EXPLORING THE FOSTERING OF VALUES IN A
SCHOOL’S VISION AND MISSION THROUGH
CURRICULUM IMPLEMENTATION IN ENGLISH

By

Rubandhree Naicker

Student number; 202525247

This research is submitted in partial fulfillment of the requirements for the
Master of Education Degree, University of KwaZulu-Natal,
School of Education

Supervisor: Professor Reshma Sookrajh
December 2011



DECLARATION

I, Rubandhree Naicker, declare that

Q) The research reported in this dissertation, except where otherwise indicated, is my
original work.

(i) This dissertation has not been submitted for any degree or examination at any other
university.

(ifi)  This dissertation does not contain other persons’ data, pictures, graphs or other
information, unless specifically acknowledged as being sourced from other persons.

(iv)  This dissertation does not contain other persons’ writing, unless specifically
acknowledged as being sourced from other researchers. Where other sources have
been quoted, then:

(a) their words have been re-written but the general information attributed to them
has been referenced;

(b) where their exact words have been used, their writing has been placed inside
quotation marks, and referenced.

(V) Where | have reproduced a publication of which I am an author, co-author or editor, |
have indicated in detail which part of the publication was actually written by myself
alone and have fully referenced such publications.

(vi)  This dissertation does not contain text, graphics or tables copied and pasted from the
Internet, unless specifically acknowledged, and the source being detailed in the

dissertation and in the references sections.

Rubandhree Naicker

Professor Reshma Sookrajh



DEDICATION

| dedicate this study to Bhagavan Sri Sathya Sai Baba



EXPRESSION OF GRATITUDE

The journey towards the completion of this thesis has been one of the most transformational
experiences of my life,

For this | want to express my heartfelt gratitude to my most beloved Guru and inspirational
teacher, Bhagawan Sri Sathya Sai Baba. Your teachings have shaped my life.

| want to thank my dear husband, Sagie for his love, guidance and support throughout my
studies. I could not have asked for a better partner to help me grow spiritually.

Getting to this point in my life would not have been possible without the constant motivation,
selflessness and love of my most beautiful mother, Amy. | have taken strength from your
courage, resilience and endurance.

| remember my late dad for the sacrifices he made in ensuring we had a good education.

My thanks also go to my lecturers in particular, Nyna Amin and Labby Ramrathan for
developing my critical and reflective abilities.

To my friends in the Masters cohort, thank for your constant motivation and support. Safura
Meeran was a star motivator.

| want to express my sincere gratitude to my supervisor, Professor Reshma Sookrajh for
believing in me, sharing my vision and seeing me through to completion. Your experience in the
field and insights has been invaluable in shaping my thesis.



TABLE OF CONTENTS

Title Page
Title page i
Declaration I
Dedication i
Expression of gratitude 1\
Table of contents %

List of figures X

List of abbreviations Xi
Abstract xii

CHAPTER ONE: Introduction and overview

1.1 Introduction 1
1.2 Purpose of the study 3
1.3 Rationale for the study 4
1.4 Scope of the study 4
1.5 Methodology 4
1.6 Key research questions 5
1.7 Limitations of the study 5
1.8 Outline of the study 5

1.9 Conclusion 7



CHAPTER TWO: Literature Review

2. 1 Introduction

2.2 Vision and mission statements

2.3 The concept of values

2.4 Values education

2.5 International initiatives in values education

2.5.1 Values education initiatives in Australia and Great Britain focusing
on the whole school approach

2.5.2 Values education initiatives by British schools to fulfill government legislation

2.5.3 Values education initiatives in American schools

2.5.4 Values education initiatives in Taiwan and China

2.6 National initiatives in values education

2.7 Values education programmes and curriculum implementation

2.8 Theoretical Framework

2.9 Conclusion

Vi

11
12
16

17

19
21
25
27
30
33

35



CHAPTER THREE: Research Design and Methodology

3.1 Introduction

3.2 Qualitative research design

3.3 Case study research

3.4 Sampling

3.4 .1 Purposive Sampling

3.5 Research Site

3.6 Research instruments

3.6.1 Document analysis

3.6.2 Observation

3.6.2.1 Preparing and conducting observations

3.6.3 Interviews

3.6.3.1 The semi-structured interview

3.6.3.2 Planning and implementing the semi-structured interview
3.7 Data analysis

3.8 Ensuring validity, reliability and trustworthiness
3.9 Ethical considerations

3.10 Conclusion

Vii

36
36
38
40
41
42
45
45
46
47
48
49
49
52
53
54

55



CHAPTER FOUR: Data Analysis

4.1 Introduction

4.2 Themes that emerged from the data analysis

4.3 The school’s vision and mission statement

4.3.1 The values articulated in the school’s vision and mission statement
4.3.2 Purpose of the school’s vision and mission statement

4.3.3 Participants’ involvement in developing the vision and mission statement
4.4 The role of the values in the vision and mission statement and teaching
4.5 The fostering of values during the teaching of English

4.5.1 During teaching of comprehension lessons

4.5.1.1 Values elicitation during the introduction of the lesson

4.5.1.2 Values elicitation during the discussion of the comprehension passage

4.5.1.3 Values elicitation during the discussion of questions and review of answers

4.5.2 Support and training received to foster values during teaching

4.5.3 Teaching strategies used to foster values during teaching

4.5.4 Personal qualities of a teacher that are needed to foster values effectively

4.5.5 Background and life experiences of participants in terms of fostering of
values during teaching

4.6 Participants’ views of the SSEHV programme being offered at the school

4.7 Conclusion

viii

56
56
57
S7
59
59
61
62
62
62
65
72
76

77

80

81

83



CHAPTER FIVE: Emerging insights and conclusion

5.1 Introduction 84
5.2 Summary of findings and insights 84
5.2.1 The school’s vision and mission statement 84
5.2.2 Values in the mission statement of the school and teaching 85
5.2.3 Values elicitation during teaching 86
5.2.4 Relationship between the values in the mission statement and teaching 87
5.2.5 Personal qualities of teachers 88
5.2.6 Impact of the SSEHV Programme 88
5.3 Model on values elicitation representing an abstraction of the findings 89
5.4 Conclusion 90
References 92
List of Appendices 102

Appendix A - Letter for permission from the school principal
Appendix B - Letter for permission from the school governing body
Appendix C - Letter for permission from the teachers

Appendix D — Interview schedule

Appendix E — Interview transcripts

Appendix F — Table of key values and sub — values

Appendix G — Ethical clearance from the university

Appendix H — Letter from the editor

Appendix | — Turnitin report



Figure 3.1:
Figure 3.2:

Figure 5.1

List of Figures
Map showing location of Sathya Sai School
Administration block and classrooms

Model of values

44
44

89



LIST OF ABBREVIATIONS

1. EHV - Education in Human Values

2. LVEP - Living Values Education Programme

3. NCS - National Curriculum Statement

4. NQF — National Qualifications Framework

5. NEA - National Education Association

6. OFSTED - Office for Standards in Education

7. SAISSE - South African Institute of Sathya Sai Education

8. SMSC - Spiritual, moral, social and cultural

9. SSEHYV - Sathya Sai Education in Human Values

10. TA - Teacher A

11. TB - Teacher B

12. TC- Teacher C

13. UK- United Kingdom

Xi



ABSTRACT

Vision and mission statements are developed by schools to give purpose and direction to all
those who work in these institutions. They also articulate the values that the organisation
endeavours to promote. This case study demonstrates how an independent school fosters values
in the vision and mission statement through curriculum implementation. The school offers a
values education programme in conjunction with the National Curriculum Statement. This is
done through the example of the English curriculum in a primary school. The challenge for the
National Curriculum Statement is how to promote the goals and values of social justice, equity
and democracy, by integrating them across the curriculum. The Department of Education views
values development as being crucial for the personal development of the students and to ensure
that a South African identity is built on values different from the apartheid era (Department of
Education, 2002). The school therefore has an important role to play not only in the development

of knowledge and skills of their students, but also the development of values.

This study adopts a qualitative approach which is located in the interpretative paradigm. A case
study approach using multiple methods of data production was used. Document analysis,
observations and semi-structured interviews were used to gather rich data. The vision and
mission statement of the school was analysed to determine what values are articulated in it. Six
comprehension lessons of three teacher participants were observed and a semi-structured
interview was conducted with each teacher to determine what values are fostered through the
teaching of English.

The findings revealed that the values articulated in the school’s mission statement played a
pivotal role in teaching. There was a strong relationship between the values in the mission
statement and teaching of English. Teachers were successful in eliciting values during their
teaching by using a variety of strategies, creating a positive classroom atmosphere and being
acutely aware of the importance of being good role models. The training and support received by
the teachers enhanced the fostering of values. In spite of the fact that the teachers were not
involved in developing the school’s vision and mission statement which was the ideology of the
organisation that started and manages the school, their belief in the values programme motivated

its successful implementation.
xii



CHAPTER ONE
INTRODUCTION AND OVERVIEW

1.1 Introduction

Since South Africa became a democratic country in 1994, there was an urgent need for changes
in education policies. The need to sanitanise the curriculum of racism, sexism and discrimination
was a priority. This was followed by a flurry of education policies to address these issues
(Jansen, 1999). Education Minister Kader Asmal, who was appointed in 1991, saw the need to
begin the moral regeneration process in South Africa and to use the curriculum as a vehicle to
drive this process (Gevisser, 2001). The National Curriculum Statement (NCS) was to produce
learners who were not only literate and skilled but also imbued with values to become active and
responsible citizens. The curriculum had an equal emphasis on knowledge, skills and values. The
Manifesto of Values and Education was a guiding document to help in the moral regeneration
process. Sadly, these efforts did not do much to change the situation in most South African
schools. Teachers were poorly trained and policy imperatives were seen as “political symbolism”
(Jansen, 2001, p.199). In spite of all the well-intentioned changes and educational reforms over

the last few decades, education in South Africa continues to be in a crisis (Jansen, 2001).

According to the results of the Annual National Assessments (Department of Education, 2011),
learner results remain poor and crime and violence are widespread among school-going youth in
South Africa (Neser et al., 2004 & De Wet, 2003). The vision “to create a prosperous, truly
united, democratic and internationally competitive country with literate, creative and critical
citizens leading productive, self-fulfilled lives in a country free of violence, discrimination and

prejudice” (Department of Education, 2002, p.4), remains elusive.

In a South African study by Louw, (2009), it was found that the moral degeneration of our
society has led to a lack of respect for fellow beings, a high crime rate, drug and alcohol abuse,
promiscuity and sexual licentiousness. Students at school are ill-disciplined and display a lack of
respect for parents and teachers. The students interviewed spoke freely about their use of drugs
and alcohol and reported that they engage in pre-marital, often unprotected sex. They displayed

negative values like dishonesty and disrespect. It was found that students did not consider their



behaviour and actions as immoral or negative (Louw, 2009, p.171). They felt that this type of
behaviour was typical of modern times and adults were too old fashioned (Louw, 2009). This is
consistent with the findings in studies on school violence in South Africa by Burton (2008) and
Van de Merwe (2010), who observed that school violence appears to becoming an accepted
norm. Violence is becoming a legitimate way for students to resolve conflicts and deal with
challenging situations. Van de Merwe (2010) found that students regard violence to be
appropriate and valued behaviour and warns that a culture of violence is developing in South
African schools. These observations are of great concern and one gets a sense that schools are
failing in their role to prepare the youth to become responsible citizens who can take their

rightful place in society.

Even the most developed countries in the world are being challenged with similar issues in
education. Sanker (2004) posits that in spite of the United States being such a powerful and rich
nation with an excellent infra-structure in education, the severity of discipline problems of
students have escalated over the last few decades. Sanker (2004) quotes Gardner (1985) who
points out that in the 1940s, the most reported offences in public schools were talking in class,
chewing gum, running in halls and wearing improper clothing to school. However, by 1984, the
offences became far more serious and progressed to rape, robbery, assault, murders, suicide,
vandalism, extortion, drug abuse, gang warfare and teenage pregnancies (Sanker, 2004, p. 128).
Sanker (2004) asserts further that the level of indiscipline in the form of insolence and refusal of

students to apply themselves to their academic work is high.

It is evident that urgent solutions need to be found to address these issues if we are to reclaim our
schools. Teachers, parents and community leaders agree that the moral decay in society is due to
a lack of positive values. There is consensus that education should make a concerted effort to
focus on fostering positive values in students in order to bring back safety and stability in

society.

It is not surprising that there is a renewed interest in values education in many countries that are
looking at education initiatives which focus on the holistic development of learners as an answer
to society’s problems. In 2002, the Commonwealth Minister for Education, Science and Training

in Australia, commissioned a values education study to inform the development of a Framework
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and set of Principles for values education in Australian schools (Australian Government
Department of Education Science and Training [AGDEST], 2003). In Britain, the government
has introduced compulsory citizenship education and its White Paper of September 2001 alludes
to character education (Arthur, 2010). Over the last few decades, there have been several
character education initiatives in American schools supported by state and federal funding
(Davidson, Lickona & Khmelkov, 2007). An interesting observation by Arweck, Nesbitt &
Jackson (2005) is that many schools have turned to spiritual organisations like the Sri Sathya Sai
Organization and the Brahma Kumaris Organization which have developed values education

programmes that are being adopted in public schools.

Salls (2007) suggests that when any school endeavours to introduce character education
initiatives, it is important that it formulates a philosophy of education that will be used to
develop and implement its programme. This could be a written statement of the values that
motivate all its activities. Schools articulate this philosophy in the form of vision and mission
statements (Salls, 2007).

It is against this background that a school’s vision and mission statement was analysed to
determine what values were articulated in it and how these values were fostered using the school

curriculum in a school that offers a values education programme.
1.2 Purpose of the study

This study explored how the curriculum at an independent school was used to foster the values
outlined in the vision and mission statement. This was done through the lens of the English
curriculum. The literature reviewed reveals that there are limited studies on how the values in the
school’s vision and mission statements are fostered through curriculum implementation. Most of
the studies on vision and mission were large scale studies conducted in British and American
schools and were linked to school leadership (Robinson, Lloyd & Rowe, 2008; Murphy, 2005;
Mulford & Silins, 2003; Hallinger & Heck, 1996; Leithwood, 1994). Studies on the values in the
schools’ vision and mission and how they relate to classroom teaching, is lacking. This study
sought to add to this knowledge base. This research was therefore an in-depth study conducted in
KwaZulu-Natal, and explored how the values in a school’s vision and mission statement were

fostered through curriculum implementation.



1.3 Rationale for the study

| have a personal interest in values education that stems from being a teacher for twenty-two
years. Over the years | have observed how the behaviour of students has changed. There has
been an increase in school violence, bullying and aggressive behaviours. Students are displaying
negative attitudes towards their schoolwork and show a lack of respect for teachers. | believe that
this is because students lack positive values and that schools should play a more active role in the
character development of students. | have been reading about schools internationally that offer
character education programmes and it was heartening to note that they had a positive effect on
the students’ behaviours. | was therefore interested to explore how a school fosters values using

the school curriculum.
1.4 Scope of the study

This exploratory study was conducted at an independent school situated in the Chatsworth
suburb of KwaZulu-Natal. The school is unique in that it emphasises character education through
the use of a curriculum innovation that is used alongside the National Curriculum Statement. The
school was started and is managed by the Sathya Sai Organization in South Africa. This is one of
four schools in the country. The school implements the Sathya Sai Education in Human Values
(SSEHV) programme that is based on the philosophy of ‘educare’ which balances secular
knowledge and spiritual knowledge. The SSEHV programme is based on universal values that do

not belong to a particular religion or faith.
1.5 Methodology

This qualitative study which is located in the interpretative paradigm, used the case study of a
single independent school to demonstrate how the school fosters values in its vision and mission
statement through curriculum innovation. In order for the researcher to produce rich data to
answer the research questions, multiple methods of data production were used. Document
analysis, observations and semi-structured interviews were used to produce the data. Three
teacher participants were selected using purposive sampling. Each teacher taught English in the
different phases at the school, namely, the Foundation Phase, the Intermediate Phase and the

Senior Phase. Two comprehension lessons of each teacher were observed twice and each teacher



was interviewed once. The school’s vision and mission statement was analysed to determine
what values were articulated there. The case study approach allowed the researcher to spend time
in the field, get close to the participants and gain deep insights into the phenomena being
explored.

1.6 Key research questions

In order to gain an understanding on how an independent school fosters values in its vision and
mission statement using the school curriculum, the following research questions were

formulated:
1. What values are articulated in the school’s vision and mission statement?

2. What values are fostered during the teaching of English?
1.7 Limitations of the study

Contextual: This study was conducted in one of the four Sathya Sai schools in South Africa and
may not necessarily reflect how values are fostered in the other three schools in the country.

Methodological: This case study used the English curriculum as an example to conduct the

study. The findings may differ if it was conducted in other learning areas.
1.8 Outline of the study

Chapter One provides a background and introduces the study, outlining the need for positive
values in society. The purpose, rationale and scope of the study are discussed. The methodology
employed in the study is explained and the research questions outlined. Finally, the limitations of
the study are presented, followed by a brief outline of each chapter of the study.

Chapter Two provides an exposition of the literature reviewed. The different perspectives of the
concepts of vision and mission are presented together with their purpose and benefits to
organisations. Thereafter, the concept of values is unpacked, followed by the need for values
education. Values education programmes and initiatives both international and national are
explored and discussed. The concept of curriculum is explained and issues in implementation are

described. The implementation of values education programmes is also explored. Finally,
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Michael Apple’s (2004) theoretical framework on ‘ideology and curriculum’ that frames this
study is discussed. The values education programme that the school offers is the ideology of the
organisation that started the school. This ideology is promoted by the school governing body and
the Institute that manages the school. The framework of Michael Apple will be used to explore

how this ideology is promoted using the school curriculum.

Chapter Three outlines the study’s research design and methodology. The appropriateness of
using the qualitative research design with a case study approach is presented. A discussion of the
purposive sampling method and the reason for its choice is explained. The research site and its
background are discussed in detail. The different research instruments used in the study, namely,
document analysis, observation and semi-structured interviews, are explored in depth. The
process of data analysis is explained and issues of validity, reliability and trustworthiness are

dealt with. Finally, the ethical considerations taken into account in the study are outlined.

Chapter Four provides an analysis of the data produced using the three different research
instruments. It is presented according to the different themes that emerged from the analysis
process. The four broad themes are the school’s vision and mission statement, the role of the
values in the school’s vision and mission statement and teaching, the fostering of values during
the teaching of English and the participant’s views on the SSEHV programme that the school
offers.

Chapter Five, which is the final chapter, presents the findings, insights and conclusion of the
study. The most interesting insight was that in spite of the fact that the participants were not
involved in developing the school’s vision and mission statement, which was the ideology of the
organisation that started and manages the school, their belief in the values programme motivated
the successful implementation of the programme. The participants were successful in fostering
values during their lessons because the values in the mission statement played a pivotal role in
classroom teaching. Teachers used a variety of learner-centred activities and were acutely aware

of the importance of being good role models.



1.9 Conclusion

This chapter provided an overview and background to the study. It also outlined the purpose of
the study and provided a rationale for undertaking the study. The scope of the study was
discussed and a brief description of the methodology was provided. The key research questions
that guided the study were listed and the limitations of the study were explained. Finally, a brief
outline of all the chapters was provided. The next chapter will provide a review of the literature

and an explanation of the theoretical framework that will be used in the study.



CHAPTER TWO
LITERATURE REVIEW

2. 1 Introduction

Chapter One provided an overview of the research, a guide to its methodologies and its structure.
The purpose of this chapter is to explore exiting scholarship in the field of study and examine
how different scholars have theorised and conceptualised issues (Mouton, 2006). The first part of
this chapter will concentrate on the review of literature related to the topic. It starts by focusing
on the different perspectives on vision and mission statements and examining their purpose and
benefits in organisations. The purpose of articulating values in vision and mission statements is
also highlighted. Thereafter, the concept of values is unpacked and the need for values education
is explored. Values education initiatives both internationally and in South Africa are examined.
Curriculum implementation is explored with reference to values education programmes. The
second part of the chapter focuses on the theoretical framework that will guide this research and
analysis. Michael Apple’s (2004) theory on ‘ideology and curriculum’ will be discussed and its

relevance to the study will be explained.

The study explored how the values in a school’s vision and mission are fostered through
curriculum implementation. This is done by observing six comprehension lessons and
conducting semi-structured interviews with three teacher participants. Vision and mission
featured prominently in school leadership studies (Robinson, Lloyd & Rowe, 2008; Murphy,
2005; Mulford & Silins, 2003; Hallinger & Heck, 1996; Leithwood, 1994), which examined how
school leaders influence learning in the classroom. There are also studies that explored how
values are fostered in the school curriculum (Baijnath, 2008; Reddy, 2007, Arweck, Nesbitt &
Jackson, 2005); however, there is a gap in literature on how the values in the vision and mission
statement of a school are fostered through curriculum implementation. There were marginal
references made to the values in the vision and mission statement in some studies on values
education (Manzo, 2005; AGDEST, 2003; Taylor, 2000). These studies will be discussed further
on in the chapter.



2.2 Vision and mission statements

Developing vision and mission statements forms part of the strategic planning process in an
organisation. It is the starting point for the overall strategy (Karabulut, 2007). A school can be
seen as an organisation since it involves a group of people working together to achieve a
common goal. Literature on vision and mission has been drawn from both education and the
public and private sectors. In both research and practice, vision and mission are sometimes used
synonymously (Hallinger & Heck, 2002). For the purpose of this literature review, these two
constructs will be explored separately as they are two separate entities that serve different

purposes.

There are many perspectives regarding the concept of vision. Bennis & Nanus (1985) see vision
as an image of the future of an organisation, reflecting where the organisation is heading, while
Daft (2008) considers it an attractive ideal for the future that is still to be attained. Strange &
Munford (2005) agree that it provides a guide for the future but view it as a set of beliefs about
how people act and interact to realise a future state. While most of the perspectives portray
vision as being a sense of purpose for the future, Kurland, Peretz & Hertz-Lazarowitz (2010)
contend that vision does more than this; it has the ability to inspire, motivate and rally people for

a joint effort.

According to Daft (2008), a powerful vision statement has several benefits. Firstly, it links the
present to the future. It connects what is going on in the present to what the organisation aspires
to be. Secondly, it helps to energise and garner commitment. People want to feel enthusiastic
about their work and want something to inspire them. Thirdly, it gives meaning to one’s work
and establishes a standard of excellence. It helps to free people from the mundane and provides a
challenge that requires them to give their best.

Daft (2008) adds that a vision statement clarifies and connects to the core values and ideals of
the organisation. It sets a standard of integrity for the staff. A good vision often ‘brings out the
best in people by illuminating important values, speaking to people’s hearts and letting them be
part of something bigger than themselves’ (Daft, 2008, p.394).

Lushaba (2000) views mission as a means of outlining the values that the organisation holds for

its customers. Other researchers share a similar perspective and posit that mission is a symbolic
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expression of the organisation’s interests and values (Deal & Peterson, 2009; Mintzberg, 1998;
Bolman & Deal, 1996). Daft (2008) agrees that it outlines the organisation’s core values but adds
that it also provides a reason for the organisation’s existence. Most researchers agree that a
common element in an organisation’s mission is the description of the values that guide the

organisation.

Drohan (1999) suggests that a mission statement expresses an organization’s reason for being,
conveys its identity and states its purpose, focus and direction. Rigby (1998) posits that a mission
statement should communicate the organization's key constituents, what it is that the
organization is doing presently and ought to be doing in the future.

After considering various perspectives, Bart and Tabone (2000) agree that a mission statement is
a ‘formal document that articulates an organization's distinct and enduring purpose. It should
answer some really fundamental questions about an organization, such as, "Why do we exist?",
"What is our purpose?", and "What do we want to achieve?" In answering these questions, a
mission statement becomes the cornerstone of every organisation's formal strategy (Bart &
Tabone, 2000, p. 46). Although views about mission statements vary, there is agreement that it is
a document that establishes the organisation’s purpose and outlines the organisation’s core
values. It serves as a means to inspire and motivate employees to achieve the organisation’s

purpose.

There is agreement amongst many researchers that developing a mission statement is beneficial
to an organisation and this should ultimately lead to improved performance (Atrill, Omran &
Pointon, 2005; Bart, Bontis & Tagger, 2001; Bart and Baetz, 1998). Bart et al (2001) posit that
the mission statement sets out the organisation’s purpose and this helps to formulate realistic and
coherent goals. Mission statements act as a strategic framework for the allocation of resources in
an organisation (Bartkus, Glassman & McAfee, 2000) and will help to facilitate decision-making
(Desmidt, Prinzie & Decramer, 2011). A mission statement can serve as an effective
communication tool with internal and external stakeholders (Bartkus et al., 2000). By describing
the values of the organisation, the mission statement will inspire and guide its members (Desmidt
etal., 2011).
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It is evident that both the vision and mission of an organisation outlines the key values that the
organisation sets out to promote. These values provide direction to the organisations’ activities

and guide its staff towards achieving its purpose.

Most of the research on schools’ vision and mission is related to school leadership (Robinson et
al., 2008; Murphy, 2005; Mulford & Silins, 2003; Hallinger & Heck, 1996; Leithwood, 1994). A
comprehensive research study on the effects of school leadership (Hallinger & Heck, 1996)
identified vision as the most significant way through which school leaders impact learning. More
recent research in this area confirmed this finding by placing vision as the second most
significant way through which school principals influence learning in classrooms (Robinson et
al., 2008).

There is a notable difference in the way in which researchers in instructional leadership and
transformational leadership consider the use of vision in school improvement. The instructional
leadership scholars posit that a school’s vision, mission and goals should contain an academic
focus (Robinson et al., 2008; Murphy, 2005; Hallinger & Heck, 1996), while the scholars in
transformational leadership domain assert that the values inherent in the vision and mission
statement should also be pursued (Mulford & Silins, 2003; Leithwood, 1994). The
transformational leadership scholars believe that the academic focus is not enough. They argue
that a school success should move beyond academic achievement and that values inherent in the

vision and mission are equally important (Mulford & Silins, 2003).

From the literature reviewed, values feature prominently in vision and mission statements. In the

next section the concept of values will be explored more in detail.
2.3 The concept of values

In unpacking the concept of values, different perspectives are presented. According to Halstead
& Taylor (2000), values are beliefs or ideals for which people strive and broad standards by
which particular practices are regarded as good or desirable. Muller (2004) adds that values are
conceptions of what is desirable that guide the behaviour of individuals. Khanna (2000) states
that a value is a principle, quality or standard that is considered worthwhile or desirable. There is
consensus that values can be seen as standards or practices that people regard as desirable, that

guide their behaviour.
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Khanna (2000) explains that values are concepts, ideas and abstractions which people think are
important in life. Values cannot be seen or perceived directly but have to be inferred from such
value indicators like what people say and do. The actions as well as statements of people give
clues about their values. All people have values but they may not be aware of what values are.
They exist in people’s minds; they are standards of conduct, beauty or efficiency that people try
to maintain in life. Khanna (2000) points out further that values have emotional dimensions, a
powerful emotional commitment or suggest a strong liking for something. A value is an
experience, not a thing or an object (Khanna, 2000). Since values exist in people’s minds and is

something that a person experiences, each person develops his or her own set of values.

Since values are personal, the interesting question is, should they be ‘taught or caught’? Lickona
(1991) is of the view that values education is one of the hottest topics in educational circles
today. While there was always suspicion about the teaching of values at schools, in terms of
whose values or what values should the school promote, Lickona (1999) argues that there is a
growing conviction that schools cannot distance themselves from values education at a time
when our society is in deep trouble morally. Schools must do what they can to contribute to the

character development of youth (Lickona, 1999).

The next section will examine what values education entails and its ability to enhance the quality
of teaching, thereby improving learner performance. Some of the issues around the

implementation of values education will be explored.

2.4 Values education

In this section, the different perspectives on values education will be outlined. The merits of
values education and its link to quality teaching and improved student performance will be
discussed. The positive relationship between student and teacher and its influence on student
learning will be explored. The challenges in adopting a values education programme in schools
are discussed, the need to involve the broader community is highlighted and some best practices

are shared.

12



Values education can be seen to broadly encompass education in moral values. Moral values
initiatives have been described in different ways, for example, character education (Lickona,
1991), citizenship and moral education (Halstead & Pike, 2006), education in the virtues (Carr,
2005) and the development of attitudes and personal qualities (Halstead & Taylor, 2000).

The common thread in all the different moral initiatives in education is the development of
values and that schools have an increasingly important role to play in fostering personal and
societal values (Lovat & Toomey, 2009). Chitkara (2003) views values education as a
programme of planned educational activities aimed at the development of character. To Powney
et al (1995), values education mean all aspects of the processes by which teachers (and other
adults) transmit values to pupils. Recently, there has been a renewed worldwide interest in values
education although it may be implemented in different ways. All the different initiatives are in
response to the need to discover new ways of dealing with the persistent problems in society.
These include racism, drug abuse, domestic violence, sexual abuse, AIDS and new forms of
terrorism (Lovat & Clement, 2008).

Another reason for the renewed interest in values education is its ability to promote effective
teaching that leads to improved performance by students. Lovat, Clement, Dally & Toomey
(2010) point out that research in faith based schools suggested that the values agenda played a
significant role in overall student well-being and academic success. This led to re-evaluating a
values neutrality thesis in the learning environment. New questions arose about the relationship
between values and the nature of teaching that has the potential to facilitate student progress,
even in the face of barriers to learning and issues such as intelligence quotients and students’
heritage. There is renewed optimism that effective teaching can impact positively on student
performance in ways that goes beyond the influences of intelligence and heritage. Lovat et al.
(2010) make reference to the Carnegie Corporation’s Task Force on Learning (Carnegie
Corporation, 1996), which proposed a broader definition of learning that went beyond
intelligence and cognition. It highlighted the importance of the affective domain which included

the social, emotional, moral and spiritual development of a student.

This is consistent with the findings of Newmann and Associates (1996) & Newmann and
Wehlage (1995), that a holistic approach is important to enhance student learning. The

organisation of the school focusing on the needs of the student and the wider community’s
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support for the school is emphasised. Student achievement is shown to depend heavily on the

positive interaction between teacher and student as well as the pedagogical skill of the teacher.

Lovat et al (2010) agree that dynamic and ‘authentic’ learning requires a trusting and supportive
environment. Research points to the clear link that exists between the relationship between
teacher and student and student learning. In an Australian study by Rowe (2004) it was observed
that students who achieved best at school rated the qualities of care and trust by the teacher as the
most important. While the importance of good content knowledge and stimulating pedagogy
featured prominently, it was coupled with the teacher’s interest in students and their level of
trustworthiness. Hattie (2004) identified that one of the top qualities of highly skilled teachers
was the respect they showed to their students. Similarly, studies by Carr (2005) & Scanlon
(2004) confirmed that care and trust were qualities of teachers that students consistently
highlight as being paramount to their achievement. Louden et al (2005) concluded that even
when teacher practice is technically questionable, a positive relationship between the teacher and
the student was able to produce better results. This is consistent with the findings of Brady
(2005) which showed that the relationship between the teacher and the student was as significant
as the technical proficiency used by teachers in getting the best out of their students. This is
indicative of the power and benefits of a positive relationship between teacher and student. Lovat
(2006) argues that the content of values education draws the teacher’s attention to aspects of
their professional practice that has significant impact on students, namely care, respect and
positive role modeling. This in turn results in a “network of systemic relational trust” (Lovat,

2006, p. 2) that enhances the student’s ability to produce better results.

The teacher’s positive relationship with the student and its link to improved performance are thus
linked to quality teaching. Lovat & Clement (2008) point out that quality teaching is a notion
that has arisen as a result of educational research in the last two decades which was concerned
with identifying the factors that impact most directly on student achievement and well-being.
Quality teaching is not defined as a particular teaching method, but is rather concerned with the
application of appropriate pedagogies to engage the full potential of students. In a quality
teaching regime, therefore, teaching and learning are not perceived to be the mere transmission

of knowledge but rather as providing opportunities where both students and teachers are actively,
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critically and reflectively engaged in knowledge-making. This kind of engagement will create
opportunities for growth in both the teacher and the student (Lovat & Clement, 2008). Lovat et al
(2010) agree that it was the Carnegie Corporation’s Task Force on Learning that created the
inspiration and impetus for what has popularly become known as ‘quality teaching’ where the
full range of developmental needs of students are met. These include the social, emotional, moral

and spiritual development.

Values education is therefore an inextricable part of quality teaching since it focuses on the
affective domain of the students. Lovat & Clement (2008) see values education as being at the
heart of all pedagogy and stress that the synergy between quality teaching and values education
is worthy of consideration, both in terms of the effectiveness of values education in whatever
form it takes and also in terms of the further enrichment of quality teaching itself.

Adopting or incorporating a values education programme at schools is not without its challenges.
The question that arises is, what values should be fostered at the school and what values
programme should be adopted. A Values Education Study that was commissioned by the
Commonwealth Minister for Education, Science and Training in Australia revealed some of the
challenges the schools experienced (AGDEST, 2003). The study took the form of a qualitative
investigation comprising of action research with a range of schools across Australia which were
funded by grants to develop and demonstrate good practice in values education. The purpose
was to inform the development of a framework and set of principles for values education in

Australian schools.

Values education is seen as “any explicit and/or implicit school-based activity to promote students’
understanding and knowledge of values and to inculcate the skills and dispositions of students so
they can enact particular values as individuals and as members of the wider community” (AGDEST,
2003, p.2). Some of the questions raised in schools were: Whose values are we talking about?
What happens if my values are different to yours? Can we influence or change other people’s
values? Do we have a right to do so? How do we get a common understanding of what values
like honesty, respect, and so on really mean to different people? How do we find congruence and

commitment to the values we aspire to? Schools found that having discussions with staff and
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students as well as the community was important. Several of the schools involved in the study
pointed to the difficulty involved in developing an agreed set of values, especially when they are
contested at the local level. Some schools conducted value audits to reach consensus as to what
values should be fostered at the school while others held meetings with all stakeholders working
at the schools (AGDEST, 2003).

What came out clearly in the Values Education Study (AGDEST, 2003) was that no school is an
island operating separately from the broader community in which it resides, and should reflect
the expectations of the community it serves. It is important to recognise that differences do exist,
and there is value in exploring these through democratic processes which enable a school to
adopt values that also reflect specific concerns of the local community and the context in which
it operates. This therefore suggests a need for a broader, community-wide set of values which
can form the basis of local discussion and interpretation in terms of the actual circumstances that
exist at the school (AGDEST, 2003).

The Values Education Study (AGDEST, 2003) provides a range of examples of good practice in
three important areas. These include the importance of articulating the values in the school’s
mission statement, developing the student’s civic and social skills and incorporating values into

teaching programmes across all key learning areas.

It is argued that there is a link between values education and quality teaching. Values education
is seen an inextricable part of any effective teaching and learning situation because it is the heart
of the moral dimension of teaching and learning (Carr, 2005, 2006) and its holistic approach
contributes towards enhanced student learning. It is not surprising therefore that several values
education initiatives have been started in public schools internationally. In the next section, the
values education programmes being offered in the different countries internationally will be

explored.

2.5 International initiatives in values education

From a review of literature on values education internationally, one notes a shift from values

education being seen solely as an initiative of faith based and religious schools to public schools
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(Lovat & Clement, 2008). In this section, values education programmes offered in schools in
Australia, the United Kingdom, America, Taiwan and China will be explored. Case studies will
be presented where possible to provide an insight into how the programmes are implemented and
the benefits it brings to students.

2.5.1 Values education initiatives in Australia and Great Britain focusing on

the whole school approach

In this section, values education initiatives in Australian and British schools will be discussed
highlighting the need for a whole school approach to values education. A few case studies of
schools will be used to demonstrate the need to include all the stakeholders when implementing
such a programme. The case study of the West Kidlington Public School in Great Britain also

emphasised the need to place the child at the centre of the programme.

The Australian government has made great strides in introducing values education to public,
private and religious schools. The Values Education Good Practice Schools (VEGPS) project
emanated from the government’s commitment to values education. In 2004, a Federal Budget
grant of approximately twenty-nine million Australian dollars was allocated to the initiative. This
gave birth to the National Framework in Values Education (AGDEST, 2005). Values Education
Good Practice Schools was the largest of these projects, consisting of fifty-one clusters of
schools, a total of three hundred and sixteen schools nationally (AGDEST, 2006).

The VEGPS project Stage 1 Final Report (AGDEST, 2006) indicates that good values education
requires good leadership with a vision, clear intention, creativity, good communication with all
stakeholders and the co-operation of all involved in the initiative. The report is clear that good
values education cannot be achieved in a purely didactic manner but requires the full support of
all stakeholders. The Stage One report (AGDEST, 2006) points to the impact of values education
on various facets of the school. These include the culture and ethos of the school, teacher
practice, classroom climate, student achievement, student attitudes and behaviour, improved

relationships of care and trust and enhanced partnerships with parents and the community.
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A striking feature in the VEGPS project report was its impact on teachers. Values education
enhanced professional practice, communication and relationships with students as well as
improved teacher confidence and sense of fulfillment in teaching (AGDEST, 2006). Several
schools that participated in the study realised that values education should start with the values
inherent in the school culture. Netherwood, Buchanan, Palmer, Stocker, and Down (2007),
showed the importance of beginning with the values that were at the heart of the school
community. This case study is situated in a remote part of Australia which has an intersection of
both indigenous and non-indigenous values systems. The programme on values education started
with the extant values, including those pertaining to ancient land and spirituality attachments and
then the values implied in the National Framework was introduced. This case study illustrates
that for values education to succeed it cannot be imposed, since ownership and autonomy are
crucial. Similarly, in MacMullin & Scalfino (2007), the values of the school, staff, students and
parents were taken into account as the starting-point to the values education programme. These
values were incorporated with the wider values of the National Framework. This resulted in
better alignment of policy, practice and the relationships between stakeholders which resulted in
positive effects on students. This case study illustrates that values education requires a whole-

school approach.

The whole school approach to values education was also evident in the case study of the West
Kidlington Public School in Great Britain. Hawkes (2007) points out that building positive
relationship between students, staff, parents and the wider community were of paramount
importance. While using the holistic approach special emphasis was placed on the child. The
child was the centre of focus at West Kidlington. Showing respect to the children and developing
a relationship with each child was seen as essential to improve the individual student’s progress.
Children were considered to be reflective learners and emphasis was placed on creating an
environment where each child’s potential could be developed, supported and encouraged.
Focusing on the emotional life of the child was considered important because of its effect on
their willingness to learn. It was assumed that children who were emotionally stable are able to
apply themselves better to learning and will be able to develop healthier relationships with
adults. It was found that these positive effects flowed over to discipline and high academic

performance (Hawkes, 2007). Lovat & Clement (2008) agree that values education requires
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supportive relationships from the classroom, extending to the parents and wider community. The
transformation at West Kidlington also suggests that the benefit of values education in
developing the affective domain of students leads to a positive effect on student progress in

academic learning as well.

Schools in Britain are under pressure from government to fulfill the need to include a values
component in the curriculum. The next section will explore how some schools are complying

with the legislation by the government.

2.5.2 Values education initiatives by British schools to fulfill government

legislation

This section will highlight the British government’s legislative requirement to include values
education in the curriculum. A study by Arweck et al (2005) will be used to demonstrate how
some schools are fulfilling this requirement by using values education programmes from two
spiritual organisations, namely, the Living Values: an Educational Program (LVEP) from the
Brahma Kumaris Organization and Sathya Sai Education in Human Values Programme
(SSEHV) from the Sri Sathya Sai Organization.

Arthur (2005) notes that character education has returned to the agenda of British education
policy, having been largely neglected since the 1960s due to unsatisfactory attempts going back
to the nineteenth century. In Britain, the common language used in educational discourse for
‘character education’ has been ‘moral education’ and, in more recent times ‘values education’.
Arweck et al (2005) point out that the 1998 Education Reform Act requires all schools to
promote the spiritual, moral, social and cultural (SMSC) development of students through the
whole curriculum. Guidance documents by national curriculum bodies, issued in the 1990s, link
values issues to SMSC development of students. The Values Education Study (AGDEST, 2003)
notes that the spiritual, moral, social and cultural development of students is part of the
inspection by the Office for Standards of Education in Schools (OFSTED) and is a legislative

requirement. It is a requirement that schools outline their aims, objectives and outcomes with
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respect to the development of values. Furthermore, schools are under pressure from policy

makers to articulate their values in the form of mission statements (Taylor, 2000).

Arthur (2005) points out that The Crick Report on Citizenship Education (Qualifications
Curriculum Authority, 1998) was commissioned by the new Labour Government which
recommended compulsory citizenship education, which the government has accepted. All
secondary state schools in England are obliged by law to provide their pupils with citizenship
education, which should include a moral dimension. The report provides an overview of the
essential elements that should be covered by the end of compulsory schooling for every child in
England. While there is an ambitious list of character traits and virtues, there is much uncertainty

as to how character education should be implemented in schools (Arthur, 2005).

It is not surprising therefore, that schools are looking at values initiatives from spiritual
organisations to help satisfy government regulations. Arweck et al (2005) conducted a study in
primary schools in the United Kingdom (UK), where two values programmes from spiritual
organisations, namely the LVEP and SSEHV programmes were being offered. As noted earlier,
LVEP is part of the Brahma Kumaris organisation and SSEHV is a programme of the Sathya Sai
Organisation. Both programmes foster values which are said to be universally acceptable and
which guide the individuals’ behaviour. While some of the values are common in both
programmes, the number of values in each programme, differs. LVEP focuses on twelve values
(peace, respect, love, tolerance, honesty, humility, cooperation, responsibility, happiness,
freedom, simplicity and unity), while SSEHV comprises of five key values (love, truth, peace,
right conduct, non-violence). The five key values in the SSEHV programme is further broken
down into sub-values or related values. Both programmes suggest that the values enhance moral

development which is essential for the development of young children.

Arweck et al (2005) conducted the study in three primary schools that offered the LVEP
programme and ten schools that offered the SSEHV programme, in rural, urban and inner city
schools. Both programmes adopt an approach which looks at an individual holistically
suggesting that the physical, spiritual, affective, emotional and intellectual dimensions are

considered. The programmes are offered at schools not as part of religious education but as a
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spiritual programme to develop morality in the students. The teachers foster values during
teaching by raising the values as discussion points in the lessons. These are related to bullying
and instances of inconsiderate behavior as well as for individual student needs, in the case of
iliness or loss of a family member. This helps students to develop their own set of values that
guide their behavior and actions. Students are also able to judge how their values compare with
that of others. The findings reveal that the school management adopted the programmes because
they recognized its merits. An interesting observation in the study was that student exploration
and engagement with the values was linked to the teachers’ skill and ability in fostering values as
well as the relationship between the teacher and the student (Arweck et al., 2005). This is
consistent with the findings of Louden et al (2005), Rowe (2004) and Hattie (2004).

The research by Arweck et al (2005) also suggested that some of the teaching staff see the
importance of introducing a more hands on approach to values education as a way of
compensating for a curriculum they thought was highly cognitive in nature. The programmes
also served as a means of coping with issues of poor discipline among students (Arweck et al.,
2005). Arweck et al (2005) conclude that as teachers are faced with students’ who come from
differing backgrounds and cultures; they realise the need to have a shared understanding from
which the school community can function. They therefore feel that universal values that are not
linked to a single culture are useful. Both SSEHV and LVEP values education programmes are
based on universal values that are suitable for students who come from different cultural

backgrounds.

Besides the pressure in British schools to incorporate a values component into the curriculum,
schools in America are also putting values education back on their educational agendas. The next
section will illustrate this by discussing some studies conducted in American schools offering a

values programme.

2.5.3 Values education initiatives in American schools

This section discusses the renewed focus in values education in American schools. Studies in
values education by Benninga, Berkowitz, Kuehn & Smith (2006) in elementary schools and by
Davidson, Lickona, & Khmelkov (2007) in high schools, are discussed. A few cases studies of
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high schools are presented to illustrate how the values programme is implemented and received
by students. A study by Marantz (1991) discusses the adoption of a values programme from the
Sathya Sai Organization by fourteen schools in New York, Chicago and San Diego in the United
States.

Davidson, Lickona, & Khmelkov (2007) point out that over the past two decades there has been
a resurgence of character education in American schools. With this came a proliferation of
character education initiatives, a number of character education books and curricula, federal and
state funding of character education and the establishment of national character education
organisations. There was also the emergence of a Journal of Research in Character Education,

and reports on how to prepare future teachers to be character educators.

Benninga, Berkowitz, Kuehn & Smith (2006) note that many schools are reluctant to engage in
supplementary initiatives like character education. The reason for this is that schools see it as
distracting from the primary focus, which is academic achievement. Benninga et al (2006) view
this as being short sighted since the No Child Left Behind Act asks schools to contribute not only
to students’ academic performance but also to their character. Both the federal government and

the National Education Association (NEA) agree that schools have this dual responsibility.

Benninga et al (2006) conducted a study of one hundred and twenty elementary schools that
applied to the California Department of Education in 2000, for recognition as distinguished
elementary schools being California’s highest level of school attainment. The schools were
selected using stratified sampling. Specific wording related to character education was included
for the first time in the California School Recognition Program application. Schools were asked
to describe what they were doing to meet the nine standards outlined in the document. One of the
nine standards which was ‘vision and standards’ was clearly related to character education. In
this regard, schools were required to provide specific examples and evidence of expectations that
promote positive character traits in students. There were other standards that were also related to
character education. The schools were required to document activities and programs that
provided opportunities for students to contribute to the school and to the wider community. A
correlation was done between the schools character education implementation with their

academic performance index as well as the academic scale and tests used by Californian schools
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at that time. The findings reflected that elementary schools with solid character education
programmes showed positive relationships between the extent of character education programme
implementation and academic achievement, not only in a single year but also across the
following two academic years. Benninga et al (2006) concluded that well-developed programmes

of character education can and should be used alongside strong academic programmes.

Davidson et al (2007) noted that the character education movement has been overwhelmingly an
elementary school phenomenon which tapers off in middle school and in high schools. They
argue that although nearly all high school teachers face character-related challenges with the
students, such as displaying negative values like disrespect and unhealthy student behaviors such
cheating, peer abuse, drug and alcohol abuse and sexual licentiousness, high school teachers see

themselves as being essentially subject-matter specialists rather than as ‘character educators.’

To clarify the role of character education in high schools, Davidson et al (2007) undertook a
study of 24 diverse, award winning high schools with the help of a grant from the John
Templeton Foundation. It resulted in a 227-page report, entitled ‘Smart & Good High Schools:
Integrating Excellence and Ethics for Success in School, Work and beyond’. The report
describes nearly a hundred ‘promising practices’ for Smart & Good High Schools. The
characteristics of ‘Smart & Good High Schools,” were based on information from various
sources. It was derived from relevant literature in the field, interviews with educators and
colleagues and inputs from panels of experts. Visits were made to twenty-four schools across the
country that has put into practice a number of strategies and programmes to build both
‘excellence and ethics.” These included both public and private schools of varying sizes. From
the research conducted, two major conclusions were reached. One was that there was national
consensus regarding the need for developing positive character traits which includes doing your
best work, doing the right things and living a life of purpose. The second conclusion was that

Smart & Good High Schools educate for both performance character and moral character.

Manzo (2005) wrote an article for Education Week after visiting two of the schools in the ‘Smart
and Good High School’ project. He observed in the research laboratory at South Carroll High

School, rare diamond back terrapins thriving in an oversized aquarium, a fungus that is
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threatening the American chestnut tree in petri dishes, as well as beneficial sea algae beginning
to sprout on a reef of plastic pods designed by students. The educator explained that the real-
world experiments conducted by South Carroll students in the suburb west of Baltimore are used
to teach scientific principles, while also creating an awareness about the environment and
nature’s delicate balance. Such moral and ethical principles often go hand-in-hand with academic
content. Manzo (2005) reported that the staff at this large high school has been working for more
than a decade to infuse moral principles into school policies and processes, as well as into
subject matter. All efforts were focused on meeting the school’s mission, which is to provide “an
environment conducive to academic achievement, positive social development, and self-
reliance” (Manzo, 2005, p. 1).

Manzo (2005) pointed out that at the other school, Hyde Leadership Charter School, a K-12
school in the District of Columbia, educators work with students and parents daily to build the
academic strengths and personal attributes that they perceive are required for the seven hundred
African-American students to cope with the crime and poverty prevalent in their neighborhoods.
The school has an intensive parent-participation programme and a code of conduct for both
students and parents. In spite of the challenges highlighted by the school principal, nearly all of
Hyde’s 2005 graduates went on to four year college. The parent programme helped parents to

complete their degrees, improve their careers and overcome personal challenges.

Manzo (2005) reported that this approach promotes a view of character education that goes
beyond the emphasis on morals and values to incorporate the intellectual and personal
development of students. These ideals are promoted through all phases of school life which
includes the curriculum content, relationships at the school, academic standards, school rules and
discipline, conflict resolution, extra and co-curricular programmes, parental involvement and the
overall school environment. The programme’s quest to link academic performance and character
development is consistent with the link between values education and quality teaching as
expressed by Lovat & Clement (2008) earlier.

Another example of a study similar to that of Arweck et al (2005) conducted in British schools

that adopted values programmes from spiritual organisations, was conducted by Marantz (1991)
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in public schools in New York, Chicago and San Diego in the United States. These schools
adopted the Sathya Sai Education in Human Values (SSEHV) Programme. The case study
explored the implementation of a curriculum innovation for character development using the
Sathya Sai Education in Human Values Programme. The study was conducted in fourteen
schools and spanned one academic year. Three successive questionnaires were used, along with
more than fifty hours of interviews and forty hours of observation conducted to produce data.
The teachers reported that the programme was comprehensive, flexible, feasible and practical.
The innovation was perceived by teachers to be transformative for both themselves and their
students. It also empowered teachers to work collaboratively and creatively. It developed their
ability to be self-reflective and enhanced their relationship with their students. Teachers
perceived the programme to help them become better role models for their students as well as
enhance the change process and character development of their students. Teachers observed
positive outcomes in their students with respect to critical thinking skills, positive feelings, co-

operative interaction with others and moral consciousness (Marantz, 1991).

It is evident that values education initiatives are being taken seriously by the government in
countries like Australia, Britain and America and many schools are implementing the
programmes with success. Values education initiatives are also gaining momentum in the
countries like Taiwan and China. The next section highlights how values education is being
brought back into schools in these countries through educational reforms.

2.5.4 Values education initiatives in Taiwan and China

This section highlights how educational reforms are incorporating values education into the
school curriculum in Taiwan and China. Character education in schools is being viewed as an

essential element in the school culture.

Lee (2004) pointed out that moral education initiatives in Taiwan are the result of educational
reform and social change. In the past, Taiwan's moral education was ideological, nationalistic,
and political in nature and involved the teaching of a strict code of conduct. Adhering strictly to

political ideologies and traditional culture in moral education has gradually been phased out. A

25



five year Character Education Programme was initiated by the Ministry of Education at the end
of 2003 as a result of an Educational Development Conference. The programme outlined four
goals. The first goal included the development of moral thinking, appreciating and identifying
with core ethical values and codes of conduct. The second goal involved the development of a
“character-based school culture” (Lee, 2004, p.588) allowing contributions from all stakeholders
in building an excellent school environment for character education. The third goal was about
reinforcing character education in parent and community education and the fourth goal was to
engage religious and other organisations, as well as the mass media to participate in character
education (Lee, 2004).

Similarly in China, for a long time, moral education and values education had been conducted
mainly by a special system for political work and in a special subject of moral education. Due to
curriculum reforms, the scope for moral and values education in schools has greatly expanded. A
new education concept based on the integral curriculum has been is established for the first time.
Curriculum standards for each subject stress the goals of moral and values education (Zhu,
2006).

Zhu (2006) also highlights the efforts of the Research Institute of Moral Education of Nanjing
Normal University in trying to propose a plan of moral education in the curriculum. The plan is
two-fold. One is to include moral education in subject instruction activities and the second is to

include moral education in communication activities in class.

The review of literature reveals that there is a renewed interest internationally in introducing
values education in public schools. Many countries are focusing on the holistic development of
the student. Values education is being considered an integral part of effective teaching which is
the heart of quality education. Some of the studies emphasised the need to include the values the
school wishes to foster in the vision and mission of the school (Manzo, 2005; AGDEST, 2003;
Taylor, 2000). It was found that this helps to reinforce what the school wishes to achieve in

terms of values education.
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The next section will turn to the value education initiatives in South Africa. From the time South
Africa became a democratic country; great strides were made by the government to promote

positive values in students using the school curriculum.

2.6 National initiatives in values education

While there is a resurgence of values education initiatives internationally, South Africa has also
made efforts during education reforms to bring values education on the education agenda.

In this section of the literature review, | will discuss some of the initiatives implemented by the
South African government in promoting values education and examine research that has

relevance to values education in South Africa.

When South Africa became a democratic country, it had to recover from the harsh realities of
years of oppression and racial discrimination. There was a desperate need for moral regeneration
and the promotion of values different from the apartheid era. Professor Kader Asmal who was
appointed Minister of Education in 1999, took the lead. He realised that education was key in
redressing the imbalances of the past and rebuilding the moral ethos of the nation. He appointed
a committee headed by Wilmot James to look at the issue of values. According to Gevisser
(2001), the committee produced a short monograph by the title ‘Values, Education &
Democracy’ in mid-2000. This document was a first discussion of the issues which was put
forward for public discussion. The issues raised by public debate were taken to a momentous
national conference on values in education, a saamtrek (an Afrikaans word meaning, drawing or
pulling together in the same direction with a common purpose), where the country's specialists in
all sectors of education came together to focus their minds on the normative direction of
educational policy and strategy at our schools. The final document entitled a Manifesto on
Values, Education and Democracy was produced drawing on the public submissions as well the
proceedings of the Saamtrek Conference. The Manifesto on Values, Education and Democracy
was a call to all South Africans to embrace the spirit of a democratic, non-racial and non-sexist
South Africa (Gevisser, 2001).
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According to Gevisser (2001), the Manifesto on Values, Education and Democracy explores the
ten fundamental values of the Constitution. This includes democracy, social justice, equality,
non-racism and non-sexism, ubuntu (human dignity), an open society, accountability
(responsibility), the rule of law, respect and reconciliation. This is done in a way that suggests
how the country’s Constitution can be taught, as part of the curriculum and brought to life in the
classroom. It also explores how these values and ideals can be applied practically in programmes
and in policy making by educators, administrators, governing bodies and officials. The
Manifesto outlines sixteen strategies for instilling democratic values in young South Africans in
the learning environment. Each strategy is accompanied by guidelines that could be used by

every institution in the country to frame a Values Statement and a Values Action-Plan.

Following the Manifesto on Values, Education and Democracy, there were other government
initiatives highlighting the need for values education. The new outcomes-based curriculum
commits to instilling in learners "knowledge, skills and values.” The Curriculum 2005 Review
Committee Report, Department of Education (2000), emphasised that at the very heart of the
curriculum lie the values of a society striving towards social justice and equity. This will in turn
lead to the development of creative, critical individuals with problem-solving abilities. The
National Qualifications Framework (NQF) requires students to show responsibility toward the
environment and the health of others and to demonstrate an understanding of the world as a set
of related systems. It also requires students to show awareness of the importance of, among other

things, responsible citizenship and cultural sensitivity (Gevisser, 2001).

While South Africa displayed great efforts in seeing values education as part of educational
reforms, it became an area of huge debate. The question is: are policies being implemented as
planned? When one considers the introduction of C2005 which had a strong values component,
implementation was not carefully considered. Jansen (2001) argued that education policy in
South Africa played a symbolic role. This was evident in the ways in which policy
pronouncements made reference to policy implementation. One would have expected concrete
steps outlined for implementation, but this did not happen. As a result of this, training of teachers
for implementation became problematic. Harley & Wedekind (2004) pointed out that as a result

of the short time between finalization of the curriculum and implementation, the national
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Department of Education and the various provincial departments had no choice but to provide a
crash course of training for teachers. A cascade system of training was used whereby one group
was trained initially and they had to train others who in turn trained others. The training left
teachers with an inadequate understanding and confusion of this complex new curriculum
(Harley & Wedekind, 2004).

In order to explore whether teachers are able to translate and practice the values that are
contained in the Constitution, Bill of Rights and the Manifesto on Values Education into their
classrooms, Baijnath (2008) conducted a study which explored what values were being fostered
in secondary schools in the Ethekwini region in South Africa. The survey conducted by Baijnath
(2008) revealed that a high percentage of teachers were not familiar with the document on the
Manifesto on Values Education. Prior to this study, some teachers reported that they had never
heard of values education. The majority of the teachers had not attended any workshops on
values education held either by the Department of Education or by their schools. A few teachers
had indicated that they had attended some workshops on values education conducted by outside
agencies. Although the majority of teachers expressed the need for values education in schools,
they reported that they were experiencing enormous difficulties in implementing values
education at school. Some of the reasons advanced by teachers for this was that schools had
become sites for lawlessness and parents were not teaching their children values. The majority of
the teachers felt that it was not their responsibility to teach values and that teaching of values was
the responsibility of the Life Orientation teacher. Teachers complained that the outside
influences like television and peers were too strong and that they themselves faced numerous
challenges like large classes and low morale. Teachers acknowledged that values education was
a badly neglected area of study at schools (Baijnath, 2008). It is evident that while policies are in

place not much is being done in the way of values education at schools.

A case study by Reddy (2007) explored what values are being taught or caught at school and
how these values are interpreted and expressed both by students as well as educators within the
school. Two schools were studied, one a public school, the other an independent school that uses
the prescribed curriculum as well as the Sathya Sai Education in Human Values programme.
Both schools are located in KwaZulu-Natal in South Africa. Findings revealed that both the

students and educators at the independent school were in a better position to explain how values
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were interpreted and expressed at the school and its impact on them. The analysis indicates that
while the aspect of human rights, respect and responsibility (3R's) is contained in the National
Curriculum Statement and in the South African Constitution, these values are not being
effectively promoted and implemented at the public school. This is consistent with the findings
of Baijnath (2008). Reddy (2007) concluded that a concerted effort must be made to promote the
teaching of values at all schools. Findings show that students displayed a clear understanding and
appreciation of values when these values are integrated and reinforced on a daily basis using the

school curriculum.

The studies by Baijnath (2008) and Reddy (2007) reveal that while policies that encourage
values education are in place in South Africa, implementation is problematic. Much more needs
to be done in to ensure that policies are in fact being implemented as planned. It is only when
genuine efforts are made by government to ensure that policy implementation takes place at
grass root level will South Africa see the changes that are envisioned