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Does teaching values improve the quality of education in primary schools? 

- a study about the impact of introducing values education in a Primary School 

NEIL HAWKES 
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Philosophy, Kellogg College, University of Oxford 
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ABSTRACT 

This thesis has been undertaken to consider whether values education, as conceived in 

Palmer Primary School, improves the quality of educational provision. To do this, it 

explores the research question: 

Does teaching values improve the quality of education in primary schools? 

The research study seeks evidence to analyse whether moral education in positive 

values, in the form of values education, is fundamental to the purposes of developing 

quality education. Significantly, the study considers whether values education can 

enable pupils to internalise, and act on, a code of personal ethics. It considers the 

argument that values education may have positive qualitative effects on the attitudes 

and behaviour of adults and pupils in state primary schools. Furthermore, the study 

seeks to ascertain whether the methods and pedagogy of values education can be an 

effective means of implementing the second aim of the revised National Curriculum, 

which is concerned with the spiritual, moral, social and cultural development of 

pupils. 
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This research study seeks to establish whether values education, as the embodiment of 

the aim, can pass on what the National Curriculum describes as enduring values and 

help pupils to be caring citizens capable of contributing to the development of a just 

society. It reflects on whether values education can be an effective means for 

reestablishing the moral purpose of education and thereby affect the quality of 

education in the state sector of schooling. 

The thesis is coherently structured in ten chapters that cover: the theoretical 

background to values education; a philosophical framework; a literature review, case 

studies, examination of data; conclusions and recommendations. 

The research methodology is designed to collect and analyse data from a main and 

subsidiary case study. It focuses on data from semi-structured interviews with full­

time teachers; pupil interviews; parent interviews; documents from Ofsted, governors' 

meetings and sample lessons. 

The potential significance of this study is whether the research produces evidence that 

will support further, more extensive, research that will consider whether values 

education represents a positive paradigm shift in the way that schooling in primary 

schools is conceived. 
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Chapter 1. Introduction: developing a values-based 
approach to primary education 

fl we :1re to bring :1bout :1 true revolution in hzunan relationship, which is the 
bt1sis ol :111 society, there 111ust be a lundamental change in our own values and 
outlook; but we avoid the necessary and lundanzental translor111ation ol 
ourselves, and try to bring about political revolutions in the world, which always 
le:uis to bloodshed and disaster (Krishnamurti, 1953). 

The <.,,TZK"'i:1l pl111osophical question ol the 2 I st Century wi/J be to do wifh how we 
<.,,""111 educate the inner-sell(McGettrick, 1995). 

The 111ost elfective schools seem to be those that have created a positive 
,1t111osphere based on :1 sense of comnzunity and shared values (Elton, 1989). 

1. Outline of the chapter 

This chapter states what the thesis is about, how the main points are linked together 

and how they will be developed at greater depth. It describes why the study has been 

undertaken and focuses on the social context and policy context, the identification of 

the research questions, a statement of the aims of the research study and an 

explanation of the structure of the thesis. 

2. What the research study is about 

This thesis explores the research question: 

Does teaching values improve the quality oleducation in primary schools? 

Its aim is to support or refute the central argument that values education promotes 

reflective thinking, which has positive effects on the attitudes and behaviour of adults 

and primary pupils (aged 5- 11). The term, quality ol education, refers to the degree 

of excellence to which schools can aspire. According to the Office for Standards in 
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Education (Ofsted), elements that contribute to the quality of education include: 

effective leadership, management and governance, the quality of teaching and 

management of classrooms, an appropriate composition of the curriculum, and the 

ability of schools to monitor and evaluate their practice. Such a limited definition fails 

to recognise quality in terms of the intrinsic value of the curriculum, or its potential to 

affect the development of all aspects of pupils as human beings. Ofsted links the 

provision of quality education to a school's ability to reflect on its effectiveness, 

expecting it to take measures that will improve its educational provision. Such a 

mechanistic model has as its prime aim the raising of pupil achievement leading to 

higher academic standards. Such elements are highlighted in an Ofsted discussion 

paper called Primary Matters, which states: 

The successful implementation of the primary curriculun1 and continued efforts 
at school in1prove111ent will be dependent upon the quality of teaching; the 
manage1nent of classrooms and schools; and the evaluation of the results of 
teaching. In short, if standards of pupils' achievement are to rise improvements 
in teaching quality must go hand in hand with improve111ents in the curriculun1, 
in the effectiveness of its management and in the monitoring and evaluation of 
its outco111es. (Ofsted, I 994b) 

This study acknowledges the significance of such factors that contribute to quality 

education, but allows the possibility of others. This study has been undertaken to 

consider whether values education, as conceived in Palmer Primary School, improves 

the quality of educational prov1s1on. Furthermore, the study seeks to ascertain 

whether the methodology of values education can be an effective means of 

implementing the second aim of the revised National Curriculum. The first aim of the 

National Curriculum is that the school curriculum should provide opportunities for all 

pupils to learn and to achieve. The second aim is that the school curriculum should 

promote pupils' spiritual, moral, social and cultural development (SMSC) and prepare 

all pupils for the opportunities, responsibilities and experiences of life: 
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The school curriculum should promote pupils' spiritual, moral, social and 
cultural development, and in particular, develop principles for distinguishing 
between right and wrong. It should develop their knowledge, understanding 
and appreciation of their OJ.Vll and different belief's and cultures, and how these 
iniJuence individuals and societies. The school curriculu1n should pass on 
endunizg values, develop pupils' integrity and autono1ny and help them to be 
responsible and canizg citizens capable of contnbilf1ng to the development of a 
just society... The school curnculum should promote pupils' sell-esteem and 
e111otional well-being and help the111 to lor111 and maintain worthwhile and 
satisfying relationships, based on respect for themselves and for others, at home, 
school, work and in the co1n1nunity. It should develop their ability to relate to 
others lllld work for the co111mon good (DfEE and QCA, I 999) 

The National Curriculum, in giving such aims, offers scant help to schools about how 

they might implement its spiritual, moral, social and cultural aim. This study seeks to 

establish whether values education, as the embodiment of the aim, can pass on what 

the National Curriculum describes as enduring values and help pupils to be caring 

citizens, capable of contributing to the development of a just society. It considers the 

effect of values education on the promotion of pupils' self-esteem and emotional well-

being and whether it enables them to develop satisfying relationships based on respect 

for themselves and others. Further, the study considers the potential relationship 

between a pupil's understanding of values and the development of a just society. 

Finally, and crucially, the study considers whether values education can enable pupils 

to be reflective learners, thereby internalising a code of personal ethics and pursue it 

because it is worthwhile in itself. In order to consider such issues, a qualitative 

research study was designed to look in detail at a primary school with a pupil age-

range from four to eleven where values education had been adopted. 

Palmer is a large (500 place) urban primary school. Since January I 993 it has 

undertaken to improve the quality of its education by underpinning its curriculum 

with values education. This study seeks to understand whether values education 

positively affected the life and work of the school. It particularly considers data 

associated with the school's environment, educational philosophy, pedagogy, ethos, 

relationships, teaching staff, pupils, parents and community. The study examines the 
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proposition that, if a primary school's curriculum is underpinned with values 

education, then a range of factors will enhance the quality of education. Factors may 

include: the development of moral education, positive behavioural and learning 

dispositions by staff and pupils, the promotion of silence and reflection, the school 

ethos bein~ conducive to effective teaching and learning. The study also considers 

whether there is evidence that academic standards, as measured by pupil statutory 

standard assessment tests (SATs), are improved as a consequence of values-based 

curriculum. However, this is considered as a worthwhile by-product and not a prime 

argument for values education, which, as already argued, is linked to developing the 

innate qualities of human beings (the second aim of the National Curriculum). 

The study seeks evidence to support or refute the argument that values education is an 

important key to school improvement as it enables pupils to develop a range of 

personal competencies. The term co1npetencies is used in the study in the way that it 

is defined in a Royal Society of Arts (RSA) education discussion paper (Bayliss, 2000). 

In this paper, competencies are understood to mean the ability to understand and to 

do, rather than the absorption of information. The RSA paper argues that future 

learning and assessment should be organised around a framework of competencies 

that, in breadth and depth, go far beyond the current curriculum. Five broad 

categories for the curriculum are proposed: competencies for learning, citizenship, 

relating to people, managing situations and managing information. This study reflects 

on the degree to which values education contributes to the development of such 

competencies. As Chazan has argued: 

Ulti1natefy, the teaching ol values is about raising the questions, not giving the 
answers, and as we have learned lro111 generations ofgreat pedagogues, the skill 
ol questioning and ol building dialogue is probably the critical pedagogic skill 
that needs to be learned in this sphere. (Chazan, 1992) 
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Chazan's perception is seen informing the core of the pedagogy of the case study 

school's values education, as described in chapter 6. This chapter describes the 

working practices of the case study school, which may be likened to a philosophical 

process that enables pupils to explore and question the meaning and context of an 

identified list of values such as peace, humility and care. Facilitating this process is at 

the heart of the case study school's rationale for developing values education. Frances 

Farrer (2000) describes the process in her book, A Quiet Revolution, which is about 

values education at Palmer. 

The writing of this thesis is the culmination of an investigation spanning the last 

decade, the focus having been to challenge much of the educational and political 

orthodoxy surrounding the means of improving the quality of education provided in 

state schools. The national debate has concentrated on how schools can improve their 

standards. The Government's focus has been on: measuring pupil attainment through 

a programme of national testing, collecting wide-ranging data about school 

performance, inspecting schools, publishing league tables of schools based on 

attainment in the core subjects of English, mathematics and science and making 

schools accountable. This study considers whether, through values education, there is 

an alternative way to raise standards and the general quality of education. It reflects 

on whether values education can be an effective means for re-establishing the moral 

purpose of education and thereby affect the quality of education in the state sector. 

The study argues that the purposes of education require a fundamental review if 

education is to meet the needs of pupils and society in the twenty-first century. 

Professor Richard Pring summarised this growing belief at an RSA conference when he 

stated, We need a serious discussion about the ailns and purposes of education; how 

we ensure schooling embraces the whole child and values Inore than acade1nic 

abilities (James, 2001 ). Also, others have argued that the complex notion of 

spirituality, which values education may nurture, is a major influence in education. 
5 



Caldwell (I 992) has written about the importance of spirituality, identifying it as a 

future global educational megatrend 

He stated: 

So111e trends in education have been underway for :1 sufficient time and have 
sufficient depth and strength that they constitute megatrends I11 education. Each 
shapes develop1nents in particular areas within the broader field of education. 
There wI11 be :111 expanded role for the arts and spirituality, defined broadly in 
each instance; there will be a high level of 'connectedness' in the curriculum 
(C:1ldwell, I 992: 7). 

Therefore, in considering the points made above by Pring and Caldwell, a question 

that this study seeks to answer is whether values education can make a significant 

contribution to the development of the whole child and to his or her moral and 

spiritual development as generally conceived. 

3. Initial concerns 

From January 1993 until September 1999, the researcher was also the case study 

school's headteacher. A number of potential ethical difficulties result from this duality 

of role, which are discussed more fully in chapter 4 together with the steps that were 

taken in response to them. The research study aims to demonstrate that it is ethically 

legitimate to research situations in which the researcher has worked. This is rooted in 

the practice, encouraged by the Teachers Training Agency (TTA), of teachers being 

professionally self-reflective by undertaking research (Hargreaves, 1996). It is argued 

that it should be considered academically appropriate for teachers to undertake 

research in their own schools, as long as safeguards are maintained to ensure 

objectivity. The possibility of objectivity, the avoidance of bias and the possibility of 

acting as a detached observer are all explored in chapter 4, alongside other issues of 

ethics and reliability. It is also argued that the potential importance of the research 
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outweighs any difficulties arising from the researcher's double role. As a further 

safeguard against the dangers of bias and subjectivity, the study includes a chapter 

comparing and contrasting the work of another primary school, which has a values 

approach to its curriculum, but has not been influenced by the researcher's work in 

values education (chapter 7). 

4. The social context 

As its focus, this section has the perceived social crises in society and the role of the 

media in making the public aware of the decline in moral standards. It considers 

whether the media are balanced in their approach to the breakdown of moral 

behaviour or whether they generally exaggerate concerns by their focus on events that 

are more sensational. 

What kind of society do we want in the twenty-first century? Why is there a growing 

unease about public and personal values? These questions form the background to a 

growing pressure on schools to explore ways of effectively introducing curriculum 

initiatives such as citizenship and personal, social and health education (PSHE). There 

is particular concern about children's lack of personal, social, spiritual and moral 

development, which is linked to the increase in indiscipline in some schools and anti­

social behaviour, violence, racial harassment, suicide, addiction and child abuse in 

society. Such concern was highlighted in The Times Educational Supplement (TES), 

for example, where it reported Estelle Morris, the then Education Secretary, rallying 

teachers to tackle street crime by motivating disaffected eleven- to fourteen-year-olds 

more effectively (Henry, 2002). Similar concerns were raised by the Advisory Group 

on Citizenship, justifying the introduction into the school curriculum of citizenship by 

referring to: 
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... the increasingly complex nature ol our society, the greater cultural diversity 
:ind the apparent loss ol a value consensus, combined with the collapse ol 
traditio1wl support 1neclwnisms such as extended lamifies ... (Crick, 1998). 

The media is now so pervasive and powerful that it can quickly affect the way that 

people perceive and make sense of the world. In The Politics of I lope, Jonathan Sachs 

cites a catalogue of concerns: 

On the 13'11 March 1996, Thom,1s Ha1111Jton shot 16 children ,1nd their teacher 
at Dunbl:111e in Scotl,1nd. Could this be a sy111ptom ol a deeper problem in 
society? Meh111ie Phillips writing in the Observer (4111 ju11e 1995) gave the 
following co111111entary on conte111porary file, "'It's been a pretty average week 
lor Britain's youth. A 13-year-old girl killed hersell with anti-depressants 
belonging to her 111other's boyfriend A 13-year-old boy was sentenced to 12 
hours at an attenda11ce centre lor shooti11g :1 wo11zan ol 76 between the eyes with 
an air pistol after she had told him olf for swearing. Headteachers announced 
tlwt children as young :1s 4 are being expelled lrom school for bad behaviour ... 
Two 12-year-old girls were tied to :1 tree and raped at knilepoint alter an 
aflen1oon picnic. A boy ol 14 absconded lron1 his children's home because he 
wanted to pay a visit to his seven-n1011th-old son" (Sachs, 1997) 

Sachs emphasises these extreme cases in order to voice his general concerns about the 

moral state of society. There is no doubt that many dreadful events take place in 

society, but can we assume that they indicate a rise in the number of people displaying 

negative characteristics such as selfishness, greed and intolerance? 

Monica Taylor writes in a similar style in her guide to issues in values education, 

commissioned by the Association of Teachers and Lecture rs (ATL): 

Most importantly for edu(.,~tion, several horrilic events perpetrated by children 
and young people - notably the 111urder olja111es Bulger and that ol London 
headteacher Philip Lawrence - or by ,1dults - notably the 111ass 1nurder ol 
children and their teacher in Dunblane Nnd the inachete attack in a Walsall 
infant school - stirred the nlltion's conscience :1nd engendered 111oral panic. 
(Taylor, 1998) 

Events as those quoted above have led to an increased awareness that a m1ssmg 

dimension in the educational system is the focus on personal and social development. 

A report to UNESCO by Jacques Delors (1996), initiated a debate on the future of 

education. UNESCO strongly believes in education as a means of creating peace and 
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international understanding actively promoting conferences that aim to rekindle 

humanistic values. The Delors Report, Leaming: The Treasure Within, cites the 

fundamental role of education in personal and social development and the necessity of 

building the awareness and ability to operate within humanistic values. 

In the United Kingdom, the media maintain that there is a moral decline in schools. In 

the Daily Mail, Paul Johnson criticised the outcome of the work of the National Forum 

for Values in Education and the Community: 

There is a wide-spread, and thoroughly justified demand from the public that 
schools should teach children the difference between right and wrong ... First the 
Government - ~111d a Conservative Governnzent, ye gods - turned to a quango 
called the Schoof Curriculum and Assessnzent Authority. That, of course, far 
from being aiz :1nswer to the 1noral decline in our schools, is part of the problem 
-but 110 nzatter. (Johnson, 1996) 

Thus it has been a habit of the media to blame the education system for declining 

morality. Although this is a simplistic argument, yet there has been a significant 

decline in the last twenty to thirty years in terms of overall pupil attitudes and 

behaviour. It is to be argued that the difference is not in the determination, 

professionalism or caring of teachers. The difference appears to be in the nurture and 

preparation of children who enter the school system, the fragmentation of society, and 

an emphasis on a narrow interpretation of the term standards in the school system. In 

recent years, two trends have especially increased the challenges of raising and 

educating children: growing materialism with an emphasis on personal gratification, 

and the increased portrayal of violence in entertainment and the media. In general, 

these have affected family life, diverting time and focus away from traditional 

pastimes and the transmission of cultural and spiritual values. Many adults appear to 

spend less time enjoying and interacting with their children, whilst children seem to 

spend far more time viewing television and computer screens than interacting with 

their parents. There is a perceived breakdown of values. Traditionally, parents and 

9 



communities transmitted positive values to children. This, however, can no longer be 

taken for granted. Therefore, if children are to be inducted into the vocabulary, a set 

of positive values that support the development and maintenance of a civilised society, 

then, it may be argued, schools have to consider values education as an integral part of 

the curriculum. 

The next two sections consider why the study has been undertaken m terms of: 

clarification of key concepts and the government policy context. 

5. Clarification of concepts 

The research study seeks to establish whether the process of values education 

encourages pupils to be self-aware, enabling them to develop a range of reflective 

qualities. If so, can self-awareness contribute to the development of a range of human 

virtues and competencies that enhance the quality of their lives? 

The research focuses on the impact of learning about positive concepts (values) in a 

primary school. These values are considered by the case study school to be universal 

or core human values. They are described as universal, because they appear to 

transcend race and culture as desirable qualities to be developed in society. Values act 

as positive principles for living, goals to be achieved, which are inherently good and 

which transcend religion, race and culture. Palmer Primary School expresses these 

values in the form of values words, such as peace, co-operation, care and respect. The 

rationale behind the methodology is described by Dr. Tony Eaude (2004), in research 

sponsored by the DfES Innovation Unit, about how nine schools adopted the approach 

to values education based on the methods of the case study school. The school 

considered the values words to have both moral and spiritual dimensions: moral in 

the sense that the values help pupils to determine what appropriate or inappropriate 
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behaviour is; spiritual in the sense that the values are considered in the context of the 

person's inner world of thoughts, feelings, personal identity, experiences and 

emotions. This research seeks to establish whether, by educating children in values, 

schools enable children to understand themselves more clearly through an awareness 

of this inner world. Is it the case that, through this reflective process, each pupil gains 

greater autonomy, self-respect and self-esteem? The research study critically 

examines this notion through a rigorous analysis of data that has been collected from 

Palmer Primary School, where it is claimed that children have been educated through 

an explicit programme of values education. 

The term, spiritual values, evades precise definition. Although this study does not 

engage in a comprehensive philosophical analysis of the term, there is a need to give a 

clear indication about how the word spiritual is being used in this thesis, especially 

when combined with the word values (see chapter 3). Scholars generally argue as 

Halstead does that: 

There is a need for clarHy in our understanding of the meaning and place of 
spirituality in education... I believe it is most helpful to interpret 'spinlzwl 
education' as the education of the human spirit, that is, education which is 
directed towards the development of fundamental human characteristics and 
capacities such as love, peace, wonder, awe, joy, inzagination, hope, forgiveness, 
integrity, sensitivity, cre,1tivity, ,1spiration, idealis1n, the search for 111eaning, 
values and co111111itnzent and capacity to respond to the challenges of change, 
hardship, danger, suffering and despair. (Halstead, 1996: 2) 

It has been argued that many young children appear to possess an intuitive capacity to 

experience life from a spiritual perspective, which appears to diminish as they mature 

and become conditioned by the cultural norms and myths of western society's 

materialistic and scientific culture. Young children often find it difficult to articulate 

their feelings and insights. Therefore, education based on the development of spiritual 

values could have the potential of increasing self-awareness in the individual, giving a 

positive dimension to the quality of life. Indeed, the individual could develop the 
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capacity to behave ethically because of the systematic development of, what could be 

termed, spiritual intelligence. This concept is carefully considered in chapter 3 by 

reflecting Zohar and Marshall's understanding of spiritual intelligence (SQ). 

The study analyses data from the case study (Palmer Primary School) to see if there is 

evidence that may suggest that its programme of values education challenges the 

western materialistic paradigm. Generally, the current school curriculum and 

methods of teaching give scant regard to understanding the nature of spiritual 

intelligence. This may be because schools need the support of research evidence to 

have a clearer practical understanding of what spiritual intelligence is and how it can 

be supported through the school curriculum. Besides the work of Zohar and 

Marshall, cited above, the term spiritual has attracted a great deal of analysis and 

criticism in articles written by Carr (1995, 1996), Halstead (1996), Taylor (1992, 

1994), eL1l. This work will be considered in chapter 3. 

This section has sought to illustrate that values education could be seen as a positive 

reaction by some schools to compensate for a perceived decline in personal moral and 

spiritual values. The next section describes how government has developed policies to 

encourage schools to promote moral development. 

6. The policy context 

Whereas the previous sections looked at social reasons why this research study has 

been undertaken, this one considers why the study has been undertaken from an 

official government policy perspective. There is little doubt that this research study 

has been conducted during a time of growing national interest in encouraging schools 

to be more involved in the spiritual, moral, social and cultural development of pupils 

(SMSC). Schools have responded by allocating curriculum time to programmes of 

12 



personal, social and health education (PSHE), SMSC and citizenship. The 

government's position on personal education is reflected in various official documents 

issued by Ofsted, the Department for Education and Skills (DfES), and the 

Qualifications and Curriculum Authority (QCA). Arguably, such official policy 

documents have had limited impact on the curriculum. Reasons for this may include: 

lack of curriculum time being allocated to these areas of the curriculum; pressures to 

give the greatest emphasis to core and foundation subjects; reluctance by teachers to 

be involved in aspects of personal education, such as values education, because they 

are unclear about what it means. 

A detailed review of official documents is contained in the literature review (chapter 

3) of this research study. Suffice to emphasise in this section that it was the 1988 

Education Reform Act (ERA) that required schools to provide a broad and balanced 

curriculum, paying attention to the spiritual, moral and cultural...development of' 

pupils /if the school and of' society in order to prepare young people /'or the 

opportunities, responsibilities :111d experiences of' adult life (Great Britain Statute, 

1988). Non-statutory guidance followed from the National Curriculum Council 

(NCC) that suggested that schools should aim at limited personal autonomy set in a 

social framework: 

711e educational system ... has a duty to educate the individuals to think and act 
lor themselves, with :111 acceptable set ol perso1wl qualities and values which 
meet the wider demands oladult file. (NCC, 1990) 

The NCC did not define what they considered to be 1acceptable' personal qualities, 

whereas, the NCC document, Education for Citizenship stated that: 

Pupils should be helped to develop a personal nzoral code and to explore values 
and belief's . .)1wred values, such as concern lor others, Jizdustry and ef'f'ort, self'­
respect, and self-discipline, as well as 1noral qualities such as honesty and 
truthfulness, should be pronzoted. .. (NCC, 1990) 
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Soon afterwards, schools received a document on the spiritual and moral development 

of pupils (NCC I 993). The Schools Curriculum and Assessment Authority (SCAA) 

reissued this advisory document in I 995. The document exhorted schools to 

emphasise the need that morally educated school leavers should be able to articulate 

their own attitudes ai1d values ... develop for thenzselves a set of acceptable values and 

principles, t1nd set guidelines to cover their own behaviour (SCAA, I 995: 6). During 

this period the case study school translated this advice into practice in its curriculum. 

By 1992, Ofsted was required to evaluate values education in the form of the spiritual, 

moral, social and cultural (SMSC) aspects of the curriculum. This had to be carried 

out when inspection teams reported on the range and quality of the curriculum 

(HMSO, I 992). Schools and inspection teams were still unsure about what elements in 

schools constituted SMSC. Further guidance from Ofsted was issued, which included 

the need for inspectors to gather information about whether pupils were developing 

their own values (Ofsted, I 994a). 

Values were also given a higher profile through the National Forum on Values in 

Education and the Community, initiated by SCAA in I 996 (SCAA, I 996). In January 

I 996, SCAA held a conference entitled, Education for Adult Life: the spiritual and 

111on1l develop111ent of young people. This was in response to widespread concern 

about a lack of focus on SMSC, which had come out of recent consultations by SCAA. 

Some of the recommendations were: 

• school policies on values and behaviour should be clear and agreed with 

parents; 

• that SMSC should be promoted through all subjects and through the ethos of 

the school; 
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• society must support schools; 

• there should be an equal emphasis by employers on personal qualities as well 

as academic qualifications; 

• just because some values or behaviours cannot be defined as 'absolutes' does 

not prevent them from being promoted as the general rule; 

• both initial teacher training (ITT) and in-service education (INSET) should give 

greater attention to SMSC. 

The conference agreed the 1995 definition of spirituality, saying that the term referred 

to: the essence of being human; development of the inner life; a response to God; the 

inner world of creativity and imagination; the quest for meaning; the sense of identity 

and self-worth. Importantly, for the development of values education, the conference 

agreed that: 

Spiritua/ity is a powerful force that detem1i11es what we are, our self­
u11derstandi11g, our outlook 011 Jife, others and the world, and co11seque11tly 
shapes our behaviour. It forms the basis for successful relationships and 
partnerships both in personal Jife and at work. .. Spiritua/ity ca11 be see11 as the 
source of the will to act morally ... The h uma11 spirit engaged in a search for tnz th 
could be a defi11itio11 of education ... The essential factor in cultivating spinluality 
is reflection and lear11i11g from one's 0JVJ1 experiences ... Values <'lre the principles 
that infor111 judgenzents as to what is 1110rally good or bad ... Pupils' attitudes to 
school reflect the extent to which they and their liunilies value 
education .. Philosophical approaches since the eighteenth century were broadly 
seen to have resulted 1n the triumph of relativis111, the desire to tolerate and 
respect all beliefs and lifestyles, and the belief that education should be value­
lree ... To hold back fronz pro1notilzg certain values because of the philosophical 
debate, or because life may throw up exceptions to the rule, would defer useful 
guidance indefinitely ... Sonze school mission statements see1n to pronzote 
'tolerance' and 'respect' without qualification, but it can be argued that it is not 
appropriate to respect the views of those who believe that, for exa111ple, mugging 
,1nd robbery are acceptable. (SCAA, 1996). 

This initiative was a response in 1996 to the perceived lack of values education, which 

led to the setting up of the National Forum for Values in Education, with the object of 

making recommendations on: 
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... ways in which schools might be supported in making their contnbution to 
puplls' spiritual and, moral development; whether there is any agreement on the 
Vi:'llues, attitudes and behaviours that schools should promote on society's behalf 
(SCAA, 1996) 

The Forum's work has been controversial because it gives the impression that the 

Forum started curriculum guidance for values education. It appears to ignore the 

research tradition, curriculum development and established practices in SMSC. SCAA 

sought consensus for its work in the National Forum and then presented it as the 

agreed and accepted way forward. This is dangerously reductionist as it condenses 

complex issues, thereby minimising varieties of cultural experience and the relevance 

of sources of authority for values for religious believers. 

The Forum was under political pressure to produce a set of values, based on consensus. 

Living by consensus is always a challenge and writers, such as Cairns (1998) have 

argued that consensus cannot be easily achieved and should not be imposed hurriedly. 

Cairns argues that there is a need to examine the variety of human patterns of value 

growth that exist across the wider pluralistic community. This would allow consensus 

to emerge, thereby accurately reflecting the nature of society. This thesis has taken 

account of the critical research in SMSC, avoiding the process error of the Forum. 

From the Values Forum came the decision to issue guidance to schools on how to 

promote SMSC. This work was piloted in one hundred schools. The case study school 

provided a number of examples that are included in the QCA materials. The Forum's 

values statement has been issued to all schools as part of the updated revised version of 

The National Curriculum issued in 1999 (DfEE and QCA, 1999). This revised version 

gives a more explicit rationale for the school curriculum, including a statement on 

values underpinning it. It asks that each school should begin by reviewing aims and 

values and then design a curriculum which enables them to be achieved. QCA was 

keen to emphasise that schools should not get caught up in the content of the 

curriculum first. 
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Though QCA documents help to provide schools with an approach to develop SMSC, 

they do not enable teachers to have a personal understanding of the nature and 

application of values nor do they help the headteacher to lead its development. In 

199~) a national survey (Taylor, 1999), showed that teachers have an influential role 

in values education and that the headteacher is key to its success. Official advice fails 

in its objective of empowering teachers in the areas of SMSC/Values. This may be due 

to the fact that they encourage schools to focus upon curriculum content, rather than 

personal reflection and interpersonal and intrapersonal relationships within their 

institutions. However, in the research conducted by Hay McBer (2000), 

commissioned by the government to identify factors that lead to effective teaching, 

such aspects have been found to be fundamental to school improvement. This 

research into school effectiveness states that the climate of the school is the most 

important factor in leading to pupils achieving high attainment. The research is 

further considered in chapter 3. 

This research study considers whether the teachers in the case study school think that 

a positive school climate is a fundamental characteristic of an effective school. It 

considers too whether the development of positive qualities and principles, identified 

in the school as values, lead to the creation of a positive school climate that raises 

standards. It considers whether, to be effective, the headteacher and staff have to 

reflect on their own values and model them in their behaviour. It further seeks to 

identify whether staff behaviour, which models values such as respect, responsibility 

and care, create a school ethos, which encourages high standards of both behaviour 

and achievement. It reflects on whether the success of values education is determined 

by the degree to which teachers are able to reflect on, understand, and then model the 

values that they teach and expect from their pupils. Pupils are however quick to spot 

the lack of authenticity and inconsistencies in adult behaviour, being aware of the gulf 

between what adults say and what they do (Ulrich, 1998). Therefore, merely 
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providing curriculum materials, as has been suggested in official documents, is 

insufficient. The research study considers whether the commitment by the whole staff, 

to reflect on and model the values that the school promotes, actually leads to the 

improvement of pupil behaviour and standards of work. The research data is 

interrogated to see if this process ensures that a commonly held set of values 

permeates the relationships between teachers, parents, pupils and governors, thereby 

affecting attitudes and behaviour in a positive way. Indeed, such an understanding 

has long been argued within the area of cognitive development research, powerfully 

expressed in the writings of Kohlberg and Power, et al. (Power, I 978; Kohlberg, 

I ~)81). Such work will be considered in chapter 3. 

The argument thus far is that the development of values education is necessary if 

schools are to promote pupils' capacity to reflect on their behaviour and the behaviour 

of others. Values education is set against a background of growing social unease about 

the general state of society. Since I 988, the government has tried to improve 

declining standards by influencing schools to be involved in a range of curriculum 

initiatives aimed at promoting the development of a positive range of values and by 

inspecting the process through Ofsted. However, the government has also introduced 

structures, such as league tables, SATs, Ofsted inspections, that appear to work against 

the development of values education. This is considered in the next section. 

7. Factors working against values education 

As previously stated, this study seeks to ascertain whether an emphasis on values 

education has the potential to raise general educational standards, whilst nurturing 

positive behaviour that can help create a more civilised society. It is arguably the case 

that, since the introduction of the I ~)88 Education Reform Act, there has been a 

growing, yet unintended, imbalance in the curriculum that has militated against 
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values education as defined in this thesis (Great Britain Statute, 1988). This has 

evolved because of the political imperative for primary schools to improve standards 

in the core subjects of English and mathematics. Comparisons were made between 

low standards in the United Kingdom and allegedly high standards in countries in the 

Far East. The Department for Education and Employment (DfEE) stated in its 

numeracy framework that, over the past few years an accumulation of inspection, 

rese,1rch ai1d test evidence has pointed to a need to improve standards of literacy and 

1n1111eracy (DfEE, 1999). The government published its national literacy strategy in 

1997, setting challenging targets for improvement (DfEE, 1998). In 2002, 80% of 

eleven-year-olds were expected to reach level 4 or above in Key Stage 2 English tests. 

In mathematics, the expectation was that 75% of pupils should achieve level 4. 

Teachers have been systematically trained in the content and pedagogy of the 

strategies. This process has marked the first time that government has directly tried to 

influence the way teachers teach. These strategies have had a profound effect on the 

content and format of the primary school curriculum. Added pressure has been 

placed on schools because the standards have been made public at the end of Key Stage 

2 in school league tables. Consequently, many schools have failed to maintain a 

balanced curriculum in terms of the affective and cognitive dimensions, which had 

been the original intention of the Reform Act. For instance, the Act required schools to 

pay attention to: 

... the spiritual, moral and cultural development of pupils ,1t the school and of 
society in order to prepare young people for the opportunities, respons1bi/ities 
and experiences of adult Jife. (Great Britain Statute, 1988) 

Palmer Primary School was similarly subject to the above strategic pressures whilst it 

was developing values education, and the research seeks to establish whether it was 

nevertheless able to maintain its distinctive values-based educational philosophy. The 

school's vision and policy about values education had grown from the practical and 
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theoretical understanding of the headteacher. This included a philosophical reflection 

upon the nature of successful schools and on the elements, such as positive leadership, 

effective management, self review and good relationships that make them so 

(Brighouse, 1991 ). Such a view seems at variance with the practice of Ofsted, which 

concentrates during inspections on evaluating the quality of teaching, measuring some 

aspects of the curriculum, whilst seeming to ignore the more intangible elements that 

contribute to the overall quality of learning. It is the fear of Ofsted inspections that 

has constrained schools to concentrate on what they know will be inspected. It is not 

the intention to argue against accountability in this thesis. Ilowever, the thesis does 

question the wisdom of a system of centralised control, exerted by the government, 

which works against giving curriculum time for the development of effective practices 

that help pupils to develop personal qualities. Ironically, the most pressing reason 

why schools are now reconsidering the affective aspects of the curriculum is the 

statutory requirement that Ofsted inspections report on the spiritual, moral, social and 

cultural (SMSC) development of pupils. 

The research study carefully investigates the claim that the commitment by a school 

community to a clearly articulated set of values enables it to create a learning 

environment that encourages excellence throughout the curriculum. To analyse the 

validity of this claim, data has been collected to determine the degree to which values 

education empowers the individual teacher and pupil, raises morale, and creates a 

culture and ethos that promotes educational excellence, including the raising of 

standards. Documentary evidence, such as the school's 1997 Ofsted Report, will be 

considered to support the school's claims (Ofsted, 1997). 
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8. Key issue: does values education enable pupils to explore and 
internalise positive values? 

The key issue associated with the research question concerns the extent to which 

empirical evidence can support or detract from the assertion that values education 

enables pupils to internalise appropriate values and use them in their lives. 

This qualitative research study considers such issues by taking a longitudinal 

perspective of the introduction and development of values education over six and a 

half years in a large urban primary school. During that period, the staff claim to have 

evolved a consistent approach to teaching and learning that focused on how they 

could work together to underpin the curriculum with values education. Did such an 

approach lead to a deepening understanding, of themselves, the pupils and the 

community? Data has been collected in order to consider the extent to which the 

school's educational philosophy, especially concerning: leadership, management, 

relationships, teaching and learning promote and support the intended development of 

values in pupils. The research process critically examines data to consider whether 

values education at Palmer, by recognising the centrality of values in the curriculum, 

did affect the intrapersonal skills and attitudes of staff and pupils (internal 

dispositions). Objective evidence has been taken from the research of a doctoral 

research student who has examined aspects of the case study school (Fortin, 1995a). 

This comparative evidence provides data to illustrate the distinctive nature of the 

research school's philosophy, particularly of leadership, that has nurtured its 

distinctive approach to values education. The research study therefore investigates the 

degree to which the commitment by a school community to a clearly articulated set of 

values enables it to create a learning environment that encourages excellence 

throughout the curriculum. Scrutiny of the data will determine the degree to which 

values education in the case study school has empowered the individual teacher and 

pupil to raise standards, raise morale and create an ethos that promotes educational 
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excellence. Evidence from external sources has been collected to see if it validates and 

vindicates the work of the school. For instance, the findings of the school's Ofsted 

inspection will be interrogated for evidence that the school's educational philosophy 

and pedagogy are externally validated. 

Superficially, this positive evaluation by Ofsted, which relates to the impact of values 

education, may answer the central research question of this study. However, to 

thoroughly explore this question, the research study goes deeper into the complexity 

of the process of values education by seeking information about a range of 

interconnected issues, some of which are noted below, that seek to uncover the impact 

of values education. These issues, in turn, inform the questions asked of staff, pupils 

and parents, which probe for evidence to support or refute the central research 

question. These issues inform the research conclusions. Data is analysed (see chapters 

8 and 9) about the effects of values education: 

• as an effective means of promoting the development of moral education; 

• as a means to encourage a common moral language 

• as a means to develop positive dispositions in pupils and adults; 

• as a means of encouraging silence and reflection; 

• in promoting pupils' self-esteem and emotional well-being; 

• on the general behaviour of pupils; 

• on academic standards; 

• as a means to improve the pedagogy of teachers. 

In order to address these issues, members of the teaching staff (the main source of 

data) were asked a range of questions that covered the effects of values education on: 
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pupil behaviour, quality of pupil work, academic standards, the teacher's teaching, the 

teacher's behaviour, the ethos of the school, the quality of education and an open­

ended question to capture their general views. Four parents (ancillary source of data) 

were questioned about the values that teachers encourage, whether they thought their 

child was aware and responded positively to values education, if they thought that 

their child's behaviour and standard of work had been affected, whether they 

supported the development of values at home and finally an open-ended question for 

their general views. The questions to the pupils focused on why they thought the 

school had values education and the affect that they and others thought it had on 

them. The purpose of such questioning is to support or refute the four interconnected 

aims that emanate from the study's central question. 

9. Aims and structure of the research study 

In researching whether teaching values improves the quality of education in primary 

schools, the study considers whether the data can lead to the conclusion that three 

fundamental characteristics exist in a values-based school. 

These characteristics are that: 

• underpinning the school curriculum with values education has positive effects 

on the life and work of the school; 

• values education encourages pupils to explore and internalise values, thereby 

developing a range of positive personal qualities; 

• values education has a positive effect on adults in the school community. 

These characteristics form key elements of chapter 10, which draws together and 

interprets the findings of the study. 
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The thesis is structured to ensure that the crucial elements of the research study 

(theoretical background, philosophical framework, literature review, case studies, data 

and conclusions) fit together coherently. To achieve this, a format of ten chapters has 

been adopted that are here explained briefly. 

The literature review is divided between two chapters (chapters 2 and 3). 

Chapter 2 provides a philosophical background to the thesis. The reason for writing 

this is to reason how particular teaching and learning strategies, in values education, 

have developed from philosophical roots. The chapter acknowledges the different 

ethical traditions that underpin different practices. 

The aim of chapter 3 is to explore relevant literature, clarifying key concepts such as 

moral education, spiritual education and values education. It builds on the study's 

philosophical background (chapter 2) to show how particular teaching and learning 

strategies in values education have developed. The chapter gives an account of the 

theoretical framework on which the development of values education, as espoused in 

this research study, rests. 

Chapter 4 examines important ethical issues and reliability of data. It addresses the 

problem of bias and the methods that have been adopted to ensure objectivity and 

critical distance. The importance of undertaking the research, despite inherent 

difficulties, is emphasised. A critical evaluation follows of the strengths and 

weaknesses of adopting such an approach to a piece of academic research, focusing on 

how the difficulties have been addressed. Dispassionate, objective evidence from 

external sources, such as Ofsted, is referred to in this chapter. The chapter concludes 

with a summary of the argument, describing how the literature review, case study and 

comparative case study form a coherent thesis. 
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Chapter 5 focuses on strategy and method that are applied to the research study. It 

gives a rationale for a qualitative case study design, putting the study within the wider 

context of the teacher as researcher. Research strategies are described about how and 

why data was collected. The rationale is given for the type of data collected. Data 

collection techniques are described, as are the methods of managing, analysing and 

reconciling data. 

Chapter 6 is about the case study school and why it was chosen for research. The 

school's aims and philosophy; rationale for its focus on values education are described. 

The chapter includes a comprehensive review of the school's development of values 

education. 

Chapter 7 balances chapter 6 with a comparative case study that looks at data on the 

effectiveness of another school that uses a different approach to values education, yet 

has it at the core of its educational philosophy. This study is not at the same depth as 

that of Palmer but supports the objectivity of the thesis overall. The point of the 

comparison is to enrich the main case study by bringing a different perspective to the 

practice of values education. 

Chapters 8 and 9 form the data analysis sections of the thesis and focus on Palmer. 

The data analyses the views of teaching staff, pupils and parents. 

Chapter 10 is a synthesis of the study. Its purpose is to seek to answer the research 

question: Does teaching values inzprove the quality ol education in primary schools? 

It does this by drawing the various strands of the thesis together into a coherent 

conclusion that lead to one main and a number of subsidiary recommendations. It 

reflects on the key issues of each chapter, which have built the understanding 

contained in this study, and considers their implications for future research. Also, it 

considers what implications the research evidence has for schools and for the future 
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development and implementation of values education. 

10. The potential significance of the research 

The potential significance of this qualitative research lies in its findings and the way 

that they challenge the validity of current mainstream thinking about the nature and 

purpose of schooling. Whilst such a small-scale study can, at best, only identify trends 

from a small sample, it can raise the prospect of more comprehensive research that 

will challenge the notion that the quality of education will only be enhanced as a 

direct consequence of holding schools accountable through a framework of national 

testing and inspection. This study therefore seeks evidence that may challenge the 

ideas contained in the current work of Ofsted and the Government's Department for 

Education and Skills (DfES), which tend to emphasise those aspects of the curriculum, 

such as English, maths and science, which can be more easily prescribed and 

measured through standard attainment tests (SATs). Such measurement and 

accountability is based on a narrow range of measurable outcomes. Such a constricted 

concentration on the core curriculum may give the impression that standards are 

rising (as teachers concentrate on what will be tested). But, whilst basic skills may 

have improved, generally the quality and range of curriculum provision may not have. 

This is acknowledged by the Government in its strategy to meet its targets for English 

and maths whilst encouraging schools to broaden and enrich the curriculum 

(Department for Education and Skills, 2003). Neither has the quality of schooling 

improved in terms of pupil attitude and behaviour. 

The study considers the ideas propounded by educationists such as Paul Clarke, et al 

(Clarke, 2000; Capra, 1996), who state that a paradigm shift is taking place in 

education, away from the modern, mechanistic approach, illustrated above, to an 

holistic, ecological paradigm or systems thinking approach, which focuses attention on 
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systems being integrated. Such an educational paradigm has created a situation 

where, as Clarke (2000) says, a good deal of current reform efforts are increasingly 

desperate, scattergun attenzpts to force an old design to make a difference at a national 

level with a tired syste1n Within this context the study considers if values education 

steps into the future ecological paradigm as a grass-roots approach that emphasizes 

the importance of the individual being educated holistically. 

Professor Bart McGettrick, Principal of St. Andrew's College, Glasgow, has expressed 

the tensions between the two paradigms: 

One of the important trends in education at the present time is the setting of 
standards and targets and objectives. These tend to promote a 'culture of 
accountability' rather than a 'culture of love~ This means that what is valued in 
our education is success and progress as well as achievement and 
11cco111plishment. There is not the emphasis 011 dignity, compassion, trust and 
tnlfh. (McGettrick, 1996) 

The research reflects on whether it is possible for state schools to construct a 

curriculum and supportive pedagogy that promotes the development of a well 

educated, reflective, more stable civil community. The claims of Palmer suggest that, 

when a school seriously develops the moral/ spiritual aspects of the curriculum (that is 

those that positively contribute to the inner world of thoughts, feelings and emotions 

of the pupil), the school community becomes more reflective and harmonious. The 

research considers such claims, including whether reflection, based on a deepening 

understanding of a set of positive values, encourages pupils to take greater personal 

responsibility for their learning and behaviour. The study investigates the reasons 

behind such claims. 

What appears to be missing from most schools and society at large is a shared 

vocabulary that provides a sense of direction and vision about how to create a stable 

moral society. We seem no longer capable because of social changes, such as the 

disintegration of the extended family and even the traditional family unit, to pass on to 
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future generations the story of who they are, a role now often undertaken by mass 

media. As Jonathan Sachs has argued: 

A society holds together through the quality of its shared values (virtues), which 
are produced through a shared conversation. (Sachs, 1997) 

11. Conclusion 

In summary, the main thesis of this research study is, first, that if a school seriously 

develops the ethical aspects of the curriculum, through a programme of values 

education, the school community becomes both individually and collectively more 

reflective; second, that this process encourages a shared understanding about the way 

people in the school should behave and learn together and thereby improve the quality 

of education. 

Currently (October 2005), the school curriculum is primarily biased towards a one-

dimensional model, concerned with crude achievement targets. Despite recent reports 

(DfEE, 2003), it is one that gives scant attention to the affective aspects of the 

curriculum and a positive school climate. It fails to prioritise time to be assigned for 

the development of personal qualities that nurture values and support civilised action 

(DfEE and QCA, 1999). In order to be educated virtuous people, pupils need to be 

given opportunities to develop the skill of reflection, of inner thoughtfulness. Socrates 

is reported as saying that the unexa111ined life is not worth living. In order to 

encourage the examined life schools need to encourage reflective self-examination. 

The wisdom of the Dalai Lama, quoted below, needs to find expression in the school 

curriculum. 
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It is also inzportant to realise that transforming the heart and mind in order that 
our actions become spontaneously ethical requires us to put the pursuit of virtue 
at the hc:1rt ol our ciluly Jives. This is because love and compassion, patience, 
scnerosity, hi11nl1ity, :1nd so on are :1// complementary. Because it is so diilicult 
to enuficate alilictive enzotions, it is necessary that we habituate ourselves to 
their opposites even before negative thoughts arise ... What we are talking about 
is g,1iJ1I11g experience of virtue through constant practice and fam1Jiarisat1011 
such that it beco111es spontaneous ... we need to be ski/iii/ in our endeavours to 
tn1nsfon11 our habits and dispositions. (Lama, I 999) 

This thesis explores whether developing a values-based approach to Primary 

Education enables pupils to act virtuously. The next chapter considers the issues 

considered in this chapter in the context of a philosophical perspective. 
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Chapter 2. Literature review: the philosophical background 

1. Outline of the chapter 

The literature review is divided between two chapters (chapters 2 and 3). This chapter 

aims to provide a philosophical background illustrating how particular teaching and 

learning strategies in values education (see the literature review in chapter 3) have 

developed from philosophical roots. The chapter acknowledges the different ethical 

traditions behind diverse practices. 

Underpinning the practice of values education in Palmer Primary School is a 

particular philosophical view of values and values teaching. In this chapter that view 

is contrasted with other traditions and practices. The chapter develops, builds upon 

and proceeds from issues introduced in chapter 1 concerning the development of a 

values-based approach to primary education. It seeks to give a philosophical context 

to the study's research question, Does teachi11g values i111prove the quality of educatio11 

in pri1nary schools? A diverse range of argument and opinion complicates the process 

of sifting through the considerable volume of literature. It is clear that this review of 

literature cannot do justice to the complexity and subtlety of the issues covered, 

particularly when any one of them may be the subject of many books. Forming a 

unified picture of the philosophical background of values education is complex, 

because the literary extracts represent contrary viewpoints and unresolved 

disagreements. Despite these constraints, the chapter seeks to establish a convincing 

argument for a philosophical understanding of values education. 
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2. The philosophical framework for values education 

2.1 Introduction 

By taking an historical perspective the chapter seeks to show how moral education has 

been at the heart of the philosophy of education. It reviews seven major philosophical 

positions that espouse key arguments surrounding the question of whether it is 

possible to educate children to be virtuous. Furthermore, cutting across such a set of 

philosophies are different views of human nature (intrinsically good, bad or flawed), 

which are reflected in different views of values education. This overview of the 

tradition of moral educational philosophy is critically examined and describes what 

led to the person-centred, caring philosophy, which was developed by MacMurray 

and reflected in the writings of Noddings and Fielding, aspects of which can be 

identified in Palmer Primary School. 

Being necessarily selective, it does not cover all possible influences, such as relativ1sn1. 

It acknowledges that any grouping of educational philosophers is, to some extent, 

arbitrary and is not meant to imply that they sit within a set framework of ideas. 

However, in a general way, the account recognises, the different major ethical 

traditions that underpin varying moral practices. The seven positions may be briefly 

explained as: 

1. the rationalist view of Plato, in which a few have real insight into the 

nature of the 'good' (and where knowing the good leads to being good). 

The rationalist view emphasises the development of an elite, the guardian 

classes, that gives society its moral leadership; 

2. the virtues ethics of Aristotle; 
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3. the religious basis of values education, based on doing God's will, that can 

be seen in an extensive range of writers, exemplified in the philosophies of 

St. Augustine and Wesley; 

4. the empiricist position of Locke, in which values are identified with 

appropriate behaviours arising from training and conditioning; 

5. the rationalist ethics of Kant, acting from universal principles (the 

categorical imperative), with respect for the rule of law where those 

laws/rules can be universalised; 

6. the idealism (in the sense of the ideal type) expounded by Roussseau, which 

influenced the educational philosophies of Pestalozzi and Froebel; 

7. moral educational philosophy, based on developing relationships of mutual 

respect and caring within a community, as illustrated in the work of 

Montessori, Buber, MacMurray and Noddings. 

Aspects of some of the categories listed above appear to have had more impact on the 

work of the school (for example, the seventh category based on the nurturing of 

mutual respect and care) than others. The key points are identified and listed to 

consider whether elements of them exist in values education at Palmer. 

2.2 The philosophical roots of values education 

At Palmer, values education may be considered as one of a number of current, explicit, 

pedagogical responses to the historical tradition of ensuring that the education of 

children has a moral purpose. Other examples include theoretical approaches to 

moral education based on values clarification, character education and 111oral 

reasoning (chapter 3). As an aim of education, moral education can be seen as central 

to the thinking of a range of philosophers, spanning the last two thousand five 

hundred years. A representative sample includes Socrates, Plato, Aristotle, Saint 
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Augustine, Erasmus, Comenius, Locke, Wesley, Rousseau, Kant, Pestalozzi, Froebe!, 

Dewey, Montessori, Buber and Noddings. Setting values education within this 

philosophical historical context illustrates the intellectual background that has led to 

its development. It is important to consider this context in order to grasp the 

pedagogical foundations on which values education rests. The following paragraphs, 

drawn selectively from a study of major philosophers in education, give an overview 

of the development of this tradition (Palmer, 2001). 

2.3 Socrates and Plato - developing a rationalist philosophy 

An examination of the three major philosophers from the Greek tradition, namely, 

Socrates (469-399BCE), Plato (427-34 7BCE) and Aristotle (384-32ZBCE) illustrate 

the roots of western educational moral philosophy and the first and second positions 

illustrated in section 2.1 above. 

As Socrates did not leave any writings of his own, we rely on Plato and Xenophon for 

an understanding of his thoughts (Rowe, 2001). From what they record, we are left 

with the understanding that Socrates believed in the power of reason in the search for 

truth. He considered that this search, powered by the desire for one's own good 

(happiness), would lead to self-realisation. Plato's Apology (38A) records Socrates as 

saying, that the unexamined life is not worth living for :1 hu111an being. He considered 

that such examination would encourage people to behave virtuously to the self and 

others. He also considered that a person could only be happy when doing what was 

morally right. He was not a sophist (someone who thinks they know), but a 

philosopher (one who loves wisdom) maintaining that he knew little but tried to 

achieve insights by seeking truth. Socrates put enormous weight on the process of 

being actively engaged in philosophy. He hints, in the dialogues of definition (see 

Laches, Chamides), that it is only by engaging in philosophical discourse that people 

can develop an understanding about how they could live their lives and how they 
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could respond in particular circumstances. From this understanding, he developed the 

Socratic method, which is about questioning and reasoning things out, rather than the 

direct transfer of knowledge. It enables students to search for truth and thereby 

clarify their understanding of the world. The method relies heavily on the faculty of 

reason. Whilst being aware of the pitfall of putting too many diverse views within a 

rationalist heading, it is nevertheless possible to trace the development of these ideas 

and locate them in the current pedagogy associated with 1noral reasoning (see chapter 

3). Socrates, as seen by Plato, is deeply concerned too with the well-being of others. 

His philosophising is concerned with not merely caring for the self but also for others 

who should always be treated justly (Apology 29D-30D). It is possible (see chapter 6) 

to identify three aspects of Socratic thinking in the case study school, namely, the 

encouragement of Socratic dialogue (doing philosophy), thinking things through 

(using reason) and caring for others as well as the self. 

Plato, like his master Socrates, reasoned that the most important business of life is 

morality (Waterfield, I 993). His underlying philosophy was based on dualism, 

believing that reality is divided into two regions: the world of senses and the world of 

ideas. In the world of senses, we can have an incomplete knowledge since everything 

in this world is impermanent. However in the world of ideas, we can have true 

knowledge by using our reason. We have senses that are unreliable because they are 

based in an impermanent body. However, we also have an immortal soul in the realm 

of reason. As the soul is not physical, it can look at the world of ideas and conceive 

perfect forms. Plato believed that the soul existed before it inhabited the body, that in 

the body it has forgotten all the perfect ideas but yearns to get back to the perfect 

forms (the soul yearning to get back to its true origin) (Gaarder, I ~195: 69). 

Plato's views about moral education developed from this philosophy. Moral education, 

usmg reason, was for the elite. He believed in an elite because he reasoned that, 
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because of their nature, only a few (the people of gold) could perceive the form of the 

good. They were to be nurtured as the guardians of society. Hence, a rather 

paternalistic view of teaching virtue can be identified in Plato's thinking that limits the 

attainment of insights in moral matters to the guardian class and the philosopher king. 

These people would lead the many on moral matters and demonstrate that the morally 

good life alone ensures happiness and brings human fulfilment. This requires rational 

understanding of the virtues of human nature and of truth. Plato put wrongdoing 

down to a failure to recognise the truth. He considered vice as a form of ignorance, a 

failure to see the good. Plato argued in The Repubjjc that, in the early years of 

education, the child's environment needs careful monitoring because children absorb 

every impression that anyone wishes to stamp on them (Waterfield, 1993: 377). 

When the child's character is trained, he will develop love and morality. Plato does 

not recommend the unchallenged development of autonomy (personal freedom) by 

allowing children to choose their own values and behaviour. Rather, he affirms the 

need for the young to have the opportunity to be educated into the process of rational 

enquiry and an understanding of personal and social values as the method for 

attaining disciplined autonomy. Plato says: 

That a proper cultural educatio11 (1nusic a11d literature) would e11able a 
perso11 ... eve11 whe11 you11g ... a11d still i11capable of' ratio11ally understanding 
why ... rightly (to) co11dem11 and loathe co11tempt1ble things. A11d then the 
ratio11al mi11d would be greeted like an old f'rie11d whe11 it did arrive. 
(Waterfield: 10) 

In summary, Plato's specific views on values education affirmed the need for the 

young (limited to children of the ruling class) to have the opportunity to be educated 

into the process of rational enquiry. The process enabling them to understand 

personal and social values as the method for attaining disciplined autonomy. 

Plato's ideas challenge an underlying assumption of this thesis that children (ages 5-

11) can understand personal and social values, thereby behaving morally, despite 
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having limited experience of life. The following section considers Aristotle's 

perspective on moral development. 

2.4 The virtues ethics of Aristotle 

Aristotle studied at Plato's Academy. I le challenged and further developed the 

contemporary ideas about children's moral education (Hobson, 2001). It is clear from 

the foregoing that Plato used his reason to perceive the good. Aristotle also used his 

senses and intuition. Aristotle emphasised the nurturing of morally appropriate 

behaviour in the young. He argued that children should be taught how to act morally. 

As they matured, they would then be able to understand, as their actions would be 

based on sound moral principles (Hobson, 2001). But, moral education, the pursuit of 

virtue (arete), inner excellence, was to be gained through practice and contemplation. 

Here can be seen a connection between living the virtuous life and personal happiness 

and fulfilment. The term virtue is used extensively in this study; being defined as 

proposed by McLaughlin and Halstead: 

A virtue is :1 trait or state of character ola person which is relatively entrenched 
and which specill"es ai1 excellence ol some kind acquired and developed over 
time which is exhibited no11-sporadically and non-arbitrarily. (McLaughlin and 
Halstead, I 999: I 34) 

The active guidance by parents and teachers that enabled the pupil to become just by 

performing just acts was central to Aristotle's model for moral education. He assumed 

that parents had a sufficient understanding to be engaged in the early stages of moral 

development. I le reasoned that beginning the child's education with the development 

of moral habits would lead to the habit of doing things right. Thus, Aristotelian 

thinking about moral education may be considered as the foundation on which the 

theory of values education, as exemplified in this study (see chapter G), has been built. 

Aristotle considered that moral action could be seen to have three main characteristics 

or motivating factors: acting with knowledge; choosing an action for its own sake; 
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action coming from the disposition of character (not through habit or fear). He was 

advocating a form of education, a kind of apprenticeship into a way of life, which is 

built on intrinsic values. Young people were to be educated to be on the inside of a 

social way of life, characterised by certain dispositions or virtues. These embody the 

form of life that is seen to be good. Aristotle's thinking is significant for this thesis 

because it rests on the ideu that schools should embody the virtues of the good life. 

In concluding this section, it is clear that there are arguably two distinctive traditions 

of moral education that stem from the thinking of Plato (rationally seeing the 'good') 

and Aristotle (developing the right habits and their virtues). Aristotle's focus on 

nurturing virtues may be identified as the basis for the work of Rousseau, Buber and 

most recently Noddings. 

The next section looks at a third general philosophical position that is expressed by 

philosophers representing religious traditions. For such people, moral education only 

makes sense when considering man's relationship with God. In previous sections the 

development of morality has focused on using reason or developing virtues. The next 

section considers the foundation of moral education being located in obeying God's 

law. 

2.5 The religious basis of values education 

A brief resume of educational philosophical thought would be incomplete without 

references to particular Christian influences. (It is acknowledged that non-Christian 

religious sources are also important.) One significant tradition has been the 

development of values as an expression of God's will as espoused in the Bible. In 

previous sections the development of morality focused on using reason or developing 

virtues. I lowever for moral development, the religious position is rooted in the 

distinctive religious position that human nature is flawed and that there is a need in 

some way to discipline and thereby control errant behaviour. This is achieved by 
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obeying God's law. In making this generalisation, it is recognised that the Christian 

tradition did not simply rest on the teaching of the Bible. For instance, St. Augustine 

argued as a neo-Platonist, but in the 13th century, with the rediscovery of Aristotle's 

texts, Aquinas synthesised the Aristotelian corpus with Christian theology, thereby 

reconciling reason with revelation. 

The distinctive point is that the Christian tradition propounds a view that human 

nature is essentially flawed. It therefore follows that there is a very strong religious 

basis for values education being based on the belief that the moral life (the good life) 

should be based on obeying God's laws. Schools belonging to some Christian religious 

foundations espouse this doctrine. Such a philosophical position can be seen in an 

extensive range of Christian writers, briefly exemplified in this thesis by reference to 

St. Augustine and Wesley. 

Saint Augustine's (354-430) Lonfessions written in about 397 give a fascinating 

insight into education at that time and his own thinking about moral education and 

the role of the teacher (Fitzpatrick, ZOO I). Augustine did not expound a coherent 

educational moral philosophy but it is possible to glean from his words of advice, his 

thinking in relation to moral values. For instance, he considered that the teacher 

should have a positive outlook, look at the condition of the pupil and then give all 

necessary positive encouragement. I le believed that free curiosity has greater power 

to stimulate learning tlwn rigorous coercion (this statement shows his personal 

resentment of the physical discipline inflicted by his Greek teachers) (Confessions 

I.xiv.23). I le continues, we should endeavour to give instruction that will touch his 

heart and lead hin1 on to better things (Confessions l.v.9). His instruction to teachers 

resonates with much current thinking about the development of moral education 

through values education (see chapter 3). He says, citing 1 Corinthians xiii, Go out to 

the (child) ... speak as il we were re111i11ding hi111 ol what he already knows. His 
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difficulties should not be set aside, but discussed in a modest conversation. All matters 

should be brought back to the better way ... the way of love (1 Corinthians x). 

Augustine acknowledges that difficulties may lie in the teacher and that such private 

worries may impede the teacher's efficiency. A key to effectiveness as a teacher lay in 

learning with the child and being patient. The pupil makes what he learns his own 

through an inward process enabled by the grace of God. The development of a moral 

life may be considered as linked to obedience to God's laws. 

John Wesley ( 1703-1791 ), the founder of Methodism, was born the year before Locke 

died (see next section). He exemplifies a particular moral philosophy that has 

impacted on the pedagogy of many schools. He rejected the current rising view 

(Rousseau's) about human nature and liberal notions on the upbringing of children. 

Instead he based his philosophy on the doctrine, rooted in an interpretation of the 

Book of Genesis in the Bible, that man's fall from Crace had left him imperfect (Rack, 

2001). Because of this, the only path to redemption and salvation was to impose on 

children, who are naturally sinful, a strict upbringing and education based on 

obedience and godliness. He put his philosophy into practice by founding Kingswood 

School ( 17 48) and a few charity schools. In these, he insisted that teachers constantly 

accompanied the children (Wesley, 1772a). He thought that the will of the child 

should be broken and he insisted on a draconian system of corporal punishment. He 

believed that, the bias of nature is set the wrong way Education is designed to set it 

right (Wesley, 177Zb). A strict upbringing was imposed to control the child before 

corruption could set in, such as rising at 4.00am to undertake academic work and 

religious exercises. Wesley used a German proverb to support his notion that children 

should not play: he that plays as a boy will play as :1 man (Wesley, 187Zb). Recreation 

at Kingswood consisted of walking, gardening and other physical labour, always 

accompanied by the teacher. The important theoretical position espoused in this 

section is that the basic nature of people is flawed and it is only by obedience to God's 
39 



will, and the Grace of God, that it can be rectified. Children, Wesley argued, are 

incapable of doing this unless they are subjected to imposed discipline that curbs their 

flawed nature. 

Such strict views may be contrasted with the more enlightened views of a fourth 

philosophical tradition, those associated with empiricism. 

2.6 An empiricist's position on moral education 

The empiricist, John Locke (1632- I 704), identified values with appropriate 

behaviours and habits, arising from training and conditioning (Smith, 2001). His 

work has been selected because it illustrates an empirical 17th century perspective on 

the development of moral education that does not encompass the romantic view of 

childhood (e.g. Rousseau) yet has liberal (humane) elements. In Locke's publication, 

.._~0111e Thoughts on EduCLltJ(}n (I 693) he reasoned that the aim of education was to 

produce a civil adult. As an empiricist (deriving knowledge from experience alone), 

he considered that the mind of an individual might be likened to be a blank sheet 

(tabula n1sa) on which experience is written (Epstein, 1982). However, he thought 

that children have an original temper (character) imprinted on them. He believed 

that, God has st:1111pt cerf/1111 Clwn1cters upo11 Mans MI11ds, which the teacher should 

observe and, without wasting time, help the child to improve them. He expressed this 

understanding thus: 

A Soz111d MI11d in Ll Sound Body, is 1n short, but lull Descnption of' a Happy State 
in this World: He tlwt lws these Two, has little 111ore to wish f'or ... of all men we 
111eet with. Nine H1rts of' Ten are what they are, Good or Evil. usef'ul or not, by 
their educ,1t1on 'Tis that which nzakes the great IJ1ff'ere11ce i11 Mank1nd· The 
little, and :1l1110st b1sens1ble !111pressio11s 011 our tender !11fa11cies, have very 
inzportant a11d MstI1Ig Consequences. (Yolton and Yolton, I 989) 

He thought that children should be taught rules and that these should be practised so 

that they became intrinsic habits. The educated person (17th century young 

gentleman) was to be one who worked to strengthen reason whilst having the capacity 
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to withstand desires. The significance of the empirical view of moral development is 

that it supported a form of education that largely ignores the innate dispositions of the 

child. Instead, it seeks to instil civilised behaviour, based on a set of rules that enables 

the child to adopt moral behaviour. B.F.Skinner further developed this empirical view 

of education in the twentieth century, which led to the development of pedagogy 

based on behaviour modification (Skinner, 1978). 

2. 7 The rationalist ethics of Kant 

It is important to consider the outstanding contribution of Immanuel Kant (1724-

1804) to moral philosophy. His influence on Pestalozzi, and later, on philosophers 

such as Hare, and educational theorists such as Kohlberg, has been profound (Hare, 

1981; Kolhberg, 1981 ). He did not write exclusively on the subject. Published in 

1781, his major work was Critique of Pure Reason (Kant, 1998). He liked the ideas of 

Rousseau, disliked the conformity advocated in contemporary education and made the 

concept of i1uto11on1y central to his educational thinking (Dickinson, 2001). He 

supported Rousseau's claim that, obedience to a law which we prescribe to ourselves is 

liberty (Kant, 1909). His arguments are complex and detailed and any attempts at 

simple explanation detract from their power and understanding. Kant argued that we 

have the potential to be autonomous because our reason is not dependent on natural 

laws. He maintained that our reason exists, outside of the spatio-temporal world of 

our experience, in the realm of what he described as 11ol11nena. This was his term for 

intellectual intuition devoid of aspects of phenomena. Reason therefore, as a function 

of mind, can be independent and people can act autonomously. It was this argument 

that led him to assert that obedience to a law, which we prescribe to ourselves, is 

liberty. This is because reason has prescribed the moral law, it has not been imposed 

by cultural norms. Therefore, for Kant, an act is only moral if it is done for its own 

sake, out of pure reason, and not, for example, out of habit or deference (Kant, 1909). 
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This is what Kant described as the categorical imperative (the clear-cut, vital, essence 

of the law of morality: unconditional moral obligation derived from pure reason). 

Kant expressed the categorical imperative using three practical principles: 

Act only on that 1naxi111 (subjective principle of action) whereby thou canst at 
the s,1111c ti111e will tlwt it should be a universal Jaw. (Kant, 1909: 38) 

.So act !ls to tre:1t hunwnity, whether in thine own person or in that of any other, 
in every CllSe :1s :111 end withal, never as means only. (Kant, 1909: 4 7) 

Lo11s1der the ide:1 o[ the will of every rational being as a universa/ly legislative 
Will. (Kant, 1909: 49). (The will is subject to the law and also gives it.) 

L'sing these practical imperatives (principles) enables the child to move from natural 

inclinations, based on desire, to a position of making a reasoned moral decision based 

on the notion that it is the right thing to do per se. Thus, although we are causally 

determined parts of the world, we have the capacity to act as autonomous moral 

agents. The aim of education is the development of autonomous moral character 

thereby creating a moral society and potentially perfecting the human race. The 

teacher has to enable the child to move from the non-rational, and therefore non-

moral, to act autonomously from the moral law. Kant appears to advocate a pedagogy, 

that develops understanding and autonomy, based initially on nurturing capacities in 

the child, then introducing discipline (that does not stifle freedom) and instruction. 

Such pedagogy, based on personal freedom, can be identified in the work of Pestalozzi. 

2.8 Rousseau's idealism and the ideas of Pestalozzi, Froebel and 
Dewey 

In contrast to both Kant and Wesley is the romantic notion of childhood espoused by 

Jean-Jacques Rousseau (1712-1778). Rousseau's idealistic notions about education 

have had a profound influence on later writers and educationists (O'Hagan, 200 I). 

He wanted to demonstrate that an individual could be educated to be autonomous in a 

corrupt society. 1-Ie set about arguing this proposition in his book E111i/e. He 
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maintained that if the student and teacher withdrew from society, the aim could be 

achieved. I le believed that: Everything is good as it leaves the hands of the Author of 

things. Everything degenerates in the hands of man (Rousseau, 1979: 37). He rejected 

the notion that man is naturally flawed at birth, believing that man is naturally good, 

loves justice and order and that there is no original sin in the human heart. Rousseau 

argued against the acquisition of a moral vocabulary before the age of reason because 

he believed that the child could not grasp the concept of being moral until puberty. (A 

claim this thesis challenges.) Until this age the child is driven, he argued, by innate 

goodness. Rousseau's heuristic approach to education was to ensure that the child 

became autonomous, nzaster of oneself, above all master of one7s imagination (Palmer, 

200 I: 56). His philosophy influenced Kant and progressive educational thinkers such 

as Pestalozzi, Froebe!, Dewey and Montessori. 

Johann Heinrich Pestalozzi (17 46- 1827) examined the problem associated with the 

relationship of the school system and the public morality of the people it helps to form 

(Trohkr, 2001). He advocated three stages of education (elements of which can be 

seen in Palmer). These were: family life; altruistic impulses encouraged in practice; 

reflection on everyday life, enabling children to develop an internal state that would 

enable them to understand the nature of moral judgement. He wrote in How Gertrude 

Teachers her children ( 1801), that the love of the (ideal) family, especially that of the 

mother is crucial if the child is to develop goodwill. He reasoned that the head, body 

and heart should be developed, to lead the individual from a state of nature to a state 

of morality. Pestalozzi was deeply admired by Froebe!, who developed a more holistic 

system to connect education much more with real life. 

A major figure in the history of early childhood education, Friedrich Wilhelm Froebe! 

(1782-1852) is seen as the originator of the term child-centred education. This meant 

placing children at the centre of their worlds (not the centre of schooling as this term 
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has often been misinterpreted to mean). He was influenced by the ideas of Comenius, 

Rousseau and Pestalozzi but transformed their ideas (Walsh, Chung, et al, 2001 ). In 

his book on the educational principles of early childhood, The Education of Man, he 

wrote, in the period ol childhood, J11a11 (the child) is placed in the centre of all things, 

and :1/1 things :1re seen only 1i1 relation to himself, to his file (Froebe!, 1886). He was 

convinced that contemporary schooling was disconnected from real life and he 

devoted his life to arguing that a child's learning experiences should be rooted in first 

hand, practical, real life situations. He argued that teaching should be linked to 

knowledge of the laws of child development. His educational philosophy was not 

rooted in Kantian 'reasoning', but in the proposition that, since the young child learns 

through the senses, not through reason, early childhood (0-8) should be spent in 

purposeful play, engaging and acting upon objects in order to gain an understanding 

of the world. These objects he called gif'ts (e.g. series of cubes) and occupations (e.g. 

craft activities). Froebel's influence on educational thinking in England and elsewhere 

has been profound, as has been that of John Dewey who was committed to 

encouraging participatory democracy in schools. 

John Dewey's ( 1859-1952) book, The School and Society was published in 1899. In 

this he stressed the need for American schools to develop as democratic communities 

(Apple and Teitelbaum, 2001). Ile asserted that the key to promoting this concept was 

to ensure that schools should be miniature communities that actively fostered 

democratic princi pies. He said that we must: 

make each one olour schools i1n en1bryonic co111111unity life, active with types ol 
occupations that reflect the larger society, and per1neated with the spirit o[ art, 
history, and science. When the school introduces and trains each child ol 
society into 1ne1nbership within such tl little co111111unity, saturating hin1 with the 
spirit of service, and providii1g luin with the instn1111ents ol ellective sell-­
direction, we shall have the deepest guara11tor of a larger society which is 
worthy, lovely and hannonious. (Dewey, 1899: 39-40) 

Whilst stressing that the school curriculum should be linked to the interests and play 
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of the child, he criticised the notion of extreme child centredness (Dewey, 1916: 194-

206). He believed that freedom was not an end in itself. For him, the role of the 

teacher was to nurture the pupil's natural curiosity in finding out about the world and 

then providing positive educative experiences and sustained intellectual development. 

This section has considered the distinctive influences on the development of education 

of Roussseau, Pestalozzi, Froebel and Dewey. In summary, these are that Rousseau 

believed that man is naturally good and not flawed at birth. However, he did not 

support the acquisition of a moral vocabulary before puberty, believing that until then 

the child could not grasp the concept of being moral. Conversely, Pestalozzi advocated 

that to enable children to understand the nature of moral judgement education should 

be linked to three stages of education: family life; altruistic impulses encouraged in 

practice and reflection on everyday life. Froebel, however, argued that a child's 

learning should be rooted in purposeful play. This philosophy grew out of his 

understanding of child development and a belief that learning is promoted by using 

the child's senses. Finally, Dewey stressed that the school curriculum should be linked 

to the interests and play of the child but criticised the notion of extreme child 

centredness. Instead he stressed the need to develop a democratic community fostered 

democratic principles. 

The indirect influence, associated with the values of these philosophers, is identifiable 

in the case study of Palmer (chapter 6). This thesis builds on their values. 

As a contemporary of Dewey, Maria Montessori (see below) proposed a unique form 

of education that challenged the notion of pupils as passive receivers of knowledge 

opening the way for another major philosophical tradition. 
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2.9 Moral philosophical tradition based on developing relationships of 
mutual respect 

This is the last of the major philosophical traditions discussed in this chapter. Its 

influence can be identified within the pedagogy of values education as described in the 

case study school (see chapter 6). At its heart, educators within this tradition argue 

that schools should focus on developing positive relationships, caring, respect and 

mutuality within a community. To illustrate the philosophical tradition the work of 

Montessori, Buber, MacMurray, Noddings and Fielding is described below. 

Maria Montessori (1870-1952) challenged the western pedagogical thought that 

drew distinctions between the worlds of home, school and community (Martin, 2001). 

None before her had argued that school should replicate aspects of the ideal home. 

School had been seen (and to a large extent still is to-day) as a bridge between home 

and community, socialising the child into cultural norms. There is an implied 

assumption that the child's home is a natural environment that functions 

appropriately for the nurturing of the child prior to attending school. Good parenting 

is assumed and little help is given to prepare people for carrying out the range of tasks 

associated with the role. Montessori challenged the assumption that school is a bridge 

between home and community in her book, The Montessorj Method (Montessori, 

I 972). She expounded the theory and practice of the Casadei Bambini (the children's 

home). ror there to be peace in society, she argued that children needed to be 

educated in a process where home, school and society were seen as continuous. 

Montessori wanted each school to represent the model of an ideal family. The school 

environment should be safe, secure, loving, encouraging the development of right 

character. The emphasis was to be on individualised learning that encouraged each 

child to care for others. She maintained that putting children in the wrong 

environment would lead to abnormal development (dysfunctional adults). For her, the 

child must no longer be consjdered as the son ol111an, but rather as the creator and the 
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lather o[ 1nan (Montessori, 1972: I 04). Maria Montessori's educational philosophy 

sympathetically resonates with her contemporary Martin Buber. 

A major influence behind the writing of this thesis, and a key to its significance, is the 

notion about different types of relationships espoused by Martin Buber (1878- 1965). 

As is described in chapter 6, Palmer set out to enable pupils to develop meaningful, 

positive relationships with the self and others. Buber's work explains the importance 

of doing this. Throughout his life Martin Buber was deeply affected by the fact that 

his mother left him when he was three years old (Thompson, 2001). Older children 

told him that she would never return. As a consequence of this experience, he later 

coined the expression vergegnung (mismeeting) to represent the failure to have a real 

meetin~ between people (Buber, 1973: 22). He devoted his life to exploring how real 

meetings can be achieved. He described two types of relationships: I-Thou and I-It 

(Buber, 1970). Throughout life we can choose which of these relationships to have. 

The I-Thou relationship he described as existing when participants are fully 

participating in a situation, whereas the I-It relationship is functional, automatic and 

allows us to negotiate our daily existence. In order to enter into I-Thou relationships 

we have to cultivate a sense of true presence allowing the true self to sense the 

experience. Such an experience gives the individual the sense of being really alive. He 

translated this philosophy into the school setting by maintaining that at the heart of 

the teaching process is the key, most decisive, relationship of teacher and pupil. The 

teacher must gain the trust of students and be able to be empathetic to them. Buber 

expected a great deal from teachers and saw them as more that facilitators of 

knowledge transfer. Buber's influence on the affective dimensions of education can be 

seen in the current work of current educational philosophers, such as Nell Noddings, 

whose work is comprehensively featured next. 

The remainder of this section looks at the contemporary work of two educational 
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academics (Noddings and Fielding) whose formative educational philosophies have 

much in common with the philosophy of Palmer (a more detailed account is in 

Appendix 1 ). Nell Noddings, Professor of Education at Stanford University, bravely 

challenges the belief that a general education based on the liberal arts is the best 

education for all. She is aware that criticising Hberal education within academe is Jike 

criticisbzg motherhood h1 ,1 nzaternity ward (Noddings, 1992: 28). Indeed, many 

exponents of liberal education would not recognise or accept her (American 

grounded) idea of liberal education. For instance, R.S.Peters maintains that tl liberal 

edua1tion ... is one that stresses the pursuit ol what is worthwhile lor what is intrinsic 

to it ... is not narrowly confined to particular perspectives ... is incompatible with 

mlfhorit,1n~111is111 and dog11zatisn1 (Peters, 1981). Halstead too, in giving a 

comprehensive analysis of the term, highlights its long history and range of meaning 

(Halstead and Taylor, 1996: 23). He suggests that it encompasses a range of values 

typically associated with liberal education, which include personal autonomy, equality 

of opportunity. These in turn are based on the three fundamental liberal values of 

freedom, equality and rationality. 

Noddings, however, does not argue from such a perspective of liberal education. She 

suggests that the history of liberal education is rooted in the classical education of 

gentlemen. She argues that it was used as a device to perpetuate a class structure by 

only giving sections of the community access to it. She develops her argument by 

stating that she believes that in more recent years liberal education has been 

inadequate for preparing students for living in the contemporary world. It is often not 

seen as relevant to students. It perpetuates a myth that the same education is 

appropriate for all students, ignoring the different capacities of individuals. The focus 

on the logical mathematical aspects (with its emphasis on rationality, such as abstract 

reasoning) neglects important aspects associated with feelings, concrete thinking, 

practical activity and moral action. 
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She criticises the current form of liberal education for the contemporary focus on a 

narrow curriculum, based largely on verbal and mathematical achievement, and 

argues that it cripples many whose talents and abilities lie elsewhere. She asserts that 

a radical change is required, in both curriculum and teaching, to reach all children, 

not just the few who fit our conception of the academically able. This part of her 

argument is unconvincing, as she seems to ignore the ideals of liberal education 

(inducting pupils into the arts or the humanities where emotions are engaged in key 

issues of human living) with what now exists as a narrowly defined curriculum. For 

her, the tradiHonal orga17isat1on of schooling is intellectually and morally inadequate 

for conte111porary society (Noddings, 1992: 173). She argues that the curriculum 

should be based on our growing understanding of multiple intelligences (Gardner, 

1983) and the great variety and variability of children. Such a basis would support a 

drive for the human dimension to be put back into schools, which she sees as having 

become dehumanised. 

Noddings argues that if we want our children to be kind, moderate and nurturing then 

the general focus of the teacher should be to promote the concept of care, which 

would enable teachers to address the unique talents, abilities and interests of children. 

She argues that, in the future, students need to develop the capacity to care for 

(respect) the self, intimate others, distant others, the living environment, the world of 

objects and ideas. 

Having rejected the traditional notion of liberal education Noddings builds an 

alternative vision for the curriculum. Readers are challenged to begin with 

envisioning themselves as wise parents of a large heterogeneous family and to consider 

what they want for each of them. This deliberation reflects the view of Dewey ( 1902) 

who stated that what the best and wisest parent wants for his own <.,,-i}Jild, that 111ust the 

com111unity want for all its children. Any other 1de"1l for our schools is narrow and 
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unlovely; acted upon it destroys our democracy. 

Noddings (1992: 60) considers whether schools are really supportive places for 

children with genuine intellectual interests. The current curriculum gives limited 

opportunity for the consideration of fundamental existential questions that can 

motivate students. The alternative vision challenges schools to develop the existential 

aspects of the curriculum, which are related to the attitudes, passions, connections, 

concerns and experienced responsibilities of the student. Consideration of the 

existential aspects of the curriculum leads to care being its central concept. 

The curriculum would feature what she calls centres ol care that would develop key 

human capacities. An example would be the care of the self, which would integrate 

aspects such as nutrition, hygiene, physical exercise, appearance and health. It would 

also look at the intellectual and spiritual aspects of the self. Topics would be arranged 

that would be of general concern and small groups would concentrate of specialised 

interest subjects. Genuine dialogue, rather than control, would be a feature of the 

school. The aim would be shared living and responsibility. Thus, the moral purpose of 

education would be restored as schools become committed to the great moral purpose: 

to care for children, so that they, too, will be prepared to care. The traditional model 

of the educated person needs to be replaced with a multiplicity of models designed to 

accommodate the multiple capacities and interests of students. Such a formative 

philosophical position resonates with the British philosopher Michael Fielding, who is 

currently challenging the assumption that schools should be structured around the 

theoretical model of high performance institutions (see Appendix 2). Fielding (2002) 

argues that the current emphasis on school effectiveness will inevitably fail to meet the 

needs of pupils and proposes the establishment of person-centred schools as a viable 

alternative. Although Fielding would not lay claim to the intellectual stature of many 

of the philosophers cited above, nevertheless his views, which draw on the 
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propositions expounded by MacMurray (1941), further develop the Aristotelian 

tradition and therefore warrant inclusion in this section. Fielding's preferred person-

centred model is a logical development of the philosophical tradition that focuses on 

the holistic development of the pupil. It empathetically resonates with the work of 

other contemporary educational philosophers, notably Nell Noddings, and applies 

aspects of Martin Buber's thinking. 

3. Key points about moral education from the work of the 
philosophers 

In the previous section, it was not the intention m to give a comprehensive and 

detailed account of the philosophical tradition that underpins moral (values) 

education. Instead, its purpose was to select seven ethical traditions that have 

contributed to a developing tradition of moral education that arguably leads to values 

education being considered as a means of enabling young people to be morally 

educated. 

The purpose of this section is to summarise briefly the key points of each philosopher 

who represents the seven ethical traditions, so that they can be contrasted both with 

each other and with the philosophy of values education as propounded by Palmer 

Primary School in chapter (). 

The key points are: 

• Socrates proposed a rationalist approach to education, believing that reason is 

the key to understanding the world. He established the Socratic method by 

which he pursued the meaning of key terms (like justice), giving counter-

examples of the definition proffered. 
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• Plato's reasoned approach to education, based on the ability to perceive the 

form of the good, affirmed the need for the young (limited to children of the 

ruling class) to have the opportunity to be educated into the process of rational 

enquiry. This would enable them to gain insight into such aspects as the 

understanding of personal and social values as the method for attaining 

disciplined autonomy. Plato supported a view of education, which gives to the 

few the privilege of a superior grasp of the truth and the good, whereby they 

are able to guide and govern others, the antithesis of democracy. 

• The key bequest of Aristotle was his notion of virtue; the disposition to act well 

within the social context to which one belonged (e.g. to have courage, the 

balanced position between cowardice :.ind foolhardiness, etc.). Unlike Plato, 

Aristotle argued for the use of the senses and intuition as well as reason. He 

argued that children should be taught good moral habits and that, as they 

matured, they would be able to understand, as their actions would be based on 

sound moral principles. The teacher's role was to help in the development of 

the pupil's mind by helping in the establishment of an understanding of the 

world. Happiness could be achieved through a process of contemplation 

leading to intellectual understanding. This contemplative, reflective practice 

was considered to be profound, and potentially the most important human 

activity. Therefore, the most significant key point from Aristotle's work is that 

moral education, the pursuit of virtue, inner excellence, was to be gained 

through practice and contemplation. 
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• Wesley rejected the rising view about human nature and liberal notions on the 

upbringing of children. Instead, he based his philosophy on the doctrine that 

man's fall from Grace had left him imperfect. The only path to redemption and 

salvation being the imposition on children, who are naturally sinful, a strict 

upbringing and education based on obedience and godliness. 

• In contrast to Wesley, Rousseau believed that man is naturally good and that 

there is no original sin. Rousseau counselled against the acquisition of a moral 

vocabulary before the age of reason, believing that the child could not grasp 

the concept of being moral until puberty. 

• Pestalozzi examined the problem associated with the relationship of the school 

system and the public morality of the people it helps to form. He advocated 

three stages of education: family life; altruistic impulses encouraged in 

practice; reflection on everyday life, enabling children to develop an internal 

state that would enable them to understand the nature of moral judgment. 

• Friedrich Wilhelm Froebel argued that pupils should be helped to follow the 

eternal law of development, thereby developing independence, individuality 

and freedom. He devoted his life to arguing that a child's learning experiences 

should be rooted in first hand, practical, real life situations. He argued that 

teaching should be linked to knowledge of the laws of child development. He 

believed that, as the young child learns through the senses, not through reason, 

early childhood (0-8) should be spent in purposeful play, engaging and acting 

upon objects in order to gain an understanding of the world. 

53 



• John Dewey stressed the need to develop a democratic community. The key to 

promoting such a miniature community was to ensure that schools fostered 

democratic principles. Whilst stressing that the school curriculum should be 

linked to the interests and play of the child, he criticised the notion of extreme 

child centredness. He believed that freedom was not an end in itself. For him, 

the role of the teacher was to nurture the pupil's interests with positive 

educative experiences and sustained intellectual development. 

• Immanuel Kant liked the ideas of Rousseau, disliking the conformity advocated 

in contemporary education, making the concept of autonomy central to his 

educational thinking. Central to his ideas is the notion of acting autonomously, 

meaning that if everyone acted according to the formal principle, of only acting 

on principles which one could willingly make a universal law of nature, we 

would all act roughly the same on key matters. This rationalist view of 

autonomy should be seen by the educator as the medium for the categorical 

inzperative (unconditional moral obligation derived from pure reason) that 

enables the child to move from natural inclinations, based on desire, to a 

position of making a reasoned moral decision based on the notion that it is the 

right thing to do per se. The aim of education is therefore the development of 

autonomous moral character thereby creating a moral society and potentially 

perfecting the human race. 
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• Maria Montessori challenged pedagogical thought that drew distinctions 

between the worlds of home, school and community. For there to be peace in 

society, she argued that children needed to be educated in a process where 

home school and society were seen as continuous. Montessori wanted each 

school to represent the ideal family; the school environment to be safe, secure, 

loving, encouraging the development of right character. The emphasis was to 

be on individualised learning that encouraged each child to care for others. 

She maintained that putting children in the wrong environment would lead to 

abnormal development (dysfunctional adults). 

• Martin Buber devoted his life to exploring how real meetings can be achieved. 

He described two types of relationships: I-Thou and I-It. The I-Thou 

relationship he described as existing when participants are fully participating 

in a situation, the I-It relationship as functional, automatic and allows us to 

negotiate our daily existence. In order to enter into !-Thou relationships, we 

have to cultivate a sense of true presence allowing the true self to sense the 

experience. Such an experience gives the individual the sense of being really 

alive. He translated this philosophy into the school setting by maintaining that 

at the heart of the teaching process is the key, most decisive, relationship of 

teacher and pupil. The teacher must establish the trust of students and be able 

to be empathetic to them. 
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• Nell Noddings asserts that the focus on a narrow curriculum, based mainly on 

verbal and mathematical achievement, cripples many whose talents and 

abilities lie elsewhere. She argues that there is a need for a radical change in 

both curriculum and teaching to reach all children, not just the few who fit our 

conception of the academically able. She reasons that the curriculum should 

be based on our growing understanding of multiple intelligences and the great 

variety and variability of children. Such a basis would support a drive for the 

human dimension to be put back into schools, which she sees as having 

become dehumanised. As a fundamental human need is to be cared for and to 

care, the general focus of the teacher should be to promote the concept of care. 

The aim of education should be re-established as a moral one, that of nurturing 

the growth of competent, caring, loving and loveable people. Noddings 

maintains that the key skill of the teacher is to care for the pupil. 

• Michael Fielding argues that the current emphasis on school effectiveness will 

inevitably fail to meet the needs of pupils in the twenty-first century and 

proposes the establishment of person-centred schools as a viable alternative. 

Fielding's preferred person-centred model sits within the philosophical 

tradition that focuses on the holistic development of the pupil. He proposes 

that his model of the person-centred school must be seen as the most viable 

alternative to the current model that schooling should be based on achieving 

high performance. 

In considering the foregoing analysis of philosophical thought, it may be deduced, 

with the possible exception of the Wesleyan negative view of childhood (children are 

naturally sinful), that a number of positive contrasting philosophical positions may be 

identified for the moral education of children. It would be simplistic, indeed naiVe, to 

speculate that there are two main traditions, based on what might be termed 
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rationalism and intuition. This stance is rejected because, although there is the form of 

rationalism espoused by Plato, there is also the particular form of Kantian rationalism 

based on the notion of :1uto110111y through the medium of the categorical ilnperative. 

Set alongside this tradition is what could be termed the virtuous tradition of Aristotle, 

Buber, Noddings, ct al 

4. Conclusion 

This chapter's main argument is that education is primarily concerned with the moral 

process of helping students to be better people and by so doing create a more civil 

society. Its purpose has been to underpin the thesis from a philosophical perspective, 

showing that the philosophy of values education at Palmer is rooted in Aristotle's 

thinking about the notion of virtues, which highlights the importance of feelings, 

intuition and the development of good habits as the route to the development of the 

virtuous life, happiness and fulfilment. 

Also, the chapter has noted another strong theme, with its focus on the development of 

reason, which seeks clarity about what words mean (e.g. justice considered by 

Socrates). 

Kant's thinking exemplifies the development of this rationalist tradition (for instance, 

he places an emphasis on acting from a sense of duty). Also, Kant emphasises the 

establishment of universal principles of action, which include: justice, the obligation to 

obey such principles, and goodwiJJ in the pursuit of them (irrespective of one's own 

inclinations). Another tradition, based on religion (St.Augustine), combines faith in 

God with moral consequences and view values as an expression of God's will. There is 

also an empirical behaviourist tradition (e.g. Locke), which sees it necessary to imprint 

the correct impressions of the good onto the mind (tabla ras,1). At its extreme, this 
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tradition is exemplified by Wesley who considered human beings to be inherently 

flawed and in need of correction (breaking the will) with the help of the Grace of God. 

Conversely, there is a view (Rousseau) that sees human nature as fundamentally good. 

From this standpoint education facilitates the exercise of that goodness or prevents the 

corrupting influence of society. These philosophical ideas have been incorporated in 

the pedagogical practices of educationists such as Froebel and Montessori. 

This chapter has highlighted the work of Buber, Noddings, MacMurray and Fielding, 

whose ideas are central to this thesis. Although distinctive, their ideas are inevitably 

connected to the philosophical position, which stresses the importance of the 

development of caring relationships (the I/thou of Buber). Within this philosophy is a 

particular view of what it is to be human and to live in a civil society. 

This first chapter of the literature review has drawn on the key ideas about the moral 

education of children advocated by a selection of major moral philosophers. The next 

chapter considers the pedagogical development of values education. 
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Chapter 3. Literature review: the programmes of values 
education and related empirical research 

1. Outline of the chapter 

The aim of this third chapter of the literature review is to build on the study's 

philosophical background (chapter 2) to show how particular teaching and learning 

strategies (pedagogy) in values education have developed. It also seeks to identify 

where and how the focus on values at Palmer fits into the development of values 

education more generally conceived. 

The chapter has five main purposes: 

1. to review as wide a range of literature as possible about values education as 

broadly defined in order to clarify concepts related to values education; 

2. to give an account of the theoretical framework on which the development 

of values education, as espoused in this research study, rests; 

3. to identify contemporary thinking about values education, as exemplified in 

official policy documents and research findings; 

4. to determine whether existing academic literature supports the proposition 

that values education should be developed in all schools; 

S. to show how the case study at the centre of this research fits into the overall 

picture of values education. 

To achieve these purposes, the chapter adopts a clear thematic structure, comprising 

five distinct themes and a conclusion. The themes are: 
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• The concept of values education and related concepts. Adopting a 

philosophical approach, this theme considers pertinent literature that seeks to 

clarify the meaning of key concepts, such as values education, values in 

educ:1tion, Inor,11 education, spiritual education and spiritual intelligence. How 

might such terms be defined? 

• The rationale provided for values education. Chapter I considered the social 

context of values education and briefly considered the policy context. This 

theme, which provides a rationale for values education, starts from the 

perspective of official documents that created the policy context for the 

development of values education. What do these documents expect schools to 

do in terms of the personal development of pupils? What impact have they had 

on values education generally? Within the theme, the Hay McBer research into 

school effectiveness is considered. 

• Teaching and learning strategies for values education. This theme considers a 

number of teaching and learning strategies that have been implemented in 

schools, such as nzoral reasoning, values ciLlrification, character education and 

circle time. 

• Values education through the ethos of the school. Although the ethos of the 

school is an imprecise term that refers to the pervasive atmosphere within a 

school, researchers have identified it as an important factor both in school 

effectiveness and in values education. This section reviews the research 

evidence on the concept of school ethos as an important aspect of values 

education. 
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• Lack of research into the whole school development of values education: one 

significant case study. This final theme suggests that the problem with much of 

the existing research is that it is too piecemeal. It focuses on particular aspects 

of values education, such as circle time, and takes little or no account of other 

aspects of values education that are going on in the same school, such as role 

modelling by teachers. What is required is an examination of an holistic 

approach to values education in a single school. Such an approach is 

examined through the work of Alex Rodger in Argentina (Appendix 7). This 

case study, of a whole school approach to values education, sets the context for 

a detailed analysis of the research of values education at the main case study 

school. 

2. The concept of values education and related concepts 

The aim of this theme is to seek, examine and explore key terms associated with the 

concept of values education introduced in chapter I, by examining selected literature 

that helps to illuminate and clarify meaning. Terms to be considered include: 

• values 

• values education 

• moral education 

• spiritual education 

• spiritual intelligence 

2.1 Values 

The development of values education, as generally conceived, may be seen to be a part 

of a philosophical process, the ideas of which have influenced educational practice 
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through the centuries (see chapter 2). The philosophical term that describes how this 

process has developed is axiology, the theory of value, which is further explained by 

Carr ( 1993) in his paper Values t1nd Values Education. In another essay, Carr (1995) 

employs a meticulous critique, (which has acted as a seminal work for consideration 

later in this chapter) to examine the use and abuse of the term spiritual The terms 

spiriftwl and spiritual education require clarifying as they are identified in the practice 

of values education at Palmer. 

In everyday parlance the word value is used as a general 'umbrella term' for things 

that are approved. For example, people seldom distinguish between values (the goals 

towards which we strive and that constrain our actions, e.g. truth/freedom) and 

virtues (the dispositions that enable us to live up to our values, e.g. honesty/courage). 

People's values constitute what they believe to be important. For example, to value 

truth is to believe that truth is something to strive to attain. The word values may be 

linked to numerous words, all with a range of meaning, that create different sorts of 

values: aesthetic (e.g. beauty), social (e.g. democracy), moral (e.g. honesty), 

intellectual (e.g. understanding), spiritual (e.g. hope), etc. There are instrumental 

values (things we value for the sake of something else, e.g. money) and intrinsic values 

(things we value for their own sake, e.g. love). The ability to value things for their own 

sake, together with the ability to formulate abstract concepts, appear to be two abilities 

that make human beings unique. 

The SCAA defined values simply as the pni1ciples tlwt inforn1judgen1e11ts as to what is 

Jnorally good or bad (SCAA, 1996). Another clear, yet more encompassing, definition 

appears to be offered by Halstead and Taylor (see below), because implicit in their 

definition of values is the assumption that only positive values are being considered. 

They avoid the complication of differentiating between types of values, being guided 

by the criteria of what is worthwhile. Their work is often recommended to schools by 
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organisations such as the National Foundation for Educational Research (Halstead and 

Taylor, 2000) and the Association of Teachers and Lecturers (Taylor, 1998). Their 

definition is more likely to be considered by schools and therefore affect 

understanding and practice. They state that values are: 

Principles and tz1nda111ental convictions which act as general guides to 
belwviour, enduring belief's about what is worthwhile, ideals for which one 
strives, standards by which particular beliefs and actions are judged to be good 
or desirable. Exa1nples are love, fairness, equality, freedom, justice, happiness, 
security, pet1cc of111ind, truth. (Halstead and Taylor, 2000: 3) 

Values not only constitute goals, they also constrain the pursuit of other goals. For 

example, to the extent that truth is valued, it is believed that it is wrong to lie, even to 

achieve something else that is required. Values make demands as they are ideals and 

living up to them can be difficult. Often the values to which people officially 

subscribe, as documented in school policies, are not necessarily the values that actually 

inform their behaviour. Values that are deeply instilled are more likely to inform 

behaviour. 

The values of an institution (e.g. a school) play the same role in the life of that 

institution that people's values play in their lives. Thus, the values of a school 

encapsulate its goals, constraining its pursuit of other goals. The adoption of 

institutional values relates to the fundamentally different philosophical positions as 

illustrated in chapter 2, which will affect their meaning. For instance, a school that 

has its philosophy rooted in the ideals of Froebe! (child centred education) will 

interpret values education differently from a school based on Wesley's principles 

(child is inherently sinful). lnstitu tions also have the concern that their espoused 

values may not be the values seen in practice. One way of differentiating values in 

education is therefore to ascertain whether there is agreement between a value and its 

associated behaviours. An example would be a school that had kindness as a value 

and yet behaved sarcastically (unkindly) towards pupils. 
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2.2 Values education 

Having considered the term v:1lues, what is v<1lues educatio1f? Values education is a 

convenient term for a wide range of activities devised to help pupils develop as moral, 

useful and caring members of society. It comprises all aspects of the personal and 

social education given to pupils as a conscious aim by schools. The term includes 

efforts to promote the spiritual, moral, social and cultural aspects of education. It 

includes the different ways of developing values through all aspects of the curriculum. 

Both the formal and informal curricula include values education. Values education is 

also an important feature of the so-called h1dde11 curriculu111. This is comprised of 

what pupils learn through customs and conventions, discipline and role modelling by 

adults. 

Arguably, according to McCcttrick (19~)6), values educ,1t1011, as a conscious 

educational objective, began in the USA in the 19SOs and developed a distinctive 

approach called clwr,1cter educ:1tion. The term values educ:1tio11 is used throughout 

th is thesis as ',111 u111brefl,1 tenn 'for'' ra11ge of experiences tlwt are used to develop a 

Vi1lues bt1se to the curriculu111 (Taylor, I ~)D8). These include the institutional values 

espoused by the school, its policy on inclusion (as exemplified in its equal 

opportunities policy towards all members of the school, adult and pupil), its 

assemblies, relationships and school ethos. This thesis uses the term values-based 

educ,1t1011 to distinguish these clements from the more specific use of the term v,1/ues 

educ,1tio11 (educating in values). Schools that develop values-based education ensure 

that values, such as respect, are conveyed in the teaching and learning processes and 

are embedded in the school structures, management, policies, language and 

relationships. Values are both explicit and implicit in the life of the school. 

No school is value free. Teachers have their own values and display them, albeit often 
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unintentionally. Bergem (1993) asked, what values do teachers bring to their role as 

moral agents. Do pupils and teachers share important values (Verkasolo, Tuomivaara, 

et al, 1996)? Such questions need to be addressed if schools are to be values aware. 

Values adopted by schools can be substantive values, such as honesty or respect, and 

process values, such as reflection and caring. School values reflect the values and 

structures of society, the education system, the National Curriculum, and inspection 

and assessment arrangements. 

2.3 Moral education 

This thesis argues that the whole process of education should be a moral enterprise 

enabling pupils to develop as civil, caring, just and honest adults. This assertion is 

justified and exemplified in the numerous references to the thinking of educational 

philosophers in chapter 2. 

However, the views of the maJor philosophers are not universally accepted. The 

concept of moral education is often popularly conceived more narrowly, as enabling 

pupils to distinguish between right and wrong. Such a seemingly simplistic statement 

belies the complexities that surround the debate and critical argument concerning the 

nature of moral education. Not only is definition problematic. For instance, can 

citizenship be the main curricular domain (as it is now in secondary schools) for 

moral education (Advisory Group on Citizenship, 1998)? It would surely limit the 

scope and influence of moral education to try to do so. Prinz argues that moral 

education cannot be restricted to a narrow definition or become the discreet province 

of a curriculum subject, but is more the preserve of the humanities and the arts. He 

argues the point by stating that: 
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Central to thejustilicaHon olthe hu1nanities and the arts is their relevance to the 
young people's u11derstandlizg ol their humanity and in particular ol the values 
throu,gh which that humanity is defined That understanding leads to a 
recognition of the way in which values permeate not only the provisional 
conclusions rea<.,,11ed but also the procedures through which they are always 
open to scrutiny, critic1s111 and il1rther devefop111ent ... (Pring, 2001) 

A review of literature reveals that the intellectual understanding of moral education is 

changing and currently there is philosophical confusion about the nature of moral 

education. This is carefully explored by Hirst (1999). He has considered recent 

political, social and philosophical changes (that have undermined the consensus of the 

liberal minded ideologies of the l 960's and 1970's) concerning what it means to have 

a moral life. Hirst's analysis is considered briefly as it helpfully explores and clarifies 

the central concerns of moral education and proposes a more relevant intellectual 

framework that, he argues, is more relevant for the next generation. 

In summary, Hirst argues that there are two dominant positions that are taken up in 

connection with an understanding of the moral life and how to achieve it through 

moral education. The first position focuses on reason. In this theory, the moral life is a 

rational life based on rational thoughts, actions and character. The key to developing a 

moral life is the use of moral reasoning. The second position proposes that the moral 

life is grounded on personal fulfilment that is achieved through the development of 

virtues. I Iirst reasons that, although these positions are very powerful, they have 

fundamental flaws. The main one is that they fail to take account of the need for 

moral development to be grounded in social practices. Without this grounding, the 

theories remain detached from the realities of social life as experienced by the young: 

What we need to do 1s re-clwr,1ctense the 111oral file and 1110ral education in 
ter111s of developing the successful pursuit ol quite specific existing and 
rationally evolving social pr11ctices within which perso1w/ fu/JY/111ent is to be 
found. (Hirst, 1999: I 06) 

Consequently, Hirst argues for a third position, one that conceives moral education as 

an initiation into social practices, where moral learning is rooted in the rational 
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practices of a just society. In his third philosophical position, Hirst's proposes that: 

Virtues can only be developed by engaging in actual activities and, whatever 
practices are chose11, their successlul pursuit requires the exercise of personal 
qlwlities or virtues distinctive ol those practices. The good life must be 
pr,1ctically developed ,1s inlor1ned by a way of reasoning generated in practice 
itseli (I Iirst, 1999: 113) 

It takes the strengths of the other positions, adding that, to develop virtues, reason 

must be rooted in practices that develop the good life. This position, unlike the former 

two, is one that sees the individual as part of a social dimension, considering moral 

development as being achieved socially. Moral education is therefore conceived as 

being an initiation into social practices. 

Hirst concludes that if pupils are to be morally educated they must develop moral 

practices for living. They will reject moral education as irrelevant if they are asked to 

live their lives based on principles that are seen as divorced from their everyday 

reality. I Iirst concludes with this exhortation: 

We need to stop prea(,11ing ,1nd get down to the business ol initiating them into 
finding the good life in the practices olhonze, school, church, con1111unity, peer 
group, and wherever else in our contenzporary world they 11111st fashion their 
lor111 ol life. (Hirst, 1999: 117) 

Hirst's third position, reflecting upon actual activities, has much in common with the 

conception of values education in the case study school at Palmer (chapter 6). 

However his rationale stops short, failing to consider what constitutes and promotes 

reflective thinking. For instance, how, through silent reflection, pupils develop 

thought processes that develop the skill of objective observation, which leads to 

considering consequences before taking action. 

2.4 Spiritual education 

If the concepts of values, n1lucs education and 111or,1l education create difficulties in 

terms of definition and interpretation, so especially does the term spiritual education. 
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In the UK, it is only within the last few years that spiritual education has gained 

prominence as an overt aim of education in state schools that are not linked to a 

religious foundation. This focus on spiritual education has resulted in the concept 

undergoing a process of rigorous clarification (see Carr below). The purpose of this 

section is to clarify the range of meaning associated with the term spiritual education 

and to illustrate the differences by referring to the work of Carr, Halstead and Taylor. 

The complexity of searching for a definition of the term spiritual is illustrated in the 

words of Kierkegaard: 

To arrest the spkitual in order to define it is to murder it on the spot. The spirit 
can no 111ore be defined than a human being can and for much the same reason. 
But it c,1n be described ilnd that description can be a disciplined description. 
(Priestley, 1996) 

Cited by Priestley (1996), this quotation points to the difficulty that the rational 

cognitive faculty has in defining the spiritual, which is more akin to the intuitional 

realm of human existence. Kierkegaard argued that all communication of the 

spiritual, of the arts, of anything that has value must be through indirect and not 

direct language. So although there is a dictionary definition (spirit: animating or vital 

principle of a person), there is no generally agreed definition in academe for the terms 

spirit, spiritzwl or spiritzwl education The terms are used in diverse ways. To attempt 

clarification seems to lead to confusion and criticism. Because of these difficulties the 

term spiritual has attracted a great deal of analysis and criticism in articles written by 

many writers, including Carr (Carr I 995; Carr, I 996), Halstead (Halstead, I 996), 

Taylor (Taylor, I 992; Taylor, I 994), Macintyre (Macintyre, 1981), et al 

The concept of spiritzwl education, as discussed in the foregoing articles, is frequently 

challenged by academics from a range of disciplines, serving to highlight the need to 

search for clarity in understanding the term. David Carr's articles in the journal of 

Philosophy olEducatio11 have influenced the construction of the theoretical base of this 
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research study (as have the writings of Halstead and Taylor). In them he maintains 

that there is an urgent need for a rigorous philosophical analysis of the curricular 

claims of the spiritual as against the religious and moral. Carr (1996) argues that 

there are inherent problems in the looseness of ordinary spiritual language and the 

need to acknowledge: 

the different tu1d diverse sorts o[n1c[[niJzgful employ1nent to which the common 
pt1rflu1cc t)l hu11w11 spiritlwlity is given and the rival conceptions of spiritual 
educwtion, which tire tlpt to be constructed upon such dillerences. (Carr, 1996: 
15~)) 

This research study acknowledges the difficulties inherent in attempting to define a 

complex concept such as spirituality. Whilst not disagreeing with Kierkegaard, et al, 

nevertheless it pragmatically draws on the definitions suggested by Halstead and 

Taylor (2000: 3) and Ofsted (Ofsted, 1994) discussed below. These definitions are 

particularly helpful in clarifying the meaning of the term. 

The research study therefore focuses on spiritual development generally and 

particularly on the implicit and explicit teaching about spiritual values at Palmer 

Primary School. 

The term spiritual education became prominent during the debate with the churches 

during the passing of the 1944 Education Act. The 1988 Act reflected aspects of the 

1944 f.ducation Act, which seemed to be promoting more than religious teaching in 

the classroom, calling for spiritual development of the community (Great Britain 

Statute, 1988). Therefore, in recent years, spiritual education has found prominence 

in contemporary educational thought, particularly because of the prominence of 

spiritual development in the wording of the I ~)88 Education Act. The Act called for 

the spiritual development of pupils at school and of society: the latter perhaps being a 

recognition of the need for society to transcend a predominantly materialist paradigm 

of self-interest. Clearly, if spirituality, in the sense of transcending currently adopted 
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materialistic values, becomes widespread m schools then this potentially affects the 

whole community. 

As stated in chapter I, considerable advice has been issued to schools aimed at 

fostering spiritual education. In these official documents, whilst religious education is 

considered to play an important role in spiritual education, it is not limited to this 

subject area. If spiritual regeneration of society were an implicit aim of spiritual 

education then focusing it on religious education would limit its impact. This is 

because of the nature of society, which ranges from a minority of people who practise 

a variety of faiths to a majority who do not. The draft guidance to schools by the NCC 

(1993) about spiritual education is not without its critics, who challenge some of the 

assumptions on which the advice is given. 

For instance, Carr both welcomed and criticised the advice to schools (Carr, 1995; 

Carr, 1999). He welcomed it because it reaffirmed, and brought to public debate, that 

such values are of crucial educational importance; yet criticised it because of the lack 

of clarity surrounding the notion of the word spiritual. Carr is one of many academics 

and practitioners who have referred to the ambiguity of the term and its related 

expressions. from the practitioner's perspective, headteacher Geraint Davies ( 1998) 

writing in the International Journal of Children's Spirituality, referred to the ambiguity 

of the term spiritual development. I Ialstead (1996) remarked that the terms 

spiritual/spirituality, lwve cha111eleo11-like qzwlities, cha11gi11g hue in accordance with 

the noun or adjective which acco1npa11ies the111 e.g. Sioux spirituality, spiritual 

healing, spiritual enlighte11111e11t, wo111en's spirituality. 

Such ambiguity warrants analysis in this section of the literature review in order to 

support the search for clarity of meaning (Appendix 3). 

As indicated above, various academics are redefining spirituality and, by implication, 
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spiritual education. Halstead ( 1996), in giving a contrary view to that of Carr, argues 

that there is a new spirituality, not based on the religious focus of the sacred and 

devotional, but covering a wide-range of beliefs and experiences. A unifying factor in 

his argument appears as an emphasis on the intuitive and a rejection of materialism. 

Halstead says: 

Wlwt bh1ds the diverse range of beliefs and experiences together is an emphasis 
on the intuitive, the visionary, transcendent and rejection of concepts like 
progress t1nd nzaterial wealth in favour of holistic health and hunzan relations 
,1nd the preserVi1tion of the environ111e11t and native cultures. (Halstead, 1996) 

Halstead's conclusion is that spirituality cannot refer to a specific set of beliefs, 

co111111it111ents and ways of life but must refer to the development of Ii particular 

dhnension of :1 person He argues that spiritual education is the education of the 

hu11w11 spirit and in the state school should be directed towards the development of 

fundamental human characteristics and capacities such as love, peace, wonder, awe, 

joy, imagination, creativity, etc. and that this process involves two dimensions. 

Firstly, it involves looking inwards in terms of personal identity and individual 

development in order to develop a sense of self-identity within a group. Integral to the 

process is the forming of a basic set of positive values, which underpin decisions and 

relationships that give meaning, purpose and direction to life. Such activity 

contributes to the development of personality by educating the emotions and 

developing qualities of character, conscience and will. The process helps to form the 

personality and determine appropriate behaviour. 

Secondly, it involves looking outwards and applying some spiritual responses to life. 

This process may include creativity (the practical exercising of the imagination, which 

involves drawing on one's inner spiritual resources), contemplation (silence, prayer, 

awe, reverence, a sense of sacred in life), personal commitments (an act of worship 

which ties one to one's family, to one's beliefs, to one's profession or to abstract 
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principles like truth and beauty), quest for meaning and experience (human struggle 

and achievement on the journey through life, the urge to rise above the immediate and 

mundane, the quest for something beyond ourselves and the search for meaning 

through myth, metaphor, ritual or ceremony). 

I Ialstead also establishes criteria/ conditions that any adequate conceptualisation of the 

term spiritual education must satisfy if it is to have value to the common school. These 

conditions include harmony with values of the broader society and not being isolated 

from other aspects of a child's development. 

Little regard has been given by government educational agencies to the constraints 

articulated in the meticulous, yet differing, approaches of Carr and Halstead to the 

term spiritual cduc:1tion. For instance, in the Framework for Inspection (revised 

1993), Ofsted describes the scope of spiritual development: 

SpII'itual development relates to that aspect of inner life through which pupils 
acquire insights i11to their personal existence which are of enduring worth. It is 
clwracterized by reflection, the attribution of meaning to existence, valuing a 
non-materialistic dimension to life and intimations of enduring reality. 'SpirituaP 
is not synonymous with 'religious'; all areas of the curriculum n1ay contnbute to 
pupils' spiritual developn1ent. (Ofsted, 1994) 

Ofsted accepts that there is an inner life through which we acquire insights into our 

existence that are worthwhile. Spiritual development includes how an individual 

acquires personal beliefs and values, what a school provides through its curriculum, 

collective worship, ethos and climate in order to help pupils to make sense of questions 

that are at the heart and root of existence. Halstead and Taylor prefer in their 

definition to refer to the hunwn spirit rather than inner life (Halstead and Taylor, 

2000). Ofsted states that spiritual development is not synonymous with religious. 

Halstead and Taylor use more positive language, admitting that for some spiritual 

development only makes sense in the context of an established reli~~ion. For Halstead 

and Taylor spiritual development is conceived as: 
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... developjng the potential of the human spirit, including the personality, the 
eJnot1011s and fundamental characteristics and capacHies, such as love, peace, 
wonder, joy, creaHvjty, :1spiraHon, jde:1lism, the search for meaning, values and 
con11nH111e11t and the capacjty to respond to the cha/Jenges of change, hardship, 
danger, sull'ering and despak. For some the concept of spiritual developnzent 
111akes sense only J/1 the context of commHment to an estab/Jshed religious 
tradiHon (Halstead and Taylor, 2000) 

This section of the chapter has shown that the term spllitual educaHon has resulted in 

the concept undergoing a process of rigorous clarification. It can be concluded that 

the term can be likened to the beauty of a mountain that, once committed to a 

photograph, appears to lose the essence of its beauty. Walking on the mountain, 

experiencing its majesty is the only meaningful way of experiencing its beauty. 

Similarly with definitions of spiritual education: the way to appreciate its meaning is to 

be actively engaged in its process. However, is the ability to appreciate the numinous 

dependent on a person's spkHual jntelligence (a relatively new concept associate with 

intelligence)? The next section explores this concept, drawing on the work of Zohar 

and Marshall. 

2.5 Spiritual intelligence 

During the last twenty years, Gardner has proposed the notion of human nnz/Hple 

intelligences (Gardner, 1993: 237). Gardner maintains that human intelligence is 

pluralistic (seven intelligences: musical, bodily-kinaesthetic, logical-mathematical, 

linguistic, spatial, interpersonal, intrapersonal) and not a unitary trait as measured by 

Binet's intelligence scales (Binet and Simon, I 905). Others have contributed to the 

theory of multiply intelligence, such as Colman (1966), adding other intelligences, 

notably emotional intelligence. 

One intelligence has been proposed that has the potential to contribute powerfully to 

the rationale for values education, spkHzwl intelligence. It has been the subject of a 

major study by Zohar and Marshall in their book Spiritual lnte/Jigence the Ultlinate 

Jnte/Jigence (Zohar and Marshall, 2000). As the term spiritual educat1011 (see above) 
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is a key concept, also helping to form the rationale for values education, the following 

brief account of the work of Zahar and Marshall aims to contribute to its 

understanding and is therefore worthy of consideration in this study. A fuller account 

is given in Appendix 4. However, as other academics are still to validate their work, 

no claims are made as to the validity of their research. However, the work is 

important, as it has creatively opened a new dimension in conceptualising the notion 

of spirituality and, by implication, values education. They do this by arguing the case 

for a 'new' form of intelligence, which they describe as spiritual intelligence. 

Danah Zahar and Ian Marshall explain their understanding of this term and trace the 

development of scientific thinking about intelligence. They begin with an historical 

perspective on intelligence quotient (IQ), based on the notion of rational intelligence. 

They argue that the concept of rational intelligence has dominated the understanding 

about intelligence during the twentieth century. In terms of IQ, human intelligence is 

mainly measured by tests based on a person's ability to solve logical problems. During 

the I 990s, Daniel Goleman explored the notion of emotional intelligence (EQ), which 

he maintained gives human beings an awareness of the feelings of others and 

themselves. People think less effectively when damage occurs in those areas of the 

brain that are connected with feeling. Scientists are now exploring the idea of a third 

intelligence, spiritual intelligence (SQ). They assert that this is the intelligence with 

which we address and solve problems of meaning and value. A weakness in their 

account is their tendency to generalise, to omit the views of those who may challenge 

their thinking and a lack of agreed definition. However, their thinking about spiritual 

intelligence does serve to give a novel consideration that deepens understanding of the 

concept. For instance, they maintain that SQ: 
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• serves to help us to place actions and lives in a wider, richer, meaning-giving 

context· 
' 

• facilitates an ability to assess that one course of action or life-path is more 

meaningful than another; 

• is a necessary foundation for the effective functioning of IQ and EQ and 

therefore can be termed the ultimate intelfigence; 

• may be considered as the intelligence that rests in that deep part of the self that 

is connected to wisdom from beyond the ego, or conscious mind; 

• is the intelligence with which we not only recognise the existing values that 

determine our actions but with which we creatively consider the possibility of 

acquiring new values; 

• is not culturally dependent, nor does it follow from existing values but rather 

creates the very possibility of having values in the first place. 

In considering spirHual intelligence (SQ), the authors clarify the meaning of the term 

spirit, ignoring Halstead's view that such terms have cha111eleon-like quafities, 

clwnging hue in accordance with the noun or adjective which t:1CC0111panies the111 

(I Ialstead, 1996). In contrast they define 'spirit', according to Webster's Dictionary, as 

that which gives life to the physical organism in contrast to its material elements; the 

breath of life. It is that which makes humans spiritual beings who are driven to ask 

'ultimate' questions of their existence. It creates a longing that drives us to find 

meaning and value. Such meaning is not necessarily connected to religions, so people 

who may consider themselves deeply religious may not have highly developed SQ. 

Spiritual intelligence is thus the internal ability of the brain and psyche to find and use 

meaning and it acts as a guide from within. The authors say: 
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It is the intelligence that rests in the deep part of the self that is connected to 
wisdom beyond the ego, or conscious mind, it is the inte/Jigence with which we 
not only recogni~e existing values, but with which we creatively discover new 
n1lues. SQ is not culture-dependent or value-dependent. It does not fo/Jow fro111 
exist1i1g values but rather <)reates the very possibi/ity of havlizg values in the iYrst 
pll1ce. (Halstead, 1996: 9) 

Neither IQ nor EQ, either separately or together, are enough to explain the full 

complexity of human intelligence. SQ provides the creative, transformative power, 

which allows human beings to act outside of the boundaries of IQ and SQ. 

Zohar and Marshall describe how science, with its concentration on objective 

measurement, has been at a loss to discuss the whole notion of meaning. However, 

they maintain that recent scientific studies in the areas of neurology, psychology and 

anthropology have produced evidence of an area of the brain associated with SQ. This 

area of the brain has been termed the 'God Spot' because it is that area associated with 

asking ultimate questions. 

SQ may be equated to our conscience allowing us to transcend the gap between self 

and others by integrating the intrapersonal and interpersonal dimensions. It therefore 

puts us in touch with the meaning and essential spirit behind all great religions. It 

helps us to understand who we are and what things mean to us. We use SQ: 

... to reach 111ore fully towards the developed persons that we have the potential 
to be. Each of us fonns :1 character through :1 co111bh1ation of experience and 
vision, a tension between what we actually do tuzd the bigger, better tluizgs that 
we 1night do. (Zohar and Marshall, 2000: 14) 

Zohar and Marshall challenge the current western paradigm of education, saying that 

from the moment we enter school we are trained to look outward rather than inward. 

Virtually nothing in Western education encourages us to look at ourselves. On our 

inner lives and motives ... little encourages us to reflect on what we believe or what we 

value (Zohar and Marshall, 2000: 285). However, they argue that, despite being one 

of the lowest priorities, self-awareness is one of the highest criteria of spiritual 
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intelligence. As spiritual intelligence is developed there is a natural progression from 

reflection (a daily necessity of the spiritually intelligent life), through understanding to 

wisdom. 

It is appreciated that this book represents a line of thinking that, as yet, is quite unique. 

Its arguments are persuasive but unsubstantiated in the research of others. However, 

its importance to the current research study is that, if verified, it has the potential to 

influence the creation of a theoretical model to underpin the process of values 

education as described in the case study school (see chapter 6). 

Thus Zohar and Marshall's thinking about spiritual intelligence creates a backdrop for 

the next theme, which looks at the rationale for values education affecting the quality 

of contemporary primary education. 

3. A rationale for values education 

This second of the themes is concerned with the rationale that can be provided for 

values education. It examines UK official documents (government and government 

related) in order to consider the national rationale for including values education in 

the curriculum. The review of official documentation shows the development towards 

a minimum framework of values education in England and gives an overview of the 

government's policy context. Also, the government's Hay McBer research is 

considered as an important work that has helped to nurture a recent change m 

political emphasis that is arguably more sympathetic to the consideration of contextual 

factors such as school ethos (and implicitly values education) as supporting the 

national school improvement agenda. 

Terms, such as spirituality, values, moral education, cited in previous sections, are 

frequently used in government documents and therefore warrant careful analysis. The 
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documentary review begins in 1988. This date is significant because it was then that 

central government, with its intent to raise standards, passed legislation in the form of 

the 1988 Education Reform Act (ERA), which introduced a National Curriculum for 

schools (Great Britain Education Statute, 1~}88). Prior to this date, schools were not 

required by statute to follow a centrally defined curriculum. The ERA set education 

within the context of the spiritual, moral, cultural, mental and physical development 

of pupils and of society. These dimensions were seen as underpinning both the ethos 

and curriculum of the school. However, the National Curriculum framework did not 

explicitly highlight values. It was not until 1999 that the revision of the National 

Curriculum included a statement of values (DfEE and QCA, 1999: 14 7). 

Thus, in 1988 the ERA centralised control over the school curriculum creating a 

National Curriculum that explicitly required schools to provide a broad and balanced 

curriculum based on very detailed subject guidance. As stated, values were implicit in 

the requirement of the Reform Act, requiring schools to pay attention to the spin"flwl, 

J11or"1l and cultural ... develop1ne11t of pupils "1t the school and of society in order to 

prepare young people for the opportunities, responsibilities t111d experiences of adult 

file (Great Britain Statute, 1988). Non-statutory guidance followed from the NCC, 

which suggested that schools should aim at developing limited personal autonomy, set 

in a social framework. The guidance said that: 

The educatio1wl syste111 ... has a duty to educate the individuals to think !lnd act 
for themselves, with a11 acceptable set of personal qualities and values which 
nJeet the wider de1n"111ds of adult life. (NCC, 1990) 

Values were given due regard in the advice on the cross-curricular themes. Education 

For Citizenship stated: 

Pupils should be helped to develop '' personal 111oral code and to explore values 
"111d beliefs. Shared values, such as concern for others, industry "111d ellort, sell­
respect and self-discipline, as well "1s 111or,1l qualities such as honesty and 
truthlili11ess, should be promoted (NCC, 1990) 
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In their review of recent research Halstead and Taylor (2000) indicate that in the 

main text of the National Curriculum acceptable personal qualities and values were 

left undefined. They state however that within the five cross-curricular themes, such 

as in Education for Citizenship, clear references were made to values although the 

advice seemed, in general, to be ignored. 

Schools had to wait until I 993 before the NCC (1993) gave explicit advice to them 

about the moral values they should promote. This was in the form of a discussion 

paper on spiritual and moral development. In the foreword to the paper, David 

Pascall, Chairman of NCC, emphasised the important role which education, in 

partnership with the home, can and should play in the spiritual and moral 

development of children. This document has not been universally welcomed. Carr 

( 1999) has critically examined the document and accused it of quite serious muddling 

of distinguishable questions concerning moral education His concern is that the 

paper confuses issues between social engineering and moral education. Its underlying 

thinking muddles central questions such as how anti-social behaviour can be 

ameliorated and how schools can assist pupils to lead more meaningful lives through a 

programme of moral education. Carr illustrates the weakness of the paper by pointing 

out that it talks about the inculcation of moral principles in young people without 

touching on how this can be done. Such criticisms did not deter central curriculum 

planners, because in 1995 the paper was reissued by the successor body of the NCC, 

renamed the Schools Curriculum and Assessment Authority (SCAA). This action was 

taken on the pretext, explained in the paper's foreword, of a demand for the 

information (SCAA, 1995). Could the real demand have been from Ofsted, whose 

inspectors were required (see below) to inspect the spiritual and moral aspects of 

schools and realised that schools needed advice? There is little circumstantial evidence 

that there was a demand from schools for the document but there was a view being 

more generally expressed that, because of the pressures of the statutory curriculum 
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and assessment framework, schools were g1vmg scant regard to the spiritual and 

moral aspects of the curriculum. The social context, as indicated in chapter one, was 

of a growing concern about the decline in moral behaviour in society. Through the 

paper, SCAA advised schools that they should promote values such as: 

... te/Jing the truth; keeping pronzises; respecting the rights and property ol 
others; acting considerately towards others; helping the Jess fortunate and 
we"1ker than ourselves; taking responsib11ity lor ones actions; sell-discipline ... 
(SCAA, I 995) 

SCAA also recommended that schools should state that they reject bullying, cheating, 

deceit, cn1elty, irresponsibility, dishonesty (SCAA, 1995: 5). Also that they should 

ensure that morally educated school leavers should be able to articulate their own 

:1ttitudes "111d vafues ... develop lor themselves :1 set of' acceptable values and principles, 

:111d set gu1de1ines to cover their own behaviour (SCAA, 1995: 6). The paper stressed 

(SCAA, I 995: 7) that the values of the community are reflected in the ethos of the 

school, that these values determine behaviour in the school and that the values 

transmitted by the adults in the school should be consistent with those that the school 

claims to promote. Most significantly, the paper stressed that each school should have 

a school policy that clarified the set olcore values which deline the school's approach 

(SCAA, I 99[): 8). These values should be stated in a statement of values, the 

production of which would provide the opportunity for the school community to agree 

a set of core values agreeable to all, which they will uphold and ensure that they are 

explicitly discussed with pupils and parents. The paper quotes from the 'Elton Report' 

of I ~)89, called Discip/ine in Schools. This report's findings noted that pupil 

behaviour reflects a school's values. Powerfully, the report supports the central tenet 

that this study explores, namely that: 

The most effective schools see111 to be those that have created a positive 
:1t1nosphere based on a sense olcon1n1unity and shared values. (Elton, 1989) 
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In its conclusion, the SCAA paper emphasised that, in order to be effective, a school's 

statement of values needs to be implemented, put into practice, underpin expectations 

and rules, and tlwt so111e aspects ol the st11te111e11t should be kept under per111a11e11t 

l'CVICW. 

Despite SCAA requirin~~ all schools to produce a statement of values, there was no 

statutory force behind the expectation. Schools received the discussion paper and, as 

noted below, only a small proportion of schools developed policies. The advice was 

interpreted as exhortations, with little guidance on how to support pupils to develop 

an ethical code of behaviour, and no resources were given. Three years later, in 1998, 

SCAA's successor organisation, the Qualifications and Curriculum Authority (QCA), 

published draft guidance on how schools could implement SMSC (QCA, I 998). 

Arguably however, for schools to actively consider the values that they espouse, the 

impetus did not come from the National Curriculum guidance documents cited above, 

which schools could take or leave, but from the inspection requirements of Ofsted. 

From 1 ~)92 Ofsted inspectors were required to publicly report on the spiritual, moral, 

cultural (SMSC) aspects of the curriculum (Great Britain Statute, 1992). The Act, 

which inaugurated the new, independent system of inspection, set out those aspects of 

schools' work, which the inspections are required to cover. One of the four statutory 

elements is to inspect how well schools promote SMSC. This posed a considerable 

problem, in that schools and inspectors needed to determine what was meant by SMSC 

development in order to encourage and to inspect it. 

Problems, surrounding what made SMSC distinctive and how the development of it 

could be evaluated, led to Ofsted issuing a discussion paper in February 1994 (Ofsted, 

1994). In the foreword to this paper, the Chief Inspector of Schools, Stewart 

Sutherland, stated: 
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This publication is unashamedly about values. Above all, it reflects the fact that 
successive pieces of educational legislation have had at their centre the belief 
tht:'lt education in this country is not only about the gaining of knowledge and the 
acquinflg of essential sk111s [though of course it is about those things], but also 
about personal development Jfl its fullest sense. 

That fullest sense is, Jfl the wording of the I 992 Schools Act, one which 
encon1passes the 'spiritual, 111oraf, social and cultural' development of all pupils. 
And one of the central tasks of the new system of Iflspection is to ensure schools' 
c~1pacity to encourage that development. 

That it [the paper] e1nerges when it does is because ... its issue now is, we be/ieve, 
especially tilnely. Not only has concern about the moral development of young 
people been given a parfjcular twist by news events in recent months, but also 
quesfjons of values have been especially prominent as the result of political 
i11itiatives. (Ofsted, 1994) 

Sutherland placed values at the centre of the school's task of SMSC development. He 

highlighted the two strands of relationships and the curriculum as the main ways of 

promoting personal development in all its forms. He emphasised the importance of a 

positive ethos, stating that there are concrete signs and unmistakable evidence of its 

existence that include the loyalty and commitment to the school's values and the 

consistency with which those values are pursued by teachers and pupils. However, 

Rossiter ( 1996) has questioned whether Ofsted saw SMSC purely as a way of 

improving behaviour. He cites the evidence from the first page of Ofsted's discussion 

paper, where the word behaviouris used six times. 

The Ofsted discussion paper considered the concepts of development in general and 

then the specific concepts of spiritual, moral, social and cultural development and 

their definitions, which are considered below. In the section about moral development 

of pupils, the Ofsted paper stated the values that a school should include, which had 

been listed in the 1993 NCC Discussion Paper (NCC, 1993). (This is a rare example of 

one educational agent of government referring to the work of another in the 

development of SMSC.) 
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The Ofsted discussion paper provided a revised focus on school opportunities for 

SMSC and how pupils respond to that provision, including whether pupils are 

devefopli1g their own values. Responses to the paper informed the writing of the 

revised Fra111cwork for the Inspection olL\'choofs (Ofsted, 1995). This laid down that 

pupils' SMSC development was to be evaluated as part of the Quality of education 

provided. through the curriculum and fife ol the school; the example set for pupils by 

lldults in the school; llnd the quality of col/ecfjvc worship (Ofsted, 1995: 19). 

Inspectors' judgments were, for instance, to be based on how effectively the school 

provides its pupils with knowledge and insight into values and beliefs, and enables 

them to reflect on their experiences in a way that develops their spiritual awareness 

and self-knowledge. Ofsted inspection reports were to have two distinct sections 

under which values are reported. The section were under the headings Pupils' 

llttitudes, values llnd personal devefopn1ent and How good are the curricular and other 

opportunities offered to pupils? 

In I 996 values were given a higher national profile through the SCAA initiated 

National Forum on Values in Education and the Community (SCAA, 1996). The Forum 

was established by SCAA following a proposal by its Director, Nick Tate, at the 

conference Educat1011 for Adult Life: the spiriflwl and n1oral devefop111ent of young 

people held in January I 996. The conference aimed to stimulate debate on matters of 

shared concern, both among education professionals and others with responsibility for 

children and young people, including governors, parents, youth workers, employers, 

religious leaders and academics. The need to widen the debate had become evident 

during a series of consultations: on the revised National Curriculum, on the Model 

Syllabuses for RE and on Sir Ron Dearing's (Chairman of SCAA) review of 

qualifications for sixteen- to nineteen-year-olds. All these consultations revealed 

concern about a lack of focus on pupils' spiritual and moral development, and its 

consequences. The conference recommended eight action points, including there 
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needs to be a coherent approach to spiritual, moral, social and cultural development 

(recommendation 8.3: 19). This has not been achieved because guidance to schools by 

SCAA did not get approved beyond the initial draft pilot stage (QCA, 1998). The aim 

of the guidance was to support schools in the important task of contributing to pupils' 

spiritual, moral, social and cultural development. The guidance accorded with 

recommendations made in the statement of values formulated by the Values Forum, 

boldly stating: 

The successful pro111otion of pupils' spiritual, 1noral, social and cultural 
develop111ent and of their n1ental and physical development, depends on the 
explicit 1dentilication by a school of its values: its beliefs about what matters to it, 
its pupils, the school co111munity alld society. Values relate to the why rather 
than the what or the howofdoil1g something: the ultinwte purposes that make it 
i111portl1nt, necessary or desirable to do, s:1y, or thilzk one thing rather than 
:1nother. 

Schools tlwt 1nake explicit a clear and robust set of values are n1ore likely to be 
succcssilli because, in delining their values, they are 1naking clear what they are 
:li111il1g to achieve. (QCA, 1998: 4) 

The Forum on Values and the Community comprised 150 members drawn from a 

cross section of society, who were mainly nominated by national organisations with 

concerns for young people or education. It was set up to make recommendations on 

ways in which schools 111ight be supported in 111akil1g their contribution to pupils' 

SMSC and to wlwt exte11t there is :1ny agreen1ent on the Vi1lues, :1ttitudes :ind 

behaviour thlit schools should pro1note on society's behalf (SCAA, 1996). The Forum 

reached a consensus and drafted a statement of values that was sent by MORI ( 1996) 

to 3200 schools, 700 International organisations and 1500 adults in order to 

determine the degree of consensus for the values described in the statement. Between 

95 and 97% of respondents said that they agreed with the statement of values. 

Although there was an overwhelming support for the values statement, it cannot be 

assumed that all would agree on either the interpretation of the values or the ordering 

of the values. The rorum argued that, although there would remain a moral debate 
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that would encompass areas of disagreement, there were, however, values to which 

the general public gave broad assent. 

The Forum, therefore, agreed that society has some shared values, but that there is no 

consensus on the source of these values or how they are applied. The Forum's values 

statement contains four sections that cover values as they affect the self; relationships; 

society and the environment. The Forum issued a statement of values, which now 

forms the basis of guidance for schools and is incorporated in the revised National 

Curriculum handbook for primary teachers in England (DfEE and QCA, I 999). It has 

never been made explicit that these values should inform a school's statement of 

values and that this should be stated in the school prospectus as required by the SCAA 

discussion paper (SCAA, I 996: 8). Neither, as indicated previously, has there been the 

promised curriculum guidance to support schools that wish to developed values in the 

context of SMSC. 

This handbook begins by describing the values, aims and purposes of the National 

Curriculum. It states that: 

Education influences and reflects the values of society, and the kind of society we 
w:1nt to be. It is i111portant, therefore to recognise a bro,1d set ofco111mon values 
and purposes that underpliz the school curriculz1111 llnd the work of schools. 
(DfEE and QCA, I ~}99: I 0) 

At this point, readers are directed to a footnote that suggests that, in planning the 

curriculum, schools may wish to take account of the statement of values produced by 

the National Forum and printed in the handbook. It continues by stating that: 

Foremost is the belief in educ,1tion, at ho111e Llnd at school, as a route to the 
spiritzwl, 1noral, social, cultural, physical Lind 111ental develop111ent, llnd thus the 
we/I-being of the individzwl ... Education should reflect the enduring values that 
contribute to these ends. These include valuing ourselves, our fa111ilies lind other 
relationships, the wider groups to which we belong, the diversity in our society 
llnd the environ111ent in which we Jive. Education should also reaflinn our 
co111n1itn1e11t to the virtues of truth, justice, honesty, trust lilld a sense of duty ... 
(DfEI: and QCA, 1 ~)99: 10) 
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Following the section on values and purposes, the handbook (DfEE and QCA, 1999: 

11) describes the two aims of the curriculum. The aims stem from section 35 I of the 

Education Act I ~)~)6, which requires schools to provide a balanced and broadly based 

curriculum that promotes the spiritual, moral, cultural, mental and physical 

development of pupils at the school and of society and prepare them for the 

opportunities, responsibilities and experiences of adult life. The first aim is to provide 

opport1111ifjcs lor t1ll pupjjs to learn and to achieve. The second aim is to promote 

pupils' spiritzwl, 111on1l, social llnd cultural development and prepare all pupils lor the 

opportunities, responsibilities and experiences of life. The second aim is: 

The school curriculu111 should pro1110te pupils' spiritual, 111oral, social and 
cult11n1l develop111c11t. nnd in particular, develop principles for distinguishing 
between r(<sht ,1nd wrong. It should develop their knowledge, understt111ding 
i111d ,1pprecilltion of their 0JVJ1 and di1Tere11t belief's and cultures, i1nd how these 
influence Jizdividzwls l!nd societies. The school curriculu111 should pass on 
endurilzc<s vi1lues, develop pupils' integrity and autono111y and help the111 to be 
respo11s1bk i111d ci1ring citizens capable of contnbuHng to the develop111ent of a 
just society... The school curriculu111 should pro111ote pupils' sell-estee111 and 
e111otio1wl well-being and help the111 to for111 i111d 111aint,-11n worthwhile and 
saHsfying reltitionships, based on respect for the111selves ,1nd /'or others, at ho111e, 
school, work i111d in the co111munity. It should develop their ability to rel,1te to 
others ,111d work for the co111111on good. (DfEE and QCA, I 999: 1 I) 

The values espoused in the NCC document entitled Spiritzwl and Moral Develop111e11t 

(reissued by SCAA in l 9~)G), the values looked for in schools by Ofsted and the values 

statement a~~rccd by the Values Forum do not give a dear understandin~~ about the 

action that was required in schools. What was missing was a coherent and agreed 

policy, which could be clearly communicated by and through organisations such as 

SCAA and Ofsted, that schools could comprehend and action in their curriculum 

frameworks. Such fragmentation presented a dilemma for schools, regarding how to 

accommodate the various pieces of advice and requirements into a coherent school 

policy. As noted above, schools were told in the SCAA document, but without statutory 

force, that they were required to include in their prospectus a clear statement setting 

out the values that the school intends to promote and which it intends to demonstrate 
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through all aspects of its life. This requirement has not being included as an item for 

checking by school inspectors during Ofsted Inspections. There is such a requirement 

on other aspects of school life, such as the school's policy on sex education and 

religious education. A 1997 National Foundation for Educational Research (NFER) 

survey noted that about one quarter of schools claim to have a values statement, but 

fewer than one fifth of schools claim to have a policy for SMSC that shows how aspects 

of school life would promote these dimensions (Taylor and Lines, 1998). 

The curriculum focus for schools continued to be on implementing the subjects of the 

National Curriculum, particularly aspects of the core subjects, such as literacy and 

numeracy, with scant regard being given to values dimensions. The driving force for 

this emphasis was the overriding objective of the government, the driving up of 

standards in basic, core subjects. The publication of league tables of the standard 

assessment tests (SATs) in the core subjects of English, mathematics and science 

ensures that this objective dominates curriculum thinking in schools. Such public 

accountability appears to have the effect, despite government rhetoric through Ofsted, 

of discouraging schools from taking a broader view of the development of the pupil 

and thereby giving due regard to values education. Government curriculum advice to 

schools in 2003 began to recognise that schools need to broaden the curriculum and 

reconsider aims and values (DfEE, 2003). 

In summary, the review of official documentation paints a national picture that shows 

that, since 1988, national government agencies, such as SCAA and Ofsted, issued 

advice to schools on the need for the curriculum to contain the important strand of 

personal education of pupils. Such exhortation has included a focus on values, 

through SMSC. Rossiter ( 1996), the Australian academic reviewing the development 

of SMSC in l:ngland, noted that spiritual education was, unlike other countries, on the 

national educational agenda because it was subject to inspection. It is possible to 
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speculate about the possible status that SMSC would have assumed if it had not been 

for the insistence by government on schools being required to give priority to the 

national strategies of literacy and numeracy. Because of the programme of national 

strategies, linked to the basic subjects, and the system of accountability through 

inspection and league tables, schools generally have been obliged to focus curriculum 

time on the basic core subjects of the curriculum and not on personal and more 

holistic education. 

However, this ideological position is beginning to be challenged, even by the 

government's own sponsored research. The Hay McBer study (described in Appendix 

5) describes features of practice that contribute to high standards and implicitly 

support the development of values education. 

4. Values education - teaching and learning strategies 

This section of the chapter considers the third theme, considering in some detail 

theoretical approaches to moral education that have their roots in the USA, are 

grounded in research and have influenced the development of values education. It 

also considers circle ti111e, that is widely used in Europe, the US and extensively in UK 

primary schools. There are other methods of values education that are widely used 

and have also received attention from researchers (Halstead and Taylor, 2000: 34). 

The choice of appropriate teaching methods by schools for values education is, of 

course, in itself values laden. 

Other approaches include collective worship, pupil directed research, discussion and 

conversation, role-play, drama, simulation exercises, extra-curricular activities, 

problem-solving, educational games, peer mediation, philosophy for pupils and 

personal narrative. The latter is in contrast to Kohlbergian approaches (moral 
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reasoning), as narrative sees cognition, emotion and action as three interrelated and 

fz111d,1mc11t,1/Jy indissociable dimensions of moral experience (Tappan and Brown, 

1989). Also, before passing over the reference to discussion and conversation, it is 

noted that Noddings (1994) argues that ordinary conversation between adults and 

children can be central to moral education. This, she maintains, is the case as long as 

the adults are reasonably good people, respect their child partners and show the 

children that they are more important than the subject under discussion. 

The critiques of the selected approaches that follow have been compiled as significant 

examples of how values education is being incorporated into schools' curriculum. 

As previously described (chapter 2), this study has identified two important 

philosophical influences on the development of values education. One is based on the 

development of qualities of character and virtue, linked to feelings and intuition, 

considered as a part of an Aristotelian tradition. The other is based on certain 

cognitive or rational capacities and identified with Kant. The following critique of 

nzora/ reasoning can be identified as a part of the latter. 

4.1 Moral reasoning 

Moral reasoning is based on the work of Kohl berg (1981 ), who proposed a rational, 

developmental model of moral development based on stages of moral reasoning. 

Kohlberg's thinking was influenced by Piaget and, after a longitudinal study of 

American males, he proposed that progression in moral reasoning progresses through 

a series of socio-moral perspectives that can be identified in three levels with six 

stages. His methodology of allocating stages to people was achieved by asking young 

people of different ages what they thought was the answer to a particular moral 

dilemma. The essence of the levels and stages are: 
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Level 1: Pre-conventional. The person is driven by the pursuit of self-interest in doing 

what is right and not by any extrinsic motivation. 

Stage 1 Heteronomous morality, meaning obedience to authority for its own sake, 

based on a naive egocentric point of view. 

Stage 2 Instrumentalism, which is based on serving one's own individual 

interests and perspective by following rules only when it is in someone's 

immediate interest. 

Level 2: Conventional, which is concerned with the maintenance of a social order 

(family, peers, society as a whole) based on actions or values that are held to be right. 

Stage 3 Interpersonal relationships and conformity. What is approved (or gains 

approval) from significant others is what is right. 

Stage 4 Social system maintenance and conscience. What is right is concerned 

with fulfilling the actual duties to which you have agreed. The reason that 

this person does right is to maintain the social system. 

Level 3: Post-conventional, or principled. At this level people search for what is 

beyond what is held to be conventional morality. They look instead for universal 

principles. 

Stage 5 Social contract and individual rights. This is concerned with being 

aware that people hold a variety of values and that they are relative to 

particular groups. These rules should be upheld because they are the social 

contract. 

Stage 6 Universal ethical principles. This person does right because of the belief 

in universal moral principles, and a sense of personal commitment to them. 
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Kohlberg's stages of moral reasoning have drawn both support and criticism. 

Although not invalidating the generality of Kohlberg's argument, Prinz's account of 

Kohlberg's work for instance, on which the above is partly drawn, encapsulated the 

essence of these stages, including a powerful critique of the approach (Pring, 1984). 

He acknowledges that the arguments and counter arguments are complex and does 

not give extended space to them. A more comprehensive critique of Kohlberg's work 

is given in Modgil and Modgil's account of Kohlberg's theories in the book Consensus 

and Controversy (Modgil and Modgil, 1986). 

However, Pring cites four particular criticisms. The first concerns a philosophical 

criticism that it is not necessarily the case that one stage leads to a superior stage. It 

cannot be assumed that the autonomous person, acting from internalised principles, is 

necessarily superior to the one who lives life based on the conventional morality of 

society and is loyal to it. Secondly, Kohlberg's idea of moral improvement is a narrow 

one, dealing with only one important aspect of moral development. Moral growth is 

more than moral reasoning about how we will behave when faced with a dilemma. In 

practice, we often respond spontaneously to situations depending on the dispositions 

that we have. As Pring says, 111oral cducaHon is llS 111u<.,,11 t:'lbout the right kind ol 

feelings and e111otions as it is libout acting lro111 principles (Pring, I 984: 46). Thirdly, 

Kohlberg puts too much stress upon moral judgment that is dependent upon the 

rational, cognitive aspects of morality. For instance, how does behaviour connect with 

thought? Kohlberg argued that people have the potential to progress through stages of 

moral reasoning: such a process of moral reasoning leads to moral knowledge that 

demonstrates itself in moral behaviour. This argument appears to imply that once a 

person has acquired the moral thinking associated with one of Kohlberg's stages then a 

consistent moral behaviour will result. A further criticism, cited by Pring, surrounds 

Kohlberg's stress on development as opposed to other forms of learning, such as 

learning from example. Finally, there is the general criticism made by Krebs, who 
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argues that, although Kohlberg's stages assess the capacity to make moral judgments, 

people rarely perform at their highest level of competence in everyday life (Krebs, 

Denton, et al, 1997). This is because often they are also concerned with promoting 

positive social relationships, upholding favourable self-concepts and justifying self­

interested behaviour. 

Moral reasoning is concerned with having and being able to give reasons for an action 

or judgment and is clearly an important part of moral education. Taylor and Halstead 

remind us, as Pring does, that moral reasoning may ignore other aspects of a morally 

educated person, such as having empathy, determination, moral emotions and the 

ability to actually engage in moral acts (Halstead and Taylor, 2000: 38). Also, in real 

life, moral decision-making may be only partly influenced by moral reasoning ability, 

alongside other self-interested and social considerations. They also suggest that 

successful strategies to promote moral reasoning also involve developing the moral 

culture of the school community. Proponents of moral reasoning favour methods that 

emphasise discussion and the establishment of just con1n1unities. 

4.2 Values clarification 

Values clanlication is another theoretical approach that rejects the imposition of 

values on pupils. It promotes methods that will help pupils to become aware of their 

own values, seeking to clarify their thoughts and feelings on a wide range of value 

issues. The teacher's role is to avoid t:riticising or moralising, but to be focused on 

introducing values issues whilst maintaining a classroom climate where open dialogue 

can be supported. Simon, et al, produced an influential practical handbook that 

promoted a range of games, simulation exercises and discussion topics to support the 

work of teachers (Simon, Howe et al, 1972). Values clarification was especially 

popular in the 1960s and 1970s but its popularity has waned after criticism on both 

philosophical and empirical grounds. For example, Kilpatrick ( 1992) rejects the 
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development of values clarification as a misguided approach to moral education 

because, in his view, it encourages relativism. He stresses instead the need for teachers 

to teach about character traits and for these to be practised so that they are embedded 

in behaviour. Halstead and Taylor draw attention to the critical review of thirteen 

studies by Lockwood (I 978) that concluded that there was no evidence that values 

clarification had a positive effect on secondary students' values, self-esteem, self­

concept or personal adjustment, but according to teachers' assessments it did positively 

affect students' classroom behaviour. Also Leming (I 985), who reviewed 25 studies 

with early adolescents, reached similar conclusions and questioned the effectiveness of 

the approach. 

4.3 Character education 

As a form of moral education, character education is based on the belief that adults 

have a duty to form the character of children. Used in this sense, the term character 

refers to the qualities of the will, a person's enduring traits, which may be positive or 

negative. If positive they may be considered as the virtues of character. Character 

education is also based on the perception that there are widely shared important core 

values that form the basis of good character. Such values would include caring, 

honesty, fairness and respect for others. To impart these values, they should be 

directly taught to children (not just taught about), with the result of shaping their 

behaviour so that they develop good habits. Lickona (1996), an important advocate, 

says that character education encourages a deliberate effort by schools, families and 

communities to help young people understand, care about and act upon core ethical 

values. Halstead and Taylor further clarify the concept of character education by 

indicating that its primary focus is on the development of personal qualities. 

Character education stresses the need for direct teaching of character traits and for 

children to practise them until they are second nature (Halstead and Taylor, 2000: 
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36). Character education is seen by advocates as a way of building a moral society, 

whilst some commentators argue that it is more a part of a right-wing political agenda 

in response to a perceived moral crisis that calls for the restoration of traditional 

values (Lemin~~' I ~)94 ). 

In his book about developing character education in an American school district, 

I Iuffman illustrates how character education can be introduced and developed in a 

group of schools but warns of the dangers of incongruence between the district's core 

values and its operation. To address this he advocates an approach that is all 

embracing, one that pays scrupulous attention to the moral impact of everything a 

school district does and that supports the core ethical values at every opportunity. He 

states that there is a single principle underlying character education: 

Good character comes from living in 111oral co1nmunities, conzmunities of 
character in which virtue is 1nodelled, taught and alilr1ned. In order to foster 
good character the school [whole district] 111ust have a strong positive ethos. 
(Huffman, 1994) 

There are five main approaches that are often quoted as making character education 

effective (Wynne and Ryan, 1992; Lickona, I 991). These are the use of stories, 

teaching by example, direct instruction, the learning environment and habituation. 

According to I Ialstead, there arc numerous case studies of schools, which, their 

supporters claim, have been turned around by adopting these approaches (Halstead 

and Taylor, 2000: 37). 

Despite this assertion, there is very little research evidence that the character 

education approach to moral development actually builds character, though it may 

have positive effects in terms of a reduction in anti-social behaviour and truancy 

(Wooster, I 990). An inherent problem associated with the term character education 

is that it refers to several quite different things, whilst not emphasising others. To 

clarify, character education stresses the need for direct teaching of positive character 
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traits and for pupils to practise them until they are second nature. However, this 

methodology gives scant regard for a consideration of the importance for teachers to 

consciously model them too. Also, character education has been criticised for not 

paying enough attention to the diversity of values in a multi cultural society. 

However, it has won support from Cline and Necochea (1996). They argue that there 

is in fact a set of core values shared by virtually all cultural groups and that it is the 

surface manifestations and methods of transmission that differ between groups, not 

the values themselves (a point further developed in chapter 6). 

4.4 Circle time 

In their research review about learning and teaching about values, Halstead and 

Taylor provide an overview of recent philosophical and empirical research with a 

focus on learning outcomes (Halstead and Taylor, 2000). This section draws on their 

consideration of circle time as a teaching strategy for values education. 

The aim of circle time is to give an opportunity for the class (including its teacher) to 

sit in a circle and, in a spirit of equality, share thoughts and feelings. This method is 

growing in popularity in the United Kingdom, Europe and the United States, as it is 

perceived to be a method that promotes mutual respect, confidence and self-

knowledge in pupils. Often schools have used this method to encourage the 

development of social skills and self-esteem, but teachers are increasingly recognising 

its potential for spiritual and moral development. 

To make circle time effective, the teacher has to negotiate clear ground rules with 

pupils that include appropriate social behaviour, such as listening to others, taking 

turns and not making negative comments. The teacher may offer a starter phrase such 

as One thing that makes nze feel relaxed is, or invite pupils to suggest ways of solving 

problems that have arisen in the class. An object, such as a conch, may be passed 

round the circle to indicate the person who has the 'right' to speak. This person can 
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pass the object on without speaking. Other members of the group are expected to 

listen attentively, with respect and interest, to the person who is speaking. Negative 

comments are not permitted. As a strategy for developing moral education, 

particularly of primary age pupils in the UK, the popularity of circle time owes a lot to 

the work of Jenny Mosley (1993) and her book Turn Your School Round. She has 

written extensively on the range of methods that can be used in circle time. 

Proponents of circle time suggest that very positive effects can be identified, linked to 

improved social behaviour and an increase in self-confidence, adjustment and 

happiness. These positive effects are noted in research conducted by Sammons, et al 

(Sammons, Hillman, et al, 199S). They indicate that circle time appears to give pupils 

the opportunity to learn the personal skills of talking about feelings and to gain a sense 

of belonging to a group or community, thereby developing qualities such as trust, 

responsibility, co-operation, empathy and respect for the self and others. It also 

encourages personal reflection and the clarification of personal values. Small-scale 

research carried out by Hall, and reported on by Lang (1996), looked at the attitudes 

of nine- and ten-year-olds and their teachers to circle time. This research indicated 

that circle time has the potential for developing problem-solving skills and enhancing 

personal confidence (self-concept). Set in Sweden, a piece of research showed that 

circle time is regarded as contributing to the development of self-awareness, the 

fostering of democratic values and the training of pupils in the complicated rules of 

social interaction (Reich, 1994). The same research warns that, although teachers 

report on the positive aspects of circle time, young pupils describe circle time as 

making them sit still and being self-controlled. An important point is made by 

J Iousego and Burns, who state that circle time is most effective if its underlying values 

are in harmony with the general ethos of the classroom (Housego and Burns, 1994). 

They also point to the importance of pupils being discouraged from making superficial 

contributions if circle time is to be effective. 
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The theme of this section has been about a range of teaching strategies that promote 

values education. It may be concluded that they clearly have implications for teacher 

training, as the attitude, enthusiasm, and social competencies of the teacher are vital 

ingredients for their success. 

5. Values education through the ethos of the school 

Despite the importance of teaching and learning approaches for values education, 

research suggests that there are other factors that are contained in the general life of 

the school that are of major significance in fostering a positive values-based culture 

(Rutter, Maughan, et al., I 979; Halstead and Taylor, 2000). The purpose of this next 

theme is to examine some of these factors that contribute to the establishment of a 

school ethos that promotes and sustains the growth of positive values. 

Taylor and Halstead suggest that the word ethos is a general and somewhat imprecise 

term that refers to the pervasive atmosphere, ambience or climate within a school 

(Halstead and Taylor, 2000: 17). They suggest that school ethos is an important 

element in school effectiveness and in values education (see Appendix 6). 

A closely related concept that has a major influence on a school's ethos is called the 

hidde11 curnculum. This is composed of things learned at school, which are not 

planned by teachers as part of the overt curriculum. Values and attitudes are perhaps 

particularly susceptible to being 'caught' through exposure to the hidden curriculum. 

It could be argued that until comparatively recently it has been possible to leave this 

indirect transmission of values at an implicit level, on the assumption that parents 

would broadly share similar values. However, the growing diversity of values in 

society at large, combined with increasing demands for public accountability, is 

putting a pressure on schools to articulate their underlying values more explicitly. 
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There are many structures/measures that contribute to developing a positive school 

ethos. Some are particularly noteworthy. As previously stated, the development of 

values rests not only on the taught curriculum but also on processes that include 

factors associated with ethos and the hidden curriculum. However, before being 

enrolled in schools, children have the experience of early social and moral 

development at home (parents being the first educators). This provides children with 

the foundation (positive or negative) on which schools build their ethos. In a piece of 

qualitative research, Holligan (I 996) considered the pivotal role of parents, carers and 

early years educators in contributing to a positive ethos, both at home and in school. 

He looked at the support given to early social and moral development. His research 

highlighted the critical role of supporting parenting in the emotional and social 

behaviour of young children. In the case study of three nurseries involving three- and 

four-year-olds, he also pointed out (Holligan, I 996: 201) that staff recognised the 

need to foster an atmosphere of peace, calm and justice. The role of the staff was to 

help children to recognise the needs and aspirations of others through social 

interaction. Other studies support the notion that children's early moral 

understanding can be nurtured in order to enhance positive social development 

(Buzzelli 1992; Greenberg 1992). Some of the ways discussed in these research 

studies include setting an example to children of acceptable behaviour, helping 

children to understand the feelings and perspectives of others. 

Developing a caring ethos and fostering equal opportunities are central to the 

development of a positive school ethos. The degree to which schools make the 

personal development and the education of the human spirit explicit is also crucial to 

the development of ethos and values. Another key factor is the relationship between 

emotional development and the development of values. Also, pupils may develop 

values and attitudes through involvement in School Councils, and other activities 

designed to promote an understanding of democratic values and citizenship, as well as 
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involvement in the formation of school rules and policies on discipline. Research 

indicates that older children gain an understanding of democratic moral procedures 

by being actively involved in School Councils (Ashworth, 1995). Schools with School 

Councils were more likely to involve pupils in a range of management issues, giving 

them a greater sense of ownership. School Councils that are poorly organised are 

criticised by pupils as being of low status and not therefore to be taken seriously 

(Rowe, 1 ~)96). They need to be supported by democratic management practices of the 

school (Mosher, Kenny, et al, 1994). School Councils operate most effectively where 

there is a general democratic ethos. There is a suggestion too that pupils may develop 

positive values and attitudes when they are explicitly involved in classroom 

management, such as in rule setting (Mosley 1993). Discipline then becomes a 

collective responsibility as the rules exemplify broader moral principles that provide 

an expJicjf i11on1l code that all students in the room are expected to obey (Jackson, 

Boostrom, et al, 1 993). 

School ethos is also influenced by the example set to pupils by their teachers in their 

relationships, attitudes and teaching styles. A commonly held view that was expressed 

in a piece of research by the NFER in 1998 also pointed to the crucial issue of the 

headteacher having the key role in leading values education and being a major (if not 

the major) influence on their school's ethos (Taylor and Lines, 1998). The research 

indicated that primary heads are more likely to consider themselves as leading the 

development in values education than secondary heads (over two-thirds compared 

with less than half). Headteachers, therefore, need to have a clear vision for values in 

the school and be able to inspire staff to share positively in the processes to bring about 

a common purpose (l :ngoed-Thomas, 1996). 

In the introduction to this theme, ethos was defined as a general and somewhat 

imprecise term that refers to the pervasive atmosphere, ambience or climate within a 
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school. It may be concluded that this definition, as the above sought to indicate, 

illustrates its power to support or hinder the development of values education. 

6. Lack of research into values education 

This final theme in this chapter suggests that the problem with much of the existing 

research is that it is sparse and piecemeal. As can be seen in previous sections, 

research has focused on particular aspects of values education, such as circle time. It 

has taken little account of other aspects of values education that may or may not be 

going on in the same school, such as role modelling by teachers, the use of reflection 

and the way the staff care for themselves and each other (see chapter 6). 

This research study claims that what is required is an examination of an holistic 

approach to values education in a single school. The main case study of this thesis 

provides such an opportunity, being unique in the way that it deliberately chose to 

develop values education holistically over a sustained period of time. 

Giving one example, of Palmer Primary School, begs the question whether there are 

other examples indicating that shared school values that create a positive ethos are 

important indicators of successful outcomes. 

A second example is where Alex Rodger ( 1996) describes the development of values 

education in a case study based on St. Andrews School, Buenos Aires, Argentina (see 

Appendix 7). The significance of Rodger's work is that it illustrates what this thesis is 

researching, namely, whether teaching values improves the quality of education. It 

has some similar features to Palmer School. Rodger asserts that, by creating a positive 

atmosphere based on shared values, the school would be more likely to be effective in 

terms of providing a good education for its pupils. The process of values development 

was seen as the most important aspect of the school's work, to be implemented before 
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all other aspects. The work in Argentina was being developed at the same time as 

values education in the case study school in the UK. 

Other examples come from research on school effectiveness and on values education. 

They indicate a positive correlation between values education and quality of education 

as measured in outcomes (Rutter, Maughan, et til, 1979; Taylor and Lines, 1998; 

Taylor, 1999). 

Research does indicate that schools do become more effective when pupils' self-esteem 

is raised, when they are active in school life and share responsibility for their learning 

(Sammons, Hillman, et al., 1995). Also Leming ( 1985) concludes that democratic, 

open school environments positively influence young people's political attitudes, 

feelings of social integration and respect for agreed norms. Research by Power, et al, 

concluded that the social system (organisational structures, policies, rules) and the 

culture (psychosocial characteristics reflecting norms, beliefs, values and shared 

meanings of the people in the institution) are critical aspects of school climate for 

individual development (Power, 1988). The final illustration is from Schaps and 

Soloman who describe how young children's motivation is enhanced in schools where 

they experience a sense of belonging to a community, where they feel cared for, 

supported, valued and influential (Schaps and Soloman, 1990; Soloman and Watson, 

et li1, 1992). Lack of existing research supports the argument that researching the 

methods of values education at Palmer is an important research opportunity. This is 

based on its potential for adding to existing knowledge because of its uniqueness as a 

case study. 
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7. Conclusion 

The literature review contained in this chapter has considered a wide and complex 

range of evidence that creates the context in which Palmer's work can be critically 

examined and the research based on it analysed. 

There are important lessons that each theme has sought to illuminate. These included 

the somewhat challenging task of explaining the complexity and subtlety of meaning 

associated with the language and concepts that comprise values education. Such 

complexity could potentially deter schools from being involved in values education, 

perceiving it as nebulous and difficult to define. However, more encouragingly, 

official documentation from government agencies has encouraged schools to consider 

values education through aspects of their personal and social education. The third 

theme critically examined the range of approaches that have influenced the 

development of values education. The main lesson from this theme was that no 

existing strategy looks holistically at the development of values education. 

Programmes ignore many of the features developed at Palmer (described in chapter 6), 

such as the consistent consideration of a vocabulary, silent reflection and the 

importance of teachers' modelling values. 

Theme four considered the importance of the ethos and hidden curriculum of schools. 

It drew out the lesson that there are important factors in the life of schools that 

encourage and support a values-based culture. Finally the last theme, whilst 

considering a case study based on an Argentinean school, highlighted the paucity of 

current research into the impact of values education. It made the point that 

researching the methods of values education at Palmer is an important research 

opportunity because of its holistic nature and its uniqueness as a case study. The 

evidence therefore considered in this chapter gives a theoretical account, which forms 

the backdrop for the main case study to be critically examined and understood. 
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In summary, this chapter has argued that the existing academic literature seems to 

support the proposition that values education should be developed in schools. 

However, there is no general agreement about what should constitute an appropriate 

curriculum or pedagogy. The following chapters explore whether there is evidence 

from the research data to suggest that values education, as conceived and understood 

in Palmer, could be a viable and effective means of developing values education 

generally in schools. 
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Chapter 4. Issues of ethics and reliability 

1. Introduction and purpose 

This chapter addresses the potential problems of perceived bias by the researcher in 

researching values education at Palmer. It describes the steps taken to maintain 

objectivity. Despite inherent difficulties relating to ethics and reliability, it is strongly 

argued that the research is an important, indeed convincing, model for practitioner 

enquiry. It argues that the research is reliable because if replicated similar 

conclusions would be drawn. 

In constructing the research study, the researcher was conscious of the potential 

concern that could be raised surrounding the researcher's capacity to be objective. For 

instance, is it possible to interrogate data rigorously when the researcher was involved 

in the construction of what is being researched? Embarking on the research, the 

researcher came with the conviction that it is possible to be both reflective and 

objective about one's own work and, indeed, that reflective research should be 

encouraged amongst teachers in order that theory and policy should be based on 

examples of good practice that have been subject to the discipline of research. 

The foregoing concern, thoroughly discussed with the researcher's supervisor and the 

critical friend from Plymouth llniversity, led to the realisation of the need for a 

chapter in the research study (chapter 7) that would give an opportunity to consider 

values education in the context of a school uninfluenced by the researcher. Such a 

comparative case study had to be one where values had been identified as having a 

considerable effect on ethos, pedagogy and curriculum. Despite the precaution of 

having a comparative case study, there is still a need to justify the main study in terms 

of ethics and reliability. 

104 



The research model reflects a current emphasis in higher education on encouraging 

teachers to be involved in and with educational research (Hargreaves, 1996). 

Research is considered an important reflective activity, having the potential to enable 

the practitioner to gain the necessary knowledge and critical objective skills to develop 

as a researcher (Neumann, Peterson, et ,1l, 1999: 284). Also, research gives the 

practitioner the opportunity to make a serious contribution to educational theory, 

whilst supporting the continuous improvement of school-based practices. The 

University of Oxford, Department of Education, endorsed the research model. 

This chapter considers the general problem of teachers researching in their schools. 

For instance, can a researcher be the headteacher of the school being researched? 

Sue h duality of role has the potential to create confusion in the mind of the researcher 

and of those being researched. Burgess ( 1989: 64) considers the ethics of such 

practice, considering possible solutions that lead him to consider that the pri11ciple of 

inlonned co11se11t should be at the centre of ethical research activity. However, the 

researcher may still not know how far his role in the school has affected the responses 

of teachers being questioned. This chapter describes, and critically examines, such 

ethical difficulties and the specific ways in which objectivity was assured. A critical 

evaluation of the strengths and weaknesses of adopting an insider (participant teacher 

research) approach to academic research is given, thus ensuring that the study may be 

accepted as academically credible. By drawing on relevant literature, this chapter 

evaluates the arguments for and against practitioner research. This chapter takes 

seriously the criticisms of teacher-led research as described by Foster (1999). In this 

methodological assessment of teacher research, sponsored by the Teacher Training 

Agency, roster gives a thorough account of what is defective in research by teachers 

who attempt to do research. I le gives examples showing the lack of clear indication of 

the relation of evidence to conclusion or interpretation, and therefore the inability of 

the sceptic to challenge the conclusions drawn. Also he considers teachers' failure to 
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take precautions against bias and lack of objectivity; a factor that this study has borne 

in mind from its inception. 

In this research, the researcher claims that he is being as objective as humanly possible 

because he is taking the necessary steps to guard against bias in order to get at the 

truth. Therefore, as one aspect of this, he has taken steps to ensure that his own bias 

(being an advocate of values education) has not shaped the conclusions reached, but 

that these have only emerged from an objective analysis of the data collected at the 

school. He has assiduously avoided the pitfall of trying to use the research as a 

platform for his own educational beliefs. He too, is aware that framing research 

around a school's success story, in order to make a general case is flawed. Such 

fundamental errors would invalidate the research, as it would be considered as 

unrealistically optimistic. 

Such possible defects, which affect the validity of the research, are acknowledged and 

taken seriously in order to minimise them. A key to ensuring objectivity has been the 

important relationship of the research supervisor and researcher. The potential of bias 

has been the subject of much reflection, concern and discussion with the research 

study's supervisor. The importance, as Schon (1983) noted, of this critical process of 

joint reflection and quality control between researcher and supervisor is a vital aspect 

of quality assurance. The research supervisor, having access to intellectual research 

traditions, has supported the researcher in constructing an ethical form of enquiry. 

It is also acknowledged that, in any qualitative piece of research, it is probably 

impossible to be totally impartial or unbiased. However, it is possible to be very 

conscious of the potential for bias and to work to minimise it. To do this, strategies 

were used in this research study that give evidence of the awareness to be objective. 

ror instance, evidence from external sources, such as Ofsted's inspection report of the 

school, is considered. The intention behind this is to show that the school is as 
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described in chapter 6 (Ofsted, 1997). It is argued that the outcomes of the research 

are reliable (which would need a more extensive piece of research to substantiate), 

because they are based on the care taken with the research strategy described in 

chapter 5. This chapter concludes with a summary of the key arguments for the thesis 

being considered as ethically sound and a model of practitioner research. 

2. Importance of undertaking the research 

From January 1993 until September 1999, Palmer Primary School was engaged in 

transformational innovation, the aim of which was to underpin the school's 

curriculum with a unique form of values education. The school deliberately and 

systematically supported its curriculum with a set of twenty-two positive values words 

(see Appendix 8) such as peace, co-operation, care and respect (this process and its 

rationale is described in detail in chapter 6). These values were woven into the 

curriculum and a variety of pedagogical opportunities were developed, such as 

reflection, for them to be thought about, espoused, used and thereby naturally 

underpin individual behaviour and the life of the school. The school intended by this 

process to give pupils the opportunity to develop a personal ethic, a moral attitude that 

would positively affect their autonomy as members both of the school community and 

of society in general. 

Since 1989 (with the introduction of the National Curriculum), the national climate of 

school improvement has been based on a centralised controlled curriculum. In this 

national climate, teachers have often felt disempowered because 'experts' have placed 

emphasis on the development of the teachers' technical skills. This has led to teachers 

disassociating their professional knowledge from curriculum development, evaluation 

and research (Elliott, 1991: 55). In response to this, Palmer demonstrated the positive 

effects of an alternative method of promoting school improvement (through values 
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education), thereby helping re-establish the notion of the teacher as an agent of 

curriculum change. 

The school argued that values education had the potential to raise self-confidence, 

self-knowledge and respect for the self and others, and thereby have a positive effect 

on achievement. The method of achieving this was through promoting an inclusive 

school ethos, based on core values, which supported the development of the whole 

child as a reflective learner. It was intended that this process would encourage pupils 

to nurture dispositions that would help them to take greater responsibility for their 

behaviour and learning. They would be empowered to develop an internal locus of 

control, think about the kind of life that is worth living, what kind of life they wanted 

for themselves and increase in their awareness of their responsibilities to others. 

During the first two years of introducing values education, teachers identified positive 

effects. This included an improvement in pupils' self-control, as shown in the way 

that pupils behaved at school. This prompted the consideration that such an 

innovative experiment in curriculum development was worthy of serious study. It led 

to an application by the headteacher to be engaged on a research study of values 

education at the University of Oxford. He was admitted to study for the degree of 

D.Phil. in 1995. Oxford University embraced the researcher as a part time research 

student (one of five students in a new initiative), knowing that he was a practitioner 

steeped in the cultural experience of schools but with limited research experience. 

Such developments have not been common for, as Cronbach states, In times past, 

practitioners have not been welconzed 1nto the leadhzg doctoral research training 

programs (Cronbach and Suppes, 1969). However, the headteacher's admission to the 

University represents an emerging genre in the field of educational scholarship, which 

Labaree (2003: 13-22) considers seeks to promote a more analytical approach to 

education among teachers and other practitioners. Labaree maintains that this is 

achieved by encouraging them to carry out systematic research projects within their 
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own context of practice, whilst also seeking to inject a more normative approach 

(grounded in the purposes and problems of the practitioner) into research literature 

that is dominated by the analytical perspectives of university researchers. The 

researcher's thirty-six years of experience represents what Neumann, et al., describe 

as an understanding of the breadth, depth and complexity of education in state schools 

that cannot be picked up by reading about them (Neumann, Peterson, et al, 1999). 

Labaree builds on this notion by stating that: 

This 111ea11s they [teachers] bring a storehouse ol data to doctoral study which 
they can and do draw upon in evaluatlizg the utility and validity ol the theories 
they encou11ter there. Though neophytes in the business ol theorising about 
education, they are old hands at the practices that are the subject ol this 
theorising. Teachers also bring to doctoral study a set of plausible and 
professionally tested understandings about wlwt nzakes education work. They 
co111e with ll sense ol what is happening in the institution they will be studying. 
(Labaree, 2003: 16) 

The D.Phil research programme presented such an opportunity to examine a case 

study, not as a practitioner, but from the perspective of an academic research student. 

However, it was immediately recognised by his supervisor, Professor Richard Pring, 

that because of the nature of the researcher's involvement in the case study school, the 

proposed research model was legitimately open to criticism. The issue is fundamental, 

as clearly a person researching his own school is likely to look at it through rose-tinted 

spectacles, finding the verifying rather than the falsifying evidence. The research 

therefore would rightly be challenged to answer questions of potential bias and lack of 

objectivity. For instance, how could a researcher develop an analytical scholarly 

distance, whilst being involved in the development of the work under scrutiny in the 

powerfully perceived role as the school's headteacher? How could the teaching staff 

answer questions dispassionately put to them by someone whom they perceived to be 

their 'boss'? To what extent is it possible to intellectually distance oneself from 

experience, in order to manage ideas rather than people? I low can the divide be 

crossed, from caring (as a practitioner) about pupils and basing educational reform on 
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sentiment to being analytical (as a researcher), thereby developing intellectual 

capacities for interpreting evidence, making arguments and establishing valid grounds 

for action? If this were at all possible, and it is argued that it is, then it would ensure 

that experience does not dominate and bias the research. Indeed, as Neumann, et al, 

maintain, research and practice on their own is necessarily limited and therefore a 

synthesis of the two is crucial (Neumann, Peterson, et al., 1999). The key to 

addressing this problem is to be convinced that there is something important, worth 

examining, and to approach this as an objective, critical outsider. Indeed, if there 

hadn't been something worth examining, the researcher would not have put the 

intellectual demands of a research degree on top of his existing time-demanding role 

as a headteacher and later as a senior education adviser. Such occupational 

constraints necessarily limit the time and intellectual effort that can be devoted to 

research and thereby can militate against practitioners undertaking research (Labaree, 

2003). 

It is therefore acknowledged that there was a potential difficulty, which required a 

particular solution in the way that the research was to be conducted. The research 

worked within strict protocols to ensure the anonymity and agreement of those being 

researched (see chapter 5). This was to ensure that no person would be harmed as a 

result of the research. One method of validating objectivity was to involve the 

researcher's supervisor in the research interviews. Another method was to ensure that 

care was taken to structure the interview questions such that others could repeat them 

to chet:k the reliability of the answers. Crucial to the process was checking the data 

and conclusions with the teachers at the school. Such safeguards were used because, 

if critical arguments and legitimate concerns were not adequately addressed, then it 

would logically follow that reflective practitioners should not, as in this case, be 

allowed to conduct research in schools in which they work. This research study 

argues that, with appropriate safeguards, it is legitimate for participant teacher 
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researchers to conduct research studies. 

To support the legitimacy of this research study, the key issue of the purpose of 

undertaking the research has to be addressed. For instance, does research always have 

to be conducted by external agencies to maintain complete objectivity? This is 

arguably true, if the purpose of the research is to carry out a large-scale, detailed 

objective analysis from which generalisation about theory and practice can be 

deduced. The research findings of such traditionally conducted research are then 

more readily accepted. However, this research study does not claim to be totally free 

from the researcher's commitment to values education or that the researcher did not 

have insider knowledge of the life and workings of the school. What the study asserts, 

and is its purpose, is that the research study is a form of what Kurt Lewin, the social 

psychologist, described as school action research; the study of a social situation by 

teachers aimed at improving curriculum and pedagogy in their school (Kemmis, 

1980). As Elliott notes: 

Action research integrates teaching and teacher developn1e11t, curriculu111 
develop111ent and evaluation, research and philosophical reflection into a unified 
conception of a reilective educational practice ... it e111powers '1nsiders: i.e. 
teachers. (Elliott, 1991: 54) 

The research study has not been conducted from a position of complete detachment 

but from one of an ethical commitment to reflect on practice that will effect 

worthwhile change. The researcher was determined to act consciously as a critically 

reflective practitioner and used an appropriate research methodology to be as 

objective and unbiased as possible. He decided to avoid the first person pronoun to 

demonstrate this desire for intellectual and emotional distance. The aim of the study is 

to present an initial small-scale piece of qualitative insider action research for wider 

academic consideration. It is hoped that this work will stimulate sufficient academic 

interest, so that further, perhaps more traditional, forms of research can be conducted 

to validate the outcomes. If this study were to be rejected then a consequence would 
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probably be that other practitioners would be excluded, or at least discouraged, from 

making a genuine attempt to present new information, in the form of an academic 

research study, in order to influence policy and practice. It is hoped that this research 

study will act as a testimonial that will encourage other practitioners to examine, 

critically, aspects of practice in which they are involved and to present their findings 

to the research community. In this case, is there an academic tradition that would 

support this model of reflective practitioner research? 

3. Critical evaluation of the research 

Aristotle considered practical inquiry as a form of practical philosophy, because it 

involved reflecting about practice and the values which constitute its ends (Elliott, 

1991). This argument logically leads to the proposition that teachers should be 

enabled to improve practice through self-development, thereby developing both 

pedagogical theory and strategy through reflective practice. 

Why has the academic world traditionally cautioned against the ability of the teacher 

researcher to objectively and critically evaluate practice in which they have been 

involved (Foster, 1999)? Elliott cautions that it could be because of an intellectual 

arrogance, a vested interest in controlling the process, which is done, for instance, by 

using an academic language to legitimise teacher research? Is there a form of 

academic imperialism being employed? Elliott asks: 

Arc the academics transfor1ning the 111ethodology of teacher-based educatio1wl 
enquiry I11to a f'or1n which enables the111 to nzanipulate and control teachers' 
thinking in order to reproduce the central assu111ptions which have underpinned 
t:1 conte111plative academic culture detached lro111 the practices of everyday life? 
(Elliott, I 991) 

Elliott's suggestion as to why teachers feel barred from research is not the only one 

used. Indeed there seems to be a more fundamental issue, which may explain why 
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there is an inherent problem associated with teachers becoming researchers. The nub 

of this problem is concerned with a cultural clash of two worlds: the world of the 

teacher and that of the researcher. The former is based on being normative and the 

latter analytical. In his paper, The Peculiar Probfenzs Of Prepanng Educational 

Researchers, Labaree (2003) suggests that the teacher brings along passionate 

commitment, maturity, a wealth of professional experience and dedication from the 

normative world of the classroom. He argues that this rich experience helps the 

teacher to shape effective programmes of research, which then need to be tested for 

their plausibility. Laberee seems convinced that the teacher's dedication is vital for the 

future development of education, implying that researchers without such cultural 

knowledge lack a rich reservoir of knowledge and experience. However, Neumann, et 

al., maintain that research and practice on their own are necessarily limited 

(Neumann, Peterson, et :If., 1999). A synthesis of the two is therefore crucial. As this 

study has demonstrated, it is important for practitioners to become scholars through a 

careful induction programme into the world of research. This synthesis of practitioner 

and researcher brings the two worlds closer together with the potential that the 

process can lead to greater authenticity, which may lead to research studies being 

more readily accepted by teachers. 

Therefore, in pursuing this doctoral study, the goal of the researcher has not been to 

explore an abstract question in isolation from his experience, follow a whim or 

describe successful practice. Instead, as a doctoral student, teacher educator and 

scholar of education, his mission is overwhelmingly to improve schools. This 

statement acknowledges that the researcher brings a particular epistemology (a 

conception of knowledge, of knowledge creation, and of knowing and learning, that 

reflects assumptions about the nature, validity, and limits of inquiry) to the research 

(Rosenau, 1992). Neumann, ct al, suggest that such an epistemology has been created 

through personal and social interactions attuned to the nature of thought (Neumann, 
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Peterson, et al, 1999). They also suggest that epistemologies represent knowledge 

(expressed symbolically) and ways of knowing that are formed and reformed over 

time, becoming the foundations of continuously regenerated cultures. Thus, an 

epistemology is both socially and culturally rooted; it is learned (internalised in unique 

personal form) by participating members of a culture. The researcher therefore 

belongs to a teaching culture that has its own particular epistemology with regard to 

what it means to teach and learn and to support the learning of others. In this 

doctoral study, he has worked with others (his supervisor) who represent other 

communities (epistemologies). This study acknowledges that the University's staff, 

particularly the research supervisor, in the Education Department gave meaningful 

attention to the epistemology of this novice researcher, thereby affecting a bridge 

between the cultures of research and practice. However, the challenge for the teacher 

researcher was to be intellectually aware, in order to confront these varying 

epistemologies, thereby gaining greater clarity by considering the context of the school 

as a detached observer. 

It was in the 1960s that Lawrence Stenhouse coined the expression teacher as 

researcher to signify the then dependence of pedagogical change on teachers' 

capacities for reflection (Elliott, 1991: 24). It originated from school-based reform, 

supported by academics, such as Stenhouse (1968), but conducted by teachers 

working to provide an appropriate curriculum for pupils in secondary modern 

schools. This led to theory being derived from practice. In the traditional cralt culture 

of schools, it was often the case that teachers felt threatened by theory because they 

had not been actively involved in the process of generating it. Such traditional craft 

cultures have been epitomised by non-reflective, intuitive and routine forms of 

practice conducted, in the private and isolated world of the classroom. This has given 

way (since the late 1980s) to highly centralised, technocratic systems of schooling, 

with surveillance and control over practice. Currently being implemented by primary 
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schools, the National Literacy Strategy is an example of theory, which, when 

introduced into schools, has generated this negative teacher response (DfEE, 1998). 

However, teachers feel less threatened if they are involved in an action research 

process that develops practice in their schools. As Handy (1984) claims, a possible 

reason for this is that management systems threaten the professional autonomy of 

practitioners when policy is both generated and executed hierarchically. Conversely, 

he argues that systems, which establish collegial structures for policy generation but 

retain hierarchical structures for executing policy, are likely to find acceptance 

amongst professionals. The experience of curriculum development at Palmer supports 

this assertion. It illustrates that, because the teachers were collaboratively involved in 

the development of the values policy, they retained commitment to it. Twelve years 

after values education was introduced into the school, six years after the 

headteacher/researcher left the school and two substantive headteachers later, values 

educatio11 is still firmly embedded in the curriculum, continuing to affect policy and 

practice. The current headteacher made the following remarks about the values 

system, which are noted in a magazine article: 

I ca11 't begin to convey to you just what ll ple,1sure it is conling to work in ti place 
like this .. .! would have said l knew what is w,1s about, but every dt1y shows nze 
more ... Act1wlly it is the totality of it that is unusual, a11d the quality o[ ,1tte11tio11 
tlwt it requires. (Farrer, 2003: 27-29) 

This thesis therefore supports the view that effective and lasting curriculum reform 

occurs when heads and teachers are actively engaged in and with research, and do not 

feel threatened by research and theory. The positive effects of such collaborative 

curriculum development based on reflective teaching is a notion that Pollard (2002) 

says stems from Dewey ( 1933: 176- 177), who recommended that teachers should be 

involved in reflective action in their schools. 

It is not the intention of this study to suggest that teacher participant research (insider) 

is superior or inferior, in terms of methodology, to that of more traditional forms of 

115 



academic research. Both have strengths and weaknesses that may be briefly explained 

in terms of their respective knowledge. According to Pollard (2002: 21), the strengths 

of teacher knowledge, based on research, are that it is often perceived to be practically 

relevant, directly useful, communicated effectively to practitioners and concerned 

with wholeness of classroom processes and experiences. However, its weaknesses 

include the claim that it may be impressionistic, lacking rigour, as it is based in 

practitioner situations that limit generalisation. Its analysis is sometimes over­

influenced by existing assumptions. However, the strengths of researcher knowledge 

are that it may be based on careful research with large samples and reliable methods, 

it provides a clear and inclusive analysis when studied and offers novel ways of 

looking at situations and issues. Pollard locates the weakness of researcher knowledge 

in 'traditional research' as its tendency to contain what the practitioner perceives as 

jargon, which inhibits adequate communication. Also, that research knowledge can 

appear obscure, difficult to relate to practical issues and often fragments educational 

processes and experiences. Pollard's critique ignores the more philosophical concerns, 

which include the tendency for the general statements and principles of this type of 

research to skate over the uniqueness of individual cases, which may be the exception 

to the rule. Also, it ignores the argument that social situations, by their very nature, 

cannot be subject to causal explanations. 

This foregoing analysis clearly indicates the strengths and weaknesses of teacher and 

researcher knowledge. However, this polarisation between the two types of research 

does not adequately cover the research methodology employed in this study. In a 

sense, this study uses aspects of both and takes care to develop objectivity through its 

academic links to higher education (Oxford and Plymouth Universities). Professor 

Pring, as research supervisor, ensured that the researcher maintained appropriate 

checks, guidance and quality control. An academic critical friend in the person of 

Professor Mark I Ialstead from Plymouth University made a second level of external 
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checks. Dr. Halstead gave guidance on the direction and shape of the research. He 

recommended the inclusion of a comparative study (chapter 7) to demonstrate the 

researcher's capacity to conduct a study other than in his own school. 

As argued earlier in this chapter, when considering the ethical basis of the research 

study, the key question relates to its purpose. Jlas this practitioner research been 

undertaken to generate new knowledge and understanding per se? Or, is it 

undertaken principally to enhance the practice of the teacher researcher and the 

school (an aim of action research) through the discipline of reflective, research-based 

work. The research has been undertaken to consider whether there may be evidence 

of new knowledge, drawn from the case study, which could be further examined. 

Without such a small-scale research study, the evidence would remain unconsidered 

and what could be potentially a rich resource of new knowledge and understanding 

(that others could research) would stay unexamined. However, it is acknowledged 

that no generalised theory can be proffered, based on one small case study of this type. 

As stated earlier, the research has also been undertaken to enhance the practice, 

mainly of the researcher, but also of the school. This is arguably as important as 

examining 'new' knowledge, as it has the potential to enhance the critical skills, 

experience and expertise of the researcher and (possibly) through him others. The 

school too benefits from this reflective activity because processes can then be further 

refined, as teachers feel more empowered because their work is being critically 

evaluated and they see the research as connected to their experience. Any idealised 

model that may emerge is less likely to be threatening to teachers because it will have 

been seen as working successfully in the school being researched. 

I Iowever, before being in a position to propose any type of model, there are many 

issues that the reflective practitioner has to resolve in conducting a research study. 

These issues, which may be considered as the dilemmas of the reflective practitioner, 

arc well illustrated by James and Ebutt, who consider the problems of engaging in 
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research in one's own school (James and Ebutt, 1980). One of the inherent difficulties 

for the teacher-researcher is that he has access to a constant flow of data, merely by 

being present in the school. Pupils and colleagues may be aware that he is engaged in 

research, but they may divulge things to him as a teacher that they would not want 

noted by him as a researcher. Thus a particular dilemma is how the teacher-

researcher is to know which role he is perceived to have at any one time, and how he 

has to handle the resulting data. This was resolved in this research study by only 

recording what individual teachers said during semi-structured interviews. Therefore, 

it was made clear when the teacher was acting as researcher and other teachers or 

pupils were the subjects of research. Another dilemma is posed by the school value 

structure of privacy, territory and hierarchy. This did not become an issue at Palmer 

because the school did not operate from a basis of such values but on ones associated 

with collaboration and openness. In fact, the experience of the research study 

supports the view of Simons, who argues for a distinctive methodology of insider 

evaluation which rests: 

upon the possibility of dismantling the value structure of privacy, territory and 
hierarchy and substituting the values of openness, shared critical responsibility 
and rational autono111y. (Simons, 1985) 

Chapter 6 describes the way that the school was structured to enhance such qualities 

as openness and to ensure that a hierarchy of roles would not create a hierarchy of 

relationships. Open and honest relationships are a prerequisite for creating a climate 

that can support an insider researcher, so that teachers know that they can respond 

honestly to questions about their school and its practices. Is this statement supported 

from evidence from external sources? 

4. Evidence from external sources 

In chapter 6 of this thesis, Palmer Primary School is described and external sources of 
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evidence are used to verify that the description is accurate. However, references to 

these sources are not specific and every attempt is made to avoid compromising the 

anonymity of the case study school. No undertaking was given to anyone involved in 

the study that the school would be unable to be identified, only that the names of 

individuals involved would not be revealed and pseudonyms would be used to protect 

individual identities. This was done because the school is well known in the 

educational world because of its work. Also, it has been clear because of the resultant 

interest in the work of the school (it is acknowledged widely as a model for values 

education) that it would be impossible to protect the anonymity of the school. 

External authenticating sources include the research of a doctoral student, the school's 

Ofsted inspection report and the minutes of Governors' meetings. The purpose of this 

section is not to rehearse the points made in chapter 6 but to demonstrate that the 

researcher has taken great care to ensure that the description of the school can be 

authenticated. Based on the research of four schools, which were using aspects of 

values education, the school's affirmation regarding values is described in an article by 

Arweck: 

.. . a sculpture right next to the entrance JS "1 state111ent "111d affinnation regarding 
values. It was com1nissJoned by the [then] head teacher and is based on a 
collaborative effort between an artist and children lro111 the school. The 
sculpture is a globe cradled by live h"1nds, which JS supported by the arms. The 
arms rest on a plinth of stone which JS inscribed with st"1te1nents by cluldren 
about values. (Arweck, 2003: 18) 

Portin's (1995b) longitudinal study examined the reflective aspects of headteacher 

cognition and leadership in staff development of three primary headteachers. The 

author of this thesis was one of the headteachers studied (two years into his headship 

of the school). Evidence was collected by Partin in a series of semi-structured 

interviews during 1994 and reported as case study report. The relevance of Portin's 

study to this thesis is that the analysis, of the transcripts of the interviews with the 

headteacher and the summary of the questionnaires given to the deputy headteacher 
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and teaching staff, shows (as chapter 6 describes) that the leadership style of the 

headteacher was reflective, democratic, informal, friendly and consultative. Although 

the research period represents the early stages of explicit values education, it also 

demonstrated that one of the school's greatest strengths was shared values (source: 

staff questionnaire summary). These findings were reported to an Oxford University 

seminar (Fortin, I ~}~)G). 

The Ofsted inspection of the school in 19~}7, two years after Portin's study, verifies, 

from an objective outsiders' position, the nature of the school and its impact on the 

curriculum: 

The high quality of relationships in the school and the excellent behaviour of 
pupils llre evidence of the extrenzely cilective provision for the 111or"1l and social 
dcvelop111e11t of pupils, brought about through the co11siste11t llnd successful 
llpplk-wtion of the values policy. This develop111ent is considerably enlwnced by 
the way in which staff and adult helpers llCt llS excellent role 111odels ... Excellent 
opportunities exist for pupils to develop "111d express 111oral values, and to extend 
their understanding of right and wrong across ll range ofpri11ciples, including 
honesty. courage "111d respo11s1bility. (Ofsted and Morris, 1997 para64) 

5. Summary of the argument 

This chapter has argued a coherent case for undertaking a qualitative piece of 

research in the school where the researcher had been the headteacher. The ethical 

issue is fundamental, as clearly it can be argued that a person researching his own 

school is likely to view it positively, finding the verifying rather than the falsifying 

evidence. The key ways in which objectivity and reliability have been sought and 

guaranteed include: 

• from its inception, this research has been subject to careful scrutiny by the 

research supervisor, but also by a fellow academic at another university; 
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• questions concerning the potential for bias and lack of objectivity have been 

the subject of a great deal of reflection and discussion; 

• potential defects, which might affect the validity of the research, have been 

acknowledged, taken seriously and minimised; 

• the researcher was required to conduct a comparative study in a school that 

had not been influenced by him or his work; 

• the research supervisor conducted two of the teacher interviews; 

• the research supervisor has considered the data and the conclusions drawn, to 

ensure that conclusions are valid; 

• objectivity has been checked by the triangulation of external (Ofsted reports) 

and internal (interviews) research evidence. 

The D.Phil research programme presented an opportunity to examine data, not as a 

practitioner, but from the perspective of an academic research student. This 

particular qualitative form of research is considered to be an important reflective 

activity, having the potential to enable the practitioner, through research, to gain the 

necessary knowledge and critical objective skills to develop both as a researcher and 

scholar. It is acknowledged that, in any qualitative piece of research, it is probably 

impossible to be totally impartial or unbiased. However, it is possible to be very 

conscious of the potential for bias and to work to minimise it. To do this, strategies 

were employed that give evidence of the awareness to be objective. For instance, 

evidence from external sources, such as Ofsted's 1997 inspection report of the school, 

is considered, the intention being to show that the school is as described in chapter 6. 

It is argued that the outcomes of the research are reliable (but would need a more 

extensive piece of research to substantiate) because they are based on the care taken 

with the research strategy described in chapter 5. It has been argued that the research 

gives the practitioner the opportunity to make a serious contribution to educational 
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theory, whilst supporting the continuous improvement of school-based practices. 

Finally, a significant impetus for undertaking the research was to support the 

reestablishment of the teacher as an agent of research and curriculum change, thereby 

challenging the current centralised model of curriculum innovation and development. 

The key question is whether this research has been undertaken to generate new 

knowledge or undertaken principally to enhance the practice of the researcher and the 

school, through the discipline of reflective, research-based work. Categorically, the 

research has been undertaken to consider whether there may be evidence of new 

knowledge, drawn from the case study, which could be further examined; an ethical 

imperative. Without the impetus of such a small-scale research study, the evidence 

would remain hidden, unconsidered and unexamined, when it could be the subject of 

further research. 

122 



Chapter 5. Strategies and method 

1. Introduction 

This chapter builds on the ethical issues raised in the previous chapter and focuses on 

the assumptions, strategy and methods that have been applied to the research study. It 

gives a rationale for a qualitative case study design. Research strategies are described 

about how and why data was collected. The rationale is given for the type of data 

collected. Data collection techniques are described, as are the methods of managing, 

analysing and reconciling data. 

Underlying this research project is the assumption that a particular phenomenon was 

occurring at Palmer that warranted the undertaking of a small-scale research study in 

order to investigate its effects. The outcome of the study is intended to contribute to 

knowledge about the impact of values education in primary schools. It is recognised 

that such a study is limited by methodological, ethical and practical constraints, yet 

may be considered as a valuable resource for additional analysis of the pertinent 

issues, which may encourage further research. This core assumption created the 

purpose of the research, to identify whether the quality of education was improved at 

Palmer because values education had been introduced. 

2. The research approach 

In the early stages of designing this research programme, a critical analysis of research 

methodology was undertaken (Gomm and Woods, 1993; Cresswell, 1994; 

Hammersley and Atkinson, 1995). The purpose of which was to establish the most 

appropriate, efficient, effective and reliable methods to investigate the research 

question. Once these methods were determined, the research was conducted and 
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written up using clear, unambiguous language that would ensure clarity to all readers, 

especially those outside the field of study. The nature of the research, which focused 

on an aspect of curriculum mainly in one school, led to the rejection of a quantitative 

approach to the study, since techniques, such as representative surveys and testing, 

would have been inappropriate. To probe the research question at depth, it was 

determined that the research design required concentrated field work over an 

extended period of time. 

A qualitative research design emerged as the more appropriate, as it would enable the 

researcher to examine, probe, explore, write, consider, analyse and reflect on the 

subtleties of the life and curriculum in the natural setting of the case study school. The 

intention of the research was to get under the surface features of the school in order to 

uncover the deeper structures related to the school's distinctive pedagogy, school 

climate and relationships. The proposed qualitative study permitted such an holistic 

investigation of the social phenomena, in the natural setting of the school, seeking to 

analyse the multiple perspectives of the people who comprise its community. Such an 

approach was designed to explore what P. Atkinson, ct :11, refer to as wlmt happens in 

schools lron1 the point-of-view of the participants. (P.Atkinson, S.Delamont, et al, 

1988) 

From the inception of the research, the researcher clarified his role as researcher in 

the school as an objective participant observer. This seemed an appropriate role, as 

the proposed qualitative design was within the ethnographic tradition involving the 

researcher acting as Hammersley and Atkinson describe as an: 

... cthnogr:1pher participi1ting, overtly or covertly, in peoples' lives for an 
extended period of tinze, w"1tching what happens, listening to what is said, 
asking questions - J/1 J[1ct, collecting whatever data are available to throw light 
on the issues that are the focus of the rese,1rch. (Hammersley and Atkinson, 
1995) 

Using a qualitative paradigm led to a constructivist, naturalistic and interpretive 
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approach to the research. This approach uses inductive logic, the researcher building 

on abstractions, concepts and theories from the detail of the data. This process 

emerged in the late nineteenth century as a counter movement to the more positivist 

tradition. It led to a methodology that stated that categories would emerge from those 

who were researched and such context-bound information would lead to patterns or 

theories being developed that would help to explain phenomenon. The potential 

criticism of this type of research is concerned with the degree to which the researcher 

can be an objective observer and disassociate himself from his own views and bias. It 

is readily disclosed that the researcher had a vested interest and commitment to the 

values programme in the school and therefore acknowledges the potential for bias, 

which is arguably present in all ethnographic studies but especially in these particular 

circumstances. However, the researcher was encouraged to conduct the research by 

the stance taken by the Teacher Training Agency (TT A) and reported on by Hargreaves 

(1996). The research model used in this thesis reflects the emphasis by the TIA and 

higher education for encouraging practitioners (teachers) to be involved in and with 

educational research. 

In discussion with the supervisor of the research, the research study was considered 

appropriate, as it would enhance research literature. This is because it considers the 

issues involved in basing research on an institution where the researcher played a key 

role. These issues have been overlooked by previous studies. This research addresses 

such concerns, aiming to make a contribution to the academic literature concerning 

values education. Both the researcher and supervisor were also aware that the 

methods employed by the school challenged the dominant current paradigm of 

methods for improving schools propounded by government (such as the national 

numeracy strategy) and were therefore worthy of investigation (DfEE, 1999). 

Having decided to use a qualitative approach to the research, the next consideration 

was to determine the ethnographic method type to be used and to conceptualise a 
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format for the study. There appear to be a number of ethnographic method types that, 

according to Cresswell (1994 ), can be considered as appropriate for a qualitative 

approach to research. The main four ethnographic types are: 

1. critical ethnography, which raises consciousness and challenges existing 

thinking which then, perhaps, leads to social change; 

2. grounded theory, which encourages a constant comparison of data with 

emerging categories and the theoretical sampling of different groups to 

maximise similarities and differences of information. The research 

attempts to derive a theory by using multiple stages of data collection; 

3. case studies, the study of a single phenomenon and collection of detailed 

information by using a variety of data collection procedures during a 

sustained period of time; 

4. phenomenological studies, based on human experiences are examined 

through the detailed descriptions of the people being studied. They involve 

studying a small number of subjects through extensive and prolonged 

engagement to develop patterns and relationships of meaning. Through 

this process the researcher appears to 'bracket' personal experiences in 

order to understand those of the informants. 

Whilst being aware of the above range of possibilities, it was resolved that the most 

appropriate ethnographic method would be that of the case study (3 above). This was 

because the school may be considered as a single phenomenon lending itself to be 

studied over a sustained period of time. It also matched Robson's (1997: 146) 

definition of a case study as research which i11volves an e111pirical investigl1tio11 ol a 

particular co11te111porary phe110111eno11 within its real life context using 111ultiple 

sources oleVIdence. The case study allows a detailed analysis of data, often producing 

vast quantities, that provides a framework in which a range of data collection 
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instruments can be used. It also provides opportunities for the triangulation of data 

(comparing data related to the same phenomenon but derived from different sources, 

such as the accounts of different sources). The case study is a research design in 

which the researcher is the main instrument for data collection and analysis. 

However, there is a cogent argument that can be assembled against the use of a case 

study approach to research. The argument relates to the relative dependence on 

qualitative methods within case study designs. These can be regarded as unscientific 

because of their perceived lack of rigour and that findings (based on a single case) 

cannot be generalised. For instance, Yin ( 1994: 9) argues that the case study, does 11ot 

represe11t tl s,1111ple and that the researcher's goal is to expand and generalise theories 

and not to provide statistical generalisations from one case to the wider population. 

This criticism is acknowledged but not accepted because, in the example of Palmer, the 

case study design provided an appropriate method for researching the school in the 

context of this small-scale research study. Also, although generalisations are difficult 

to make, based on a single case, nevertheless, there are features in the case study 

school that are generally present in many schools. Therefore, a similar focus on 

curriculum development and pedagogy could be employed in other schools. Such 

arguments convinced the researcher of the appropriateness of adopting a role as a 

participant observer, noting what was happening in the school, asking questions, 

conductin~~ interviews and collecting a wide range of data relevant to the values 

education focus. 

Palmer Primary School was selected for research because there were no other 

comparable schools to research. The main challenge was to conduct a manageable 

piece of research. This led to a decision to limit the scope of the research and to know 

when to stop collecting data; an issue considered in the next section. 
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3. The research format 

A significant concern soon became apparent: how to reduce the scope of the research 

in order to make it manageable. It was therefore critical to determine the format for 

the study and the range of the investigation in terms of research data to be collected. 

The thesis is structured to ensure that the crucial elements of the research study 

(theoretical background, philosophical framework, literature review, case study, 

comparative case study, data and conclusions) fit together coherently. To achieve this, 

a format of ten chapters was adopted. This overall structure of the thesis is described 

in chapter I. 

The researcher was mindful that the work at Palmer was developing an educational 

theory (unsubstantiated by research) that the quality of education would be improved 

if a school adopted values education. The research methodology was designed to 

investigate this theory. Consistent with the inductive model of thinking, the researcher 

considered that this theory might be endorsed during the data collection and analysis 

phase of the research. He thought that categories or themes might be identified and 

the theory exposed by the data from detailed information at this stage (see chapter 10). 

The research process may be summarised as follows: 

I. gathering information from the case study school; 

Z. asking questions to illuminate the main research question; 

3. forming categories; 

4. looking for patterns; 

5. evaluating, looking for an outcome that may develop as a theory and 

describing the significance of the research. 

The research is therefore framed in the context of an ethnographic case study design. 

The case study provided data to determine the role that the case study school played in 
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affecting the development of values in the pupils. A similar approach was adopted in 

the comparative case study. The research is ideally suited to such a qualitative design 

methodology because the area of research is immature, in that there is little previous 

equivalent research. Great care has been taken to ensure the internal validity and 

accuracy of the information. 

4. The research question 

Having determined the rationale for a qualitative research design and the format of 

the study, the next concern was to frame a central research question. This became: 

Does tel1chi11g values ilnprove the quality of education in primary schools? To seek 

answers to this question, semi-structured interviews were conducted with the whole 

teaching staff, four representative parents and their four children who were pupils in 

Year 6 (pupils who had experienced 6 years of values education). 

In order to answer the research question effectively, the teaching staff were asked a 

range of searching questions that aimed to illuminate the impact of values education 

on pupil behaviour, quality of pupil work, academic standards, the teacher's teaching, 

the teacher's behaviour, the ethos of the school, the quality of education and an open­

ended question to capture their general views. The parents were questioned about the 

values teachers encourage, whether they thought their child was aware and responded 

positively to values education, if they thought that their child's behaviour and standard 

of work had been affected, whether they supported the development of values at home 

and finally an open-ended question for their general views. The questions to the 

pupils focused on why they thought the school taught values education and the affect 

that they and others thought it had on them. 

129 



5. Data to be analysed 

During the initial stages of the research (1995-1999), a comprehensive range of data 

was collected. It became clear that the quantity of evidence was too great and the 

variety too wide. This led to an appreciation that the data would be unmanageable, in 

terms of the remit of this small-scale piece of research. Initially the range of data 

collected for analysis included: 

• teaching staff interviews; 

• pupil interviews; 

• parent interviews; 

• sample of values lessons; 

• pupil questionnaires, Years 5,6, 7 ,8; 

• journal articles about values/ spirituality at the school (I fawkes, 1998); 

• a pilot study based on another local school; 

• newspaper cuttings about the values work at the school; 

• videos, including one produced by the Human Values Foundation about values 

work at the school and others including television news items; 

• video showing assemblies at the school; 

• transcripts of values lessons at the school; 

• the researcher's field notes about the school; 

• A Qzdet Revolution, written by rrances Farrer (2000) about values education at 

the school; 

• governors and headteacher's reports; 
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• letters from parents about the effects of values education; 

• lesson plans of values education; 

• research by others into the work of the school (Fortin, 1995); 

• transcripts of two interviews of the headteacher conducted by two academic 

researchers (Fortin 1995; Babbage, 1998); 

• policies and other school documents supporting the development of values 

education. 

faced with such a broad range of data, much of which could be seen as less reliable 

evidence, it was necessary to narrow the scope of the research and thereby avoid the 

potential trap of superficiality and generalisation. Whilst drawing on all the data for 

general background information and for setting the context for the research (see 

chapter 6), the researcher, in narrowing down the research focus, resolved to collect 

and analyse the following evidence in detail (see chapters 8 and 9): 

• semi-structured interviews with all full-time teachers (16); 

• sample pupil interviews (4 ); 

• sample parent interviews (4); 

• documents from Ofsted, governors' meetings and sample lessons. 

The key evidence is the data based on the interviews with all the teachers at the school. 

The other interviews are representative samples and therefore cannot be considered of 

the same order of evidence. The methodology used in conducting these interviews is 

comprehensively detailed in chapters 8 and 9. Strict protocols were followed that 

ensured the anonymity and agreement of those being researched. For instance, each 

interviewee was given a copy of the transcription of their interview and asked to verify 

its accuracy and their agreement to it being used in the research. To contribute to 
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objectivity, the research supervisor conducted two of the teacher interviews. This was 

arranged to monitor the interview process and the research tool being used, which 

was in the form of a semi structured teacher questionnaire (see Appendix 9). The 

interviews were tape-recorded, transcribed and the contents analysed. 

6. Data analysis 

The interviews created a substantial amount of data for analysis. The researcher is 

indebted to Dr. Chris Davies, at Oxford University's Department of Education, for 

suggesting that a computer program could be used that would act as a powerful 

workbench for the qualitative analysis of such large amounts of textual data. This 

program, ATLAS/ti, offers a variety of sophisticated tools for accomplishing the tasks 

associated with a systematic approach to data that cannot be analysed by formal, 

statistical approaches in meaningful ways (Muhr, 1997). In the course of the 

qualitative analysis of the data, the program has been of significant help in uncovering 

the complex phenomena concealed in the data. Each primary document (interview) 

was textually analysed. Through a careful process, representing many, many hours of 

selecting, coding, annotating and interpreting, text patterns emerged that formed the 

basis of the analysis. The quality of analysis contained in these chapters owes a great 

deal to the structure that the computer program brought to the process. It was a great 

aid to objectivity, clarity and for seeing important issues that emerged through the 

process of word, phrase and quotation analysis. It was also of significant help in 

ensuring that objectivity was maintained throughout the process. 
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7. Conclusion 

This chapter has sought to give a coherent rationale for using a qualitative case study 

design for the research. Building on the ethical issues raised in chapter 4, it describes 

and explains the rationale behind using the methods and strategies employed in this 

research study. These are further illuminated in chapters 8 and 9, which analyse the 

research data of the teachers, pupils and parents. 
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Chapter 6. Main case study: Palmer Primary School 

1. Introduction 

This chapter gives a contextual account of Palmer Primary School. In chapter 4, it was 

argued that particular care has been taken to guard against bias when describing the 

school and the impact of incorporating values education in the curriculum. This 

chapter is written with objectivity in mind. The intention is to give an accurate 

account of the school, without being self-indulgent or celebratory. It gives contextual 

information and describes why the school was chosen to be the subject of a small-scale 

research study. The school's aims and philosophy are detailed, as is its rationale for 

having values education underpinning its curriculum. A comprehensive review of the 

school's development of values education follows with references being made to school 

documents, such as governor reports, which form a body of evidence about how the 

school was involving the whole school community in its values work. Reference is also 

made to other pieces of research that have been based on the school. Also, the external 

evidence from the Ofsted inspection of the school ( 1997) is scrutinised, as is the visit 

to the school by Her Majesty's Chief Inspector of Schools (HMCI). The chapter ends 

with a summary of conclusions. 

2. The rationale for the school being researched 

The focus of research is a case study of a local education authority (LEA) primary 

school between January 1993 and September 1999. This was the period during which 

the researcher was headteacher of the school. Although the research focuses on 

developments until 1999, the school has continued to be a focus of media attention 

since that date, such as television news reports (Robottom, 2000). This is because of 
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its sustained work in values education. It has also continued to receive positive 

endorsement for its values work from Ofsted (Ofsted, 2002). This is a significant 

point, as it demonstrates how thoroughly values education had been embedded in the 

school. After the resignation of the headteacher in September 1999, values education 

has continued at the school under the leadership of two subsequent headteachers. 

During the tenure of the most recent headteacher, Ofsted inspected the school and 

found that: 

Pupils have very good attitudes to the school and their behaviour is 
outstanding ... Kelationships are excellent. They are based on mutual respect and 
very strong, shared commitments to the values that are pro111oted ... values 
teaching make a significant contribution to personal develop1nent. These 
encourage pupils to have very high levels of respect for feelings, values and 
beliefs of others and to understand truly the impact of their actions on others. 
An excellent values lesson in Year 5 featured 'understanding~ This was 
inspirational in the way it helped pupils to rea/ise how Jives can be enriched if 
there is better understa11ding ofself and others. (Ofsted, 2002 para 1 S) 

The school's name and location have been disguised, and pseudonyms used for the 

names of staff, governors, pupils and parents. Where there are references to official 

documents, a pseudonym for the name of the school has also been used. Ofsted 

reports are quoted but only a general reference given. These are not included in the 

list of references. This action has been taken to protect the privacy of the school's 

community and to aid objectivity in the research methodology. Regretfully, total 

anonymity cannot be guaranteed, because the school can be traced as it is so well 

known as a pioneer of values education. As the school had introduced, developed and 

embedded values education in the curriculum and was claiming that it had a positive 

effect on the general quality of education at the school, the rationale for the research is 

based on the premise that there was an academic need to subject these claims to 

rigorous analysis. 

During the period of introducing and developing values education, the school became 

the subject of both national and international attention. Academics and educationists, 
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who expressed their interest in the school and its pedagogy, visited the school. An 

example was the visit in April 1995 by Professor Jamie Southworth (Professor of Early 

Childhood Education, California University of Pennsylvania, l lSA) and Professor 

Horton Southworth (Professor Emeritus, University of Pittsburgh, USA). They wrote: 

We hl1ve visited British Pri111ary Schools since 196~8 and this recent experience 
provided reassurance that the educational quality has been preserved and 
i111proved... We found absolutely no tension nor anxiety among the children. 
We saw e,1ger learners and caring teachers in every room ... The courtesy of the 
children and adults was ,, pleasant experience during our visit ... The children 
responded to direction with respect and attention to task. We also were 
i111pressed with the quiet tutoring which went on during each session ... The 
asse111bly honoring Mothers Sunday was a precious event for both of us as we 
re111e111bered our 0JVJ1 loving mothers. These mo1nents characterized the spirit of 
the school co111111unity. (Southworth, 1995) 

The work of the school has been reported in television news items (Downey, 1998). 

There have also been press reports about the school's work in values education. For 

instance, in December 1995 a reporter from The Times Educational Supplement (TES) 

visited the school wanting to write about its reported special ethos and values methods. 

The resulting article states that a parent had said that, she believes sonze of the 

consequences of these efforts to be that the children stop ,1nd think a bit 111ore, and do 

things right because they want to do things nght (Farrer, 1995). After this visit the 

reporter asked permission to make extended visits to the school in order to write a 

book about the school's methodology. This was agreed and she wrote: 

With increasing contact I was increasingly i111pressed Here was a profound 
effort being made, not in'' rare/Jed environ111ent, but within the context of what 
might be called an ordinary school, a state pri111ary school in a so111ewhat 
disadvantaged suburb. ffarrer, 2000: xiv) 

The book was published in 2000 under the title, A Qzdet RevoluHon. Written by a 

journalist from the viewpoint of an observer, this book describes in considerable detail 

her perception of the school's philosophy that underpins values education. In its 

preface, Farrer (2000, xiii) states: 
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The school is workh1g its transf'or1nations through a programme of' positive 
values !ind the constant, gentle encourage111ent olpositive qualities within every 
child E1ch 1norning at "1sse111bfy there !Ire a couple ofminutes7 silent reflection 
on the 111onth s chosen word, which 111ight be honesty, truthfulness or 
respect ... Honesty 111ight be considered Ii1 "1 history or reading class, truthfulness 
in storyte/Jing. Concepts !lppfy equally to stall: adults 1nust be 
r(}specti[J/ ... (.,"hifdren "1re po/He and centred llnd because their con1Yde11ce co111es 
lro1n within it docs not l!1ke the f'onn of' showing-of!: .. The developments of 
such clarity ol111ind natun1/Jy affects the llCade111ic eliort and the' school scores 
high Ii1the1wtional Jeaguc table of llffailunent. 

The Guardian published an article about the book that quoted a parent's comments on 

the school's assemblies: 

I notice that no-one drags their feet when tlzeyre walking in, they stand nice £ind 
str"1ight. their he"1ds high ... Its £1 different w"1y of silence the children have there 
- they do their silence out olrespect. (Cox, 2000) 

Professor Ted Wragg (Professor of Education at the University of Exeter) reviewed the 

book about the curriculum and pedagogy of the school A Quiet Revolution (Farrer, 

2000) and considered what made the school's methods different from those of other 

schools, although he had not visited the school, and sounded a note of caution. 

Although his review does not constitute objective evidence, it does show the degree of 

professional interest in the school's work. Reviewing A Quiet Revolution in his article 

in the TES, he wrote: 

In 111any Wl1ys what the school does is silnifHr to what happens in any other 
thoughtfilf £111d caring school co111111unity. What is dill'crent is the degree to 
which the values progr£m1111e penetn1tes the whole-school progn1111111e: 
''£1wareness of' physical sell llS wonderllil'' in science, 'Ylevefoping 111oraf 
responsibility to care for enviro11111ent" in geography, ''shopping in a 
111ulticultura/ area and studying the nzaths ol other cultures, like Rangoli 
patterns" in 1naths .... My only reservatio11 is that it 111iglzt be overdone ... That 
s"1id, there is !l great deaf to learn fro111 tl11:., inspired school. (Wragg, 2000) 

Invitations to submit articles for education journals about the school's methods were 

extended to school staff. Three members of staff wrote an extended article about 

values education for Primary Practice, the magazine of The National Primary Trust. In 

the article they say that they have been determined to build a school climate that is 
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quite explicit about a set of values which they believe can be universally accepted, as 

they are not bound by the context of a particular culture or religion (Keeping, 

Heppenstall, et al, 1997). 

Because of media attention and interest in the school, the school attracted an invitation 

from Cyril Dalais (Director of the Early Childhood Cluster of UNICEF) for the 

headteacher and one teacher from the school to attend UNICEF headquarters in New 

York during August 1996. The purpose of the visit was to share the school's 

understanding of values education with twenty international educators who were 

similarly interested in developing values education. An international values 

programme resulted from this initial conference, being published in the United States 

under the name Ljvi11g Values. This programme reproduced aspects of the work at 

Palmer, such as its blueprint and Policy for Values Education (Tillman, Colomina, et 

£11, 2000: 171-176). This programme's genesis and application in the British Isles has 

been the subject of research by the Warwick Religions and Education Research Unit 

(WRERU) at the Institute of Education in the University of Warwick (Arweck, 2003). 

Palmer was one of four schools researched and identified as using aspects of the 

programme. Aspects of the school's pedagogy can be identified in the research papers. 

For instance, on page 18, the school's values sculpture is described as a state111ent and 

aBfr11zat1011 regardj11g values. This research article concludes: 

The attracH011 of the Ljvb1g Values progn1111111e (and its derivatives) nzay /je 1n 
Hs ajm to co11vey u11jversally acceptable Vlllues. Gjven the co111plex1Hes of 111ulH­
cultural and mulH-faHh school co111111unHjes, the '11011-denomi11aH011al' nature 
of the values approach 111ay well be ll 'co1111non deno111bzator' whjch provjdes 
gidde/jnes for dea/jng with one another whjch are acceptable to :ill ai1d thus 
pro1n1:Ses to transcend potenHally d1"lil"cult cultural bou11d1rjes, whj/e at the same 
t1n1e addressj11g matters spjrjfiwl alld 111ora! How far the progra111111e 
jJ1f7uences a school's ethos depends on the consistency wHh whjch teachers 
model the values jJl thejrconduct. (Arwc\.'k, 2003: 21) 

Such evidence supports the view that Palmer has acted as a pioneer for the 

development of values education in primary schools. It is unique in the sense that, 
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since January 1993, values education has been developed systematically to ensure 

consistency in terms of pedagogy throughout the school. 

3. Contextual information about the school 

The previous section gave the rationale for Palmer Primary School being the subject of 

the research study. This section provides contextual information about the school. 

Palmer is situated in the urban conurbation of Palmerstone, which is on the outskirts 

of a large English city. The school roll during the period of research averaged 420 

pupils (Ofsted, 1999). The school is judged to be a large primary school, with the 

average size nationally of 242 pupils. In 1 ~)94 there were 376 pupils, increasing to 

480 in 1 ~)99. On the same campus is Palmer Nursery School (52 pupils) that works 

closely with the primary school. It shares the same headteacher as the primary school 

but is technically a separate school with its own governing body. It is not the subject 

of this research but forms a significant part of the context in which the primary school 

works. It too has received excellent Ofsted reports for its work in values education. 

The main findings of its 1998 report state: 

The Nursery School proVIdes ll good educ,1t1011 f'or its children in ll caring 
learning enviro11111ent. The headteacher is also the head of' the prinzary school 
on the s,1111e site and both schools work together in a very cf'f'ective partnership. 
(Ofsted, 1998) 

The report emphasises the role that values education plays in the school's curriculum: 

G1ref'ully built into the school's well structured curriculu111 f'ra111ework, and a 
very effective feature of' its work, is the application of' a n1lues education policy 
tlwt encourages the children to g,1iJ1 :1 gre,1ter aw,1reness 8nd sensitivity to the 
world around them and to beco111e responsible and reflective individiwls. 
(Ofsted, 1998: para7) 

The catchment area for the two Palmer schools is a mixture of comparatively low-cost 

private housing, plus council and association housing. During the period of research, 
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the social mix of Palmerstone was changing. In the headteacher's report to governors 

(September 1996), it was noted that families were being rehoused (100 new houses) 

from 'challenging' areas and this was increasing the number of children in the school 

with special educational needs. In the school's submission of information to Ofsted in 

1997, it was stated that the more well-off professional families were able to afford to 

move out from Palmerstone to more affluent surrounding villages, whilst less well-off 

families from nearby towns were moving to the area. A high proportion of families 

needing local authority housing were being located in accommodation in Palmcrstone. 

The Performance and Assessment Data (PANDA) report of 1999 indicates that between 

1994 and 1999 the school roll increased by 104 pupils (Ofsted, 1999). Demographic 

changes increased the number of pupils with special educational needs (SEN). The 

Ofsted school inspection report indicates that in 1997 this represented 14% of the 

school population and the range of complex social and behavioural problems in 

Palmer included 20 pupils needing external support for speech, autism and problems 

with learning, emotions and behaviour. Six children had a statement of special 

educational needs. There were 39 children from ethnic minorities and 21 who spoke 

English as an additional language. A year later (1998) the percentage of children with 

SEN had increased to 20%, broadly in line with the national average of 20.1 %. Pu pi ls 

with statements of special needs numbered 4. In 2001 the percentage had continued 

to increase with 22.3% of pupils with SEN, 7 having statements. The attainment of 

pupils entering the school at the age of five (most had been in the adjoining nursery 

school for at least a year) was judged by Ofsted to be about average (Ofsted, 1997 

para34-36). 

These social and environmental factors provided contextual reasons for the school to 

develop a values education policy that would underpin its curriculum. An initial audit 

of the school's curriculum by the headteacher was reported to school governors in 

February 1993. This audit stressed the extent of work that needed to be done in terms 
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of curriculum and policy development. It was agreed by the school governors 

(Governors' meeting, February 1993) that the social and special needs issues would 

only be tackled effectively if a school ethos were developed that focused on positive 

values, good relationships and stressed the individual needs of pupils. The initial 

priorities included creating a school development plan and thinking about a mission 

statement by looking at the school's values. After consultation with staff and 

governors, the school governors endorsed the values and principles of the school at the 

meeting of the curriculum committee in March 1993 (Governors, 1993). A key 

principle in this document was that pupils should develop personal moral values, 

respect for religious values and understanding of other races, religions and ways of 

life. The opening paragraph stated: 

The purpose of the school is to provide learning :1nd teaching which responds to 
the unique educatio1zal needs of el1ch child A cHln1, happy and purposeful 
working atnzosphere is fostered within a caring co111n1u11ity. An active 
partnership is encouraged between cluldren, parents, governors :1nd tec1chers. 
High standards are pronzoted by expecting pupils to work hard and to persevere 
in all areas of the curriculu111. (Governors, 1993) 

These values and principles emphasised raising the social and academic aspirations of 

the pupils. This was seen as a key element in raising standards. 

The initial entry assessment profile in the adjoining nursery school supports the view 

that children come from a wide range of family backgrounds and that a high 

proportion enter the school well below average attainment, particularly in spoken 

language (Ofsted, 1998). The evidence from the Ofsted nursery report indicates that 

the majority of the intake of three and four-year-old children were of average or 

below average ability. Generally, those children who transferred from the nursery 

school settle well into the primary school's routines because of close liaison and 

continuity of curriculum and ethos. As stated, a growing number of children 

beginning school had special educational needs, particularly problems related to poor 
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or inappropriate behaviour. Palmer Primary School has had considerable success at 

integrating pupils from other schools with various special educational needs (SEN). 

For example, a boy was transferred into Year 6 who had been excluded from a 

neighbouring primary school. The child's father wrote to the school on 4th September 

1994 giving thanks for the way his son had been received into the school. He said: 

After 5 n1onths out of school ... the patience, understanding and time given by 

(teacher's name) g,1ve (child's name) a new found confidence in hi111self and an 

appetite for wanting to learn Also the school was asked by children's services to 

accept two boys with autism, as it was considered that the school's calm ethos would 

be conducive to integrating them into the main stream of schooling. The school's 

success made it a target for parents, with children with special educational needs 

(SEN), who wanted their children to be enrolled in the school. 

Attainment of pupils at age 11 in the 3 core subjects (English, maths and science) as 

measured in standard assessment tasks (SATs) 1996 to 1998 was well above the 

national average (Ofsted, 1999: 20). For example, percentages for those gaining level 

4 or above in 1998 are shown in as shown in Figure I. 

Nationally 

Figure 1 

English 

64.1% 

Maths Science 

57.9% 68.6% 

Palmer Primary School 86.0% 61.0% 86% 

Source: Primary School Perfornw11ce Tables. I 998 Key Stage 2 Results 

Comparisons are invidious as they do not reveal contextual factors but the averaged 

results for the other 4 primary schools in the Palmerstone Partnership of schools in 

1998 was English 65%, maths 56% and science 71 %. The research study does not 
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have enough evidence to claim that SATs results improve because of values education 

but these figures demonstrate that the school was considered to have been achieving 

well in terms of academic attainment during the period of study (1993-1999). 

By 1997 the school was full, with pressure from parents for places for their children 

over a wide geographical area. Allocation of places was based on the criteria drawn 

up by the governors in discussion with the local education authority catchment area 

children, siblings and then others. The school population was mainly white (95%) 

with a minority of families from ethnic minority backgrounds (Asian, Afro Caribbean 

and Chinese). Most pupils who came to the primary school had either been in the 

nursery school or attended one of the local playgroups. The school had developed the 

Palmer Early Education Programme (PEEP) that emphasised the importance of pre­

school education. It linked all the pre-school providers, both educational and health, 

in Palmerstone and produced pre-school learning materials. The school had a 

comprehensive induction programme for parents and pupils to ensure that the 

importance of early years education was emphasised. Parents were invited with their 

children for several induction sessions before the children started school. These 

sessions included attending assemblies and spending time in what will be their classes. 

Numerous sessions for parents were arranged to enable them to discuss with staff how 

children best learn and how parents can support this learning. A focus was given to 

explaining the school's rationale for developing values education. 

A fire on 5th November 1991 destroyed a large proportion of the main school building. 

The school had to be rehoused in temporary accommodation on the school's field 

whilst a new building was being constructed. The new building opened fully at the 

beginning of the autumn in 1993 and was officially opened on the I /th September 

1993, with each pupil being presented with a commemorative mug inscribed with the 

school's motto Ll1re z111d Exce/Jence. The new building had quality design features that 
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provided a good working resource for staff, governors and parents to re-establish all 

aspects of the school's work. However, it is to be noted that eight classes were housed 

in temporary accommodation. 

A strong catalyst for innovative curriculum development was the sense of renewal 

created by moving into a new school building. This gave a natural opportunity to 

reflect on how the curriculum could be organised to develop pupils holistically. 

During this period a team of local authority inspectors were invited to carry out an 

inspection of the school in order to support the change process. Other visitors 

included Colin Richards (former Chief Primary HMI) who spent a day looking at 

classroom practice and giving his advice. The school took very seriously the Prinzary 

H1\1! .._\£,-·lzool M1tters Paper (Ofsted, 1994b), for which Richards had been responsible, 

that suggested a number of initiatives that were subsequently established in the school. 

Examples of these initiatives included the introduction of setting in Key Stage Z, using 

the term subject managers to recognise the range of staff responsibilities and 

monitoring the curriculum to improve standards. In 1994, the headteacher was asked 

to be the subject of an Oxford University D.Phil. research study that examined the 

reflective aspects of headteacher cognition and leadership in staff development. The 

goal of the research was to explore and understand how emerging notions of 

transformational leadership and reflection merge in headteacher cognition (Partin, 

1996). This research provided an opportunity to reflect on the school's pedagogy with 

an experienced colleague who monitored every aspect of the leadership of the school. 

It also produced objective evidence about the headteacher's style of leadership and 

aspirations for the school that support the narrative in this chapter. 

Governors and parents were open to change and supported new initiatives, such as the 

adoption of an innovative school uniform. As a result of a request from parents, the 

school adopted an inexpensive, simple uniform, based on two colours. This had a very 
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positive effect on pupil attitudes, as it established a dress code that did not differentiate 

between parental incomes but showed that the school valued each child equally, 

aiming to give them a sense of belonging to the school. Prior to 1993 jeans, fancy tops 

and designer trainers promoted a casual, materialistic approach to school life. The 

process of staff, parents and governors working together for a common purpose 

reinforced an atmosphere of trust and co-operation. It was within this context that the 

school's aims and educational philosophy was developed. 

4. The school's aims and educational philosophy 

The headteacher's initial priority (January 1993) was to manage an active process of 

institutional change that would embrace strong leadership, collegiality and a total 

review of the school's curriculum. This change was achieved by establishing an active 

school development plan (SDP) and professional development programme. A priority 

was for the teaching staff to be introduced to school development planning in order to 

prioritise the work of the school. 

In the period 1993/ 4 the school had six mam areas for development in its SOP; 

Curriculum/ Assessment, Management, Staff, Financial, Buildings and Community 

(Governors Report, October 1993). Two key priorities in the SOP were to institute a 

full discussion on the values and principles of the school and to agree a policy 

statement. Also the SOP required the establishment of principles/values affecting the 

school's budget. Thus curriculum development and finance were inextricably linked. 

The intention was to ensure that a rigorous process of reflection and curriculum 

planning took place to establish a curriculum and pedagogy that was rooted in the best 

possible practices. An important part of this process was to enable staff to be clear 

about their roles and responsibilities as curriculum co-ordinators. Before 1993 there 

were only occasional staff meetings, so time was given to discussing what the school 
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felt it did well, what practices needed to be fostered and what ethos would be the best 

for the pupils to develop holistically (socially, personally, morally, academically, 

spiritually, physically). The agreed goal was to establish a vision statement for the 

school that made explicit the aims, philosophy and rationale for the curriculum. This 

document was to reflect the espoused values that the school (staff, governors and 

parents) considered should underpin its work. Parents responded positively to the 

changes, giving approval verbally and in writing. For example, on 5th March 1993 

the headteacher received a letter (one of a number) from a parent governor saying, l 

tlu'nk the 'Values and Prh1ciples' of the school is excellent. Keep up the good work 

(Thatcher, 1993). 

A process of values development established the values curriculum described later in 

this chapter. In the SDP of 1994, a priority was to create a reflective school; a key to 

values education. Detailed discussions took place with staff and gradually they took 

on the roles of curriculum managers. In 1997 the term curriculun1 nwnager was 

replaced with curriculum leader. This change reflected the leadership responsibility 

that staff had adopted for their subject areas. This marked an important step in the 

process of change management in the school since teachers learned to take greater 

responsibility as they experienced a collegiate, distributive style of leadership and 

management. The leadership team of the school implemented a policy based on 

transformational leadership (TL) that empowered staff to take shared responsibility for 

the development of the school. 

t:ffective, positive relationships were considered the foundation on which the future 

success of the school was to be built. This led to a realisation that effective 

communication between individuals and groups was vitally important if all staff were 

to implement policy decisions consistently. A communication plan was drawn up 

which is detailed in Appendix 10. 
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5. The headteacher's vision 

On returning to a primary school, the headteacher had wanted to bring his two 

former experiences as a headteacher and his more recent experience as a county 

education adviser, latterly as a chief adviser, to the role of headteacher at Palmer. As a 

local authority chief adviser, he had developed a style of leadership that emphasised 

the importance of valuing colleagues both for what they do and more importantly who 

they are. This was built on a realisation that the curriculum is so often built on subject 

content (the what), how to implement it (the how) but rarely on the person who 

teaches it (the who). His philosophy enabled all members of the team to feel equal 

partners and to share responsibility for the development of the local authority's work. 

He had developed a philosophy that placed valui11g at the heart of the school 

curriculum, meaning valuing self and others, the environment, knowledge and 

experience. As a headteacher and an adviser, he had worked with teachers, 

governors, parents and pupils to consider whether the quality of education could be 

improved through an explicitly values-based approach to the whole life of a school. 

I le wanted to see whether a methodology that encouraged reflective thinking and 

personal responsibility, based on the careful consideration of positive values, could be 

the foundation for personal and school improvement. 

Why should valui11g be so important? At a practical level it ensures that the school 

fulfils the second aim of the national curriculum: to promote pupils' spiritual, moral, 

social and cultural development and prepare all pupils for the opportunities, 

responsibilities and experiences of life. At a philosophical level, the answer lies in a 

deep conviction about the purposes of education. 

On courses he had organised, teachers had revealed that they became teachers in 

order to enhance the quality of pupils' lives. They also recognised that their 

classrooms had the potential to be the microcosm of what the world could become. 
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They wanted their pupils to attain the highest academic standards, in terms of SATs 

scores, but they realised that this is only part of the purpose of education. The other 

crucial element was to enable pupils to develop a personal ethic that gives meaning 

and purpose to their lives. 

His experience had made him reflect that, all too often, people seem to experience 

feelings of emptiness, boredom and meaninglessness, which can lead to depression, 

aggression and addiction. He believed that a curriculum based on positive values 

would have the potential to liberate both teachers and pupils from this negative spiral. 

This would be achieved by building the capacity to maintain a positive attitude that is 

independent of external conditions or circumstances. 

Deeper still, and counter to the current materialistic culture, was an understanding 

that personal contentment comes from shifting the fundamental attitude to life. This 

perception emphasises not expecting too much from life. Indeed it puts the opposite 

proposition: that life expects something from us. Such a realisation creates meaning 

and depth of purpose. Thus the development of values education was seen as crucial 

to giving pupils the opportunity to have access to a vocabulary of positive values such 

as respect, responsibility and co-operation. Significantly, this methodology would give 

pupils a values vocabulary that would enable them to reflect about, and modify, their 

own behaviour. Profoundly, but untested, was the belief that by giving pupils space 

and time to inwardly reflect about values would lead to them having an 

understanding, underdeveloped in schools, about how to control inner experience and 

thereby determine the quality of their lives. This theory could be seen as very 

idealistic, hence the desire to test it in practice in a primary school whilst studying its 

effects on the quality of education in the school. 

Prior to taking up the headship at Palmer, the headteacher's work was influenced by 

various theoretical books on leadership and management theory and practice, such as 
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those written by Kordis and Russell (Kordis, 1988; Russell, 1979). During this period 

he also drew on the experience of many educationists including Fullan and 

Hargreaves. (Fullan, 1992; Hargreaves and Fullan, 1998). 

6. The school's values philosophy 

Palmer's philosophy about values education is best described in the revised statement 

of the school's philosophy that was written in 1996 after three years of development: 

At Pal111er ,1 great deal ol thought is given to the values that we are promoting in 
school. The school regularly considers the appropriateness ol a group of core 
Vi1lues. Also, how the school c,111 sustain an ethos that supports the pupJJ as a 
reflective leamer. The school ai111s to pro111ote qlwlity tea<.,,11ing and leaming by 
underpinning its lile and work with values education ... Children nre constantly 
bo111barded with negative 1nessages that t1dversely ai!ect their 111ental, emotional 
lllld spiritual development ... They are generally encouraged to experience lile in a 
world tot,1lly external to their inner-selves: tl world that is lull of noise and 
const,1nt activity ... 

To counter such negativity the school co111111unity believes that the ethos ol the 
school should be built on a lound1tion ol core n1lues such as honesty, respect, 
happiness, responsibility, toler,1nce ,111d pe,1ce. These vt1lues to be tit ti111es 
addressed directly through nctivities, such z1s the Liefs ol worship progra111111e, 
wlnlst at others to per111eate the whole curriculu111. Edher umy, they ,1re the 
basis lor the social, intellectual, e111otional, spinhwl z111d nzoral develop111ent of 
the whole clnld We encoun1ge pupils to consider these v,1lues, thereby 
developing knowledge, skills .uzd ,1ttitudes tlwt eiwble the111 to develop as 
reiJective learners, ,1<.,,1lieving their Jilil potential, t:1S they grow to be stable, well 
educated and civil adults. The school Jl"nnly believes tlwt, besides 111aking a 
positive contribution to social educ,1tion, such nn z1ppro,1ch contributes directly 
to the r(;11sing ol ,1c,1de111ic slt111dards. (Hawkes, 199()) 

Therefore the school's aim is: 

To raise standards by pro1110ti11g a S<.,,11001 ethos which 1s underpinned by core 
values tlwt support the develop111ent olthe whole <.,,1nld as <I reflective learner. 

In order to achieve its aim and thus promote effective teaching and learning, staff in 

the school worked together to impart core values. These values were based on the 

qualities or dispositions that the school considered were important for the pupils to 
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understand and develop. It could be argued that some of the values chosen are not 

values in the strictest meaning of the term, such as qua/ity or unity, but the school 

considered them legitimate concepts to include in the list of twenty-two values (see 

Appendix 8) that were chosen for the pupils to understand and imbibe. The values 

were selected in a process of discussion involving staff, parents and governors. The 

school reflected on the qualities, such as respect and care, which it wished to help the 

pupils to develop. These qualities became the values that would be considered in 

values education. 

Twenty-two values were chosen to provide a value a month for every month, except 

August, on a two-year cycle. The values created a common vocabulary for pupils and 

staff to consider moral issues concerning the self and others. During the six years of 

primary schooling, a pupil would revisit a value three times, gaining a deeper 

understanding each time. The value of the month was introduced during assemblies 

and a lesson a month was devoted to developing understanding. Besides the explicit 

consideration of each value, the value would be an implicit feature of the whole 

curriculum. 

Staff and pupils reflected on the practical implications that these values would have 

for the school community. Pupils were encouraged to reflect on their behaviour in the 

light of the values. They were helped to understand that, if they could think carefully 

about the values, their behaviour would then be more positive and the quality of their 

learning enhanced. Staff gradually appreciated that time for stillness and reflection 

empowers pupils to take responsibility for their own learning and behaviour. All staff 

became conscious of the impact that their own attitudes and behaviour had on the 

pupils. They worked to maintain a calm, purposeful and happy ethos. 

A key aspect of values education at Palmer is its attention to the development of the 

inner world of the pupil. According to Professor Bart McGettrick, the crucial 
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philosophical question of the 21st Century will be to do with how we can educate the 

inner-self. The school's thinking about this was partially shaped by the thinking of 

Professor McGettrick (199.5) in his paper for the Scottish Consultative Council. He 

states that the purpose of educating the inner-self is to help people to be better suited 

to life. Without this dimension, education becomes a one-dimensional enterprise, 

merely concerned with achievement targets and outcomes such as league tables, SATs 

and external inspection. There is therefore a need to have a balance between the two 

dimensions. 

At Palmer, the deeper inner (spiritual) needs of pupils were recognised. To address 

these needs, pupils were encouraged to give time to periods of silent reflection, value 

themselves, be aware of the development of their inner-selves and become aware of 

the aspects of the world that cannot be seen in the physical sense, such as love and 

truth. 

To support the development of the inner self, pupils were encouraged to: 

• respect themselves, other people and the world; 

• care about the environment and the welfare of other people; 

• think about community needs as well as their own; 

• develop a sense of self-identity and integrity; 

• reflect on social, moral, spiritual and religious choices; 

• seek peace, justice and truth in all areas of life. 

Staff promoted these elements by living the school's values, by working hard to be role 

models. In the early years, pupils were introduced to lots of basic training associated 

with the culture of the school. Emphasis was given to reinforcing good manners, to 

routines which support the good management of the classroom and to giving lots of 
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positive reinforcement in the form of praising. Staff emphasised the positive by 

showing respect, caring and never telling a child off (only his/her inappropriate 

behaviour). Pupils were introduced to the negotiation of rules (based on the school's 

values) that would make the classroom a happy place to be. Older pupils created their 

own rules based on values, such as respect for people and property. The staff set high 

expectations for academic achievement and clear boundaries for behaviour. The 

foundation of values education required good self-discipline and high expectations by 

all. The teaching of values was best taught in a calm, reflective atmosphere. This 

facilitated inner reflection and allowed the more spiritually developed pupils to 

express themselves and raise the awareness of others. Quiet reflection, using simple 

visualisation techniques, allowed children and adults to get to know themselves better. 

The perceived outcome was that they gained a sense of responsibility for their own 

lives and happiness. 

A conscious effort was made by all adults to give attention and listen carefully to the 

pupils, thereby establishing mutual respect. Time was set aside for staff (teaching and 

non-teaching) discussions to ensure that all adults in the school were consistent in 

both their own behaviour and their expectations of pupil behaviour. 

The pupils knew that staff expected positive behaviour of them because boundaries 

were clearly defined within the expectations of the school's behaviour policy. These 

expectations were shared with parents and the community. Time was given for class 

and school reflection (silent times for thinking). Silence was considered an important 

element of the school's reflective practice and was encouraged during acts of worship 

and during lesson times. 

Other school policies actively supported the values education policy, especially those 

concerned with religious education; the spiritual dimension; teaching and learning; 

personal/social education and acts of worship. 
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The school avoided making exaggerated claims regarding the beneficial effects of 

values education. Staff were only too aware of the complex range of social issues that 

impinge on the life of the school and their tentative steps to address them. However, 

the school's experience suggests that if the wider school community supports the 

school's values approach to teaching and learning then the benefits for pupils can be 

seen in their positive behaviour. Indeed, Ofsted endorsed this point in its 1997 report 

of the school. The inspection found evidence that led to the Report stating that 

behaviour, relationships and significantly standards were positively affected by values 

education. The Report's Main Finding was: 

Tlu1t R1/Jner School is :1 very good school with outstanding features. The 
underpinning of the school7s work with values education contributes 
significantly to good standards, good pupil behaviour and excellent 
relationships. (Ofsted, 1997) 

The school's educational philosophy was further endorsed in the detail of the Report 

and is significant evidence of its effectiveness. In the section that reported on the 

spiritual, moral, social and cultural aspects of the curriculum, the inspection team 

reported that provision was an outstanding feature of the school. The Report 

supported the school's belief that if the adults in the school provide excellent role 

models then this will have a significant impact on standards, relationships and 

behaviour. In paragraph 23 of the Report Ofsted noted: 

Spiritual, 1noral, soc1al and cultural development L<i an outstanding feature of the 
school. The consistent and successful i111ple111entation of the sclzoo/7.s values 
policy, enhanced by the excellent role models provided by the staff and adult 
helpers, contributes signi/Ycantly to standards and results ilz high quality 
reMtionships and excellent pupil behaviour. There 1s extre111ely effective 
provisio11 for pupils' 111on1l :111d soci,11 develop1nent, wdh pupils helped to 
develop effectively ,1s citizens through their participation in the S<.,,11001 Council 
There arc excellent opportunities for pupils to develop and express 111oral values 
:1nd extend their understanding ofdght and wrong. (Ofsted, 1997: para23) 

The effectiveness of the leadership strategies described earlier in this chapter was 

totally sanctioned by the Ofsted team of Inspectors. The inspection evidence led to the 
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school's style of leadership and staff commitment being praised: 

The Leadership provided by the headteacher is outstanding, creating a peaceful, 
caring and purposeful school ethos, based on high expectations, openness, 
c!Tective tczunwork and respect for individuals. There is total commit111ent to the 
school's Vi1lues by all who work in the school and this contributes significantly to 
the school's success. (Ofsted, 1997: para27) 

The Inspection Report of June 19~)7 was enthusiastically received by the school's 

community and gave further impetus for the development of the school's work. 

Ofsted maintained an interest in the school. Chris Woodhead (then Chief Inspector of 

Schools) visited the school in March 1999, observing classes and speaking with pupils 

and staff. He later wrote to the headteacher, l was very interested to see the school for 

111yseli The (,111Jdre11 are very conlident and clearly take a great pride in their work It 

J~() hard to know what l c,111 t1dd to your very positive inspection report, but nzany 

congr.1tulations on wlwt you :ire ,1chieving. 

The Ofsted Inspection is clearly important external evidence about what was 

happening in the school and endorsed the clear link between values education and the 

quality of education in terms of relationships, behaviour and standards. 

In July 1997, Year 6 pupils were asked by the headteacher to write about their 

perceptions of values education. This was because the school had been asked by the 

QCA to write about the school's values work for its future (never published) guidance 

materials about SMSC. Katherine Smith (aged I 0) wrote about her perceptions of 

values education: 
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At P:1/Jner School we have a values policy. It consists of a different value each 
111onth, which Wt' concentrate on and learn about to help us with our futures. l 
believe it has taught us to be well behaved good mannered, anti-racist and to 
have ,1 good attitude. Sonze of the 111ost recent values have been care, kindness, 
happiness lllld 111u11ility, which is our current monthly value. It teaches us to be 
lnunble and to be a good loser. Another of our values was quality, and Mr. 
Hawkes, our He,1d Teacher insists that our work is of a high quality and we think 
lind Hct with thought . .._~o Jar this is what is happening, or so say all the visitors 
we get, which l ,1gree with Fron1111y point of view the change in our school has 
been pheno111e1u1l. We have had no serious behaviour proble111s; actually there 
lwve been no problems at all. Also there has been no vandalism, racism or any 
other proble111s. So the imlues work we have been doing at our school has 
helped us a gre,1t deal. so we should tum out to be good law abiding adults. 

Thus far this chapter has described the background to the development of values 

education at Palmer during the period 1993-1999. Since that date the school has 

continued the values policy under the leadership of its current headteacher (there 

have been two since 1999). This is significant as an indication of how the values 

policy had been embedded in the life of the school. It continues doing its best to help 

nurture the moral development of pupils, in turn helping society to be more civil. The 

school continues to work across the current educational tide by promoting school 

improvement through values education, using a set of values guidelines. 

7. Values guidelines 

A set of values guidelines (detailed in Appendix 11) supported the school's policy on 

values education. They became part of the written guidance at the school in 1996. 

The guidelines grew from an appreciation by the staff that the sharing of a common 

purpose and the adopting of a core set of values (see Appendix 11) sustains an ethos, 

which supports the pupil as a reflective learner and promotes quality teaching and 

learning. Detailed discussion took place over many months to consider how to 

introduce values education. 
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8. The school's blueprint how to introduce a values-based 
curriculum 

I-laving developed a set of values guidelines, the staff refined them further to create a 

blueprint about how to introduce a values-based curriculum. This was included, in 

199t), as part of the Living Values international programme (Tillman, 2000). Between 

the years 19~)t)- I 9~}~} this blueprint was refined. The full blueprint is contained in 

Appendix 12 as an example of the way that the school had reflected on its own 

practice and analyses the steps that it had taken to introduce values education. It has 

been made available to other schools that may wish to develop values education. The 

key elements of the blueprint are noted below, illustrating the processes involved in 

introducing values education. These also act as a useful summary of values education 

at Palmer. 

8.1 Key elements 

The staff had decided that there were certain elements of teaching and learning that 

would need to be established to enable the pupils to gain the maximum benefit from 

values education. Key to this was maintaining an ethos in the classroom that was 

positive and all-inclusive, with a feeling of equality. This would help pupils to gain 

most from values lessons. It was considered important that any approach to class 

management was in line with the values being taught. Pupils soon feel secure and able 

to share their thoughts, feelings and experiences when they know that these are 

always welcomed and valued. Pupils also will respond quickly when the teacher is 

aware that he or she is an important role model, as values are very much 1caught'. 

In creating a values-based approach to teaching and learning, it was considered vital 

that pupils were given basic training about appropriate behaviour as soon as they 

began school. All teachers in all year groups continually reinforced this basic training. 

Aspects of training included: 
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• how to sit still and to give your attention to the teacher; 

• how to be relaxed yet alert in order to learn effectively; 

• understanding that we all use body language to express ourselves; 

• how to walk in the school in a quiet, purposeful and peaceful way; 

• showing respect for the self and others. 

As a young infant needs to be toilet trained so do all children need to be trained in 

order to develop an attitude to learning that is positive and encourages personal high 

achievement that focuses on quality. Boundaries of behaviour need to be set, 

otherwise the child is not free to develop self-discipline. 

This basic training comes about, not by Draconian imposition, but by teachers giving 

positive reinforcement to pupils who are displaying acceptable behaviour. Paying 

attention to inappropriate behaviour has negative consequences. Instead, the teacher 

concentrates on using positive language and gives positive reinforcement. For 

instance, a teacher does not say, Why can't you llt the back line up properly? Instead 

she points out the pupil who is lining up properly. Time invested in this basic training 

was time well spent as it created a school climate that was calm, purposeful and 

happy. 

9. Rules 

It was considered important at the beginning of each school year, if not each term, for 

teachers and pupils to reflect on the rules that they agreed were important to keep in 

the classroom. These rules were framed in a positive way, negotiated with the 

children. If the rules were then broken it was the children who were breaking their 

own rules and not just rules that were imposed by adults. Reference was made to 
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these rules at regular intervals to judge whether they were effective m fostering a 

civilised culture in the classroom. 

10. Developing responsibilify for learning 

Developing good relationships between pupils and between adults and pupils was vital 

in creating the climate for pupils to take responsibility for their learning. The 

teacher's responsibility was to focus on developing an attitude of mind in the pupil 

that encouraged them to take responsibility. Pupils, and staff, need positive 

affirmation. The ideal atmosphere in the classroom supported the notion that teacher 

and pupil are joint partners in the learning process. This attitude created a feeling of 

equal respect and a relationship of working together. 

Formative assessment played a key role in developing responsibility in the pupils. For 

instance, in marking work, research suggests that placing a few comments on a piece 

of pupil work has more effect in developing learning than giving a piece of work a 

mark. Also, teachers found that they were most effective when they were giving 

pupils appropriate questions to consider that extended their thinking. Sufficient time 

to reflect on questions before being required to answer was found to be very 

important. If not given, the pupil searched for a quick answer that they thought 

would satisfy the teacher. If the answer was incorrect, then the teacher was likely to 

ask another simpler question, and so on, until the pupil answered a question correctly. 

This standard classroom practice was found to be of limited value in helping the pupil 

to develop appropriate thinking skills. 
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11. The importance of staff modelling the behaviour they expect in 
the pupils 

Staff agreed on the importance of acting as a positive role model for the pupils in the 

classroom. Pupils copy the attitudes and behaviour of the teacher. It was therefore 

considered important for the teacher to think about how she sits, her tone of voice and 

the degree to which she is authentic in her interactions with pupils. In adopting a 

values-based approach, there is no doubt that the ability of staff to model preferred 

pupil behaviour was key to the development of positive behaviour and the raising of 

achievement. For instance, it was considered that there was little point in talking 

about the value of respect if staff experienced difficulty in respecting pupils. 

12. The importance of stillness and reflection 

At Palmer it was found to be important to create quiet reflective times in the classroom 

in order to support the development of values. These times were when the pupils were 

expected to sit still and silent for anything from one to four minutes, usually with some 

soft music and perhaps facilitating words from the teacher. This has proved to help 

children in a variety of ways. It regulates breath and heartbeat and so calms and 

relaxes the body. It quietens the mind, focuses attention and increases concentration. 

It helps to develop awareness and intuition, and the children are more able to get in 

touch with their own feelings. A period of silence at the beginning of a lesson 

followed by a simple reflection, when the pupils are asked to consider and reflect on 

the work that they are about to do or have completed, is an excellent technique to 

develop positive thinking skills. The use of visualisation appears to develop the 

imaginative side of the brain that promotes creativity and problem solving. Periods of 

stillness help to create a learning-centred atmosphere that allows each child to have 

the opportunity to achieve success. The classroom's quiet and reflective atmosphere is 
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not something that was imposed but was found to grow out of the expectations and 

behaviour of the teacher. A more reflective atmosphere can be promoted during 

working periods, especially in more challenging classrooms, by using appropriate 

calming music that helps to develop a peaceful atmosphere. 

13. Assemblies 

Assemblies acted as a way of helping both pupils and staff consider positive thoughts 

and feelings to use during the day. The school considered assemblies to be special 

times to reflect and celebrate things that were of worth in the school's community and 

central to values education. The school's aim was that all should feel valued and 

appreciated through the experience. 

The value of the month was introduced during assembly time and the quality of the 

assemblies was thought pivotal to the success of values education. It is therefore 

important to give a detailed account of the role and form of the assembly and how 

values education is central to them. The important elements that support a values­

based assembly at Palmer are detailed in Appendix 13 and the yearly plan of themes 

and values for assemblies in 1998-1999 is in Appendix 14. 

14. Other ways that values education was fostered in the school 

14.1 The School Council 

The School Council consisted of one representative from each class from Year 3-5 and 

two representatives from Year 6, and a link teacher. 

The children took elections seriously and class teachers made time available to conduct 

elections, whereby prospective candidates delivered their nomination address. This 
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gave pupils the opportunity to articulate their thoughts and interests and outline any 

issues or ideas that would help maintain the calm, safe, friendly and happy 

atmosphere of the school. 

Prior to voting, the 'electorate' were made aware that they needed to elect those 

candidates who were going to use and act on initiative and would be active 

participants in making things happen, rather than those adopting a passive approach 

or who were their 'best friends'. The newly elected School Council was introduced to 

the whole school during assemblies. 

Council members were given training so that they were effective councillors. 

• The representatives learned how to chair and conduct a meeting and the 

importance of being an attentive listener as well as an effective orator. 

• They learned to reflect the views of other pupils in the school. They needed to 

be seen as approachable by children with ideas, views or worries. 

• They needed to ensure excellent levels of communication between themselves 

as class representative and their class peers. 

• Finally, council members needed to realise that they would be seen as role 

models and whilst being aware of the importance of their role, they would be 

expected to illustrate their values on a day-to-day basis. 

As the School Council worked independently, it acted as a positive and excellent 

example of how children had learned to live the values they had developed at Palmer 

and how they were able to model these values to their peers by leading through 

example. 

14.2 Pupil audit 

At the end of each year pupils were asked to reflect on their year m school by 
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completing a pupil audit form. This asked what had been enjoyed, what had not been 

enjoyed in school and what improvements might be made. It showed that the school 

valued the children's opinions. It helped pupils to feel that they shared in the decision 

making of their school community. It developed a greater sense of personal and group 

responsibility. 

15 Conclusion - the teacher as the key to values education 

In concluding this chapter it is appropriate to focus on the role of the teacher in values 

education. At Palmer it was considered that teaching about values promoted an 

atmosphere that raised achievement and encouraged quality in all aspects of 

schoolwork. In order to be effective the teacher needed to be self reflective and 

confident. She/he needed to be able to model the values that were expected of the 

children. Authenticity was so important, as the pupils were aware of inconsistencies 

in adult behaviour. Being 'real' and accepting that nobody is perfect was considered 

important to share with the pupils. The teacher also had to be a good listener, 

respecting pupils and developing positive relationships with each one. Being able to 

ask appropriate questions to extend the pupil's thinking, was also a key teaching skill 

that was seen as bridging the gap between what a pupil needed to know and then 

understand. 

This chapter has given a contextual account of the development of values education at 

Palmer. The next chapter considers a school where values had been identified as 

having a considerable effect on ethos, pedagogy and curriculum but had been 

unaffected by the researcher's work in values education. 
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Chapter 7. The comparative case study 

1. Introduction 

In constructing the research study of Palmer Primary School, the researcher was 

conscious of the potential concern that could be raised surrounding the researcher's 

capacity to be objective. He embarked on the research with the conviction that it is 

possible to be both reflective and objective about one's own work. Indeed, that 

reflective research should be encouraged amongst teachers in order that theory and 

policy should be based on examples of good practice that have been subjected to the 

discipline of research (see chapter 4). 

The foregoing concern was discussed with the research su perv1sor and academic 

critical friend, leading to this chapter, which gives an opportunity to consider values 

education in the context of a school uninfluenced by the researcher. The school had to 

be one where values had been identified as having a considerable effect on ethos, 

pedagogy and curriculum. The rationale for the comparative study is to compare and 

contrast the methods that the two schools use to help pupils develop values. 

The chapter begins with an introduction describing the rationale and method for 

selecting the school. Contextual information is given about the school leading to a 

description of the research methodology. Reference will be made to the school's most 

recent Ofsted inspection report and a selection of the school's own documentation that 

provide evidence regarding its work in values education. 

The chapter's main focus is on the data provided in semi-structured interviews with 

staff and pupils. The data has been analysed using the same methods and computer 

program that were used in considering the evidence from the main case study, thereby 

ensuring consistency of approach. These methods are described in chapter 4. The key 

163 



issues that emerge from the comparative case study data are contrasted with those of 

the main case study in chapter I 0. 

2. The comparative case study 

Having decided to conduct a comparative study of a values-based school, uninfluenced 

by the researcher's professional work in values education, the challenge was to find 

one that would agree to being the subject of research and was geographically nearby. 

The Diocesan Director of Education for the Oxford Diocese was asked for advice in 

recommending a school in the diocese where values could be identified as having a 

significant impact on the life and work of the school. It was realised that this would 

inevitably mean that the research would be looking at a Church of England (CofE) 

school. The Director unhesitatingly recommended a school, which he said had 

inspirational leadership by the headteacher and a very positive values-based ethos. 

Also, in contrast with the main case study, Becket School had not consciously set out to 

promote a school policy for values education, although he considered that values 

education could be identified as an implicit thread running through all of its work. 

Consequently, a visit to the school was arranged to meet the head, Peter Long, in order 

to ask for permission to research the school's approach to values education. 

The school's prospectus and the most recent Ofsted inspection report give accounts of 

the characteristics of Becket School (Ofsted, 1998). Becket is a CofE (Aided) School. It 

is a Junior School for pupils in the age range 7- I I. Pupils transfer at seven to the 

school from a variety of local first schools. The school is a very popular school in 

Riverdale and is over-subscribed. It has been on its current site since I 971. It is a 

single storey building with eight classrooms linked by wide corridors. Until I 998 the 

school was a middle school for pupils in the age-range 8-12. The majority of pupils 

live in the area served by the ministry of the parish church. They have usually 
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attended one of the local CofE first schools. There are few pupils on the special needs 

register; very few children from ethnic minorities and very few children who are 

eligible for free school meals. The Ofsted report stated that attainment of pupils on 

entry to the school is broadly average. By the end of Key Stage 2, attainment in English 

is well above average and above average in mathematics and science. The Key Stage 2 

test results for 2000/200 I for level 4 or above passes were: 

Figure 2 

English Maths Science 

National average 75% 72% 85% 

Becket School 87% 79.0% 92% 

Source: National Key Stage 2 results 

It is striking to note that 38.7% of pupils gain a level 5 in the three subjects (ZB.4% 

nationally). Ofsted therefore consider the school to provide very good value for 

Inoney. 

The Diocesan Director of Education had stated that the school is a very good one and 

affects the development of positive values in its pupils. The Ofsted report gives 

significant evidence to support such an assertion and the following examples give the 

view of the inspectors of the school (report paragraph number in brackets). 

2.1 Main findings 

The school successfully pron1otes high standards jn the aftjfudes, behavjour and 
person:il developn1ent of jfs pupils ... there 1:S :1 calin :1nd secure at111osphere 1n 
the classroon1 and on the pMyground A relaxed, Inutual respect exists between 
the pupjls and with all the st,11!~ Thjs js " happy and encoun1gh1g 
con1111u11jfy ... (8). 

A strong L1zrjstian ethos enters 1!1to all aspects of life Ji1 the school, but through 
jfs currkulu111 an understandjng and respect for other religjons t:'lnd cultures js 
:1lso successfully fostered (I 5). 
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The staff provide excel/ent role inodels for pupil's relationships ... They are 
encouraged to identify and discuss social and moral issues ... They are taught 
right from wrong ,1nd there :ire high expech1tions of good behaviour. Pupils 
develop a strong sense oft[ur play :u1djustice (17). 

The leadership and 11u11wge111ent of the school :ire stro11g, and are important 
l'c1ctors Ii1 pron1otilt'? the l11~'?h qlwlity of education and good standards achieved 
by the pupils (20). 

The diJns. values t111d polick·s of the school are successfully reflected in the day­
to-dtly work. They were dn1wi1 up by staff ai1d govemors and reflect the 
S<.,,"'hool's Christian foundation (22). 

2.2 Aspects of the school 

Pu pi ls' spiritual, moral, social and cultural development: 

The school provides veiy good provision for the spiritual, moral, social and 
cultural developn1ent of its pupils. The school provides a positive and enriching 
c/inwte in which all pupils flourish, develop t1nd feel valued (31). 

There is strong parenttil support for the nzoral Vi11ues, attitudes and behaviour 
which the school pro1notes. The whole school nzaintains a strong and caring 
ethos which en1bodies values which regulate personal behaviour (33). 

The school is a caring comn1unity, en1bodying Christian values (35). 

The headteacher provides strong leadership whk-11 gives clear educ,1tio1zal 
direction to the staff :111d governors for the developn1en t of the school ( 43). 

The ailns, Vi11ues :u1d po/icies of the school were fornnzlated by the stall in 
consultation with the governing body and provide a strong franiework to 
influence the developn1ent :111d well-being of the school (47). 

The ethos of the school J~(j very good (48). 

3. Research methods and school policy documents 

On gth May 2002 an initial visit was made to the school and recorded in field notes, 

video and audio-recording my conversation with the headteacher. The headteacher 

had recently been appointed as a local education authority school improvement 

adviser, commencing his duties on pt September 2002. An arrangement was made 



for me to revisit the school on the 25th June in order to interview three members of 

staff and three pupils. In order to preserve confidentiality, it was agreed that the 

school and its staff would retain anonymity and that pseudonyms would be used for 

the school's name and members of staff. Teachers would be selected on the basis of 

representing three groups of teachers: well-established teachers, teachers who had 

been at the school for about five years and recently appointed teachers. The children 

would be from Year 7, thereby having been in the school for a significant period of 

time and also able to articulate the general views of pupils. A request was also made 

for a copy of the school prospectus and any policies that might either explicitly or 

implicitly relate to the affective/values/spiritual areas of the curriculum. 

Thus, during the second visit on the 25th June 2002, the headteacher provided a copy 

of the school's prospectus, plus three other documents. These were: a statement of 

Vision and Values for the school (undated); a policy for worship (dated January 2000) 

and a draft policy for spiritual, moral, social and cultural (SMSC) development (dated 

May 2002). This latter document was drafted after the initial visit to the school when 

the researcher talked with the headteacher about values education. Although briefly 

quoting from it below, it will not be used as evidence because it explicitly refers to 

values and can therefore be viewed as having probably been influenced through 

discussions between the head and researcher. The headteacher was quite clear when 

being interviewed that values were implicit in the school and were founded on 

Christian principles. The new draft SMSC policy states: 

Education influences and reflects the values of society, it is ilnportant, therefore 
to recognised broad set olco11u11011 values £Ind purposes that they lor111 the basis 
of the work of the s(.,11ool The values ,111d st,111dards of Becket ju111or Schoof are 
expressed in the ,11/ns llnd ol{fectives of the schools in the brochure. 
poficies ... Provision for SMSC nwkes a considerable contribution to the ethos of 
this CE church school. 
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The statement of Vision and Values takes each line of the following and states how the 

various elements will be achieved in the school. The statement is: 

This is our s(,11001 
Let peace dwell here 
Let the roon1s be f'u/l ofcontent111ent 
Let Jove llbide here. 
Love of God, 
Love of' one another. 
Love of'nwnkind, 
And love of life itseli; 
Let us re111e111ber 
That llS nwny lwnds build :l house. 
So nza11y hearts nwke ll school 

The implicit nature of values in the school can be mapped through this document; an 

example being the explanation connected to the phrase love of one another. 

We are unique individlwls, lwving different gills and ta/e11ts: nzade in the inwge 
of' God We work tOWllrds developing ,1 respect and concern f'or each other. 
acknowledging our differences and appreciating each other's abilities. Achieved 
through: celebrating t1chieve111ent. (Palmer RE policy, PSHE policy) 

The school worship policy clearly shows the central place of worship in the life of the 

school through school assemblies: 

School worship should be llll ,11Yir11wtion of the values lind the ethos of the 
school. It is <l pidce where ,1 WJde spectn1111 of :1spin1t1on :u1d co111111it111ent is 
valued and celebrated. .. certa1!1 beliefs ,1re co111111on to :111 L1zristbns :1nd these 
should be the core of our pn1ctice. 

Interrogating these documents has raised interesting questions that are outside the 

scope of this small-scale research; questions related to the role and function of church 

schools in a pluralist society. Do such documents, for instance, support the argument 

that, although church schools may not explicitly provide learning opportunities for a 

list of core values, they do however implicitly teach a values programme? Is this 

because their work is founded on Christian principles (values)? Is this a possible 

contributory reason why many parents seek church schools for the education of their 
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children? Generalisations cannot be made on this one case but the data below 

provides evidence of the influence of the church and its teachings in the life of this 

particular school. 

The next section describes the methodology of data collection at Becket. 

4. Data collection - the interviews 

The headteacher and teachers were interviewed separately for approximately half an 

hour each. The three pupils were interviewed together. As the researcher was 

unknown to the pupils, it was thought that they would be more at ease if they were 

interviewed as a group. The questions put to the children covered the same areas as 

those put to the children of Palmer. However, they did not follow the same format 

because the children would not have understood them as they had not been exposed to 

a formal values education programme. The analysis of the pupil interviews follows 

the teacher interviews. 

5. Teacher interviews - outline 

The purpose of the interviews was to seek evidence that would help answer the central 

question of the thesis: Docs teaching Vlilues i111prove the quality ol educ,1tion in the 

primary s(,1zool? The same nine questions, that formed the basis of the semi-structured 

interviews in the main case study, were used to elicit evidence that would help to 

address the central research question (see Appendix 9). 

The questions specifically asked the headteacher and three teachers to focus on the 

impact of values education in terms of pupil behaviour, the quality of the pupils' work, 

academic standards, improvements in teaching across the curriculum, on the teachers' 
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behaviour, degree to which teachers model values, the ethos of the school, the quality 

of education at the school and open-ended question, designed to give an opportunity 

for the teachers to give other views about values education that they wished to share. 

A brief description of each class teacher and an accompanying synopsis of the themes 

that could be identified with them follows. 

6. Synopsis of each teacher interview 

Peter Long (BT1) 

Peter Long has been headteacher of Becket School for eight years. He came to the 

school after a successful five years as deputy head of another local Primary School. He 

has qualified as an Ofsted team school inspector. He makes a significant contribution 

to professional activities associated with in-service training of teachers in the LEA and 

Diocese. He is a highly regarded headteacher by both the LEA and Diocese. He has 

been appointed to be an LEA adviser from September 2002 with a brief to be attached 

to a group of primary schools to promote school improvement. 

The main themes that emerge from Peter's interviews include: he has not used values 

education explicitly to improve standards; he has felt the pressures of the Ofsted 

agenda of accountability; he uses the professional subject talent of the teaching staff; 

he recognises that the school has an ethos based on Christian principles. 

Jane Martin (BT2) 

Jane has been a teacher at the school for twenty-seven years. She is a highly regarded 

senior teacher and is the subject leader for mathematics and music. She lives locally 

and is involved in church activities. The headteacher remarked that she keeps the 

school focused regarding values, very much acting as a 'mum' figure in the school. 
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The main themes that emerge from Jane's interviews include: she thinks that the 

Christian ethos in the school is very strong; if a child is not happy they will not learn; 

importance of providing clear boundaries for pupil behaviour; believes in emphasising 

the positive; recognises the complexity of society and that school has a role to play in 

values education. 

Amanda Knight (BT3) 

Amanda has taught at the school for five years and has brought a strong Christian 

perspective and conviction to her teaching. The headteacher speaks highly of her 

teaching and the positive effect that she has on the life of the school. 

The main themes that emerge from Amanda's interviews include: the transformational 

leadership qualities of the headteacher exemplified by his positive role modelling, 

enthusiasm and respect for pupils; concern about the school if he left; the role of 

prayer in the school; little direct teaching about values; the link being self-esteem and 

the quality of work; the impact of being a Christian; her role in passing on ethos to 

new members of staff. 

Tristan Allen (BT4) 

Tristan is a new teacher to the school having started in September 200 I. Before being 

trained he was a fitness instructor for the local authority. Before Tristan's interview, 

the head said that Tristan may not really understand about values education because 

this area of the curriculum had not been discussed with him. 

The main themes that emerge from Tristan's interviews include: values embedded in 

established staff who pass it on to new colleagues; chose school because of the nature 

of the children and their good behaviour; importance of mutual respect; effect on the 

school because it is a church school; effect of the school on him; positive ethos is the 

main reason for the success of the school. 
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7. Teacher interviews - data analysis 

The following sections of data analysis examine carefully the interviews conducted 

with the headteacher and three selected class teachers at Becket. 

In the context of the comparative case study, the interviews made the assumption that 

values education was an explicit school policy, which was not the case, and that the 

staff would share a common understanding of the term values, which they did not. It 

was therefore important to help the teachers make sense of the questions in the 

context of their own school. To aid understanding it was clarified that a value is a 

principle that shapes and guides behaviour. The teachers then realised that although 

they had not overtly discussed values and values education as a staff, they were 

implicitly involved in values education. This demonstrated that schools can be known 

(as in this case by the Diocesan Director for Education) for their ethos based on a 

positive set of values, without necessarily making staff and pupils conscious of the 

process. This raises the question of whether making values explicit and giving 

curriculum time to discussion about them has a more powerful and lasting effect than 

a school that teaches them implicitly. The scope of this research study cannot possibly 

provide evidence to support or refute this but the following analysis gives some 

pointers that may guide future research. 

After a detailed analysis of data taken from teaching staff interviews at Palmer, the 

main case study, the computer program ATLAS.ti (Muhr, 1997) was used. ATLAS.ti is a 

powerful computer program for the qualitative analysis of large bodies of textual data, 

which assists in a systematic qualitative analysis to uncover potentially hidden 

complex phenomena hidden in the data. Five main themes for analysis emerged: 

1. The impact of values education on teachers. 

2. The impact of values education on pupils. 
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3. The impact of values education on the school, particularly on its ethos, 

pedagogy, spirituality and leadership. 

4. The impact of values education on raising achievement and standards 

5. The impact of values education on parents. 

Do these, or similar, themes emerge from the comparative case study? The general 

similarity between the two case studies is that school inspectors perceive both schools 

as transmitting positive values to pupils. However, the striking difference is that the 

main case study, which was not founded on religious principles, deliberately, 

systematically and explicitly set out to underpin its curriculum with values education. 

The comparative study school had not done this but nevertheless was conscious of 

conveying the principles and tenets of being a CofE school. Is this evidence for an 

argument that county schools need to explicitly create a strong moral code, in terms of 

values education, which is implicit in church schools? This research study cannot 

make such claims, as further research may indicate that not all church schools may 

necessarily have such a strong Christian ethic as seen m Becket. Also, are the 

differences partly a result of the language being used to describe the processes 

involved in transmitting values? In practice the actual behaviour of pupils in both 

schools indicates that they have been inducted into a range of positive values. What 

then arc the main themes that emerge from the data of staff interviews at Becket and 

do they share any similarity with Palmer's? 

8. Main themes 

The research data is rich with evidence that could support a comprehensive analysis. 

Space in this research study, limiting the comparative study to one chapter, does not 

permit a wide-ranging analysis in depth. Pragmatically, the data has been carefully 
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examined to seek dominant and recurring themes and three main themes, of broadly 

equal importance, have been chosen as representative of the selection of evidence: 

I. The influence on the school's ethos that comes from its status as a CofE 

Aided School. 

2. The effect that the headteacher has on the values and expectations of the 

school. 

3. The behaviour and expectations of the teachers and their effect on pupils. 

Each theme is explored in the following sections, concluding with key points. 

8.1 The influence on the school's ethos that comes from its status as a 
Church of England Aided School 

The first significant theme emerging from the data analysis is concerned with the 

evidence that the teachers considered that being a church school had a positive impact 

on its ethos. This assertion is illustrated consistently and without dissent in the 

following extracts from the interviews. 

Jane Martin, a committed Christian, stated that: 

We are a church school and I thh1k the Li1nstian ethos i11 this place is very 
strong. l think the chj/dre11 know that Christian principles are n1lued here, 
treating others, as you want to be treated yourself: All that sort of thing. The 
fact that we go down to the church very often and that they know tlwt I an1 a 
n1ember olthe church choir llnd that when they co111e down they see n1e there, I 
think that those sort ol things SllY to a child, ''~11e's not just saying it, she's 
actually doing it." This is the sa111e for nwny Jne111bers ofstllilas well. (Ref: BT2) 

In this section Jane refers to the Golden Rule, expressed in a variety of forms, that 

underpin the value systems in all major religions, namely, to treat others as you would 

want them to treat you. The children and staff make regular visits to the parish 

church. Jane identifies that she, and others on the staff, are role models as Christians 

and the children can see that they are authentic. She believes that the Christian ethos 

is very strong in the school. 
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Is the church status emphasised by the leader of the school? What effect does he have 

as headteacher and does being a church school have an effect on him? He says: 

I :1ctuaf Jy thhzk that teachhzg in this school lws had a road to Da1nascus type of 
effect on nze. I taught in" church school :it ... :1s a deputy head, so I was in that 
process where I had understood what church schools were about but actua/ly 
being Ji1 a leadership role, being the leader of ll church school real/y does mean 
you look :1t your core belief's because there is :1n expectHtion that it is going to be 
different to a county control/ed school down the road and I am constantly 
lwving to address that bit tlwt says, "What is it that is different about church 
schoo/s?''(Ref: BTl) 

The headteacher thinks that teaching in the school has had a profound effect on him 

in terms of his beliefs and the realisation that he is the head of a church school. He 

seems to indicate that being the head of such a school has meant that he has looked at 

his core beliefs. He senses that there is an expectation that a church school should be 

different from one that has a county status. 

In contrast, Tristan Allen says that he is not particularly religious but believes that 

teaching in a church school has affected his own behaviour, making him a better 

person: 

I think, becwuse it is " church school, the values are slightly dilfere11t fro1n 
another school. It does change your behaviour, you're Inore conservative, 
carefizf wh:1t you refer to. More spiritual rather than the everyd,1y Jife. It's good, 
it's made me :1 better person teaching at this school because you are Inore aware 
of the religious aspects. Because I was never really that religious before l ca111e 
in, and I an1 not really that religious now butjust nzore aw,1re of it. I have Jeanzt 
,1 lot about religion since I lwve been here. (Ref: BT4) 

Amanda Knight enthusiastically describes the effect that her beliefs have on her. She 

gives an account of the way that the ethos has been developed in the school, linkin~~ 

the development to the informal curriculum and not to any subject area: 

I Jive :znd breathe what I be/ieve in ... Our ethos hasn't co111e through PHSE 
actually it ca111e through the people ,1nd the te:1111, reMtionships :ind who we are 
:ind almost through the religious aspect of the school, through the llsse111b/ies. 
(Ref: BT3) 
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She continues by describing the place of prayer in a church school: 

I think the fact th,1t for me as '' Christian, the fact th,1t we can pray as a CofE 
school ... All cl,1sses do pray before their lunch and at the end of the day. For me, 
personally, at the end of the day I can treat that as'' mlizi pastoral time. If 
,1nybody has got ,111ything they lire worried about then we c,1n pray about that, 
we clln tlwnk God for the day. If so111ebody has'' mu111 who is poorly ... we can 
pr,1y llbout till sorts of things. Agai11 on prayer we have a post box in the 
,1sse111bly hall, a little bit like an agony aunt. Children can either write down a 
pn1yer tlwt they want us to pray. We have a parental prayer meeting once a 
nzonth, once every three weeks or so ... that we can read out and pray for them 
or they c,111 just wn"te one word and say, like when the Twin Towers disaster 
then they l-·wn pray for An1erict1. (Ref: BT3) 

Key points 

Without exception the sample of staff think that the main influence on the school's 

ethos comes from being a CofE Aided School. With such a status come a variety of 

expectations that include: the influence on the teacher's own thinking and behaviour; 

visiting the local church for services; the regular use of prayer by pupils, staff and 

parents. From the interview evidence, the particular ethos of the school and its value 

base appear to be rooted in Christian values that informally permeate the life of the 

school and are emphasised in assemblies. 

8.2 The effect that the headteacher has on the values and expectations 
of the school 

Throughout the data the three teachers refer to the very positive role that the 

headteacher plays in leading the school. This supports the inspection findings, noted 

earlier in this chapter, that the headteacher provides strong leadership. The Ofsted 

inspection notes that: 

The ethos of the school is very good. Let1dership ,1nd nu11wge111ent 111ake an 
ilnportant contribution to the positive t1ttitudes, reilltionships aizd equality of 
opportunity that prevail. (Ofsted 1998, para48) 

What is it that the headteacher does to nurture the school's positive ethos? What 

values does he promote and how does he set expectations? There is a considerable 

amount of evidence contained in the data that helps to answer these questions. One 
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teacher, Amanda Knight, gave a great deal of emphasis to the role of the headteacher 

during her interview. She was asked how the school transmits values. Her answer 

was: 

In all kinds of ways I think very 111uch lro111 the head down. We have a fantastic 
hemt who exudes enthusi,1s111, InotiVt-1tion, encouragement so that nibs off lower 
down to the tct1111 ol stal'l' who catch his. He calls the1n 'wizard wheeze ideas; 
he's lull ol 1[111, he lws a vision ,1nd he just runs alter it and we all end up 
n11111ing ailer hi111 and then wonder why were tired at the end ol it. Definitely 
lro111 the het1d down. he iluects vibranL-y. I think that then funnels through his 
,1sse111b1Ies where he is very positive, ,1gai11 just motivating he will present 
whatever his ,1sse1nbly is ,1bout and the whole school immediately thinks yes I 
w,111t to do tlwt, and we all jump behind him. He does that in all sorts of ways, 
tricks of involving the kids and carrying the111 with hin1. I think, because he lead 
us ,1nd treats us that way the11 we somehow just want to treat our cl111dren in 
that way in encouraging the111 in having a positive ethos in the classroom ... (Ref: 
BT3) 

The head is therefore identified as having a range of positive qualities that include: 

enthusiasm, motivation, encouragement, fun, vision, vibrancy, motivation and 

leadership; the qualities of a 'transformational leader'. I low would the school cope if 

he were not there to inspire? Does he perform a role as a 'hero innovator', forgetting 

to nurture the staff in order that they develop similar leadership and management 

skills? Amanda says: 

A couple ol ti111es now, Peter had the opportunity olgoing to help ,1nother school 
aizd we wondered whether we could hold the fort without hi111 here. And I 
realised then that Peter was my 111otivt1tion and tlwt if he disappeared I would 
have to work very hard at how to continue_, that iJnpetus would be 111issing. I so 
want to please Peter [the head] 1!1 everytl11i1g I do because he is th,1t sort of 
person. I want hi111 to pk± up 1ny work and s,1y, '"Alnanda, that is bn1h!uzt'' but 
il he is not there to do tlwt there is nobody watching over 111y shoulder then I'd 
find it quite a challenge to then think t1ctzwlly would I still do it? ... I was just 
analysing 111y own thoughts recently. Would I still 1110del those school values il 
the head is removed? I tlni1k yes we would but it would be a tricky period. (Ref: 
BT3) 

To Amanda, the head teacher appears central to the development of the special ethos 

that has been identified at the school. Do the other two members of staff share her 

views on the headteacher's role in the school? Jane does not single out the head in 

quite the way that Amanda does, perceiving the ethos being built through a 
177 



consistency of team effort, which includes all, from the caretaker to the headteacher. 

In her words: 

How is it [ethos I cre11ted? Gosh! It 1~., the w11y everybody treats each other from 
the ct1ret,1ker to the he:1dtedcher, te:1ching the1n to respect people. (Ref: BTZ) 

The head's influence can be identified implicitly throughout much of the text of the 

interviews. Tristan talks about the good feeling of the school and the fact that pupils 

are clear about the school's expectations; all indicators of quality leadership: 

There is respect between children :Jnd stall, they know why they are here but 
they e1?ioy it here. Total good ke/ing of the school. They know what is expected 
ol the111 in the classroo111 and they know the values of what they are expected to 
do in the classroom. (Ref: BT4) 

How does the headteacher see his role and its relationship to developing values 

education? There are a number of mixed messages that emerge from his interview, 

particularly relating to his view of his role as headteacher. They are his personal 

views that are not reflected in the interviews with his teachers. For instance, he makes 

it clear that the school has not highlighted values to express what the school is doing. 

However, from the evidence of the school's Statement of Vision and Values (mission 

statement) the school does aim to be a Christian community, expressing values such as 

stewardship, contentment, mutual respect, appreciating, self-confidence and 

partnership. 

The starting point for school development does not appear to be what the headteacher 

considers is best for children but rather the criteria on which the school will be 

inspected. He is very conscious of being accountable to an external agenda on which 

the school is judged. He speaks pragmatically about ensuring that the curriculum is 

well planned and implemented. He is concerned that his relationships with parents 

are now less open as he sees some of them creating stress for his staff. He hints that 

this is a reason why he has sought to leave the school, which he will do at the end of 
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the summer term 2002, to become an adviser for his local authority. He has not tried 

to raise standards by making values explicit. (Is this because prior to the research 

project highlighting values, he had not considered such a rationale?) Despite this he 

goes on to talk about the effect that teaching in a church school has had on him. How 

it has caused him to look at his core beliefs (he does not express them as values). He 

acknowledges that he does model values through the relationships he has with staff. 

He concludes by saying that he appreciates the external source of support, which does 

not have an axe to grind, given by the Diocese and gives an example linking the 

Diocesan praise to children's spirituality. This last point may suggest that the 

headteacher's answers may, to some extent, reflect the language that he uses. For 

instance, it may be the case that as a church school head he is more comfortable with 

the concept of the spiritual rather than using the term values. The word spiritual is 

more generally used in diocesan schools. It would be interesting to consider this point 

in future research. In the head's own words: 

I wouldn't say we are led by a need to express the curriculun1 by n1ea11s of its 
values or its effect 011 pupils' spiritual ground. I think, yet again, we are driven 
by that punitive bit that, well, so1nebody comes 1n and inspects us. They are 
going to nwke ,1 judg1nent about all these tl11ngs tlwt :1re subject to the 
curriculun1 and, therefore, what we need to do is to plan to make sure that we 
:1re being seen to be doing. So I tlni1k there is an u11derlyi11g 'cattle prod' 
approach to this, but that is not 11ecessanly drive11 by the esoteric bit that says 
that it is good for cluldren ... But it is still i11tri11s1c within the nwkeup of the 
school that pupils' i11put :11 v:1nous levels will be valued But I don't necessarily 
tlnnk that what we have done is go out of our way is to drive up standards by 
expressing our values ... Jin what ways do you model the values through your 
own behaviour? I It is the reilifio11ships you have with staff of every gr,1de, adn1i11 
staff; the 1nidday support stHJI; the c:1retakers, the class teaching staff and the 
parents. I think the stresses and straJ/1s of this job create :1 difficulty and I am 11ot 
:1s relaxed and open to parents as I used to be. I have beco1ne, I know I have 
becon1e, far more irritable with p,1rcnts sin1ply because I see the effect that sonie 
of the111 have 011 the staff' of the school and I beconie very defensive of the111 [the 
staff]. So from 111y point of view, one of the reasons why I have got to ll1ke a 
break from headship... I think we lwve got to the stage where stall are under 
such stress and str,1ins to perfor111 ai1d to produce that perf'or111ance in ter111s of 
numbers that there is a knock on. We are less approaclwble .. .I've got to get 
more butns on seats ... 
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As a leader ol a church school, as a leader ol any school, I thjnk that what you 
need 1s external sources ol adVJce who con1e jn and tell you that jt 1s going in the 
right direction And thllf 1s why, not only having the LEA but also the Djocese js 
really hnportant. Bec<1use they co111e in not necessarily wHh an axe to grind but 
wHh the abjljty to say yes Peter, th<lt js really good ... that's a really njce jdea, yes 
tlwt re,1lly does enable cl11Jdre11 to grow in a spiritual way. (Ref: BTl) 

Key points 

What appears evident from the data is that the school, like all schools, is not a value-

free environment. Becket takes its role as a church school seriously, espousing 

Christian principles. These are implicit in the way that the school acts as a community 

and are expressed through school policies, positive relationships and emphasis on 

prayer. The headteacher, through his dynamic leadership, has ensured that these firm 

principles, suffused by faith and love, act as the basis for learning and growing. 

Despite this, he has not sought to recognise that the foundation of good practice is 

based on the values of the school. The evidence suggests that the school's values have 

acted as the foundation for the school's learning environment, which is acknowledged 

by Ofsted and the Diocese to be of such good quality. 

Can the school's values be identified from any other source? The next and final major 

theme, examines the evidence that suggests that it is the behaviour, attitude and 

expectations of the teachers that have such a positive effect on pupils. It suggests a 

possible link between the espoused values of the school as a church school (the 

attitude, style and leadership of the headteacher) and pupil development. 

8.3 The behaviour and expectations of the teachers and their effect on 
pupils 

Amanda Knight emphasises that the teaching of values is minimal but that the values 

are transmitted through the modelling of values by the staff. In fact, she thinks that its 

more than just modelling that transmits the values; it is through the caring 

relationships and how you <Ire beh1g. Does she mean by this that pupils are influenced 

by the quality of the teacher's internal world of thoughts and feelings? Without 
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further questioning this may be an incorrect assumption but it appears consistent 

within the context of her answers during the interview. She begins by defining values 

education in the school: 

Our values education bit is t1ll the things you cannot pin down in a timetable 
that join <I school together .. .! think that teaching of it [values] actually is 
nzinilnal. I don't know if tlwt is the right answer you want to hear. I think that 
you have to 111odel it and be it so I a1n't think of any particular lessons where I 
teach the children, but we look after each other .. .It7s over and above what you 
t1re 111odelli1{~ t1nd how you lire treating the chi1dren; how you are being ... (Ref: 
BT3) 

Jane Martin thinks that it is important for the teacher to be positive and to value 

children for who they are. A child's self-esteem nurtured by the teacher seems to be 

an important key: 

I think b,1si<..--.<illy that ifyou v,1lue a child for what they are .. they're not all going 
to be good ,1t everything, they won't be, but if you can focus in on sonzething that 
a child does well, how you can praise their behaviour. If son1eone says to you, 
[the child] gosh you did that really well today didn't you, how do you feel about 
it? ''Oh, I w,111t to do tis well next tilne or even better." If constantly criticised 
for it, the opposite,, "!'111 110 good at it. " I think it is this positive feedback to a 
child, which enables it to feel good about itsell: that's what's really in1portant 
(Ref: BTZ) 

Next, the most recent teacher to the school, Tristan Allen, recounts what he did before 

becoming a teacher at the school and the effect that visiting the school had on him. He 

identifies some of the means through which values are transmitted in the school, 

which affect the pupils' behaviour. 

I an1 quite new here. Before I was doing a fitness road show. We went arozu1d 
all the schools. Olall the schools that I went to this is the one that I would have 
wanted to teach at. It w,1s one of the first schools that I came into and it just hit 
you, the difference between this school and other S£,11ools. just the children's 
beht1viour in general, just how nice the kids t1re. 

[How does the school transmit values?] Mainly through asse111blies, circle ti111e 
tind then just within the cMssroo111, expected beht1viour and ,1ttitudes towards 
one another. It's e111bedded into the school over the tin1e it has been here and the 
staff who lwve been here quite <l while they have the values that are expected 
tind people tend to follow the111. (Ref: BT4) 
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Tristan identifies that a key element in the transmission of values relates to the 

attitudes and behaviour of established staff. Besides staff behaviour what effect do their 

expectations have on pupils? 

Amanda Knight gives an illustration of how values education can be identified in 

subjects in the curriculum, such as mathematics, and how she encourages the children 

to aspire to do well in their work. Her high expectations are internalised by the pupils 

and lead to the high achievement noted by the Ofsted inspection. She gives glimpses 

into the way that she motivates her pupils in mathematics. She was asked if she has 

any other views about values education that she would want to say: 

just that jt has got to co111e through every subject. Very conscjous of it jn nzaths 
bcc:1usc I take the top i11,1ths group. I start off at the beginning of the year with 
thjs Rhnost djje111111a because we have pjcked oil the crea111 [selected pupils by 
ability to put them in teaching sets]. At the JYrst schools they were aln1ost too big 
for their boots and so I :1/ways have to undennjne them sHghtly and say you have 
got four years ofn1aths to learn, you don't know it all but inoHvate the111 to learn. 
The JYrst ter111 is qzdte trkky because l st111 need to motivate, but actually, jn 
order for the111 to learn, I need to check them sHghtly and s:1y, you need to carry 
on listenhzg, you need to carry 011 working hard just because you have attained 
really well fro111 your !Yrs! schools that is not the end of the story. To attain really 
well here you lwve got to carry on using the prh1ciples to do well at the lYrst 
school, Hstening, workh1g hard, keeph1g on top of ho111ework, being keen to 
,1nswer questions, pract1:Sjng, all those things will be important. (Ref: BT3) 

A key aspect of creating an ethos, which supports the holistic development of pupils, is 

the provision of clear behavioural boundaries by the teacher, creating an environment 

where pupils feel that they can leave distracting aspects of their lives outside the 

school. Jane Martin expresses this: 

They [the pupils] know where they are. lfyou provide para111eters for children 
then they know wlwt they "re going to expect. Whatever happens outside they 
leave on the doorstep ... and the day here is stnzctured for then1 :u1d values are 
constant. (Ref: BTZ) 

The headteacher expresses the final thoughts in this section. It is he who ensures that 

the school attracts and employs good quality teachers. He describes how he ensures 

that a variety of subjects receive priority status over a period of time and how he 
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values the active involvement of pupils: 

l think it is very dependent on that cake mix approach that says l have a member 
of st,1ff tlwt is very good at PE, values it and therefore pushes it forward It will 
be i111porU11t to this school, but given the picture that in two years time she 
le:1ves there wi/J be so1nebody else and sometl11ng else that becomes important 
:1nd it nught be dranw, dancing ... It is sti/J intrinsic within the makeup of the 
school tlwt pupils' input ,1t various levels will be valued (Ref: BTl) 

Key points 

From the evidence of the data, it would appear that the formal teaching of values in 

the school is minimal and is mainly transmitted through the modelling of values by the 

staff. [stablished teachers implicitly induct new staff into the value system of the 

school. The staff demonstrate that they value the children and place a great deal of 

importance on nurturing their self-esteem. The staff transmit high expectations and 

set clear boundaries for work and behaviour. Are these findings supported in the 

pupil interviews? The following sections consider the data from the pupil interviews. 

9. Pupil interviews: outline 

The headteacher selected the three pupils for interview. The researcher had asked for 

three Year 7 pupils who would be able to engage in a conversation about the school in 

a fairly sophisticated way. There is no doubt that the children were relaxed, happy, 

articulate and possessed well-developed social skills. The head assured me that the 

children would represent the general mainstream views of the pupils and not skew the 

research because of being unrepresentative. The researcher had no way of formally 

cross-referencing this assertion but, from observations of children in the classrooms, 

the majority of whom were confident and able, they did appear to be representative. 

The questions that the pupils at Palmer had been asked were not directly appropriate 

for the pupils at Becket, who had not been inducted into the language of values 
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education and had not had lessons in them. The general purpose of the pupil 

interview was to establish if there was a consistency of perception about the vision and 

values of the school with that expressed by the teachers. Is the pupils' experience of 

the school similar to the one the teachers think they are promoting? Are the pupils 

aware that they are being inducted into a particular set of values? Do the values of the 

school, although not explicitly taught, improve the quality of the education? To 

uncover answers to these questions, the following headings were used to guide 

questioning during the semi-structured interviews. Supplementary probing questions 

were used that seemed appropriate during the interviews. 

10. Broad areas for discussion during the pupil interviews 

I. Acfjvities that the pupils do during the school day. 

2. Activities that the pupils do as after school clubs. 

3. Is there :1 School Council? 

4. Experience of being a pupil in the school 

5. How are pupils encouraged to get along with each other? 

6. Pupils' perc<-ption ofstaffpupil relafJ'onships. 

7. f'lzpil perceptions of the stall 

8. Exploring the vlilue of respect and its 111eaning to pupils in ter111s ol their 
relationships with stall t1nd each other. 

9. How do pupils know wlwt expectations the teachers have oltheir behaviour? 

IO. The extent ol 1noral education in the school. 

J J. 711e qualities that the pupils think have been encouraged in the111 at school. 
When and how :1re they taught? 

J 2. Wlwt sort ofperson does the school w"1nt the pupils to be? 

J 3. The role of asse111bly in the school. 

/4. Any general views about the school. 
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11. Main themes 

The pupil interviews were conducted in July 2002. Each interview lasted for 

approximately 30 minutes, was taped and transcribed for analysis. Analysis of the 

data revealed four main themes: 

I. How pupils feel about the school and are involved in its life. 

2. How pupils perceive the behaviour of their teachers. 

3. How pupils perceive their own behaviour and the influence the school has 

on them. 

4. The degree to which pupils are aware of values. 

The next four sections of the chapter consider each of these themes. 

11.1 How pupils feel about the school and are involved in its life 

One of the pupils was the chairman of the School's Council and felt she had lots of 

responsibility in the school. All interviewees said that they feel a real part of the 

school and talked about feeling secure. They referred to the 'friendship bench' and the 

bag of games, both of which were designed to make pupils feel happy during 

playtimes. In their own words they say that there are: 

Lots ol llctivities to do tilter school. Lots ol sport. We have Jots ol responsibility 
here Jike school council, clwir11u111 (like l 1i111), house Ci'lptains, g,unes c"1ptai11s ... 
ft (the school:') counci/) gives pupils Li sort ol thing that they know they are p"1rt 
ol the school and it is not just the te,1chers saying, "}ou wi/J do that!" We 
L1ctzu1/Jy lwve LI Jittfe bit ol Lmy... We bought a b:ig olga111es and we m"1de Li 
friendship bench, which i') over there opposite the boys' Joos. 

I Does it work?] A bit. Sonze clnldren SLIY that they don't have Lilly lrie11ds but 
theyjust w1111t to sit 011 the bench and h1/k to us. 

11 low do you feel as a pupil here?] Sale, secure, it a/111ost feels like a Jzo111e ... we 
Lircjust so Juc.Ay to be here. (Ref: BC5) 
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The pupils generally feel very positive about the school. This positive attitude runs 

through much of the interview. 

11.2 How pupils perceive the behaviour of their teachers 

l~reat care was taken not to lead the pupils' thinking in an unethical way when they 

began talking about their teachers. They did so respectfully and were very matter of 

fact in their attitudes: 

We have lots of things to do and mostly good teachers. The teachers are always 
telling us about helping each other and working together ... They help quite a lot 
... I like the older ones because we know them more but the newer ones have,, 
lot of ideas but it doesn't go wjfh the school ... If you are stuck on work they kind 
of help you but don't tell you exactly what to do. They encourage you. They 
don't want to hurt you, they think more of you and don't look down at you. They 
give us house points for a sn1ile. You can tell what mood they are in whether 
they are in that good fun mood or in :1n unhappy mood. We try to be quiet 
(when they are not in a positive mood) andget on with our work. (Ref: BCS) 

Generally the pupils highlighted the very positive influence of the older, more 

established members of staff. They didn't however like strict teachers so they were 

asked what they meant by strict? One of them replied: 

U111~1ir. Hard on you. Makes your life hard They say things that you don't want 
to hear, not particularly nice things. That's what we call strict ... (Ref: BC5) 

Also they made it quite clear that they appreciate those members of staff who were 

consistent in their classroom routines. One of the very few critical comments was: 

Our teacher seen1s to change the routine of the day and our teacher never 
follows anything. At the beginning of the year we were told the routine of the 
week :ind what we were going to do :ind he seen1s to do what he wants to do. 
(Ref: BC5) 

Conversely, what qualities make a good teacher? 

They respect your views and don't think, "You 111ust do this." They tell you how 
to do it :111d then persuade you, help you and explain it. None of them are strict, 
they can have a laugh or joke. (Ref: BC5) 
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11.3 How pupils perceive their own behaviour and the influence the 
school has on them 

The pupils talked freely about how they learnt about the difference between right and 

wrong, acknowledging that the process was repetitious and came from school and 

home. They see their school as being different from what they term 'normal' schools 

and believe that the school helps them to be more sensible and mature. They think 

that the school wants them to be good, caring and helpful people. How are they taught 

to be moral people? 

nwxht, and told by my parents and teachers. What you can do and what you 
Clln 't, what you should and what you should11 't ... You get told by your parents at 
ll young age not to do so111ething and it just sinks in and you remember when 
you llrC older and you thi11k, •wo, you can't do it!" And you hear it so nzany 
tin1es ... (Ref: BC5) 

The pupils were questioned about what qualities they thought they now had because 

they had been pupils at Becket. Wouldn't they have them no matter which school they 

had attended? They replied: 

I think we llct 111ore inature and sensibly ... So111e of it you wouldn't get in nonnal 
schools ... we're unique ... 

[How do you know that?] Because I have been to quite ll few schools lllld this is 
different. I have been to a middle school, didn't like that one... This is definitely 
a unique school. (Ref: BCS) 

The pupils were so positive about their school and went on to talk about the sort of 

person that they thought the school wanted them to be? 

I think they want you to be a good, caring, helpful sort of person and not a 
cri111inal. We were talking about drug llwareness yesterday and why you 
shouldn't take drugs, llnd they wa11t you to be inore nwture h1 your outlook. (Ref: 
BCS) 

The pupils use values words such as good, caring and helpful Whilst recognising that 

the pupils had not been inducted into the language of values education, it was 

important to know if they thought that the school had helped them to develop an 
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appreciation of values. The researcher probed the pupils about this by using the term 

'qualities', the meaning of which the pupils understood. 

11.4 The degree to which pupils are aware of values 

Had the school helped them to develop qualities such as kindness, respect, patience 

and peacefulness? 

We learn to look after people inore. We get to know them so you look after 
the111. I tl11i1k school 11zakes you inore klizd because at home you woufdn 't know 
lill the people here. Here, you know people. 

/So you think by mixing with Jots of people you are bound to be kind?} Yes. 

/Are you taught about kindness, respect, patience and peaceizdness in lessons, 
,1ssembfies or in other ways?} Assemblies, not really in lessons. 

[What happens in assembly?] They nor111a/ly talk about different things fro111 the 
B1ble that Jesus has said or things to do. 

[What stories do you like to hear?] I prefer stories fro111 the Old Testa111ent. 
Parables. Mir,1cles. (Ref: BC5) 

The pupils think that they learn about values in assembly and give evidence that shows 

that assemblies have a very strong religious content based on the Bible, reflecting the 

school's nature as a church school. 

rinally, the pupils were asked what they thought they would remember about the 

school in five years time, concluding with a statement that they think they learn 

because, most of the time, they have fun. 

f would rcn1c111ber ct1ch house c,1ptain It feels good to be a house 
captali1 ... Sports ... I a111 very keen 011 sports. First day I got iny house captain's 
badge [ind became a counsellor ... The reason we le,1n1 is that we lzave 1[111, inost 
of the ti111e. (Ref: BC5) 
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11.5 Key points 

There are five key points that emerge from the pupils' interviews: 

I. The three pupils were very positive about their school and the effect that it 

had on them. They felt a real part of the school and talked about feeling 

secure and involved. 

Z. Generally, the pupils were positive about their teachers, but were clear 

about aspects that they did not like, such as strict teachers. Good teachers 

were those who respected their views. 

3. They thought that they were developing a moral attitude to life because of 

the influence of home and school, especially because of the repetition of 

being told how to behave. 

4. They see their school as unique, believing that the school has helped them 

to be more sensible and mature. They think that the school wants them to 

be good caring and helpful people. 

5. Although not describing them as such, the pupils were aware of being 

taught about values such as kindness, respect and patience. The way that 

they thought they were taught about them was by hearing about Bible 

stories related to the life of Jesus and Old Testament stories. 

12. Conclusion 

The research raised questions that were unanswered during this limited study, which 

could be the basis for future research. For instance, as the values are not made explicit 

in a programme of values education and the pupils developing them through an 

osmotic process, could this mean that pupils from less advantaged homes are less likely 

to develop a strong sense of values? However, key points and general issues have 
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emerged from the analysis of the teachers' and pupils' interviews that are contrasted 

with those of the main case study in chapter 10 (the synthesis of the research study). 

llowever, certain key differences between the two schools became clear. For instance, 

values words, creating a common moral vocabulary, and the encouragement of silent, 

reflective practices, outside the context of prayer and worship, were absent at Becket. 

Also, Becket is socially selective (CofE, Aided) and therefore questions remain 

unanswered about how this status relates to its espoused values. However, this 

comparative case study has given the opportunity for research to be conducted in a 

school that is acknowledged to be one that transmits positive values, even though it 

says it doesn't so overtly. The research evidence suggests that the school does set out to 

induct its pupils into a set of values, which are based on church principles. 

The next chapter looks at the research evidence of the teachers at Palmer. 
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Chapter 8. Data analysis: teacher interviews 

1. Introduction 

The previous chapter considered the research associated with the comparative case 

study of Becket, a Cott (Aided) Primary School. The focus of this chapter is the 

evidence about values education that resulted from a detailed analysis of interviews 

with sixteen teachers at Palmer Primary School. It is the first of two chapters that 

consider research data: chapter 9 considers the data related to four pupils and their 

parents. The two chapters provide the principal evidence on which the conclusions 

and recommendations of this thesis are drawn. The convention is used of writing in 

italics the words people said during interviews. 

2. The teachers 

The data analysis identifies and describes the main themes that emerged across the 

sixteen teacher interviews. The nine questions that formed the basis of the semi-

structured interviews were designed to elicit evidence that would help to address the 

research question. The interview questions were: 

/. What effects do you think teaching about vtilues has on pupil behaviour? 
Examples? 

2. What effects do you think teaching about values has 011 the quality of pupil 
work? 

3. Is there any evidence that academic sfl1ndards tire improved because the pupils 
learn about values? Exan1ples? 

4. In what ways do you think the focus on values has enabled your teachilzg to be 
n1ore effective across the curriculum? Exanzples? 

5. To what extent has teaching about values had an effect on your teaching and 
behaviour? 
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6. Besides teaching about values in what ways do you model the schooPs values 
through your own behaviour? 

7. Wlwt ellect do you thlizk values education has had on the ethos ol the school? 
Exa111ples? 

8. C!ln you give exa111ples ol how teaching about values 1n the school has 
i111proved the qiwlity ol educ,wtion here? 

9. Do you lwvc l111y other views llbout values education that you would Jike to 
slwre? 

As can be seen, the interview questions were specifically designed to research the 

impact of values education on: pupil behaviour; the quality of the pupils' work; 

academic standards; improvements in teaching across the curriculum; teachers' 

behaviour; degree to which teachers model values; ethos of the school and the quality 

of education at the school. Finally, an open-ended question was asked that had been 

designed to elicit the teacher's general thoughts and feelings about values education. 

What follows is information about each class teacher and an accompanying summary 

of the emergent themes drawn from the research evidence. 

Sam Scott (PT1) 

Sam has worked as a Key Stage 2 teacher (pupils 7 11), for just under two years. 

Previously he had been a successful Head of Creative Arts at a local secondary school. 

He had applied to be a teacher at Palmer because he had become interested in 

developing his experience by teaching in a primary school. Although this is an 

unusual career move, it proved to be a successful one for both the school and Sam. He 

brought with him a wealth of experience, a passion for teaching, a thirst for wanting 

to improve his pedagogy and a determination to be successful as a primary teacher. 

His interview shows that he sees the need to balance the creative with the academic 

aspects of the curriculum. 

The main themes that emerge from Sam's interview include: that as a new member of 

staff he quickly learned that the teachers in the school share a consistency of approach 
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and an understanding of values education; he identified a link between the behaviour 

of the pupils and the values policy; good pupil concentration and work presentation; 

pupils able to remain in silence and concentrate for long periods. Values education 

has helped him to be reflective, to have high expectations and to see the need to model 

the values. 

Molly French (PT2) 

Molly has worked as Key Stage I teacher (pupils 4- 7), in the school for fifteen years. 

The Ofsted inspection of the school in I 997 rated her as an outstanding teacher. This 

success came as a surprise to her as she is self-critical and modest. She is a teacher 

who is highly respected by the whole school community. Professor Pring conducted 

her interview. 

The main themes that emerge from Molly's interview include: created by the values 

policy in the school, the atmosphere makes it a pleasant place to work; school is an 

effective learning environment; care is the prime value taught in the school and shown 

in the way that staff care for each other and the pupils; staff model values; young 

children can understand quite complex concepts about values if appropriately taught 

through, for instance, story telling; values education is taught sensitively and is not 

over-emphasised in n holier tlwn thou w.:1y. 

Manda Last (PT3) 

Manda has worked as an infant teacher in Key Stage I for one year. She had been a 

student on final teaching practice when she applied to the school for a full-time 

teaching post. Her mentor is Molly, who works closely with Manda. This very positive 

relationship has nurtured Manda's development as a teacher. 

The main themes that emerged from Manda's interview include: having a monthly 

value ensures that she focuses on values that she would not normally emphasise, such 
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as simplicity; she is aware of being a role model; values education has created a 

wonderful atmosphere. 

Heather Devon (PT4) 

I leather is an experienced teacher who has worked as a teacher at the school for four 

years in Key Stage 2. Previously she had worked in a range of primary schools. As her 

interview demonstrates, she believes that values education has" huge effecton pupils. 

The main themes that emerge from Heather's interview include: pupils think before 

they act; values affect the whole child not just their behaviour; work benefits from the 

calm atmosphere and staff consistency; values education is central to the education 

process; being authentic about your own behaviour as a teacher is important; the 

school is a pleasurable place to work; the values programme has a very positive effect 

on boys' behaviour; values bring staff closer together. 

Clive Wilkinson (PT5) 

Clive has worked in the school for many years and is the Key Stage 2 leader. As his 

interview with Professor Pring indicates, he is passionately loyal to the school and 

values education and remarks about the changes in the school since values education 

was introduced. 

The main themes that emerge from Clive's interview include: the interactions between 

all in the school are harmonious, as they are with parents; pupils have pride in their 

work, sit quietly to think and be focused; national test results are good; the effect of 

values work is that pupils are more spiritually aware; pupil progress is accelerated 

because of the values work; there is a concern in the school for developing quality; 

that being an effective teacher is showing tlwt you not only have a good knowledge o[ 

subject 1nzzttcr but you also (.,-wre deeply about what you do and what the children do; 

he stresses the importance of positive, committed school leadership and that staff must 
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walk their talk .. 

Sue Weobley (PT6) 

Sue was a social worker before she trained as a mature student to be a teacher. This is 

her second post as a teacher and she works in Key Stage 2. She is naturally a very 

lively, enthusiastic teacher and she feels that values education has made her a much 

l."'£1/Jner person. 

The main themes that emerge from Sue's interview include: the pupils think about 

their behaviour and are able to talk about their feelings; pupils are able to have self­

control and be effective independent learners because of the calm and purposeful 

atmosphere; the importance of the inner qualities of the teacher being evident, such as 

calmness; the need for the teacher to be an effective role model; values education helps 

pupils to be good people as citizens of the world. 

Martha Brill (PT7) 

This is Martha's first teaching post and she has worked in the school for three years. 

She is currently working in Key Stage 2. As PE curriculum leader she remarks how 

values education has helped the pupils to have good self-control. 

The main themes that emerge from Martha's interview include: the importance of 

teachers modelling the values; that there is a link between values and behaviour in the 

school; that values education creates a happy, calm and hard-workin~~ atmosphere; 

that her teaching is more effective. 

Lisa Poole (PT8) 

Lisa is an experienced teacher. She had experienced working in a 'tough' area of 

Glasgow before coming to work in Key Stage 2 at Palmer three years ago. In the 

Ofsted school inspection held in I ~)97, she was jud~~cd to be an outstanding teacher. 
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The main themes that emerge from Lisa's interview include: that the pupils are more 

reflective and responsible about their behaviour; the school has a positive School 

Council and peer influence; pupils are more articulate about their work, able to set 

targets and able to achieve quality; values education helps her to be reflective and to 

learn fllCf and not to let things get her down as they once did; that school discipline is 

based on mu tu al respect. 

Martha Wellington (PT9) 

Martha is an established teacher in Key Stage 1 who has worked in the school for 

many years. She has acted as Key Stage 1 leader on two occasions when the holder of 

that post has been on maternity leave. 

The main themes that emerge from Martha's interview include: the school's common 

values helps to create common boundaries that lead to easier discipline; that a lot is 

expected in te,rms of pupils' work and behaviour; the pupils set their own targets and 

boundaries based on the school's high expectations; the thinking processes of the 

children are helped; the understanding of the school's values being shared values 

allows her to be more confident about articulating them; the school is sensitive not to 

preach values to the community. 

Albert Knight (PT10) 

Albert is the deputy headteacher of the school and has worked in the school for many 

years. He teaches in Key Stage 2. 

The main themes that emerge from Albert's interview include: values education 

enables the pupils to think so that they can solve problems and become more 

independent; values has made him more thoughtful; Albert respects pupils and he is 

conscious that he acts as a role model for them; the school has made values explicit 

whereas prior to values education they were implicit; he stressed the importance of the 
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early influence of values education and their potential effect on pupils in the future. 

Tanya Ellis (PT11) 

Tanya is an established member of Key Stage 2. She acts as the curriculum leader for 

values education and is responsible for its overall management and leadership. In 

I ~)96, she was invited with the headteacher to travel to l lNICEF headquarters in New 

York, to work with a group of international educators to produce a values education 

programme that could be applied universally. This programme has since been 

published as a series of books, by Health Communication Inc. (lICI) in America, under 

the title: Living Values: An Educational Program. (Tillman, 2000). Tanya is credited in 

the books as a special contributor. 

ln October 2000, an international video was made to promote LjviJ1g Values, featuring 

a number of schools. In the video, Tanya Ellis described how the school set out to 

develop positive values-based dispositions by creating a positive school ethos. Tanya 

encapsulates her views about the process, effects and importance of values education: 

What we really w:1nted [or our school w:1s to have :1 calnz and purposeful 
envjron1nent: where the children could develop their relatio11sl11ps; so that they 
could beconze reflective learners. We lee/ tlwt all the work that we are doli1,g 
w1"!h all the values 1n school helps them to do that ... When we JYrst st:1rted this, 
we looked at what we k·Jt the cl11Jdren needed, :ind what we djscovered w,1s, 
what the chj/dren needed, the :1dults here did too! They needed to feel valued :1s 
h1dividuals, they needed to lee/ supported when they had dilliculties; they 
needed to feel loved; they needed to lee/ that they could express the111selves 
creatively :1nd grow ac:1de1111c:1/ly too ... l :un sure the children don't see us as 
sonze authorjty 1Ysure h1 the djstance; they lee/ tlwt they can talk to us and we 
will tre,1t tlze1n wjth respect :111d eqimlity ... For the future? l ret1lly would hope 
we c,1n develop the cluldren tis people. rather tlwn tlui1k ol the111 coining to 
school to be gjven :1spects of' the curriculu111; be given 1110re 111aths; be gjven 
n1ore litcra(,y lesson; be given n1ore science lessons. Yes, they are i111portant but l 
think tlwt other things are 111ore in1port,111t JJrst. (Tanya Ellis, October 2000, 
Views on Values, Living Values: An Educational Program) 

The main themes that emerge from Tanya's interview include: that the pupils are 

involved in moral reasoning, as they question their own behaviour when they see 

situations in new ways; values education changes pupils inside; pupils learn values in 
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subtle ways, such as learning from the teacher's qualities as a human being; values 

education is difficult to measure in quantifiable terms; consistency of the values 

programme across the school has made Tanya's work as a teacher easier; values 

education has changed her totally, as she is more in control of her thinking and is less 

judgmental; she has a concern over the lack of values in some homes; she stresses the 

importance of values education beginning early in a child's life. 

Penny Dove (PT12) 

Penny is Key Stage I leader and is an established member of the school who articulates 

a clear philosophy about early childhood education. 

The main themes that emerge from Penny's interview include: that values are implicit 

in everything that she does; she stresses the importance of repetition as a method for 

effective teaching; effective use of praise and reinforcement of positive pupil 

behaviour; pupils feeling that it is safe to fail; she stresses the importance of her own 

standards as a model; she uses concrete examples to explain the meaning of values; 

she helps pupils to be in touch with their feelings; she claims that values education 

enhances her teaching; she models values all the time; she stresses the positive effects 

values education has on parents; that pupils arc more able to articulate their thought 

processes; young children can be encouraged to be empathetic; that pupils are more 

thou:~htfu I because of values education; that she stresses respect and care for others a 

priority; Penny wishes that her own children will have a similar experience at their 

school. 

Sue Stevens (PT13) 

Sue is a Key Stage 1 teacher who came to the school four years ago as a newly 

qualified teacher. 

The main themes that emerge from Sue's interview include: the ability of young 
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children to understand the values; importance of making the values understandable 

and the children nlirroring them; that values create a positive working environment 

with an emphasis on working hard and doing your best; that the school places an 

emphasis on mutual respect. Sue sums up her attitude to values education by saying: l 

think it is the 111ost i111port"111t part of what we do. r went into teaching to get little 

people to bt'co111c bigger people. It was to help them develop as people and become 

good 111e111bers of our society, not necessarily to become clever people but nice 

rounded people. 

Victoria Tompkins (PT14) 

Victoria is an established teacher who works in Key Stage 2. 

The main themes that emerge from Victoria's interview include: that values education 

makes pupils calmer, more thoughtful and helps them to value others; that pupils' 

ability to reflect has an effect on the standard of their academic work; that peer 

pressure checks behaviour; the values programme helps her to know what she should 

be passing on to the children; values education heightens self-awareness, helping 

pupils to be self-analytical rather than self-critical, creating a calm environment for 

all; that it is valuable to teach teachers how to be still within themselves. 

Tammie Rushen (PT15) 

Tammie has taught in Key Stage I for four years. She is an experienced teacher, 

having taught in several other schools. 

The main themes that emerge from Tammie's interview include: values education has 

a positive effect on staff and gives pupils an inner confidence; it develops good quality 

work; values positively affect behaviour; she stresses the importance of constant role 

modelling; that values education enhances adult team work; that her own inner-world 

is now more calm; that positive parent-teacher relations is one of the outcomes of 
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values education; that there is an amazing school atmosphere; that pupils are very 

respectful of teachers; that teaching activities are matched to pupil needs; that 

everyone is trying to be better individuals. 

Celia White (PT16) 

Celia is an experienced teacher who has worked in the school for many years. She is 

currently working in Key Stage z. 

The main themes that emerge from Celia's interview include: values education helps 

pupils in dealing with their relationship problems; that the school's ethos comes from 

the focus on values; that there is an expectation on pupils to focus carefully and 

thoughtfully; Celia is now more thoughtful; she hopes that the effect of values 

education is long-lasting and will affect the pupils when they are adults; that values 

education has helped the general way that the children work. 

3. Teaching interviews: data analysis 

The following sections of data analysis examine carefully the interviews conducted 

with all of the sixteen class teachers at Palmer. Evidence is not drawn from every 

teacher in each section. This would have made the chapter inordinately long. 

I lowever, care has been taken to ensure that views are representative and over the 

whole chapter the opinions of all the teachers are included. The researcher conducted 

fourteen of the interviews. Professor Pring, the researcher's supervisor, conducted 

two, Clive's and Molly's. Each interview lasted for approximately 30 minutes, was 

taped and transcribed for analysis. Throughout this research considerable care has 

been taken to ensure impartiality and total objectivity by the researcher. As explained 

in chapter ~ (about research strategies), having a proportion of teacher interviews 

conducted by the researcher's supervisor acted as one of the safeguards to ensure that 
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the data collected was as free as possible from any potential bias. 

After a detailed analysis of the data taken from during teacher interviews, using the 

computer program ATLAS.ti (Muhr, 1997) brought out five main themes with sub-

themes. The most salient evidence from these sections is included in the chapter's 

conclusion. The themes that surfaced from an analysis of data were: 

1. the J!npact of values educatio11 011 teachers: 

tl. as people; 
b. as tet1chers; 
c. as 1ne1nbers of a teachi11g tea1n. 

2. the impact of values educatio11 011 pupils. 

3. the ilnpact of values education 011 the school, particularly 011 its ethos, 
pedagogy alld leadership: 

a. the S<.,,1looF's ethos; 
b. the school's pedagogy; 
c. general insights ill to the school's pedagogy; 
d the development of spirituality; 
e. the influence of pedagogy, an example taken fro111 a lesson; 
i the link between effective leadership and the school's pedagogy. 

4. the in1pact of values education 011 raising t1chieve111ent t1nd sta11d1rds. 

5. the impact of values education on parents. 

3.1 The impact of values education on teachers 

This section focuses on the first significant theme emerging from the data analysis. 

This is concerned with the evidence that the teachers considered that values education 

had had a positive effect on them as people, teachers and members of a teaching team. 

This assertion is illustrated consistently and without dissent in the following extracts 

from the interviews. 

3.1 a The impact on teachers as people 

The first evidence to support the claim comes from Tanya's transcript. Tanya, the 

curriculum leader for values education, gives a very powerful personal statement 
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about how teaching about values has affected her as a person. She finds it difficult to 

quantify or measure the effects, as her analysis is based mainly on her feelings and by 

implication intuition. She lists the ways that she thinks she has changed as a person: 

more in control; working toward self-improvement; not judging others; accepting 

herself; having an inner strength that she feels should be conveyed to the children. 

This powerful personal statement provides evidence of the potential positive effect that 

values education can have on the teacher's personal development. This is what she 

said: 

It i~ hard for Ine to go ho111e without teaching values, it has changed me totally 
and I think I have beco111e Inore oft1 psychologist now. I a111 Inore in control of 
nzy thinking and l Ineditate now zuzd I do think of the ~11ues fro111 a perso1wl 
point-of-view. l try to inzprove nzyself ,111 the ti111e and l know that I am a better 
person for it. l try not to judge other people now and, the opposite way round, 
accept Inysell to be who I 11111 and not feel th,1t there are people judging nze. I 
feel that l have an inner strength there now t1nd tlwt Inust be conveyed to the 
children Again you cannot quantify that, !just feel tlwt, I feel tl lot of tl11i1gs 
rather than Jneasure the111 but l know they t1re there. (Ref: PTl 1) 

Molly says that being involved in teaching about values has made her more self-

reflective. Teaching about values has caused her to question her own personal 

relationships and to wonder whether she is a good role model for pupils. This data 

indicates that teachers already have values that they bring to their work, based on 

their own experiences. Molly refers to her experiences as a child that has formed her 

own set of values. There is an important issue here about the matching of a teacher's 

values to those of the school and the degree to which this match causes a feeling of 

personal disharmony. (It was noted that during the process of introducing values 

education not all staff found the process easy. No-one opposed the practice but some 

found it personally challenging. This was because it required staff to consider their 

own values and to work in partnership with other members of staff so that a 

consistency of approach and attitude could be fostered.) Molly articulates a key 

principle of values education: that the teacher has to model the values she expects 

202 



from the pupils. 

I so111etilnes /'ind 1nyself thh1kjng, '1111 I a very good 111odel, do I try hard enough? 
Whether jf 1s because of the valut'S or because I t1lready hope that I follow the 
values. I thb1k that 111y childhood gave ine ti very good groundli1g to work on. I 
suppose I just strive to inake every day a nJeaningful, enjoyable and hopefully as 
exciting ,1 tilne as I can. I a111 not sayli1g that I get there eveiy day but I try ... By 
talking to children about values 111akes 111e think about my own values and 
constantly re1ninds you that perhaps you ought to try ti bH harder. I thjnk that 
you cannot expect children to be polite to you jf you tire not polite to them, so we 
till ti/ways say please and thank you as a matter of course. (Ref: PTZ) 

Tammie extends these points in her description of how the core values affect staff who 

often find themselves challenged by their own reflection about the values. 

It js also very good for the staff as well and the values help us to tt1ke a step back 
t111d it is quite hard so1netilnes because you know tlwt you are reachjng for these 
Vi1lues yourself. It makes you have to thjnk very lwrd and keeps you on your 
toes. (Ref: PT 1 5) 

In the next quotation, another teacher, Victoria, provides more evidence that values 

education makes the teacher more self-aware and aware about the things that should 

be passed on to the children. Teaching about values heightens their own awareness of 

values, which in turn influences their expectations about their pupils' behaviour. The 

teacher's own understanding of the meaning of the values is seen to be the most 

important first stage, before they can model them by their behaviour. It is argued that 

the most effective teachers of values are those who have worked on themselves to 

consider the deeper meaning of the concepts. This self-reflective work is seen to have 

a powerful effect on the children, because they make a connection between what the 

teacher says and what he/ she does: the practice being described by staff as walking 

thck ta/id 

It nwkes inc inore aw"1re tis'' person Els to the sort of things tlwt I should be 
trying to pass on to the children within the cldss. (Ref: PT14) 

Staff, such as Molly, appreciate that teaching about values passes on their own non-

materialistic view of life. Molly explains that she does not have to strive for happiness 
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and contentment for they are qualities that are within her. Her views help to support 

the argument that the teacher already has values, because personal experiences cannot 

be divorced from the transaction of teaching. In an insight into her personality and 

attitudes, Molly explains how she is made content through the simple things of life: 

I think tlulf throuc'?h 111y own perso1wl experiences over the years that I have 
realised how to get 1ny priorities right, I llnl content with the simple things of 
fife, which I think is i111portant, for 1ne anyway. I have learnt that happiness and 
conte11t111ent tire there and you do not have to strive to get them. I am very lucky 
tlwt ! lwve got fa111ify and friends who :ire wo11dcrlu/. I <lfll aware 1f I have not 
behaved llS I should have done and I try very hard to rectify it. I find it very 
dillicuft if I think I have upset or hurt sonzeone. (Ref: PTZ) 

Self-awareness through self-reflection has helped Lisa to question herself as a teacher 

whilst allowing the children to question her. The pupils exert a subtle pressure on the 

teacher to model the values, as they expect to see the teacher living them. For 

instance, children become aware of teacher behaviour and use a value word such as 

patience when describing teachers. Lisa believes that because teaching values makes 

pupils more aware of adult values and behaviour, it is vital that the teacher models 

values effectively. Lisa describes what she has learned and how teaching values has 

personally affected her: 

I have learnt through being here, :uzd I have only been here for three years, but I 
have learnt tact. You can nod on that one! I think I h"1ve learnt to be patient, I 
stiff Jwve to learn that but I a111111uch 1110re patient than I have ever been I don't 
Jet things grind me down any n10re :uzd I tend to reflect 011 things that I have 
done and just move them :1side. I don't think that anything gets to nze as 111uch 
"1s it used to, again that is to do with the values. So you lire sitting there and 
Jistening in assembly for "1/J the' things that are golizg through the heads of the 
children, and you think, "ViJs, this :1pp/ies to 111e" so you do Jisten to what is 
going on and you learn fron1 it. Everything app/ies to t1du/ts as we//; it is notjust 
to the children. I kllow th"1t tider so111e weekends I conzc b"1ck on Monday and I 
1night have had the worst weekend but aHer Jistening to t1sse111b/y it cal111s 111e 
down and you learn to do it yourself' as well. So you Cllll teach the children at 
the sanze time "1s learning to do it yourself: there is no point in co111i11g in "1nd 
sjftJizg with your ar111s folded :ind then going luck to your c/assroo111 and doing 
the sanze thing. The children Wt-1t(.,iJ you in "1sse111b/y :ind they know if you t1re 
focused or not, so if they see you just staring into space t1nd you are then going 
to tet1ch '' values lesson it does not work. l think it lws helped nze to question 
myseflon what I anz doing and l :un allowing the cluldren to question what f a1n 
doing because they a// want to see 1f I a111 showing good vt1fues as well. 
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They will say something like, .. That was not very patient of you'' or something 
Jike that. So we are both learning lro111 c:1ch other and I think that is very 
i111portc1nt. (Ref: f'T8) 

Tanya emphasises that she teaches values through who she is (her attitude and 

behaviour). Tanya emphasises that pupils absorb values in subtle ways, not just 

through lessons. She made this point by saying: 

3.1b 

You do not actua/Jy have to teach a values lesson to inzpart values. You do not 
think you are teaching values but you are because that is who you are, they take 
in what you want and wlwt you stand for c1nd the way you are with them. (Ref: 
f'Tl 1) 

The impact on teachers as teachers 

From the evidence of the teachers, such as Tanya, talking about themselves, it may be 

deduced that values education cannot be taught in isolation from the teacher's own 

thoughts, feelings and behaviour. It is not a traditional subject, such as mathematics, 

that has a discrete body of knowledge that is taught without necessarily affecting the 

spiritual world of the teacher. Tammie gives further evidence of this by developing the 

point that teaching about values affects a teacher's behaviour and consequently their 

teaching. She describes how she has become more self-aware and how she now thinks 

more deeply about each child. In her previous schools, no mention was made about 

being positive in dealing with children's behaviour. She now aims to be positive and 

to look for the positive in the children. She has learned to be calm and to give the class 

times that are reflective when they sit down and discuss. She describes the opposite of 

this as being boom, boom, which reflects the atmosphere in schools that concentrate 

on constant activity and don't give the pupils the opportunity to be reflective about 

their work and behaviour. In her own words: 
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It has made nze think a Jot more, it has heightened what was already inside me. l 
thought about each individlwl child but it [values education] has heightened it 
lor me. I suppose other schools tlu1t l have been in have never had any mention 
of belizg positive although l have always been positive. You WJ11 often be slightly 
neg:1tive as well, but now you m!n to be positive and look for the positive points 
in every sense. Another thing l lwve learnt is to be calm. We all have our quiet 
ti111es and now we sit down :111d discuss things instead of going boom, boo111 al/ 
the tinzc! (Ref: PT 1 E1) 

Albert says that he too is now more thoughtful because he teaches values education. 

This may be tentative evidence to support a potentially powerful argument, that if a 

teacher becomes more self-reflective then their teaching will improve and 

consequently so will the pupils' standard of work. 

Values education has made nze inore thoughtful and this must have an effect on 
the children. (Ref: JYTIO) 

Lisa makes the crucial point that positive staff behaviour is so important because the 

pupils are so aware of how the teachers behave together. She is very aware of putting 

values education into practice by her own behaviour. She emphasises the importance 

of mutual respect for, as she says: 

You have to have staff tlwt get on, walk around the school quietly, chat with the 
cl11Jdren quietly, all of the children. I nwke :1 point of going to the infants as 
well, not just the juniors. fl they get to know you :uzd know how you are with 
each other [the staff], they are very observant. The children Jike to know that the 
adults are :1ctual/y interested Ii1 then1 :uzd respect the ch1Jdren. You cannot co111e 
down WJ°fh the old n1et:1/ rod. All 111y discip/ine is based on respec~. nzutual 
respect. ff they hurt nzy fee/ings I will tell thenz and that is enough (Ref: PT8) 

Heather too emphasises the point that the staff and children live the same values: 

It beco1nes a way of life to the111 [the pupils! in school so it has :1 calming eilect 
on then1 and their work benefits lro111 that. The whole :1t111osphere is calm. We 
are :ti/ working for the sa1ne thing and we are a// Jiving the sa111e set of values. 
(Ref: PT4) 

Not only does values education create a calming effect on the pupils. Sue describes 

how by teaching about values she has become a much calmer person. She says that 

you can be an enthusiastic, motivating teacher but still retain the internal quality of 
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being calm. (The researcher recalls how Sue behaved when first joining the school as 

a teacher. She was a very good enthusiastic teacher but had not reflected on how this 

quality could be self-managed so as to avoid her class being noisy. Through a 

programme of professional development, such as taking part in staff in-service 

training, she reflected on and adapted her own behaviour.) 

It has actzwlly nwde 111e '' 111 uch £,~/Jner person, it is really peculiar because I 
have re,1lised tlwt even at honze I a111 ,, lot calmer and I can control myself a lot 
easier than Iiz ,1 school where you feel hyped up because of the atmosphere 
withilz the school. If the atmosphere within the school is frenetic, you then get 
yourself fre11etic even though you are not that kind of person but if the 
L1t111osphere is ca/Jn around you then you find yourself being ca/Jn because you 
til111ost co111e 11s one with the type of place. I t1m finding that it is becoming veiy 
e;1sy to beco111e ca/Jn and controlled for the majon·ty of the time now. (Ref: PT6) 

Martha develops the point that adults need to be consistent in the values they portray 

to the pupils. She illustrates this by explaining how she finishes conversations with 

children, even when an adult approaches her. This behaviour is consistent across the 

school. The pupils always know that the teacher considers time with them to be 

important. This models respect, in that it shows that staff treat children in the same 

way as they would adults. Martha describes how her behaviour has changed since 

working from a values perspective. She describes how she sits quietly in assembly and 

in her own classroom and how this modelling affects pupil behaviour: 

I think there are loads of very s111all exa111ples such as things like being very 
cal111, sittilzg very quietly in .1sse111bly or even in your 0JVJ1 classroo111. One of the 
111ost effective ways of getthzg your cl,1ss quiet is to 111odel that belwviour. There 
are loads of other ways like the w,1y you t,1lk to the childre11 t111d you talk to 
other 1nembers of st,1li~ You are nzodelling the whole ti111e in so 1nany s1nall 
ways. I think I used to just stop if I w.1s tt1lki11g to <l cl11Jd and an adult canze up 
to nze, l do not stop now t111d t11lk to the adult. l a111 so 111uch 111ore ti ware in 
trying to finish 111y convers11tion with the child and tre.1t the111 in the sa111e way 
tis l would other adults. (Ref: PT7) 

Sue developed the point about the importance of teachers giving positive role models 

in the context of assemblies and what happens when teachers display negative models 

of behaviour. 
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I think it is very important that the children see that you are actually acting out 
what you are saying and I think that <l good example ol that is assembly. I have 
been in schools where teachers h"1ve gone into assembly and stood in a huddle in 
a comer talking whereas they are expecting their children to be quiet and the 
children will never be quiet in a situation like that. Then you are shouting at the 
children <ind you "1re glaring at the1n but it is not really the children's fault, they 
are just nzode/Jing the1nselves 011 wh"1t you are doing and there are an awful lot 
of schools who do not see tlwt. If you expect the children to go calmly <ind 
purposelli/ly into asse111bly and sit down <Ind be quiet then you should do exactly 
the sa1ne, it is the sune through everything you do, if you expect the children to 
tn1st you then you lwve to be worthy of that frost and you have to know that 
what the children say to you is in confidence and they have to Ja1ow that. It is 
the sanze through the whole of Jife, it is almost like being a social worker, you 
have to be wlwt you <Ire pre:1ching. (Ref: PT6) 

Manda is a newly qualified teacher who worked at the school on final teaching 

practice before applying for a full time teaching post. Her interview reveals that she 

has been made conscious of her own behaviour, as a role model, from the feedback 

from the parents of pupils in her class during teacher-parent interviews. Teaching 

about values has made her think more carefully about the way that she behaves. Once 

again this is evidence from a teacher that values education has a positive effect on the 

behaviour of teaching staff. (A plausible hypothesis may be made that; if schools 

experiencing pupil behaviour problems focus initially on modifying staff behaviour 

then the problems will be more easily resolved.) Manda focuses on caring for things 

around her and the children pick up this focus on the value of care. 

You do think nzore c"1refulfy about the way you behave, the expectation, etc. 
because the children have the sa1ne expectations of you. I think you focus 011 
c:1ring for things around you :1nd they pick up on th:1t. I a111 aware that l a111 a 
role nzodel, it is the p"1rents that say: Miss Last says tlds and tlwt. I thhzk this has 
a big effect on ine, you rea/ise this fro1n what the parents tell you. (Ref: PT3) 

Sam reflects on values education from the position of being new, like Manda, but with 

many years of experience as head of a department in a secondary school. He talks 

reflectively about how his teaching has become more effective across all aspects of the 

primary curriculum. He maintains that his own high expectation, linked to the values 

policy, has created an effective framework for his teaching. The values vocabulary has 

helped him too. I le believes that he has learned, as a new teacher to the school, from 
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other members of staff: 

I think 011e thing that has helped 1ne a lot is that I have learnt to be co11siste11t. 
Although l lwve not been here th,1t long I do feel that what I have learnt from 
asse111blies and fro1n other members of staff and from the ch1Jdre11 has helped me 
i11 the way that I work with the children My expectations are high and the 
values educ:1tio11 has helped 111e 1n this. It has helped me to form a framework. 
There is no point in telling a cluld to do better unless you make the111 u11dersta11d 
in what ter111s tlwt is going to be evident, having a value there helps. I find it is a 
fresh vocabulary, which enables you to operate better. (Ref: PT I) 

3.1 c The impact on teachers as members of a teaching team 

The consistent way that members of staff, such as Sam, model the values is also seen by 

Tammie to have an effect on members of staff in their attitudes and behaviour when 

working as a staff team. She argues that the positive way that the staff interacts with 

one another makes them more effective in their teaching: 

We :liso lw ve to re1nen1ber that we are role models, that we are also working as :1 

te1un Values co111e into our teI1111work as well :1nd the cluldre11 see that. As we 
are working :1s <I tea111 it nzakes our teaching more effective because we are 
discussing. We share ide11s with each other, we share good practice, we also 
think and discuss together. (Ref: PT 15) 

Tammie raised a number of important issues about how staff behaviour is central to 

ensuring that values education has positive outcomes. She cites aspects of staff 

behaviour that include the importance of staff guiding the pupils. In their work this is 

to do with target setting, whilst in their behaviour it is to do with staff making it 

explicit, through their own behaviour and expectations of pupils, what is required of 

them at school. This contrasts with less effective schools in which she has taught. She 

reasons that the quality of work is improved because the pupil is happy at school and 

that the staff look for quality. She believes that effective teachers, who have an 

understanding of values education, produce good quality fun lessons and have clear 

expectations. They clearly match work to the pupil that helps to raise self-esteem. The 

outcome is that the pupils produce quality work, respect staff and are well behaved. 
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f have been in other schools where the children appear to not really care and l 
think that is because we take tinze to Jisten to the children because we value 
what they SLlY and Wt' value then1 as individuals. If the teacher brings 
understandlizg to their lessons then we look for good quality, fun lessons. They 
,1re 111otivated :111d we also develop our work where each child w111 gain their 
own self-cstccn1 fro111 linishilzg their work, so each child has the work that they 
will be ,1blc to achieve wel/ so their self-esteem improves. They know which 
direction to tL1ke with guid1nce fro111 the stall (Ref: PTl 5) 

Such consistency by the staff, as they work together and pull in the same direction, is 

frequently mentioned by staff as an underlying reason for the success of values 

education. As I leather and Sue say: 

l suppose it is because as a teacher l am educating them to be people and the 
Vi11ues education is in the centre of that. It is the sort of thing that l would do 
:111ywL1y :zs :1 teacher but it helps that we are a// working in the same direction. 
(Ref: PT4) 

l tre,1t ,11/ the children in 111y class so that they know exactly howl expect the111 
to tre,1t cl/ch other :111d 111e .. .I think all the stall here, treat the children how they 
would like the chJidren to treat Cll<.,-17 other, this seems to be a consistent 
dppro,1ch through the school. It is really good because the cl11Jdren know wlwt 
is expected of the111 fro111 Year I to Year 6 and it does not change every year with 
different teachers, it is ongoing and nwkes for a re:1lly calm school (Ref: PTI 3) 

Tanya, the values education curriculum leader, says that she has always taught from a 

values base but now that all staff share the same values it has meant that the children 

do not require the same degree of training when they join her class. (The important 

role of Tanya as a model for values education, coupled with her ability as curriculum 

leader, encouraging staff to be consistent in their teaching, was seen by the researcher 

as a vital factor that ensured the success of the values programme in the school.) 

Therefore the consistency of the staff is a vital factor that ensures that the pupils get 

the ~~reatest benefit from the values curriculum. 
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... the consjstency of the whole schoof 1s a big jssue here. l think I have always 
taught values Ii1 my roo1n but the fact that we now do it jn a consJstent way 
,1cross the whole schoof Jwve helped me a Jot because since we have worked like 
thjs bz the whole school the children are learning better. I used to, Jn the past, 
have to do'' Jot of work preparjng then1 for being able to do what l wanted, like 
tnu!1b1g the111 <llld getfjng them to concentrate. They now arrive Jn my class 
with those thlizgs ,1/re11dy so you c,1n get straight Iizto what you want to do w1"tl1 
the111. Y(}u do not Jwve the tn1iJzjng and behdviour nzodjflcaHon that you used to 
Jwve. 711c cluldren you do have prob/e1ns with llre qujcker to learn than they 
used to be before vufues education l think that the whole school feels like a 
fanzj!y, l thb1k that people support each other and they djd not used to before. 
You used to k'c/ quite isolated but now we treat each other djfferent/y, we <ire 
<l w,1rc of imfues <ind it 1s nice. (Ref: PT 11) 

Sue gives a powerful statement of one of the key skills that pupils develop as a result of 

values education, that of being active listeners. The development of such skills 

contributes to a climate for learning that makes teaching easier. Teachers therefore 

consider that values education is of positive value for both staff and pupils and the 

craft of teaching becomes easier. Sue says: 

I thJ!zk the ch1ldren have a better cHnwtc so they <Ire able i1ow to learn and 
teachI11g js easjer h1 thjs school than 1n others beclluse chj/dren know that they 
,1re expected to Hsten (Ref: PT9) 

The evidence from the interviews reveals that class teachers at Palmer think that 

teaching the pupils about values has made them, the teachers, more conscious and 

reflective about their own values: that the starting point for changing pupil behaviour 

is in changing their own! Values work, they say, has made them more self-aware, 

more conscious of their own behaviour and the effect that it has on their pupils. They 

cite examples of how their behaviour had changed and how this had changed the way 

that they behave in the classroom by, for instance, acting more calmly and refraining 

from shouting. They describe how they have to understand the meaning of the values 

before sharing the knowledge with the pupils. The pupils and the teachers, they say, 

live the values in their interactions in the classroom. The evidence indicates that the 

teachers consider that they work consistently as a team to model the values and the 

values affect the way that they interact with each other. They believe that this has a 
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positive effect on the way that they teach and also on the way that they consider 

pupils, seeing them in a more positive light. The research evidence suggests that 

pupils are very aware of teacher behaviour and consequently the fact that staff model 

positive values has great impact on the pupils. Staff members emphasise that there is 

little point in teaching about values unless staff model the values in their interactions 

with each other and the pupils. The consistency of behaviour shown by all the staff is 

clearly seen by them to be a vital factor in being effective in values education. The 

factor that was reiterated across all interviews is the belief that values have to be 

modelled consistently by all staff. They argued that because of this teaching becomes 

easier! 

Whilst acknowledging the need for caution when drawing conclusions from such a 

small-scale piece of research, nevertheless, the key findings are summarised below. 

3.2 The impact of values education on pupils 

In this section the focus shifts from the teacher to the pupil in terms of the pupils' 

perceptions of themselves and their behaviour. Penny, Key Stage I Leader, considers 

that values education is vitally important for the personal development of very young 

children. She describes how many children come to school without being in touch 

with their feelings and emotions. She says that teaching values explicitly is one of the 

most important things that the school does. All schools transmit values implicitly in 

their work but Palmer has deliberately set out to ensure that pupils, staff, governors 

and community are all conscious of, and help to promote, the school's values. As a 

teacher of seven-year-olds, Penny thinks that pupils need to develop a whole range of 

feelings and the ability to express themselves in a self-controlled way. Some children 

come to school who do not know how to laugh. She uses a lot of concrete examples in 

her teaching to help the children understand the values concepts at their age and stage 

of development. 
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r suppose talking about it [values education] explicitly has actually just 
encouraged me to think more carefully about how I present certain ideas. It is 
sonzetilnes quite challenging to try and come up with relevant ideas for young 
Gizildren, and to actua/Jy take a value and develop it in the cfassroon1 is perhaps 
so111ething that I would not have done before in such !lfl explicit way. I try to get 
children to thilzk about values by using a variety of concrete experiences, which 
is vahwbfe ... I think [teaching about values] is one of the most important things 
that we do. We// it is, isn1 it? When you look :1t what is going on in the world it 
is very i111portant that fro111 ,1 really early age these children learn to respect each 
other and to develop a whole range of feelings. How many children do we 
Nctuaf/y see who really are not in touch with their feelings and emotions? It is 
really interesting, children who do not really know how to really laugh. There 
are so111e cl11Jdren who iYnd that really difficult and they are not in touch with 
theire1110tions at all (Ref: Pf12) 

As the children are given opportunities to develop emotional intelligence, by talking 

about their feelings, they learn to express themselves more clearly and to control their 

behaviour. This practice brings benefits in areas of the curriculum, such as the 

humanities, where they are able to develop their thinking skills associated with 

concepts such as the understanding of consequences of action. 

They ,1re learning to express their fee/ings and express thenzsef ves when 
discussing relationships z111d how they can change things for the better then you 
cdn concentrate 011 dillerent areas of the curricufun1. Like in history they would 
have a better understa11ding of a111se and effect, it is the sa1ne in geography. It 
just helps then1 to express the111sef ves more clearly z111d think how if one thing 
happened that the consequences are this, that and the other. ltjust helps their 
thinking processes. (Ref: Pf9) 

As values education helps the children to talk about what they are thinking, Penny 

believes that it also helps them to empathise with each other more. This is an aspect of 

child behaviour that is not usually developed in young children, as they find it 

naturally difficult. I lowever, at Palmer, four- and five-year-olds are encouraged to try 

to consider how other children are feeling. 

I think the children c.1re 111ore voc,1/ in their thought process, they think a Jot 
about issues that poss1bfy other inl[mt children would not thilzk ,1bout. They ,1/so 
try and put thenzsefves into others' shoes which is quite a nzature thing to do ... 
Well! think it Lllfects the way that children look at other children's work. 
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There is something ve.zy special about an infant saying, "Isn't that good Mrs. 
Dove, hasn't so-and-so done well" and to actually stop and talk about it is good. 
So1ne of us are good at this and some of us are good at that, just praising the 
children and making sure that you are also praising the children who sometinies 
feel that they are fai/jng. (Ref: rr 12) 

Tammie describes how teachers constantly repeat and reinforce the meanmg of 

particular values such as care and excellence (the school's motto) with the younger 

children so that they understand them. The words are used, for instance, when 

questioning the children about their work. The pupils are used to hearing and 

developing an understanding of the values words from the age of four. 

The children have been brought up with the values o[ care and excellence, 
which we reiterate the whole time iJ1 the classroom, asking if the children thi11k 
they could have done their work with more care or can you do your 111ost 
excelle11t work for me today. We then go over the 111eaning o[ excellent. (Ref: 
IT15) 

Tammie goes on to describe how the core values affect pupils by developing respect as 

a part of their spiritual, moral, social and cultural development (SMSC). She 

particularly emphasises that they are happy and that this quality of happiness affects 

their willingness to listen and learn. 

The children are very respect[ul and very receptive to the teachers, which is very 
noticeable ... They are hllppy, all the childre11 are happy to con1e into school and 
i[ they are happy they :ire willing a11d they respect the teachers and will listen 
:u1d learn .. .It has an effect on the spiritzwl, 111oral and en1otio11al and also social 
development of the children (Ref: Pf 15) 

The teachers perceive that the children come to school from homes that either 

reinforce positive values or do not. Sue sees her work as supporting the first group but 

compensating for the second. 

I tl11i1k that values education is wlwt should be going on to reinforce what is 
going 011 at hon1e "1nd there are a lot of children who do 11ot get values education 
at ho111e, so therefore the only help that they get to see wh:1t the d1lierence is 
between right and wrong and to be able to f'or111ul"1te the111selves as good Juunan 
beings is what they get at s(.,11001. (Ref: Pf6) 
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In her interview, Molly expands on Sue's views about the pupils' homes and the 

importance of the school in compensating for the failure of society to impart positive 

values in the young. She describes how religion and the traditional sense of 

community seem not to have the same influence now. Consequently, she believes that 

there are fewer values being kept. This is why she thinks that it is so important for 

schools to teach about values in order to try to help society. She does not consider that 

the school overemphasises values education. She is careful not to present her views in 

an evangelical way. Her attitude mirrors the sensitive, supportive and unpatronising 

way that the teachers present their values work to parents and the wider community. 

Teachers consider this an important point, as it is crucial to ensuring that the school 

receives the full support of parents. In Molly's own words: 

For 111yself I have had a very strong values education through 111y upbringing 
z1nd through my schooling. I think also that a generation or possibly two 
generations ago the church had far more influence on the co111111u11ity than it 
does now. Also, communities were nzore closely knit than they are now. .. Also, I 
feel that sometimes people have just lost the plot z1 bit and it is quite i111portant 
that we try to haul things back very quickly. Fro111 nzy own perception, I don't 
think Vi1lues education is overdone because I do not over do it, I would certainly 
not teach it in a holier than thou way and l think it is quite inzportant if you are 
talking to parents about values education thz1t you do not co111e over as being a 
David Ike type, you lwve to be <l little bit careful. (Ref: PTZ) 

The teachers consider that teaching about values has a positive effect on the inner 

world of pupils. Tanya echoes this in her thoughts about how the school develops 

quality. She believes that the children absorb the values in subtle ways by, for 

instance, the teacher's behaviour and attitude. 

l thilzk teaching children about values changes the111 inside. When you talk 
about respect and responsibility and those kinds of things they start to see the111 
Iiz everything they do. They have to transfer these to everything they do and it is 
part of co111ing to school, talking to you, doing the work you ,1sk the111, the 
interactions you have and it beco1nes part of their n1e11tality when they are in the 
building ... In school they know what your values are and what you expect Lind 
they learn to respect property z111d know their responsibilities in their work. 
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You have to have routine and discip/Jne, you can sti/l get quality work from 
children without teaching values lessons but what they are doing is absorbing 
the n1lues that you have in subtle ways ... You do not think you "re teaching 
v,1lues but you are because that is who you are. They take in ... what you stand 
for und the way you :ire with then1. (Ref: PTl I) 

Sam gives evidence about how teaching about values positively affects the inner world 

of the pupil. He makes a qualitative judgment about how he believes values education 

has enabled the pupils to have a deep relationship with the world. He believes that 

this is because of the repetition of the values words that enable pupils to understand 

the underlying concepts. 

Wlwt f flizd here is that you do not have to keep repeatlizg yourself; you can say 
so111ethi11g once about, say, the value of care, and you do not have to say it agali1. 
They then go away and they do take care. f think they do tl11s because of the 
frequency of the 111ention of values. It is definitely part of their behaviour, which 
co111es natura/ly to then1 because they understand about values cduc:1tion, they 
can understand concepts. f think that so111ehow or other here the' children have 
,1 deep relationship with the world due to their values educ,1tion, it 1nade a huge 
i111pression on 111e when I started here. (Ref: PTl) 

The importance of repetition and reinforcement across the curriculum is a theme 

developed by Tanya, who gives a number of examples showing how she teaches values 

across the curriculum. During any lesson, she takes regular opportunities to 

encourage the children to reflect on their behaviour. One of Tanya's key skills as a 

teacher of values is her ability to use situations that naturally arise in her class as 

opportunities for pupils to consider the impact of their behaviour. She does this 

deliberately and systematically. Tanya says that: 

The children st:1rt to question the111selves as to what they :1re doing and start to 
look at things Ii1 :1 different light. They start to beco111e responsible for what they 
11re doing; they see what they :ire doing and why they are doing it. They look at 
it in tenns of; "ls it right or 1s it wrong?"(Ref: F'fl 1) 

Tanya cites several examples demonstrating how she does this. She tells of a time in 

her class when other children were calling an Indian boy racist names and they had 

been unaware just how much it had hurt him. Their behaviour was the result of 
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previous conditioning. Consequently Tanya taught a lesson on the fact that everyone 

is different and has different talents and capabilities. She helped the pupils to 

understand that we are all the same inside, having the capacity to feel happiness, fear 

and pain. It was only after the class had reflected on this and talked about it that they 

realised how their behaviour could be so hurtful. Tanya gave another example that 

took place in a games lesson when she was teaching rounders for the first time. She 

said that she hated the session; so she sat the children down at the end of it and told 

them how much she had disliked the session and told them the reasons why. During 

the lesson a boy had missed hitting the ball and someone had laughed. Later in the 

game when someone had been got out, someone else had laughed. When one child 

had been called, "Out!" he went off and Tanya heard him saying to someone, "Did you 

see what she did with the ball?" At that point Tanya decided to finish the lesson and 

take the children back to class. She sat them down, went through it bit by bit and 

talked about why she had disliked it, how it made other people feel when you laughed 

at them and how the games session should be about enjoying your game and helping 

and supporting each other. They realised that they needed this pointing out to them. 

Tanya had explained that when the class had games she wanted everyone to enjoy it, 

including her and said if this could not happen the consequence would be that they 

would not go out and play games. At the end of the lesson she spoke to the people who 

had criticised and said that she wanted them to think about what they had learnt and 

how they were going to behave the next time they played. 

Tanya explained that the children were positive at the end of the session. The incident 

showed her that, even though you do lots of values teaching in set values lessons, it is 

necessary to reinforce those and follow them through in other aspects of the 

curriculum, especially when engaged in a new activity or novel event. This constant 

reinforcement develops in the pupils the habit of reflecting about their own behaviour 

and as a result makes them more responsible for their actions. Tanya had also made it 
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quite clear what would be the consequence if the pupils were unable to change their 

behaviour by setting very clear boundaries of what was acceptable to her. The pupils 

were left in no doubt about the standards of behaviour that were acceptable for the 

class to function civilly. As Tanya said: 

So you are helping the child to be reflective about their behaviour throughout 
their Jives so tlwt it is inside the child, it is an !lwareness ol what they are saying 
and doing at that moment. (Ref: PTl 1) 

Tanya gives cautionary advice by drawing attention to the fact that primary aged 

children will often try to anticipate what the teacher wants them to say during a 

lesson. Their responses are therefore not based on their own inner thoughts but on 

what they think is the right answer that the teacher is seeking. To counter this trait, 

the teacher has to constantly reinforce the appropriate positive behaviour and remind 

the children when they forget. 

Also, the teacher has to establish trust by encouraging open, honest relationships that 

allow the pupils to explore their thinking rather than looking for right answers that 

they think the teacher is seeking in response to her questions. Sue says that the 

children at Palmer think more about their behaviour than children in most schools. 

They verbalise their feelings because of the good open relationships that exist between 

her as a teacher and the children. She says that the children learn about values by 

talking about them in the context of good teacher child relationships. In her own 

words: 

I tl11i1k that it is veiy important that cl11Jdren can co111e to you z1nd say that they 
are not quite happy about this z1nd what do you think, you then discuss it in an 
open and lree way. They lean1 that through verbl1lisi11g on the values lor the 
week, and through the trust that is set withi11 pupil z1nd teacher and witl11i1 
pupJJs and adults within the school. (Ref: PTG) 

Albert also develops this point. I le says that because the children are more aware of 

their behaviour they try to solve problems themselves, based on the values they have 
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learned: 

I think it [values education] has a settling effect, I think it actually makes them 
think, so when they get into a proble1n it lnakes them think round the things that 
we have taught the111 to try and solve it thc111selves. They are becoming more 
independent, not telling tales quite as lnuch as they used to but I think that if you 
are discussing a proble111 wjfh them then they fall b,1ck 011 the values education 
tht1t we have given the1n and they say, "l(,•s I agree and I was over-reacting." I 
have ,1ctually het1rd them saying this and there has been <l perceptible difference. 
(Ref: PflO) 

Clive, who says the school is more harmonious than it was prior to values education, 

takes up Albert's point about the settling effect of values education in the next section. 

He cites the quality of interaction between everyone in the school community. He 

believes that the good behaviour, remarked upon by visitors, is because of the values 

policy that has such a high profile in the school. lie cites evidence of what the school 

was like prior to the values policy being introduced, highlighting that pupils used bad 

language, abused school meal supervisors and there was a greater degree of general 

disrespect. 

What we have here at Paln1er School now is a co111111unity of people who enjoy 
et1ch other, work well together and try to Je,1d the Vi1lucs tlwt we teach. I think 
that the school is Jar more har111011ious now than it used to be, the quality of 
inter,1ctio11 between children t111d children llnd (.,iuldren !ind adults is of a far 
higher quality. We do not now hear children use bad langlwge in school when 
we used to. Before [the head] ca111e there used to be widespread swearing 011 the 
playground, there used to be abuse o[ school 11ze,1l supervisors, there used to be 
1!1r n1ore disrespect in and about the place than there is now. 

A visitor co111ing into the school now would feel, I believe, tlwt here we have a 
happy co111111unity tlwt works well together ,1nd I do believe that a lot of th!lt is 
down to our explicit teaching of values. It is very lwrd to have a values 
curriculu1n ttnd not keep to it. The values educ!lt1on has <l high prolYle and I do 
believe tlwt it helps tre1nendously to nwke a har111on1ous relt1tionship throughout 
the building. Before [the head] canze we did have a st,1ff which was very much in 
its own little world, there was bickeni1g going 011 but now the relationships 
throughout the building are really very, very positive. They ,1re with parents as 
well. (Ref: PT5) 

Sam develops Clive's point about pupil behaviour by stating that there is a direct 

correlation between values education and behaviour. 
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f think it enables you to be veiy specific about your expectations of the children 
because all the staff share an understanding of whatever value it is and are 
constant within the staffroo1n, f have picked that up very quickly. f <ilso picked 
up quickly wh<1t values are and what they 1nean. It means that you can talk to 
the cl11Jdren about values like trust <ind honesty in such a way that the children 
can put thc1n into action. There see111s to be a direct correlation between 
teaching values and what goes on in the classroon1 in terms of behaviour. (Ref: 
PTI) 

Two members of staff emphasise the good standard of pupil behaviour on the 

playground. Manda shows how talking about a value has an effect on playground 

behaviour. She links pupil behaviour to stories they remember from school 

assemblies. 

All incident happened in the playground lind to start with the children said, '"It 
was not 1ne, I did not do anything wrong." Then we spoke about what we had 
already talked about <l couple of days before and the children understood that 
they had to tell 1ne the truth, f said that 1l they told nze the truth I would not be 
cross but f would be able to work it out to the Hdvantage of everybody. That w,1s 
very useful, to be able to go back on it. They re111embered the stories fro1n 
,1sse111bly. (Ref: PT3) 

Martha too explains how pupil behaviour on the playground is linked to values 

education. She describes how pupils regulate their own behaviour by remembering 

that they have to consider values. 

I think it has quite <i big effect Ii1 tenns 01; If ,111 Incident occurs 011 the 
playground, it could always be referred back to the v,1/ues. If the value is taught 
specific<illy and not necessarily linked with son1ethi11g that had happened, we 
<ilways /Jilk it back and the children do as well. They are the Hrst to say that they 
should have used one of the values, they wiJJ recognise which one they need or 
Jack. (Ref: PT7) 

Victoria argues that pupils' positive behaviour is the outcome of teaching them about 

values. This empowers them to be more in control of and reflective about their own 

behaviour. By being calm and thoughtful, they become more aware of each other. An 

outcome of this process is that it teaches them to value others. That in turn raises their 

self-esteem through learning how they are valued. 
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It makes them calmer, n1ore thoughtl/11, more aware of each other, more aware 
of their place within the school com1nunity. It makes them a ware of how they 
are valued and how they must in turn value others. (Ref: PT14) 

Lisa explains too how values education affects pupil behaviour when out in the 

community and how people remark on it, like the taxi driver who commented on the 

children's patient behaviour. 

It does not n1atter who comes in or even 1f you go on a trip. Like today in the 
taxi the 11u1n was saying, ''These are :1 nice bunch of kids.'' It was not that they 
were really quiet and silent, they were having a normal conversation and a 
qlwlity conversation, not just gossiping about any old mbbish that chI1dren can 
talk about, they were having a proper conversation and the t:1xi driver could not 
believe that they were actually questioning each other in a proper way. It was 
really nice to hear. It is really nice when you go out with the children and hear 
all the con1ments about the childrens interaction with each other and behaviour. 
They are also patient because we had to wait for a while for a taxi and it was 
quite breezy :ind they did not complain. It was typical there was nothing 
negative at all. We went to an Industrial Estate, it was not anything flash. (Ref: 
PT8) 

Heather gives a clue as to why the pupils should behave in this positive way. She says 

that the values words are constantly in the minds of the pupils and that they think 

deeply about them. They experiment with the words so that they become part of their 

vocabulary. By understanding the meaning of the words they are able to use them in 

their normal conversations: 

It has :1 huge effect because they then think before they act; it helps the111 to 
think of the effect that their behaviour will have on somebody else :111d to be 
more aware of how their behaviour does af'fect others. They think 111ore deeply 
than they would if they had not had values teaching. It is always present, 
whatever the value of the week is or the value for the inonth, the children know 
what it is :111d they bring it into their conversations all the time, even in little 
ways like saying, "I trust you to Jwve that book. " They keep using the words and 
experiment with the words llnd it beco111es p"1rt of their vocabulary, they use it in 
a way tlwt shows they understand the 111eaning. (Ref: PT4) 

This section has examined the data contained in the teacher interviews from the 

perspective of what effect teachers think values education has on pupils. The focus 

has been the effect of values-based learning on the development of the internal world 

of the child and pupil behaviour. The school claims (Farrer, 2000) that its values 
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programme has a major effect on establishing and maintaining good pupil behaviour, 

discipline being to a large extent self-imposed by the pupils and recognised by Ofsted 

inspection to be excellent (Ofsted, 1997). The data suggests that the teachers think 

that the main elements at school that contribute to positive pupil behaviour and their 

good personal development in general include the issues listed below. 

3.3 The impact of values education on the school, particularly on its 
ethos, pedagogy and leadership 

The teaching staff interviews provided evidence of a third main theme that emerged 

from an analysis of the data: the effect that having a values-based approach to 

teaching and learning has on the school in general. Within this broad heading are 

four inter-related sub-themes to which the teachers refer during their interviews. The 

sub-themes are concerned with ethos, pedagogy, and leadership. There will be a 

summary of key points at the end of the sub-sections. 

3.3.1 The school's ethos 

The term ethos has been critically examined in the literature review of this thesis. For 

the purposes of the research the definition given by Halstead and Taylor has been 

considered by the researcher to be the most appropriate, because it covers the elements 

that the teachers spoke about during their interviews: 

The ethos of the school is an in1precise tenn referring to the pervasive 
atn1osphere, an1bience or clilnate within ,1 school, yet it has been identified by 
nun1erous researchers as an in1port,1nt ele1nent both in school effectiveness and 
in values education. In its broadest sense the tenn enco111passes the nature of 
relationships within a school, the do1niJwnt for111s of social interaction, the 
<lffitudes and expectations of teachers, the learning clinzate, the way that 
conflicts are resolved, the physic<il c'nvironnzent, links with pare11ts <ind the local 
co1nmunity, patterns of co1n111unication, the nature of pupil involvement in the 
school, discipline procedures, anti-bullying and anti-racist policies, i11anage111ent 
styles, and the school's underlying philosophy and ,1iJ11s. All of these are rich in 
their potential to influence the developing v,1lues, attitudes and personal 
qiwlities of children ai1d young people. (Halstead and Taylor, 2000) 

The teacher interview schedule asked members of the teaching staff the question, 

222 



What effect do you thjnk values educaHon has had on the ethos of the school?' 

Sue thought that the school had always had a good ethos but that since the formal 

introduction of values this had been both enhanced and articulated: 

The school z1lre,1dy had ,1 veiy specjal ethos and I thjnk jf has had such a hjgh 
profile tlwt jf lws hejghtened everyone's awareness, clarjfJed jf and we now hz1ve 
the 111e,1ns of z1rHculafj11g it, whjch we djd not have before. I thjnk jf was not 
z1rticulated although I still feel it was there. It is just enlarged compared to what 
it WllS. (Ref: Pf~)) 

Albert develops Martha's point about how the school had made the concept of ethos 

explicit through values education: 

Up until we started to 111ake it exp/jcit, it had always been inzplicit so that jt was 
never really nzenfjoned ... The ethos of the school has z1lways been there but jt is 
now we are nwking it a Mrge part of everyday /jfe. (Ref: Pf10) 

Tanya does not agree with Sue and Albert, believing that members of staff are more 

supportive of each other now that there is such awareness of values: 

I think that the whole school feels Hke a fa111ily, I think that people support cnl:'i7 
other and they did not used to before. You used to feel qujte jsolated but now we 
treat each other differently, we are aw,1re of values z111d jt is nice. Stall 
constantly refer to values z111d when the chjldren start forgetth1g about them we 
remind them. It is strange, everybody is veiy supportive nnd they /jke to be 
supported (Ref: Pf 11) 

How can the ethos be described? 

Tammie was away from school for some time and when she returned she felt the 

a1nazi11g atmosphere of the school again. She describes the atmosphere and how she 

felt very moved by it. She also mentions some of the factors that contribute to the 

strong positive relationships between adults, such as having time for each other and 

being friendly. 
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I cLune here when it was already in place and you know that I said to you that it 
WLlsjust such an L111wz1!1/5 Lltmosphere when I walked in. It always has been but 
when l went out this week Lind ca111e b"1ck I left it all over again and was moved 
I felt it wt:1s very wann Lind CLli111; the whole atn1osphere was like that it is aln1ost 
/Jke Ll sixth sense. We Liff s111ile and l Jwve never known a school where parents 
walk in "1nd you listen to thc111, there is nobody tL1king advantage of' anybody. 
We L1iwL1ys nwke thne f'or the1n, we are very open and there is quietness. The 
children Ja1ow when to be quiet, we just have it. There is a good quality of 
reiLltionship between Lill the adults; we are very friendly. We always have ti1ne 
to SLlY hello to people. Jn Key StL1ge I we Liff get together and we all discuss 
thinxs, Lilso with the nursery staf'f'as well I think we could get together with Key 
5't,1ge 2 1nore but we are all friendly towards each other. (Ref: Pfl 5) 

Manda supports Tammie's view describing the ethos as: 

A lovely L1t111osphere, it is ca/111, it is relaxed and it has LI nwrvellous ef'f'ect on the 
children. (Ref: Pf3) 

What did staff think contributed to the development of the ethos described by Tammie 

and Manda? 

Molly thought that the school's ethos is created through the programme of values 

education: 

l Lllll in no doubt that it is because of' the wi1y that they are constantly re1111i1ded 
and their Lltfe11t1on is drawn to the Vi1lues J/1 w"1ys tlwt they CLlll understand 
They Llre not just lectured about the111; they ,1re ,1ctually having everyday 
experiences f'ro111 the word go to illustrate the Vi1fues. For exa111ple the little 
cl111dren Ji1 Yt.·:1r 1, if' there is a struggle or a tussle or sonzebody has inade 
Llnother child unlwppy then the te,1cher t,1/ks to the children, she does not rant 
:111d n1ve at thc111 but will talk to the111 ,1nd get the111 to explain to her what 
happened Lind then the children will give '-W<.,,11 other :1 hug ,1nd tl cuddle. The 
teacher will then nwke sure durh1g the dL1y that those cluldren are given li t"1sk 
together so thc.,y CLlll becotne friends ,1gili11, so 1i1 everything that we do we are 
working with the vlilucs tlwt we tL1lk ,1bout. This soes on throughout the school. 
(Ref: PT2) 

Martha describes the ethos and supports Molly's view that it emanates from the values 

of the school: 

J tl11i1k it co111es into everything tlwt we do. Jn our curricuh11n we think of 
everytl11i1g in tenns of' vi1/ues, I think it is the ,1t111osphere ag,1in. The ,1t111ospherc 
is Jwppy, cal111 Ll!Ui Jwrd working, it L(j difficult to describe. (Ref: PT7) 
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She also refers to the consistency of staff behaviour throughout the school being a 

significant factor that helps to create the ethos. Such consistency, she argues, makes 

the school very calm: 

I think :111 the st:zlf' here. going back to what I have just said, treat the children 
how they would /Jke the childre11 to treat each other, this seems to be a consistent 
:1pprollch through the school. It is really good because the children know what 
is expected ol thcn1 lron1 Year I to Year 6 and it does not change every year with 
dif'f'erent tel1chers, it is 011 go1i1g llnd makes for a really ca/Jn school. (Ref: PT7) 

What other factors does the evidence from the data support as key contributors to the 

development of the school's ethos? Martha above referred to consistency of staff 

behaviour and Sam talks about his belief that values education is in the business of' 

educlltlit'? the hcl1rt: 

In ll good school you should educate the head, the heart and the hand I tl11i1 k 
one thing tlwt v.tfue.s educl1fio11 does is the business of educating the heart. I 
think this school re:tfly does put educatli1g the heart up with educating the head 
in a way that leaves the child having a balanced experience of .school in a way 
tlwt does not possibly happen in all other schools. l think that is really important 
to have those three things. (Ref: PTl) 

The existence of good inter-personal relationships in the school is another key factor 

that teachers believe positively affects the school's ethos. Such relationships are seen to 

weave through the values programme. 

The following part of Clive's interview could be placed in several sections of the 

analysis of staff interviews, as it covers aspects of teaching, learning, spirituality and 

ethos. However, it is included here because, at its core, it emphasises the importance 

of good staff pupil relationships as the prerequisite for effective teaching. Clive uses 

the term 'love: which he defines as caring deeply about teaching and the pupils: 
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I do believe tlwt the Inost effective teachers are loved by the children, if I could 
put it tlwt ~1y, certainly liked, certainly respected and part of being an eli~'ctive 
te,1cher is showing tlwt you not only have :1 good knowledge of subject inatter 
but you ,1lso care deeply :1bout what you do and what the cl111dren do. 
Therefore, :1s ,1 te:1'--11er if you are walking your talk, there is naturally going to 
be a p:1yb:1ck, there WJ11 be ,1 p,1yback in the quality of lean1ing that takes place 
in the roo111. . .It is very lwrd not to walk your talk if you :ire tel/Ji1g the children 
to be c:1nl{~ :uui respecllili, ilyou c:1nn,0t do it yourself. .. There is also a spiritual 
v:1lue as well :uui I ,1ctzwlly find it useful for myself to teach and to Inake the 
children 111ore spiritually ,1w:1re. (Ref: PT5) 

Celia thinks that the values programme not only creates good relationships but also 

helps to repair them. When talking with pupils who have had a relationship problem 

at playtime, she believes that directly referring to the school's values words can help 

them to see how they can repair their relationships: 

I thh1k it helps when you :ire discussli1g tl11i1gs with clu1dren I thlizk it helps 
when you :1re helping children co1ne to ter111s WJ"!h their relationship proble111s, 
/Jke the ones they lwve alter pft:1ytiJ11e, when there is so111ethi11g you can refer 
directly to. (Ref: 11' 16) 

Sam, who wonders if he has always been a teacher of values, has spent the majority of 

his teaching career as a teacher of art and drama in a secondary school. He is 

interested in pupil-staff relationships. He is also interested in the relationship between 

families and children's creativity: 

I a111 interested in the relationship between the111 and us. So111e s(,1zools see111 to 
be trying to ,1i111 for the s,1111e sort of result but I thh1k the reMtionship between 
la111ilit'S and children's cre,1tivity could be quite ,111 interesti11g area to explore. 
Possibly with 111y work J/1 secondary school we did try to tea(,11 values through 
the dn111w :1nd art. In a funny sort of way I feel that I Jmve been a values te,1cher 
:ill the tilne. (Ref: PTl) 

During their interviews, the staff refer to the consistent good relationships, their own 

positive behaviour and the school's balanced curriculum (one that gives equal 

emphasis to the affective and cognitive domains) as key contributors to the school's 

positive ethos. Clive adds to this by saying how visitors to the school feel that the 

school is happy and that the pupils work in a calm and purposeful environment. 
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I thlizk that when visitors come into school they immediately feel that it is <l 

war111 :ind friendly place where the children are happy. When they go into the 
roo111s they see children happy to be working in a calm, purposeful environment. 
I thhzk tlwt su111s it up really. I think this is universal right through the school 
You wi/1 not find a teacher in this school screaming at chifdren, shouting at 
cl11Jdren. (Ref: PT5) 

Heather too talked about what visitors feel when they come to the school: 

De!Ynitefy, llnybody who comes into the school comments on the ethos and the 
:1t111osphere th,1t they feel when they are with us. They say how po/ite the 
cl11Jdre11 l1re und it 111akes it such a pleasurable place to work. I have worked in 
other schools :ind it really stands out in co111parison with others. (Ref: PT4) 

Finally in this section, Sue talks too about the distinctive nature of school ethos and 

how visitors to the school perceive it: 

I think the school has created a very nice at111osphcrc, not only within the 
c/assroo111, but within the whole school, the playground and even the corridors 
of the school. People say that they co1ne into the school and there is a fee/ing 
:1bout the school You can go into schools and you just get in the front door, 
1naybe there is nobody about but you can feel what a school is like. You know 
yourself that when you go for an interview and you walk <lround the school, you 
do not have to go into a classroom, you can almost feel the at1nosphere of the 
school. This school has a very nice psyche to it and Jots of people can actually 
feel that psyche and I have heard parents say that, that they Clln actually feel the 
presence of the school when they walk into it. (Ref: PT6) 

3.3.2 The school's pedagogy 

The Concise Oxford Dictionary defines pedagogy simply as the science of teachin~~· 

Pedagogy refers to the school's educational philosophy and methodology, focusing on 

teaching and learning: the way teachers teach and pupils learn. It is a highly complex 

process; one, which this thesis argues, is influenced by the institutional values of the 

school and the individually held values of the staff. Palmer's pedagogy is extensively 

described in chapter G, which examines the school as a case study for this research. 

The next four sections clarify understanding about the school's pedagogy, as seen by 

the teachers. Section 3.3.3 gives insights into how the values programme has affected 

teaching and learning at the school. Section 3.3.4 focuses on spirituafity. Section 
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3.3.5 draws on an actual lesson in values education that is an example of the school's 

philosophy about teaching and learning in action. Section 3.3.6 highlights effective 

leadership as the driving force behind the school's pedagogy. 

3.3.3 General insights into the school's pedagogy 

Analysis of the data from the teacher interviews provides evidence concerning how the 

school's values programme influences pedagogy. This assertion is supported in the 

extracts from the teaching staff interviews. Sam, for instance, gives a reflective insight 

into how values work has influenced his teaching. He remarks that his teaching has 

become more effective across the curriculum because of the emphasis on values in the 

school. His own high expectations, linked to the values policy, have created a 

framework for his teaching. The distinct values vocabulary that the school articulates 

and makes explicit has helped him. As a new teacher to the school, he acknowledges 

that he has learned from other members of staff. He also talks about an underlying 

aspect of the values pedagogy, which is being comfortable with silent sitting: 

What l JYnd here is that you do not have to keep repeating yourself. You can say 
sonzething once about, say the value of care, mzd you do not have to say it 
again ... Values help you focus as a person and understand and think more. It is 
:1lso :1 fundanzental part of the school ethos agah1 which helps you as a person to 
teach. We also h:1ve to re111e111ber that we are role 111odels that we are lllso 
working LIS a team. Values come into our teamwork as we// and the children sec 
th:1t. As we :ire working llS a tea111, it nzakes our te"1ching 111ore effective because 
we are discussing, we share ideas with each other, we share good practice, we 
also think "1nd discuss together. In that respect it is helpf'ul with regard to our 
teaching. It also has nwde 111e look at the children in a dJlierent way :1s well, not 
tlwt I did not before, but in :1 heightened sense that I should always try to be 
really positive and be inorc understanding. I :ilways give the111 ti111e to talk and 
listen, which I think is really inzportant. You v..1lue each other. The children 
here, as :1 result of the Vllfues progran1111e, are able to s1i quietly and be quite 
interested in the file that is going on around the111. and withh1 the111, without 
havhzg to be constantly bo111barded with sti111ulation They can read for greater 
periods of tinze because I think they "1re quite happy with the silence. (Ref: PT 1) 

Sam's sensitive, reflective analysis is mirrored by Molly, who describes how values 

education encourages her to be reflective about her own behaviour as a teacher. 

Being reflective has a positive influence on her behaviour as a teacher and has thereby 
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enabled her teaching to be more effective across the whole curriculum. Molly says 

that as a result of constantly talking to children about values, she questions her own. 

For instance, she wonders about the effectiveness of her relationships with the 

children and their families. In a series of modest statements, she describes that she is 

very aware of the need for a teacher to be a good role model and sometimes doubts if 

she is one! 

I do not know if it is entirely relevant, but I think the fact that we llre constantly 
talklizg to children about values is that we question our own t111d our oJ.Vll 
relationships with ct1ch other and towards the children and their families. I 
so111eti111es find nzysell thinking, ''it1n I a very good nzodel, do I try hard 
enough?" ... I suppose I just strive to nzake every day ti nzeaningful, enjoyable 
t1nd hopefully as excitlizg a time as I can I am not saylizg that I get there every 
d:1y but I try. 

I ct111 think of one that may sound quite trivial, but at the 111011zent we are doing 
work on 111ini-beasts with the children and, tlfongside the scientific teacl11i1g, 
there w,1s t1lso the more general teaching of caring for the environ111ent, 
t1ppreci,1ting God's creations and teachlizg the children very early appreciation 
and understanding that we are keepers of this world; to teach the children to 
understand that knowledge, although they are very young. To go on fro111 there 
11 little, I think that the values education overall, if you c,111 teach the111 at 11 level 
that they understand, then they are re1narkably cap,1ble of taklizg on quite 
complex notions as long as it is taught properly and in a w11y that they can relate 
to. They take it 011 board and they are able to understand ,1nd I tl11i1k it is quite 
1iz1portant to start young. (Ref: PT2) 

Such high expectations of what pupils can do and understand is linked by Sue to her 

belief that a class, that has a values base to its discipline, is more easy to differentiate, 

so that pupils reach their potential. The term 'differentiation' refers to the way that a 

teacher ensures that the curriculum is matched to the needs of pupils, thereby 

ensuring curriculum relevance for each pupil. Sue, who is a very expressive outgoing 

personality, argues that pupils concentrate more as they are more self-disciplined. She 

demonstrates how important positive motivation is for each pupil. She describes how 

she combines her lively, enthusiastic style of teaching with an underlying sense of 

calm that comes from her understanding of values: 
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It has en,1bled 1ny teaching to be more effective because the chi1dren concentrate 
111ore nnd they are more self-disciplined, so therefore you can actzwlly 
di(J~·rcnti:llc nzuch better, you can put the111 into groups :ind differenHate within 
the cft.?ss nzuch easier because the rest of the class :ire actually getting on and 
,1chieving while you are tem.,"'hing a small group of cl11Jdren That oilen does not 
lwppen be(,'!lllsc, 1lyou lwve got z1 c1£1ss where it is diilicult to keep thenz under 
control :111 the tiJne :111d you :ire having to do a whole class lesson and then put 
the1n into groups which is not act1wlly working, because as soon as your eye 
goes off thenz they are off tz1sk, then you are not actually getting the full potential 
of c:1ch child If you know tlwt they will work, even if you are not looking at 
then1, which is what happens in 111y classroom, then you w1JJ know that they are 
,1chieving :1nyway, so you can actually bring each cl11Jd 011 and th:lf is what the 
whole core of the curnculzun is, that each cluld should achieve their own 
potential. 

It has actually 1nade me a 1nuch calmer person, it is really peculiar because I 
lwve realised that even at home Iain a lot calmer :1nd I can control 111yselfa lot 
easier tlwn in a school where you feel hyped up because of the atnzosphere 
within the school. If the atmosphere within the school is frenetic, you then get 
yourself frenetic even though you are not tlwt kind of person but if the 
z1t111osphere is caiJn around you then you find yourself being ca/Jn because you 
:il111ost co111e as one with the type ofplace. f ,1111 Bnding that it is becomli1g very 
e,1sy to beco1ne cal111 and controlled the nzajority of the ti111e now. There is a 
difference in being calm and there is a difference in being :1 n7otivating teacher. 
A 1notivating teacher c:m be not excitable but can have their ar111s going and talk 
z1t quited fast pace and almost enthuse the children with enthusias111, but that is 
still being within a cal111 atmosphere. The quality is witl11i1 yourseli; it is tlwt you 
:ire caiJn when dealing with the children when you get into certnli1 situations, 
you do not necessanly have to be a ca/Jn fe,1cher. I tun not a (,~1lm teacher when 
I :un te,1ching, but I a1n very cal111 when/ ,1111111oving Ilround the classroonz and I 
:un dealing with children s proble111s or I a1n deIJling with :1 lot of things that the 
job entails. I a111 calm when I n111 d0Ji1g tlwt_, but I an1 quite ,11notivatli1g teacher 
and I like to keep the children going :111d talking. (Ref: 11T6) 

Developing good concentration and the effects that Sue describes, do not begin in Year 

5 but arc a developing process that begins with the youngest of the pupils. As 

explained in chapter 6, the school employs a very deliberate method to enable pupils 

to develop an understanding of values. The twenty-two values (see Appendix 8) are 

introduced to them over a two-year cycle (one per month, with the exception of 

August). When the school's values policy was being developed, the staff considered a 

month to be the optimum amount of time needed to allow them every opportunity for 

a thorough exploration of a value. They thought that a shorter time span might lead to 

superficiality and partial understanding. During their time in primary school, the 

pupils explore one of the twenty-two values three times. Such a way of reinforcing 
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the values, linked to the age and stage of each pupil, works to ensure a deepening 

understanding of the values words. Martha, a Year 1 teacher, describes how the 

school's list of monthly values encourages the teacher to concentrate on one value at a 

time with the younger children. Martha, who teaches a class of five- and six-year-

olds, thinks that repetition, as a teaching method, reinforces the meaning of the value. 

By simplifying a word, such as humility, the younger pupils are able to understand its 

meaning. She describes how she links discussion of a value to pupil behaviour, such 

as showing off, and makes the value explicit by talking about it regularly. The 

children then try to mirror the value through their own behaviour. 

I think that the different values that we cover nzake you locus 011 one at a tilne. 
You can keep drawing back to then1 :ind drawing the children back to the1n. 
Vi)u ctln rllise the awareness of' each one :1t a tilne. The little ones seen1 to 
understand the quite co111plicated values like Jn11nility. You just water it down to 
the level that they are at, like showlizg off. I thhzk they behave better because we 
hc1ve talked about :1 value. The other day they were slwring pencils :ind they 
were co-operating. They do try c111d 111irror the value that we have for that 
particular 111011th. (Ref: PTI 3) 

Molly, who teaches a first year class of five- and six-year-olds, gives a further 

illustration of some of the teaching methods that the teachers use to ensure that the 

younger pupils understand the meaning of the values. She emphasises discussion as a 

technique, and it is interesting to note that she uses the term discussion, rather than 

talk to the children. This is because an underlying principle of values education at the 

school is to create an atmosphere of Socratic dialogue within the classroom, that 

encourages active discussion rather than passive listening. The methods employed in 

Molly's teaching include discussing the monthly value, following-up assemblies, 

reading stories and relating them to the child's own experience. 

I think tlwt the fact thtit we :1ctlw1ly discuss vlllues. even with the very young 
children, we have a 1nonthly Vi11ue, which we i1/ustrllte with the young children 
i11 ti very si111ple way. We re:1d stories, we rel"1te it to their ow11 experiences, we 
deliver the 111essage of' the vc1lue, and we c1Ct out sce1wrios i11 :1 nuzge of' wc1ys to 
nzake it understandable to the <.,,ilildren. 
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So1ne of the values that we have for my year are a httle difficult for them to 
understand, so what we have to do is present the111 in a silnple way. We do a lot 
of discussion in the classroom about what we h"1ve heard in assembly and the 
children are 111ade aware of quite abstract notions and are encouraged to think 
and weigh up and discuss quite co1nplex notions. (Ref: PT2) 

Albert says that he too is now a more thoughtful teacher, Values education has made 

nze inore thoughtful and this inust have an effect on the children. However, he is 

unaware whether his teaching has become more effective, although he highlights that 

he has affected children by talking to them: 

I don't know if it has. I don't know how to <mswer that one because I cannot see 
how iny teaching has changed I have 111y own boundaries and it is very like the 
ones that we are teaching, so I don't know if I have changed at all I have 
changed the children by talking with the111 dnd they can then focus on their 
values. Whether or not it has actzwlly (.,"hanged nzy teaching, I don't know. (Ref: 
PT10) 

Such frequent and regular talking about values with the pupils, as described by 

Martha, Molly and Albert is central to the school's methodology. However, Victoria 

argues that the importance of staff modelling the value is crucial, if the pupils are to 

learn from example. When Penny was asked in what ways she modelled the school's 

values through her own behaviour, she replied, We// it just goes on all the ti111e! 

Victoria's assertion is implicitly supported by the Hay McBer's research study into 

teacher effectiveness, which looked at climate at school and classroom levels. The Hay 

McBer research was carried out during 1998 and 1999, to inform the development of 

the Leadership Programme for Serving Headteachers (LPSH). It was sponsored by the 

DfEE and investigated the characteristics of highly effective headteachers. At the heart 

of the Hay McBer model of effective leadership is a core of strongly held and enacted 

values. These relate to underlying respect for others that is expressed as a passionate 

concern that everyone should treat pupils and all members of the school community 

with respect. They relate to challenge and support: a preparedness to do everything to 

instil self-esteem, including challenging others and providing support so that all pupils 
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achieve their potential. They also relate to personal conviction, such as confidence in 

oneself, especially in challenging situations. These are rooted in unshakeable values 

about the importance of education, which may be broadly humanistic, deeply spiritual 

or driven out of a desire to serve pupils, parents and the community. The research 

argued that classroom climate predicts pupil progress and operates at classroom level 

as it does in the whole school. From the research, a model of the effective teacher 

emerged that put their ski/ls and belwviourcentral to pupil progress and achievement. 

Of the two characteristics, teacher behaviour was considered to be the most significant 

factor in affecting classroom climate. Therefore, Hay McBer (2000) argue that 

teachers can change the climate of the classroom by modifying their behaviour. 

Victoria implicitly supports the Hay McBer position by stating that one of the most 

important things that a teacher offers to a school and its community is modelling 

values. She believes that pupil behaviour is modelled on that of the teacher. She 

makes a plea for in-service education for teachers (INSET). Teachers need to be taught 

how to be still and quiet and how to create a feeling of calm: 

I think it ought to be implicit as well i1s explicit and that teachers should be 
i1ware that how they conduct themselves is prob,1bly one of the 111ost in1portant 
things that they can oiler to the school ,1nd the S£."',hool co111111unity. If they set the 
exa111ple then the other things will follow on, 1l they t"1lk quietly then the 
children wi/J talk quietly. fl they are quiet people within then1selves then the 
sti/Jness co1nes across and VIce versa. I think th/If if the teachers are taught the 
sti/Jness and the quietness and the way olputting across tl certain feeling then 
this could be 1110re than valuable. (Ref: PT14) 

Victoria also describes particular teaching strategies that are used at the school. She 

considers that teaching about values in the school improved the quality of its 

education and it had improved because the children are encouraged to be self-aware 

and feel valued in the school. They are taught the importance of developing 

independence and learn to be self-analytical and not to be negatively self-critical. In 

her own words: 
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... if children are a ware of themselves and they are being valued, their behaviour 
is being valued <ind that they are taught to look at themselves, l think If you can 
be sell-antlfytical, not self-critical, ilyou C<lll think that what you are doing is 
correct .... (Ref: PT 14) 

Teaching pupils to be self-analytical leads them to consciously analyse the teacher's 

behaviour. Values education has helped Lisa to question herself and also to allow her 

pupils to question her. The children expect to see her living the values too. The pupils 

use a value word such as 'patience' when describing Lisa's behaviour. Lisa implies 

that being reflective, confident and by learning from each other is central to effective 

values education. She adds to the evidence that teacher modelling is vital for values 

education to be effective: 

I think it has helped 1ne to question 111ysell on what I am doing and I <lln 
allowing the children to question what f ,1111 doing, because they Rll want to see if 
I a111 showing good values as well They will say so111ething like, ••rhat was not 
very p<1tient of you" or so111ething like tlwt. So we tire both learning from each 
other aizd I think that is very iJnportant. Every v..1lue you teach probably has 
some benefit to what they ,1re doing. Being reflective and confident is what it is 
till about, learning lro1n C<lL1z other. (Ref: PT8) 

Finally, Clive summarises a number of underlying principles about the school's 

pedagogy: a calm, focused, hardworking, purposeful, quiet, reflective classroom 

atmosphere; a focus on mutual respect; care of self; pride of work and values being 

implicit in everything that the school does: 

We try and create in all situations ,1 quiet and reflective atnzosphere. Jlyou go 
into nwny priJnaiy schools you will find that they are very noisy in class ... }ou 
will find roo111s cal111, hardworking, focused, purposeful. With this kind olethos 
you w111 lind children who will spend fl1rge periods of the day actually thinking 
about wlwt they are doing in this kind olat111osphere .. .I do believe that we have 
a unique atnzosphere here where we encour:{cse children to be thoughtful and 
focused Within this kind of lttnzosphere we tire teaching children to be 
respectful to each other, respecfl[,lf to adults. It is difficult to show care and 
respect ilyou are having to shout in order to 11wke yourself' he<1rd, and ilyou <ire 
having to push so1nebody out of the WliY because they cannot hear you ... Once 
having created that at111osphere, the v..1lues educat1011 very 111uch goes on top of 
that and beco111es a part olit <Ind works within it. Ilyou co11ze into an asse111bly 
you find that the children <Ire eizcouraged to sit quietly, to think, to locus. 
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The chi1dren take tre1nendous prjde of their work and want to take it home to 
show thejr parents. The values curdculunz becomes jmplicit not only in how the 
chjfdren behave but iJ1 what they do. If they are showjng care and we are 
talkjng about care and the iJnp/jcat1ons of c:1rhzg for other people ... it then 
beconzes an J!npHcH part of the currjculu111. (Ref: PT5) 

3.3.4 The development of spirituality 

Lisa has referred to the importance of the teacher being reflective. The practice of 

reflection is at the heart of the school's pedagogy. Staff see it as a way of enabling 

pupils to develop spirituality. 

Chapter 3 critically examined the concept of spjrjtualjty, a complex generic term that 

defies accurate description. It does not have a definition that may be universally 

accepted and shared. In the description of Palmer inc hapter 6, the term was explored 

by the teaching staff and an article subsequently written about their understanding of 

the term in the magazine of the National Primary Trust: Prjnzary Practice (Hawkes, 

I 998). In order to create a shared understanding among staff, the school defined 

spirituality as the inner world of thoughts and fee/jngs. The school had reflected on the 

definition produced in 1996 by the SCAA: 

SpirHuaHty js :1 powerflzf force that deternzines what we are, our self­
understandhzg, our outlook on life, others :1nd the world, :1nd consequently 
shapes our behaviour. It fornzs the basis for successful relationships and 
partnershjps both Ji1 personal Hle ,1nd ,1t work ... SpirHuaHty can be seen as the 
source of the will to act 111orally ... The hunwn spjrjf engaged iJ1 :1 search for troth 
could be :1 defYnH1on of education ... The essential factor i11 cultivatilzg spjrituaHty 
is reflecHon :md learning fro111 one's own expen·ences. (SCAA, I 996) 

The school's understanding of spirituality through its values programme appears to act 

as the driving force behind its pedagogy. In the following extracts, the teachers 

describe a number of key pedagogical elements such as silence, focusing and 

reflection, which help pupils to be aware of their spirituality, guiding their thinking 

and subsequently influencing their behaviour. Tanya says that she helps the child to 

be reflective at every opportun1'ty iJ1 every subject. So you are helphzg the child to be 

reflective about their belw0our. Lisa encourages pupils to look at what they are doing 
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and reflect. She says that as a result of the process of values education, the pupils are 

now t1ble to work co111pletely jn silence f'or ti long period of' Hn1e ... they can focus for a 

long tbne. They ret1lly ct1n ! 

Ileather says that as a consequence the pupils then thli1k before they :1ct. Tammie 

completes the pedagogical strategy by saying that the pupils are veiy good at 

understandhzg :1nd ttzlkb1g :zbout vt1lues and jt does gjve them an jnner confidence. 

Inner confidence leading to positive self-esteem is seen by staff to be a key outcome of 

values education. 

Sam argues that the school promotes reflection through silence and the children are 

happy with their own silence and are contented. He thinks this assists their inner 

development, their spirituality, and that this is generally unusual in schools. He 

explains that the pupils are clear about values in the context of school routines and 

these are integrated into the life of the school in a deep way. Sam describes how the 

school balances the curriculum, by educating the head, hands and heart of pupils: 

In :1 good school, you should cdua1te the hemi, the heart and the hand I tl11i1k 
one thjng that values educaHon does i~~ the busli1ess of cducafjng the heart I 
thjnk this school re,11/y does put educ:1th1g the heart up with educating the head 
jn tl way tlwt lc:zves the cl111d Jwvbzg ,1 bt1ftlnced experjence of' school, jn a way 
tlwt does not possJbly lwppen in all other schools. I thhzk tlwt JS really JiJ1port:u1t 
to have those three thhzgs .. .! ccrt:dnly tl11i1k jt Jws pro1110ted a lot of 
rcllecfjon ... ! tl11i1k thty tire qzdte lwppy with the silence. So I thh1k there JS ,1 
sense that the clu1dren's Jiztenwl develop111ent js behzg c:1tcred for :111d is being 
gjven support h1 the way that b1 other schools tins nwy not happen We are 
actually co11sciously addressbzg p,1rt of' the chHd's developnzent, whkh js not 
nonnally addressed jn school. It js hztegrated bzto the curriculu111 and the school 
day h1 such a deep wt1y, when they t1re doJng their inore procedur,11 tasks such 
:1s n1ovi11g about the roo111, I thhzk they do take 111ore care t1nd trouble because 
clearly they are gojng t1bout their d1y withh1 ,, fra111ework that they underst,1nd 
(Ref: P'fl) 

Clive draws attention to another tenet of the school's pedagogy, implicit in Sam's 

extract, which is about teachers educating themselves in the values as a part of the 

process of educating the pupils in them. He talks about teaching the children about 
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spirituality: 

There is also a spirit1wl value as well and I actually find it useful for nzyself to 
teach and to nzake the children 111ore spiritually aware ... If you come iizto an 
I1sse111bly, you find that the cl111dren are encouraged to sit quietly, to think, to 
focus. (Ref: PT5) 

This realisation of personal teacher education is articulated too by Molly, who talks 

about her own spiritual understanding about values and life. She believes in the 

school's philosophy that people do not have to strive for happiness and contentment, 

as they are innate within each person: 

I have learnt that happiness and co11tent111ent are there and you do not have to 
strive to get the111. (Ref: PT2) 

3.3.5 The influence of pedagogy - an example taken from a lesson 

A specific example of the way that one teacher teaches about values shows the 

influence of pedagogy. Three sources of evidence are the teacher's interview, an 

extract from the transcript of one of her lessons and an extract of the headteachers' 

monitoring report on the lesson. Penny thinks that values education has made her 

teaching more effective, by making her more careful about how she presents ideas to 

children. She uses concrete examples, related to the child's own experience, to enable 

the pupils to understand the monthly values and sees the classroom as a reflection of 

herself. 

l suppose talking about it expJicjfly lws actually just encouraged 111e to think 
more carefully about how l present certaJ!z ideas. It is sometimes quite 
challenging to try and co1ne up with relevant ideas for young children and to 
actually tI1ke Ii value Iind develop it in the classroo1n is perhaps so111ething that f 
would not have done before in such an explicit way. l try to get children to 
think about values by using Ii variety of concrete experiences, which is 
valuable ... l do like to think that 111y classroo1n is" reflection of111e. That is why 
I spend so long iJ1 it, it is like 111y ho111e. (Ref: PTl 2) 

Penny's assertion that she helps pupils to understand values by using concrete 

examples is shown in the transcript of one of her values lessons (Appendix 15). 
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3.3.6 The link between effective leadership and the school's pedagogy 

In chapter 6, the central importance of effective leadership in developing values 

education was highlighted. Leadership occurs at the various levels of the teacher, the 

values curriculum leader and the headteacher. The success of the school's pedagogy 

appears directly related to the effectiveness of the school leadership. Throughout the 

data analysis, there is significant evidence that teachers take responsibility for the 

leadership of values education in their classrooms. Tanya, the curriculum leader for 

values education, shows how she acts as a leader by encouraging values education 

across the curriculum. To exemplify the link between effective leadership and the 

school's pedagogy, extracts have been included from Sue and Tanya. 

Sue says that the fact that values are clearly explained and articulated in the school 

means that she has much more confidence in using them. Knowing that they are 

shared values has given her confidence in using them. 

The fact that they :ire veiy cle,1rly explained and articulated nzeans that I have 
1nuch 111ore confidence in using the111. In the past I 111ight have thought, is this a 
personal value or is it a slwred value and I now know what shared values :ire. 
(Ref: PT9) 

Tanya talks about the need to reinforce values teaching both regularly and across the 

curriculum: 

I think the children sfl1rt to question the111selves as to what they !lre doing :1nd 
start to look at things in a different light. They start to beco1ne responsible for 
what they are dolizg; they see wh,1t they are doing and why they are doing it. 
They look at it in tenns of; '1s it right or is it wrong?" ... I had an example in a 
games session tod1y; I had the boys lor the veiy first ti111e... I just hated the 
session so I sat thc111 :1/l down at the end of'it and I told the111 l hated the session, f 
did not enjoy it at all Hnd I told the111 the reasons why. That when so111eone had 
111issed the ball, sonzeone had laughed, when so111eone had been got out, 
someone fwd Mughed :111d when one child had been called out he went of'/' and f 
heard hi111 say to so111eo11e, "Did you see wlwt she did with the balF' and that 
just finished the whole session 
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I sat the111 down and went through H bit by bit by bit and talked about why I had 
dishked it and how it 1nade other people feel when you laughed at them and how 
the ga1nes sessio11 should be about enjoying your game and helping each other, 
supporting e,1ch other. At the end of jf l spoke to the people who had criticised 
tind s,11d l wanted the111 to think that they had learnt something today and I tun 
going to do tlwt next tilne. They were positive tlf the end of it but it just shows 
you tlwt even though you do lots of values teaching in the rooms and then you 
do so111ething that you have not done with the111 before they do not follow the 
values through They realised tlwt they needed this pointing out to then1. I 
explllincJd tlwt when we lwd ga1ncs I wanted everyone to enjoy it, including me 
and stnd if tin:~ could not happe11 we would not come out and play games. This 
is ,1 good ex:unple of why jf is in1portant to reinforce values education 
throughout the curriculzun at every opportunHy in every subject. So you are 
helping the cluld to be reflective ,1bout their behaviour throughout their lives so 
th,1t His inside the child, it is an tiwareness of what they are saying and doing at 
that 111011zent ... If so1nething /Jke that crops up l just naturally have to say 
sonzething to the111... You do it daily and l know that I will take them out for 
a11y ga111es lesson now and they will be fine but they needed that discussion. (Ref: 
Pfl I) 

Although the influence of the teachers and curriculum leader is highly important, 

there is evidence in the data that, if values-based education is to be successfully 

implemented, then the role of the headteacher as an effective leader is of paramount 

importance. The school's pedagogy is identified with the vision and educational 

philosophy of the headteacher. Evidence for this can be seen in the Clive's interview, 

conducted by Professor Pring, who stresses the importance of the commitment of the 

headteacher and his/her leadership. Clive says that the headteacher has to be liked, 

trusted and loved. He remarks that a values curriculum cannot be introduced if 

teachers do not feel positively about the headteacher as a leader. The consistency of 

practice ensures that new members of staff are inducted quickly into values education. 

Being a nice person as a headteacher is not seen by Clive as enough to ensure that a 

values-based curriculum is adopted consistently across the school. Clive gives 

importance to a leadership style that ensures that staff work closely together and share 

their practice as a team. He describes what the management/ leadership of the school 

was by the previous headteacher and also stresses the similarities and significant 

differences between the headteachers' two styles of leadership. 
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J think every school in the country would be a better place 1f it had a values 
curriculu111, il the leadership in the school believed as much as (the head) 
believes in it ,1nd was ,1bfe to actually create that right kind of leadership. The 
fet1dersldp is very i111portant; you cannot have this kind of values curriculum if 
the headteacher is not liked, trusted, loved l think a// schools would benefit ... 
When new tet1chers co111e into the school it does not take long for them to take 
on bot1rd the vt1fues education and till the related topics. It would have taken a 
long tilnc before (the het1d), the previous head was basically in many ways an 
old version of (the head), he was ti lovely guy, well loved, I never heard anybody 
S<ly <l 111et1n word against hi111, his values were implicit in everything he did We 
llff worked i11 our individual classrooms. There was no year group planni11& 
there was very Jittle shanizg of the curriculum, if a teacher had a problem they 
were llll isMnd, ilt1 teacher was an excellent teacher they were an island as we// . 
. 5o ll new teacher co1111ng into school could have been very much left on their 
own. The way things are organised now is that everyo11e, not only teachers but 
,1/so L.)Jts [learning support assistants], the school meals supervisors, everyone is 
Jizcfuded, no-one is excluded. .. We have a teacher at the moment who has 
proble111s, 1n days gone by she would have been felt alone to have those 
prob/e111s, but what (the head) has actually do11e is to Jizcfude her in the hfe of 
the school. (Ref: PT5) 

3.4 The impact of values education on raising achievement and 
standards 

The values education policy document at Palmer states that its purpose is: 

To raise standards by pro111otli1g a school ethos which is underpinned by core 
values that support the devefop111ent ol the whole child as a reflective learner. 
(Hawkes, I 993) 

The school deliberately placed raising standards at the heart of its values policy, 

because it wanted to mirror the national concern for raising pupil standards in schools 

and avoid the potential accusation that its values programme merely produced a 

caring school ethos. Giving his first annual lecture at The Royal Society of Arts in 

1995 as Her Majesty's Chief Inspector of Schools in England (HMCI), Chris Woodhead 

asked, What would you do to nuse educt1tiona/ sta11d,1rds? (Woodhead, 1995) 

Having been present at this lecture, the headteacher of Palmer reflected that the school 

would continue to demonstrate that a values-based approach to the leadership, 

organisation and curriculum of the school would raise standards. However, this 

would be achieved in the context of a 'new' paradigm for education, one that placed 

an emphasis on the development of a pupil's thinking through the medium of values 
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education. After the lecture, the headteacher wrote to Chris Woodhead to draw his 

attention to the importance of values education. Chris Woodhead (HMCI) replied on 

the 8 February 1995 writing, The values 1ssue 1s difficult but vifllf in the debate we 

111ust Jwve t1bout the real role of headteachers. In 1997, Ofsted judged that the 

school's values policy was effective, when the school received an outstanding 

Inspection Report (Ofsted, 1997). Chris Woodhead, JIMCI, visited the school on grd 

March 1999 and on 4th March 1999 wrote to the headteacher: 

I was very interested to see the school for myself. The children are very 
confident and clearly take a great pride in their work It is hard to know what l 
can tidd to your very positive inspection report, but many congratulations on 
what you are achieving. 

At the school, the term 'standards' is used in two ways: to relate to the development of 

the pupils' personal standards for living and to the achievement of high academic 

standards. In the following extracts, in which teachers talk about raising achievement 

and standards, there is a lack of a shared understanding when using the terms. This 

confusion in meaning is exemplified in the interview with Celia, who says that she 

cannot think of any evidence that supports the view that academic standards are 

improved because of values. However, in a later section of the interview, she seems to 

imply that values do raise standards, because she says that values have helped to focus 

the general way that children work. She refers to a general atmosphere of quietness 

and thoughtfulness over the school and that the children focus on their work. 

Teachers at the school do not use the terms 'standards' and 'achievement' in the 

generally accepted academic way. In its strictest sense, the term 'standards' relates to 

those summative measures of achievement, as reported after public examinations have 

taken place. In the case of Primary Education these are known as standard attainment 

tasks (SATs), which are taken by pupils at the age of seven and eleven. In contrast, the 

term 'achievement' relates to a pupil's ongoing progress, as measured by 'formative 
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assessment'. Professor Paul Black has defined this term as: 

... referrh1g to all those activities undertaken by teachers and students in 
dssessing the111selves, which provide infor1nation to be used as feedback to 
111od1fy teaching and learning activities in which they are engaged (Black and 
W1lli11111s, I 998) 

The interview schedule did not differentiate between, or give any explanation of, the 

terms achievement and standards, which resulted in the terms being used by teachers 

interchangeably. The school has consistently published good SATs results that, when 

compared with the results of the two other schools in the town with similar catchment 

areas, arguably indicate that the school adds value to pupil achievement through its 

curriculum and pedagogy: For example, percentages for those gaining level 4 or 

above in I 997 are shown in as shown in Figure 3. 

Figure 3 

English Maths Science 

School A 53% S5% 70% 

School B 77% 58% 88% 

Palmer Primary School 86% 88% 92% 

Source: Priniary School Performance Tables. I 99 7 Key Stage 2 Results 

Whilst there is no proof that this is because of values education, the circumstantial 

evidence may lead to that assertion. Tanya considers this difficulty, of quantifying 

whether teaching values actually raises standards. She senses that standards are raised 

because of what she sees, but these things are not ones that can be measured. She 

argues that without the values of respect and responsibility the pupils will not learn 

effectively. She talks about how teachers bring values to the classroom because she 

thinks that no-one is value free: 
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No, I have not seen any evjdence, not written e0dence, not that you can 
quanHfy. The evidence is only from thJi1gs we see and these are thli1gs that you 
c,1nnot 1nez1sure. I would feel jf is there but I cannot measure it. If there js no 
respect llnd no responsibjfjty then ob0ousfy they are not gojng to Jeam so much. 
None of that is goh1g to occur but you cannot measure :111d say because I a1n 
teaclzht<s v,1/ues that jf is there. I feel jf is there but I cz1nnot prove jf or quanHfy 
jf, You cannot even do" contro/Jed experjnzent 011 H, I don't thjnk. You cannot 
lwve a Vllfues-free en0ron111ent because ... you jmpart values through just being 
there llnd you can get anythli1g from chj/dren jf you are jmp,1rtli1g values to 
the111, but you cannot n1easure or prove H. (Ref: PTl 1) 

Tanya's observations, that lead her to thinking that standards are improved because of 

values education, are supported by Molly who talks about how the children are patient 

with each other and how this creates an atmosphere where children can succeed. She 

believes that a child with Asperger's Syndrome, a variation of autism, is developing 

greater linguistic ability because of the patience of the class: 

Yes, but obvjousfy I don't have any concrete proof but I think ... tlwt the veiy fact 
th,1! cl11Jdren ,1re taught to hsten and pay attenHon, llnd to Jisten to the oph11ons 
of others, they are also gjven ti111e to express their own .. .I have had a chj/d thjs 
yezir who suflers from Asperger's Syndro111e and when he lYrst ca1ne 1n to the 
class he found jf very djlJYcult to express anythjng verbally and very djlJYcuft to 
put 1deas into Jangzwge. Because the chj/dren are taught to be paHent, to wajt 
,1nd to Jisten and are very caring towards each other that he was encouraged and 
was gjven enough tinze by the others to learn, very gradually to tune Iiz z1nd 
beg1n to talk about tldngs. At Hrst he was 111utterh1g and ·u111111Ii1g' and 'errh1g: 
but the others just sat and wajted and Jet hlin get on with it. BH by bH his 
co111Ydence has built up. Also Hstenli1g to other chj/dren has helped. He is just a 
djfferent chj/d after three ter111s h1 the class and that I a111 sure 1s because of all 
the thhzgs that we have been ta/kh1g about. That jsjust one exa111p/e. (Ref: PT2) 

In the section about pedagogy (3.3.2), the process behind how values education helps 

to raise achievement was described. Lisa, who teaches Year 5 pupils, demonstrates her 

own high standards in terms of pu pi! expectation, and also produces a comprehensive 

list of effects, which includes the important pedagogical points of pupils knowing their 

learning objectives and being aware that they should achieve 'top quality'. She 

describes how this process affects the quality of the pupils' work and therefore helps 

them to improve their standards: 
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I think that because of values children !Ire more oral about thejr work, they can 
think about what they are doing, explain what they are having to do and they 
know their learning objectives as well, so they are looking at things and 
reflecting on the things they are doing, questioning what they are doing. So they 
are notjust taking it z1nd doing it they are actually querying whz1t they are doing 
z1nd why they are doing it. Again they look at their work and they want to 
,1c/11eve top qua/ity because that is very important in the classroom, they know 
that. (Ref: PT8) 

Sam too gives an insight that suggests that, because the pupils' concentration ts 

greater, they achieve higher standards in the presentation of their work: 

We// certainly I think the children's concentration is greater. I think the 
presentation of work is of a higher standard than it would have been. I think the 
children have very good concentration and thought processes. The teachhzg 
z1bout values improves the concentration because it makes the children 
co111fortable with then1selves. Children in school can actually be in a class 
without having constant stimulation. (Ref: PTl) 

Where do the school's expectations of standards come from? Penny identifies 

standards with those that she models: 

Well, I know what my standards are and I hope to pass those over to the 
clu1dren So if I feel that something is not ofa particularly high standard for that 
child then l try to do so1nething about it. l suppose I model it fronz nzy own 
standards really. (Ref: PT 12) 

Martha, who teaches a first year class of five- and six-year-olds, says that the children 

are encouraged to think about patience and care and to do their best to improve the 

quality of their work. The key here, as with Penny's comment about standards, is that 

the teacher sets the standards for the children by their own behaviour. They comment 

to the pupils about their own high expectations, which lead to the pupils aiming for 

good standards. 

I tluizk that w1H1 our age group of children they are thinking about patience z1nd 
care, doing your best and h1crez1sh1g the qua/ity of work. They do not write 
about patience and trust, we do not do set pieces, but they are all related to 
vz1/ues. l think tfwt the knock on effect is trying hard and doing well. (Ref: ITl 3) 

The evidence from the staff interviews consistently shows that the teachers have high 

expectations that the pupils should aim to raise the standard of their work and 
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behaviour. A driving force behind this seems to be the teachers' self-awareness, that 

they should model standards through their own behaviour. Clive develops this 

argument during his interview with Professor Pring, by saying that the school's values 

education, focusing on such words as 'quality', produces a value-added effect that 

leads to good SATs results: 

I think if you co1npare Palnzer SA Ts results with other schools of a similar 
catc/11nent area, our SATs results co1npare favourably. They are not only above 
the national average but they are well above schools of a sin1il.1r catchnzent llrea. 
I tl11i1k that is one example; another example ... is when children come to our 
school I do think that children's progress is accelerated when they come to this 
school. One girl, who has only been in this school for a few Jnonths, she was not 
quite eleven when she came, has now passed al/ level 4 and she wrote that when 
she leaves the school she will feel down and upset and "I w1JJ wish that Palmer 
School could turn into a Secondary School. " This is a girl who is not a very able 
cluld. One of the things that I asked then1 to write about ... was one of the values 
,1nd she wrote that, "Peace is a white dove flying over tin mrlield, peace is a 
world with no war and no violence, peace is children loving and caring for each 
other, peace is happy creatures. " She is ll girl who is not an acadenzic, whose 
background is fairly awful but she has fallen in love with the school and spoken 
passionately about it. There is another exanzple of a child's writing, '"life is quite 
lwrd at Palmer School because it is hard work. " How Inany children would say 
that of their primary school? I do believe that we work thenz quite hard because 
we are concerned about the care and excellence. We do drive thenz and expect 
the1n to work hard, and take a pride in their work. Going back to our acade1nic 
results, other schools in a similar position and catchnzent do not produce the 
results that we produce here. I thhzk that the SAT's results are the only 
benchmark that we have to make this conzparison. One of our inzportant values 
is quality. I believe that there is ll concern here by the others dnd by the 
children, because of the leadership they receive, for quality iiz everything we do. 
So if you go into one of our asse1nblies you will see one of the best quality 
t1ssemblies in the country. Ifyou look .1t the displays around the' school you will 
see quality dispftlys. There is a concern here for real quality which is picked up 
by the cl111dren (Ref: Pf 5) 

Tammie, who teaches in Year 2, describes how the school works with the very young 

pupils to create a work ethic that Clive described above. Tammie implicitly seems to 

argue that standards are raised because staff emphasise words such as care and 

excellence, from the time children enter the school, ensuring that the pupils 

understand the meaning of the words. This develops shared understanding that helps 

to ensure that pupils produce good quality work. 
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The children have been brought up from the nursery into Year I and Year 2 
with the values ol care and excellence, which we reiterate the whole time in the 
classroom, asking il the children think they could have done their work with 
111ore care, or ''Can you do your 111ost exce/lent work for me today?~' We then go 
over the 1nea11i11g ol exce/Jent. The children say that it is the best they can 
possibly do. It is :1 good way of developing good qua/ity work as we// as other 
things ,1s well, like talking about it and being very positive about it. We do focus 
on qua/ity :u1d Cllre, thoroughness and reading through, understanding ... I think 
that llt this st,1ge it is the whole ethos and role model/ing that is going to make 
the ditlcrence. (Ref: PT'l 5) 

Martha cites two principles, which are echoed in the previous examples, that she uses 

to improve standards: one is to do with her expectations and the other is the quality of 

her relationships with the children. She believes that values help the teacher to get 

better work out of the pupils. 

Yes, it is to do with expectations and the quality of your relationship with the 
children (Ref: PT7) 

3.5 The effect of values education on parents 

The parents were supportive during the introduction and development of values 

education at Palmer. Neither the headteacher nor governors received any complaints 

from parents. The possible reasons for this are given in chapter 6. These included: the 

sending of regular newsletters explaining about values and involving parents; parent 

workshops; articles an the press; news items on radio and television and ensuring that 

every opportunity was taken, when talking formally and informally with parents, to 

discuss values education. 

Sue makes several significant points in her interview: that parents are aware of the 

special atmosphere (ethos) of the school; that the school supports families who have 

positive values; that the school helps pupils to imbibe values who do not get them at 

home. She asserts that a significant number of children do not have values education 

at home: 
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This school has a ve.zy nice psyche to it and lots of people can actually feel that 
psyche. I have heard parents say that they can actually feel the presence of the 
school when they walk into it. I think the psyche is the atmosphere around 
There is an awful lot of research about it and how it is created, but it is created, 
you can go into different classrooms and feel the ambience of the classroom and 
it is different for every teacher because every teacher is different but you can feel 
it . ... I think that values education is what should be going on to reinforce what 
JS goilzg on at ho111e. and there are a lot of children who do not get values 
education at ho111e so, therefore, the only help that they get to see what the 
dlilerence JS between right and wrong and to be able to fornzulate themselves as 
good human beings, is what they get at school. (Ref: PT6) 

Despite Sue's view that the school compensated for the lack of values education m 

some homes, Sue implies another reason for the success of the values programme with 

parents, that the school was sensitive to the feelings of parents, always being careful to 

ensure that they were never given the impression that the school was taking over the 

role of the parent as the prime educator of the child. The school emphasised its role as 

partner in the process of educating the child. She says: 

I would not like parents to think that the values we teach is a subject, just,that 
the school can take credit for, because nzost people have a system of values. So I 
would not want parents to be offended by a claim that it is the school that 
teaches the values. I think the school can take credit for helping the children to 
<lrficulate this, and the school will get the credit for giving it a high profile, but 
again it is part of the partnership between the school and the parents. (Ref: PT9) 

Penny develops Martha's emphasis on parent-teacher partnership in the next extract, 

describing how values are discussed at teacher/parent consultation evenings. She also 

gives examples of how teachers model values to the parents. Honest and open 

relationships are built with parents as a result of the values work. Penny believes that 

being visible at the end of the day, when parents collect their children, is very 

important as it makes a statement about a teacher's willingness to form an active 

partnership with the parent. It is a symbol of openness. 
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Well, it is interesting that it [the school's emphasis on values] is becoming to 
come out of parents' evenings. One 1nterview that I can recall was one I had 
with some parents who !Ire concerned about their son 7s reading, but he is gett1ng 
there. It is co1ning, but I happened to say to the dad that there are so many other 
qualities that your son has that we really ought to celebrate and I listed them. He 
said, '<JJut he h,1s got to learn to read and write." I said, "Yes, he has. 77 But the 
111u111 the11 said, "}es, but there are all these other values that are so important." 
So I thought, there is a parent here who has really sort of clicked 1n to what we 
are try1ng to do and I tl11nk that does conze through inore and more. I think 
th1ngs like standing out with the children at the end of the day, says :1 lot. It says 
we are approachable as teachers, come and see us if you are worried about 
Nnything, you are there as a person I think in the past, teachers were seen as a 
group apart. I think we should be tre:1ted as professionals, but we get so much 
111ore fron1 parents, so 111uch inore honesty from parents, if you talk to them 
,1bout everydlly things. That has happened to me, but going out there at the end 
of the day and be1ng available to parents or even to go and approach parents 
yourself about things. (Ref: Pf 12) 

Tammie and Molly sum up the spirit of the parent-teacher relationship in the school: 

We all s111ile and I have never known :1 school where pare11ts walk in and you 
listen to the111, there is nobody taking advantage of anybody. We always nwke 
t1nze for the1117 we are very open and there is quietness. (Ref: Pfl 5) 

We try and have a dialogue with the parents, where we get the111 011 our s1de, so 
we can work in partnership and I think it pays. (Ref: Pf2) 

Victoria describes her relationship with her pupils and the value she places on 

families: 

I would hope tlwt I :unaware of the children in my Cllre and look after the111, 
like I would the 111e111bers of 1ny own fa111ily. Fa111ilies ,1re close and we work for 
each other 1n an unselfish way. (Ref: Pf14) 

Heather's observations offer evidence of a positive effect on staff morale, at a time 

when teaching morale is low. She makes a comparison: 

Definitely, anybody who co111es into the school conunents on the ethos and the 
at1nosphere that th'-Y feel when they are with us. They say how polite the 
children are and that it 111akes it such ,1 plc:1surable place to work. I have 
worked in other schools !Ind it really stllnds out i11 co111p,1rison. I do not think 
the children always tnuzsf'er the values fro111 school to ho111e, but then they :1re 
only children As they nwture, it is there for the111 to draw on. It is a bit like 
religion, they can go olf: but then they c1111 co111c back to it. You cannot expect 
the111 to do it all the tinze, they lire only hunwn! (Ref: Pf4) 
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Heather's strong endorsement of the impression the school's ethos and atmosphere has 

on visitors concludes the analysis of data evidence based on interviews with teachers. 

4. Conclusion 

The teachers at Palmer demonstrated remarkable consistency m their answers. 

Without exception they supported and endorsed the values education policy and its 

practical application. Analysis of the evidence demonstrates that they had a 

remarkable understanding of values education and its potential to enhance the quality 

of education in the school. 

The data revealed a number of key issues (not in any rank order) about what teachers 

considered made values education effective at the school. 

The first was concerned with the effect that values education had on them as teachers 

and people. The evidence showed that values education could not be taught in 

isolation from the teacher's own thoughts, feelings and behaviour. The teachers 

considered that to be an effective values teacher, with a deeper understanding of 

values, requires personal reflection on the values being emphasised. This personal 

reflection gave them a clearer perception of their own attitudes and behaviour, which 

helped them to model the values, which in turn influenced pupil behaviour, as pupils 

modelled their behaviour on that of their teachers. Teachers had enthusiastic positive 

attitudes that gave affirmation and positive reinforcement to the pupils. Self-reflective 

work by teachers was seen to have a powerful effect, not only on a teacher's thinking 

and the way they teach, but on pupils, because they made a connection between what 

the teacher said and what she did. Teachers described this behaviour as walking their 

ta/Id 

The second key issue is that the evidence suggests that, to develop a positive values-
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based climate throughout the school, there had to be a consistency of staff expectations 

and behaviour based on good interpersonal relationships. The good quality of 

relationships between all people in the school nurtured a calm and purposeful 

environment. Teachers thought that pupils learned about values by talking about 

them in the context of good teacher-child relationships. Consistency, in terms of high 

teacher expectations and positive behaviour, fostered a climate for learning where 

work was carefully matched to the needs of pupils, helping to raise pupil self-esteem 

and confidence. The impact, of the positive values-based climate for learning, was 

that the pupils produced quality work, respected staff and were well behaved. 

Teachers also were aware that parents and visitors sensed that the school had a 

positive ethos that supported their children's learning. The teachers recognised the 

important role of families in educating children. They emphasised the importance of 

developing open, sensitive, active, positive teacher-parent relationships. The teachers 

reported that the school's ethos made the process of teaching easier. Another impact 

was that pupils demonstrated their understanding of the values by being able to use 

them in their normal conversations and were more aware of their behaviour in the 

playground and out of school. 

A third key to the development of a values-based curriculum was the two-year cycle of 

monthly values words. This created a common vocabulary for the staff and pupils to 

think and talk about their behaviour and the behaviour of others. The impact of 

revisiting a value three times, during the six years of their primary school career, was 

that pupils deepened their understanding of the values words. Also, repetition and 

reinforcement of the values words across the curriculum was a key to reinforcing their 

mean mg. 

The fourth key issue was that teachers considered that teaching about values had a 

positive effect on the inner world of pupils. The emphasis on silence and reflection 
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gave pupils the opportunity to be still and to reflect about their work and behaviour. 

They were encouraged to talk about their feelings, learning to express themselves 

more clearly in order to behave appropriately, empathise with others and develop 

their emotional intelligence. Pu pi ls were taught how to be self-analytical, and not to 

be negatively self-critical, and about the importance of becoming independent 

learners. The school's understanding of the term spirit1w/ity, through its values 

programme, appeared to act as the driving force behind its pedagogy. Key 

pedagogical clements enabled pupils to appreciate silence and encouraged them to 

focus their minds so that they could reflect. This process guided their thinking and 

subsequently influenced their understanding and behaviour. 

Finally, a key issue relates to the perception that teachers consider that academic 

standards were enhanced because of values education, but difficult to give verifiable 

evidence for this assertion. The school's standard attainment test results (SATs) for Key 

Stage 2 (eleven-year-olds) consistently seemed to indicate that the school enabled 

pupils to reach high standards of attainment. However, the link with values education 

remains one of conjecture, requiring further, more detailed research, across several 

institutions, in order to establish a clear and verifiable link. 

These concluding key issues complete the analysis of evidence given by the teachers. 

The next chapter has as its focus the data drawn from the interviews with pupils and 

parents. These two chapters form the basis of the thesis's conclusions and 

recommendations. 
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Chapter 9. Data analysis: pupil and parent interviews 

1. Introduction 

The previous chapter focused on the detailed critical analysis of data, collected by 

interviewing the teaching staff of Palmer. The data confirmed that the teachers 

believed that values education has a positive effect on the quality of education in the 

school. 

In this chapter, the first section considers the views of four Year 6 pupils (eleven-year­

olds) about the impact of values education and the second section considers the views 

of a parent of each of the four pupils. 

2. Section one: data from pupils 

This section analyses what pupils considered are the effects of six years experiencing 

values education and whether the pupils considered that values education had had a 

positive impact on them. The pupils' views help to provide evidence to support, 

modify or reject the assumptions of the teachers on the impact of values education. 

The three Year 6 teachers selected the four pupils: Madeline, Katherine, Nicholas and 

Tristan to be interviewed because of their maturity and articulateness. Although these 

pupils were atypical, nevertheless their attitude was representative of the majority of 

the Year 6 cohort (70 pupils). Their ability to articulate thoughts and feelings is a 

significant factor and arguably one of the benefits of values education. Care has been 

taken not to make generalisations, based on such a small number of pupils, about the 

impact of values education on all children in any schools. 

Evidence from a questionnaire shows that the four children's views were 

representative and consistent with those of the cohort of seventy pupils. The cohort 
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had completed the questionnaire (in Appendix 16) by gth July 1999 about what they 

thought of values education. This chapter does not focus on the completed 

questionnaires (some are featured in Appendix 17) and the ten questions focused on 

the pupils' perception of the impact on them of learning about values. 

They thought that the effect had been positive and that their behaviour had improved. 

They remembered the names of the values words. They remarked, Learnlizg about 

v,1lues lws fl1ught Ille to be Inore caring aizd to think Inore .. .It has taught nze to be a 

polite, kind, thoughflizl, pe,1ceilzl, hu111b/e, respectful, co-operating and happy person 

inside. They also said, I think Iny belwviour has got better aHer thlizking about 

v.1/ues ... Yes, lor ex11111ple ilso111eone has said or been unpleasant to 111e I h,1ve walked 

11w11y 1111d forgiven the111. One boy, who had been transferred to the school because he 

had been excluded from another primary school, remarked, l have changed 111y 

behaviour be(.,~1use v.1lues 11rc so strong tlwt once you see the111 in action you can't help 

trying them out, t111d values ,1re qujfe li111. The same boy concluded by saying, You 

teach v.1lues like no other school ,1nd so that nzakes this school so caring and kind ,1nd 

helplizl. The validity of the evidence from this questionnaire is strengthened by the 

views of pupils who had not been in the cohort for a full six years, providing evidence 

that the four selected pupils were not chosen only because their views would be 

positive. 

As a group, most of the pupils in Year 6 had been exposed to values education for 

approximately six years in the Primary School, from the time they were first enrolled. 

It could be argued that these pupils are bound to be positive, since they have only 

known the curriculum of one school and arc therefore predisposed to being biased in 

favour of its educational provision. Also, that the research does not look at evidence 

from a control group of pupils who were not exposed to a values curriculum. There 

may also be a concern that the sample of four pupils is too small on which to base any 

meaningful conclusion. These points need to be considered in any future research, 
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which may seek to verify the conclusions of this small-scale research study. 

The purpose of interviewing the pupils, as with the teachers and parents, was to seek 

evidence that would help answer the main research question of the thesis: Does 

teaching values ilnprove the qzuifjfy of education in primary schools? A schedule of 

questions was designed, to: 

I. find out why the pupils thought they were being taught values education; 

z. discover whether the pupils enjoyed learning about values; 

3. discover how the pupils thought they learned about values; 

4. find out whether the pupils thought that they have been helped to think 

differently because of values education; 

5. discover whether the pupils thought that their parents or others were 

aware of any differences in them brought about by values education; 

6. discover whether the pupils were aware of changes of behaviour in other 

children because of values education; 

7. find out if they were aware of any differences in children who have not 

learned about values; 

8. learn if they were aware of putting the values into practice in their lives; 

9. discover what the pupils thought about being a pupil at Palmer; 

I 0. pose an open-ended question to discover if the pupils have any other views 

about values education that they wished to share. 
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To address these issues, the four Year 6 pupils answered the following questions 

during semi-structured interviews: 

Y(}u fwve been learning "1bout values for so111e t1!ne. l would appreciate 
knowing 111ore about your experience of being on the receiving eizd of 
vt1lues education. 

I. Wlwt would you tell a visitor to our school about why we teach about 
vt1lues? 

2. LJo you enjoy le"1n11ng about values? (If yes, then why? If no, then why 
not?) 

3. Please describe how you have learned about values. (Pronzpts: 1n 
lessons? Assen1blies? Playtinze?) 

4. Has learning about values helped you in any way? Can you give 
cxtunples? (Pro111pts: in your relationships; work?) 

3. Do you think that you lwve been helped to th1nk differently because of 
let1rning ,1bout values? 

6. fl1 ve your pttrents or other people noticed any dillerences in you? 

7. li1n you think of tiny ways that other children's behaviour in school is 
dillerent because they have let1rned about values? 

8. Do you notice lilly differences 1n children you nzight nzeet who have not 
learned "1bout values? 

9. There is a dil'ference in learning about Vt-1lues ,1nd actzwlly putting thenz 
into pr"1ctice in your life. Can you give so111e exanzples about how your 
belwviour nwy have been z1liected be(,~1use you know t1bout values? 

I 0. How would you descnbe wlwt it feels like to be <l pupil Elf f't-11J11er? 

12. ls there anything else that you would like to tell nze which will help n1e 
to u11dersfl111d how pupJls feel ,1bout our school J/z general "1nd v11/ues 
educz1 lion in p,1rticular? 

7/wnk you very nzuch for helping me. 

The next section looks at the answers that each pupil gave during the interviews. 
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3. Synopsis of the pupil interviews 

Madeline (PC1 ) 

The main themes from Madeline's interview include: we learn about values so that we 

are not horrible to others and so we do not feel bad about ourselves; we enjoy learning 

about values because it is fun; we learned about values in assemblies; learning about 

values has helped her to do her best; she has been helped to think differently because 

of understanding another's point of view; other people have noticed her behaviour; 

other children's behaviour in school is different; she has noticed the behaviour of 

children who have not learned about values; she uses values in the classroom and at 

playtime; the current Year 6 pupils have a different attitude to the younger children in 

the school. 

Katherine (PC2) 

The main themes from Katherine's interview include: we learn values so we can 

become better people; she has learned about values from the teachers talking about 

them; values have given her a better attitude; she thinks about other people a lot more 

now; her parents probably think she is more mature and more able to control her 

temper; other children's behaviour seems better; she likes it at school; a lot of people 

feel they have been helped by values education. 

Nicholas (PC3) 

The main themes from Nicholas's interview include: values improve life; he can think 

about behaviour in different circumstances; the whole school is united; he likes 

learning about values because it gives something to think about and share with others; 

he learned about values by talking about them, listening to stories, reading poems and 

in assembly; he has leaned not to fight and not to argue; school works as a team; there 

is a really nice atmosphere at school and we have lots of fun; there are differences 

between boys' and girls' behaviour. 
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Tristan (PC4) 

The main themes from Tristan's interview include: we are taught about values because 

it shows how we can get more out of life; values help us to be nice people, be more 

loving to our friends and family, and be part of a loving generation; values help us to 

have a nice feeling; he learned about values in assembly, by reading books and poems 

and completing worksheets that help to get the message across; children put a lot of 

effort into learning about values; values help to make life easier; they help with 

concentration and looking at the deep meaning of things; everyone is different since 

they have learned about values; others who have not learned values are not so patient 

or caring; the teachers learn as well. 

4. Pupil interviews: data analysis 

The researcher conducted interviews with four pupils in Year 6 at Palmer Primary 

School in July 1999. Each interview lasted for approximately 30 minutes, was taped 

and transcribed for analysis. 

After a detailed analysis of data taken from pupil interviews, using the computer 

program ATLAS.ti (Muhr, 1997), evidence was assembled under eleven headings 

(below), related to the questions. 

The interviews with the four pupils produced the following evidence, question by 

question. 

4.1 What would you tell a visitor to our school about why we teach 
values? 

The four pupils give a clear account about why the school teaches values education. 

This supports the school's intentions as expressed by the teachers during their 

interviews. The pupils refer to the positive effects that values education has on the 

way they feel about themselves and about others. They believe that it makes them 
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better people and improves their lives, because it shows them how to get more out of 

life and be more considerate to others. 

Madeline ranges across numerous reasons for the school teaching about values. These 

include: learning not to feel bad about ourselves; checking our behaviour, so that we 

are not horrible to others by hurting their feelings but to understand them; being more 

conscious about what you do and say; enjoying telling others how you feel; correcting 

our behavioural mistakes; learning how to make friends: 

... we teach the111 [values] so that we are 11ot horrible to others and that we do 
not feel bad about ourselves, because if you have values you are 1nore conscious 
of what you do and what you say. You think before you speak. If you do not 
have any values you just blurt out something and you end up hurting your 
friend's feelings and they would not like you. So it is kind oi ifyou have values 
you have 1110re friends really. I have spoken to the Swedish people [visitors to 
the school] about values and the people who ca1ne to the pond ,1rea and they 
asked how it was working, l said it was easier bec:1use we had values and co­
operation :1nd we understood each others' opinions. I found tlwt. if'you do know 
the values, then you are not going to say so111ething horrible to a visitor. like, 
''Why are you here?" ''!do not like you being here." You eJ?ioy telling other 
people about how you feel, because you do not feel bad ,1bout yourself, and if 
you do something wrong you know how to correct it. You do not just think I 
don't have to say anything. You say so111ething like, ''! did not 111ean to,-" and 
then nzake Jiiends agali1. (Ref: PC 1) 

Katherine gives the following reason for the school teaching about values: so that the 

children become better people and clearly believes that she behaves well because of 

the values. By this she infers that it isn't because she has been told to behave well: 

... we learn about values. so we can beconze better people. Ber_,-wuse J11 the past 
people have not really thought about :111ything like this and, they sort 01: do not 
really c:1re about anything. If there was a visitor in school. l would say tlwt we 
lwve got to behave because of'our values ,1nd we must keep to the111. (Ref: PC2) 

Nicholas gives a different emphasis, in a thoughtful answer that reflects some of the 

learning intentions expressed by the teachers: 

I would tell the111 that they [values] i111prove our life, you beco111e :1 kinder pupil. 
We listen :uzd c:1n co11centrate. We c,1n really think ,1bout what we do in 
dif'ferent circz1111sta11ces. The whole school c,1n be united. rel1lly. f have spoken 
to visitors to school and told them, :11/ our about our asse111blies and how we try 
:1nd relate to the value of the 1nonth. (Ref: PC3) 
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Tristan displays how teaching about values develops emotional intelligence. Tristan 

believes that they are taught values to help them to be a part of a loving generation: 

... we are taught <lbout v,1lues <Ind learn that it shows us how to get more out ol 
life. It wi/l help us to be nice people and be more loving to our friends and 
t~unj/y. Also to be p<1rt of" lovi11g generation. (Ref: PC4) 

Tristan's sentiment leads into the next question about whether the pupils enjoy values 

education. 

4.2 Do you enjoy learning about values? 

The pupils emphasise that they enjoy learning about values, because it is fun and that 

it gives them things to think about and share with others. 

Madeline picks up the theme of enjoyment, suggesting some reasons why values 

education became enjoyable to her: 

... it is fun. At /Yrst I thought, ''What on earth a111 I doing? f do not have a clue 
what the teacher is talking about!" But, ,1s f go through the school I understand 
111ore and 1nore about the values, because each tilne we have a new experience f 
learn so1nething new. It is like opening up ,1 new way of life because, f mean, I 
could not havejust gone round saying, ''I don't rea/ly C[lre wlwt the teachers are 
teaching." But I took it in and so did ,1 lot of other cl11Jdren and we rea/ised how 
to use it .. .I eizjoy it because it gives you so111ething, like when you go to playtilne, 
we all play well together and think ,1bout what we lwve lellrnt. (Ref: PC 1) 

Katherine sees this as a lasting skill. 

I /Ynd it interesting and I want to be <l better person when f go to 111y secondary 
school. (Ref: PC2) 

Nicholas, in acknowledging his enjoyment of values lessons describes aspects of the 

learning process in them. Does he enjoy values education? 

Yes, I do actlwlly. I quite like the stories <llld then we lwve to write the111 out, 
<Ind then we slwre with our class so111eti111cs "nd that is good I like learning 
about values be(.,~1use it gives us so111ething to think about and f lYnd f quite like 
the stories. It gives you sonzething to slwre with the others in your c1'1ss. (Ref: 
PC3) 

Tristan replies positively too, pointing out how learning about values, such as patience, 
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affects behaviour in the playground. He talks about how this value helped the pupils 

consider what others in their group wanted: 

Yes, I CJ?ioy it because it gives you so111ething, Jike when you go to playtilne we 
:111 pMy well together and think about wlwt we lwve learnt. At playtime time, I 
went out when we had been taught about p,1tience :ind we were having :z Jittle 
talk Nbout wlu1t we should try :111d we found tlwt everyone was lfrzding out what 
others wanted to do and t:1king it in turns. It w:1s very successf'ul (Ref: PC4) 

4.3 Please describe how you have learned about values 

Teachers see pupils' enjoyment of values education as an important pre-condition for 

learning about values. Chapter 6 describes the school's rationale and methodology for 

values education. Chapter 8 illustrates the way it is put into practice illustrated by the 

teachers. The following extracts give an insight into the pupils' perceptions about how 

they thought they learned values. 

Madeline, who gives the most comprehensive answer, emphasises the centrality of 

discussion in learning about values. She describes how talking about them is linked to 

the pupils' own experiences and how the pupils learn to modify their behaviour at 

playtimes. Playtime appears to be an important time during which pupils think about 

and practise the values. Playground behaviour was found to be exemplary by Ofsted 

in its inspection of the school in 1997 (Ofsted, 1997). The role of assemblies features 

in her answer, as does listening to the teacher recounting her personal experiences, 

and being accurate in the way that values are used. Madeline says that she learns 

about values through: 

... :1sse111blies :111d when we go back [to class] we t:lfk about it with our teachers 
:111d with other children. We /Jke to talk ,1bout the experiences we Jwve had and 
how we could nwke the111 better by using the values. How we use the value and 
to nwke sure it does not co111e out the wrong way. In our cfl:lssroo111, our teacher 
tells us :1bout experiences she has experienced, whk-11 is ll lot e,1sier tlwn just 
saylizg, ''We did this 11nd this happened. '' We just help c.1clz other, the te,1cl1ers 
,1nd the cl11Jdren We le,1n1 f'ro111 playti111e bec:1use, if we lwve an argu1nent we 
lc:1r11 tlwt we do not w,1nt to do tlwt ag111!1. We le,1rn how to stop tlwt 
happenJ/zg and you le,1rn how to play with e:1clz other a lot c:1sier. (Ref: PC 1) 

Katherine's, Nicholas's and Tristan's answers are short, so will not be quoted in 
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separate paragraphs. They add to Madeline's by including class discussion, books and 

worksheets as means of learning about values. Katherine says, Well some of the 

tet1cfJ1._,>rs have been t,1lking about values and we have to write things about values. 

Nicholas highlights the place of books in values education. He says, We have talked 

about it in class, we listen to books, we read poc111s, we give examples of the values we 

have hc:1rd about in asse1nbly and things like that really. Tristan also talks about 

learning about values through assemblies, books and poems, adding, We have learnt 

tzbout values ... by worksheets. The worksheets help to get your 111essage across. 

4.4 Has learning about values helped you in any way? 

All four pupils think that values education has helped them, but Nicholas reminds us 

that it is sometimes hard to put the concepts into practice: 

l think we have learnt about values at playtli-ne. You do not get fights too 111uch 
and we try not to argue. You try to be friends. l think it does conze out but 
so1netilnes it does not. l have seen ti111es when you cannot always show values, it 
is very hard to. (Ref: PC3) 

Madeline and Katherine cite determination as a quality that they have developed 

because of values education. As Madeline says: 

Yes, since learning about values, l have le£1rnt tlwt, i[f get ,1 hard piece of work, 
instead of thinking, ''!can't do tlds7

' and staring out o[ the window ... I have now 
learnt that ilyou are doing your best, that is :1s nzuch as you can do :1nd that 
effort is good enough for anybody. (Ref: PC I) 

And Katherine gives her own experience as a lesson in determination: 

l think it has given nze a better attitude .. .l play the violin :ind the piano :ind at 
one point l was finding it ,1 bit difficult, like when I JYrst started leaming, but f 
thought to nzysefl; "!have got to be positive :uzd l have got to try and crack if7' .. .I 
really wanted to learn that instru111ent t1nd l really wanted to learn how to play 
it. l could Jwve stopped playing it but l wanted to c,1rry 011 bect1use, although it 
was hard, I wanted to do it. (Ref: PCZ) 

Tristan insists that knowing about values education has helped him to be more 

naturally nice, and has made life easier. I le takes care not to suggest that children 

who have not learned about values cannot be nice. He thinks pupils at the school put 
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a lot of effort into learning about values: 

ll I did not know 11bou t values, 1 would not be such :1 nice person to know. I 
think that children put ,1 Jot olctlort into learning about values and being nice. I 
:un not saying tlwt people who do not know about values cannot be nice, 
bec11use they can ft helps to nwke file easier ilyou know about values and it 
co111es 111ore natl1r,1lly to be nice. (Ref: PC4) 

4.4 Do you think that you have been helped to think differently because 
of learning about values? 

This next question asked the pupils to consider if they were aware of thinking about 

things differently because of values education. It may be argued that some of the 

practices within values education enable the pupils to frame answers to comparatively 

difficult questions. The teacher interviews have described how the periods of silent 

reflection help to develop pupils' self-discipline and their thinking skills. These pupils 

describe a number of ways in which they think differently, and explain how this new 

thinking has affected their behaviour. It includes having empathy; sensitivity to the 

feelings of others; awareness of self; behaviour modification. Madeline and Katherine 

say: 

... il so111eone said so111ething horrible to nze, I would have thought that I have 
got to retaliate because that person has been hornble. Now I have been taught 
about values, I lwvejust learnt to understand that there 111ight be so111ething that 
has upset thenz. l now try to fli1d out why they sa1d that and to say that I will 
help the111 with their proble111 and we will forget about what you said Ilyou 
lind out there is so111ething wrong and they did not n1e,1n to say that, it was how 
they were feeling I11side. 

Examples ol t/JL') ,1re that when E11111w and l were at Atlantic College [school 
residential visit], we got into an argu1nent /ind l sat inn cupboard and closed the 
door! Libby started laughing and M,1deline :1sked why l said that and I explali1ed 
that I did not 1ne,1n to say d that way. She sa1d she thought I was being a goody­
goody. l did not 111e1111 it that way and we Jean1t to understand what other 
people were thinking before you spoke out. (Ref: PCl) 

Yes, because I think 11bout other people :1 Jot n10re than/ used to sli1ce we learnt 
about values. l think :1bout people's feelings :1nd how they would lee/ill was 
horrible to them. How I would feel if they s,11d it to n1e. (Ref: PCZ) 
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Nicholas too thinks more about his behaviour. Whether this is as a result of his 

general maturing cannot be certain, but his reflective self-awareness is arguably a 

result of the values programme: 

! used to lwve a go at people lro111 tilne to ti111e ai1d I do not do that any more. I 
don't t1rgue "111y more bec,1use l do not like t1rgui11g. (Ref: PC3) 

Tristan sheds some light on why the pupils of Palmer gain good results in the Key Stage 

2 national tests: 

Yes, it has helped 111e to concentrate "1nd look t1t the deep 1neaning ol things, like 
looking at the values ol stories and look deeper h1to things. (Ref: PC4) 

4.5 Have your parents or other people noticed any differences in you? 

The pupils' responses are positive, although Nicholas says, I don't know rea/ly. I an1 

not too sure. The others think their families have noticed a difference. Tristan says: 

Yes, my grandparents especi"1/ly, because ill tell the111 about the values we have 
learnt they say that they can see th"1t I an1 trying very hard to stick to the values. 
(Ref: PC4) 

Katherine too: 

Yt,'s, ! now think about what I say and they probably think that l have co111e ll bit 
111ore mature. A bit better ,1t controlling 111y tenzpc'r. (Ref: PCZ) 

Madeline gives a graphic account of her changes: 

Yes, my 111u111 said l had clwnged ll lot because she used to say, '"Go and w"1sh the 
dishes(" And l would s"1y, •wo Wily, you are the 111other. You do it!" But now l 
say, ""OK, l wi/l do that." fl! don'l, we Jwve no clean dishes and I would not have 
t1nything to eat olland 111y 111u111 m1d dad realise that l unders!l111d why I want to 
do things a bit more. (Ref: PC 1) 

4.6 Can you think of any ways that other children's behaviour in school 
is different because they have learned about values? 

This question tries to look at the pupils' awareness of the changes, if any, that they may 

have noticed in other children, although the changes may be a result of normal 

maturing process of child development. Evidence from Madeline seems to suggest that 
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she is aware of the difference in attitude of the current Year 6, of which she is a 

member, and Year 6, when she was a seven-year-old in Year 2, and suggests that it is 

because of values. The important point is in her belief that values make a difference to 

behaviour: 

Yes, 1lyou take so111eone who JS being horrible and they said something they did 
not nzezm to and just walked off to the playground, they would actuallJIJ after a 
while, turn round, come back and explain why they said that to my friends. In 
the playground, Jlyou look, you can see other people getting along better than 
when we were little. When l was in Year 2, the older Year G's did not really get 
on because they had not learnt about values. But now our Year G's get along 
nzuch better than the others used to. (Ref: PCl) 

Katherine draws attention to pupils who live in unhappy homes with problems. She 

infers that these pupils have learned to feel happier inside because they have learned 

about values: 

... there are sonze particular people who do not have a very good time at home 
and they are now better at school. I think this is because have learnt about 
values. It is making the111 feel happier in themselves. (Ref: PCZ) 

The perception of the two boys ranges from Nicholas's response of, Yes, you do see the 

change in some people, to Tristan's. Everyone JS different since they have learnt their 

values. Tristan goes on to give reasons and then contradicts his earlier reasons by 

saying that some pupils may find values work boring, and then dismissing them: 

You can tell who listens really hard and who does not by looking rou11d the 
playground Because if they had listened they would know about all the values 
and they would tiy really hard to put it into practice, but the ones who dJd not 
listen would not do so well. So111e people nzay not listen so well because they 
may not like it, they find it boring but that is their proble1n. (Ref: PC4) 

4. 7 Do you notice any differences in children you might meet who have 
not learned about values? 

This question takes the context to children who do not attend Palmer. It explores 

whether the pupils notice whether children who don't learn about values this overt 

way appear to be different. Madeline's mother is a teacher in a school that does not 

have an explicit programme of values education. Madeline has visited this school and 
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recounts her experience: 

Yes, I went into my 111other's school and there was this chj/d there and she just 
pushed me out of the way, aizd walked away, and she did not even say, "Sorry!" 
I thought that person w11s not very happy. This happened in my mum's school 
that she has told Ine :1bout. They do not really appreciate each other. They 
throw chairs and they abuse the teachers and one of the teachers ended up 
crying one day :111d they have not leanzt about values education and they have 
had a really rough ti111e. It is bad for the teachers when everyone has a really 
bad ti111e. (Ref: PC 1) 

Nicholas's short reply, shows that he is aware of some of the complexities that make 

answering the question less than straightforward. He has noticed differences: 

Only a bit, it depends 011 the type ofperson really. (Ref: PC3) 

Katherine and Tristan notice some differences: 

People who have learnt about values do not see111 to lash out at others any more. 
!just try to walk :1way, ifpeople are being hornble, and not retaliate. I feel sorry 
for people who have ll bad ti111e at ho111e and do not know how to h:1ndle it (Ref: 
PCZ) 

Yes, I h:1ve. They :1re not so patient and not so caring as us. They still 11re, but 
not so much, and you can tell that they lwve not been putting it into practice, not 
having that extra bit of effort to put into it. You have to put in effort with values. 
(Ref: PC4) 

4.8 There is a difference in learning about values and actually putting 
them into practice in your life. Can you give some examples about 
how your behaviour may have been affected because you know 
about values? 

Katherine says, We have actually started to use the1n in our classroo111 and in playti111e. 

Madeline says: 

Wel/ yes, when Vi'llues were introduced I used to Jisten ,1nd then when we went 
out of asse111b/y then we used to forget the111 and now I :un older I have learnt 
that they are ilnportant 1111d how to use the111. (Ref: PC 1) 

Nicholas wonders if the effects are a result of values education but leaves the 

possibility open in this reply: 
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Yes, Yes. I thli1k that we do 11ot think of ourselves too much, we try to work as a 
team generally. We till work together. It was not the same at the begi1111ing but 
once it al/ got throush we really found tlwt we were a tea1n and friends with 
each other. Al/ the Yet1r 6 chi/dre11 seem to get on quite well together. I do11 't 
thi11k it is re"1/Jy ,111ythi11g to do with values, but it could be, I don't really know. 
(Ref: PC3) 

Tristan concludes by drawing attention to the practical effects that values work has 

had on his friendship: 

Wel/ 111y frie11d and I used to fa// out every week but 11ow we have learnt about 
Vt-1/ues we have thought that it is 11ot such a bad idea and started tryi11g very hard 
"111d we found we got 011111uch better. (Ref: PC4) 

4.9 How would you describe what it feels like to be a pupil at Palmer? 

Madeline gives no response to this question as she is unsure what it means. However, 

the three other pupils all say that they like the school for a variety of reasons, such as 

its nice atmosphere, its fun and the feeling of being a part of a big community where 

everybody is loving and caring. Katherine says: 

I like it here a11d tlwt is because all of the people here are real/y happy. It is a 
really nice school, /Jke the buildi11gs a11d the decorations. (Ref: PC2) 

Whereas Nicholas says: 

Very 11ice, I re,1/Jy /Jke being at Pa/Jner. It is ti really nice school and I have bee11 
here for a /011g tilne. There is a ret1ffy 11ice at1nosphere and we have Jots of fun. 
(Ref: PC3) 

Lastly Tristan: 

It feels. you do 11ot feel the odd one out. You feel that you are part of a big 
com111u11ity where everybody is loving and ct1ri11g. They al/ help to you help. 
(Ref: PC4) 

4.1 O Is there anything else that you would like to tell me which will help 
me to understand how pupils feel about our school in general and 
values education in particular? 

To this open-ended question Tristan's interesting, perceptive response shows that he 

has noticed larger implications: 
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It is not just the children who learn about values, it is the teachers who learn as 
well. They tend to get together sometimes and talk about values in the 
playground (Ref: PC4) 

Madeline talks about how the present Year 6 is more kindly behaved towards younger 

children: 

When we were little we were really scared of the Year Gs because they would 
co111e round ,1nd we would hide because they were so big and they did not really 
undersll1nd values. Now we are Year 6. We are glad that we have not done that, 
we appreciate that we have been told how to use our values so that we do not 
[eel b,1d ,1bout ourselves :uzd so we have learnt not to scare the little ones and 
how to play with the111. (Ref: PC 1) 

Katherine feels that values education has helped all the children to get on: 

... it has helped us and I know that there are a lot of people who feel they have 
been helped by it. I think we have :111 changed as the years have gone on and we 
Jwve le:1rnt Inore about it. We have dll changed into different people. We now, 
Inore or less. all get on. (Ref: PCZ) 

Nicholas's answers have been short, but they show great insight: 

A lot o[people take Ji[e seriously, especially the girls. I do not know why? The 
boys :1rgue a lot 1110re! (Ref: PC3) 

5. Key points from the pupil interviews 

The following key points were identified from an analysis of the pupil data. 

Main Key Point: 

Values education helps pupils to be more conscious about what they do and say so that 

they become better people. 

Other Key Points: 

• They considered that they were taught values education so that they would 

think positively about themselves and be more conscious about what they do 

and say, so that they could become better people. 
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• They enjoyed learning about values because they considered it to be interesting 

and fun. 

• They learned about values by hearing, reading, reflecting on, writing about, 

discussing and practising them. 

• They thought they had been helped by values because it made life easier. 

• Values education helped them to think differently because it enabled them to 

concentrate, be more aware of the self, look at the deep meaning of things and 

think about the feelings others. 

• Their parents and other people had noticed changes, such as they appeared 

more mature as they were trying to stick to the values. 

• Since they had learned about values, they noticed that other children's 

behaviour in school was different. 

• They noticed that children who have not learned about values were less patient 

or canng. 

• They gave examples about how their behaviour may have been affected. For 

instance, that they had started to use values in their classroom and at playtime. 

• They said that being a pupil at Palmer made them feel as part of a big happy, 

caring community where they had lots of fun. 

• The pupils considered that the teachers had been changed by learning about 

values. 

6. Postscript 

Because of its nature (not longitudinal), a question that this study does not adequately 

address is whether the pupils internalise the values in the longer-term, so that they 
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become a natural part of the way they conduct their lives. This issue is seminal in 

deciding whether values education is effective as a form of moral education. The 

author of this thesis is currently developing values education across many schools, 

both in the United Kingdom and abroad, and is involved in interviewing pupils who 

were inducted into values education in their primary school. It is apposite to this 

thesis to refer to an interview that was conducted in January 2005. The interview was 

recorded on video and is goin~~ to be part of a values education film for teachers. It is 

acknowledged that this is but one example, and may not be representative. However, 

the interview does give an insight into the possible longer term effects of values 

education, which if replicated across a larger population would be powerful evidence 

for its efficacy. The video interview features Tristan, one of the pupils originally 

interviewed for this research in 1999 (see Appendix 18 for full transcript). He is now 

seventeen years old and attends the Palmer Secondary School. Tristan was asked what 

he remembered about values education at Palmer Primary School: 

Well, it was a big part in the school curriculun1. There was always ,1 focus every 
month tlwt would be discussed in class, in asse1nblies, with friends and teachers, 
and these were associt1tcd with values. A11d the way that they were taught was 
very kind of involving so that you would actually take it on. When you would 
think about d, you would believe it, you would really kind of integrate it to life 
and ... one of the things I re1nen1ber nzost is the way that these things kind of fell 
Ji1to phlcc. It seen1ed right; it seen1ed that you should .... because it helps you in 
life. E1rly on in your life, when you fYrst question boundaries tind rules and you 
do think, ''Where are they?'' then nzlues come in ... in a very good way, in till 
honest way tlwt is helpful to others. A11d you think, ''}es, that's brilliant, that's 
how I wt111t to live" and, because you (,t.1tch it llf such an early <{~C, you do want 
to continue it, you think i('s fantastic. It does really tillect the way you are as a 
person. 

Tristan was asked if he had noticed anything about the teachers in this context: 

The teachers were kind of the en1bodi111ent of values in a way. They worked 
values the111selves so you thought, ''! w,1nt to be like that teacher, I want to be 
just Hke tlwt. " And the teacher would talk about values in asse111bly and class 
and you rctlily w1111t to know that person because you w:1nt to be like that. That 
helps bec11use you really do want to listen and you take it in bect1use you w,111t to 
and because you respect that person for being that way, beilzg values educated 
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Tristan acts as a student mentor and notes differences between pupils coming to his 

secondary school from Palmer and other feeder primary schools. 

Yes, certainly ... There is :1 striking difference between people who come here 
where values education is taught and people from a place where that's not 
:1va1Jable. In their behaviour ... peopfe who come here (from Palmer) are a lot 
nzore paHent. a Jot inore caring, and there is an approachabifity about them ... 
Those :lre the people I don't have to take aside and chat with because they 
quest1on the111selves and they kind of say, ••That's wrong I :1n1 not going to do 
that." There are other people (from other feeder primary schools) who don't 
have the ability to do that. Those are the people you talk to, who coincidentally 
have not had values educat1on It's that striking that you can actually te/J who 
lws been to Pa/Iner. 

Finally, Tristan commented on what he thought our world would be like if values 

education we instituted in all schools: 

JL,'s. I honestly think it w111, because it is giving people a chance and gu1deli11es to 
do so111ethi11g different with their Jives in a harmonious way with people, which 
is also enriching for themselves. I think that everybody should get /l chance to 
do this. 

Tristan makes a strong case for values education. More evidence needs to be collected 

in a longitudinal study of a range of pupils who have been exposed to values 

education. 

7. Section two: data from the parent interviews 

This section of the chapter reports on the analysis of interviews conducted with a 

parent of each of the pupils. One parent each of Tristan, Madeline, Katherine and 

Nicholas was interviewed, using a semi-structured interview schedule. The questions 

are noted below. With the benefit of hindsight, it is regretted that these parent 

interviews did not cover a range of gender. Any future study should ensure a balance 

of gender is achieved, to ascertain the degree to which answers to interview questions 

can vary. Also, it would have been relevant to interview both parents in each case to 

test for consistency. It is recognised that the sample is small and not totally 
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representative of the parents in Year 6 or parents of pupils in the school generally. 

However, the accounts of the mothers provide important narrative that helps in the 

analysis of the impact of a values-based curriculum. 

As explained previously, the teachers in Year 6 selected the four pupils to be 

interviewed because they would be able to answer the questions articulately and also 

represent the attitude towards values education of the majority of the pupils in the 

year group. When the pupils were selected, the teachers were not told that their 

parents would be interviewed too. Therefore, the teachers were not influenced by this 

knowledge when they selected the pupils. Circumstantial evidence, such as the report 

by Ofsted's questionnaire to parents during the school's inspection (1997), indicates 

that parents in general were very satisfied with what the school was achieving. Given 

more resources and time, the researcher would have met the criticisms of this chapter 

and worked on an aspect of research that would focus attention on the impact of 

values education on pupils who come from less advantaged backgrounds, both 

materially and emotionally. 

The purpose of interviewing these parents was to investigate the following areas of the 

research: 

1. The parents' attitude and degree of support for values education and their 

knowledge of the school's methodology. 

2. The parents' perceptions of their child's attitude to values education and the 

benefits to him or her; 

3. The parents' perceptions of the benefits to the school of values education; 

4. Are values 'taught' at home? 

4. Additional views of the parents about values education. 
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The parents were asked a series of questions (see Appendix 19) and the views of each 

parent is summarised in the following synopsis. 

8. Synopsis of the parent interviews 

Elaine Rushen (PP1) 

The main themes from Elaine's interview include: she is aware that the class teacher is 

teaching values; knows that pupils have been learning about honesty, hope and trust; 

happy that values are taught; taught them to her children early in their lives; knows 

that values are taught through lessons and assemblies and that the teacher's behaviour 

is very important; her child is very aware that he is learning about values, enjoys them 

and has an understanding of them; finds it difficult to assess whether learning about 

values has affected her child's standard of work; she discusses the values at home with 

special reference to assemblies; thinks that the school is more effective because it 

teaches values, she says, I think it is a cal111er school and that the children lire veiy 

hard working. 

Pauline Bishop (PP2) 

The main themes from Pauline's interview include: an awareness that the school 

teaches about a lot of values (for example kindness and respect); very happy that the 

teacher fosters values; aware of a number of elements that make up the values 

education programme; her daughter is very aware of learning about values such as 

responsibility and talks about the implications of the values lessons rather than the 

lessons themselves; feels that the school has supported the home values especially with 

its emphasis on <l spiritu<zl and inner qzwlity rather tluu1 a nzaterial quahty and speaks 

of the i11<.,,Ted1bly Cllhn <1t111osphere ... yet there is still fzur, values work can often give 

pupils answers to their 'why?' questions. 
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Lee Marsh (PP3) 

The main themes from Lee's interview include: children are taught to share, respect 

and be tolerant; problems discussed; some children not taught values at home; 

authority for values not just coming from the child's home; aware that school 

encourages values through assemblies, lessons, stories, and the teacher's example; her 

child has been affected by the values of tolerance and honesty; values gives pride and 

determination; standards are required; school has a very calm receptive atmosphere 

that the children understand; differences in behaviour of children from other schools; 

Palmer children have expectation about how they should be treated and this makes 

the111 beauti[ully confident. 

Kirsty Walsh (PP4) 

The main themes from Kirsty's interview include: aware that children are taught that 

each person should be respected and that everyone cares for each other; supports the 

school in its teaching about values; aware that values are effective because of the way 

the teacher speaks and behaves; discusses values as part of everyday life at home; helps 

child to stop and think and consider the feelings of others; home in partnership with 

the school; encourages pride in the child's work and her presentation; school is more 

effective because it creates a safe, secure environment through the setting of 

boundaries. Kirsty thinks that It would be nice to spread the word z1bit111ore and hope 

that other schools Cllll do the sa111e thing ... 

9. Parent interviews: data analysis 

The following data analysis carefully examines the interviews conducted with the four 

parents of children in Year 6 at Palmer Primary School. The researcher conducted all 

four interviews in July 1999. Each interview lasted for approximately 30 minutes, was 

taped and transcribed for analysis. 
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After a detailed analysis of data taken from parent interviews, using the computer 

program ATLAS.ti (Muhr, 19~)7), evidence was assembled under five headings, these 

being the areas that the interview schedule for parents was designed to research. 

9.1 The parents' attitude and degree of support for values education 
and their knowledge of the school's methodology 

The next group of extracts show that the four parents are very supportive of values 

education and have some understanding of what values are being taught and some of 

the methods for helping the pupils to develop them. In their interviews, the teachers 

considered that modelling the values was very important and the parents echo this. 

Mrs. Rushen is very happy that values are being taught in the school. She knows that 

values are taught by the class teacher through lessons, assemblies and considers that 

the teacher's behaviour is a very important element in values education. Mrs. Rushen 

knows that pupils have been learning about the values of ho11esty, hope and trust 

l a1n :1ware of values education They have been lear11i11g about ho11esty, hope 
alld frost ... The teacher's behaviour ... is very i111porta11t. (Ref: PPI) 

Mrs.Bishop is also very happy that the teacher fosters values and is aware that the 

school teaches about a lot of values, such as kindness and respect. She describes a 

number of elements that she thinks make up the values education programme and 

some of the implications on Madeline and playground behaviour: 

There is a value every 1no11th alld tlwt is printed on the newsletters, alld parents 
are kept illfonned as to what the values are going to be. Then there is all 
asse1nbly that follows 011 fro111 that. WithiJ1 the classroo111, I would not say that f 
know the fornzal stn1cture of it but obviously it i~ so111ethi11g that is ongoing. 
Madeline refers to the values educ,1tio11 :uzd talks 111ostly "1bout the asse111blies 
and, :i/though she does not talk about the actual lesson itself: she w111 talk "1bout 
its implications, of how it w11/ affect her, ustwlly about how it wl11 "1/lect the 
behaviour 011 the playground (Ref: PP2) 

Mrs. Marsh too, is very happy that the teachers foster positive values. She is aware 

that the school encourages values through assemblies, lessons, stories, and by the 

teacher's own example as a role model. She knows that the children are taught the 
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values of sharing, respect and tolerance and gives an insightful example of how values 

education encourages children to think about the reasons behind their behaviour: 

The children are encouraged to sh,1re everything, like ti pencil or a book, tind 
lllso the Vt:1lue of respons1bility in returning an ite1n that they may have 
borrowed; respectJizg other people's property and to be tolerant of each other. l 
tilso re,11/y like the way that chifdren are encouraged to sit down if there is a 
proble111 t111d talk it through and Jiste11 to what the other person has to say, rather 
than return the upset, and to think about why they did something. (Ref: PP3) 

Mrs. Walsh echoes the views above and says that she supports the school in its 

teaching about values. She is aware that everyone in the school cares for each other 

and that the children are taught that each person should be respected. Here she 

emphasises the role of the teacher, by saying that values are taught by the teacher: 

... in the w,1y she conducts herself. in the way that she speaks to children and the 
values co1ne over very well I also hear about the way they are doing assemblies 
llnd things like that. They respect each other ,1s individuals and respect 
everybody's place Ji1 society. That everybody has <l place ,111d everybody should 
Jwve values. That is one of the mtlin things that co111es across when I a111 in 
school (she sometimes listens to children read, to give extra practice). They all 
cllre ,1 lot ,1bout each other. (Ref: PP4) 

9.2 The parents' perceptions of their child's aWtude to values 
education and the benefits to him or her 

The analysis of the data shows that the four parents consider that values education has 

had a beneficial effect on their children's attitudes and has been beneficial to them. 

They don't provide evidence that standards in the children's work have improved but 

there is pertinent evidence that the thinking and behaviour of their children is affected 

by values education. 

Mrs. Rushen reports that her child is very aware that he is learning about values, but 

finds it more difficult to assess whether learning about values has affected her child's 

behaviour or standard of work: 
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Yes, very aware. He actually tells his younger brothers and sisters about values 
in school and how they should respect what l say; that l know better than they 
do because l a1n a woman of the world! I did not quite know how to take that! 
.. .! think he agrees with them and I think he does enjoy the111. l a1n sure that he 
enjoys Jeaming about then1. (I Iis behaviour?) I think it has 111ade hJ!n more 
awi1re and he has a better understanding of values. (Child's standard of work?) 
No, l do not tl11i1k so. It is diflicuft. (Ref: PI'l) 

Mrs. Bishop' daughter is very aware of learning about values, such as responsibility. 

Mrs. Bishop gives two examples of how the values concept of friendship and 

responsibifity have affected her daughter Madeline in practical ways: 

Vi .. 's, very 111uch so. One specific exanzp/e is friendship, because I think the girls 
of Year 6 make :1 big issue of the best friend's syndronze. It is one, I should 
i11zagli1e, that most 111un1s of girls go through 111uch 111ore so than boys do. I 
thlizk they have to think about that (friendship) between the111se/ves and what it 
really 111eans? The best friend does not have to exclude the111 fronz till other 
friends. 

The one proble1n that Madeline has risen to is responsibility, that has been 
blicked 11p by her be1izg given so111e real responsibility, so it is not just an abstract 
value. It has its ilnpfications in her school life which nzakes it re!il (Ref: PPZ) 

Mrs. Marsh says that her two children have been positively affected by values 

education. She speaks about the values of tolerance and honesty affecting her son 

Nicholas, who is an able child, and how values have helped to develop the quality of 

empathy. She describes the effects of values education on both her twin boys. Her 

other son, who was not the subject of an interview, has a medical condition that makes 

learning difficult for him. She describes how she thinks the school has helped to give 

this son determination to succeed: 

I tlui1k tofenuzce ,1nd honesty :1re the two nwin ones. Actzw//y thinking about 
how people feel, they tire quite good :1t th,1t. I tl11i1k it gives the111 pride in 
thc111selves. I have two children of vastly different abififo.?s ,1nd I think one of 
thc111 t,1kes :1 Jot olpnde ,1nd feels tlwt it i~' i111portant tlwt you do your best and 
111y other child, who has probfe111s, lws never given up. He ,1f ITT:1ys keeps 
pfzl/{'?ing ,1way and he knows that things ,1re not easy :znd he does not always 
i1chicve the stand1rds tlwt he would Jikc to see, but he does not give up. f tluizk 
thL(j L(j so1netlni1g tlwt he Jws got fro111 this s(,11001. (Ref: PP3) 

Mrs. Walsh thinks that values education helps her daughter Katherine to stop, think 

and consider the feelings of others: 
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I think so, yes. It is difHcult to say because she is my cl11ld and I think she is 
wonderful. Yes, I thli1k it nzakes the111 stop and think, it nzakes the111 consider 
other people's fee/Ji1gs, for exa111ple. I think it probably encourages her to take 
pride Ii1 her work t1nd the WllY it is presented She puts a lot into the 
presenfl1tion ,1s well as the content ,1nd it nzakes the111 Vi1lue what they have 
done. It looks nice when it L') f'Ii1ished (Ref: PP4) 

9.3 The parents' perceptions of the benefits to the school of values 
education 

According to the parents, the calm atmosphere of the school is a major benefit of 

values education. It creates a happy, safe and secure environment; one in which the 

pupils understand the boundaries for ensuring good behaviour, yet can still have fun. 

The focus on the spiritual, rather than the material, is seen as a strength that supports 

the active partnership between home and school. 

Mrs. Rushen thinks that the school is more effective because its teaches about values: 

Yes, I do. I think it is ll ct1l111er school :u1d the children are very hard workli1g. 
(Ref: PPl) 

Mrs. Bishop feels that the school has supported her home values, especially with its 

emphasis on spiritual qualities. She speaks warmly of the school's atmosphere: 

The school has ,1n incred1bly cal111 at111osphere and I a111 sure that that n1ust be tlt 
the base of it. It is c,11111, it is purposeful and yet there is still J/111! The children 
,1re L-'lzjoying the111selves ,1nd what is goli1g 011. (Ref: PPZ) 

Mrs. Marsh believes that school has a very calm receptive atmosphere, one in which 

standards of behaviour are required. Its emphasis on values gives pupils a sense of 

pride and determination. The children understand the values work because they 

discuss them. Does she think values are beneficial to the school? 

Yes, I do, bec,1use I think the children know that ccrt,1i11 st,1nd,1rds of' behaviour 
tire required fro111 the111 as part of this. I think 1f 111akes for ll veiy clll111, 
receptive ,1t111osphere ,111d the cl11ldre11 u11dersflu1d bcc,1use they t,1lk about 
t111i1gs. (Ref: PP3) 

Lastly, Mrs. Walsh supports the views of the other parents by saying: 
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Yes, l thh1k it is. All the children see1n to be happy here and they are all safe and 
secure. When you have got boundaries, l think children do feel more secure 
when they know how far they are ,11/owed to go. (Ref: PP4) 

9.4 Are values 'taught' at home? 

This section looks at the evidence from the parents' interviews that considers whether 

the parents teach the values at home. What appears to emerge is that the home life of 

the four families is based on a traditional model, where values are instilled in children 

from an early age, giving them time to discuss and understand their meaning in a 

practical context. Questions naturally arise, as to whether these families are a 

representative sample of parents. This thesis cannot adequately answer such 

questions, as not all parents were interviewed. However, there does appear to be 

tentative evidence, from both the parent and pupil interviews, to support the notion 

that children are more likely to flourish in their development of values where home 

and school are working in partnership. 

Mrs. Rushen says that she taught values to her children early in their lives. The family 

discusses the values at home, especially in connection to the school's assemblies . 

. . . l have hopefully taught nzy cl111dren values in their early Jife :1nd hopefully, 
during their school life, this wI11 continue ... We discuss the111 at honze when we 
have time to talk ,1bout tl11ngs we hE1ve done during the day. We talk about any 
special :1ssen1b/ies and what the value is. (Ref: PPl) 

According to Mrs. Bishop, the school has supported the home values, that she 

describes as being old-fashioned, especially with its emphasis on d spiritual nnd inner 

qua/ity rather than !I nzaterial qlwlity. She speaks of the incredibly calnz 

:1t111osphere ... yet there is still tzuz: 

I tldnk the values are there to begin with; she has been brought up with. We 
brought our children up in an old-fl1shio11ed way, the tl11i1gs tlwt 111attered We 
:ire not :1 nzateria/istic fa111ily and the children Jwve lwd to question that 
occasio1wlfy because there has been peer pressure, which is a veiy neg:1tive 
pressure in itself So the school, lwving ,1n enzphasis 011 :1 spiritual and inner 
quality rather than a nzaterial qlwlity, lws dctualfy supported us as ,1 fa111ify. (Ref: 
PPZ) 
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The four parents present an atypical view of family life and Mrs. Marsh gives a very 

traditional picture of life in her home: 

Yes, I think everybody should reinforce values at home. I think is inzportant that 
we <Ill think ,1bout how we are going to do it. At home, it just comes as a natural 
part of the day and we have talked to our children continually about values. We 
,1lw,1ys sit down together at n1c<1lti111es and t,1lk about things together and this is 
very ilnportant. Meal times are sacrosanct and the television is never on. (Ref: 
PP3) 

Mrs. Walsh describes how she discusses values as part of everyday life at home: 

I think it just continues what we have been trying to achieve at home in the 
!!unify ... It is just Jiz the way that we conduct our f'a111ify Jife really. Trying to go 
,1long with the values, I think they are there anyway but you are just reinf'orcilzg 
it and, hopefully, we bring things up that we can discuss that go along with that 
nzonth s value. You do not sit down and talk about the value but it just conzes in 
the gener,11 conversation. (Ref: PP4) 

9.5 Additional views of the parents about values education 

In this open-ended question, the parents were invited to give their additional thoughts 

about values education. The following issues emerged: the effect of values education 

on siblings; that values education helps children to answer their 'why?' questions; that 

parents note the differences in the way children from other schools behave; that the 

home is in partnership with Palmer; there would be benefit if values education were to 

be in other schools. 

Mrs. Rushen notes the effect of values education on siblings, as her son Tristan: 

te/Js his younger brothers and sisters about values. (Ref: PPl) 

Mrs. Bishop believes that values work can often give pupils answers to their 'why?' 

questions. She believes that values education at Palmer is: 

.. . poss1bly one of' its strengths. So111e children have never lwd to think about 
values and children these days very nzuch want to know why. We 111ust accept 
the fact that children do not just accept what they are told and they want a 
'why?' <111d they want a reason for it and values l-"'t.111 very olten give then1 that 
reason. (Ref: PPZ) 
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Mrs. Marsh notes the differences in the way children from other schools behave. She 

also believes that Palmer pupils have an expectation about how they should be treated, 

which makes them confident. She seems to imply that society cannot just rely on 

values being taught by example, because some homes don't pass on positive values: 

I just think tlwt having talked to '' Jew (this sounds awful) talking to other 
children who go to different schools in the area, there is a tangible difference, 
just in the way they respond to an adult I have noticed that a lot. I think here 
tlwt, if children speak to you they expect you to treat them Jike a human being 
and Jisten to what they have to say. This 111akes them beautifully confident but I 
have noticed that a Jot of other children do not have the Nichofas's reaction to 
you ,1t a//. !just think that it is really helpful to have the values in school and 
that it is underpinned .. .I think most chifdre11 are taught values naturally at 
ho111e, but so111e children are not and I think you have to have do more than just 
expect children to learn by exa111pfe. If it is coming from home and from school 
the children can see that it works not just for their benefit but everybody else's in 
z1/J sorts of ways. (Ref: PP3) 

Mrs. Walsh thinks that it is important that the home is in partnership with the school. 

She would like values education to be in other schools: 

l think it is nice to spread the word a bit 111ore and hope that other schools can 
do the values thing and partake in it ... Hopefu/Jy a// the co111munity have access 
to values, not just us. (Ref: PP4) 

10. Key points 

Unlike the previous section, there is no single main point emerging from the data. 

However, four key points emerge: 

• The four parents are very supportive and have some understanding of the 

principles and methodology of values education at Palmer. They believe that by 

giving children a rationale for their behaviour, values education has a 

beneficial effect on them. That it also helps them to answer their, 'why?' 

questions. 

• The parents believe that the calm atmosphere of the school is a major benefit of 

values education. 
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• The four families' home lives reflected a traditional family model, one where 

values are instilled in children from an early age. Therefore, the sample of 

parents does not reflect parents generally. However, based on this small and 

limited sample, there is some evidence to support the notion that children are 

more likely to flourish in their development of values education where home 

and school are workin~~ in partnership. 

• The parents refer to their observation of the perceived differences in the way 

children from other schools behave. Therefore, they imply that there would be 

benefit if values education were to be introduced in other schools. 

This completes the analysis of data based on the interviews of teaching staff, pupils 

and their parents. Further consideration of the evidence emerging from the data is 

given in the next chapter, which considers the key issues that have emerged from the 

data, draws them together and creates a synthesis of research evidence. This final 

chapter concludes with implications and recommendations for schools and the 

research community. 
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Chapter 10. Conclusions and recommendations 

1. Outline of the chapter 

The purpose of this final chapter of the thesis is to seek to answer this study's research 

question: Does te:1clzi11g v:1lues inzprove the qua/Hy of education in primary schools? 

It does this by drawing the various strands of the thesis together into a coherent 

conclusion that lead to one main and a number of subsidiary recommendations. It 

reflects on the key issues of each chapter that have built the understanding contained 

in this study and considers their implications for future research. Also, it considers 

what implications the research evidence has for schools and for the future 

development and implementation of values education. 

This research study has considered whether the systematic, whole school introduction 

of values education improved the quality of education at Palmer Primary School. It 

also looked at a comparative study of Becket CofE (Aided) Primary School. The 

evidence from data, of the way values were transmitted to pupils at the two schools, is 

compared and contrasted in this chapter. 

This chapter concludes that the evidence suggests that when a school seriously 

develops the moral and spiritual aspects of the curriculum (that is those that positively 

contribute to the inner world of thoughts, feelings and emotions of the teacher and the 

pupil), the school community become more reflective and harmonious. The effect on 

individual pupils, of developing values education, is that pupils take greater personal 

responsibility for their learning and behaviour. Therefore, teaching values does 

improve the quality of education in primary schools. 
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2. Key issues from each chapter 

It was argued in chapter 1 that, as this study seeks to research whether teaching values 

improves the quality of education in primary schools, there could be three 

fundamental characteristics present in a values-based school that would lead to 

improvement. These were: 

a. underpinning the school curriculum with values education has positive 

effects on the life and work of the school. 

b. values education encourages pupils to explore and internalise values, 

thereby developing a range of positive personal qualities. 

c. values education has a positive effect on adults in the school community. 

Evidence summarised in the conclusions of chapters 8 and 9 suggests that the school 

displayed these characteristics. Consequently, this thesis argues that there was a 

positive impact on the life and work of the school and community by underpinning 

the school's curriculum with values education. 

The degree to which these assertions can be replicated, if other schools introduce 

values education, is less clear, but new evidence is emerging. In September 1999, the 

researcher resigned his post as headteacher of Palmer to work as a senior adviser for 

an LEA. Part of his brief was to develop values education across all of the Authority's 

primary schools. Invariably, he was asked by schools in other authorities to help them 

to develop values education. Values education is now (2005) firmly established in a 

several LEAs and has provided an opportunity for a study of a number of schools. 

There is encouraging evidence from a Department for Education and Skills (DfES) 

study of nine schools, written by Dr. Eaude (2004). These schools have been 

developing values education during the last five years and their experience supports 

some of the claims of this thesis. Eaude (2004: 32-33) writes that the benefits of values 
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education leap out from the case studies: 

The effect on sfl1ll relationships and morale was lreque11tly cited as the n1ost 
positive <.,,1wngc, h1cludi11g support stall as well as teachers ... The in1pact 011 
belwviour ,111d refllfjonships was 0He11 articulated. .. The children, especially in 
K5'2, Jwd an in1pressive ,1b11ity to reflect 011 the values. 

However, Eaude (2004: 35) cautions the reader that extravagant claims from his study 

are inappropriate and that more detailed, longitudinal, research is required to confirm 

his findings. This thesis too, does not make any claims about values education, other 

than to suggest that there appear to be positive and important lessons that can be 

learned from the study, which invite a more wide-ranging investigation. 

Besides the characteristics discussed above, chapter I listed interconnected issues that 

were considered seminal for ensuring that the research addressed the main research 

question. They also acted as the guide for the construction of the interview schedules. 

From the research data based on these interviews, it is evident that values education in 

Palmer appears to be an effective means of promoting the development of moral 

education. Values education has the potential to provide a framework, which enables 

schools to develop a common language (based on the values words) that provides a 

way of reflecting about and discussing difficult, often unfamiliar, ethical dilemmas. 

Such a common language cannot be assumed to generally exist. The acquisition of a 

values language is arguably the basis for developing a personal code of ethics, which 

sustains the self as a moral being, and helps form and maintain a civil society. An 

explicit values language, promoted by schools, is needed because values education, 

based on traditional social structures such as the family and religion, cannot be 

assumed to be promoted in many communities. A further research study of values 

education could establish whether inducting children at school into an explicit 

common ethical language (the values words) is central to the development of moral 

education, so that children are given a vocabulary through which they can reflect on 
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their behaviour and inform their actions. This view is supported by Dr. Derek Sankey 

(2004), who states that children learn best when placed in an explicit values-based 

learning environment, of the kind portrayed by Frances Farrer (2000) in A Qidet 

Revolution. However, Sankey (2004: 14) challenges the notion that moral discourse 

based on consciousness can alone affect human actions, as most actions, he argues, are 

determined by the subconscious. The research evidence from this study shows that the 

pupils at Palmer were enabled to understand their actions and to consider why they 

behaved as they did. They were fascinated to find out about themselves. However, 

future studies of values education would need to build on the work of Zahar and 

Marshall (as described in chapter 3 section 5) and provide a greater account of the 

current understanding of neuroscience and the role of metacognition (learning how to 

learn). This would be necessary if teachers and pupils are to be helped to understand 

the role of their subconscious mind in determining their actions. The notion that 

values education not only influences the conscious choices and actions of pupils, but 

also contributes to the making of each individual brain, which in turn influences what 

one will do when actions and choices are initiated subconsciously, is a profound 

reason for its inclusion in the curriculum. 

The introductory chapter therefore sought to consider whether it is possible for a state 

school to construct a curriculum and supportive pedagogy that promotes the 

development of an educated, reflective, more stable, civil community. If such a society 

could be advanced through a process of moral education in positive values (in the 

form of values education), it would contribute to the purpose of developing quality 

education. Whilst this small-scale study can at best only identify trends from a small 

sample, it does raise the prospect of more comprehensive research. If such new 

research were to reach similar conclusions, it would challenge the current 

government's standards agenda, which stresses that the quality of education will 

mainly be enhanced as a direct consequence of holding schools accountable through a 
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framework of national testing and inspection. 

Chapter 2 placed the study within an historical philosophical tradition. It 

demonstrated that education is primarily concerned with the moral process of helping 

students to be better people and thereby foster a more civilised society. The chapter 

identified a strong philosophical theme, rooted in Aristotle's thinking about the notion 

of virtues, which highlighted the importance of feelings, intuition and the 

development of good habits as the route to the development of the virtuous life, 

happiness and fulfilment. It noted another strong theme, the development of reason, 

which sought clarity about what words mean (e.g. justice considered by Socrates). 

Importantly, the chapter highlighted the philosophical thinking of Buber, Noddings, 

MacMurray and Fielding. The key point is that, although distinctive, their ideas are 

connected to the philosophy espoused by Palmer Primary School, which stressed the 

importance of the development of caring positive relationships. 

Chapter 3 built on the study's philosophical background. It gave an account of the 

theoretical framework of values education. It considered relevant literature, clarifying 

key concepts such as moral, spiritual and values education. Importantly, it showed 

how particular teaching and learning strategies in values education have developed. It 

sought to identify where and how the focus on values at Palmer fitted into the 

development of values education as generally conceived, recognising that there is no 

general agreement about what should constitute the most appropriate curriculum or 

pedagogy. However, academic literature generally supports the proposition that 

values education should be developed in all schools. The chapter concluded that the 

literature review supported the proposition that values education, as conceived and 

understood in the case study school, is a viable and effective means of developing 

values education generally in schools. 
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Chapter 4 examined important ethical issues and reliability of data. It addressed the 

problem of bias and the methods that were adopted in the study to ensure objectivity 

and critical distance. The importance of undertaking the research, despite inherent 

difficulties, was emphasised. It argued a coherent case for undertaking a qualitative 

piece of research in the school where the researcher had been the headteacher. The 

chapter supported the current importance attached to school-based research and 

teachers as researchers. 

As an important safeguard, the researcher was required to conduct a comparative 

study in a school that had not been influenced by him or his work. It was argued that 

the research gave the practitioner the opportunity to make a serious contribution to 

educational theory, whilst supporting the continuous improvement of school-based 

practices. A critical evaluation followed of the strengths and weaknesses of adopting 

such an approach for a piece of academic research, focusing on how the difficulties 

were addressed. Dispassionate, objective evidence from external sources, such as 

Ofsted, were referred to. 

Finally, it was argued that a significant impetus for undertaking the research was to 

support the reestablishment of the teacher as an agent of research and curriculum 

change, thereby challenging the current centralised model of curriculum innovation 

and development. The key question was whether this research study had been 

undertaken to generate new knowledge, or to enhance the practice of the researcher 

and the school through the discipline of reflective, research-based work. 

Emphatically, the research was undertaken to consider whether there might be 

evidence of new knowledge, which could be further examined; an ethical imperative. 

Without the impetus of this small-scale research study, the evidence would remain 

hidden, unconsidered and unexamined and without further research. 
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The purpose of chapter 5 was to build on the ethical issues raised in chapter 4 and to 

focus on the assumptions, strategy and methods that were applied to the research 

study. It gave a rationale for a qualitative case study design, putting the study within 

the wider context of the teacher as researcher. Research strategies were described 

about how and why data was collected. The rationale was given for the type of data 

collected. Data collection techniques were described, as were the methods for 

managing, analysing and reconciling data. 

Chapter 6 built on chapter 5 and gave an accurate contextual account of Palmer 

Primary School. The chapter described why the school was chosen to be the subject of 

a small-scale research study. A comprehensive review of the school's development of 

values education followed, with references being made to school documents, such as 

governor reports and parent newsletters. These formed a body of evidence about how 

the school involved the whole school community in its values work. Reference was 

made to other research, based on the school. The external evidence from Ofsted's 

inspection of the school was also considered (Ofsted, 1 ~)97). 

Chapter 7 introduced a comparative case study that looked at data on the effectiveness 

of another school that used a different approach to values education and core of its 

educational philosophy. The study gave the researcher the opportunity to demonstrate 

his capacity to conduct an objective dispassionate study in the context of a school 

uninfluenced by him. It also gave the opportunity for data to be contrasted with that 

of the main case study. The rationale for the comparative study was to compare and 

contrast the methods that the two schools used to help pupils develop values, thus 

bringing a different perspective to the practice of values education and aiding critical 

reflection. 

A comparison of the research data between Palmer Primary School (main case study) 

and Becket CofE (Aided) Primary School (comparative case study) revealed a number 
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of similarities, differences and points for consideration and further study. 

Ofated inspection reports of both the schools are extremely supportive of their work 

and make explicit mention of the values that regulate personal behaviour. Both 

reports make positive mention of ethos (calm atmosphere), standards, attitudes, 

behaviour, leadership and management that promote high quality of education, and of 

the staff as positive role models. The general similarity between the two case studies is 

that school inspectors perceive both schools as transmitting positive values to pupils. 

Both single out the effect that the headteacher has on values and expectations. 

Ofsted's only difference is to highlight that Becket school's values reflect the school's 

Christian foundation while Palmer makes theirs explicit. The implicit nature of values 

at Becket can be mapped through the school's documentation. 

The staff interviews revealed that the teachers realised that, although they had not 

overtly discussed values and values education as a body, they were implicitly involved 

in values education. Also, the staff said that the values were embedded in established 

staff who passed them implicitly to new colleagues. 

At Becket, teachers did not share a common understanding of the term values, unlike 

the teachers at Palmer. The striking difference is that the main case study, not founded 

on religious principles, deliberately, systematically and explicitly set out to underpin 

its curriculum with a common vocabulary of values words that created a moral code. 

Perhaps this is not seen as a necessary requirement in a school that is founded on 

Christian values. This highlights the fact that the comparative case study school is 

socially selective (CofE, Aided) and questions therefore remain unanswered about how 

this status relates to its espoused values. There was also no evidence that Becket 

encouraged silent, reflective practices outside the context of prayer and worship. 

Without exception the staff at Becket thought that the main influence on the school's 
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ethos came from it being a CofE Aided School. They said that the Christian values 

informally permeated the life of the school but were emphasised in assemblies. The 

implication that could be drawn from this evidence supports the view that where there 

is an absence of an agreed set of values (in non-denominational schools), an explicit 

programme of values education may be required to fill the vacuum. 

The evidence drawn from such a small sample of pupil interviews at both schools 

prevents any serious comparisons. However, there is no doubt that the children at 

Palmer were very aware of the school's values programme and its influence on them. 

In comparison the pupils at Becket talked about the influence on them of the school as 

a whole. Some of the statements made by Becket pupils, if replicated across a larger 

sample, could be significant. They thought for instance, that older, more established 

members of staff were a very positive influence on them. Also of interest were their 

views and understanding concerning their dislike of strict teachers. Becket pupils 

emphasised the qualities of good teachers as: those who respected their views, those 

who were consistent and those who could have a laugh. They thought that it was 

through assembly that they learned about values. 

There is no doubt that the behaviour of pupils in both schools indicates that they had 

all been inducted into a range of positive values. Therefore, it may be the case that the 

perceived differences between the two schools are partly a result of the language being 

used to describe the processes involved in transmitting values, and the degree of the 

pupils' awareness that they are being inducted into a values code. 

What appears evident from the data is that both of these schools (like all schools) are 

values environments. J:vidence seems to suggest that there was a causal link 

(requiring further research) in both schools between the espoused values of the 

school; the attitude, style and leadership of the headteacher; the consistency of staff 

values, and their application; and the effect these have on nurturing pupil 
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development. 

Chapters 8 and 9 provided the principal evidence on which the conclusions and 

recommendations of this thesis are drawn. With chapter 10, they formed the analysis 

sections of data from Palmer. This analysis considered the research evidence of 

teaching staff, pupils and parents, and this, coupled with evidence from the 

comparative case study, led to the formation of the main case study's conclusions and 

recommendations. 

3. Conclusions from the case studies 

The research evidence indicates that the most effective teachers of values are those 

who reflect on the deeper meaning of the values being emphasised in the school. Self­

reflective work by teachers is seen to have a powerful impact on pupils, who appear to 

make a connection between what the teacher says and what she does. Teachers 

describe their behaviour as walkli1g their !:1/k! Such reflective work leads to teachers' 

developing a deepening understanding of the values words. They also have a clearer 

perception of their own attitudes and behaviour, and seem willing and able to model 

the values. They believe that the pupils will learn from their positive example and 

therefore an outcome of this research is the view that the process of values education 

must begin with adults (what could be described as the work before the work), before 

adopting it in the curriculum. From the evidence, it would appear that values 

education cannot be taught in isolation from the teacher's own thoughts, feelings and 

behaviour. 

Teaching about values affects a teacher's thinking, and consequently the way that they 

teach. Teachers are not neutral with regards to values, as values are embedded within 

their attitudes and exhibited through their behaviour. This implies that, in order for 
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there to be consensus and consistency of staff expectations and behaviour throughout 

the school, a whole school values education policy needs to be introduced. Ideally, 

such a policy would have the active agreement of all adults in the school. Palmer 

appears to have achieved this consistency through the development and 

implementation of its values education policy. 

During the research, teachers reported that values-based education fosters a climate 

for learning that makes their role as teachers easier. They believed that the reason for 

this was their good interpersonal relationships. The teachers articulated a positive 

view of themselves as teachers, implicitly giving views that demonstrated their belief 

that effective teachers produce good quality lessons and have high expectations of the 

pupils' work and behaviour. They reported that they carefully matched work to the 

needs of pupils. They considered that this helped to raise pupil self-esteem and 

confidence. The result was that the pupils produced quality work, respected staff and 

were well behaved. 

The school claimed (Farrer, 2000) that its values programme had a major effect on 

establishing and maintaining good pupil behaviour. Discipline was to a large extent 

self-imposed by the pupils, and was recognised to be excellent by Ofsted (1997). The 

teachers thought their work on values education helped them to play an active role in 

compensating for the failure of society to impart positive values in children. 

Teachers considered that teaching about values had a positive effect on what they 

termed, the inner world of pupils. They thought that by talking about their feelings, 

pupils learned to express themselves more clearly, control their behaviour, and 

empathise with others (all aspects concerned with the development of emotional 

intelligence). The teachers believed that the pupils learned about values by talking 

about them in the context of good teacher-child relationships. They believed that 

repetition and reinforcement of the values words, across the curriculum, was 
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important for reinforcing their meaning. The evidence to show that the pupils 

understood the values was demonstrated by their use of them in everyday 

conversations. Pupils appeared more aware of their behaviour in the playground and 

out of school. The evidence from the main case study also showed that explicitly 

teaching about and consistently applying values education, across the whole school, 

had a positive effect on pupil behaviour. This contributed to the establishment of an 

harmonious climate for teaching and learning. 

An important conclusion of the research concerns the introduction and development 

(see chapter 6 for explanation) of the school's values vocabulary of twenty-two words 

(see Appendix 8). This vocabulary became the platform on which the pupils and staff 

developed, and deepened, their understanding of issues concerned with ethics and 

morality. It would seem from the evidence that the systematic introduction of a 

common vocabulary, that is explored and considered regularly and consistently, 

encourages reflective thinking, which leads to more positive and ethically-based 

behaviour. This is because, during a pupil's six years in the school, a value would be 

considered for a month's duration three times (once every two years), each time this 

consideration would take place at a deeper level, linked to the pupil's age and stage of 

development. This process, of revisiting the values, deepened their understanding of 

them. Also, such frequent repetition and regular discussion about values reinforced 

their meaning, with the result that they were more likely to be internalised in the sub­

conscious. This in turn reinforced the pupils' positive dispositions and acted as a 

check on behaviour. This conclusion would need to be validated across a larger 

number of schools in order to be verified. 

The school's aim of encouraging pupils to be reflective was developed by teaching a 

technique called silent sitting, which gave space and time for pupils to focus their 

minds, allowing their intrapersonal intelligence to be enhanced. Pupils were seen to 

293 



be able to sit still in personal reflection for extended periods of time, a perceived 

outcome being that they became more aware of their capacity to determine their own 

behaviour in a positive way. The evidence indicates that the success of this was 

influenced by the staff modelling the behaviour. In assemblies, for instance, staff 

modelled the behaviour expected of the pupils. The pupils therefore modelled their 

behaviour on that of the teachers. Teachers believed that if they were reflective it had 

a positive influence on their own behaviour, enabling them to be more effective. 

Teachers considered that they were more careful about how they presented ideas to 

children because of values education. They maintained positive attitudes that gave 

affirmation and positive reinforcement to the pupils. The teachers believed that the 

pupils were more likely to reach their potential in a class with values-based discipline. 

Good behaviour made it easier to differentiate the curriculum to ensure that what was 

being taught was relevant to their educational needs. Teachers said that they had high 

expectations of pupils in terms of the standards of their work and behaviour. Such 

high expectations were linked to the values policy that had created a common 

framework for teaching and learning. An example was in the way that teachers 

encouraged active discussion rather than passive listening. Pupils were taught to be 

self-analytical but not negatively self-critical. The importance of becoming 

independent learners was regularly emphasised. 

The importance of effective school assemblies was highlighted in the research. The 

teachers placed importance on following up assemblies with their class, reading stories 

and relating them to the children's own experience, thereby enhancing learning. 

Significantly, the research indicates that the role of the headteacher is paramount if 

values education is to be successfully implemented. 

The link between values education and the raising of standards is tenuous, although 

there is circumstantial evidence that indicates that values education may play a strong 
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part in enabling pupils to raise the level of their attainment. During the period of 

research, the school's standard attainment test results (SATs) for Key Stage 2 (eleven­

year-olds) showed consistent improvement. However, the link with values education 

remains one of conjecture and requires further, more detailed research, across several 

institutions, in order to establish it. The teachers considered that standards had 

improved because of the school's emphasis on values education. They acknowledged 

that it was difficult to give verifiable evidence for this assertion, but they seemed 

convinced that the school consistently enabled pupils to reach a high standard of 

attainment because of the good quality of relationship between all people in the 

school, with pupils being happy to learn in a calm and purposeful environment. 

A key aspect of values education appears to be a greater emphasis on the development 

of good quality relationships between staff and parents. Teachers were aware that 

parents and visitors sensed that the school had a positive ethos that supported their 

children's learning. The teachers recognised the vital importance of the role of 

families in educating children. They emphasised the importance of developing open, 

sensitive, active, positive teacher-parent relationships. The school ensured that what 

was termed its 1nstdutio1wl Vllfues (the way the school is perceived by its community) 

was positive. The development of values education was shared with parents through 

newsletters and parents' evenings. This ensured a positive partnership between home 

and school. 

Based on the limited evidence of a selective sample of parents interviewed, the 

research showed that they were very supportive, having some understanding of the 

principles and methodology of values education at Palmer. They believed that by 

giving children a rationale for their behaviour, values education had a beneficial effect 

on them. They particularly believed that the calm atmosphere of the school was a 

major benefit of values education. There is some evidence to support the notion that, 
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where home and school are working on values education together, the children's 

development is enhanced. The parents said they had observed differences in the 

behaviour of children from other schools. They implied that other schools would 

benefit if values education were to be introduced. 

The interviewed children of these parents felt that values education had made them 

more conscious about what they do and say. They considered that they were taught 

values education so that they would think positively about themselves and become 

better people. They considered learning about values to be interesting and fun. They 

said they learned about values by hearing, reading, reflecting on, writing about, 

discussing and practising them. They thought that knowledge of values made life 

easier. They considered that values education had helped them to think differently, 

concentrate, be more aware of themselves, look at the deeper meaning of things, and 

think about the feelings of others. They said that their parents and other people had 

noticed changes, such as that they appeared more mature as they were determined to 

live the values. The pupils noticed that the behaviour of children from other schools 

was different. Those who had not learned about values seemed less patient or caring. 

They gave examples of how their behaviour may have been affected because they 

knew about values: for instance, that they had started to use values in their classroom 

and at playtime. The pupils considered that it was not just the children who had been 

changed by learning about values: the teachers had as well. 

4. Methods and benefits of values education for schools 

Before concluding this chapter with specific recommendations, the research evidence 

has revealed a number of methods for, and potential benefits of, developing the form 

of values education proposed by Palmer. 
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Methods that schools could use include: 

I. emphasise the importance and benefits of staff caring both for themselves 

and each other, recognising that positive values are best modelled by a 

workforce that feels valued; 

2. determine whether the Head, leadership team and staff can give values 

education their full support in order to develop consistency of staff 

behaviour and pedagogy across the whole school; 

3. consider how adults should model the behaviour that they expect of the 

pupils; 

4. consider the benefits to the individual and society of introducing and 

sustaining a moral vocabulary based on values that are seen as important 

dispositions to be nourished in pupils (e.g. respect, care and responsibility); 

5. consider the proportion of curriculum time allocated to reflective practices 

such as silent sitting; 

6. consider providing guiding principles for the development of the whole 

child, recognising that the individual is comprised of physical, intellectual, 

emotional and spiritual dimensions; 

7. audit the curriculum to ensure that in practice it recognises every pupil as 

invaluable, capable and in need of positive encouragement; 

8. nurture an ethos that emphasises the positive, thereby creating positive 

results; 

9. create a behaviour policy, based on positive values, that maintains the 

integrity of positive adult-pupil relationships by distinguishing between 

pupils (as people) and their behaviour: enabling pupils to understand that 

their actions bring consequences. 
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The potential benefits for schools of values education include: 

I. helping to develop a positive school ethos that is more harmonious because 

of the direct correlation between values education and behaviour; 

2. creating a calm and purposeful environment where everyone feels valued; 

3. enabling staff to feel valued in a culture of care and support; 

4. enabling pupils to understand themselves, through an awareness of their 

inner selves, so that they grow to be self-disciplined, having the ability to 

observe and determine their own positive behaviour; 

5. creating personal and school harmony by introducing a moral vocabulary 

through the explicit and regular consideration of values words (such as 

peace, co-operation, care and respect), which is learned by hearing, 

reading, reflecting on, writing about, discussing and practising; 

6. fostering a school ethos that emphasises quality holistic education with an 

emphasis on high personal moral and academic standards; 

7. supporting the development of good quality relationship between all who 

work in the school. 

8. helping pupils to be in touch with their inner world of thoughts, feelings 

and emotions; 

9. encouraging pupils to develop their positive dispositions and to choose their 

attitudes; 

IO. promoting self-knowledge and thinking skills (of adults and pupils) 

through reflective silent sitting in assemblies and lesson time; 

11. encouraging the skill of active listening; 
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12. developing emotional intelligence: by talking about their feelings, pupils 

learn to express themselves more clearly, to control their behaviour and 

empathise with others; 

13. having the positive support of parents and the community. 

5. Recommendations 

The research evidence from this small-scale study, leads to one major recommendation 

and a series of subsidiary ones. 

The major recommendation is that there is a need for further research to verify the 

impact of values education. Research should be undertaken by establishing a 

longitudinal study ranging across a number of schools that have adopted values 

education. 

This need for further research is based on the understanding that others may have 

analysed the data differently and concluded that other factors, besides values 

education, were present in Palmer Primary School that established its good quality of 

education. Althou:~h the weight of evidence led to the stated conclusions, nevertheless, 

the researcher is mindful that, in this study, an important range of influences were not 

considered, which could have influenced the positive learning environment of the 

school. 

for instance, the quality of relationships between members of staff is one such 

noteworthy area for future study. Although this study would argue that the quality of 

relationships in the school was a by-product of the deliberate and consistent 

application of a values-based approach to the school's educational philosophy, 

nevertheless new research would need to establish if values education is effective only 

in schools where the staff relationships are very good, as they were in this research. H 
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could be argued that this study does appear to have a set of sixteen 'ideal' teachers, 

who seem almost utopian in terms of their positive attitudes and agreement about 

values education. Are good staff relationships enhanced because of values education 

or because they were a particular set of optimistically-minded people? Also, new 

research should consider whether, besides values education, other aspects of the 

curriculum, such as the Arts and Citizenship, 'give life' to positive relationships. 

Another factor for future analysis is the personality of the headteacher. The Partin 

( 1995b) research of the headteacher indicated that the leadership style of the 

headteacher was reflective, democratic, informal, friendly and consultative. Future 

research would need to establish whether this is the only style of leadership that 

creates the learning and teaching environment observed in Palmer Primary School, or 

are there others? Indeed, are the personality, spirituality and character of the 

headteacher and teachers significant factors that mould the ethos seen in the case 

study, rather than values education? 

A new research agenda would also need to consider more fully the influence of the 

school's community and factors related to the school's status, for instance, as a church 

or county school. As was seen in Becket School, the values of the school were strongly 

influenced by its Christian principles. The nature of the catchment area (middle class) 

was not researched to consider whether family values influenced the school's ethos. 

Also, besides the limited sample, family values were not extensively considered at 

Palmer as a factor contributing, or not, to the positive school climate and outcomes. 
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Further research should also seek to estabHsh whether values education can 
re,1Hstic:1lly be ,1 1novement for posiHve re11ewal of the education syste111. For 
instance, would 1nore extensive research support the notion of a new 
educ:1tio11:i/ paradig111, that seems to e1nerge fron1 this thesis, one that could be 
tenned the philosophy of valuing? Its central tenet is that: Values education I~~ a 
way of conceptuaHsing education that places the search for meaning :1nd 
purpose at the heart of the educational process. It recognises that tile 
re(\~s;nition, worth and integrity of a// involved in the Hfe and work of the 
s1.:hool, Lire ce11tn1l to the creation of a values-b,1sed learning community that 
fosters positive relationships and qlwfity in education. 

From this definition of values education emerge a number of subsidiary 

recommendations. These are that: 

1. the values education concept should be considered as an agreed set of 

principles and practices that underpin all aspects of a school's life and 

work; 

Z. effective values education should be centred on the understanding that 

without appropriate values words pupils find ethical thought difficult to 

access. Therefore values education should be based on the introduction of a 

common values vocabulary, defined by the school and considered as a vital 

precursor for the creation of a values-based school community, and 

expressed in a statement of values; 

3. the headteacher should give empathy and full support to the consistent 

application of values education. Values-based leadership should therefore 

be an area for future enquiry and research; 

4. the key to effective values education begins with the role and person of the 

teacher. The teacher, in terms of his/her own identity and integrity, is the 

prime instrument for modelling values education. Consequently, teacher 

education should consider values education as integral to its provision; 

5. teachers should not only be appropriately trained but also nurtured and 

cared for, by themselves and each other; 
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6. schools should be encouraged to be values-based learning communities and 

classrooms should be encouraged to be values-based learning 

environments; 

7. schools should consider the benefits of reflection, which include finding a 

meaning and purpose in life, the development of understanding, critical 

thinking, self-awareness and consideration of the self and others. 

Reflection should be considered as a means of creating the space and time 

for pupils to realise that they have the freedom to choose their attitude and 

behaviour. In providing time for silent sitting, we give pupils the 

opportunity to be reflective learners. No other part of the curriculum is 

concerned so specifically with the internal world of the child, and hence 

with developing this faculty; 

8. the school community should see values education as underpinning the 

whole curriculum and life of the school (not just as part of its rules and 

regulations) in order to improve the overall quality of education. 

9. schools should develop an holistic view of people (teachers, pupils and 

others) as thinking and valuable (human beings, not hunzan doings), and 

should develop an holistic approach to education and schooling, addressing 

the needs of the whole person; 

I 0. school should see positive relationships as essential for the creation and 

maintenance of a values-based climate for learning. 

Behind these recommendations lies an understanding and assumption that values 

education is far more than a process of instilling values in pupils. It is concerned with 

the very meaning and purpose of education; a statement about the quality of education 
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that can be achieved and the impact that this can have on society. With this view of 

the role and purpose of education, schools that adopt values education could positively 

influence values in society. 

This study's research question was: Does teachlizg values inzprove the quality of 

education in prinwry schools? The tentative answer, based on the evidence in this 

thesis, would imply a cautious yes to the question. However, it is recognised that a 

great deal more research across a range of schools needs to be undertaken to validate 

this conclusion. 
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Appendix 1: Nell Noddings 

Nell Noddings describes the philosophy of (.,'-1ring. In North America, caring has 

become almost a technical term to describe a focus on moral development, which acts 

as an alternative to Kohlbcrg's more cognitive approach (Gilligan, I 982). Within a 

c:lring philosophy, teachers focus on the interests and capacities of pupils engaging 

them in moral discourse. Noddings ( 1992: 39) argues, surely intelligent adults can 

z1nd should t,1lk to the children i11 their care ,1bout honesty, compassion, open-

111indedness, non-viole11ce, consider,1tion, 111oden1tion zmd ,1 host o[ other qualities that 

111ost ol us ,1d1nire. 

For Noddings, the aim of education should be re-established as a moral one, that of 

nurturing the growth of competent, caring, loving and lovable people. Such a moral 

purpose encourages the development of positive character traits, thereby supporting 

the development of schools that are moral in purpose, policy and methods. A negative 

outcome of the current school system is that a high proportion of pupils feel uncared 

for by schools (American High Schools) (Comer, I 988). Comer argues that too often 

teachers seem unable, perhaps through a perceived lack of time, to make connections 

with their students that would sustain a sense that adults care for students. To change 

this perception, teachers need to demonstrate more overtly that they care for their 

pupils. Noddings argues that if pupils feel cared for, through the modelling of this 

quality by teachers, then they in turn learn the capacity to be more caring. She draws 

attention to female capacities, skills and attitudes, which she considers are currently 

undervalued. A number of research programmes have concluded that giving 

adolescents opportunities to care does encourage longer-term caring behaviour 

(Chaskin and Rauner, I ~)~)5), (Beck, I 9~)4). 
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Noddings maintains that the key skill of the teacher is to 'care' for the pupil. She 

illustrates how teachers care for pupils by listening to their needs and interests. Such 

teachers respond differentially, thereby helping pupils to develop the capacity to care 

for the self, others, the environment, objects and ideas. In an earlier book Noddings 

( 1984) describes moral development based on an ethic of caring having four essential 

components. She defines them as 111odelling, dil1/ogue, practice and confirmation. 

Modelling by teachers is important in most schemes of moral education but in one 

founded on caring it is vital. Teachers do not tell pupils to care; they show them by 

establishing caring relationships with them. Further, modelling is vital because the 

capacity to care may be dependent on a meaningful experience in being cared for. 

Open-ended genuine dialogue, with neither party knowing at the beginning what the 

outcome will be, is important too. It is the means to reach informed decisions. This is 

more than talk or conversation: a common search for understanding. Parents and 

teachers find putting this into practice challenging, as they often have an outcome in 

mind. Dialogue contributes to an important habit of mind; that of seeking adequate 

information before making a decision. It also helps to connect us with each other, 

helping us to maintain caring relations. Practice is equally important. Times to 

practise (community service) give opportunities to gain skills in care giving and to 

develop positive attitudes towards caring. Many organisations have training 

programmes that not only induce skills but also shape minds. It follows that if we 

want pupils to care, they need to be given the opportunities to develop the 

characteristic attitudes of caregivers. Practice in caring should transform schools and 

potentially society. The fourth and final component of an ethic of caring is 

confirmation, which is described by Buber (I 96S:25) as the affirming and 

encouraging of the best in others: When we conlir111 so111eo11e we spot :1 better self and 

encoun1ge its develop111ent. To do this we need to know the person well to see what he 
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or she is trying to become. We know by listening carefully in a trusting relationship. 

ConfirnwH011 Jilts us tow"1rd our vision of:1 better self(Buber, 1965: 25). 
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Appendix 2: Michael Fielding 

Michael rielding's person-centred philosophy is described. 

Michael Fielding (2002), Reader in Education at the University of Sussex, argues that 

the current emphasis on school effectiveness will inevitably fail to meet the needs of 

pupils in the twenty-first century and proposes the establishment of person-centred 

schools as a viable alternative. Although Fielding would not lay claim to the 

intellectual stature of many of the philosophers cited above, nevertheless his views, 

which draw on the propositions expounded by MacMurray, further develop the 

Aristotelian tradition and therefore warrant inclusion in this section. Fielding's 

preferred person centred model is a logical development of the philosophical tradition 

that focuses on the holistic development of the pupil. It empathetically resonates with 

the work of other contemporary educational philosophers, notably Nell Noddings, and 

applies aspects of Martin Buber's thinking. 

Fielding suggests that educational policy makers have focused on a narrow range of 

measurable outcomes by which to measure school effectiveness and standards. They, 

and the practitioners who implement the policies, have become prisoners to a model of 

school improvement that he asserts is doomed to failure. He argues that teachers are 

disillusioned because their teaching role has been changed so that they spend a great 

deal of their time acting as technicians, implementing strategies that imply that the 

ends are more important than the means. Why is the model, favoured by government, 

failing? fielding, who draws on the philosophy of MacMurray (1941), argues that 

failure is built into the present system because education has strayed away from its 

central moral purpose, which he maintains is about becoming more fully human and 

better people. This purpose is achieved through communal relationships that fall into 
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two categories. The first is 1[1ncHonal, day-to-day task-centred relationships, 

exemplified by activities such as buying a train ticket or shopping. These, usually 

transient relationships, underpin the efficient functioning of society. The second is 

person..?/, person-centred relationships that nurture the development of the individual. 

Friendships exemplify such relationships, as they are based on acceptance and mutual 

support and are free of constraints based on role or status. Within friendships we can 

feel free and safe and can be ourselves. Moreover, we develop more completely as 

people in and through our relations with others. MacMurray expressed this notion in 

the following way: 

We need one another to be ourselves. This complete and unli1nited 
dependence ol each o[ us upon the others is the central and crucial [act of 
perso1wl existence ... Here is the basic fact of our hunwn conddion. 
(MacMurray, I 9t11: Z 11) 

Thus, personal relationships, built on freedom, equality and care, nurture the sense of 

a mutually supportive community that sustains a just society. Of course, the two 

models of relationships are not mutually exclusive (one needs the other). However, 

rielding argues that, although both are necessary and interconnected, they are not 

equal. Again, MacMurray expresses this as the fl111ctional lile is for the personal 

lile ... the perso1u1/ life is through the i/1nc11011al lile. Therefore the functional life 

should support the individual to become more fully human and to engage with others 

in community. This is important because successful social, economic and political life 

depend in the first instance on the development of a sense of community. The former 

three aspects of society only have a moral legitimacy if they enable personal and 

communal relations to flourish. If they do not, it is legitimate to question our political, 

social and economic structures. [)o they give us the opportunity to be fully human? 

Michael riclding addresses these concerns by proposing a typology based on the two 

forms of relationships (described above), containing four approaches to schooling. 



This intellectual construction and analysis leads to the proposition that one of his 

models (person centred) must be seen as the most viable alternative to the current 

model of school effectiveness, which is constructed on the proposition that the model 

of schooling should be based on achieving high perlonnance. Fielding asserts that this 

current economic (rather than educational) model of schooling is inappropriate, being 

instrumental, dreary, lacking in diversity and doomed to failure. On the other hand, 

the success of the imaginatively conceived person centred school is based on it being 

interpersonally and morally satisfying, whilst concurrently able to achieve good 

standards. In such a school, teachers act as educators mutually reinforcing both 

means and ends. They promote good interpersonal relationships (between all 

members of the school community) to enhance effective pupil learning. School 

structures support an active and dynamic learning community that promotes respect 

for the individual, a focus on individual needs and personal achievement, which in 

turn support the promotion of communal unity. 

Fielding suggests that there are two other (flawed) models of school organisation 

(aspects of which can be identified in current forms of schooling) that he describes as 

schools :1s i111person:li org:11us:1tions and as se11ti111ental co111111unities. He argues that 

the former marginalises the personal, being mechanistic and efficient, conceiving the 

development of relationships as irrelevant and destructive of outcomes. In this model 

the teacher is viewed as a technician, the controller of content. The senti111ental 

co111111unity model values the development of the person at the total expense of the 

functional and is consequently ineffective. Such organisations become complacent 

and obstruct an active sense of learning. 



Appendix 3: David Carr 

The concept of spin"tlwl cduct."1tio11 is considered by David Carr. 

Carr's detailed critique of the term spiritual education is worthy of description and 

analysis because it challenges the notion that spiritual education can be distinct in the 

school curriculum. He considers why the spiritual cannot be a part of education. He 

asks what knowledge and skills are the domain of a spiritual curriculum that, for 

instance, cannot be identified as an integral aspect of religious education. Carr (1995) 

argues that the NCC document on spiritual education (1993) dislodges spiritual 

education from religious education. However it is reattached to everything under the 

c11rricuh1111 sun ... to reduce spiritual education to a hopscotch of only vaguely 

connected jfenzs of cognition, intuition and feeling (Carr, 1995: 84). He argues that, 

whilst a definition of spiritual education may be seen as a priority, seeking one is 

probably not feasible. More practical and important is having a general grasp of the 

meaning of spiritual education. It is not so 111uch <I Inatter of deihzition as of 

understanding sonze of the nzany overlapping differences "111d distli1ctio11s (Carr, 1 99 5: 

86). Carr develops his argument with reference to both Christian thinking about 

spirit, that finds its root in the Latin and Greek understanding of breath, and Platonic 

thinking, that made no clear distinction between spiritual identity and what Plato 

called soul. The spiritual seems equated with personal identity (thoughts, feelings, 

beliefs and an orientation towards a condition of transcendence). 

Carr concludes his essay by returning to the NCC paper on spiritual education, 

remindin,~ the reader that because something is inspirational it does not necessarily 

follow that it is spiritual. Religion and art directly address spiritual issues, in ways that 

other subjects do not do. I le believes that the NCC paper has fallen into the trap of 
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widening the use of the term spiritual to the point where it means value driven. He 

argues that values in general do motivate and inspire but they are not all spiritual in 

character. He denies that spiritual education can be cross-curricular and diffusive, yet 

he emphasises that it is a whole school matter. Thus he argues that spiritual education 

is more likely to be successful in schools that take religious education and the arts 

seriously. On the contrary such aspects seem not taken seriously at governmental 

level. Is this yet another reason, he wonders, for the NCC document seeing spiritual 

education as being tacked on to the curriculum? For Carr, spiritual education is 

concerned with the pursuit of spiritual knowledge, the grasp of spiritual truths and 

the cultivation of spiritual dispositions. He concludes: 

It 1~" poss1ble for us to hold on to the conventional and correct intuition tlwt 
spiritzwl educi1tion Jws a special, indeed intrinsic, connection with so111e rei1/J11s 
of knowledge, understanding and enquiry more than others whilst recognising 
1i1 Li non-reductive way the J/nplications for such enquiry and understanding 
for the whole development of an individual as well as the whole life of the 
S(,11001. (Carr, 1995: 97) 

It is arguable that Carr's criticism of the NCC paper fails to take account of practice in 

schools and the plurality of types of schools. Most schools are not based on a religious 

foundation and contain pupils and adults from varying faiths, and indeed many who 

do not ascribe to any faith. Therefore, it would have been inappropriate for the NCC 

paper to assume that all schools would view spirituality from the standpoint of 

religious faith. The NCC paper was primarily addressed to local authority maintained 

schools and not aided faith schools. It seems to have been trying to find a way of 

presenting spiritual education inclusively. Carr though appears to ascribe great 

importance to the logic of nurturing spirituality in a religious environment. I Iowever, 

the document docs not dismiss religious belief; it is the first aspect that it describes as 

spiritual education. Awe iuui wonder, too, have been an important element in schools 

for helpin~~ pupils to develop foundation experiences that help them, at their stage of 

development, to be~~in to appreciate the numinous. 
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An issue worthy of emphasis concerns Carr's view that government does not take 

personal development seriously. This is echoed by the Australian academic, Rossiter, 

who argues that teachers feel that the Government's intentions are: 

skewed in 1':1 vour ol the economic r:1tionalist view of national progress and that 
the rhetoric needs reinterpretation in favour 0!:1 more holistic student-centred 
llppnwch. (Rossiter, I 996) 

In summary, Carr argues that spiritual education should be concerned with the 

pursuit of spiritual knowledge and truths that lead to the cultivation of spiritual 

dispositions. Consequently, spiritual education is mainly located within religious 

education and the Arts, as they both share similar spiritual language. Carr's critique 

and analysis rigorously interrogates careless semantics, amply illustrating the inherent 

difficulty in reaching a consensus about the nature of spiritual education and how it 

should be incorporated in the curriculum. Carr's significant academic contribution 

has been to seek to clarify the use of the term spiritual. This process is not only 

important for the academic but for the teacher who is involved in nurturing aspects of 

spiritual development. 
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Appendix 4: Danah Zohar and Ian Marshall 

Spiritiu1l intelligence is a term that has been developed by Danah Zohar and Ian 

Marshall. 

It gives the moral sense that challenges us to ask questions such as: Do I want to be in 

this situation? SQ has a neurological unifying function that integrates all intelligences. 

IQ, EQ and SQ may act independently or together. An individual may be high in one 

area but not in another. 

Zohar and Marshall argue that in the development of western psychology two 

processes have dominated the understanding of the self. Freud described them as the 

primary and secondary function. The primary process or 1d is concerned with 

instincts and emotions. The id is the unconscious self whereas the secondary process 

or ego is the conscious rational part of the self. The id is associated with emotional 

intelligence (EQ) whilst ego is aligned with intelligence quotient OQ). Spiritual 

intelligence (SQ) introduces a third process that creates an expanded understanding of 

the self, by providing the self with an active, unifying meaning-giving centre. For 

without SQ there is a hole at the centre of the self. IQ and EQ do not appeal to 

anything beyond themselves. They cannot be transformed, as they have no 

transpersonal dimension. Simply put: IQ is explained by neural psychologists as 

equating with the serial neural wiring of the brain. On the other hand, EQ is based on 

associative neural wiring. Zohar and Marshall consider that SQ is the third neural 

system, as it creates synchronous neural oscillations that unify data across the whole 

brain. Therefore, this system integrates, unifies and transforms material arising from 

the other two processes, namely IQ and [Q by facilitating a dialogue between reason 

and emotion. 
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There have been four separate areas of research that have produced this evidence. In 

19~)7, neuropsychologist V.S. Ramachandran at California University investigated the 

existence of the God Spot in the brain (Ramachandran and Blakeslee, 1998). He 

argued that this spiritual centre is located among neural connections in the temporal 

lobes of the brain. On scans taken with position emission topography, these neural 

areas light up whenever research subjects are exposed to discussions of spiritual or 

religious topics. Wolf Singer (1999), the Austrian neurologist, undertook the second 

area of research He showed that the neural processes in the brain are devoted to 

unifying and giving meaning to experience. He showed that there is a neural process 

that 'binds' our experience together. Prior to this work only two neural organisations 

were recognised; these being the serial neural connections that form the basis of IQ 

and the neural network organisation bundles that are the basis of EQ. The third area 

of research undertaken by Rodolfo Llinas in the mid I 990s developed the work of 

Singer through the use of magneto-encephalographic technology (MEG) (Llinas and 

Ribary, 1993). This work allowed the brain's oscillating electrical fields and their 

associated magnetic fields to be studied. The last area of research was undertaken by 

Terrance Deacon (I 997), the I larvard neurologist and biological anthropologist, who 

has studied the origins of human language. He has argued that neither computers nor 

animals can use language, because they lack the frontal lobe facility for dealing with 

meaning. The evolution research of symbolic imagination therefore underpins the 

notion of spiritual intelligence. It argues that we have used SQ literally to grow our 

human brains, giving us the potential for rewiring, growth and transformation. 

I low do we use SQ? Zohar and Marshall argue that we use it to be creatively flexible, 

visionary, when being creatively spontaneous, when dealing and solving existential 

problems. Spiritual intelligence acts as the compass when we are dealing with matters 

that arc at 'the edge' of our experience or expectations. It is at 'the edge', the border 

between order and chaos, where we can be at our most creative. 
I I 



The ego acts selfishly whilst SQ enables us to be transpersonal, having a vision of 

goodness. SQ enables us to ignore the pull of ego, to live at a deeper level of meaning 

by wrestling with problems of good and evil. 

Perhaps, they wonder, the attainment of wisdom is why we have been biologically 

equipped by our brains to be spiritual creatures? 

The school placed an emphasis on providing opportunities for pupils to be aware, 

develop an understanding of their internal worlds and thereby enhance self-

awareness. 
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Appendix 5: Hay McBer 

Cducational consultants, I lay Mc Ber (2000), were commissioned in research the 

characteristics of highly effective headteachers that are most likely to raise pupil 

achievement. Its findings create a clear contemporary picture against which values 

education, as an effective method for developing an optimum climate for learning, 

may be considered. 

Central to this research study is the consideration of evidence that investigates the 

notion that the development of values education in a school provides the underlying 

principles that can underpin the school's curriculum, thereby creating a positive 

school ethos/climate that raises achievement. Does values education, by focusing on 

the development in pupils of positive qualities and principles termed values, further 

the growth in pupils of character, citizenship, personal, social, moral, spiritual and 

cultural development? Does research evidence indicate that, for this to be effective, 

the headteacher and staff have to reflect on their own values as expressed in their 

behaviour? Does staff behaviour, that models values such as respect, responsibility 

and care, create a school climate/ ethos that encourages high standards of both 

behaviour and achievement? The Hay McBer research, whilst not explicitly citing 

values education, does provide a source of evidence that provide answers to such 

questions. 

This research study proposes that the llay McBer research and resulting professional 

development programmes, as described above, implicitly support values education as a 

philosophy and methodology for developing a positive school climate/ ethos that 

encourages the achievement of good quality primary education. It creates a 
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framework within which the teaching and learning strategies can be considered as 

viable methods for developing a values education. 

The research findings indicate that a positive cli111ate in the school is the most 

important factor leading to pupils achieving high attainment. The research claims 

that there are six main features that an effective school climate contains, namely 

respo11s1b1Jity, 1Jex1bility, standards, tea111 co11llnitn1e11t, clarity and rewards. Changing 

or improving the climate, by focusing on the development of these features, therefore 

results in improved pupil performance. 

The Hay McBer research was carried out during 1998 and 1999, to inform the 

development of the Leadership Programme for Serving Headteachers (LPSH). It was 

sponsored by the Department for Education and Employment (DfEE) and investigated 

the characteristics of highly effective headteachers. The headteachers involved were 

selected on the basis of a number of different sources measuring excellence in varying 

ways, including pupil progress results and Ofsted reports. The research identified six 

styles of leadership that leaders use in a variety of private and public industries, 

including education. The styles were described as de1110(,Tatic, co:1chi11g, authoritative, 

aJiiliative, coercive and pacesetting. The research showed that successful 

headteachers use a greater variety of styles than leaders in other settings but did not 

use the pacesetting model as predominantly. The research questions whether, because 

of their more limited range of preferred styles, leaders of industry would make good 

headteachers. Hay McBer used the research to develop models of excellence, based on 

the characteristics demonstrated by highly effective headteachers in a variety of 

settings and sizes of school. The research indicates that a school's positive climate is 

created by its leadership, notably the headteacher, who ideally posses a 'cluster' of 

characteristics that work together in order to sustain highly effective performance. 

One of these characteristics is respect for others: an underlying belief that individuals 
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matter and deserve respect. This characteristic matters, because headteachers who 

show respect for others give a clear lead in demonstrating that the pupil is at the 

centre of everything that happens in a school. This means that listening to and valuing 

individuals is important to achieving improved standards. This generosity of spirit 

matters because it is contagious, creating an ethos of mutual respect in the school 

community. Such a headteacher listens actively to pupils and others, hears what they 

say, shows interest, and acknowledges and validates their points of view and 

contribution. He or she is attentive to the individual's unique qualities and values 

others who behave in a way that shows pupils or others that they are valued as 

individuals. People are valued for what they contribute. They create a community 

where there is mutual respect, encouraging individuals to value each other when 

there are differences of view and background. They also consistently and publicly 

praise achievements of pupils who have achieved against the odds. 

A characteristic such as respect for others, combined with the other vital 

characteristics of transformational leadership, creates the cjj11wte of the school that 

brings about dramatic improvements in pupil performance and subsequent 

attainment. At the heart of the Hay McBer model of effective leadership is a core of 

strongly held and enacted values. These relate to underlying respect for others, 

described above, that is expressed in a passionate concern that everyone should treat 

pupils and all members of the school community with respect. They relate to challenge 

and support: a preparedness to do everything to instil self-esteem, including 

challenging others and providing support so that all pupils achieve their potential. 

They also relate to personal conviction such as confidence in oneself, especially in 

challenging situations. These are rooted in unshakeable values about the importance of 

education, which may be broadly humanistic, deeply spiritual or driven by a desire to 

serve pupils, parents and the community. According to the research, highly effective 

heads build a compelling vision for their school. They do this by strategic thinking: 
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constantly referring to and using best practice and the ideas of colleagues, being 

outward-facing, thinking creatively about what will work for their school and 

reshaping the vision to take account of future needs, such as the increasingly 

important role of information communication technology OCT). They have an intense 

and relentless drive for improvement: setting challenging targets that raise 

expectations and set uncompromisingly high standards for teaching, learning and 

achievement, with no room for complacency. Their vision reflects their own values 

and embraces the spiritual, moral, social and cultural development of all pupils. 

Such highly effective heads create space for themselves to reflect about future 

opportunities and plans. They provide transformational leadership, working with 

their governing body and, with and through their leadership teams, generating team 

working by seeking and valuing others' inputs. They have a high degree of 

understanding of others, enabling them to take advantage of the strengths of their staff 

teams, by developing potential and deploying the totality of their resources to the best 

effect. They build on their ability to 'read' others by gettin~~ others on board to believe 

that step change is possible and to achieve it. They use impact and influence to deliver 

the vision, and to gain resources from wherever they can. Above all, highly effective 

heads are always creating clarity about what needs to be done and by whom, and then 

unswervingly holding people accountable for doing it, challenging poor performance 

when necessary. I Iighly effective heads use a wide range of contacts and networks in 

their schools and communities and are personally in touch with every aspect of school 

life. They actively seek information about the quality of teaching and learning from 

children, teachers, support staff, parents, governors, and members of the wider school 

community. They seek to make the school accessible and accountable to them. Their 

understanding of the environment and their understanding of organisations means 

they can use the dynamics within and outside the school to deliver the vision. At its 

heart, the models of effective leadership arc animated by the head's energy and values. 
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The models also have toughness in them because they target all effort on whatever it 

takes to create positive results for pupils. They also require a versatility and flexibility 

of approach that enable the head to deploy whatever characteristics are required in a 

particular situation and context. rinally the mix of characteristics for 

transformational leadership is unique to each individual. Different combinations of 

these key characteristics are displayed in order to deliver outstanding performance in 

a variety of distinctive ways. 

The Hay McBer research not only considered whole school climate but looked at 

classroom level climate too. The research showed that classroom climate predicts 

pupil progress and operates at classroom level as it does in the whole school. From the 

research, a model of the effective teacher has emerged that puts their skills and 

behaviour central to pupil progress and achievement. Of the two characteristics, 

teacher behaviour is considered to be the most significant factor in affecting classroom 

climate. Therefore, by working on their behaviour, teachers can change the climate of 

the classroom. Seven characteristics of effective teacher behaviour have been isolated 

(but not clearly defined), these being particip,1Hon, sfl111dards, clarity, support, 

f'airness, saf'ety, cnvironnzent and interest. Apparently the three most important ones 

are standards, clarity and interest. Professional development programmes have been 

created by Hay McBer, including a website (www.transforminglearning.co.uk) that 

allows teachers to access materials that will assist them to understand and develop 

these key behavioural characteristics. 
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Appendix 6: Mark Halstead and Monica Taylor 

The concept of ethos was explore by Mark I Jal stead and Monica Taylor. 

I Ialstead and Taylor suggest that school ethos is an important element m school 

effectiveness and in values education. 

Their definition of ethos includes the following components: 

• a school's underlying philosophy, values and aims; 

• the styles leadership, management and governance; 

• the dominant forms of social interaction; 

• the nature of inter-personal relationships within a school; 

• the attitudes, personality, values, beliefs, expectations and behaviour of 

teachers and non-teaching staff; 

• the implementation of a school's curriculum model, including extra-

curricular activities· 
' 

• the influence from policies and people from external agencies such as the 

local education authority (LEA); 

• the way that conflicts are resolved; 

• the physical environment of the school (its buildings, facilities and 

grounds); 

• the links with parents, other schools and the local community; 

• the patterns of communication; 
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• the nature of pupil involvement in the school; 

• the rule making and discipline procedures; 

• the anti-bullying and anti-racist policies. 

When a school deliberately reflects on the above list of structures with the intention of 

creating a positive school ethos, I Ialstead and Taylor argue that certain characteristics 

are more likely to be evident. These may include: 

• open discussion with a focus on fairness and morality; 

• pupils exposed to different points of view and higher stage reasoning; 

• student participation in rule setting and the exercise of power and 

responsibility; 

• a greater development of a sense of community; e.g. the just community 

studies suggest that differences in moral atmosphere between just 

co111111unity schools and normal schools resulted in long-term effects on 

students' moral behaviour. Kohlberg and his colleagues developed the just 

co1111nu11ity S<.,,izools to provide students with an optimal context within 

which to grow morally O Iiggins, 1991). 

The above characteristics contribute to building a school's distinctive ethos. 



Appendix 7: Alex Rodger 

Alex R Rodger, developed a holistic approach to values education in an Argentinean 

school in 19~}~. He describes how a moral community was developed through a 

values statement, the curriculum and in-service development. II is booklet acts as an 

interesting comparative study that has similarities to Palmer School (Rodger, 1996). 

Alex Rodger was the Director of the Values Education Project, within the Northern 

College (Dundee and Aberdeen, Scotland) and funded by the Gordon Cook 

Foundation. The Foundation was set up to promote values education, defined as 

education designed to further the growth of character, personal, moral and social 

development, and citizenship. It has no political or religious affiliations. 

This booklet describes, in a case study, how Alex Rodger acted as consultant for the 

development of values education to St. Andrew's School, in Buenos Aires, Argentina. 

The school, which comprises one secondary school and two primary schools in 

separate buildings, is bilingual. It is a pluralist community (Presbyterians, majority of 

Roman Catholics, Jewish and other Christian and non-Christian students) that in 1994 

was about to embark on a process of clarifying its values and developing its morals 

and ethics curriculum from Kindergarten to Secondary 5. Rodger was invited to be 

the consultant to the project and began work at the school in 1995. 

Rodger argues that values education is vital because it educates pupils so that they will 

be able to live effectively, in a world where people with various basic convictions 

(religious or none) can live harmoniously. Never, he maintains, has there been a more 

urgent need. Yet schools are often at a loss, in the face of so many competing 

pressures, to know what they should do. If the central values of the school are clear 

then other issues may be more simply, if not easily, dealt with. He argues that if a 
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whole community has a clear understanding of and commitment to the same basic 

values, many problems will not arise and those that do can be addressed in the context 

of that agreement. 

On page 13 of his booklet, Rodger propounds a model for understanding school values 

and describes how the school produced a statement of values. This process may be 

compared with current good practice. In the process of working towards being a 

school of excellence, many schools create a vision of their ideal school (the school they 

wish to be). This leads the school's community to create a vision statement by 

considering what they want the school to be, what will it look like in terms of ethos, 

relationships and curriculum, and how learning and teaching will ensure that each 

pupil is enabled to strive towards achieving their potential. IIowever, this vision 

statement is most effectively interpreted into daily practice if the school has initially 

considered the basic principles, values, that it considers underpin the kind of 

community it wishes to be. Rodger's experience demonstrates how values determine 

and shape the aims of the school; aims being the general statements of the broad goals 

that the school wants to achieve. Such aims are expressed in school policies, which act 

as frameworks to guide the school in its efforts to achieve consistency in its life. Such 

policies then act as guidelines for the life of the school (its practice). 

Once the values that underpin the school's life have been determined, Rodger then 

recommends that a statement of values is written and included in the school's 

prospectus as part of its vision statement. 

Rodger argues that, if a whole community has a clear understanding of and 

commitment to the same basic values, many problems will not arise: and those that do 

can be addressed in the context of that agreement. Lastly, a system of monitoring 

needs to be set up to check regularly that the values espoused by the school in its 
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values statement :.tre the same as the values that are lived in the school. An aim of 

values education is to expose this potential gap and narrow it. 

Rodger suggests that the real test of education is to observe how the pupils behave 

when the teacher is not present; what the pupils have learned. Also to consider how 

schools provide opportunities for each pupil to be engaged in serious reflection on 

his/her moral stance (spiritual matters e.g. meaning of life, significance of human 

lives within the cosmos). 

Rodger (1 ~l~H>: 53) suggests that there is a need to change ourselves as we invite others 

to change. 1-Ie asks whether a school can be a humane community. What is the 

relevance of values education in a pluralist world? The answers, he suggests lie in 

society's potential to support the development of peace and harmony throughout the 

world by promoting a core set of universally accepted values in schools. The aim of 

values education is to promote a common ethic, a new paradigm, which supports the 

individual in developing a personal ethic, a moral attitude, which will positively affect 

behaviour and contribute to the peace and well-being of society. Ideally, this process 

will lead to a global ethic premised on the prerequisite for a change in the inner 

orientation of the hearts of people. The intention of the aim is not to dilute distinctive 

cultural or religious identities but to further the search for a fundamental consensus 

based on shared values. The basis of these values is founded on the Golden Rule, what 

you wish done to yourself, do to others. Such an ethic potentially leads to the 

fundamental requirement that every human being should be treated humanely. 

Values education gives the pupil the opportunity to examine the meaning of values 

and apply them in their life. It develops a common language, an understanding that 

can be applied across cultures. It docs not preclude the development of a second 

language that people share with members of their sub-culture, which helps to form 

their personal identity and distinguishes them in certain aspects from those members 
22 



of the wider culture who are not members of the sub-culture. This process is 

expressed by Sachs (1~)~)1) as the need for people to learn 'two languages' in order to 

live in harmony. 

The significance of Rodger's work is that it graphically illustrates what this thesis is 

researching, namely, whether teaching values improves the quality of education. It 

has some similar features to Palmer School, illustrated by the following points. Rodger 

asserts that, by creating a positive atmosphere based on shared values, the school 

would be more likely to be effective in terms of providing a good education for its 

pupils. The process of values development was seen as the most important aspect of 

the school's work, to be implemented before all other aspects. The work in Argentina 

was being developed at the same time as values education in the case study school in 

the UK. 
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Appendix 8: Twenty-two core values of Palmer Primary 
School 

1997/1998 1998/1999 

September RESPECT QUALITY 

October RES PO NS I BI LITY UNITY 

November TOLERANCE PEACE 

December THOUGHTFl 1LNESS HAPPINESS 

January FRIENDSHIP HOPE 

February LOVE PATIENCE 

March COl'RAGE CARE 

April APPRECIATION Hl 'MILITY 

May HONESTY SIMPLICITY 

June LTNDERSTANDING TRl'ST 

July CO-OPERATION FREEDOM 

The twenty-two values were in a two-year cycle, which meant that the pupils would 

study them three times, deepening their understanding of values, during their six 

years at Palmer Primary School. 
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Appendix 9: Teacher questionnaire 

This questionnaire was used in Palmer and Becket schools. 

1. What effects do you think teaching about values has on pupil behaviour? 
Examples? 

Z. What effects do you think teachin~~ about values has on the quality of pupil 
work? 

3. Is there any evidence that academic standards are improved because the pupils 
learn about values? Examples? 

4. In what ways do you think the focus on values has enabled your teaching to be 
more effective across the curriculum? Examples? 

5. To what extent has teaching about values had an effect on your teaching and 
behaviour? 

6. Besides teaching about values in what ways do you model the school's values 
through your own behaviour? 

7. What effect do you think values education has had on the ethos of the school? 
Examples? 

8. Can you give examples of how teaching about values in the school has improved 
the quality of education here? 

~}. Do you have any other views about values education that you would like to 
share? 



Appendix 10: Communication plan 

Effective communication was seen as underpinning the pedagogy at Palmer. The 

communication plan was developed with the degree of care that ensured that the 

infrastructure of the school would reflect the school's motto of C1re and Excellence 

and values-based empowering principles of leadership were enacted in the school. 

It was recognised by the headteacher that ensuring consistency of pedagogy among 

staff was crucial to achieving a values-based school. In order to achieve this, careful 

thought was given to how staff communicated. A written communication's plan on its 

own could not achieve effective values-based development. It needed to be brought to 

life by the individuals who led each important aspect of the school's life. The principle 

of distributive, values-based leadership, was actively employed in the school. The 

headteacher maintained strategic leadership and overall responsibility for the school 

but gave responsibility for aspects of the curriculum to other staff, demonstrating the 

values of respect and trust. Specific task teams were drawn together by various 

members of staff as needs dictated. For example, the member of staff responsible for 

long, medium and short term planning convened a task group to determine what 

elements should be included in the planning and the most effective means of 

implementing the plans. Often, much of the school's development, monitoring and 

evaluation occurred through the more formal system of meetings. Another priority 

was to ensure that everyone was fully informed about the various networks that 

existed in the school. The sole purpose of these networks was to enhance the learning 

of pupils and to improve the quality of teaching. This was largely achieved by 

or~~anising the school so as to mana~~e continual change effectively, whilst maintainin~~ 

a school culture that reflected the values policy and the following agreed Vision 

Statement (xxxdate): 
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The purpose of the school is to provide learning and teaching which responds 
to the unique educational needs of each child A ca/111, happy and purposeful 
working llt111osphere is fostered within li c:1ring co111111u11ity. An acHve 
/Ntrtnership is encouraged between children, parents, governors ,1nd te,1chers. 
High st,1ndards lire pronzoted by expecting pupils to work hard llnd to 
persevere in all areas ol the curricu/zun. 

The school's inclusive style of leadership and governance encouraged active, collegiate 

participation. A hierarchy of relationships became non-existent, only a hierarchy of 

responsibilities. This meant that the newest colleague was valued, being considered as 

equally important as any other and felt confident to make a full and effective 

contribution to the life of the school. Status was seen as not guaranteeing wisdom. 

Transformational leadership was encouraged, as it was considered to be about creating 

opportunities for all colleagues to feel valued in the school. In this way, the staff 

ensured that its work reflected its collective ability. The school's governors 

appreciated values education as the method for achieving good practice in the school. 

An example is in their job description for the headteacher regarding his specific duties 

related to values education: 

To give strong le:1dership to the S<.."',hoof's co111111u11ity, founded on the principle 
:uzd virtues of en1power111ent, defeg,1tion, inwgination :111d quality 
refdtionships. 

1b develop ,1 Values E'ducl1t1011 Policy tlwt w1JJ underpin the work of the sc'1100/ 
:111d be an insp1r,1tio11 to others. (Governors, 19~)4) 

In order to achieve the duties outlined above, the headkacher will: 

Ailn to unlock 111inds :111d hearts ol:lf/ people in hi" c:1re. 

Work to develop exec/Jent rchlticmships in the' scho()/ based on the v:1Jues ol 
pc:1ce, Jove, co-open1tio11 :111d unity. (Governors, I ~)94) 
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In 1998, the headteacher's personal targets included: 

Lo11ti1111i11g to develop the school's u11dersft:111di11g of values education by 
producing'' values education 'tool kit' /'or fet:1chers. This will co1nprise so1ne of 
the best practices currently used by the tem.,izers <If the school. It will serve as 
a11 induction doci11ne11t about teaching and learning /'or new teachers. It will 
draw 011 the best of pedagog1cal principles a11d practices of' teaching. (The 
headteacher's Appraisal Target for 19~)8) 

Responsibility was not to be confused with leadership. Although the headteacher had 

the legal responsibility for the day-to-day organisation and management of the school, 

each member of staff acted in a leadership role when discussions were taking place 

over which they had responsibility, e.g. mathematics leader when maths was being 

developed. 

During the first months of implementing a values education policy at Palmer, the 

greatest danger to managing effective chan~~e was initiative overload. Care had to be 

taken not to allow too many aspects of the school's life to develop simultaneously. At 

one point the school had far too many planning meetings, which had the harmful 

potential of leading to overload and 'burn-out' if appropriate action had not been 

taken. A major problem was that everyone was keen to sec positive school 

improvements. As changes occurred staff and governors began to recognise the need 

for even more changes to raise standards. 

The appointment of two Key Stage Leaders (Key Stage 1 and 2) was central to the 

school's development. Their task was to support the Head and Assistant llead by 

overseeing developments in their Key Stage and working together to create a whole 

school approach to all aspects of development. The changes that occurred are largely 

due to the way that these colleagues initially shared the Head's vision for Palmer 

Primary School and subsequently spared no amount of effort to bring it into reality. 

The foregoing should not be read to imply that developments at Palmer were 

dependent solely on a senior management structure. As the School's philosophy 

28 



developed and matured, all existing staff and new colleagues were empowered to 

make their own contribution to the school's life. Indeed, staff appointments 

demonstrated that the school's philosophy was attracting teachers who had an 

empathy with the values philosophy of the school. 
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Appendix 11: Values guidelines 

Values guidelines underpinned values education at Palmer Primary School: 

• The school's curriculum 

• The school's purpose 

• The school's core values 

• What are the needs of children? 

• What the school docs to meet these needs 

• How are values taught? 

• Activities that encourage values development, Key Stage I 

• Activities that encourage values development, Key Stage 2 

• The development of skills 

• Activities that encourage the development of reflection 

• Benefits for the pupils 

• Conclusion 

The school's curriculum 

The school defines the curriculum as every intended aspect of school life. The intended 

curriculum is the formal medium through which the whole child is educated. All 

subjects in the curriculum are important as ways of teaching about values. Besides the 
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intended curriculum there is the informal and hidden aspects of the curriculum. As a 

school, staff have carefully considered these important dimensions of the life of the 

school and have ensured that, as much as possible, the school's values permeate them. 

Supporting the school's curriculum planning is the notion that enabling the child to be 

conscious of both the spiritual and material world helps them to perceive the subtle 

interrelationship between the intuitive, emotional and intellectual faculties. 

The school's purpose 

The school's prospectus stated: 

The purpose ol the school is to provide le11rni11g 11nd teaching which responds 
to the unique edul-~1tio1u1l needs of c;1ch child A calm, happy :111d purposeful 
working at111osphere is fostered within ,1 caring con1111unity. An active 
partnership is encoun1ged between children, pc1rents, governors and teachers. 
High stc11ufards 11re pro111oted by expecting pupils to work hard and to 
persevere in ,1/l c1retlS ol the curriculu111. (xxxdate) 

The school's core values 

Twenty-two core values were selected after extensive discussion with staff, parents 

and governors. They reflect the qualities/ dispositions that the school community 

wants to encourage in the pupils. The values give a common vocabulary that forms 

the basis of discussion about personal behaviour. The values are referred to during 

assembly times and at other appropriate times during the day. The core value for the 

month is considered during a set values lesson. The value is also represented in 

classrooms through posters, notices, pictures and literature. A list of the core values 

that the school focused on for a month at a time during 1997-1 ~199 is given in 

A ppcnd ix 8. 

31 



What are the needs of children? 

'Time' was included in the initial discussions about what values the school wanted to 

promote. So time was set aside for discussions about what the needs of the children 

were. It was found that what the children needed so did the adults in the school. In 

order for the school's purpose to be achieved, and the above values to be meaningful to 

the pupils, an understanding of the basic needs of children needed to be appreciated 

by the staff. The school staff reflected on what children needed that would create the 

conditions that would enable them to develop fully into mature adults. The following 

list, which could be considered as somewhat self-evident, nevertheless expresses what 

the staff thought the children at the school needed most. The children needed to: 

• be loved; 

• be given a sense of security and a clear understanding of what is expected 

of them; 

• be valued as people; 

• have a balance of experiences (active/ quiet, sound/ silence); 

• experience a variety of learning experiences (communicating/reflective; 

taught skills/ exploratory work); 

• be helped to develop their own web of relationships; 

• develop self-awareness and a knowledge of the world outside of 

themselves· 
' 

• experience creative expenences, including external exploration and 

internal reflection; 

• be fully involved in the process of education. 
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What the school does to meet these needs 

Staff, both teaching and non-teaching, always endeavour to be consistent in their own 

behaviour and in their expectations of the children. They: 

• value all children; 

• display great patience and listen carefully to children; 

• focus on and emphasise the positive, in terms of work habits and 

behaviour; 

• face reality and help pupils to come to terms with difficult issues, such as 

death; 

• only disapprove of poor behaviour never the child! 

• have time for each other and try not to rush; 

• are mutually supportive; 

• are all valued as equal partners in the school; 

• speak quietly and avoid shouting; 

• arc valued by the governors and community; 

• have a good sense of humour! 

• communicate with parents to ensure that they have knowledge about the 

school's values. 
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How are values taught? 

There is a saying that values are not taught they arc caught. However, if this is the 

case then in order for them to be 'caught', teaching and learning opportunities need to 

be created in school for pupils to experience and reflect about what a value means and 

how it can be applied in their lives. To do this the school considered the following 

three key areas: 

• the school's values including its institutional values; 

• how to teach about values implicitly through the whole curriculum; 

• how to give pupils experience and knowledge explicitly about values m 

prescribed lesson time. 

After these key areas had been considered, policy and practice were determined. A key 

part of the process was to determine the pedagogy that would give structure to the 

values teaching programme. Following a great deal of staff discussion about the 

teaching and learning strategies of values education, it was agreed that: 

• each lesson should have a section to help the teacher understand. It was 

important that the teacher was able to understand the value and impart it 

to the pupils. The school produced lesson plans covering the 22 values for 

all year ~~rou ps; 

• use should be made of a 'stimulus' for the lesson, based on a story, 

discussion, experience, artefact, etc. The learning objective was to made 

clear, e.g. to understand why the value of honesty is an important guide to 

our behaviour. Using a story as a stimulus for the lesson had many 

advanta~~es. It put across the value in a way that all levels of awareness 

could access. It generated feelings, captured attention and often inspired. 
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The listener was able to find parallels in their own experiences, which 

could help in difficult situations in the future; 

• teacher-led discussion lay at the core of the lesson. Careful questioning led 

pupils to a deeper appreciation of meaning and helped them to translate the 

value into areas of their own experience. Lessons were not theoretical but 

aimed to help the pupils to modify and expand their own thoughts and 

actions. Whole class discussion allowed the value to be explored more 

deeply. The children gained insight from each other, especially if the 

teacher became practised in facilitating Socratic discussion, summarising 

ideas and leading the children into considering further possibilities; 

• the next section of the lesson was an activity that would encourage pupils 

to engage with the value; 

• a plenary session of review evaluated understanding and drew out key 

points that aided further development. 
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Activities that encourage values development, Key Stage 1 

The following activities regularly take place in Key Stage I in order to for the pupils to 

consider the school's core values and encourage them to be reflective learners: 

• encouraging the children to explore feelings and thoughts through drama, 

RE, dance, art and story; 

• time being given for children to be taught creative skills and being given 

time to use them freely; 

• exploring the use of senses throughout the curriculum, especially fostering 

the development of listening skills; 

• resolving relationship problems through careful and patient discussions; 

• developing an understanding of the self and others by deliberately focusing 

on topics such as 'ourselves'; 

• young children generally feel experiences with their emotions and senses 

first, so encouraging them to think and talk about their feelings. By talking 

about feelings and listening to other children talking, the children become 

more aware of the feelings of other people; 

• recognising that issues concerned with feelings and relationships need to be 

revisited and expanded as the child matures and gains in experience. 



Activities that encourage values development, Key Stage 2 

The following activities support the values policy in Key Stage 2: 

• considering, hearing about and reflecting on the feelings of others. For 

instance, the pupil is encouraged to consider the reasons for his/her 

feelings and to consider why others feel differently; 

• listening skills to be further developed and empathy for the views and 

feelings of others considered and encouraged; 

• considering issues, such as what happiness is, through the programmes of 

work concerned with writing, language, poetry and religious education. 

Experience shows that older children are often reluctant to speak about 

their inner thoughts but will commit them to paper if an atmosphere of 

confidentiality is developed; 

• developing a class and school climate of trust between teachers and pupils 

is a fundamental aspect of values education. This can be through personal 

and social education activities such as 'circle time'. 

• ensuring that class or school acts of worship encourage reflection through 

stillness and silence and encouraging the pupils to consider situations that 

require critical evaluation leading to decision making and the assessment of 

the consequences of particular choices. 
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The development of skills 

Throughout the school, the development of the following skills are encouraged which 

contribute to reflective thinking about our values: 

• displaying helpful politeness and good manners to all at school and visitors 

to the school; 

• speaking quietly and politely to others; 

• listening carefully and thinking about what others are saying; 

• reflection, visualisation and stillness through silent sitting; 

• empathy and tolerance; 

• usin~~ imagination; 

• being able to express feelings constructively; 

• learning to manage feelings and resolve conflicts through discussion, 

understanding and practice; 

• articulating thoughts clearly in order to enhance communication skills; 

• walking quietly about the school building; 

• developing positive attitudes to work and play; 

• accepting personal responsibility for actions; 

• care and respect of other people's property. 
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Activities that encourage the development of reflection 

Several practices helped in the development of reflection: 

• creating a peaceful climate in the classroom and looking for and creating 

peaceful places on the school site, e.g. the trail and nature areas; 

• taking children to beautiful places to experience peaceful settings and 

encourage them to value them; 

• pupils setting their own targets for work and behaviour; 

• pupils involved in the assessment of their own work; 

• giving opportunities for decision making; 

• school behaviour policy that clearly defines how the school puts emphasis 

on behaving well and positive thinking; 

• giving time in class for pupils to respond to some of the 'basic' needs within 

us, e.g. friendship, co-operation, love, thereby clarifying their 

understanding of values, and allowing children to sit in silence to think 

through their own thoughts (not only sitting working in silence); 

• helping the children to be relaxed and unstressed but focused on their 

activities; 

• including visualisation as a teaching technique to help in the development 

of the imagination and memory; 

• opportunities for role-play are given so that skills associated with 

negotiation, co-operation and assertiveness are developed, which helps 

pupils to understand the potential consequences of giving way to peer 

pressure. 
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Benefits for the pupils 

Benefits of values education include: 

• pupils behaving more calmly and purposefully; 

• pupils able to concentrate and reflect more on their own behaviour; 

• pupils being more self-aware and self-accepting; 

• pupils being more considerate to others and less ego-centred; 

• pupils taking a greater responsibility for their own behaviour and realising 

that they have choices; 

• the improvement of listening skills; 

• pupils getting more from their lessons because they are thinking more 

before taking action; 

• the improvement of self-confidence and self-esteem; 

• pupils knowing themselves better and being able to relate to others more 

effectively. 

Conclusion 

These values education guidelines describe how values education was incorporated 

into the curriculum of the school. They show how the school used core values, such as 

respect and honesty, as a basis for its work. The success of the school's approach to 

teaching and learning through values education is not easily measured. However, it 

can be observed in the display of the personal qualities of the pupils in the community 

and in the school's positive ethos. 
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Appendix 12: Values education blueprint 

This blueprint explains the process of values education: 

1. The school decided why it wanted to introduce values-based education, its 
purpose and what it was to be about. 

2. The staff had agreed to work towards being role models for values education. 

3. The whole school community was involved in shaping the values education 
policy. 

4. A process of values identification took place involving the school's community. 

5. Twenty-two values were identified that would be taught over a two-year cycle, 
one value each month. These were chosen by the school (staff, governors and 
parents) through a careful process that involved thinking about what qualities 
(values) the school should encourage the pupils to develop. 

6. The school considered how it would meet the needs of its pupils and staff and 
care for them. 

7. The school's institutional values (e.g. how parents were welcomed) were audited 
through a process of consideration by the staff. 

8. Self-reflection was seen as central to the establishment of a school that embodies 
values. 

9. Subjects were identified that could make a specific contribution to values 
education. 

I 0. A positive school ethos was developed from a commitment by the whole staff to 
values-based education. 

11. Throughout the process of introducing core values there was staff, pupil, family 
and community involvement. 
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12. A key teacher was appointed as values co-ordinator/leader. 

13. Pu pi ls were fully involved, e.g. through the School Council. 

14. A methodology was established for learnin~~ about values which included 
introducing values in a programme of assemblies, one value being highlighted 
each month, each class teacher preparing one value lesson each month, the value 
of the month being the subject of a prominent display in the school hall and in 
each classroom and newsletters to parents, explaining what the value of the 
month is and how they can be developed at home. 

15. The range of skills, knowledge, attitudes and understanding to develop m the 
pupils was established. 

16. Pu pi ls learned how to focus attention and to actively listen whilst sitting still. 

17. Long-term learning was promoted through frequent opportunities to reflect and 
to recall. 

18. Development of a proactive School Council. 

19. Benefits for pupils were identified. 

20. The process was well planned, monitored, evaluated and celebrated in order to 
keep the process alive and constantly under review. 
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Appendix 13: Assemblies 

Values are introduced to pupils at assemblies. 

The role of the school assembly 

A high quality school assembly was one of the most important aspects of Palmer 

School's curriculum and key to the introduction of values. Teachers who have been 

interviewed as part of this research have cited its power to nurture a positive school 

ethos that stresses care for the self, others and the pursuit of all forms of excellence. It 

appears to nurture the development of intrapersonal intelligence in the pupils. 

What follows illustrates how school assemblies at Palmer are designed to make a 

positive contribution to pupil self-development and are therefore at the heart of 

raising achievement and standards. The examples given are based upon a form of 

assembly that has been developed by planning to encourage pupils to reflect upon the 

set of twenty-two universal values, such as love, peace, truth, co-operation and 

respect. These values act as the foundation not only for religious education (RE) but 

for the development of personal, social and health education (PSHE), citizenship and 

the spiritual, moral, social and cultural (SMSC) aspects of the curriculum. In other 

words, they underpin the school's institutional values and the whole of the 

curriculumI 

What is an assembly at Palmer Primary School? 

An assembly is when the school community, or a part of it, meets together to share 

aspects of life that are of worth. It acts as a medium for communicating matters of 

significance from one generation to another. In England, an act of collective worship 

is usually held as part of an assembly as it has been a legal requirement since the 1944 

Education Act. 
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The role and purpose of an assembly 

Acts of Worship Guidelines (xxxdate) explains the role and purpose of assembly at 
Palmer Primary School: 

Our Asse111blies, wldch include our Acts of Worship (the legal obligation/, are 
,1n J/11port,1nt fe,1t11re of our school's life. 711cy :1ct ,1s one of the Inain ways by 
whk:h we cre,1tc our posiHve reflective ethos :ind pro111ote our values-based 
education. I ,1111 grateful to :Iii colle:igucs who nzake a positive contribution to 
the111. In fact, :ill colleagues nzake ,1 tre111cndous contribution through their 
presence and active participaHon. Pupils are very :1ware that all staff, by their 
positive :1ttitude, involve the1nselves in ,1sse111blies, :1cting as role Inodels for the 
pupils to e111uft-1te. Assemblies contain tinzes of quiet reflection that enable 
pupils to develop the deepest values :111d aspirations of the hu1na11 spirit. 

Frances Farrer wrote in the book A Quiet Kevolution: 

The stall believe the polizt of the asse111blies is to :1Jlinn the school's identity 
and aspirations. This is at the he,1rt of all the Inorning Jncetings, whatever f'om1 
they take. A gre:1t deal of eilort goes into the pilln11ing 11nd presentation of 
what look like si111ple Jneetings to nzake sure th11t the precise ,1t111osphere of 
:1/ert stillness is created in the hall, the correct conditions for cal111 
concentration, the exact balance of content. As with all the (school) ,1ctivities 
the continuity of behaviour is exe111plified by the teachers for the children. Jn 
Inany school assenzblies you see teachers t,1/king while children are expected to 
be sile11t, this is not so at (school) :ind de111onstrates one of its great, essential 
strengths, the personal com111it111e11t of all the :1dults Iiz the school to proper 
behaviour. It follows that as Inuch as there Inust be no teachers talking, there 
must be no tea(.,"hers arriving illte, since what is denzanded of the children is 
also denzanded of the adults. (rarrer and I Iawkes, 2000: 80) 

As the quote above exemplifies, assemblies at Palmer aim to create, nurture and 

sustain a sense of community. They serve to develop a positive school ethos that 

affirms the school's identity and aspirations. The result being that the school lives in 

cohesive harmony that sustains the pursuit of excellence in all its forms. 

The physical setting for an assembly is important and care is taken with such detail as 

heating, ventilation, comfort and the aesthetic nature of the room. To achieve an 

assembly of excellence, the appropriate atmosphere and tone can be created through 

the sensitive use of: 
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• a central focus, such as a display, that can help pupils think about the 

theme of the assembly; 

• music that can help create a calm and reflective mood; 

• black-out and spot lighting (if available) help to make assembly time 

special; 

• the leader of the assembly being seated m an attitude appropriate for a 

reflective experience as the pupils arrive for assembly; 

• all adults in an assembly modelling the behaviour that is expected of the 

pupils; 

• pupils being actively included in all aspects of the assembly. 

Underlying this is the assumption that those who lead an assembly at Palmer 

understand the term spiritual. In-service education for the whole staff was essential 

for them to understand this term. This is necessary because developing and deepening 

the spiritual dimension of life is key to ensuring that assemblies are powerful vehicles 

for establishing schools of excellence where values underpin the life of the school. 

Morning assemblies 

Monday morning assembly is particularly important, as it was designed to bring the 

whole school back together again after the weekend break, to re-focus upon the week 

in view, on its objectives and the tools that will be used to achieve them. Other 

assemblies during the week build on the standards that are set at the beginning of the 

week. Also the time of assembly varies with purpose. 

What is demonstrated in an assembly is a reiteration of the value of each individual 

pupil, including their individual thoughts and abilities. There is a reiteration of the 
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importance of those elements to the community and the secure place of each pupil 

within the school. Finally, at a subtle but powerful level, there is a reminder of the 

importance to each pupil and adult in the assembly of the school itself. Indeed a very 

complex web of ideas, observations and intentions is woven into the assembly. 

The pupils arc invited to consider their inner capabilities, their positive worth, their 

place in the community and their purpose for the week, and to do it from the 

touchstone of that month's positive value. Pu pi ls respond in the affirmative, so that 

they are focused, positive, calm and ready to start. The school community starts from 

the individual pupil and the value of each one, and allows them to see their part in 

their own world. 

The role of reflection 

Careful thinking about the physical setting for an assembly leads on to the 

consideration of its form and content. The practice of reflection, sometimes known as 

creative visualisation or stilling, is probably at least as rare in schools as it is in the 

larger world. Reflection helps pupils at the school focus upon the positive aspects of 

themselves that they can value and build on. Incidentally, the use of the word 

meditation is deliberately avoided because is can create an impression, to the world at 

large, of images of cross-legged gurus reciting mantras! Reflection, on the other hand, 

is not so open to misinterpretation. 



Silent reflection is a key element in an assembly and crucially includes: 

• creating an appropriate atmosphere in the assembly that is conducive to 

leading the pupils in a reflective exercise; 

• encouraging pupils to sit in a relaxed, comfortable and still manner; 

• developing the ability to use the inner eye of imagination; 

• the person conducting the assembly using appropriate words to stimulate 

the creation of a picture on the screen of the minds of the pupils; 

• pupils developing the skills necessary to go within themselves, thus being 

observers of their thoughts, in order to nurture positive images that support 

positive behaviour. 

• the ability of the leader of the assembly to be able to set high expectations in 

terms of appropriate pupil behaviour and attitude is always emphasised. 

The pupils model themselves on this person whose behaviour must be 

sincere and authentic. Pupils are quick to spot inconsistencies in adult 

behaviour. They will avoid entering into the reflective spirit of an assembly 

taken by an adult whose own inner world is unstable. (Some may argue 

that this is an unrealistic expectation, as each adult is on their own path of 

spiritual development. I lowever, the crucial aspect is to maintain an honest 

approach that avoids making any pretence at what is untrue in terms of 

personal beliefs and values.) 
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Words used during reflections 

The following are examples of appropriate words that have been used successfully for 

reflections during assemblies: 

With c.,wch bre,1th let your body beco1ne nzore :111d more relaxed With each out 
breath, bre,1tlze out :111y worry ... with LWCh in bre:1th feel yourself breathing i11 
quietness :111d (.,"£11111 ... 

Now inwgi11e ,1 beautiful w,1terfall of light e11teri11g the top of your head ... feel 
the w,1terlall of light gently flowi11g through your head ... doWll your lleck ... 
into your chest ,111d shoulders ... The waterfall of light is warm and lzlil of ge11tle 
energy ... Feel it 111ove dow11 your shoulders, into your arms ... your ha11ds :111d 
out through your lingers. More light falls ,1s :1 waterfall dow11 your back - into 
your tu111111y - your legs - down to your feet a11d out through your toes -
Wiislzing !lw:1y with it a11y stress or worry. 

Now you are co111pletely bathed in a continuous waterfall of light ... enjoy its 
freshness :uzd the gentle c!l/Jn it brings ... in :1 i1101nent you are going to le:1ve 
the waterfall of light :111d you w1Jl find yourself back in the hall, feeling 
relaxed, calnz and refreshed . . . when you !lre ready, open your c.,yes. 

Consider the purpose behind each of the four parts of the following reflection: 

a. This 111on1ing in a 1110111ent of silence let us sit very still, close our eyes 
and feel relaxed 

b. On the screen olyour 111ind, sec yourself in your classroo111, working 
hard !lf ,1n activity, co-operating with others. Feel good :1bout this 
work. 

c. Now tl11i1k :1bout our inonth's value, the value of trust, and think 
about so111eo11e you re,11/y trust. How do we beco111e trustworthy, so 
others wJJl trust us? Wlwt qzwlities do we need to develop? Patience, 
tact, friendliness, co-operation, honesty, nwy be so111e ol the qualities. 

d Choose one to think :1bout duni1g the d1y ... Now open your eyes. 

In a, this form of words, which is often used, invites pupils to adopt a particular 

physical and mental attitude that sets the scene for the reflection. Pupils come to 

understand the expression on the screen ofyour 111ind in band with practice learn to 

use their creative imagination. Positive feelings are invited about working with others 

in the classroom. In c the month's value word of trust is used. Thinking about 
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someone the pupil trusts, helps to develop a deeper understanding of the concept 

before returning to think about self-development. Finally in d, pupils are invited to 

take the thinking developed during the reflection into the rest of the day. This helps in 

the development of the value by making it a recurring theme to think about. 

Importance of planning for a successful assembly 

The importance of planning cannot be underestimated. Last minute thinking does not 

create meaningful assemblies. Assemblies can be based on a yearly plan that 

incorporates monthly values and weekly themes. This plan was the subject of staff 

discussion and amendment because it was important that all staff felt comfortable with 

the proposed themes. This process gave a sense of ownership of both the process and 

content of the assemblies. This was vital as it stopped assemblies from being seen as 

elements of the curriculum for which headteachers are solely responsible. An example 

of a yearly plan of themes and values is in Appendix 14. 

Creating an assembly of excellence 

Outstanding assemblies occurred at Palmer when a positive connection was 

established between the leader of the assembly and those taking part. This included 

both pupils and staff. The content of the assembly had to be both relevant and 

appropriate to the age and stage of the pupils. The leader consciously worked to 

enable all to be focused and in a frame of mind that was conducive to spiritual 

awareness. Spirituality is here defined as th.1t wlu.ch 1s concerned with the inner 

perso1wl world o[ thoushts, lcclin,gs t1nd cnzotions. Spiritual awareness was achieved 

through a process of establishing rapport with each person attending the assembly. 

Ilow this was done is both subtle and complex, requiring good quality teaching skills. 

Some of the crucial elements needed for a successful assembly are noted below. 

Before the beginning of an assembly, the person leading it arrived early to ensure that 

the room was properly prepared. Preparation included ensuring that appropriate 
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music was being played; music that assisted the process of helping everyone to be 

reflective. The school hall (in terms of cleanliness, display, heating, ventilation and 

tidiness) created an atmosphere that was conducive to ensuring a successful assembly. 

Coloured spot lighting was used to help create a special warm atmosphere. The leader 

of the assembly sat down and modelled the behaviour expected of everyone coming to 

the assembly. A relaxed, friendly yet serious attitude was adopted. This was not a time 

for exaggerated smiles or gestures as they can act as a signal that social interaction is 

expected. Pupils were taught that assemblies were about developing inner thoughts 

and they become used to, and indeed looked forward to, a quiet reflective atmosphere. 

The leader modelled stillness as the pupils entered the hall. Staff modelled the 

expected behaviour too, as did pupils. Members of staff avoided interacting with each 

other or acting to police the behaviour of the pupils. Such action was deemed 

inappropriate as it could create a negative perception about what assembly was about. 

A key strategy that the leader of the assembly used was eye contact. He or she tried to 

have eye contact with as many pupils and staff as possible during these first few 

minutes. This connection was very important as it demonstrated that each person was 

valued and held in respect. This moment of eye contact is very powerful and 

demonstrated that connections can be established between people without the need for 

exaggerated gestures. It is also a highly effective way of establishing discipline, as 

each pupil was aware that they were being actively observed. The leader maintained 

control in subtle ways, such as through self-confidence. A held look to a pupil who is 

not focused was usually all that was needed to check inappropriate behaviour. In this 

way the pupils were reminded that assembly is a time for reflective thought. 

It was seen as vital that an assembly had an enriching quality. This was accomplished 

by associatin~~ the theme of the assembly with the experience of the pupils. This made 

the experience relevant and real to them. By telling an inspiring story, such The 
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SelJYsh Giant by Oscar Wilde, enabled pupils to make connections with their own 

attitudes and behaviour. Also, relating the adult's own personal experience to the 

theme of the assembly and drawing in other members of staff to comment was 

enriching. Relatin~~ exciting experiences, such as being taken on the back of a modern 

motorbike dressed in appropriate kit, grabbed the full attention of everyone. 

Describing the journey, with all its thoughts, feelings and emotions, used a personal 

story to illustrate a theme that related to real experiences. Such communication 

techniques helped to connect the subject matter with the pupils' own lives. Such 

connections were needed for the pupils to understand the relevance to them of the 

values and principles discussed during assembly. We needed them to say, Yes, I'll try 

tlwt. I'll clwnge tod:1y! Thus guidance and encouragement were prerequisites for 

enabling pupils to have that inner debate that modified behaviour through sclf­

regulation and self-discipline. 

The leader of the assembly also reinforced the concept of the school as a community, 

by telling groups that they had done well. Referring to positive examples of good 

behaviour or work created a culture of success and high pupil self-esteem. 

By involving the pupils, by changing the tone of voice or by changing one's physical 

position maintained pu pi! interest. For staff too, the assembly was considered 

important, as they appreciated assemblies that were spiritually nourishing. The prayer 

or reflection, at the end of assembly, encapsulated the learning objective of the 

assembly. Time was well spent working out appropriate wording. It did not need to 

be long! ror instance, Help us to nwke our Jove u11co11ditio1wl and give it to others 

often. (The story would have explained the meaning of unconditional.) When the 

spiritual content of the assembly was present and relevant then the adults were 

affected positively too. 
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The benefits of an assenzbly ol excellence to both individuals and the school in general 

were enormous. Effects included: 

• heightened awareness of the needs of others; 

• greater sensitivity to the feelings of others; 

• raised self-esteem; 

• good behaviour based on self-discipline; 

• potential to heighten consciousness; 

• development of spiritual intelligence; 

• generating an ethos that is calm, happy and purposeful; 

• raising achievement and standards; 

• contributing to developing personal autonomy and contentment. 

Assembly conclusions 

The foregoing evaluation of a Palmer assembly is important as it gives the context for 

the evidence that the staff give in answering questions about the role of values 

education in the school. The following examples of teachers' thoughts on the Palmer 

assembly describe two important aspects of the assembly process. 

• SchL)Ol assemblies transmit the school's culture to all staff and pupils. 

• The importance of teacher behaviour is emphasised here in the context of 

assemblies. Teachers cannot expect children to be quiet in assemblies if 

they aren't modellin~~ this themselves. 
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Appendix 14: Yearly plan of themes and values for assemblies 
1998-1999 

DATE VALUE THEME 
WEEK BEGINNING 

()th September Values 

13th September QUALITY Religious Ceremonies 

ZOth September Prayer /Reflection 

z7th September Famous People 

4th October Health Week (Care for Yourself) 
UNITY 

1 Jlh October Aspects of Hinduism 

I Sth October Harvest 

Remembrance 
1st November Discussion about conflict, 

prayer for peace 

8th November PEACE Jesus 

15th November Feelings/thoughts 

22 11
" November Worship 

z9th November Individual differences 

()th December HAPPINESS Positive 
attitudes/character I personality 

13th December Christmas 
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Planning for Assemblies continued 

DATE VALUE THEME 
WEEK BEGINNING 

11th January The Bible 

HOPE 

I 8th January Beauty and Wonder 

Places of Worship, church, 
z5th January temple and other sacred, special 

or personal places 

7th February PATIENCE Love, different sorts for 
different things 

14th February Spring, new beginnings 

28th February Dying (Loss) 

()th March Mothers, her role. Rest of the 
family. Mother's Day 

I 3h March Excellence: Examples from 
religious stories 

20th March CARE Easter 

z7t1i May Community. Humility 

3rd April Wesak Celebrating birth, death 
and enlightening of Buddha 

I Oth April Birth of a child, growth, babies, 
new member of family, baptism 

I ~ 1 May Learning about drugs 

8th May SIMPLICITY Friends of Jesus. Relationships 

I E)th May Environment, care 

22 11
" May l JNDERSTANDING Disability, blindness or deafness 
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Planning for Assemblies continued 

DATE VALUE THEME 
WEEK BEG INNING 

5th June What are religious artefacts? 

1 zth June Co-operation, kindness, 
doing your best, enjoyment 

TRUST 

19th June People in need. Charity 

ZGth June Care of animals 

3rd July Journeys 

FREEDOM 

I Oth July Giving thanks 
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Appendix 15: Example of a values lesson 

Penny helps pupils to understand values by using concrete examples is shown in this 

transcript of one of her values lessons. 

I have brought some special things in to show you this afternoon I am just 
going to put then down and then we tire going to look tlt the special things that 
I have brought in This afternoon we are going to think about patience. which 
we use ti Jot in the classroonz. which we use a Jot at home with our J[1m11ies 
and we also use when we go on journeys with our friends or parents. Can 
anybody read the word that l have written up there? This is what we are 
actually thinking of in February, this is our value of the 1no11th. patience. Do 
you know what that word nzeans to you? Wait1ng. Shaff we wn"te that down? 
l wo11der if I could askjessica what does patience nzean to you? "'You have to 
be patient when your nzu111 is con1bi11g your hair at bedtinze and there are Jots 
ofknots in it. " 

I t1ctua/Jy had not thought about tht1t. Do you know that ft.1st night I had 
written down sonze things on 1ny p1ece ofpaper t1bout being patient with other 
people and I had not thought t1bout that. Ht1ving your hair conzbed by your 
111u111 ttnd when there tire knots in it you have to be patient. don't you. Do you 
say anything to your nzum while she is doing it? I s,1y. ""Ct1n you stop, 111u1n. 
bn1shing 1ny hair too hard,'' she stopped and then brushed it 111ore gently. So 
you have to be patient with your 111u111 when she is bruslung your hair. 
(Ref:PT12) 

As can be seen, this lesson was about the value of patience. The lesson had been 

subject to monitoring as part of the school's quality assurance programme of 

classroom monitoring. An extract from the researcher's notes, taken about the lesson, 

identifies a range of teaching strategies that flcnny uses: 

71Je pupils were sitting in ll group on the c,1rpet. The pupils had begun the 
lesson Jn s1Jence and were giving their 1/11/ t1ttent1011 to Penny. A cosy, friendly 
,1nd purposeful atnzosphere pernzeated the cft1ss. Pupils knew what was 
expected Iiz ternzs of behaviour e.s. putting up hands, sitting stJJJ nnd taking 
turns. 

The lesson began with Penny exploring the pupils' understtuuiing of the 
concept of ptit1ence. On tl white fttt;_'?e sheet of ptiper. she wrote the word 
p,1tience' and lwd two ,1rrows conzins fro111 the word· one ,1rrow pointed to 
the word self and the other ,1rrow to others. A nzunber of co1KTcte extunpfes 
were given by the pupils, which helped the111 to understt111d wlwt is 111eant by 
p,1tience. Penny ski/fu/Jy followed answers up by using probing questions tuut 
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deepening the moral discourse with probing questions. The chlldren were 
asked 1f they could be detern11i1ed to be patient. jas1111ne talked about learning 
to pfl1y the cello. Beh1g patient ,1nd detern1incd to learn the ce/Jo 

I Penny kept using pupils' 1uu11es to ensure tlwt a// pupifs were kept in on task.} 
/Marg:1rct, the LSA, 111odel/ed expected belwviour by actively Jisten1ng to 
Penny, an excellent role model} Penny lor111ed connections with the children 
by talking "1bout her own experience . .)1ze used an enthusiastic attitude that at 
,111 tilnes focused on the positive, giving 11Jlir11wtion and positive reinforcement 
to the <.,,11ildren as they 111ade their contributions. She was 111odel/ing the value 
of patience J11 the way the lesson w,1s conducted Penny had thoroughly 
prep,1red for the lesson All :1ctivities lwd been set up before the lesson began 
L~1ze ,1Jso had a lesson plan. The plenary part of the lesson focused on looking 
,1t what each child had done. A// work was ,1ppreciated and their work 
,1cknowledged (Palmer Prinzary :ind Nursery schools: Monitoring: Date: 
10/2/99 Year 2 teacher: Penny. Subject: Values. Monitoni1g by: headteacher) 

The observations support Penny's own perception of her teaching. She did use 

concrete examples to help the pupils to understand, she modelled the value of patience 

in the way that she conducted the lesson, she showed great care in the way that the 

lesson had been planned and taught, and she demonstrated that she had good 

relationships with her pupils. This example also illustrates the point made in the next 

sub-section about the role of the class teacher as a leader of values education. 
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Appendix 16: Pupil questionnaire 

This questionnaire was issued to the whole Year 6 cohort at Palmer Primary School in 

1999. 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

1. Can you give the names of some of the values that you have learned about? 

Z. Please will you describe how you have learned about values? 

3. What has learning about values taught you? 

4. Do you find you behave differently since learning about values? Can you give an 

example? 

5. Do you learn about values from watching how your teachers behave? 

6. Does learning about values make you think differently about yourself and other 

people? 

7. Do you think that your schoolwork is improved because you have learned about 

values? 

8. In what ways has your behaviour changed since learning about values? 

9. Do you think that children in all schools should learn about values? If your 

answer is yes then why do you think they should? 

10. Is there anything else you would like to say about the way we have taught about 

values? 

Thank you for answering these questions 
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Appendix 17: Questions and answers from ten Year 6 pupils 

Pupil 1 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

I. Can you give the names of some of the values that you have learned about? 

Trust, fi'eedom. /car. and c(J-openttion 

2. Please will you describe how you have learned about values? 

Trust. I cm be more trustworthy to my lnends. Freedonz. I can help others be free plus 
I can be lree ~1t weekends to pl.?y the piitJhJ and go (mt with my friends 

3. What has learning about values taught you? 

Values have uught me to be mo1'e trustwol'fhy m1d lws helped me to be a better person 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Values have helped me to belwve m1d it mo1'e unden>l:mding person 

S. Do you learn about values from watching how your teachers behave? 

I lw ve learned them tivm assemblies. 

G. Does learning about values make you think differently about yourself and other 
people? 

They have made me think how lucky I :1111 be(.,,"iillse some children s parents cm1 't ii/lord 
the things I lwvegot. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

No, but my lw11dwrit1i1g lws imp11.Jvc'd ii lot bc'c:wse I ctn co-openite well. 

8. In what ways has your behaviour changed since learning about values? 

I haven't been s(J honible since leHn11i1s itbout values. 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes they (.,,"iill be better people iil1d lw ve llhJJt' /nends. 

I 0. Is there anythin~~ else you would like to say about the way we have taught about 
values? 

I thJ11k I would like to be limght mo1'e Viilues to make me ,111 even better person 

Thank you for answering these questions 



Pupil 2 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

1. Can you give the names of some of the values that you have learned about? 

L-:1re, luuwJjty, trust. frjend.,hjp, respons1b1hty. co-oper<1Hon, peace and love. 

2. Please will you describe how you have learned about values? 

l lwve Je,1mt tlbout values thnmgh Hll of the assembHes tmd how the people act. 

3. What has learning about values taught you? 

The vt1lues lws tm1ght me to be more pofjte :md to /dke care jn my work. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

.Since I have be Je,1rnh1g about vt1lues l lwve been more polHe and I've helped people 
when thdr stuck on work. 

S. Do you learn about values from watching how your teachers behave? 

Yes bec<1use our k·:1chc'r 1s sood f'rjc,nd w1lh :mother teacher so we can learn values fron1 
thefr fnendshjp 

6. Does learning about values make you think differently about yourself and other 
people? 

Yes jf does because I thil1k about me :md other people more pos1Hvely. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

I thjnk my schoolwork has J/nproved bec:mse l lwve learnt to take care of my work. 

8. In what ways has your behaviour changed since learning about values? 

Sil1ce I lwve been let1rning about value's I have been openjng doors and encour,1sil1g 
others to try thdr very, very best. 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

I thh1k every school should Je,1111 <1bout vt1lues becm1se they will turn son1e people J/1to 
even better people. 

10. Is there anything else you would like to say about the way we have taught about 
values? 

Since I hive been ti! this school l lwve improved Jots because of the rnlues so they must 
be very good. 

Thank you for answering these questions 
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Pupil 3 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

1. Can you give the names of some of the values that you have learned about? 

Trust, humility, friendship, love, pedcc, co-operation and care. 

2. Please will you describe how you have learned about values? 

I have learned <'lbout values in :1ssen1blies through the year and how to use them. 

3. What has learning about values taught you? 

Lea111i11g about v:1lues lws tmt.::_csht 111e more manners around school and at home. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

I do becmzse I open doors :md play with anyone. 

5. Do you learn about values from watching how your teachers behave? 

I do lem11 beCllUSe olthem setting :tlong so well. 

6. Does learning about values make you think differently about yourself and other 
people? 

It does because I t1y my best and do my best. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

I do because I concentn1te on my work very lwrd 

8. In what ways has your behaviour changed since learning about values? 

A1y behaviour lws clwngcd bec:mse I try to ignore the people that :ire nasty. 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes because it could stop bullying !ii other schools. 

I 0. Is there anything else you would like to say about the way we have taught about 
values? 

711e school Jws l:ll(ght v;tlues Jt':tlly well mu! I hope it c;1rries 011 lorever. 

Thank you for answering these questions 
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Pupil 4 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

I. Can you give the names of some of the values that you have learned about? 

l't':tCL\ hope, co-(Jpentlion, humility, freedom, happiness, :md trust, love kindness, 
respect fliendship, c:ut>. 

2. Please will you describe how you have learned about values? 

We have le;u11ed through assemblies. 

3. What has learning about values taught you? 

How to e1?ioy nature more m1d respect animals and peoples feelings. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes, becHuse l hke to help i1?iured :minwls and people. 

5. Do you learn about values from watching how your teachers behave? 

Kind ol ! lea111 trust m1d c,1re ollthem, but l :tlso learn :mger sometimes. 

G. Does learning about values make you think differently about yourself and other 
people? 

Yes it does. I hke to help my friends along. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

Yes, other schools have violence, but we <lit' not :1 violent school 

8. In what ways has your behaviour changed since learning about values? 

! lwve becon1e more :1w:il't' (Jlothers ;uvund me and not being sell-involved. 

~). Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes, because when th'-Y g1vw up lo tee1wgers they wouldn't be bullies. 

IO. Is there anything else you would like to say about the way we have taught about 
values? 

Yes. ! lwve eJ?ioyed sclwol ve1y much :md l don't w;mt to leave. I lwte Secondary school 
bec:mse its so dilt'erent. but here its hke !l second home. 

Thank you for answering these questions 
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Pupil 5 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

I. Can you give the names of some of the values that you have learned about? 

Freedom, cow:,~.;;c, luumlity, understt111dh1g, fhendship, care, trust, kindness, love and 
fiiendship. 

2. Please will you describe how you have learned about values? 

! lwvc leiirned tibout values in ilssembly and in class or class assemblies. 

3. What has learning about values taught you? 

Tlwt you should tilways be polite, c(ms1derate and kind. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes. I think l have behaved d1fi'erently since I've been learning about values because I 
think! lw ve bcnm1e more polite. 

5. Do you learn about values from watching how your teachers behave? 

Sometin1es l do beamse my teiicher is ve1y nice and she is :tho polite. 

t1. Does learnin~~ about values make you think differently about yourself and other 
people? 

l think it does bectmse lam more helpiltl iirotmd my teacher :md mum and dad. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

Yes I do think it has improved. 

8. In what ways has your behaviour changed since learning about values? 

l have become llhJrc polite, helpflil m1d caring. 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes beamse it nwkcs you /eel better :md if there is m1y visitors around the school you 
re!illy wtm t to tell thc111 about vttlues. 

10. Is there anything else you would like to say about the way we have taught about 
values? 

f think tlwt vtilues should be tm1,__csht in every school becm1se every needs to have them. 

Thank you for answerin~~ these questions 
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Pupil 6 

I am very interested to know what you think about values. Please will you answer the 

followin~ questions? 

I. Can you give the names of some of the values that you have learned about? 

Freedom. co-open1t1Lm. love. pe:1ce, luumHty. care and happli1ess. 

2. Please will you describe how you have learned about values? 

l lwve le:1111t :1bout v:1lues 111 assembly. 

3. What has learning about values taught you? 

How to co-open1te and not show off about somethjng you achjeved 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes. bec;mse 111ye<1r2 l used to be spjteful, but now I am not. 

S. Do you learn about values from watching how your teachers behave? 

} 'L's l do bcc.mse :111 of the te:1chers get 011 well togethe1: 

{). Does learning about values make you think differently about yourself and other 
people? 

Yes. I thilzk it does. 

7_ Do you think that your schoolwork is improved because you have learned about 
values? 

Yes. my lwndwnlins is <1 Jot neate1: 

8. In what ways has your behaviour changed since learning about values? 

l seem to be .-1 Jot more cHrJ11g. 

8. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

l think they should then the world would be a lot nk:er. 

10. Is there anything else you would like to say about the way we have taught about 
values? 

r wouldjust hke to sHy they have tausht me :1 lot. 

Thank you for answering these questions 



Pupil 7 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

I. Can you give the names of some of the values that you have learned about? 

C'tl'c'. lwppiness, love, pe:tce, hunzjljty,. co-operaHon, lreedonz, respectful, tn1st. 
t!icndship mzd hclpiiilness. 

2. Pkase will you describe how you have learned about values? 

/Juve k';1111ed ttbout values fi'om my teacher and Mr Hawkes. 

3. What has learning about values taught you? 

I low to treat people :md respect thenz. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes. bec1wsc I dJdn 't care for spjders ;md kept on standJ/1g on them, but when I knew 
values I would pjck them up and put them jn ''safe place. 

5. Do you learn about values from watching how your teachers behave? 

Yes. because our teHchers get along and so we get along. 

(). Docs learning about values make you think differently about yourself and other 
people? 

Yes, bc'Cduse I know what they nzean and I can write jt in a story ;md jt helps. 

7. [)o you think that your schoolwork is improved because you have learned about 
values? 

Yes. bec;mse I lwve clwnscd ;1 lot since I learned values. 

8. In what ways has your behaviour changed since learning about values? 

It lws clumsed ii lot beawse now I am helpful and I care for people. 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes, bcc;msc it will help them jn thdr lives because jt has helped nze. 

I 0. Is there anything else you would like to say about the way we have taught about 
values? 

I would c:1ny jt on so jt cHn help lost ofpc,ople to be can'n,g, lwppy, loving, peacefiil, 
show hun11hty m1d c(J-ope1;,1tion. freedom. respect, trust, friendship m1d helpililness. 

Thank you for answering these questions 
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Pupil 8 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

I. Can you give the names of some of the values that you have learned about? 

Love. respc'cl. co-open1/jon, tolera11cc and lreedom 

2. Please will you describe how you have learned about values? 

l lwve fc.-11111 v.1lues by Hste11j11g m1d also by watchli1g people Hke teachers co-operafjng. 

3. What has learning about values taught you? 

Lc:1r111i1s ;1bout v:tfues has taught me not to be stupid or sjJJ and do my work 
co nee n tn1 t1i1g. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes. I lwve belwved lililerently. I used to throw stones :11 people. but I don't now. 

5. Do you learn about values from watching how your teachers behave? 

I d(J Jem11 v:1lues from watchil1g my h';1chers like fnendship. 

G. Does learning about values make you think differently about yourself and other 
peopk? 

Lem11i11s :tblmf values does nwke me thil1k dJfferently about me and other people. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

I think jf s 1/nproved a bil because some people flunk of values :wd others sfjll don't. 

8. In what ways has your behaviour changed since learning about values? 

A1y belwviour has changed sil1ce lem11i11g v,1lues because they nwke me thil1k. 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes bc'Cduse v:tlues tc:1ch you thil1gs fJke L'LJ-oper,1t1an ;111d trust s(J I thil1k they should. 

I 0. Is there anything else you would like to say about the way we have taught about 
values? 

Yes, f ;tm qwle slad tlwt the fe;1chcrs mut Headfe;1Cher fmtght us values becmzse jf nwkes 
you thil1g about stuff.' 

Thank you for answering these questions 



Pupil 9 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

I. Can you give the names of some of the values that you have learned about? 
Love, respect, lreedo111, care, friendship, humility and co-operation. 

Z. Please will you describe how you have learned about values? 
l have learned "1bout values in assembly and in cMss. 

3. What has learning about values taught you? 

It lws ttmght me how to be more respectful to the things :m.mnd me. 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes bec;111sc I have changed since I have learned about the values. 

5. Do you learn about values from watching how your teachers behave? 

I let1rn f ro111 my mum and dad. 

6. Does learning about values make you think differently about yourself and other 
people? 

Yes bec;msc it helps me to show how other people Jjke to be treated ilS well tis I do. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

N(J it hasn't becm1se I see no wt1y that it can be inzproved. 

8. In what ways has your behaviour changed since learning about values? 

It lws clwnged sil1ce I came up to year 6. I have been more focussed m1d have got used 
to what the values mean m1d how they ctm be shown 

9. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes bec.1use it c;m change the behaviour mzd their dttitude. 

10. Is there anything else you would like to say about the way we have taught about 
values? 

Yes there is if we keep on learning tibout v;ilues we shall have more polite people than 
nasty people m1d the world w1JJ be ti nicer phice to Jjve in 

Thank you for answering these questions 



Pupil 10 

I am very interested to know what you think about values. Please will you answer the 

following questions? 

1. Can you give the names of some of the values that you have learned about? 
Love, trust, freedo111, hu1111jjty, honesty, friendship. 

2. Please will you describe how you have learned about values? 
We lwve talked about it/the111 in class aizd at home someti1nes. 

3. What has learning about values taught you? 

Not nmch,just how to treat others the way I would want to be treated 

4. Do you find you behave differently since learning about values? Can you give an 
example? 

Yes I am a lot more focussed on my work. 

5. Do you learn about values from watching how your teachers behave? 

No. 

6. Does learning about values make you think differently about yourself and other 
people? 

Yes, I appreciate them :1 Jot more. 

7. Do you think that your schoolwork is improved because you have learned about 
values? 

Nom1dyes. 

8. In what ways has your behaviour changed since learning about values? 

I :un, ag,1i11 a Jot more focussed. 

~. Do you think that children in all schools should learn about values? If your 
answer is yes then why do you think they should? 

Yes jt 1s a gre,1t expedence. 

10. Is there anything else you would like to say about the way we have taught about 
values? 

l1w11k you :ill very much for teachj11g me s(J many values. 

Thank you for answering these questions 
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Appendix 18: Tristan's interview 

Tristan was one of the pupils interviewed in 19~}9 as part of the research. This is a 

transcript of a later interview of his views about values education in January 2005. 

Q Thank you for coming to talk to me about values education. You were a pupil at 
this school weren't you? What do you remember as a younger person about 
values education at this school? 

A Well, jt was a big p;1rt 1n the school currk:ulum. There was always a focus eveiy 
month that would be djscussed jn class, 1n assembHes, with ihends and teachers, m1d 
these were assodated wj/h values. And the way that they were limght was veiy ldnd of 
jnvofvjng so that you would liC!twlly take jf on. When you would thjnk about jt. you 
would bejjeve jt. you would really land of jntegrate jt to Hie and that:., one of the thjnss l 
remember most 1s the way tlwt these thjngs kjnd ol fell 1nto place. It seemed nght. jt 
St~emed that you should ... Because jf helps you h1 hie. early on in your Jjfe when you 
ffrst quest1vn boundarjes and rules and you do think, ''Where are they?'' then values 
con1e jn and says well You don 't hear some ... . Hie ... jn d veiy good wHy. jn :111 honest 
way that js helpful to others. And you thjnk, yes, th1t's bnJJjant. that's how I want to 
Jive :tnd because you catch it .-11 such dn early :1ge you do wHnt to conHnue jt, you thjnk 
jt 's fantastk:. It does really affect the way you are :ts .-1 person. 

Q Can you tell us something about what values education was like in the classroom 
at this school? 

A In the classroom, remember back all those ye<1rs. It was a big thing. You would have 
:1 lesson eveiy week where you could actually concentrate on the value jtself and the 
teachers :md pupjfs were jnvolved. I do remen1ber jt was something you looked forward 
to. Interested and you looked forward to jt and the way jt was serm1Jessly put jnto 
lessons, hnkjng jnto the value of the month. A Jot ol the time you wen.> wwware of jt, 
e.g. the Enghsh lesson was fjnked to the month~~, value. 

Q Did you notice as a child then anything about the teachers that you perhaps 
linked with values education? 

The te:tchcrs were ldnd of the embodhnent (Jl values J11 :1 way. They worked v;1/ues 
themselves so you thought I want to be hke that tc-·;1c,"'her. I wm1t to bejust Jjke that. And 
the teacher would t:1Jk about values jn :1sse111bly m1d class :md you re:tlly want to know 
that person bec:wse you w~1nt to be hke tlwt. JJwt helps bec.-mse you re:ilfy do w;1nt to 
hsten :_md you take jt 111 becm1se you want to :_md bec;mse you respect that person for 
be1ng that way, bdng v:_1Jues educ<1ted. 



Q Do you remember assemblies? 

!do. 

Q What were assemblies like here? 

A.~~<>emblies wen~ ii lot better tlu1n they ;1re nowadays Ill nzy school It w,1s sometJzjng that 
reiilly got you tlzinkins. It was thought provoking that you would start the assembly. 
Vim would Sii1g because it:-. the L1w and then talk about the value lor the week. And 
then there would be,, story m1d ! used to love the stories, by the way! A lot ol them were 
religious stories but there weren't'' piirticular religion. C11ristianity etc..... we would 
h<we A1oslenz ideas, Buddhist Ideas and all these dillerent stories, myths and tales coming 
I11to the assemblies. This person would ...... .. so that you were enjoying it at the san1e 
time but also thinking that:~, value. I should be doI11g that, I should be like that per~<>on. 

Q Do you feel that values education has affected you as a person? 

Yes. 

Q But you seem a nice person anyway so wouldn't you have been as you are 
anyway? Has there been anything extra because of values education? 

... What I said earlier about boundaries. Wizen Chides Darwin discovered evolution 
and people started questioning religion; what was right and wlwt was wrong and 
unlortwwtely media isn't :1/ways the best gmde but values educiilion shows the w:1y you 
could Jive. Not s:1ying you should have to Jive like this but this is fl nice way to live :md 
/'or me to tdke it in m1d act11.1Jly consider it ,111 m1d think l w<mt to be hke tlwt, you nwke 
ii conscious decision to actually say I an1 going to do tlwt, I am going to help these 
people but not just for yourself: You do it to help them, to help yourself' of' course but 
you spre,1d it as well. It's bizarre. You don't think you would. l don't pre,1ch but you 
ilctually so around s:tying well, this is what I'd do, try it. Thh1k ,1bout these things, think 
abcmt how they ,1f'lect you and have an effect on other people. And people think, olz yes, 
that:-. very sood and you see the dJff'erence. 

Q Can I take you into the present time? You left this primary school and you went 
to a secondary school. Can you remember when you got to secondary school? 
Was there any difference? Did you notice about how things were? And also, not 
to complicate my question, did you feel that because you had values education it 
helped you in any way? 

l was very lriglztened, very frightened. Going I11to '' tot:1Jly different environment. 
Values educiilion did help certainly. ViJLz so up mu.I you re.?lly don't know what you are 
doing. You come and there are all these big people, giants to you, :md you are not sure 
what you are supposed to. In all honesty, not everyone in such " large school is goins to 
be livI11g values. 111ey are perhaps not values-tmzght nor lwve the ldcilities avaJl.?ble 
and :ire perhaps less tolerant or perhaps less ... people. Tlwt comes Hcrvss straJ~<?,ht ilway 
and you think do l follow them, do I do wlwt they're doing to lit in mzdjust go :tlong 
with then1 and keep quiet or do l :lct11:tlly do sonzethins dJflercnt :md sily what you 
think, ;md you do. You just kind of live your w<ty doing the v:1lues educ<1tion kind of 
thing. And you think, l don't need to be like tlwt becmzse you've S1.Jf this which is much, 
much better :md it helps you make so nwny more friends ilyou ilre tolenmt, Jfyou <ll'e 
1x1ticnt with people, ilyou :ire carins and lots olpcople :ire but c:m 't put ii nmne to it. 
And what you've done i<> put <t m1111e to it, this L<> v;tlues. 
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Q Was there any difference between pupils that had been here and had values 
education from children from other schools? 

Yes, certail1ly. Sonzething I dJ 110wl1days in nzy old "'SC is I mentor. I bang around with 
yellr 7 kids and so to their cldsscs "nd talk to them :1 lot. 7Jzere is a striking dilt'erence 
between people who come here where values educ11t1011 is taught and people lronz d 

place where that's not "'vlliL1ble. In their belzaVJour, in their ma1111en:Sms, groups of 
people: it:..,, :111 veiy much based "round it, it:., kind o/odd. People wbo come here ill'e a 
lot more patient, " lot more c"uins mzd there is an approachability about them that you 
think, ''7J11s person, I om talk to.'' Those <1re the people I don'! have to take :1side and 
clwt with bec,1use they question themselves and they kind ols:1y, tlwt :., wrong, I <1m not 
going to do that. There are other people who don't have the ability to do that. Those are 
the people you t.,1lk to who coincidentally have not fwd vHlues educ:1tion It:., that 
striking tlwt you can Hcttwlly tell who has been to Palmer. 

Q Is values education a part of your secondary school? 

No it snot. 

Q Would you like to see it? 

I would love to see it. 

Q If it were in a secondary school, can you think of ways that it could be embedded 
into the curriculum? Can you give some examples of some of your friends who 
are obviously using values in their lives? 

Names? Katheril1e. she is fantastic. Values. she believes in thenz so strongly. I think it:., 
<1mazing. She 1:S" church-going person now. she never used to be but size is now "md 
she really does want to tell people about values. She Jt?ally wants to prc:1ch it. to telich it 
to other people. And I think Jf's anzazins and size S(JCS around school m1d she talks Hbout 
values. Look you Hre listening to me, tlwt :., "' vlllue. 

Q Can you say that all the children some way took some value with them from 
Palmer? 

El1sily. Everybody has got values. They "re Hll there. they shine through in each 
individtwl Often strongly in some and not so strongly in others, but they :ire there and 
they do aff'ect tbe ways they think. 7Jze w"1y they want to belw ve towards people. 

Q Do you think our world would be a better place if we instituted values education 
in all schools? 

Yes, I honestly think it will, because it is giving people "' clwnce m1d guidelines to do 
something different with their lives in :1 lwrmonious w:1y with people, which is :liso 
enriching lor themselves. I think tlwt everybody should set" clumce to do this. 
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Appendix 19: Parent questionnaire 

The parents were asked the following questions: 

1. Thinking about your child's class, what kind of values are you aware of the 
teacher encouraging in the children? Examples? 

Z. Are you happy about the teacher fostering these values? Why? Why not? 

3. Do you know how the teacher encourages these values? Lessons? Teacher's own 
behaviour? Assembly? 

4. Do you think that your child is aware of learning values in school? If yes, ask for 
examples, amplification. If no, ask why do you say that? 

S. How does your child respond to the teacher promoting these values we've talked 
about? 

6. Any particular values you think your child has taken on board from school? 
Examples? How do you know this? And this carries over outside the class? 

7. On the basis of the evidence you have, how would the teacher react if your child 
ignored, rejected or questioned the values the teacher wishes to foster? How do 
you know this? 

8. Do you think that values education has affected: Your child's behaviour? Your 
child's standard of work? 

~}. To what extent do you support the development of values at home? Examples? 

10. Do you think that the school is more effective because it teaches about values. 
Yes, then how? If no, then why not? 

11. Do you have any other views about values education that you would like to 
share? 
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