also, both topics were of personal importance to the
investigator so challenging statements by students may have
resulted in leading, biased, opinionated or advising ‘

responsesi all of which are directive responses.

3. Inter-relatiqnship of Responses

There was an apparent relationship between the types of
verbal responses used. As the frequency of‘clarifying
responses increased, directive and/or,manaééheht responses
decreased. Conversely, when the frgqﬁéﬁcy of clarifying

responses decreased, directive and%br\management responses
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increased. It would séém‘that factors affecting clarifying
responses affect directive and/or management fespbnseé
inversely. Again, the topic under discussion may account
for the differences. 1In all four Professional Behaviour
seminafs in which verbal clarifying responses predomin;ted,
the students' level of knowledge was good and the - "
investigators' leve{ of personal dﬁncern was low.

Therefore, perhaps as the students' level of knowledge
increases and the investigators level'of personal concern
decreases, verba} clarifying responses may be easier to use
and/or directive responses easier to avoid. This
interpretation supports Raths et al (1966, p. 79) sugggstion
that clarifying responses are easier for students to use and
teachers to make when they are made in circumstances of

which the teacher approves or has no preference.

Summary

This discussion has interprefed the findings of the
study that showed that there was no increase in student
recording of values, and more student self-;haIYSis, less
student self-disclosure, and less student responsibil}ty for
behaviour over the course of the Vaiue Clariffing Program.

Tpi interpretation has suggested several factors which -
may acﬁgdnt for these findings: the hierafchy of student
achievement theorized by Raths (1972), the differences

| between the Value Clarifying Program apd counselling theory,
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tﬂe presen;e of a dev%lopmental process for pefsonal chaqge}v
the pattern of verbal and written clariinng responses, and
the presence of variables external to the Value Clarifying
Progfiﬁ;v Raths (1972) suggests that ?tudents meet their
need fof emotépnal security before meeting their need for
‘clgar personai values and the clarifying program did not

hs' Value Theory includes aspects of the

:incprporate strategies to build students' emotional
security. While Ra

A counselling theory (Carkhuff & Berenson, 1976) which aims to
facilitate self-explbration and éelf-understanding, several
aspects of responding and personaliziﬁg skills are not
included. Personal changes may be‘thneatening to students
so that protective mechap#sms arefused. The personalvchange
process may be : developmental ohe. ~ The verbal clarifying
>fesponses were infrefuent during the_ﬁiddle third of the
value clarifying program and the writteﬁ clarifying
- responrses were delayed. 'High stresé levels in students and
other factors external to the study may have infldénced the
findings. | °§5 ‘ L
A possible ekplanation for the findings is that lack
of emotional security and verbal cl§rifying fesponses
separately or in combination are powerful inhibitors of the
valuing process. Another possible explanation is that the
elements of the counselling theory (Carkhuff & Berenson,
‘ 1976) missing from the Value ci;rifying Prégram may be

essential for the level of ‘self-exploration and self-.
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understanding reqUired;to achieve awareness of v;lues.
Strategies to helb students deaitﬁith4their proteé%ive
behaviour during periods of personal change may also
facilitate their level of self-understanding.

When the investigators' iﬁteractions-were~considered,
possible faCtors which affected written clarifying responses

and verbal clérifying and directive responses were

Written clarifying responses may have been

-

qonsidered.
affected by the extended time allowed for responding and the
structure of the value journal itself. The verbal responses
may have been affected by the studénts' knéwledge level

and/or the investigator's level of personal concern for the

ﬁ\{iofessional Behaviour topic. .
THis discyssion of findings.has examined the

qualitative’dg£aconcerning the two research problems and
the inveétigafor's interactions. It points to conclusions

_regarding the Value Clarifying Program.

Conclusjons
The findings have determined that the value clarifying
f/program outlined in this study inéluded student written and
7verbal statements of value indicatérs, studeht participation
in the valuing process of -choice, affirmation and action,
and investigator verbal and written clarifying responses to
student value statements. The following conclusions were

drawn regarding the purpose of the study:
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1. The value clarifying program did not increase
beginning nursing students' awareness of values as
defined in kaths' Value Theory, and recorded in

students' value journals.

2. Shifts seen in beginning nursing students'’ valué
journal writing over the course of the value
clarifying program included:

(;) decreased incidence of unre&sonable or
unconsidered consequences,

(b) decreased level of studeqt self-disclosure,
(c) decreased level of student responsibility for
behaviour, |

(d) addition of a thought focus to the feeling
focus of value journals,

(e) increased level of student selffanalysis,‘%
(f) increased recording of clear choices, and

(g) increased apiiity to relate stated beliefs to
activities and alternatives.

Two limitation of these conclusions must be discussed

here. The shifts identified were minor and not drahatic.

They were indicative of shifts rather than clear changes.

Also, the method of data collection, due to circumstances

beyond the investigator's control, did not allow for the

kind of reliability that allow the conclusions to be

generalized to other populations of students.
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The results, discussion, and conclusions of this study

u

suggest the following implications:
1. Clinical nursing experiences may generatﬁ fealings
~ in beginning nursing students that interfere with.
their emotional security.
2. Emotional security may be a necessary condition
for engaging beginning.nursing students in a

valuing process.

3. Value Clarifying Programs that do not incorporate
strategies to build emotional security may not
- successfully engage beginning nursing students in

a valuing process.

4.. Value ¢larifying Programs that incorporate the
responding and personalizing skills of counselling
may facilitate the level of self-exploration and
self-understanding necessary to develop aw;}eneSS

‘of personal values.

5. Strategies to help students éccept and/or change
their protective behaviour during periods of

personal change may facilitate the level of self-
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responsibility necesgary to achieve self-
understanding.

-

6. The elapse time between student statement and

teacher response may affect the effectiveness of

clarifying responses.

7. Verbal clarifying responses may contribute more to
the valuing process than do written clarifying
responses.

A

8. Structured questioﬂs in value journals may

facilitate engagement of beginning‘nursing

students in a valuing process.
e

{

9. Unstructured diary type value journals may not be

effective in engaging beginning nursing students

in a valuing process.

E3

Implications for Further Research

The findings, discussion, interpretation, ,conclusions
and implications of this study suggest further research
that: a

1. Examines the effects of teachers who: ;

1 ]
(a) have been trained to use verbal and itten
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clafifying,reéponses accurately, and
~ (b) demonstrate application of these accurate

clarifying responses with Beginning nQFsing

students.

%
Tests the reliability and validity of the value
journal questions used in this study and/or ;

develops new ones.

Investigates the impact of emotional secuziiﬁ/oﬁ“
beginning nursing students' "readiness" f value
clarifying prdgrams.

Investigates the impact of responses that use the
counselling skills of responding and personalizing
on the ability of beginning nursing students to

engage in a valuing process.

Investigatesﬁthe effect of value clarifying
programs for beginning nursing students which
incorporate procedures to build emotional

security and valuing.

N

{

Examines the developmental process that occurs

during periods of personal change.
)

™.

p—
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Investigates the effect of strategies that help
beginning nursing students deal with the
protectiﬁe mechanisms that may occur during-

personal change.

Replicates this study incorporating random
assignment of beginning nursing students to
treatment and control groups in the design of the

research.
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APPENDIX A

Coding Sheet for Clarifying Responses

\
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C ifyin esponses

I Clarifying Responses

A. Responses which attend directly to the student's
idea:

Repeating the statement
Paraphrasing the statement
Reading into, or interpreting the statement_.
Communicating to the student that you have heard
and understood what is being said

B. Responses which both attend and which ask the
student to—examine critically an aspect of his/her
statement:

Asking for an example/a definition
Asking for a summary
Asking for additional explanation
Asking that assumptions be identified
& Asking about inconsistencies 4
Asking where the idea came from :
Asking how much thought is behind the belief
Asking to what extent the student cares about this

Other responses which attend and require
examination of the belief

C. Responses which challenge the students' thinking
about the idea:

Asking how this affects the student's life
Asking what some consequences might be
Asking why this idea has value
Asking to what extent the belief is seen in
behaviour AN
Asking to what extent the student believes this___\»
Asking about the implications of these ideas g
Asking what alternatives have been considered___~_<”
Asking what would happen if everybody believed

this
Other challenging responses

II. Responses Which Do Not Clarify:

-}
Agreeing/disagreeing with the studént
Non-verbal signs of agreement/disagreement
Leading/manipulating student to a particular
response : —
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Injecting voice inflection which reveals bias
Offering a personal opinion/presenting personal

ideas__ - K -
Giving advice A
Other non-clarifying responses

(S. Wassermann, 1985, p. 28)

&
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APPENDIX B

Sample Student Consent
&
Information Given to Volunteers
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RESEARCH PROJECT

NOTE: ‘The Un1vers1ty and those conducting this project

be to the ethical conduct of research and

tection at all times of the interests,

rt and safety of subjects. This form and the

S infformation it contains are given to you for your
o

protection and full understanding of the
prdpcedures, risks and benefits involved. Your
signature on this form will signify that you have
received the document described below regarding
this project, that you have received adequate
opportunlty to consider the information in the
document, and that you voluntarily agree to
participate in the project.

‘Having been asked by LYNN FIELD, graduate student of
the Education Department of Simon Fraser University to
participate in an experiment or research project, I have
read the procedures specified in the document entitled:
Increasing Awareness of Values in- Term I Nursing Students.

I understand procedures to be used in this project
and the personal risks to me in taking part.

I understand that I may withdraw my participation in
this experiment at any time.

I also understand that I may register any complaint I
might have about the experiment with the chief researcher
named above or with R.W. Marx, Director of Graduate
Programs, Education Department, Simon Fraser University.

I may obtain a copy of the results of this study, upon
its completion, by contacting L. Field.

I agree to participate by attending the scheduled
Professional Behaviour seminars, completing the value
journals, and reading investigator comments on the value
journal entries weekly as described in the document '
stipulated above, during the period the 2nd day of January,
1986 to the 2nd day of May, 1986.

DATE - L NAME

ADDRESS

SIGNATURE

SIGNATURE OF WITNESS
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Research Design ) -

>
For thiéigtudy,IG beginning nursing students will be -
;;ndomly_selected from those who volunteer. Students will
‘;indicate their’willingness to participate in the study by\
signing a consent form after the research has been described
by letter and questions answered by phone. o

These 16 student will be’assigned to a specific
Prbgeséional Behaviour seminar which they will attend each
week. Specific types of feedb&ck, called clarifying
responses, will be used as the students discuss aspects of
the course. Examples of clarifying/%esponses are shown on
page 4. (See Appendix A for the céaing Sheet for Clarifying
Responses)

Also, studerits will record their comments about their
clinical experiences in journals weekly. They will be asked
to answer questions about these experiences to increase
- their awareness of values. The journal format is shown
below. (See Appendix C for Valye Journal Instructions)

Clafifying responses will be made on these journalé:
then they will be returned to the students each week. The
students will read the responses and reflect on the
queétions and compents.

Students' journals will be kept confidential. They

will place their code number on the journal, not their name.

For example, the code number could be based on their
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mother's birthday, eg. 180119. The researchers will be

the only_peopie}to see the actual journal entries.
Students may withdraw from the research at any time

without penalty and a meeting will be scheduled to discuss

the results of the research with participants.

Significance

The crucial relationship in nursing is that which
exists between the nurse and:the client. In this helping
relationship, the nurse or helper must have some
prerequisite traits because without them "it is doubt ful
that any amount of training will enable one to be truly
effective in a helping relationship" (Gazda, Asbury, Bal:zer,
Childers, and Walters, 1984, p. 7). These prerequisite
personal characteristics are awarenes; of "own values,
motives, strengths, weaknesses, feelings, purpose in life,
and current level of functioning" (Gazda et al., 1984, p.
7). Gazda et al. (1984) see awareness of personal velues as
the key to being nonjudgmental and therefore to being able
to value the client who has differing values. They also
relate two other prerequisite characteristics, motives and
feelings, to awareness of values. Therefore, developing
awareness of personal values in beginning nursing students

can be seen as a necessary first step in developing the

crucial helping relationship with clients.
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4 -3 -

- Also, several authors (Burton, 1981; Ross, 1981) have
§ﬁggested that there is a relationship between awareness of
values and decision-making. Rational decision-making should
become easier when values are clear because making decisions
involves identifying and choosing options. When you know
what your valueé are, it should‘be easier to choose options
which are'congrqgnt with them. Decision-making in nursing
is an important aspect ogiﬁursing care. If values awareness
does help iﬁ this area, fﬁeJ it is a significant first step
in developing decision-making skills.

In summary, awareness of values can be considered to be
the foundation upon which therapeutic relationsgips and
decision-making skifis are built. It is important then to
provide expefiences which will facilitate awareness of

values.
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APPENDIX C

Instructions for Value Journals
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Increasing Awareness of Valueg

Establishing relationships with clients and making .
decisions about their care are difficult processes. As we
try to say the "right" thing and make the "right" choices we
come up against our thoughts, feelings, motives, and values.
Some of these are quite unconscious.

,What do we mean by "nursing" or "“health care"? How do
we feel about "old people", "death", "“disability", or
aggre551ve people"? What are our motives for "caring" or
"hecoming a nurse"? What do we cherish and prize? Talking
about, writing about, and reflecting on our experiences
should bring about a more clear awareness of the values that
underlie our thoughts, feelings and motives.

Journal writing is one task that will help bring about
a clearer awareness. The attached outline is a suggested
format - to give direction to the entries and to highlight
the valuing process. While it is not required that you
answer all the questions each week, it is important that you
do deal with some of the more critical dimensions of the
process of valuing.

% [
» =

A&knowledgements: Wassermann, S. Keeping Journals.
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Value Journals - Suggested Format

Briefly describe a value-related incident which
occurred in the clinical area this week. X

N
N | ; .
What were your thoughts abouﬁ\fhe incident (when it

occurred)?
How did you behave?{ \

What factors influenced your thoughts and actions in
this incident?

What alternative actions might “you have chosen?

-

What consequence does each action have?

How might you change your behaviour if the incident
happened again?

What do your thoughts and actions tell you about the
beliefs &ou hold?

How much time did it take you to write this journal
today? .
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APPENDIX D
Code Definitions for Value Journal Analysis
s
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8 ions
Rate codes
Jan. 7 - Week 1 - WK1 Mar. 4 - Week 9 - WK9
Jan. 14 - Week 2 - WK2 Mar. 11 - Week 10 - WK10
Jan. 21 - Week 3 - WK3 Mar. 18 - Week 11 - WK1l1
Jan. 28 -~ Week 4 - WK4 Mar. 25 - Week 12 - WK12
Feb. 4 - Week 5 - WKS5S Apr. 1 - Week 13 - WK13
Feb. 11 - Week 6 -~ WK6 Apr. 8 - Week 14 - WK14
Feb. 18 - Week 7 - WK7 Apr. 15 - Week 15 - WK15
Feb. 25 - Week 8 - WK8 Apr. 22 - Week 16 -~ WK1l6
. Apr. 29 - Week 17 - WK17
Time codes
I - less than 15 minutes to write
IT - 15 minutes to 30 minutes to write
IIT - more than 30 minutes to write
~-disc codes
NSD - - No Self Disclosure - Does not volunteer additional
or personally relevant material in the statement,
the question is answered briefly. Personally

relevant information is that which is significant
to the self or is emotion tinged (definition from
: Truax & Carkhuff, 1967).
GSD - General Self Disclosure - The statement reveals
personally relevant material in a general way
(modified from Gazda et al., 1984).
SSD - Specific Self Disclosure - The statement reveals
specific, personally relevant material (modified
from Gazda et al., 1984).

(From Wassermann, 1985, Coding Sheet for Clarifying
Responses)

NSA - No Self Analysis - Answers .value journal
questions, no extension or analysis of thought in
statement.

caA - Critical Analysis -~ Extends or critically analyze

some aspects of thought in the statement, ie.
gives eXgmple or definition, summary, additional
explanation, assumptions, inconsistencies, source
+of idea, amount of thought behind belief, and

. extent of concern for the belief.

COT - Challenges Own Thoughts - Challenges own thoughts
in the statement, ie. gives the effects on own
life, consequences, why idea has value, extent
belief is seen in behaviour, implications of
beliefs, alternatives considered, result if
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everyone believed, and extent the idea is believed
by the student.

Responsibjlity codes P
EER - External Environment Responsible -~ Statement

environment is responsible for studgnt actions?

OPR - Other People Responsible - Statement indicates
that the student thinks other people are
responsible for student actions.

indicates that the student thinﬁg{/the exte 1

OSR - own Self Responsible - Statement indicates that
the student thinks own self is responsible for own
actions.

e~

Valuing process codes
(General English definitions from Flexner, 1987. The
qualifiers are from Raths' Value Theory.) :

CHO - Choice - The statement indicates that the student

has made a choice. For the purposes of this
‘ study, feelings were not considered choices.

FCHO - Free Choice - The statement indicates that the
student made a decision between more than two
possibilities without coercion, force, or
pressure.

ALT - Alternative =~ -The statement indicates that the
student considered another possibility when making
the choice.

MALT - Many Alternatives - The statement indicates that

the student considered more than two possibilities
, when making the choice.

ONC - Outcome Not Considered - The statement indicates
that the student did not consider an outcome when
making the choice or the alternative or the
outcome described is not reasonable.

TCON - Thoughtful Consequences - The statement indicates
that a reasonable expected outcome of the choice
or alternative has been considered by the student.

AFF - Affirmation - A positive assertion of the choice
» has been made by the student in the statement.
PRI - Prizing - The statement indicates that the choice
is cherished by the student.
ACT - Action - The statement indicates that the student
did something because of the choice.
RACT - Repeated Action - The statement indicates that the

student repeated performing an action taken
because of the choice.

PUR - Purpose - A statement of the student's short range

kS
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INT -
FEL -
ACTIV

WOR -
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Y

goals or hopes. '

'Aspiration - A statement of the student's 1long .

range plans. ,

Attitude, Belief, Conviction - A statement
indication the student is for or against
something.

Interest - A statement about the student's spare
time behaviour. _

Feeling - A statement indicating the student's
emotions. - '

Activity - A statement which reveals how time is
used by the student. §

Worry - A statement about the student's personal
problems or obstacles to goals.
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APPENDIX E
Investigator Verbal and Written Interactions

Coding Guidelines and Recording Sheet
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McAllister, 1986, p. 153.
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To indicate commencement of a response, start
drawing a vexrtical 1line in the appropriate
column. ' :

To indicate type of response, draw a vertical line
down the column which matches the ropriate
response, for the duration of the response. This
vertical line indicates the length of time of the
response. (Refer to Sheet C for response

descriptors.) )

If there 1is a perceptible pause in the
investigator response, simply lift the pencil and
continue drawing the vertical 1line when the
response continues.

Each column is one minute of time. When a full
minute elapses, move to the top (0) of the
adjacent column to the right.

When the five minutel grid is complete, select
another tape for coding.

3

-

Adapted from McAllister, 1986, p.154.
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Adapted from: Clarifying Responses: Louis E. Raths ;

1A.

1B.

1cC.

Coding Sheet for Clarifying Responses:
Selma Wassermann

Responses which attend directly to the student's
idea.

Repeating the idea.

Paraphrasing the idea.

Reading into the idea.

Interpreting the idea.

Communicating that you have hear and understood.

Responses 'which both attend, and which ask the
student to examine a part of the statement.*

Asking for an ekample.

Asking that a term be defined.

Asking for a summary of what the student said.
Asking about inconsistencies.

Asking if something is being assumed.

Asking for the identification of assumptions.
Asking to what extent this idea has been thought
about. :

Asking why this is important to the student.
Asking where the idea came from.

Responses which challenge the student's thinking
about the issue.*

Asking why this idea has value.

Asking to what extent this belief is seen in the
student's day-to-day behaviour.

Asking to what extent the student believes this.
Asking about the implications of these ideas.
Asking about some consequences of these ideas.
Asking what alternatives have been considered.
Asking how tis might affect the student's life.

*M*/Fggt of these concepts must be embedded in the
t

eacher's response, but the response need not be
in the form of a questinn.
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4. Directive responses: Responses whicu do not
clarify, but which react to the content of the
student's statement.

Agree/disagreeing with the student.
Leading/manipulating the student to a particular
response. ,

Injecting voice ‘inflection which reveals bias.
Offering a personal opinion or point of view.

Argquing.

. Providing an answer.
Praising.

5. Management responses.

Accepts the student's idea.
"Manages" the session.
Invites responses from other studentsy
'Interacts to manage student behaviour.
Other unrelated responses.

X
Y

LB

Adapted from McAllister, 1986, pp. 155 & 156.

)‘/
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