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The problem with which this investigation was concerned 

was that of determining whether role playing could be used 

successfully to help elementary school children clarify 

selected values claims. The changes in children's values 

claims were measured by using the Semantic Differential 

developed by Osgood and others. 

This study had a threefold purpose. The first was to 

determine if children's values claims in the third grade 

could be changed by a concentrated program of role playing. 

The second was to determine whether children's values claims 

in the fifth grade could be changed by a concentrated pro-

gram of role playing. The third was to determine if there 

was a difference in the amount of change in third- and 

fifth-grade children's values claims after both grades had 

experienced a concentrated program of role playing. 

The third-grade research and control groups each con-

tained twenty-three students. The fifth-grade research and 

control groups each contained nineteen students. Both con-

trol and both research groups were given the Semantic Dif-

ferential as designed by Osgood and others. All groups 



received a thirty-minute instructional period on marking the 

instrument and practiced marking on a similar instrument. 

The Semantic Differential consisted of sixteen pairs of 

adjectives which the students rated on a five-point scale as 

being highly related to the value concepts, slightly related, 

neutrally related, slightly unrelated to the concept, or 

highly unrelated to the value concept. The three concepts 

tested were honesty, consideration of others, and respect 

for property. The adjective pairs were selected on the 

basis of their high score as related to their effectiveness 

in the evaluation dimension as described by Osgood and 

others. 

After students had marked the Semantic Differential, 

the research groups experienced a series of thirty role-

playing episodes, ten dealing with each value concept. Each 

research group experienced the same problem story at dif-

ferent times during the same school day—the third grade at 

1:00 p.m. and the fifth grade at 2:00 p.m. The problem 

stories were adapted from books or commercially reproduced 

as tape recordings or records with filmstrips. 

Following the thirty role-playing episodes, both re-

search and both control groups again marked the Semantic 

Differential. The same sixteen pairs of adjectives were 

used on a five-point scale and applied to each value con-

cept to be tested. Scores were treated by analysis of 

covariance with the pre-test score serving as the covariate 



to control for initial differences in groups. A .05 level 

of significance was used. 

Third-grade values claims were significantly changed in 

the value concepts of honesty and consideration of others. 

They were not changed significantly in the value concept 

respect for property. Fifth-grade values claims were not 

changed significantly in any of the three values concepts. 

The difference in changes between the third-grade research 

and the fifth-grade research groups was not significant; 

therefore, the changes in the two groups were comparable. 

The following conclusions were reached: (1) Role-

playing experiences can be used successfully to change 

third-grade children's values claims in respect to the con-

cepts of honesty and consideration of others. (2) Whether 

role playing can be used successfully with third-grade chil-

dren to change their values claims in regard to respect for 

property is open to question. (3) Whether role playing can 

be used successfully with fifth-grade children to change 

their values claims in regard to honesty, consideration of 

others, and respect for property is open to question. 

The study implied that (1) role playing may be more 

effective with children in the third grade than with chil-

dren in the fifth grade, (2) role playing may be more 

effective with some values claims than with others, (3) 

though the changes made by the fifth grade after role-play-

ing experiences were not significant, they were in the 



positive direction. Consequently it is entirely possible 

that role playing could have been more effective with the 

fifth grade under differing circumstances, (4) significant 

changes in values occur slowly, and programs to change 

values should be extended over long periods of time. 

The following recommendations are made: (1) A study 

using different stories might be made. Perhaps the stories 

used in this study were appropriate for use in the third 

grade and not the fifth grade. (2) A study could be con-

ducted using two different sets of stories—one for the 

third grade, and one for the fifth grade. Perhaps the fact 

that both grades experienced the same stories had an impact 

on the results of this study. (3) An identical study uti-

lizing a different teacher might be helpful. Perhaps 

another teacher would be more effective with the fifth grade 

or less effective with the third grade. (4) A study involv-

ing children of different grade levels might be made. Per-

haps the fifth-grade level child is so involved in the 

process of divorcing himself from adult authority to estab-

lish his own identify that he marks exactly opposite 

responses on the testing instrument from that which he knows 

the adult expects. Perhaps the third-grade level child is 

more amenable to suggestions from literature and from adults 

than the fifth-grade level child or even another grade level 

not included in this study. 
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CHAPTER I 

INTRODUCTION 

Students today are faced with a multitude of choices. 

In the first years of life, value choices are made for the 

child by the parents. By the time a student reaches elemen-

tary school, he has begun to make more choices independently. 

These choices are based primarily on past experiences, peer 

influences, and emotions. Kachaturoff (17) contends that 

children today need much practice in making decisions, since 

life contains so many important decisions. Shaftel and 

Shaftel (3 2, p. 5) agree that students today need more expe-

rience in exploring possible decisions and the consequences 

of those decisions on others. Too often hasty decisions are 

made based primarily on emotions, with little or no thought 

about alternate decisions that might have been made. 

Kiesler (18, pp. 66-67) discussed the relationship of 

pressure to attitude and value changes. He found that some 

positive attitudes such as those toward authority figures 

are assumed to exist. Others, such as a positive outlook on 

school or education in general, are taught in the classroom. 

He wrote of the importance of school as an attitude changer 

and the teacher as a change agent. Generally students be-

have the way that is expected by the authority figure, but 



what are the true values held by the students? Do the 

students behave in the same manner if the autority figure is 

not present? True values are chosen freely from several 

alternatives and are prized by the chooser (28, pp. 27-28). 

Anderson has found there is an inner self which is 

pleased when the best choices are made (1). The self con-

cept is most important in the formation of values, since 

values are personal and are based on the life style of the 

individual (28, p. 28). Raths discusses the idea that 

values are a part of total life, and each student must be 

proud of his values and made well aware of his values to 

avoid confusion in decision-making. Glasser talks of the 

need for school to teach students to have knowledge, to 

think for themselves, to solve problems, and to give stu-

dents a feeling of security so students can give and receive 

love, which is essential to a productive adult (10, p. 13). 

Young students in elementary school tend to accept the 

standard of values exemplified by the teacher and the prin-

cipal. The teacher's mere acceptance of certain behavior 

in the classroom is a silent statement of approval. By 

accepting only the best a student is capable of doing, the 

teacher is forcing the student to listen to the inner self 

and take pride in performing a task well. Students know 

when they have done their best, and too often teachers 

accept less than the student is truly capable of doing, 

thereby allowing the student to demean himself. 



Since behaviors and decisions are based on the indivi-

dual ' s values, it is imperative that he understand his values 

and the consequences of decisions based on those values. 

Shaftel and Shaftel discuss the vital function of social 

studies as being to help the student formulate his own 

decisions (31, p. 9). 

Shaftel and Shaftel believe that social studies should 

focus on making the student become responsible for himself, 

to himself, and learn to be an accepting member of society 

with respect for others in his society (31, p. 8). 

Values, so much a part of daily living, are not ex-

plicitly taught with a curriculum guide in most school 

systems. To be sure, such values as honesty, acceptance 

and consideration for others, and respect for property are 

usually thought to be necessary in our society. Are these 

values discussed in the classroom? Usually they are left 

to chance to develop as best they can through random se-

quences of experiences to the individual. Raths and others 

(28, p. 44) note the concern that students, and even some 

adults, seem to live by an inconsistent set of values. 

People often say one thing and do another. These authors 

suggest teachers must provide opportunities to examine 

various beliefs, explore alternate decisions, and discuss 

the consequences of those decisions on others (28, p. 45). 

Choices are made every day. Shaftel and Shaftel (31, 

p. 46) agree with Raths and others that students need to 



practice decision making and explore possible alternate 

decisions to a problem. These authors believe role playing 

problem stories helps provide practice in decision making 

which gives children practice in analyzing problem situ-

ations, exploring alternative solutions, and choosing their 

own best solution. 

The more input received concerning a decision, the 

wiser that decision is likely to be. Thus, when various 

possibilities of a decision are discussed in class, the more 

likely the student will be to make a wiser decision. Edu-

cators agree on the need for practice in decision making and 

exploration of alternative solutions, but what teaching 

strategy is best suited to this exploration? A study uti-

lizing a known effective teaching strategy to present 

decision possibilities to students is needed. Many educa-

tors have used techniques for clarifying values with adults 

or secondary students, but such techniques have seldom been 

used with elementary school children. Very few textbooks 

and teaching materials in elementary schools address them-

selves to clarifying their values or to the exploration of 

value claims by students. Values are being formed by ele-

mentary students away from their home environment and in the 

new, independent school environment. In reality, students 

are in the process of developing their values. Much at-

tention should be paid to helping elementary students learn 

to think for themselves, make wise decisions, and see the 



relationship of those decisions to others involved in the 

decision. 

Role playing provides an opportunity for students to 

examine their personal feelings and attempt several possible 

solutions to one problem through re-enactments. By changing 

roles and trying out new decisions, students often gain new 

insights into problems and may better understand others' 

actions. 

Statement of the Problem 

The concern of this study was to determine whether role 

playing could be used to help elementary children clarify 

selected values claims. 

Purposes of the Study 

The purposes of this study were to: 

1. Determine if children's values claims in the third 

grade could be changed by a concentrated program of role 

playing. 

2. Determine if children's values claims in the fifth 

grade could be changed by a concentrated program of role 

playing. 

3. Determine if there were a difference in the amount 

of change in children's values claims in the third and fifth 

grades after both grades had experienced a concentrated 

program of role playing. 



Hypotheses 

To carry out the purposes of this study, the following 

hypotheses were tested: 

1. Children in the third grade will show a significant 

difference in the value concept of honesty after experiencing 

a concentrated program of role playing in the classroom. 

2. Children in the fifth grade will show a significant 

difference in the value concept of honesty after experiencing 

a concentrated program of role playing in the classroom. 

3. Children in the third grade will show a significant 

difference in the value concept of consideration of others 

after experiencing a concentrated progrm of role playing in 

the classroom. 

4. Children in the fifth grade will show a significant 

difference in the value concept of consideration of others 

after experiencing a concentrated program of role playing in 

the classroom. 

5. Children in the third grade will show a significant 

difference in the value concept of respect for property after 

experiencing a concentrated program of role playing in the 

classroom. 

6. Children in the fifth grade will show a significant 

difference in the value concept respect for property after 

experiencing a concentrated program of role playing in the 

classroom. 



7. Children in the third and fifth grades will make 

comparable changes in the value concept of honesty after 

experiencing a concentrated program of role playing in the 

classroom. 

8. Children in the third and fifth grades will make 

comparable changes in the value concept of consideration of 

others after experiencing a concentrated program of role 

playing in the classroom. 

9. Children in the third and fifth grades will make 

comparable changes in the value concept of respect for prop-

erty after experiencing a concentrated program of role 

playing in the classroom. 

Significance of the Study 

The proposed study was significant in that it offered 

teachers a proven technique to guide students in developing 

selected values and in making wiser decisions. 

Situations of life are usually complicated and often 

students become confused about their true values. Raths and 

others discuss seven criteria for clarifying values: 

. . . choosing freely . . . choosing from among alter-
natives . . . choosing after thoughtful consideration 
of the consequences of each alternative . . . prizing 
and cherishing . . . affirming . . . acting upon 
choices . . . repeating. . . . (28, pp. 28-29). 

Glasser states how important it is to get children to make 

decisions from their own evaluation of a situation and thus 

learn responsibility for their actions. Glasser contends, 
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"We must teach children commitment" (10, p. 22). The 

teacher must maintain an atmosphere of complete acceptance 

of roles and decisions, thus allowing students to freely ex-

plore all alternatives. Some students will experience 

foreign emotions and roles when role playing, often exhibit-

ing foreign behavior to their personality in life. 

Maslow (20) tells of the basic needs of humans and the 

main drive to be a part of the group. Shaftel and Shaftel 

(3 2, p. 10) feel students need to experience various roles 

so they can better sympathize with people of other cultures 

as well as others with differing values. Role playing pro-

vides a protected environment in which students can make 

decisions under simulated circumstances without the harmful 

effects that might occur in a real-life situation. Role 

playing also provides for a variety of decisions when re-

enacting a problem story, thus resulting in a well-planned 

final decision by the chooser. 

Through role playing, a teacher may allow a student to 

exhibit such emotions as hostility, compassion, and accept-

ance, all completely sanctioned within the confines of the 

classroom. The teacher's role is one of acceptance, even 

when the student1s ordinary manner of behaving is not what 

is displayed in the actual role-playing episode. Since all 

types of decisions must be explored to each problem, the 

classroom atmosphere must be one of acceptance. 



Role playing has been used as a teaching strategy in 

such subjects as English by McCalib (22) and Brewbaker (4); 

reading, by Ode11 (24); history, by Dumas (8); and library 

science, by Anderson (2). Social studies has been the most 

popular subject in which role playing has been used by such 

educators as Shaftel and Shaftel (36, 37, 38, 39) and 

Kachaturoff (17). 

This study attempted to: 

1. Determine the impact of role playing on the clari-

fication of selected values claims held by children in the 

third grade. 

2. Determine the impact of role playing on the clari-

fication of selected values claims held by children in the 

fifth grade. 

3. Determine whether both groups of children make 

comparable changes in the clarification of selected values 

after experiencing role playing. 

Synthesis of Related Literature 

Literature on values is quite abundant, but actually 

very little research on values and elementary school chil-

dren has been done. Most values research concerns adults, 

college students, or high school students. Dobson (7) found 

that fifth-grade students do exhibit behavior reflective of 

their personal values. Research data showing just what 

things elementary students value, or to what extent these 
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values can be modified is lacking. New materials on role 

playing a problem story have been published (36, 37, 38, 

39), but no research studies are cited by these publishers. 

One problem encountered in studies of values and value 

clarification is that of a measurement device for assessing 

elementary students' concepts of various values, or their 

value choices. Osgood has found the Semantic Differential 

to be the most descriptive measurement device for attitudes 

and value concepts. Through various research studies, 

Osgood found that using more than seven-step scales to indi-

cate relationships of descriptive words to a concept confused 

the subjects marking the instrument. Less than seven-step 

scales tended to frustrate the subjects, since there was no 

differentiation between "slightly related" and "highly re-

lated." Osgood found that "grade-school children seem to 

work better with a five-step scale, and there is probably 

some relation here to intelligence differences" (26, p. 85). 

Dobson (7) utilized teacher and college student visitor 

observation to see changes in behavior patterns in fifth-

grade students. 

Definition of Terms 

The following terms will have restricted meaning and 

are thus defined for this study. 

Value.—"general guides to behavior which give direc-

tion to life and are treated as right, desirable, or worthy" 

(28, pp. 27-38). 
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Honesty.—integrity, truthfulness, freedom from fraud 

"with the quality of acting justly" (11, p. 349). 

Acceptance of Individual Differences.—believing in the 

worth of every individual, regardless of the individual's 

race, sex, or religion. 

Consideration for Others.—thoughtful concern, as for 

the feelings or interests of others" (11, p. 151). 

Respect for Property.—"to have or show high regard for 

material objects" (11, p. 624). 

Role Playing.—a group problem-solving method which 

involves a variety of techniques. These techniques as used 

by Shaftel and Shaftel are class discussion, problem anal-

ysis, enactment of the problem, class observer discussion, 

alternatives suggested by the class, further enactments, and 

a generalization or conclusion with decision-making (31, 

p. 83). 

Limitations 

One limitation of this study was the relatively small 

sample used in the research and control groups. The sample 

included twenty-nine students in the third grade and twenty-

one in the fifth-grade research groups. The control groups 

contained twenty-nine in the third grade and nineteen in the 

fifth grade. 

A second limitation was the limited amount of racial 

differences in the sample. The actual composition of each 
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group is listed in the section "Selection of the Sample," 

along with the socioeconomic status of each student. 

Procedures for Collection of Data 

Permission was obtained from the principal of a large 

urban-area public school in the Southwest to utilize two 

classes of third-grade and two classes of fifth-grade stu-

dents. Permission was obtained from the parents of the 

students in both control and research groups to participate 

in this study. 

The control groups and research groups in both grades 

marked the Semantic Differential as designed by Osgood in 

his book The Measurement of Meaning (26). The research 

group in the third grade had been exposed to a Semantic Dif-

ferential, while the research group in the fifth grade had 

not used a similar instrument prior to this study. All 

groups, control and research in both grades, did receive a 

brief instructional period on marking the Semantic Differ-

ential. This instructional period lasted approximately one 

hour. 

After all groups marked the Semantic Differential, 

the research groups in both grades experienced a series 

of thirty role-playing episodes—ten episodes relating to 

each of the three selected values concepts being used in 

this study. Both the third-grade and fifth-grade research 

groups experienced the same role-playing episodes. The 
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third-grade research group experienced the role-playing 

episodes in the morning, and the fifth grade in the after-

noon. 

The role-playing episodes were conducted as outlined 

by Shaftel and Shaftel and included " a warm-up, explaining 

the general situation, explaining participant roles, ex-

plaining audience roles, the role playing, discussion, re-

enactment, and evaluation," to relate the episode to other 

situations (31, p. 66). Chesler and Fox also outlined these 

steps (6, pp. 28-30), and they offered some possible methods 

of marking student feelings after the role-playing episodes 

(6, pp. 46-47). This study utilized these steps as described 

by both Shaftel and Shaftel and Chesler and Fox. 

Students in both control groups experienced the regular 

social studies curriculum offered in the Dallas public 

schools. 

Upon completion of the thirty role-playing experiences, 

which contained approximately thirty house of exposure to 

role playing, both control groups and both research groups 

again marked the Semantic Differential. A comparison was 

made of the scores of each student on the pre-test and 

post-test Semantic Differential. 

Instrument 

The instrument used to measure values claims change 

was the Semantic Differential as described in detail by 
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Osgood (26). This instrument used a set of sixteen pairs of 

descriptive words which were rated on a scale of five choices: 

whether the word is closely related to the concept, slightly 

related to the concept, neutrally related to the concept, 

slightly unrelated to the concept, or totally unrelated to 

the concept. The validity and reliability of the Semantic 

Differential as a measuring device for concepts has been 

established by Osgood. The adjective pairs were selected on 

the basis of their high score as related to their effective-

ness in the evaluation of concepts in a prior study by 

Osgood (26, pp. 53-61). 

The pairs of adjectives were alternated in polarity as 

suggested by Osgood "to prevent the formation of position 

references. . . . " (26, p. 82). The same sixteen pairs of 

words were applied to the three selected values concepts 

used in this study—honesty, acceptance and consideration of 

others, and respect for property. 

Selection of the Sample 

Sample selection was limited by the population found 

in a particular school. Student membership in both control 

groups and both research groups was previously established 

by the principal of the school in accordance with the 

school district policies. Membership of the classes was 

established in the following manner: The cumulative records 

of all students in a particular grade were examined by the 
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principal to determine intelligence quotient and achievement 

scores of each student. Then, on the basis of these scores, 

classes equal in the number of high, middle, and low scores 

were established. This practice resulted in each class be-

ing approximately equal in the number of high, middle, and 

low academic achievers. The classes were further divided by-

sex, with approximately the same number of girls and boys in 

each class. As the school year progressed, new students 

were added to each class by number of members only, regard-

less of achievement or intelligence quotient scores. Thus, 

all classes on a particular grade level remained approx-

imately equal in student membership. 

The racial differences were mentioned as a limitation. 

The actual racial membership of the third-grade research 

group was one Indian male, two Mexican-American males, one 

Philippino male, eleven Anglo males, and fourteen Anglo 

females. The third-grade control group was composed of one 

Negro male, two Mexican-American males, one Mexican-American 

female, thirteen Anglo males, and thirteen Anglo females. 

The fifth-grade research group was composed of one Mexican-

American male, one Mexican-American female, one Negro female, 

eight Anglo males, and ten Anglo females. The fifth-grade 

control group was composed of one Negro male, eight Anglo 

males, and ten Anglo females. 

Since values claims may be closely related to socio-

economic level, the socioeconomic representation in each 
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class was important for this study. The actual composition 

of each class was established by the principal by assessing 

where each student in each class lives and by his personal 

knowledge of the families of the students. 

The actual socioeconomic composition of the groups was 

as follows: 

Third-Grade Control Group.—seven students in the low, 

four students in the upper low, eight students in the middle, 

and ten students in the upper middle socioeconomic levels. 

Third-Grade Research Group.—eight students in the low, 

four students in the upper low, ten students in the middle, 

and seven students in the upper middle socioeconomic levels. 

Fifth-Grade Control Group.—five students in the low, 

two students in the upper low, eight students in the middle, 

and six students in the upper middle socioeconomic levels. 

Fifth-Grade Research Group.—five students in the low, 

two students in the upper low, five students in the middle, 

and seven students in the upper middle socioeconomic levels. 

Research Design 

The research design in this study was an analysis of 

covariance, as described by Ferguson (9, p. 288). The 

pre-test served as the covariate, and each value concept 

served as a variable. Tukey1 s _t test was used to compare 

the means of each group on the pre-test and post-test. 
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Treatment of Data 

The pairs of adjectives were reordered so that all 

positive adjectives were on the right and the negative ones 

were on the left. The answers were scored ranging from a 

_5 for the most negative to a 1 for the most positive. The 

lower a score, the more positive the responses. The data 

were transferred to key-punch cards for computer compu-

tations. The required level of significance was the .05 

level. 

Reporting of Data 

After all computations were made, the data were 

analyzed to see what, if any, changes occurred in the 

students' value claims of the selected values. The means 

of the third-grade research and control groups were com-

pared, using the analysis of covariance and Tukey's t_ test. 

The means of the fifth-grade research and control groups 

were also compared using analysis of covariance and Tukey's 

jt test. The means of the research third grade and research 

fifth grade were compared using analysis of covariance 

and Tukey's t test to see if changes were greater in 

either one of the grades. These comparisons were then com-

puted on each one of the value concepts to be tested and 

also on the total in each of the grade levels. The means, 

standard deviation, sum of squares, and mean square were 

listed on a table for each value concept. Acceptance of the 

hypotheses was then determined by analyses of the data. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

Definitions of Values 

A review of the literature on values reveals numerous 

definitions of the term values. Raths and others say, "The 

meaning of the term 'value' is by no means clear in the 

social sciences or in philosophy. One can find consensus 

for no definition. About the only agreement that emerges is 

that a value represents something important in human 

existence" (56, p. 9). 

Rokeach defines values as "terminal" (those beliefs 

which are varied to apply to differing situations) and 

"instrumental" (those beliefs which remain constant in dif-

fering situations). He distinguishes instrumental values 

as being always preferable, both socially and personally, 

with respect to all aspects of the situation (60, p. 160). 

This study is concerned with instrumental values. 

Jacob and Flink concur that a value is retained by an 

individual and will constantly influence his decisions. 

They identify values as being "normative standards," which 

cause human beings to choose one course of action from among 

perceived alternate courses of action (40, p. 10). 
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Kohn (46), Getzels (27), and Reichart (59) use Kluck-

holn's definition. Kluckholn defines a value thusly, "A 

value is a conception, explicit or implicit, distinctive of 

an individual or characteristic of a group, of the desirable 

which influences the selection from available modes, means, 

and ends of action" (44, p. 395) . 

This lengthy definition is the most comprehensive one 

offered by researchers. In this study, the term value is 

defined as an individual's conception of the desirable, se-

lected from perceived choices, resulting in certain behaviors 

by that individual. 

Identification of Values 

Much research has been devoted to identifying the 

values particular groups of people hold. Getzels identified 

as "sacred" such values as "democracy, individualism, equal-

ity, and human perfectibility (or optimism)" (28, p. 95). 

He identified as "secular" those values such as "the work-

success ethic, future—time orientation, independence, and 

Puritan morality" (28, p. 96). 

Getzels (27), Smith (68), and Williams (75) studied 

identification of values with respect to models. Smith 

found that value identification is perceived by the individ-

ual and associated with a model. Williams discussed the 

identification of values as being associated with parents, 

peers, or others "with whom we identify or wish to emulate" 
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(75, p. 398). In their study of school leavers and nonschool 

leavers, Whisenton and Loree (73) discovered that school 

leavers (dropouts) tend to view life more fatalistically and 

identified with glamorous figures in the entertainment and 

sports world. Nonschool leavers tended to view life as de-

pending on each individual's own efforts and identified with 

Negro figures who had attained academic success. 

Socioeconomic levels, or environmental factors, were 

studied by Hodge and Treiman (3 7) and Hughes and Thompson 

(39). These studies indicated that the position of the 

family, both environmental and social, contributes to value 

identification. The former study especially indicated that 

"education, family income, and main earner's occupation make 

significant, independent contributions to an individual's 

class identification" (37, p. 537). 

Jacob and Flink conducted a program of research con-

cerned with the identification and analysis of values which 

influence public policy decision-making at both inter-

national and metropolitan levels. They found that values 

are identified by the way given persons first experience, 

perceive, then interpret concrete situations they confront 

in life (40, p. 9). This supports Combs and Snygg's (16) 

belief that behavior or decisions are based on an indi-

vidual's perception of the entire situation (field theory). 

Our perceptual field seems complete and substantial to us 
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and our behavior or decisions seem logical in our perception. 

Change in perceptions causes change in behavior. 

Spindler (69) identified values as "traditional" or 

"emergent." He felt educators should not merely "transmit" 

values, but assist students in individual value system 

formation. He advocated that values are changing and are 

capable of being modified with new situations and percep-

tions. Hook (38) and Reichart (59) also found the value 

systems of individuals to be a changing system rather than a 

static one. 

Gorlow and Noll conducted a study to "identify a set of 

empirically derived values stated in a less abstract form 

(than on the Allport-Vernon-Ludzey) on the hypothesis that 

such a set would yield psychologically meaningful construc-

tions of value systems" (30, p. 261). The study did reveal 

eight factors identified as "affiliative-romantic, status-

security values, intellectual humanist, family values, 

rugged individualist, undemanding or passive, boy scout, and 

Don Juan" (30, p. 262). The authors studied values as per-

ceived by a group, rather than by individuals. They also 

grouped the values instead of studying each value separately. 

Getzels (27) and Lawhead (47) adhere to the theory of 

values being primarily acquired through models who reflect 

certain values. Raths and others disagree because the 

model is usually only available at certain times. They 

stated crisis times requiring a decision most often occur 
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when the model is not present, thus the individual does not 

copy a model. These authors advocate an approach that 

"attempts to help each student build his own value system" 

(56, p. 511). 

Researchers disagree on the manner values are identi-

fied. They agree that values are important to the individ-

ual and to ultimate decisions made by the individual. They 

also agree that values are changed or modified when the 

individual's perceptions change. Whether a value system is 

formed by merely copying a model, or by peer identification, 

or a combination of these, an individual must first change 

his perceptions before he alters his values. 

Measurement of Values 

Allport developed a measurement device entitled A Study 

of Values (3) which, according to Gorlow and Noll, measures 

a system of values based on concepts (30, p. 261). Gorlow 

and Noll also mention an instrument developed by Charles 

Morris which is composed of lengthy paragraphs describing a 

way to live (30, p. 261). These ways of living are composed 

principally from leading world ideologies. 

Rowland developed an instrument entitled The Elementary 

School Study of Values (ESSOV) (61). His instrument was 

designed for use primarily in grades four through six, and 

divided values into six areas: economic, political, theo-

retical, aesthetic, social, and religious. Both Rowland 
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and Schuster (62) utilized this instrument in studies deal-

ing with comparison of values in large varying groups of 

children. 

Catton used a combination of three tests with adults to 

compare values. The tests were entitled The Comparison of 

Battles and Babies, Comparison of Five Two-Dollar Values, 

and Measuring "Infinite" Values. All three tests were gen-

eral and required more experiences than elementary school 

students have had. Catton contended that values are meas-

urable relative to each other by an application of Thur-

stone's law of comparative judgment (14, p. 55). 

When testing values, or determining the value systems 

of individuals, most researchers confine their studies to 

secondary students or adults. Kohn used the technique of 

personal interviews to measure values. He found that paren-

tal values highly relate to the social position of the 

adults, especially the perceived class position. He dis-

closed that "parents, whatever their social class, deem it 

very important indeed that their children be honest, happy, 

considerate, obedient, and dependable" (46, p. 349). 

Many researchers employed Allport's instrument for the 

measurement of values. Raths reviewed this instrument and 

also one by Osgood called the Semantic Differential. Raths 

and others stated, "A second innovation for assessing values 

is the Osgood Semantic Differential Scale" (58, p. 544). 

This instrument was used with elementary students and seemed 
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to be applicable to their maturity. Harding revealed that 

"practical indirect techniques and statistically satisfactory 

instruments apparently have not yet been developed" (31, 

p. 54). Harding expressed a great need for future research 

thusly: 

However, since the function of evaluation is the 
determination of the extent to which the educative 
process has been successful in achieving its objec-
tives, and since the development of a consistent 
philosophy and definite values is an almost universally 
claimed objective, there is obvious need for the de-
velopment of techniques and instruments which will more 
adequately appraise such aspects of the developing 
personality (31, p. 54). 

There is an obvious need for more adequate measuring 

devices than the present ones. Both the Allport and the 

Morris instrument are too advanced for use with elementary 

school children. The Osgood Semantic Differential is the 

only alternative to pupil observations and personal inter-

views. Studies involving elementary school age children are 

rather limited in number, and the lack of adequate measuring 

devices is a contributing factor. This study uses the 

Semantic Differential instrument. 

Origin of Values 

Several studies have been conducted on the origin of 

values. Raths and others distinguish between "values" and a 

process called "valuing" (58, p. 10). They are concerned 

with the process of decision-making rather than the values 
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which are exhibited by the individual. Paschal concurs and 

describes this "valuing" process. 

Children must learn values all by themselves. Our 
values are not automatic and they do not come as a 
gift; therefore we can not give our values to children. 
Values are learned through discrimination in the face 
of choices and through arriving at a generalization 
(53, p. 77). 

Lawhead studied this same process of "value-ing." He 

stated, 

A second process is that of value-ing; that is, the 
student may acquire established values by making 
choices, through prizing one value over another, 
through rejecting one and adhering to another, and 
through clarifying issues related to values (47, 
p. 515). 

Ekstein agrees with Lawhead that values are acquired 

at an early age. The young child of preschool age will 

naturally exhibit those values acquired by parents and other 

adults in the environment. Ekstein says that upon entering 

school the young child should have acquired such values as 

trust, some self-confidence, and acceptance of society's 

fair-play rules (21, p. 524). 

Getzels (27), Lawhead (47), and Ekstein (21) contend 

that values are not inborn; they are learned. They may be 

learned by identification with a model, or by imitation of 

others in the environment. The area of psychoanalysis has 

indicated that "the origin of all values, moral and other-

wise, rests in the early child-parent situation" (21, 

p. 526). 
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Reichart expresses one origin of values as being that 

of imitation. He noted, "The values we see youth express 

are all too often those they have seen in us" (59, p. 488). 

One danger in this origin is that all too often the model 

used for imitation is inconsistent and unsure of his own 

values. Black aptly declared this idea in his study when he 

said, 

American culture is a mixture of traditions and atti-
tudes and values brought together from many places and 
many periods of history. Innovation from within and 
without makes for constant change and conflict. More-
over, the adult community differs within itself con-
cerning values and what constitutes happiness and 
success and a good life. It is out of the complex 
influence of many diverse material, racial, religious, 
economic, and other forces that values become con-
fused and inverted (6, p. 505). 

Values are acquired through identification with a model, 

or by imitation of a model. Teachers must be conscious of 

this fact and provide exemplary models in the classroom. 

Studies have shown that students who leave school prior to 

graduation usually have identified with inferior models, 

usually unsuccessful adults, or short-range successful 

adults. The origin of values begins in the home, but is 

expanded to include the immediate environment even prior to 

entering school. Thus, the young elementary school child is 

constantly changing and modifying his value system. 

Development of Values 

Buhler declared, "We do not get, as people in previous 

times did, a ready-made set of values, with which we can 
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unquestionably identify" (11, p. 520). She viewed values as 

ideas which are modified with new experiences. She noted, 

From at least about four years of age on, children 
begin to form opinions on values. From five years on, 
they are known to identify with prejudices of their 
environment. After that time, it becomes increasingly 
difficult for an individual to think about values 
without bias (11, p. 521). 

Williams noted that values are constantly in a state of 

change. He stated, 

Americans currently face a period which few institu-
tions, beliefs, or values can any longer be taken for 
granted. All are under strain; all are challenged. 
Basic transformations of man and society are now under-
way, and many vital choices of values must be made 
(75, p. 399). 

In his study, Rowland found few differences in the 

kinds of values held by educationally disadvantaged children 

as opposed to those held by other children. He claimed, 

The differences among them far exceeded the differences 

between them (61, p. 89). His study revealed that educators 

have a large area of shared values of children which can be 

utilized in the classroom. 

Value development is a long and continuous process. As 

the individual gains new insights and has new experiences, 

the previous value system becomes modified or disregarded 

altogether. Studies have indicated there are many values 

shared by children of differing environments which can be 

explored in the classroom. Teachers must provide opportu-

nities for value exploration, modification, and clarification 

by children of all ages. Even early elementary school 
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children have developed a value system upon which to build 

as they mature. 

Value Development and the School 

Since researchers have discovered that children's values 

are bing formed prior to entering school, and are constantly 

in a state of change, the school must play a vital role in 

the development of values. The Educational Policies Commis-

sion issued this statement: "A great and continuing purpose 

of education has been the development of moral and spiritual 

values" (20, p. 5). To assist in this development, Ekstein 

(21) challenged teachers to find ways to make values develop. 

Reichart agreed that the teacher is the key person and noted, 

"Above all else, that which is of greatest value is his 

ability to inspire others to find for themselves the intrin-

sic importance of all ideas, all facts, all knowledge, all 

action (59, p. 490). He believed the development of values 

should be a part of the classroom activities. 

Black noted that "moral education is concerned with the 

most profound values of human life" (6, p. 505). He stressed 

the fact that the school must go beyond subject matter and 

teach the child to accept himself. "One most important 

thing the school can do to meet the need of the individual 

and society in the area of moral education is to stress the 

respect for the individual" (6, p. 506). 
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Getzels (27, 28) believed values are first formed at 

home, but are modified and developed primarily at school. 

He wrote, "But the way in which these aspects are developed 

and modified depends on the character of the educational 

institution of which he becomes a part. TTie school person-

nel . . . become primary objects of identification" (28, 

p. 100). 

Paschal viewed the school as a catalyst which helps the 

child develop his own potential. He wrote, 

It is not the teacher's function to indoctrinate chil-
dren. Rather, part of his job is to create an atmos-
phere conducive to learning, and to discuss the 
alternatives and their consequences with every child 
entrusted to him (53, p. 77). 

He felt education must provide each child with the readiness 

and method to decide for himself. 

Lawhead stated, "The school should help students 

achieve durable values through meaningful reflection on 

their experience" (47, p. 517). He challenged teachers to 

organize and select learning experiences to help students 

clarify values. Paschal (53) and Smith (68) requested the 

school to provide many alternatives to allow students to 

grow in perceptions and become more disciminate in choices. 

Smith noted that perception is most important and be-

havior is caused by an individual's perception of the pres-

ent situation. He noted that open-ended values are built 

through social perception, and schools must help children 

stay free from stereotypes and ideas which are 
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unsubstantiated (68, p. 59). Williams substituted the word 

"standard" for "perception" when he stated, "A belief is a 

conviction that something is real, whereas a value is a stand-

ard of preference" (75, p. 406). 

Raths and others found four basic approaches to the 

development of values in the schools: the lecture method, 

use of peer-group pressure, finding or setting examples for 

children to respect and emulate, and a reward and punishment 

rationale (55, p. 509). He advocated some kind of values-

clarification procedure and cautioned, "It must be clear 

that teachers who apply the clarification procedure must 

have a tremendous respect for their students. . . . For a 

free society, opportunities to clarify and to choose must be 

created again and again" (55, p. 514) . 

Combs and Snygg defined the role of the school in value 

development thusly: 

The goal of education from society's viewpoint, then, 
is the production of adequate personalities, people 
who can be counted upon to behave effectively and 
efficiently and to contribute freely to the welfare 
of all. This is simply another way of saying that the 
goal of education is intelligent behavior (16, p. 365). 

The school has a definite role in the development of 

values. Students need opportunities to explore values and 

to examine their feelings about values. Through exposures 

other cultures, various situations, and alternate choices, 

teachers can greatly assist value development. Planned 

experiences which provide opportunities for value exploration 
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and clarification are preferable over lecturing or even 

example-providing for value development. 

Value Development and the Individual 

Combs and Snygg noted that the individual's behavior is 

caused by his perceptions at that instant. It does not mat-

ter how the situation really is, individual perceptions 

result in value development. They wrote, 

People do not behave according to the facts as others 
see them, they behave according to the facts as they 
see them. . . . What governs behavior from the point 
of view of the individual himself are his unique per-
ceptions of himself and the world in which he lives, 
the meanings things have for him (16, p. 17). 

Raths also advocated individual perceptions are the key 

to development of values. He concluded: 

By developing an emotional acceptance of himself on the 
part of his students, and by asking students questions 
which will serve to clarify their own purposes, goals, 
attitudes, beliefs, etc., teachers can play an effec-
tive role in developing values in their classrooms 
(55, p. 513). 

Black added that the child must first learn to respect 

himself, value himself; and this is accomplished only if he 

feels he is respected by others (6, p. 506). School must be 

a place where he feels free to be himself, confident that he 

will not be ashamed of his feelings, and he belongs. Only 

then will growth and fulfillment occur in the student. 

Hook regarded the student as the basis for teaching 

value concepts. He stated that the school must provide 

opportunities for students to receive new input and make 
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choices. He defined teaching values as developing "within 

students a willingness to commit themselves to new values, 

and to reaffirm or to reject the values to which they find 

themselves previously committed" (38, p. 178). 

Buhler stated, "One of the central educational problems 

of our time is how the individual can be helped to develop 

most adequately as a human being. . . . For clarifying one's 

own best potential . . . a person needs to be honest with 

himself and must know how to go about understanding himself" 

(11, p. 522). 

Paschal (53) noted that a normal child has a most 

natural desire to learn. The acquisition of values makes a 

person. Friedenberg expressed the concern that the school 

will not build on this desire to learn, and will just re-

quire conformity rather than individual thinking. He said, 

The society itself is the trap; the school is only a 
model, designed to teach youngsters how to behave in 
captivity and record their movements, purposely de-
signed to be cramped in order to encourage self-
control and make conditions outside, in the trap, seem 
tolerably spacious (24, p. 93). 

He implored the school not to stifle creativity. 

Paschal (53) related certain unacceptable behaviors of 

the individual to an inconsistent value system. Teachers 

must be more accepting of individual students as individuals, 

allowing them to express their ideas. He related such be-

haviors as apathy toward school, inattentiveness, and ag-

gressiveness to individual values which differ from the 
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mainstream of society's values. He reminded teachers to be 

accepting of children's answers and to create a classroom 

atmosphere accepting of change. He advocated asking chil-

dren questions which only they could answer, making them 

feel worthy and important, then listening to their answers. 

In most research, the individual child is thought to be 

capable of change. His self-concept is most important in 

value development, and value development is important in his 

life. Canfield expressed the importance of a positive self-

concept in this way: 

By the time a child reaches school age his self-
concept is quite well formed and his reactions to 
learning, to school failure and success, and to the 
physical, social, and emotional climate of the class-
room will be determined by the beliefs and attitudes 
he has about himself (12, p. 3). 

He advocated that the individual must accept himself as being 

worthy of attention in order to live happily. if teachers 

accept students for who they are, then the students will also 

begin to accept themselves as being worthwhile beings, worthy 

of attention and love. 

Paschal noted the individual as being a questioning 

person, willing to try new ideas. He wrote, 

In short, the child learns to question and to ask 
questions. He is in a position to experiment, fail, 
siid try again, without feeling that he is a failure. 
Every life must have controls, and it makes all the 
difference in the world as to whether a life is con-
trolled from within or from without. It is a differ-
ence between freedom and slavery. It is a difference 
between happiness and misery. A child never is free 
until he can substitute inner control for external 
restraint (53, p. 78). 
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The individual has a responsibility to examine various 

possibilities before accepting one value. In the development 

of values, one must be willing to change and alter previous 

ideas. Most individuals are full of anticipation and a 

willingness to learn when they enter school. If the indi-

vidual is left to learn value concepts from others on his 

own, he remains open to possible confusion resulting from 

conflicting value systems exhibited by adults. The school 

must provide clarification procedures which help the indi-

vidual clarify in his own mind a personal value system. 

Role Playing 

Shaftel and Shaftel (64, 65) noted that children are 

faced with many complex situations in life. These situ-

ations and the ultimate decisions made by the persons 

involved have a direct influence on the development of chil-

dren's minds. They claimed: 

In direct proportion to the complexities and 
tensions of present-day life, children build anxieties, 
fears, and angers which eventually affect their person-
ality structures. Increasingly, teachers are real-
izing that a vital function of the school is that of 
helping children to understand their own life-
situations and to develop adequate ways of meeting 
their problems and releasing tensions (64, p. 6). 

Kachaturoff discussed decision-making as being most 

important in the curriculum, especially in the social studies 

area (42, p. 542). Shaftel and Shaftel agreed and noted, 

"To help children become decision-makers, an educational 

technique called role—playinq is useful. It provides a 
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life-related way to help young children learn to solve 

problems between people" (64, p. 1). Hawley (36), Garvey 

(26), and Klein (43) suggested role playing as a useful 

technique to improve decision-making. Garvey felt it was 

especially useful with the lower elementary grades. 

Many purposes of role playing have been advanced, and 

they are all similar. Klein quoted the Cleveland Public 

Library bibliography card, February, 1955, as being a com-

prehensive purpose of role playing. He used role playing in 

training leaders in education. The purposes of role playing 

as used by Klein are 

. . . to provide a close-to-reality base for personal 
understanding and insights and for group discussion and 
training. To the extent to which the trainee is able 
to identify himself with the role-playing participants, 
he is better able to appraise his own actions toward 
others and their reactions to him (43, p. 19). 

Corsini and others used role playing in industry and 

business and stated the purpose as applicable to them. "The 

major purposes of industrial role-playing are the instruction 

and evaluation of managerial personnel, providing insights 

into the nature of human behavior, and training for requi-

site skills in dealing with various human situations" (17, 

p. 8) . 

Garvey stated the purpose this way: 

The purpose of the role-playing activity is to encour-
age the participants to understand the attitudes, 
feelings, or situations of the person whose respective 
role they are playing. . . . Through such activity it 
is hoped that both the participants and the observers 
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will achieve a greater depth of understanding about 
other people as well as about themselves (26, p. 10). 

Strang (72) discussed the importance of allowing a 

child to be in someone else's place temporarily. Hopefully 

this would help him view situations from another's point of 

view. Shaftel (63), Alpren (4), and Boyd (8) also thought 

this was important. Hawley (36) used a technique of allow-

ing three children to assume one role together, reducing the 

feeling of being alone in a situation. 

Shaftel and Shaftel (64) expressed the idea of seeing 

various choices and their impacts on others. They claimed, 

Our purpose in doing role—playing is to help children 
explore, in spontaneous enactments, the consequences of 
choices in human behavior. It is our belief that, by 
9uî .i.ng children into an exploration of the conse-
quences of their decisions, we help them to become 
sensitive to the impact of their choices and actions on 
other people. In this process, it is our hope that we 
help them to develop individual integrity and a sense 
of group responsibility (64, p. 5). 

Researchers agree that role playing is a spontaneous 

affair» requiring teacher acceptance of unusual behavior. 

It is an active way of teaching, involving students both as 

participants and as observers. Alpren (4), Hawley (36), 

Mann and Mann (49), and Shaftel and Shaftel (64, 65, 66) all 

discussed the advantages of this method of involving stu-

dents in the learning process. They mentioned the high 

interest level retained by all class members during role 

playing. 
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Another advantage of role playing discussed by Klein 

(43) and Alpren (4) is that situations can be applicable to 

the students. Researchers who used the role-playing tech-

nique agreed that students were most interested in problems 

actually relating to them. 

There are several ways to present role-playing situa-

tions. Shaftel and Shaftel discussed the method of the 

teacher reading a problem story to the class and students 

volunteering to enact a character to a possible solution 

(64, 65, 66). After the first enactment, there is class 

discussion and further enactments to see alternatives. 

Klein suggested that the leader invite group members to dem-

onstrate their suggested methods or solutions (43, p. 92). 

Still another variation is to ask different teams to 

enact alternate solutions for a problem story (the same 

problem story). Klein used this method also. He stated, 

"An interesting design is that of reversing roles" (43, 

p. 92). This method often gives students a completely dif-

ferent view of a situation and enhances the students' feel-

ings and the impact of possible solutions. 

Mann and Mann studied the basic assumptions made by 

authorities using role-playing techniques. Their study re-

vealed the following assumptions are true: 

1. Role-playing experience increases role-playing 

ability. 
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2. Role-playing experience increases interpersonal 

adjustment. 

3. Role-playing ability is positively related to 

interpersonal adjustment (49, p. 212). 

Role playing as a technique has been used in many areas 

(Chapter I). It involves many students at one time and en-

courages a high interest level in the classroom. As a 

teaching technique, it requires much preparation, selecting 

situations which are applicable to the students' lives. 

The purposes of role playing are many, but the main one 

is that of improving decision-making by students. Alter-

natives are presented and the consequences are explored to 

see the impact of decisions on others. Hopefully the stu-

dents will gain more respect for the individual and will 

become more concerned members of society, tolerant of others. 

Some authorities contend that an individual's percep-

tions concerning a situation determine his ultimate de-

cisions. Practice in decision-making provides opportunities 

for the individual to alter his perceptions, thereby modify-

ing his value system. 

More adequate measuring instruments for use in value 

development of elementary students are needed. At the pres-

ent time there are primarily two instruments reported to be 

in use for assessment of value development. These two in-

struments are the ESSOV developed by Rowland and the Seman-

tic Differential developed by Osgood. 
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A process called "value-ing" has been discussed by some 

researchers. This process of selection, modification, and 

partial rejection of value concepts is a continuing one. 

The child begins to acquire values early in life, and his 

value system is constantly being revised as his perceptions 

change. 

Through role playing, students are helped to think 

independently and make wiser decisions without harm to them-

selves or others. Within the confines of the classroom, 

students are free to explore new feelings and to think spon-

taneously of possible solutions to problems relevant to 

their lives. Through role playing new value concepts may be 

clarified and developed through a deeper understanding of 

others. 
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CHAPTER III 

PROCEDURE AND ANALYSIS OF DATA 

Procedure 

Permission was granted to use a third grade and a fifth 

grade of a public elementary school. The students in the 

third grade were arranged in two classes of thirty-three 

each. One class served as the research group, and the other 

class was the control group. The students in the fifth 

grade were divided into three classes, with only two classes 

being used for this study. One class served as the research 

group and had nineteen members. The fifth-grade class serv-

ing as the control group contained twenty-one students. The 

classes in both grades were arranged by the principal of the 

school in the following manner: 

1. The cumulative records of all students in a partic-

ular grade level were examined to determine intelligence 

quotient and achievement scores of each student. 

2. Classes equal in number of high, middle, and low 

scores were established. 

3. Classes were further divided by sex, with approx-

imately equal numbers of girls and boys in each class. 

4. As the school year progressed, students were added 

only by number, in an attempt to retain equal numbers in 

each class. 

49 
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The racial composition of the classes was as follows: 

1. Third-Grade Research.—one Indian male, two Mexican-

American males, one Philippino male, eleven Anglo males, 

fourteen Anglo females. 

2. Third-Grade Control.—one Negro male, two Mexican-

American males, thirteen Anglo males, one Mexican-American 

female, thirteen Anglo females. 

3. Fifth-Grade Research.—one Mexican-American male, 

eight Anglo males, one Mexican-American female, one Negro 

female, ten Anglo females. 

4. Fifth-Grade Control.—one Negro male, eight Anglo 

males, ten Anglo females. 

The socioeconomic levels of students were determined by 

the principal based on his personal knowledge of the employ-

ment status and the type of residence of each student's 

family. The socioeconomic levels were divided into four 

categories: low, upper low, middle, and upper middle. The 

socioeconomic composition of the groups was as follows: 

1. Third-Grade Research.—eight students in the low, 

four students in the upper low, ten students in the middle, 

seven students in the upper middle. 

2. Third-Grade Control.—seven students in the low, 

four students in the upper low, eight students in the 

middle, and ten students in the upper middle. 
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3. Fifth-Grade Research.—five students in the low, two 

students in the upper low, five students in the middle, seven 

students in the upper middle. 

4. Fifth-Grade Control.—five students in the low, two 

students in the upper low, eight students in the middle, six 

students in the upper middle. 

Both research and both control groups were given the 

Semantic Differential, as described by Osgood (1). This 

instrument consisted of a set of sixteen pairs of adjectives 

which the students rated on a five-point scale as being 

closely related to the value concept, slightly related to 

the concept, neutrally related to the concept, slightly un-

related to the concept, or negatively related to the concept. 

(See Chapter I, pages 22-25). The concepts to be tested were 

honesty, consideration of others, and respect for property. 

The pairs of adjectives were those most highly rated by 

Osgood as pertaining to the evaluative dimension (1, p. 53). 

The pairs of adjectives were alternated on every second 

pair to prevent students from just marking on one side and 

not reading the instrument. This procedure was recommended 

by Osgood. 

After all groups marked the Semantic Differential, the 

two research groups experienced a series of thirty role-

playing episodes. The role playing was conducted according 

to the suggested method in Shaftel and Shaftel (2). The 

steps used were a warm-up, introducing the problem, 



52 

selecting participants, role playing the problem to a pos-

sible solution, discussion, reenactment to explore alterna-

tive solutions, and discussion to relate the episode to the 

students' lives. 

The problem stories which were role played concerned 

problems dealing with the three value concepts being tested: 

honesty, consideration of others, and respect for property. 

The thirty stories were divided into ten dealing with each 

of the three concepts. The three value concepts overlap 

somewhat, and the stories were selected on the basis of the 

recommended concepts as described by the commercial authors 

of the stories, or by the nature of the story content. As 

noted in Chapter I, some stories were commercially repro-

duced on tape recordings, records with accompanying film-

strips, or accompanying pictures. Others were adapted from 

stories in books. 

The third-grade group experienced the role playing from 

1:00 p.m. to 2:00 p.m. each school day, and the fifth-grade 

group experienced the identical story from 2:00 p.m. to 3:00 

p.m. on the same school day. Only the participating class 

was present in the room. The study occurred from March 

until April for thirty consecutive school days. 

While the research groups were experiencing the thirty 

role-playing episodes, the two control groups were using the 

currently adopted social studies textbook, The Social 

Sciences by Harcourt, Brace and World, Inc., and following 
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the standard curriculum offered in the public school. 

Neither of the control groups had an experience with role 

playing during the period of the experiment. 

After completion of the thirty episodes of role playing, 

both research groups and both control groups again marked 

the Semantic Differential. This instrument was identical to 

the one previously marked. 

Both sessions of marking the instrument were conducted 

by the same teacher, as were all thirty sessions of role 

playing for both research groups. This reduced the possi-

bility of error due to individual teachers' differing 

methods of administering any segment of this study. 

Prior to the initial marking of the Semantic Differen-

tial all groups were given a thirty-minute instruction 

period and practice session on marking the instrument. Each 

group was instructed separately by the same teacher. Each 

group marked the instrument in a different time period dur-

ing the same school day. 

Prior to the second marking of the instrument, each 

group was given a fifteen-minute review of the method of 

of marking the Semantic Differential. Each adjective was 

defined in the same manner to each group. This reduced the 

error of marking a pair of adjectives in the neutral po-

sition due to a lack of knowledge of a definition. 
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Analysis of Data 

After completion of the experiment, students' pre-test 

and post-test markings of the Semantic Differential were pre-

pared for transferral to computer cards. The students were 

given identity numbers, and the pre-tests and post-tests 

were coded with a _1 for pre-tests and a 2. f°r post-tests. 

The grade of each student was coded with a _1 for third grade, 

and a _2 for fifth grade. The students' rating of each pair 

of adjectives was reduced to a number, ranging from _1 for 

the most positive response, to a 5 for the most negative 

response. Thus, the lower the score on each concept, the 

more positive the response. 

The data, for any student who was absent or not enrolled 

in school on any day the Semantic Differential was admin-

istered, were discarded for this study. The computer re-

corded a total of 196 students in the study—25 in each 

third-grade group and 19 in each fifth-grade group. 

Analysis of covariance was employed to test for the 

significance of change on the markings of the Semantic Dif-

ferential by each group. Pre-tests were used as covariants 

to statistically control for initial differences between the 

research and control groups. A .05 level of significance 

was established as the criterion for either accepting or 

rejecting the hypotheses. 
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The first hypothesis was: 

1. Children in the third grade will show a significant 

difference in the concept of honesty after experiencing a 

concentrated program of role playing in the classroom. 

The third-grade research and control groups pre-test 

and post-test means, standard deviations, and adjusted means 

are reported in Table I. 

TABLE I 

THIRD-GRADE RESEARCH AND CONTROL GROUP 
SCORES ON THE VARIABLE OF HONESTY 

Group Pre--Test Post--Test 
Adjusted 

Mean 

Research Mean 30. 24 Mean 29. 12 30. 03 
Third Grade SD 6. 46 SD 4. 45 

Control Mean 34. 92 Mean 35. 44 34. 53 
Third Grade SD 9. 46 SD 6. 12 

The difference between the means reported in Table I was 

4.94 on a t_ test. 

The results of comparisons between research and control 

group means of the third grade are presented in Table II. 

Data for these comparisons were treated by analysis of co-

variance, using pre-test scores as covariants in order to 

control for initial differences between groups. The value 

concept of honesty served as the variable. The F ratio 

obtained by analysis of covariance was 12.21 with an asso-

ciated P of 0.00. Since this P value was less than .05, 
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ANALYSIS OF COVARIANCE OF THIRD-GRADE 
SCORES ON HONESTY 

56 

Source DF 
Sum of 
Squares 

Mean 
Square F P 

Between 
Groups 1 232.60 23 2.60 12.21 0.001 

Within 
Groups 47 895.27 19.05 

• • • 

Total 48 1127.87 . . . • • • • 

the first hypothesis was retained with respect to the value 

of honesty. 

The second hypothesis was: 

2. Children in the fifth grade will show a significant 

difference in the concept of honesty after experiencing a 

concentrated program of role playing in the classroom. 

The fifth-grade research and control groups pre-test 

and post-test means, standard deviations, and adjusted means 

with respect to the value concept of honesty are reported in 

Table III. The adjusted mean for the fifth-grade research 

group was 33.00. The adjusted mean for the fifth-grade 

control group was 33.00. The difference between the means 

reported in Table III was 1.38 on a t test. 
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TABLE III 

FIFTH-GRADE RESEARCH AND CONTROL GROUP 
SCORES ON THE VARIABLE OF HONESTY 

Group Pre--Test Post--Test 
Adjusted 

Means 

Research Mean 33.32 Mean 32.89 
Fifth Grade SD 3. 25 SD 5.16 33.00 

Control Mean 34.00 Mean 31.37 
Fifth Grade SD 6.46 SD 6.08 33.00 

The results of comparisons between research and control 

fifth-grade group means are presented in Table IV. Analysis 

of covariance was used for these comparisons. Pre-test 

scores served as covariants in order to control for initial 

TABLE IV 

ANALYSIS OF COVARIANCE OF FIFTH-GRADE 
SCORES ON HONESTY 

Source DF Sum of 
Squares 

Mean 
Square F P 

Between 
Groups 1 28.61 28.61 0.95 0.34 

Within 
Groups 35 1054.69 30.13 

• • • • 

Total 48 1083.31 . . . • • • • 

differences between groups. The F ratio was 0.95 with an 

associated P of 0.34. Since this P value was greater than 

.05, the second hypothesis was rejected with respect to 

honesty. 
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For ease in discussion of the data, the third hypoth-

esis will be repeated. 

3. Children in the third grade will show a significant 

difference in the value concept of consideration of others 

after experiencing a concentrated program of role playing in 

the classroom. 

The third-grade research and control groups and pre-test 

and post-test means, standard deviations, and adjusted means 

with respect to the value concept consideration of others 

are reported in Table V. 

TABLE V 

THIRD-GRADE RESEARCH AND CONTROL GROUP SCORES 
ON THE VARIABLE OF CONSIDERATION OF OTHERS 

Group Pre-Test Post-Test Adjusted 
Mean 

Research Mean 32.56 Mean 31.40 
Third Grade SD 9.00 SD 6.92 33.19 

Control Mean 38.56 Mean 40.44 
Third Grade SD 8.85 SD 9.24 38.65 

The difference between the means reported in Table V was 

4.94 on a _t test. 

The results of comparisons between third-grade research 

and control group means are reported in Table VI. Data for 

these comparisons were treated by analysis of covariance, 

using pre-test scores as covariants in order to control for 

initial differences between groups. The value concept con-

sideration of others served as the variable. 
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ANALYSIS OF COVARIANCE OF THIRD-GRADE SCORES 
ON CONSIDERATION OF OTHERS 
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Source DF Sum of 
Squares 

Mean 
Square 

F P 

Between 
Groups 1 332.96 332.96 8.54 0.006 

Within 
Groups 47 1831.80 38.98 

• • • • 

Total 48 2164.75 . . . 
• • • • 

The F ratio reported in Table VI was 8.54 with an associated 

P of 0.00. Since this P value is less than .05, the first 

hypothesis was retained with respect to the value concept 

consideration of others. The P value of 0.00 is most sig-

nificant since it is much less than .05, the level of signif-

icance of this experiment. Since the P value was significant 

in Table II with respect to honesty (0.00) and in Table VI 

with respect to consideration of others (0.00), the first 

hypothesis was retained in two value concepts. 

Table VII contains data relative to the fourth hypoth-

esis. For ease in dicsussion, the fourth hypothesis is 

restated. 

4. Children in the fifth grade will show a significant 

difference in the value concept of consideration of others 

after experiencing a concentrated program of role playing 

in the classroom. 
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TABLE VII 

FIFTH-GRADE RESEARCH AND CONTROL GROUP SCORES 
ON THE VARIABLE OF CONSIDERATION OF OTHERS 

Group Pre--Test Post--Test 
Adjusted 

Mean 

Research Mean 34. 37 Mean 31 .42 
Fifth Grade SD 4. 90 SD 3 .47 •

 

i—1 
ro 11 

Control Mean 32. 53 Mean 33 .63 
Fifth Grade SD 6. 22 SD 8 .43 33. 95 

The fifth-grade research and control groups pre-test 

and post-test means, standard deviations, and adjusted means 

with respect to consideration of others is reported in Table 

VII. The adjusted mean for the fifth-grade research group 

was 31.11 and for the fifth-grade control group was 33.95. 

The difference between the means reported in Table VII was 

1.97 on a test. 

The results of comparisons between research and control 

group means of the fifth grade with respect to consideration 

of others are reported in Table VIII. Data for these com-

parisons were treated by analysis of covariance, using 

pre-test scores as covariants in order to control for ini-

tial differences between groups. The F ratio reported in 

Table VIII was 1.92 with an associated P of 0.18. Since 

this P value is greater than .05, the fourth hypothesis with 

respect to the value concept consideration of others is 

rejected. 
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ANALYSIS OF COVARIANCE OF FIFTH-GRADE SCORES 
ON CONSIDERATION OF OTHERS 
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Source DF Sum of 
Squares 

Mean 
Square 

F P 

Between 
Groups 1 74.75 74.75 1.92 0.18 

Within 
Groups 35 1361.22 38.89 

• * • • 

Total 36 1435.97 . . . • • • 

The third value concept tested in this experiment was 

that of respect for property. The fifth hypothesis was: 

5. Children in the third grade will show a significant 

difference in the concept of respect for property after 

experiencing a concentrated program of role playing in the 

classroom. 

Table IX shows the third-grade research and control 

groups pre-test and post-test means, standard deviations, 

TABLE IX 

THIRD-GRADE RESEARCH AND CONTROL GROUP SCORES ON 
THE VARIABLE OF RESPECT FOR PROPERTY 

Group Pre-Test Post-Test Adjusted 
Mean 

Research Mean 32.08 Mean 32.72 
Third Grade SD 8.64 SD 9.21 36.09 

Control Mean 40.00 Mean 40.44 
Third Grade SD 8.55 SD 8.92 37.07 
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and adjusted means with respect to the value concept of 

respect for property. The difference between the means 

reported in Table IX was 0.82 on a t_ test. 

The results of comparisons between research and control 

group means of the third grade are presented in Table X. 

TABLE X 

ANALYSIS OF COVARIANCE OF THIRD-GRADE 
SCORES ON RESPECT FOR PROPERTY 

Source DF Sum of 
Squares 

Mean 
Square 

F P 

Between 
Groups 1 9.89 9.89 0.34 0.57 

Within 
Groups 47 1378.87 29.34 

• • • • 

Total 48 1388.76 • 
• • 

Data for these comparisons were treated by analysis of co-

variance, using pre-test scores as covariants in order to 

control for initial differences between groups. The value 

concept of respect for property served as the variable. The 

F ratio reported in Table X was 0.34 with an associated P of 

0.57. Since the P value exceeded .05, the first hypothesis 

with respect to the value concept respect for property was 

rejected. 

The sixth hypothesis was: 

6. Children in the fifth grade will show a significant 

difference in the value concept of respect for property 
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after experiencing a concentrated program of role playing in 

the classroom. 

The fifth-grade research and control groups pre-test 

and post-test means, standard deviations, and adjusted means 

with respect to the value concept respect for property are 

reported in Table XI. 

TABLE XI 

FIFTH-GRADE RESEARCH AND CONTROL GROUP SCORES 
ON THE VARIABLE OF RESPECT FOR PROPERTY 

Group Pre-Test Post-Test Adjusted 
Mean 

Research 
Fifth Grade 

Control 
Fifth Grade 

Mean 33.53 
SD 5.45 

Mean 32.90 
SD 7.43 

Mean 36.21 
SD 12.53 

Mean 33.48 
SD 8.84 

35.89 

33.80 

The difference between the means reported in Table XI 

was 1.06 on a jt test. This difference is higher than the 

reported difference between the means of the third-grade re-

search and control groups with respect to the same values 

concept. The difference in means of the third-grade groups 

was 0.82. 

The results of comparisons between research and control 

group means of the fifth grade with respect to the value 

concept of respect for property are reported in Table XII. 

Data for these comparisons were treated by analysis of 
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ANALYSIS OF COVARIANCE OF FIFTH-GRADE 
SCORES ON RESPECT FOR PROPERTY 
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Source DF Sum of 
Squares 

Mean 
Square F P 

Between 
Groups 1 41.00 41.00 0.56 0.46 

Within 
Groups 35 2576.28 73.61 • • • • 

Total 36 2617.28 . . . • • • • 

covariance, using the pre-test scores as covariants in order 

to control for initial differences between groups. The F 

ratio reported in Table XII was 0.56 with an associated P of 

0.46. Since this P value exceeded .05, the second hypoth-

esis with respect to the value concept of respect for 

property was rejected. 

The seventh hypothesis was: 

7. Children in third and fifth grades will make com-

parable changes in the value concept of honesty after expe-

riencing a concentrated program of role playing in the 

classroom. 

Table XIII shows the results of comparisons between 

research third-grade and research fifth-grade group means. 

Data for these comparisons were treated by analysis of co-

variance, using pre-test scores as covariants in order to 

control for initial differences between groups. The F ratio 



reported in Table XIII was 2.97 with an associated P of 

0.09. 
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TABLE XIII 

ANALYSIS OF COVARIANCE OF THIRD- AND FIFTH-GRADE 
RESEARCH GROUP SCORES ON HONESTY 

Source 
Sum of 
Squares 

Mean 
Square F P 

Between 
Groups 1 42.93 42.93 2.97 0.09 

Within 
Groups 41 592.00 14.44 • • • • 

Total 42 634.93 . . . • • • • 

Since the P value of 0.09 is greater than .05, the 

third hypothesis with respect to honesty was retained. 

The data found in Table XIV compares the third- and 

fifth-grade research group means with respect to the value 

concept of consideration of others. Data for these compari-

sons were treated by analysis of covariance, using the pre-

test scores as covariants, in order to control for initial 

differences between the groups. The P value of 0.54 shown 

in Table XIV indicates the eighth hypothesis must also be 

retained with respect to the value concept of consideration 

of others. 
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TABLE XIV 

ANALYSIS OF COVARIANCE OF THIRD- AND FIFTH-GRADE 
RESEARCH GROUP SCORES ON CONSIDERATION OF 

OTHERS 

Source DF 
Sum of 
Squares 

Mean 
Square 

F P 

Between 
Groups 1 7.77 7.77 0.40 0.54 

Within 
Groups 41 807.72 19.70 • • • • 

Total 42 815.49 . . . • • • • 

Table XV shows the results of the comparisons between 

third- and fifth-grade research group means with respect to 

the value concept of respect for property. Data for these 

comparisons were treated by analysis of covariance, using 

the pre-test scores as covariants, in order to control for 

initial differences between groups. The P ratio of 0.40 

TABLE XV 

ANALYSIS OF COVARIANCE OF THIRD- AND FIFTH-GRADE 
RESEARCH GROUP SCORES ON RESPECT 

FOR PROPERTY 

Source DF 
Sum of 
Squares 

Mean 
Square F P 

Between 
Groups 1 46.05 46.05 0.72 0.40 

Within 
Groups 41 2630.79 64.17 

• • • • 

Total 42 2676.84 
• • • • 
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shown in Table XV exceeds the .05 which is the level of sig-

nificance selected for this experiment; therefore, the ninth 

hypothesis was rejected with respect to the value concept of 

respect for property. 

Table XVI shows the results of the comparisons between 

the third-grade research and the third-grade control groups 

with respect to all three value concepts of honesty, con-

sideration of others, and respect for property. Data for 

TABLE XVI 

ANALYSIS OF COVARIANCE OF THIRD-GRADE 
TOTAL SCORES 

Source DF Sum of 
Squares 

Mean 
Square F P 

Between 
Groups 1 1034.80 1034.80 7.95 

i—1 
o
 • 

o
 

Within 
Groups 47 6115.58 130.12 

• • 

Total 48 7150.31 • • • 
• • • 

these comparisons were treated by analysis of covariance, 

using the pre-test scores as covariants in order to control 

for initial differences between groups. 

The F ratio shown in Table XVI was 7.95 with an asso-

ciated P of 0.01. Since this P value is less than .05, the 

difference between the means of the third-grade research and 

control groups was significant. 

Table XVII shows a summary of all data previously pre-

sented. This facilitates discussion of the results. 
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SUMMARY TABLE 
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Group, Grade, 
and Value 

Pre-Test 
Mean 

Post-Test 
Mean 

F P 

Research, Third, 
Honesty 30.24 29.12 12.21 0.001 

Control, Third, 
Honesty 34.92 35.44 • • • 

Research, Fifth, 
Honesty 33.32 32.89 0.95 0.34 

Control, Fifth, 
Honesty 34.00 31.37 • • • 

Research, Third, 
Consideration of 
Others 32.56 31.40 8.54 0.006 

Control, Third, 
Consideration of 
Others 38.56 40.44 

Research, Fifth, 
Consideration of 
Others 34.37 31.42 1.92 0.18 

Control, Fifth, 
Consideration of 
Others 32.53 33.63 

Research, Third, 
Respect for Property 32.08 32.72 0.34 0.57 

Control, Third, 
Respect for Property 40.00 40.44 

Research, Fifth, 
Respect for Property 33.53 36.21 0.56 0.46 

Control, Fifth, 
Respect for Property 32.90 33.48 . . . 

• 



CHAPTER IV 

FINDINGS, CONCLUSIONS, IMPLICATIONS, 

AND RECOMMENDATIONS 

Findings 

The findings of this study were: 

1. Role-playing experiences were used successfully to 

change third-grade children's values claims with respect to 

the value concepts of honesty and consideration of others. 

2. Role-playing experiences were not used successfully 

to change fifth-grade children's values claims with respect 

to the value concepts of honesty, consideration of others, 

and respect for property. 

3. Role-playing experiences were used successfully to 

cause comparable changes in third- and fifth-grade chil-

dren 's values claims with respect to the value concepts of 

honesty, consideration of others, and respect for property. 

Conclusions 

The analysis of data in the foregoing portions of this 

study leads to the following conclusions: 

1. Role-playing experiences can be used successfully 

to change third-grade children's values claims in respect to 

the concepts of honesty and consideration of others. 
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2. Whether role playing can be used successfully with 

third-grade children to change their values claims in regard 

to respect for property is open to question. 

3. Whether role playing can be used successfully with 

fifth-grade children to change their values claims in regard 

to honesty, consideration of others, and respect of property 

is open to question. 

Implications 

1. Role playing may be more effective with children in 

the third grade than with children in the fifth grade. 

2. Role playing may be more effective with some values 

claims than with others. 

3. Though the changes made by the fifth grade after 

role-playing experiences were not significant, they were in 

the positive direction. Consequently, it is entirely pos-

sible that role playing could have been more effective with 

the fifth grade under differing circumstances. 

4. Significant changes in values occur slowly, and 

programs to change values should be extended over long 

periods of time. 

Recommendations 

In order to answer the many questions raised by the 

results of this study, the following recommendations are 

listed: 
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1. A study using different stories might be made. 

Perhaps the stories used in this study were appropriate for 

use in the third grade and not the fifth grade. 

2. A study using two different sets of stories—one 

for the third grade, and one for the fifth grade. Perhaps 

the fact that both grades experienced the same stories had 

an impact on the results of this study. 

3. An identical study utilizing a different teacher. 

Perhaps another teacher would be more effective with the 

fifth grade or less effective with the third grade. 

4. A study using different grade levels. Perhaps the 

fifth-grade level child is so involved in the process of 

divorcing himself from adult authority to establish his own 

identity that he marks exactly opposite responses on the 

testing instrument from that which he knows the adult ex-

pects. Perhaps the third-grade level child is more amenable 

to suggestions from literature and from adults than the 

fifth-grade level child or even another grade level not 

included in this study. 
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Student Number Date Completed 

INSTRUCTIONS 

The purpose of this activity is to see how you feel 

about certain values. You will select descriptive words 

on a scale from highly related to highly unrelated words. 

Please make your own decisions on the basis of what the 

words mean to you. Do not change an answer after you have 

turned a page. On each page you will find a different 

idea, and beneath it a set of descriptive words. You are 

to rate the pairs of words on how they describe the idea at 

the top of the page. 

If you feel the idea at the top is very closely 

related to one end of the scale, place your "X" as follows: 

fair X ; : ; ; unfair 

or 

fair X unfair 

If you feel the idea is pretty closely related, but not 

really the same as highly related, place your "X" as follows: 

happy ; X ; ; sad 

or 

happy ; ; ; X ; sad 

If you feel the idea is not related at all, place your 

"X" as follows: 

pleasant ; ; X ; ; unpleasant 

NOTE: Please mark every pair of words; one mark for each pair. 
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good 

friendly 

cruel 

ungrateful 

willing 

clean 

ugly 

unsuccessful 

low 

meaningful 

important 

decreasing 

false 

positive 

heavenly 

foolish 

bad 

unfriendly 

kind 

grateful 

unwilling 

dirty 

beautiful 

successful 

high 

meaningless 

unimportant 

increasing 

true 

negative 

hellish 

wise 
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C O N S I D E R A T I O N O F O T H E R S 

good bad 

friendly unfriendly 

cruel kind 

ungrateful grateful 

willing unwilling 

clean dirty 

ugly beautiful 

unsuccessful successful 

low high 

meaningful meaningless 

important unimportant 

decreasing increasing 

false true 

positive negative 

heavenly hellish 

foolish wise 
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R E S P E C T F O R P R O P E R T Y 

good 

friendly-

cruel 

ungrateful 

willing 

clean 

ugly 

unsuccessful 

low 

meaningful 

important 

decreasing 

false 

positive 

heavenly 

foolish 

bad 

unfriendly 

kind 

grateful 

unwilling 

dirty 

beautiful 

successful 

high 

meaningless 

unimportant 

increasing 

true 

negative 

hellish 

wise 



77 

PROBLEMS CONCERNING HONESTY 

The Lost Purse 

Sharon is walking home from school one day. She has 

been told by her teacher that a new art project requiring a 

skein of yarn will be started by those who bring yarn the 

next day. Sharon knows the project will be a gift for her 

mother, and her mother has a birthday next week. Sharon 

lives with her mother and four sisters, and her mother does 

not earn enough money to buy adequate food for the family. 

Surely her mother cannot buy a skein of yarn for an art 

project for one child in the family. 

Sharon knows yarn costs eighty-eight cents at the near-

est store. As she continues to walk home, Sharon sees a red 

purse lying beside the curb. She picks it up and looks inside. 

There is something familiar about the purse, but Sharon does 

not own a purse herself. When she looks inside, the name of 

her teacher is on a cardI Also inside is a dollar bill all 

crumpled up. If she used the dollar to buy the needed yarn, 

she still would have some change. She could still return 

the purse to her teacher, who would be happy to get back 

the lost purse. Her teacher would think someone else had 

removed the money. Sharon could even not return the purse 

at all. After all, the teacher probably figured the purse 

was lost forever anyway. What will Sharon do? 
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The Quarter 

John is walking into school behind Amy one morning. 

The tardy bell has rung, and both students are in a hurry. 

Amy unknowingly drops a quarter, which is part of her lunch 

money. She continues on into the school and hurries into her 

classroom. John, who is in Amy's class, sees the quarter 

drop, but does not know what it is until he gets to it. When 

he sees it is a quarter, he picks it up and looks around. No-

one is watching and he is the only one who knows whose money 

it is. John puts the quarter in his pocket and continues on 

into the classroom too. What will he do with the quarter? 

The Store 

Dick, a third-grade boy, decides to steal a box of 

plastic lizards he sees in the store. Mr. Wills, the store 

manager, sees Dick and asks him what he is doing with the 

lizards. Dick is outside the store, standing on the side-

walk. What will he say? 

Mr. Wills knows Dick's parents and he knows they can 

easily afford to buy the lizards for Dick. What will he do? 

The Movie Theater 

You are thirteen years old and your friend Barbara's 

parents invite you to go to the movies with the family. You 

are very anxious to see this movie. Children twelve years 

and under are admitted for half price. When Mr. Sands, 

Barbara's father, steps up to pay for the theater tickets, 
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he says, "Two adults and two children under twelve." When 

the movie cashier looks at you and asks how old you are, Mr. 

Sands replies, "Twelve." What do you say? How does Mr. 

Sands feel? 

The Game 

Sally, Mary, and Betty have been taking some small 

items from a local grocery store. The items are such things 

as a candy bar, bubble gum, and an apple. After school each 

afternoon, the girls meet and show what each one stole the 

previous day. When the girls are in Betty's room one day, 

Betty's father walks in and sees the things lying on her 

dresser. He knows he has not given her any money, and he 

asks where it came from. The girls leave the room hastily, 

leaving Betty to explain how she got the things. What will 

she say? 

Being Friendly 

Bert has a best friend Bob in his class. Bert loves 

to play tricks on his classmates, especially Bob. One day 

Bob is drinking water in the hall at school, and Frank, a 

boy in Bert's class, leans down and ties Bob's shoelaces 

together while Bob is drinking water. When Bob tries to 

walk away, he trips over his own shoes! When he falls he 

hits his head on the water fountain, breaking off a front 

tooth. Bert, who is standing by Bob, is blamed for the 

trick and told to report to the principal's office. 
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When Bert tries to explain, Frank denies having any part 

in the incident. What will the principal do? 

One Thing, Two Things 

Use the recording as found in the series Human Relations 

(Britton and Jefferies, p. 14). 

Grandmother's Green Bowl 

Use the recording as found in the series Human Relations 

(Britton and Jefferies, p. 3). 

Benefit of the Doubt 

Use the filmstrip and recording as found in Values in 

Action (Shaftel, Values in Action, pp. 76-82). 

What Sheila Said 

Use the recording as found in the series Human Relations 

(Britton and Jefferies, p. 7) . 
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PROBLEMS CONCERNING CONSIDERATION OF OTHERS 

Acceptance of Differences 

Use the filmstrip and recording from the Developing 

Basic Values series (Barnhart). 

New Friends 

Use the filmstrip and recording from the Human Relations 

series (Britton and Jeffries). 

The Squawk Box 
(Shaftel and Shaftel, Role-Playing 

the Problem Story, p. 42) 

Gary, a boy in our class, is from Korea. He dresses in 

a white suit and always bows when the teacher asks him a 

question. On the playground Gary never knows how to play 

any game except some unusual form of Karate. All the stu-

dents think Gary does not belong in their class, and they try 

to exclude him from play every time it is possible. 

One day, Mr. Green, the principal, is absent and Gary 

is allowed to make all the announcements to the entire 

school. His voice is very pleasing and can be heard very 

well. He is a natural for talking over a microphone I The 

boys and girls are very surprised. 

The next week the class decides to put on a play for 

the school. The part of the announcer must be someone who 

can speak well over a loud speaker, and both Gary and Ben, a 

well-liked boy want the part. The students in the class 

select Ben. 
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The Borrowed Bike 

Use the recording in the series Human Relations (Britton 

and Jeffries, p. 10). 

Jay 1s Football 

Use the recording in the series Human Relations (Britton 

and Jeffries, p. 5). 

The Trouble with Nikki 

Use the filmstrip and recording as found in Values in 

Action (Shaftel and Shaftel, Values in Action, pp. 49-56). 

He Hit Me First 

Use the filmstrip and recording as found in Values in 

Action (Shaftel and Shaftel, Values in Action, pp. 70-75). 

It's All Your Fault 

Use the filmstrip and recording as found in Values in 

Action (Shaftel and Shaftel, Values in Action, pp. 34-41). 

My Best Friend 

Use the filmstrip and recording as found in Values in 

Action (Shaftel and Shaftel, Values in Action, pp. 27-33). 

Consideration for Others 

Use the filmstrip and recording as found in Developing 

Basic Values (Barnhart). 
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PROBLEMS CONCERNING RESPECT FOR PROPERTY 

Respect for Property 

Use filmstrip and recording as found in the Developing 

Basic Values series (Barnhart). 

The Big Eye 

Use filmstrip and recording as found in the Values in 

Action series (Shaftel and Shaftel, Values in Action, pp. 12-17) 

Over the Fence Is Out 

Use filmstrip and recording as found in the Values in 

Action series (Shaftel and Shaftel, Values in Action, pp. 57-61) 

The NeW Bike 

Henry had just received a new bike. He had waited for 

one a long time, and he was very proud of it. As he was 

riding down the street, he hit a rock and fell. He skinned 

his knee badly, and he limped back home. Since he was going 

out again in a few minutes, he left his bike on the sidewalk 

in front of his house. Bill came by, saw the bike, and de-

cided to ride it. When he did, the handlebars became loose, 

Bill lost his balance, and he let the bike fall in the street, 

bending the fender. What should Bill do? 

The Vase 

Molly was making a vase for her aunt's birthday. She had 

worked very hard in art, and today was the day to put the 
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final paint on it. She was painting when she heard a shout 

in the hall. All the students rushed to see what it was. 

When Molly returned to her table, the vase was gone. She 

looked down at a streak of paint, and she saw the vase on the 

floor. It was broken in a million pieces I No one had broken 

the vase on purpose; it was an accident. What could she do? 

What could the class do? How would you feel? 

The Dollar 

Karon had a dollar bill for lunch money. She laid it on 

her desk and went to the rest room. When she returned, the 

dollar was missing. All the students in the class looked for 

the dollar, but it was not found. What could have happened 

to it? Bobby saw Ned with a dollar bill soon after that, and 

Ned had bought his lunch. What would you do if you were 

Bobby? How would you feel if you were Ned? 

The Book 

Jill had a new book, Hot Dog, which she had just pur-

chased. She took it to school. During the day, the book was 

lost. Jill searched and searched, but the book was nowhere to 

be found. The next day, the teacher asked if anyone had seen 

the book, and Steve said he had taken it home. He said he had 

been given the book by Fred. Fred claimed he found the book 

in the classroom. What would you do if you were Fred? How 

would you feel if you were Jill? What would you do if you 

were the teacher? 
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Pencils 

Sherry had brought three new pencils to school. Her 

father had marked them so Sherry could tell hers from other 

students'. One of them disappeared. Soon Sherry saw Lisa 

with a pencil just like hers, but mostly sharpened up. Lisa's 

pencil was marked the same way as Sherry's other pencils. 

When the teacher asked Lisa about the pencil, Lisa said 

Sherry had loaned her the pencil the day before. How did 

Lisa feel? How did Sherry feel? What would be a good 

solution to the problem? 

My Paper 

Billy never finished his work. He was not really inter-

ested in anything except sports. He was looking forward to 

recess today when his room played another fifth-grade room 

in softball. The teacher said no one would be allowed to 

play in the game who had not finished his work. When recess 

time came, Billy handed in his paper and got in line. Judy, 

a girl in Billy's class, could not find her paper. Everyone 

searched for it, and it looked as though Judy would have to 

miss the game. All at once, she saw a paper that she claimed 

was her writing. It had Billy's name on it! How did Billy 

feel? How did Judy feel? 

The Window 

Todd, Joe, and Lynn were throwing a softball. The ball 

went through a neighbor's window. What could they do? 
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