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Educating for Character
Post Date: January 22, 2010
By M. Fontaine

	Attached is a book summary of Educating for Character, by Dr. Thomas Lickona. It’s primarily about how schools can teach character and values education, but there is also plenty of helpful counsel and examples for parents to draw from. Character-building and training in values are important aspects of your child’s education to be aware of and involved in. The book explains that if children are not receiving adequate education in values, character, and morals at school, then they need to get it from their parents during the time they’re at home.
	I pray this book summary is a blessing and vision-increasing for all of you dear parents and teachers who are molding the future through the care of your children!


Educating for Character
How Our Schools Can Teach Respect and Responsibility
Thomas Lickona
(New York: Bantam Books. 1991)

The Case for Values Education
To educate a person in mind and not in morals is to educate a menace to society.—Theodore Roosevelt

	Moral education is not a new idea. It is, in fact, as old as education itself. Down through history, in countries all over the world, education has had two great goals: to help young people become smart and to help them become good.
	We know that smart and good are not the same. Not long ago, in an upstate New York community, four suburban teenagers—three girls and a boy—broke into their high school at night, emptied several jugs of gasoline, and ignited a fire that did $500,000 worth of damage before it was brought under control. The oldest member of the group was an honor student; the other three were described in press reports as "bright students." The only discernible motive was that one member of the group was upset because he had missed a French class and had been disciplined.
	Realizing that smart and good are not the same, wise societies since the time of Plato have made moral education a deliberate aim of schooling. They have educated for character as well as intellect, decency as well as literacy, virtue as well as knowledge. They have tried to form citizens who will use their intelligence to benefit others as well as themselves, who will try to build a better world.
	Just as character is the ultimate measure of an individual, so it is also the ultimate measure of a nation.
	To develop the character of our children in a complex and changing world is no small task. But it is time to take up the challenge.

Educating for Character—
And Why Schools Need Help from Home
The moral education thing bothers me because I feel as if I'm doing it alone. Many parents seem to enjoy their rights—having a child—but no longer seem to want the responsibilities. I get the feeling, who's helping me here?—Elementary school teacher, central New York

Does Values Education Make a Difference?
	My research for this book has taken me across this country and to Canada for a firsthand look at schools doing deliberate moral education, and at every school I've visited, people say that the commitment to values education has paid off.
	The evidence for that claim varies. Sometimes schools can point to numbers. At San Marcos Junior High School in California, a course in responsible decision-making is now required of all seventh- and eighth-graders. Says assistant superintendent Joseph DeDiminicantanio: "Last year we had one drug incident all year, compared to about a dozen the year before" (prior to implementing the new curriculum). Student pregnancies are also down, and test scores are up.
	Sometimes the testimonies are subjective but nonetheless persuasive, especially when they come from the students themselves. One of the Canadian schools I visited was the Scarborough Village Public School in Ontario. I interviewed a group of fifth-graders and asked them how many had gone to schools other than this one; about half raised their hands. "How is this school different?" I asked.
	A girl answered: "People don't pick on you here. At my last school, they used to flush my gloves down the toilet. They teased me. I was too short one year, too tall the next. It kept on getting worse. If I tried to do something about it, they'd do it more. Sometimes they'd punch me in the stomach. They said I was a sissy if I told."
	"What did teachers do if you told them about it?"
	"They said, 'There's nothing I can do.' "
	"How do kids treat you here?"
	"Special—like I belong."
	"How do they make you feel that you belong?"
	"They don't beat me up. They talk with me. They play with me. People are just nice here."
	"Not that these kids are angels," a volunteer mother hastened to add afterward. But it was clear, from the interactions I observed and what adults and children said, that the fifth-grade girl's comment "People are just nice here" defined the prevailing norm.

What Is the Family's Role?
	There is growing evidence that schools can make a difference in the character development of the young. But can they do the whole job? What is the role of the family?
	Common sense tells us that the family is the primary moral educator of the child. Parents are their children's first moral teachers. They are also the most enduring influence: Children change teachers every year but typically have at least one of the same parents all through their growing years. The parent-child relationship is also laden with special emotional significance, causing children to feel either loved and worthwhile or unloved and unimportant. Finally, parents are in a position to teach morality as part of a larger worldview that offers a vision of life's meaning and ultimate reasons for leading a moral life. All this is confirmed by a stack of studies pointing to the power of parental influence.
	In one study, adolescents who followed their consciences when faced with a moral dilemma had parents who took their children's moral transgressions seriously. These parents, when their youngster broke trust or hurt a third person in some way, were much more likely than parents of less morally mature children to express disappointment, show indignation, point out the unfairness of the act, appeal to the child's own sense of responsibility, and demand apologies and reparation.
	How well parents teach their children to respect their authority also lays the foundation for future moral growth. The parents who are most effective, the research indicates, are "authoritative"—requiring obedience from their children but providing clear reasons for their expectations, so that children eventually internalize the moral rationale and act responsibly on their own. By contrast, both "permissive" parents (who are reluctant to set rules and confront transgressions) and "authoritarian" parents (who are high on control but low on reasoning to explain rules and motivate compliance) are less successful at all age levels in raising self-controlled, socially responsible children.
	Love, like authority, is foundational. Eighth-graders who are relatively mature in their moral reasoning rate their fathers as more affectionate and more involved with them than do eighth-graders who are immature in their moral reasoning. Young children who are most securely attached to their parents are the ones most likely to comply with family rules.
	Finally, the quality of parenting is the best predictor of whether a youngster gets in trouble with the law. One classic study looked at several thousand junior and senior high school teenagers. It found that the closer the mother's supervision of the child, the better the communication with his or her father, and the greater the affection between child and both parents, the less the likelihood of juvenile delinquency.

When Children and Parents Don't Have a Close Relationship
	When children don't have a close relationship with their parents and an identification with family values, they are more vulnerable to peer pressure. Says an elementary teacher:

We're seeing peer pressure at an earlier age. It used to be in the teens. Now it's strong even by fourth grade. Kids don't seem to be able to resist the group. They don't seem to have the strong foundation at home that would enable them to resist.

	Add to this heightened susceptibility to peer pressure the reduced supervision by parents, and you have the recipe for the kind of self-destructive behavior that is jeopardizing many young people's lives. I spoke with a junior high school teacher whose 24-year-old daughter is a church youth worker in an affluent New Jersey suburb. This teacher said:

My daughter says she can see a change in the six years since she graduated from high school. She says the kids she works with party every weekend, and it's beer, cocaine, and sex. They can usually find a house where the parents are gone for the weekend. The parents have no idea what their kids are doing; one of the leaders is the minister's son. These are people who live in beautiful homes on acre lots. On the outside, they're superstar families.

	Finally, for several reasons—confusion about their own values, the seeming laxness of other parents, the fear that their children won't accept their advice or controls—many parents have lost a crucial commodity in child-rearing: confidence in their own authority. Comments a Wisconsin superintendent: "Parents ask us questions like, 'I don't want my daughter to go out on school nights, but what do I say when she says other parents let their kids go out during the week?' Many of these parents are bright and successful at their jobs but are not grounded in a clear sense of their own values. That gets in the way of their offering moral counsel to their children or taking stands that require moral courage."

The Plight of Schools: A Bigger Job with Less Support
	When parents don't develop a close relationship with their children and use that relationship to teach them right conduct, schools have to start from scratch. Says a fifth-grade teacher in a Boston suburb:

About ten years ago I showed my class some moral dilemma filmstrips. I found they knew right from wrong, even if they didn't always practice it. Now I find more and more of them don't know. They don't think it's wrong to pick up another person's property without their permission or to go into somebody else's desk. They barge between two adults when they're talking and seem to lack manners in general. You want to ask them, "Didn't your mother ever teach you that?"

	Moreover, when families are overstressed or undercommitted to their children, they give teachers little help when their child is a problem in school. Says a first-grade teacher: "I have children who steal, fight, and use bad language—and when I talk to their parents, they are frequently apathetic or haven't any idea what to do about the problem."
	Some parents even espouse values that are the direct opposite of what the school is trying to teach—as in the case of the second-grader who reported that his mother told him, "It's okay if you steal. You're not 16 yet, so they can't put you in jail."

Schools and Families: Essential Partners
	Even if schools can improve students' conduct while they are in school—and the evidence shows that they can indeed do that—the likelihood of lasting impact on the character of a child is diminished if the school's values aren't supported at home.
	In that hope, many schools are already recruiting parents as partners in moral education. One approach is to propose to parents the moral values the school wants to teach, get their input, and then get a commitment to common goals. Says the assistant headmaster who was upset by families defending children caught cheating: "We have suffered in the past from not having an explicit compact with our parents."
	Another approach begins by recognizing that many parents are isolated from each other, don't know the parents of their children's friends, aren't sure what limits are appropriate for children of different ages, and so have trouble exercising parental authority. To help with that situation, one K-12 school in Washington, D.C., has formed "parent peer groups," which meet periodically (once a month, for example), sometimes at school, sometimes in a parent's home.
	A teacher or the principal participates in each group. Each meeting begins with parents introducing themselves, giving their children's names, and suggesting one or two topics they would like to address. In the lower school (prekindergarten to grade 4), typical questions are, "How do you get your kids to help around the house?" and "What TV programs are right for young children?"
	Middle school parents ask questions such as, "What would you do if your sixth-grader got invited to a birthday party where the entertainment was going to be an R-rated movie?" High school parents ask each other, "What do you do when your child gets invited to an open party and doesn't know whether the parents are going to be there or whether there'll be drinking?" "What rules do you have about using the car?"

What Values Should Schools Teach?
	Values are of two kinds: moral and nonmoral. Moral values such as honesty, responsibility, and fairness carry obligation. We feel obligated to keep a promise, pay our bills, care for our children, and be fair in our dealings with others. Moral values tell us what we ought to do. We must abide by them even when we'd rather not.
	Nonmoral values carry no such obligation. They express what we want or like to do. I might personally value listening to classical music, for example, or reading a good novel. But clearly I am not obliged to do so.
	Moral (obligatory) values can be further broken down into two categories: universal and nonuniversal. Universal moral values—such as treating all people justly and respecting their lives, liberty, and equality—bind all persons everywhere because they affirm our fundamental human worth and dignity. We have a right and even a duty to insist that all people behave in accordance with these universal moral values.
	Nonuniversal moral values, by contrast, do not carry a universal moral obligation. These are values—such as duties specific to one's religion (e.g., worshiping, fasting, observing holy days)—toward which I as an individual may feel a serious personal obligation. But I may not impose these personally felt obligations on others.

Two Great Moral Values: Respect and Responsibility
	The natural moral law defining the public school's moral agenda can be expressed in terms of two great values: respect and responsibility.
	Respect. Respect means showing regard for the worth of someone or something. It takes three major forms: respect for oneself, respect for other people, and respect for all forms of life and the environment that sustains them.
	Respect for self requires us to treat our own life and person as having inherent value. That's why it's wrong to engage in self-destructive behavior such as drug or alcohol abuse. Respect for others requires us to treat all other human beings—even those we dislike—as having dignity and rights equal to our own. That's the heart of the Golden Rule ("Do unto others as you would have them do unto you"). Respect for the whole complex web of life prohibits cruelty to animals and calls us to act with care toward the natural environment, the ecosystem on which all life depends.
	Other forms of respect derive from these. Respect for property, for example, comes from understanding that property is an extension of a person or a community of persons. Respect for authority comes from understanding that legitimate authority figures are entrusted with the care of others. Without somebody in charge, you can't run a family, a school, or a country. When people don't respect authority, things don't work very well and everybody suffers.
	"Common courtesy" also derives from a basic respect for persons. I once spent time in the classroom of Molly Angelini, a gentle fifth-grade teacher in Moravia, New York, who made courtesy-as-respect a high priority. If a student banged a desk top shut, Mrs. Angelini paused to allow the student to say "Excuse me" to the class (they had discussed the fact that loud noises were an interruption if someone was speaking or a distraction if people were trying to think). Children were expected to apologize if they called someone a name. They were taught to say "Pardon me?" instead of "What?" when they wished something repeated. They were taught to say "Thank you" to the cafeteria workers who served them as they went through the lunch line. And they were taught that all of these behaviors were not mechanical gestures but meaningful ways of respecting other people.
	Responsibility. Responsibility is an extension of respect. If we respect other people, we value them. If we value them, we feel a measure of responsibility for their welfare.
	Responsibility literally means "ability to respond."" It means orienting toward others, paying attention to them, actively responding to their needs. Responsibility emphasizes our positive obligations to care for each other.
	Respect, by comparison, emphasizes our negative obligations. It tells us for the most part what not to do. This is sometimes called a "prohibitive morality." Lest we underestimate the "power of negative thinking," philosopher Jon Moline points out the importance of these moral prohibitions: They tell us our duty exactly. "Thou shalt not murder" has a precision that "Love your neighbor" does not.
	A list of moral don'ts, however, is not enough. A responsibility ethic supplies the vital giving side of morality. Where respect says "Don't hurt," responsibility says "Do help." It's true that the call to "love your neighbor" and "think of others" is open-ended; it doesn't tell us how much we should sacrifice for our families, give to charitable causes, work for our communities, or be there for those who need us. But a morality of responsibility does point us in the right direction. Over the long haul it calls us to try, in whatever way we can, to nurture and support each other, alleviate suffering, and make the world a better place for all.
	What else does responsibility mean? It means being dependable, not letting others down. We help people by keeping our commitments, and we create problems for them when we don't. "I'm distressed," says a high school band instructor, "by the tendency I see in kids to think they can quit at any time." Responsibility means carrying out any job or duty—in the family, at school, in the workplace—to the best of our ability.
	Finally, an emphasis on responsibility is especially important today as a corrective for the modern preoccupation with "rights." In the not too distant past, British essayist Christopher Derrick notes, when people thought about morality, they were likely to ask: "Am I fulfilling all my obligations?" If the answer was partly negative, their grievance was against themselves; they had to strive to do better.
	Today when people think about morality, they are more likely to ask: "Am I getting all my rights?" When the answer is partly negative (as it invariably is, life being imperfect), people have a sense of grievance against others, either other individuals or society at large. "The seeds of contention and violence," Derrick observes, are thereby sown.

Other Moral Values Schools Should Teach
	Respect and responsibility are the two foundational moral values that schools should teach. Are there others?
	There are—such as honesty, fairness, tolerance, prudence, self-discipline, helpfulness, compassion, cooperation, courage, and a host of others. These specific values are forms of respect and/or responsibility or aids to acting respectfully and responsibly.
	Honesty is one such value. Dealing honestly with people—not deceiving them, cheating them, or stealing from them—is one basic way of respecting them. So is fairness, which requires us to treat people impartially and not play favorites.
	Tolerance, too, expresses respect. Tolerance is a fair and objective attitude toward those whose ideas, race, or creed are different from our own. Tolerance is what makes the world safe for diversity.
	Other values help us respect ourselves. Prudence, for example, tells us not to put ourselves in physical or moral danger (the old idea of "avoiding the occasion of sin"). Self-discipline tells us not to indulge in self-demeaning or self-destructive pleasures but to pursue what is good for us—and to pursue healthy pleasures in moderation. Self-discipline also enables us to delay gratification, develop our talents, work toward distant goals, and make something of our lives. These are all forms of self-respect.
	In a similar way, values such as helpfulness, compassion, and cooperation aid us in carrying out the broad ethic of responsibility. A helpful spirit takes pleasure in doing a kindness. Compassion (meaning "suffering with") helps us not only know our responsibility but also feel it. Cooperation recognizes that "no man is an island"" and that, in an increasingly interdependent world, we must work together toward goals as basic as human survival.
	Some qualities, such as moral courage, are an aid to both respect and responsibility. Courage helps young people respect themselves by resisting peer pressure to do things that are harmful to their own welfare. Courage helps all of us respect the rights of others when we face pressure to join the crowd in perpetrating an injustice. Courage also enables us to take bold, positive action on behalf of others.

Developing a List of Target Values
	Even if a school begins with respect and responsibility—which I think are helpful starting points—and ends up with most or all of the values I've discussed, it's still important for people to go through the process of working up their own list of values they want to teach.

What Is Good Character?
	Good character is what we want for our children. Of what does it consist?
	The Greek philosopher Aristotle defined good character as the life of right conduct—right conduct in relation to other persons and in relation to oneself. Aristotle reminds us of what, in modern times, we are prone to forget: The virtuous life includes self-oriented virtues (such as self-control and moderation) as well as other-oriented virtues (such as generosity and compassion), and the two kinds of virtue are connected. We need to be in control of ourselves—our appetites, our passions—to do right by others.
	Character, observes contemporary philosopher Michael Novak, is "a compatible mix of all those virtues identified by religious traditions, literary stories, the sages, and persons of common sense down through history." No one, as Novak points out, has all the virtues, and everyone has some weaknesses. Persons of much-admired character may differ considerably from one another.
	We progress in our character as a value becomes a virtue, a reliable inner disposition to respond to situations in a morally good way.
	Good character consists of knowing the good, desiring the good, and doing the good—habits of the mind, habits of the heart, and habits of action. All three are necessary for leading a moral life; all three make up moral maturity. When we think about the kind of character we want for our children, it's clear that we want them to be able to judge what is right, care deeply about what is right, and then do what they believe to be right—even in the face of pressure from without and temptation from within.

An Example of Good Character
	We have no trouble recognizing good character when we see it. To illustrate how character involves moral knowing, feeling, and acting, let me share with you a story that a father told me about his 19-year-old son.
	Andy was a bright boy with a special talent for music, but he was going through a difficult time. He didn't know what he wanted to do with his life, or what to do until he decided. Without a direction, he wasn't motivated to go to college, and he didn't have his heart in the odd jobs he picked up. He was living with his parents, but his general unhappiness often made for strained relations with them.
	Then Andy got a job that made use of his musical abilities and his particular skill at the organ. He worked as an assistant to a man in his late twenties who tuned organs and pianos in a large city. The man did an especially good business in organs, since there were many churches in the city that needed this service. For the first time in his life, Andy was making good money at a job he enjoyed.
	About three weeks later, however, Andy went to his father and said that something was really bothering him. The man he worked for, he had discovered, was running a crooked business. "He's ripping off these churches," Andy explained. "He tells them they need to have their organs tuned four times a year, which isn't true. I've watched him—he'll come in and play the organ for half an hour and make like he's adjusting it, but he really doesn't do anything. I don't think I can go on working for this guy."
	A couple of days later, Andy quit the job and went to a priest he knew at one of the churches to advise him to get another tuner. Andy's father, in telling this story, said: "He gave up good money, but for a good reason. I told him I was proud of what he had done."
	Andy's decision clearly involved all three parts of character: moral knowing (judging his boss's behavior to be wrong); moral feeling (being upset about the churches' getting charged for phony service, and disturbed to be part of a dishonest business); and moral action (quitting the job and notifying at least one church about the problem). In this case, moral judgment gave rise to strong feelings, and both judgment and feelings motivated moral action.
	
Moral Knowing
	There are many different kinds of moral knowing we need to draw on as we deal with life's moral challenges. The following six stand out as desirable goals of character education.

	1. Moral awareness. A common moral failing in people of all ages is moral blindness; we simply don't see the ways that the situation at hand involves a moral issue and calls for moral judgment. Young people are especially prone to this failing—to act without asking "Is this right?"
	Even if the general question "What's right?" does cross a person's mind, he or she may fail utterly to see the specific moral issues in a situation. A father offered the following illustration involving his 15-year-old son.
	John, an intelligent and ordinarily trustworthy boy, joined four classmates on a dinner outing during the school's French Club trip to Quebec. Because these students had a reputation for responsibility, their teacher gave them special permission to go off alone. With their dinner, the students ordered a bottle of wine. Doing so violated the school's "No drinking on school trips" policy, which was well known to all the students. When the teacher later learned of the violation, she felt personally betrayed by the students' behavior. Upon the students' return to school, the principal gave all five a day of in-school suspension.
	When John's father learned what he had done, he was quite upset and sat him down to discuss it. John said, "I honestly didn't see anything wrong with it—I knew we weren't going to get drunk." His father helped John to see that what he and his friends did was wrong for several reasons: It violated the personal trust of their teacher; it broke the school's drinking rule, which the students understood and had in effect agreed to by going on the trip; and it endangered future school trips, which were already known to be in jeopardy because of previous problems with student drinking.
	"I was amazed," the father said, "that John didn't see any of this when he and the others made the decision to order the wine."
	Young people need to know that their first moral responsibility is to use their intelligence to see when a situation requires moral judgment—and then to think carefully about what the right course of action is.
	2. Knowing moral values. Moral values such as respect for life and liberty, responsibility toward others, honesty, fairness, tolerance, courtesy, self-discipline, integrity, kindness, compassion, and courage define all the many ways of being a good person. Taken together, they are the moral heritage one generation passes on to the next. Ethical literacy requires knowing these values.
	Knowing a value also means understanding how to apply it in various situations. What does "responsibility" mean when you see somebody defacing school property or taking something that isn't theirs? What does "respect" tell you to do when someone passes on information that is damaging to another person's reputation?
	3. Perspective-taking. Perspective-taking is the ability to take the viewpoint of other people, see a situation as they see it, imagine how they might think, react, and feel. It's a prerequisite for moral judgment: We can't very well respect people and act justly toward their needs if we don't understand them. A fundamental goal of moral education must be to help students to experience the world from the point of view of others, especially those who are different from themselves.
	4. Moral reasoning. Moral reasoning involves understanding what it means to be moral and why we should be moral. Why is it important to keep a promise? Do my best work? Share what I have with others in need?
	5. Decision-making. Asked to describe a real-life dilemma he was experiencing, a 13-year-old wrote:

There is one kid in school who isn't as smart as most kids but is in some regular classes. He used to be one of my friends when I was younger, but then he started slowing down. Now some of my friends make fun of him, but I don't say anything to them.

	Not at peace with this acquiescence in his peers' cruelty to his former friend, this teenager needs to make a moral decision. He can do so thoughtfully by asking: What are my options? What are the probable consequences of different courses of action for the people who will be affected by my decision? What course of action would most likely maximize the good consequences and be faithful to the important values at stake?
	6. Self-knowledge. Knowing ourselves is the hardest kind of moral knowledge to obtain, but it is necessary for character development. Becoming a moral person requires the ability to review our own behavior and critically evaluate it.
	Developing moral self-knowledge includes becoming aware of the strengths and weaknesses of our individual characters and how to compensate for our weaknesses, among them, the nearly universal human tendency of doing what we want and then justifying it after the fact. Some teachers try to help students develop this self-knowledge by having them keep "ethics journals"—noting moral events in their lives, how they responded to them, and whether their response was as ethically responsible as it might have been.

Moral Feeling
	The emotional side of character has been vastly neglected in discussions of moral education, but it is profoundly important. Simply knowing what is right is no guarantee of right conduct. People can be very smart about matters of right and wrong and still choose the wrong.
	John Dean, after being sentenced to jail for his role in the Watergate scandal, was asked by an interviewer: "Do you think the outcome of your career might have been different had law school focused to a greater extent on questions of professional responsibility?" Dean answered:

No, I don't think so. I must say that I knew the things I was doing were wrong; one learns the difference between right and wrong long before entering law school. A course in legal ethics wouldn't have changed anything."

	A few years ago, The New York Times carried a story that provides another example of the difference between knowing what's right and doing it. According to the Times report, Random House had announced that it would not go ahead with plans to publish a book titled Telling Right from Wrong, dealing with moral philosophy applied to everyday life. This was most regrettable, said Random House's editor, because the book was "absolutely brilliant" in its treatment of ethics and a "terribly important" work.
	The reason for halting publication: The author of this insightful book about ethics had sent Random House a letter that praised his book highly and was ostensibly written by Professor Robert Nozick, chairman of Harvard University's Philosophy Department. In fact, the laudatory letter had been forged by the author himself. When the author's deception came to light, he made no apology; instead, he defended his forged letter as "vigorous gamesmanship."
	The following aspects of emotional moral life warrant our attention as we try to educate for good character.

	1. Conscience. Conscience has two sides: a cognitive side—knowing what's right—and an emotional side—feeling obligated to do what's right. Lots of people know what's right but feel little obligation to act accordingly.
	Three colleagues and I recently completed a study of cheating at our college that sheds light on the cognitive and emotional aspects of conscience. We gave a several-page questionnaire to a random sample of over 300 graduate and undergraduate students. The questionnaire asked, "Do you consider the following behavior wrong?" and listed seven behaviors, such as using crib notes on a test, copying another student's assignment, submitting another's report or paper as one's own, and copying word for word from a book without crediting the author. Students could respond, "Yes," "No," or "It depends."
	To our surprise, we got relatively few "It depends" (under 10 percent of the responses). Instead, the overwhelming majority of students judged the various kinds of academic dishonesty to be wrong. For several of the behaviors, the disapproval rate was more than 90 percent.
	Then we listed the same behaviors and asked a different question: "Would you ever do the following if you were certain you would not get caught?" Now the percentages shifted, sometimes dramatically. More than half said yes, they would cheat on a test if they could get away with it; more than half said they would copy another person's assignment; nearly half said they would help another student on an exam in a way not permitted by the instructor.
	The meaning of these results is clear: While nearly all students judged the various forms of cheating to be wrong, significantly fewer were sufficiently committed to the value of academic honesty to refrain from cheating when they could get away with it. Large numbers of students lacked a fully developed conscience in that they didn't feel obligated to avoid the behavior they judged to be wrong.
	A mature conscience includes, besides a sense of moral obligation, the capacity for constructive guilt. If you feel obligated in conscience to behave in a certain way, you will feel guilty when you don't. This is different from destructive guilt, which causes someone to think, "I'm a bad person." Constructive guilt says, "I didn't live up to my own standards. I feel bad about that, but I'm going to do better." The capacity for constructive guilt also helps us resist temptation.
	For people of conscience, morality matters. They are committed to living out their moral values because those values are deeply rooted in a moral self. Such persons can't lie and cheat and walk away from it because they feel "out of character" when they go against their values.
	2. Self-esteem. When we have a healthy measure of self-esteem, we value ourselves. When we value ourselves, we respect ourselves. We're less likely to abuse our bodies or minds or allow others to abuse us.
	When we have self-esteem, we're less dependent on the approval of others. Studies show that children with high self-esteem are more resistant to peer pressure and better able to follow their own judgment than those with low self-esteem.
	When we have positive regard for ourselves, we're more likely to treat others in positive ways. If we have little or no self-respect, it's hard to extend respect to other people.
	Teachers know the importance of self-esteem. "I see more and more children coming to school with poor self-concepts," says a third-grade teacher. "These tend to be the same children who are out for themselves."
	3. Empathy. Empathy is identification with the state of another person. Empathy enables us to climb out of our own skin and into another's. It's the emotional side of perspective-taking.
	In our society today we may be witnessing a decline in empathy. Increasingly, youth crime has included brutal acts that reveal a complete detachment from the suffering of the victim. The perpetrators often turn out to be young people that family and neighbors describe as "good kids." They may be capable of empathy toward those they know and care about, but they show an utter lack of empathic feeling for the victims of their violence. One of our tasks as moral educators is developing a generalized empathy, the kind that sees beneath differences and responds to our common humanity.
	4. Loving the good. The highest form of character includes being genuinely attracted to the good.
	Says Kevin Ryan, director of Boston University's Center for the Advancement of Ethics and Character: "As a parent, I want my children to develop an emotional attachment to being a good person. When I think of their moral education in school, my question is: What is happening there that will help them fall in love with the good?" Writes Boston College psychologist Kirk Kilpatrick: "In education for virtue, the heart is trained as well as the mind. The virtuous person learns not only to distinguish between good and evil but to love the one and hate the other." That's why teachers have traditionally looked to literature as a way of instilling a felt sense of right and wrong. When children encounter villains and heroes in the pages of a good book, they feel repelled by the evil and drawn, irresistibly, to the good.
	When people love the good, they take pleasure in doing good. They have a morality of desire, not just a morality of duty.
	5. Self-control. In 1978 Ronald Trowbridge was an English professor at a large university when his institution was struck for two weeks. When Trowbridge crossed the picket line, he found people he had considered close colleagues and even friends screaming "scab" and X-rated expletives at him. He wondered, "How can someone listen to Mozart, read Jane Austen, speak French, and then degenerate into a mobster?"
	Emotion can overwhelm reason. That's one reason why self-control is a necessary moral virtue.
	A fourth-grade teacher reprimanded two girls who were insulting each other during ethics class. "Don't you know," one of the girls protested, "that we can't be ethical all the time! We don't want to be ethical all the time—sometimes we're mean to someone because we want to hurt them." She's right, of course; we don't want to be ethical all the time. Self-control helps us be ethical even when we don't want to be.
	Self-control is also necessary to curb self-indulgence. If one looks for the roots of the present moral disorder, writes University of Notre Dame Program of Liberal Studies professor Walter Nicgorski, "one finds it in self-indulgence, in the pursuit of pleasure that leads so many to absorb themselves totally in the pursuit of financial gain. High ideals fall in the face of this pattern." And unless self-control becomes a greater part of the character of young people, problems such as teen substance abuse will not be significantly reduced.
	6. Humility. Humility is a neglected moral virtue but an essential part of good character. Humility is both genuine openness to the truth and a willingness to act to correct our failings.
	Humility also helps us overcome pride. The great Christian writer C. S. Lewis called pride "the worst vice, a spiritual cancer." Pride is the source of arrogance, prejudice, looking down on others. Wounded pride feeds anger and blocks forgiveness.
	Finally, humility is the best safeguard against doing evil. The French scientist and philosopher Blaise Pascal observed that "Evil is never done so thoroughly or so well as when it is done with a good conscience." The ultimate sin of pride is self-deception, doing evil and calling it good. In his provocative book People of the Lie: The Hope for Healing Human Evil, psychiatrist Scott Peck argues that self-righteous people are capable of great evil because they are incapable of self-criticism. They tell themselves the lie that they are not capable of doing wrong. Believing that, they are able to commit any evil, even genocide.

Moral Action
	There are times, however, when we may know what we should do, feel we should do it, but still fail to translate thought and feeling into action. To understand fully what moves a person to act morally—or keeps a person from doing so—we need to look at three more aspects of character: competence, will, and habit.

	1. Competence. Moral competence is having the ability to turn moral judgment and feeling into effective moral action. To solve a conflict fairly, for example, we need practical skills: listening, communicating our viewpoint without denigrating the other, and working out a mutually acceptable solution. When I was a marriage and family counselor, most of the people I saw did not have these skills.
	2. Will. The right choice in a moral situation is usually the hard one. Being good frequently requires a real act of will, a mobilizing of moral energy to do what we think we should.
	It takes will to keep emotion under the control of reason. It takes will to see and think through all the moral dimensions of a situation. It takes will to put duty before pleasure. It takes will to resist temptation, stand up to peer pressure, and buck the tide. Will is at the core of moral courage.
	3. Habit. In a great many situations, moral conduct benefits from habit. People who have good character, as William Bennett has pointed out, "act truthfully, loyally, bravely, kindly, and fairly without being much tempted by the opposite course." Often they don't even think consciously about "the right choice." They do the right thing by force of habit.
	For this reason, children need, as part of their moral education, lots of opportunities to develop good habits, plenty of practice at being good persons. That means repeated experiences in doing what's helpful and honest and courteous and fair. The good habits thereby formed will serve them well even when the going is tough.

The Teacher as Caregiver,
Model, and Mentor
I have come to a frightening conclusion that I am the decisive element in the classroom . . . As a teacher, I possess tremendous power to make a child's life miserable or joyous. I can be a tool of torture or an instrument of inspiration. I can humiliate or humor, hurt or heal. In all situations, it is my response that decides whether a crisis will be escalated or deescalated, and a child humanized or dehumanized.—Haim Ginott

	Morality deals in large part with relationships—with the way people treat each other. In the small society of the classroom, students have two kinds of relationships: their relationship with the teacher and their relationships with each other. Both have great potential for positive or negative impact on a young person's character development. This chapter looks at the moral importance of the relationship between teacher and student.

The Teacher as Caregiver: Treating Students with Respect and Love
	The most basic form of moral education is the treatment we receive. British moral educator Peter McPhail states it well: "Children take pleasure in being treated with care and warmth; their prime source of happiness is being treated in this way. Further, when children are supported by such treatment, they enjoy treating people, animals, and even inanimate objects in the same way."
	Bill Rose teaches a tenth-grade class in government in racially mixed Upper Dublin High School, Fort Washington, Pennsylvania. Because of his ability to establish rapport with students and motivate them to learn, his classroom was selected for inclusion in a "great teachers" videocassette series. School counselors send Bill Rose the students with a long history of school failure. Here is how he describes them:

A lot of our students are battered students as far as failure is concerned. They have such a fear of failure that they don't want to try again. If you climbed a mountain and every time you got halfway up, you fell and broke a leg, after 12 or 13 years of climbing you'd give up. Some of our students have given up the climb.

	Knowing his students' fear of failure, Bill Rose starts the year by "plugging in some quick successes." He tells his class he's been studying memory techniques for the past eight years and he's going to teach them to use these techniques to learn about their government. To the students' amazement, they learn all the amendments to the Constitution—and their dates—in two periods.
	"Once they have a success," teacher Rose says, "they want another one. And because they're feeling good about themselves, they want to come to this happy spot. They think, 'This is a good place. I can do well here.'"
	At the beginning of the year, he says, a lot of students come to school on drugs. They say they need to be high "to deal with school." He tells them they need to be straight to deal with his class.
	Bill Rose's students know that he cares about them because he works hard to help them succeed. Helping students succeed at the work of school is one of the most important ways teachers show they care about their students. Mr. Rose also tries to treat his students fairly, with respect. He tells them: "If at any time in class you feel you're being abused by me, or I'm embarrassing you in front of the whole class, you have to let me know. I don't know how everybody feels."
	Bill Rose's classroom is testimony to the power of treating students with love and respect. His students talk of how the class is "a family," how they don't come late, how they have straightened themselves out and gotten their grades up, and how they work hard for Mr. Rose because he cares about them and they don't want to let him down. They are learning about the meaning of respect and love by experiencing them firsthand.

When Kids Don't Know the Answer
	Much of what happens in a classroom consists of the teacher asking questions and students attempting to answer them. How teachers handle these interactions, which can number in the thousands by the time a student finishes schooling, can affect a student's self-esteem and teach important lessons about respect.
	I tell the student teachers I work with that what they say when a child gives a wrong answer is likely to influence that child's confidence and willingness to venture a response again. I encourage them to try to find something in a child's response that they can affirm ("That's part of the answer but not the whole answer," "You're on the right track," or "Why do you think that? I'm interested in your reasoning").

Building Rapport by Being Human
	To have rapport with a class is to have the kind of warm, human, and appropriately personal relationship with students that makes it easier for them to talk about problems and be receptive to moral guidance. Without rapport a teacher's moral influence is greatly diminished. Moreover, research suggests that warm and supportive adult-child relationships are central to a child's development of concern for others.

Combining Good Example and Direct Teaching
	When students feel successful, respected, and secure in the classroom, and when they feel a personal connection with their teacher, they're more likely to be receptive to their teacher's moral teaching and guidance.
	When our younger son Matthew was in fourth grade, he'd come home with stories of what his favorite teacher, Mr. Passalugo, had talked about in social studies that day. There was the day Mr. Passalugo told about how his bike was stolen when he was a boy. That brought forth stories from several class members of how their bikes also had been stolen, and a discussion of how it feels when somebody steals something from you.
	There was the day Mr. Passalugo said, "Put away your books, we're going to talk about shoplifting." He explained that shoplifting could not only get you arrested—that had just happened to two local teenagers—but also causes higher prices for everybody and a special hardship for old people on fixed incomes.
	There was the day when a boy beat up a girl on the playground and Mr. Passalugo was really upset. He talked about husbands who physically abuse their wives and said that if you go around punching out girls now, you may grow up to be the kind of man who beats his wife. Mr. Passalugo said that it's a sign of weakness, not manhood, to use your superior strength to bully a girl or woman.
	These discussions made a deep impression on Matthew. And he listened intently to them—and the moral lessons they conveyed—because he loved Mr. Passalugo as a teacher. That emotional bond gave Mr. Passalugo his moral clout.

Helping Students Think Clearly About Cheating
	Unfortunately, many teachers are hesitant to give students direct moral guidance, even on matters as basic as cheating and theft.
	With respect to honesty, teachers should be able to say to students—or guide them through discussion to the realization—that cheating is wrong for several reasons:

	1. It will ultimately lower your self-respect, because you can never be proud of anything you got by cheating.
	2. Cheating is a lie, because it deceives other people into thinking you know more than you do.
	3. Cheating violates the teacher's trust that you will do your own work. Furthermore, it undermines the whole trust relationship between a teacher and his or her class.
	4. Cheating is unfair to all the people who aren't cheating.
	5. If you cheat in school now, you'll find it easier to cheat in other situations later in life.

Teaching Students to Care About Moral Values
	Talking to students in a clear and direct way about a matter such as cheating will help them understand what honesty is and why it's important. But getting them to value honesty or any other moral quality personally is a bigger challenge. Lots of people know what's right but don't care enough to act accordingly.
	One of the ways teachers can foster caring about what's right is to show how deeply they care. They can do that by the way they react to violations of moral values.
	Recent childrearing research finds that children who are the most empathic and altruistic have parents who react strongly to their children's offenses ("You hurt Amy—pulling hair hurts! Don't ever pull hair!"). It's the combination of the parents' moral reasoning and moral feeling that appears to motivate children to take seriously what they have done and become sensitive to the feelings of others.
	Morality won't be important to young people if it isn't important to adults. A high school teacher puts it this way: "We have to share ourselves, not just our subject matter."

Storytelling as Moral Teaching
	Other forms of moral teaching are less direct but no less important. Storytelling is a classic example.
	Stories, read or told, have always been among the favorite teaching instruments of the world's great moral educators.
	Tim Kent, who teaches sixth grade in Dry Creek Elementary School in Clovis, California, says he learned storytelling in a course at Fresno State from Arne Nixon, whom he calls "the greatest storyteller I ever met." Now Tim Kent considers storytelling one of his most important teaching tools.
	When I walked into his classroom, he was sitting on the edge of his desk, telling his students about a man who invented a rain-making machine to help people sleep. Then he told a story about W. C. Fields:

When W. C. Fields was dying, he was very uncomfortable. He couldn't sleep; he hadn't slept for nights. His wife knew he loved to go to sleep to the sound of rain falling on the roof. So one night she stood outside for a long time, spraying water on the roof with a hose to make the sound of rain. She loved him so much that she did that. He fell asleep, and that night he died in his sleep.

	The children were obviously taken with this story; they were pensive as they filed out for lunch. "I like to tell stories like that," Tim Kent said. "I plug them in whenever I've got a few minutes. To me, it's teaching values. That story about W. C. Fields teaches the value of love."
	The week before, he said, he told his kids the story of Sean Marsee, a boy who began using snuff at age 12 and got oral cancer at age 18. It was based on an article in Reader's Digest. "I didn't read the article to them," he explained; "I paraphrased it from memory. That's what makes it storytelling. I find they prefer it that way."
	Before he told them the story, he asked them if they knew what smokeless tobacco was. Most knew. He asked how many people had tried it; two boys were honest enough to raise their hands. He asked what their reaction was; they said they got sick. After the class talked for a little while about ads for snuff they'd seen on TV, he told them the story of Sean Marsee.

	Sean Marsee was a superb athlete. He was voted the most outstanding athlete in his high school. He won 28 medals as a member of the track team. He always took excellent care of his body. He watched his diet; he lifted weights; he ran 5 miles a day. He didn't smoke or drink.
	He was also the kind of person you'd like for a friend or brother. He was the oldest of five children. He once saved his sister Marian from drowning when she fell through the ice. His sister Melissa considered him the model of an ideal husband. He taught his younger brothers Shannon and Jason to hunt, fish, and trap.
	But Sean had a habit of dipping snuff. He started when he was 12. It was popular among high school athletes who didn't want to break training. He didn't think smokeless tobacco could hurt him.
	When Sean was 18, he developed a bad sore on his tongue. It was malignant. The doctor had to take out part of his tongue. But after the operation, the cancer spread to his neck. They had to operate on that, too.
	The cancer spread again. This time his jawbone had to be removed. Then more lumps formed on his neck. On February 24, less than a year after they discovered the cancer, Sean Marsee died.
	Sean's mother, Betty Marsee, recently testified at a Massachusetts Public Health Hearing on whether to label snuff a hazardous substance. She told Sean's story. Scientists at the hearing explained that oral cancer is caused by nitrosamines. Nitrosamines are chemical compounds, one of which forms in the mouth when tobacco and saliva combine. They said that one dip of snuff delivers the same amount of nicotine as a cigarette—but ten times the nitrosamines.
	Since that hearing, Massachusetts and eight other states require warning labels on snuff cans. The Federal Trade Commission has asked the surgeon general to review the evidence concerning snuff.
	Shortly before he died, when he could no longer talk, Sean Marsee wrote two brief messages for John O'Dell, a former football player who came to visit him from the local Fellowship of Christian Athletes. One message was a simple statement of his Christian faith. The other was a plea to young athletes: "Don't dip snuff!"

	"When I finished the story," Tim Kent said, "there was complete quiet in the room. You could see that it had moved them. I began the discussion by asking, 'What good do you think came out of Sean Marsee's death?'
	"They said his mother was able to get the warning labels on the snuff cans. I said, 'What about the tobacco companies' argument that snuff isn't dangerous?' They said the scientists showed that snuff releases ten times as much nitrosamines as cigarettes—that's dangerous enough.
	"We talked some more about the advertising for snuff, how they've got chewing gum and candy packaged like snuff, how they're getting you ready for it. Then I asked them, 'How many of you think you'll try snuff sometime in the future?' Nobody raised a hand. I asked, 'What might tempt you to try it?'
	"'Peer pressure,' they said. I said, 'How are you going to handle that? Think about it. You have a warning that Sean Marsee didn't have.'
	"I stopped it there. I didn't want to turn it into a lecture; I wanted them to think. That was last Friday. I had at least six kids go home and find the Reader's Digest article and read the whole thing. Three brought it into class. And I had more positive feedback from parents on this than anything I've done in a while. They said how glad they were that I had told the kids this story."

Mentoring One-On-One
	So far we've talked about how a teacher can build a relationship with the whole class and use that as an avenue of moral influence. But individual interactions and relationships with students are just as important, sometimes more so.
	When I was visiting a Catholic elementary school in Thunder Bay, Ontario, I observed a sixth-grade teacher who took pains to get to know her students in a personal way. "I'm especially concerned about bringing out the shy child," she said, "because I myself was a painfully shy child."
	While I was in the classroom, the teacher had her students write an essay on the topic "What are my special talents? How do I plan to use them in my development as a person?" When the children had finished their essays, she asked for volunteers to read theirs to the class. Almost all the hands went straining upward.
	One boy read a confident essay about his athletic skills; he planned to be a hockey star. A girl spoke about her equally strong desire to be a singer but added that most other people didn't think she could sing very well and she wasn't sure either, but she really, really hoped she would be a good singer someday. A third student, a rather small boy, said he had many dreams of what he'd like to be, but he didn't think any of them would come true.
	The teacher learned a lot about these children from this simple exercise. She gained information she could follow up on. She would make a special effort, she told me, to build up the confidence of the little boy with big dreams but no hopes. "He's very good at the computer," she said; "I'd like to have him teach that to Robert, who is a stronger student overall but knows very little about computers." By giving the shy child the chance to teach something he could do well, she would be boosting his self-esteem.

Creating a Moral Community in the Classroom
	A teacher in an affluent, suburban school system describes her fifth-grade class:

There's a lot of name-calling. Boys who aren't tough or athletic get called "fags." The name-calling has been hardest of all on the three Chinese children, who get called "egg roll," "wonton soup," and other such names. Boys also call girls names—"fat," "pancake face," and the like. They don't do it when I'm around, only when I'm not.

	A great many teachers take pains to form a relationship with their students that is based on respect and caring. Teachers are often at a loss, however, as to how to foster a similar level of respect and caring among their students. They are distressed by what they see as an increasing tendency among students of all ages to be egocentric, callous, and abusive in their treatment of schoolmates. Teachers sense correctly that much of what they are doing to try to build students' respect for self and others can be eroded by peer cruelty.
	Left to its own devices, the peer group often ends up being ruled by the worst tendencies in children. Domination, exclusion, and put-downs become the prevailing social norms. A preoccupation with "the right clothes" is now part of that problem; the Los Angeles Times recently carried a story with reports from around the country of how elementary school children are taunted by peers if they don't have the latest brand-name clothes. The article quoted parent after parent saying that their children are in emotional knots before school worrying about what they should wear.

	What creates a moral community in the classroom? Three conditions are basic:
1.	Students know each other.
2.	Students respect, affirm, and care about each other.
3.	Students feel membership in, and responsibility to, the group.

Helping Students Get to Know Each Other
	Helping students get to know each other is the first step in building a moral community. That's because it's easier to value others and feel an attachment to them if we know something about them.
	Building bonds starts on the first day of school, an important time to begin to create a feeling of friendliness in the classroom.
	Class directory. Substitute teachers say they can go into a classroom near the end of the school year and find many children who still don't know the names of all their classmates. Learning names and developing friendships can both be facilitated by a class directory.
	At Lawrence Elementary School in Brookline, Massachusetts, during the first week of school, our son Matthew's kindergarten teacher had each of the children draw a picture of himself or herself on the top half of a ditto master. Beneath this self-portrait were three sentences, which the child completed (with the teacher's help if necessary): "My name is _____"; "I like to _____ and _____"; and "My phone number is _____."
	Mrs. Watts then made an Our Class booklet for the children. Matthew had written that he liked to swim and draw. The day the booklets were passed out, he was excited to get two phone calls when he got home. One was from Jason, who liked to swim; Matthew and Jason became swimming buddies. The other call was from Yoshi, a shy Japanese boy who liked to draw; subsequently, Matthew and Yoshi spent many happy hours quietly drawing together. If Matthew's experience was any indication, there was very likely a whole network of new friendships in Mrs. Watts's room and the beginnings of a cohesive classroom community.
	Teachers of older grades have adapted the class directory idea by having students interview each other, take notes, and then write biographical sketches, which the teacher then duplicates to make a directory.

Combating Social Cliques
	One of the paradoxes of moral development is that children's moral behavior sometimes seems to regress, even though their moral thinking is advancing. For example: Fifth- and sixth-graders can give more sophisticated verbal responses to moral dilemmas but are often crueler to each other in their everyday interactions than they were when they were younger. They tend to form exclusive cliques, which meet the need for social membership of the kids who are "in" but at the expense of those who are "out." Such cliques can spell death for an overall sense of community in the classroom.
	The seat lottery. Janet Fagal faced this problem repeatedly with her fifth-grade class in Skaneateles, New York. So one year she introduced a seat lottery. She rearranged the desks into a large rectangle and gave each desk a number. The last thing every Friday afternoon, each student went to the center of the room and drew from a fishbowl a number that designated his or her desk for the next week.
	The seat lottery came to be eagerly anticipated. A new desk almost always meant two new neighbors. That year there were more friendships in the room than ever before, and the social groups that did form were more open and less antagonistic.

Building Community With Older Students
	Teachers of higher grades—seventh and eighth, for example—also see a lot of interpersonal hostility among their students. At this age it's fed by rising self-consciousness and anxiety about being accepted by peers. And precisely because of their self-consciousness, students this age tend to say, "That's dumb!" to community-building activities that younger students more readily go along with.
	One way to cope with that is to anticipate it. A junior high teacher can say, by way of introducing a community-building activity: "Some of you may think this is really dumb, and that's okay, but I'd like you to do it anyway. The way I run my class, it's important for people to know and respect each other." Or it can help to make an "academic" justification: "The subject matter of this class will require a lot of discussion, so I want you to feel comfortable speaking out and reacting to each other's ideas."

Teaching Students to Respect, Affirm, and
Care About Each Other
	When students know something about each other, it's easier for a teacher to develop the second aspect of moral community: students' respecting, affirming, and caring about each other.
	Sometimes this is a matter of developing their empathy, which in turn is a matter of providing certain information. When Barb Butler taught fourth grade in Dryden, New York, she had a boy whose parents were going through a difficult divorce and who was "being a real bother to the other kids." One day, when this child was absent, teacher Butler asked her class, "How many of you have had the experience of having to live with just one of your parents?"
	About half the children raised their hands. "How many of you have felt upset about that?" Lots of hands again. "Well, that's what's happening with Stephen. And he's still dealing with it—he hasn't worked through it yet. So you need to help him, be patient with him." Once the children had this understanding, their behavior toward Stephen became noticeably more tolerant and supportive.

Teaching Kids to Affirm Each Other
	One way to prevent peer abuse, establish norms of respect and kindness, and build self-esteem among students is to help them develop habits of affirming each other.
	Appreciation time. Debbie Wilcox, who has been a fifth-grade teacher in Johnson City, New York, fosters peer affirmation through a classroom tradition she calls "appreciation time." Three times a week, she gathers her students into a circle and invites them to "tell something that someone else did that you appreciated."
	At one meeting, for example, one girl said: "I'd like to appreciate Julie for giving me some paper when I forgot mine. All I did was tell Donna that I forgot my paper, and there was Julie standing there offering me some of hers." (At this, Julie beamed.) Another girl said: "I'd like to appreciate Laurie for helping me with my spelling this week. That was the first time this year that I ever got a hundred!" Teacher Wilcox says, "'Appreciation time' has become the single most popular thing we do."
	Positive word power. "Positive word power" can be a very effective antidote to put-downs. I used it once in a fifth-grade class where the teacher said that the name-calling and disrespect among his students were the worst he'd ever seen.
	After arranging students' desks in a horseshoe, I asked, "What kinds of words can we say that give people positive feelings?" The class gave examples. Then I asked, "What kinds of words do people sometimes say that give others bad feelings?" There was a flurry of responses to that.
	"So words have power," I said. "They have the power to make another person feel good or bad. I'd like to do something now that gives you a chance to exercise positive word power." I wrote "POSITIVE WORD POWER" on the board and explained how the activity worked: "You'll be given a stack of blank slips of paper, one for each member of the class. We'll go around the circle, focusing on one person at a time. You'll have one minute to write down, on a slip of paper, that person's first name, and something you like, admire, or appreciate about that person.
	"Don't sign your name.
	"When you've finished writing about a particular person, just turn that slip upside down, and your teacher will collect it. The slips written to you will be placed upside down on your desk. When we've done everybody, you'll be able to turn over your slips and read them."
	As the teacher collected the slips, he monitored their content, returning ones that were inappropriate with a private word of explanation. When all class members had been written to—including the teacher—I gave the signal for them to turn over their stack of slips and read them.
	For several minutes there was complete quiet. Then the class erupted into an excited buzz as kids went around showing their friends what people had said about them. One boy said, beaming, "Somebody complimented me on my big vocabulary—wow, I didn't think anybody would admire me for that!"
	Then the teacher quieted the class and asked, "When do you feel better—when you're a giver of positive words or a giver of negative words?"
	The students responded as one that they felt much better when they were givers of positive words. The teacher said: "But doesn't it also feel good to put somebody down?" Students said yes, but it doesn't last, and the person usually gets you back.
	"Why is it so hard to say something nice to somebody?" the teacher asked.
	"You feel embarrassed," a boy said.
	"You feel vulnerable, don't you?" the teacher said. "You don't know whether they're going to say something nice back." Children nodded their agreement.
	Activities like positive word power help remove that vulnerability.
	Parents also attest to the power of peer affirmation. Says one mother: "The three times Andrew got most excited about the values program were when the class talked about his assets and he had to talk about the assets of others. He told me about this as he came through the door, which is very unusual for him."
	Hugs for health. Affirmation doesn't always have to be verbal. Says Dee Bent, a kindergarten teacher in Emily Carr Elementary School in Scarborough, Ontario:

	We love each other a lot in this classroom. I hug the kids, and they hug each other. At circle, sometimes I'll begin by asking, "Is anybody feeling a little lonely this morning?" Usually somebody will say, "I am." I'll say, "Well, come on up and get a hug." Then somebody else will say, "I'm feeling lonely, too." Then the child who just got a hug from me gives one to that child.
	I find that kids will start interacting and playing together much more quickly if I do this than if I don't. And they'll also respond to me better if there's that bond.

Developing a Feeling of Membership
	A feeling of membership in the group is the third basic aspect of moral community in the classroom. Three things contribute to this aspect of moral community: (1) The class has a group identity; (2) each individual student feels that he or she is a valued member of the group; and (3) individuals feel responsible to and for the group.

	Developing a Group Identity. Classroom rituals or traditions are effective in creating group identity because they are repeated, tangible expressions of the group's communal life. Some teachers begin the day with a song.
	The class meeting is another tradition that many teachers use to start the day. For example: Joline Malian, a second-grade teacher at St. Patrick's Elementary School in Burlington, Ontario, holds a 10- to 15-minute class meeting the first thing each morning. She compliments the class on good things that happened the day before, reviews "classroom helper" responsibilities for the day, and provides an overview of the day's schedule and any special events.
	Then she asks the children, "Who has some news to share?" At a meeting I observed, one child told of how his dad had won $25, another child of how his sister was sick, another of how her cat had had kittens. The teacher wrote a sentence about each incident on lined paper on an easel, and after five or six news items the class read these sentences aloud together.
	The teacher comments: "It's hard to say who benefits more from our meeting—the kids or me. It gives me time to get a reading on the children, to know where they are. I hate to do without it."
	Many secondary-level teachers do something similar: At the start of the period, they'll ask who has some good news to share, or they'll comment on the success of a class member in some school or community event.

Developing Each Student's Feeling of Being a Valued Group Member
	Student of the week. A popular classroom tradition that helps each child feel known and valued by the whole group is "student of the week." The featured student, randomly selected, is in the limelight for the whole week: He or she gets to take class attendance, act as host or hostess for the class in the event of visitors, lead all lines, run errands for the teacher, and bring in something from home each day—such as a toy, book, hobby, or family photo album—to share with the class.
	The teacher also asks every other student to write anonymously on a slip of paper "one nice thing" about this person. All the slips are mounted around a picture of the student of the week on a poster, which is then hung outside the classroom. At the end of the week the student takes the poster home.

Developing Responsibility to and for the Group
	Goals and rules. Setting goals and rules together makes explicit everyone's responsibility to act in a way that considers the good of all. Students are helped to think, "How do my actions affect other kids and the class as a whole?"
	An ethic of interdependence. Developing the responsibility dimension of moral community also means fostering an ethic of interdependence—the feeling that one person's problem is everybody's problem.
	Kindergarten teacher Nell Woodmancy of Syracuse, New York, found that her children, normally squirmy in circle meetings, were surprisingly attentive when she posed the question "Who has a problem they would like other people to help them solve?" First-grade teacher Kathy Kittle turned to this kind of real-life problem-solving after her children complained that class meetings were "too boring." She found they enjoyed tackling each other's problems. She shares this example:

TEACHER: Who has a problem we might be able to help with?
MARK: My problem is I don't have anyplace to park my bike because the bike rack is full.
TEACHER: The rack is full when you get to school?
MARK: Yeah, and Mr. Bashaw [the principal] will take your bike away if you leave it on the grass.
TEACHER: Well, we certainly don't want to lose our bikes. How can we help solve Mark's problem?
KEVIN: Let's build another bike rack.
TEACHER: Could we do that?
ANDREA: No, it's made of metal. But maybe my father [the school custodian] could build one.
ERIN: Yeah, or we could give each kid a name where his bike goes.
JEFF: Maybe we should talk to Mr. Bashaw.
ROBBIE: All you have to do, Mark, is get to school earlier!
TROY: I know, Mark, you could move somebody else's bike and put yours there [laughing]!
TEACHER: What do you think of that idea?
SEVERAL: It wouldn't be fair.
TEACHER: Why not?
TROY: [Now seriously] 'Cause if everyone moved someone else's bike, no one would be able to find their own bike.
JEFF: I still think we should go talk to Mr. Bashaw [followed by general agreement].

	The children went to Mr. Bashaw. He checked with the high school, found that they had an extra bike rack, and requested that it be moved to the elementary school. Mark's problem was thereby solved.

	Coping with a crisis. Social problems in the classroom don't disappear, of course, even when there is a high level of moral community.
	A teacher at a conference on moral education told a story about a year when she taught a combined second and third grade and for the first time made a systematic and ongoing effort to build community. A strong class spirit developed, and behavior problems were far fewer than they had been during the previous year.
	Then one day, toward the end of the school year, a project that several students had worked on and left displayed in the back of the room was found badly damaged. The teacher stopped all activity and called an emergency class meeting.
	"We have good times together, and we have problems," she said. "Something very serious has happened. We cannot continue our work until we find out who is responsible and the damage is somehow repaired. This is a chance to show if we really care about each other."
	There was a tense silence. Then one student spoke up: "Come on—whoever did it, tell. It's okay, we'll forgive you!" A chorus of similar appeals went up from the children.
	Finally, two boys stood up and admitted that they had accidentally knocked the project over when they were fooling around in the back of the room. The other children, the teacher says, jumped to their feet and hugged the two culprits in celebration of their confession. There was a spirited discussion about how they could work together to restore the damaged project. The teacher said she was sure this crisis could not have been resolved in this way had it not been for the strong sense of community the class had built up all through the school year.

Moral Discipline
	Fewer students today come to school with an attitude of respect toward adults; many are astonishingly bold in their disrespect for teachers and other authority figures. Children's disrespectful behavior at school all too often reflects the miseducation or neglect they have received at home.
	Teachers, and even older students, comment on the amount of anger today's children bring to school. Seniors in a New Hampshire high school went into fifth-grade classrooms to lead discussions of feelings, peer pressure, and self-esteem. Later they commented, "These kids are angrier than we've ever been in our lives!" Sometimes the anger is more than a child can contain. In one third-grade classroom, a boy named Billy came to school one Monday with a knife and announced seriously that he was going to "kill the music teacher." Over the weekend, he later disclosed, his stepfather had gotten mad at the dog and made Billy watch as he took the dog into the backyard and shot its tail off.
	It is not a kinder and gentler world for millions of children. And so it is a more difficult world for their teachers. Trouble with discipline is one of the leading sources of teacher stress and burnout.
	Discipline, however, is not just a problem; it is also, fortunately, a moral education opportunity.

Exercising Moral Authority in the Classroom
	Says an elementary school teacher who has taught for 17 years and is now regarded as a master teacher:

My first year of teaching was a total shock to me. I was too open in the beginning. I had to come to terms with the fact that there has to be a central authority in the classroom and that structure is something that kids need.

	The teacher is the central moral authority in the classroom. That authority is based, first of all, on the fact that the school has given the teacher the responsibility of creating a good moral and learning environment and of looking after students' safety and general welfare. That responsibility gives the teacher the right to tell students to follow directions, do their work, obey the classroom rules, and stop any behavior the teacher considers contrary to the best interests of an individual or the group.
	In the course of managing the classroom, the teacher also functions as a moral mentor—instructing children in why it's not polite to interrupt, not fair to cut in line, not kind to call names, not respectful to "borrow" somebody's property without asking, and so on.
	Exercising authority, however, doesn't mean being authoritarian. Authority works best when it's infused with respect and love. Says a fifth- and sixth-grade teacher:

I spend a lot of time talking with my children, listening to their feelings and what's important in their lives. When a child knows I really care about what happens in his or her life, then my expectation that they obey the rules in my class has a power I can't get by whip-cracking and yelling. They care about disappointing me. They want my positive regard.

	The first way to involve students in sharing responsibility for good classroom discipline is cooperative rule-setting.
	When the teacher and students formulate rules together, rule-making becomes one of the first acts of cooperation and mutual respect in the development of their moral community.
	Lisa is a third-grader whose class makes the rules with the teacher. "Does that work?" I asked Lisa. "Oh, yes," she said. "If just the teacher makes them, you might not want to follow them. But if you help make them, you do."

	Amy Bennett teaches second grade at Burton Street Elementary School in Cazenovia, New York. I invite her to speak in my undergraduate course on classroom discipline because she demonstrates how the teacher's questioning is instrumental in helping young children think about rules and their necessity both inside and outside the classroom.

The first thing we do on the first day of school is to sit in a circle on the floor and have a class meeting. After introductions, I ask the children: Are rules good or bad? . . . What would it be like if we didn't have any rules? Think of what it would be like if you could come in and do whatever you wanted. If you wanted to do the work, that would be okay; if you didn't want to do it, that would be okay, too. If someone hit you, you could hit them back. Basically, you could do whatever you wanted in school.

	The prospect of having no rules stirs a lot of discussion. At first there are always children who say, "Boy, that'd be great!" or "I'd like that!" But the more the class talks about it, the more they come to see that a classroom without rules wouldn't be a very good idea. "People would fight," they say. "People wouldn't get along." "And that's what I want them to understand," teacher Bennett says, "that we have rules so we can get our work done and have our classroom be a happy place."
	Then she broadens the discussion: "Do we have rules in life? How about at home? What about on the road when we drive a car? We talk about how if their parents speed, they might get a ticket. I want them to see that we have rules for our whole life, and these are called laws." That sets the stage for the concluding part of the discussion: "Then I say that our classroom is like that: We're a community, we're like a family, we need rules, too. What rules would help us get along and have a happy classroom?"

	Many secondary teachers are able to set a high moral standard that without necessarily involving students in coming up with the rules. For example: John Perricone is a respected and popular teacher of a high school health education course at Maine-Endwell High School in Endwell, New York. He spends the first day of class getting to know his students and talking about his love of teaching and his philosophy of education. ("Teaching is like a dance," he says. "I come in here all ready to dance, but if you don't want to dance [and here he slouches in a chair with a totally bored expression], what can I do?" This gets a laugh from the class.) He does this as he goes over a course handout that includes the following section on student behavior:

	Please remember that this is your room and your class. The behavior and participation of each person will shape the type of learning that will occur. Since one person's behavior affects everyone else, I request that everyone in the class be responsible for classroom management.
	To ensure that our rights are protected and upheld, the following laws have been established for this classroom:

The Law: To Be Followed Without Exception
1.	Be on time, prepared, and ready to work at the beginning of class.
2.	Please raise your hand when you wish to speak, and wait to be called upon.
3.	Please listen with all your heart and soul.
4.	Please treat others as you would like to be treated.

	I very much enjoy relating to people on a mutual respect level. It has been my experience that human interaction can be tremendously rewarding when such respect exists. I will always extend this consideration to you, and ask only that you return this in kind. Thank you.

Establishing and Enforcing Consequences
	When rules are established, whether by the teacher or by the teacher and class together, it's natural for kids to wonder, "What happens if you break the rules?" Obviously, if nothing happens when someone breaks a rule, students learn not to take the rule seriously.
	In moral discipline the general principle is to use consequences, like rule-setting, as an opportunity for moral education. The relevant question is: How do you help the student understand the rule and be motivated to follow it out of a sense of responsibility to self and others?
	Enforcement as a teachable moment. One helpful practice is to treat rule enforcement as a teachable moment. One elementary school teacher, instead of just giving a child a warning for a first offense, often goes over to the child's desk and privately asks: "Do you know what rule you just broke? Why did the class agree that that was a good rule?"
	Children are sensitive to differences in the way teachers respond to rule violations. In one study, children rated highest those teachers who responded to moral transgressions with statements focusing on the effects of the student's act (e.g., "Joe, that really hurt Mike"). Children gave lower ratings to teachers who responded with unelaborated statements of school rules or expectations ("That's not the way for a Hawthorne student to act"). Rated lowest of all were teachers who used simple commands ("Stop it!" or "Don't hit"!).
	Setting consequences with group involvement. How should the teacher set up consequences in the first place? One method is to involve students in formulating appropriate consequences ("What do you think is a fair consequence for breaking this rule?") as a direct extension of cooperative rule-setting.
	Involving students in coming up with fair consequences has another advantage: Rule enforcement then has the collective consent of the group behind it. Confronting a rule-breaker, the teacher can say: "What did we agree was the consequence for breaking that rule?" Often, when kids are punished by a teacher or parent for breaking a rule, they become angry at the punishing adult rather than sorry for their misdeed. But if they have consented in advance to the consequences, it's easier to get them to look at what they did and take responsibility for their behavior.
	The teacher sets the consequences. Some teachers, however, prefer to set the consequences themselves, at least for some of the rules. Says one fourth-grade teacher: "I think I'm in a better position to know what consequences are going to work. For example, when we make the rules together, one of the rules I always contribute is that homework has to be in on time. I want to control the consequences for that: The first time homework isn't in, they get a warning; the second time, the person does it during recess; the third time, I call the parent." Teachers who set the consequences themselves can change them quickly if they're not working.
	A middle course. Kathy Long, who teaches second grade at West Frankfort Elementary School in Frankfort, New York, follows a middle path. She has two sets of rules: "Teacher Rules," which she makes (e.g., "Raise your hand to speak" and "Follow directions the first time"); and "Kids' Rules," which she asks students to make "to help you get along with each other" (sample Kids' Rules: "No fighting," "No calling names," and "Share"). She sets the consequences for Teacher Rules but allows the children, with her guidance, to set the consequences for Kids' Rules.

The Time-Out and the Individual Conference
	Two moral discipline consequences designed to promote rule-following and moral growth are the time-out (temporary separation from the group) and the individual conference.

	The time-out. Why is a time-out or separation from the group (such as sending the student to a table in the back) a logical and educational consequence?
	A time-out says to a student: "If you want to be part of the group, you have to follow the rules of the group. Your disruptive behavior is interfering with other people's right to learn."
	There are two kinds of time-outs. The first is the fixed-interval time-out: a specified length of time (5, 10, or 15 minutes) when the student is away from the group. The second is the conditional time-out: The student may return to the group when he thinks he's ready to follow the rules or when he's satisfied some other condition (such as talking with the teacher).
	Sometimes kids will come back before they're in control of their behavior, and in a minute they're into trouble again. A way to deal with that is to have a two-step system: With the first time-out, you can come back when you're ready; but if you repeat the offense within the next 30 minutes, you're out for a fixed length of time. It's also good to help prepare kids for reentry by asking, "Are you ready to go back? What do you have to do to go back?" ["Follow the rules."]
	What if a student refuses to go for a time-out? The teacher can assign the group something to do and take the student aside to try to find out the source of the resistance. If the student continues to resist, the teacher can say: "Let's think about this. Why do we have a classroom rule about time-out? Why am I asking you to take a time-out now?"
	If the student still refuses to cooperate, the teacher can calmly offer a choice: "Sally, your actions require a time-out. Can you follow our rule about time-out now, or do we need to talk about this during recess [or after school, or with your parents]?"
	The goal is to cool down rather than heat up the confrontation, get the student to think, yet maintain an insistence on a fair consequence. Generally, if the time-out procedure has been discussed in advance with students and explained as something that's meant to help them regain control of their behavior, they will accept it as a consequence in the discipline situation.

	The Individual Conference. The time-out is most effective when followed by at least a short teacher-student conference. Students who seem impervious to the teacher's influence when they're part of the group can often be reached through a personal conference.
	The personal conference enables a teacher to individualize discipline, much in the way that good teachers try, when possible, to individualize instruction to meet the needs of different learners. The individual conference allows the teacher and student to explore the problem out of the limelight and enables the teacher to try to get at the cause of the problem.
	The conference also allows the teacher to explain why the disruptive behavior is not acceptable. Finally, it enables the teacher and the student to develop a plan, based on an understanding of the problem, to prevent its recurrence.
	It is usually wise—with some students, it's essential—to put the behavior improvement plan in writing and have the students sign it to indicate their commitment to making it work.

Experimenting to Find What Works
	Sometimes a teacher has to experiment to find what works. Linda Nickels describes how she did this when she taught second grade in Ithaca, New York:

	I had a very needy little boy from a poor family. One day Joey stood up, after I told him to do something, and said, "You're a butt-hole. I'm gonna sue you. I'm gonna get you fired. My father has a lot of money."
	In fact, he didn't have any father—at least not any father he knew. He wasn't afraid of anything. The only way I could get him to stop that kind of talking was to hit the tape recorder when he started. Then he stopped.
	Before his mother heard the tape, she simply didn't believe he was talking to me that way. Dealing with him took a lot of trial and error.

	Turning Joey around involved carrot as well as stick. Teacher Nickels had a male student, Mark, from Ithaca College come into the classroom to work with Joey as his "buddy." Joey understood that he had to be good to have this privilege; otherwise the teacher would have Mark work with someone else. Joey hated to lose Mark's companionship, so he improved his behavior.
	There are times when rational discussion alone doesn't get through to a child—and when getting indignant is a moral, human, and effective thing for the teacher to do. Says a second-grade teacher:

I have a boy this year whose behavior has been terrible. I had many conversations with him, used time-outs, made plans; he showed no improvement. Finally I lost my patience. I said, "Okay, I've had enough! We've got rules, mister, and you're going to follow them!" After that he was much better.

	With children like this, a strong assertion of authority lets them know the teacher means business. "First you have to get their attention," is the way one teacher puts it; "then you can reason with them."
	Many teachers also use group incentives to motivate good behavior. Group incentives foster class solidarity by providing a group goal to work for.
	For example: A sixth-grade teacher takes his class out for a 15-minute extra recess at the end of the day if there have been no more than three rule violations all day long. He finds that his students tend to police themselves so they can earn this special time.
	From a moral education perspective, for rewards to work, teachers have to get across the message "I expect you to follow the rules because that's the right thing to do, because the rules are there to help everybody. And if you do an especially good job of that, I'd like to do this nice thing for you to show my appreciation." In this way the teacher creates the context that determines the moral meaning rewards have for children.

Involving Parents
	To recruit parents as partners in moral education, it makes sense to start with discipline. There are several ways a teacher can try to get help from home in this area.
	1. Send parents a copy of the classroom discipline plan. At the beginning of the year, many teachers send home a copy of the class's discipline plan stating classroom rules and the consequences of breaking them. Some teachers send two copies: one for the parent to keep; another to sign and return, with a space for comments, suggestions, and any information about the child that the parent would like the teacher to know.
	Sharing the discipline plan with parents lets them know what behavior the teacher expects, and they can discuss this with their child. They also know what will happen if their child does not follow the classroom rules. And if the teacher has a set hierarchy of discipline consequences that includes parent involvement, the parent will know that in advance.
	2. Establish a positive connection with the parent through a good news message early in the year. It's also a wise practice to try to contact parents, by phone or note, with a good news message about their child early in the school year. Says one fifth-grade teacher in Liverpool, New York: "I make it a goal to phone every parent by the end of September with some sort of good news. It might be the fact that their child did his best yet on a math quiz, wrote a really creative story, or did a nice thing for a new kid in school. I've found that when I've made this kind of positive contact first, it makes a tremendous difference in the response I get when I have to call home about a problem."
	3. Notify parents of a discipline problem when help is truly needed and do so in a positive rather than a punitive manner. Says one mother who is also an elementary school teacher: "I believe teachers should be able to handle the run-of-the-mill discipline problems without involving parents. As a parent, I don't want to get a call because my child has talked out of turn three times that day. But if there is a more serious problem—fighting, for example, or some recurring misbehavior—then I do want to know about it."
	4. When desirable, implement a cooperative home-school plan for improving a child's behavior. When the teacher's normal disciplinary efforts aren't bringing about the hoped-for results, a home-school behavior improvement plan may achieve a breakthrough, as with this third-grader:

	Travis wasn't responding to the rules and consequences we agreed on as a class, or to my individual conversations with him, so I decided to try a different tack. At the start of each day, I gave him a three-by-five index card with 15 gold stars on it. Every time I had to speak to him about his behavior, he lost a gold star. One immediate effect of this was to help him become more aware of his behavior.
	During the first week of this plan, if he had 10 gold stars left at the end of the day, his parents would give him a small reward that night at home—a special dessert, staying up 15 minutes later than usual, playing a board game with his father, and so on. After the first week, we raised the standard; he had to have 12 stars left to earn the reward. He responded well to this approach.

Profile of a Moral Discipline Teacher
	Pat Grant is a friendly and enthusiastic teacher who teaches life sciences to seventh-graders at Dryden High School in Dryden, New York. She is widely respected as someone who motivates her students to learn and has good classroom control.
	"I don't have any serious discipline problems," she says. "I make a real effort to treat students fairly." She finds that good organization—effective planning so that students are always busy—prevents most problems. She comments: "I plan by the week and post the plans in the front of the room so students are aware of them. I know what I want to accomplish on a particular day, and it's clear to them as well."
	She makes her students responsible for the rules. "The first day they come in, we discuss rules. Then they come up with the rules themselves. I write them on the blackboard, and they copy them down in their notebooks. In this way they take ownership."
	Student ownership of the rules helps with enforcement. In one class a boy began to disrupt a discussion. Teacher Grant said in a friendly but business-like tone, "Dan, do we need to go over the rules again?" "No," Dan said, and was quiet.
	At another point, as Mrs. Grant was answering a student's question, two girls began whispering. While continuing to answer the student's question, Mrs. Grant walked over to the girls and gave a gentle hand signal alerting them to pay attention. During lab time, if students are becoming excited and loud, Mrs. Grant simply holds up an orange tray—a signal that they need to quiet down. One by one, students see the tray and tell one another to be quiet.
	If a student continues to misbehave despite verbal or nonverbal reminders, Mrs. Grant will ask him to come in after school to talk things over. Together, she and the student discuss the problem and decide on a solution that is fair both to herself and to the student. If students continue to misbehave even after they have had this after-school conference, then Mrs. Grant contacts the parents and asks for their help in solving the problem.
	Teacher Grant also prevents problems by having students change seats every five weeks. She pairs up students she knows can work well together. Moving to new seats is refreshing, she finds, and helps to diminish problems that arise from boredom or lack of cooperation between desk partners.

The Class Meeting
	Carl Fospero was a 20-year-old graduate student working on his secondary teaching certification when he got a call to take over a tenth-grade Spanish class at the local high school. A month before, the regular teacher had unexpectedly taken a leave of absence to go into the hospital. A week later, she was dead of cancer.
	In the month that followed, the Spanish class—a low-achieving group with a history of behavior problems—became virtually uncontrollable, going through four substitute teachers in four weeks. Then the principal called in Carl Fospero, who had done some subbing in this school before.
	The first thing Carl Fospero did was to ask every student to take out a piece of paper and write him a letter. What were their feelings about the class? How could it be improved? What personal problems were they having with the course? Students wrote that other substitute teachers had been "throwing worksheets" at them; they couldn't keep up with the material; they didn't understand or like Spanish; and so on.
	Carl Fospero read portions of the students' letters aloud to the class, using them as a springboard for an open discussion on how to improve the course. The class decided to slow down the pace of instruction to make sure people weren't getting lost. They decided to make time during each class for cooperative learning—such as conversational Spanish between partners—as well as teacher-led instruction. Teacher Fospero said he wanted to try some things they hadn't done before—like writing a play in Spanish and performing and videotaping it. The class also started to write and publish a class newspaper—all in Spanish.
	Class morale and learning improved dramatically, as did student behavior. Students respected and liked their teacher and worked well together. Carl Fospero became known as "the miracle sub," and the principal offered him a regular position.

	What exactly is a class meeting? It is:
•	A meeting of the whole class, emphasizing interactive discussion among class members.
•	Led by the teacher, a student, or the teacher and a student together.
•	Whenever possible, conducted in a circle to allow eye contact among participants.
•	Held at regularly scheduled times (e.g., the first thing every morning, every Wednesday after recess, every Monday and Friday at the end of the day) and in response to special needs.
•	Usually 10 to 30 minutes long, depending on the age of the students, the complexity of the topic, and the interest level during the meeting.

Twenty Kinds of Class Meetings
	1. Good news meeting: "Who has some good news to share?"
	2. Circle whip: Go around the circle; everyone can either complete the "sentence-starter" or choose to pass. After everyone has had a turn, the teacher can use individual students' responses as a springboard for interactive discussion. Some sample sentence-starters are:
•	"Something I like about this class . . ."
•	"Something I think would make our class better ..."
•	"A decision I think we should make . . ."
•	"I'm wondering why . . ."
•	"Something that bothers me .. ."
•	"I wish . . ."
	3. Appreciation time: "Who would you like to appreciate?"
	4. Compliment time: One or two children are chosen; taking one child at a time, the teacher invites classmates to say something they like or admire about that person.
	5. Goal-setting meeting: Discuss the goals for the morning, the day, the week, a curriculum unit, the academic year.
	6. Rule-setting meeting: "What rules do we need for our classroom?" "For going to gym?" "For the upcoming field trip?"
	7. Rule-evaluating meeting: Have students write about, then discuss the following questions: "What are the school rules? Why do we have them? Are they good rules? If you could change one rule, what would it be? . . . Do any of our classroom rules need changing to make them work better?"
	8. Stage-setting meeting: For example, before a small-group activity: "What can you do to make things go smoothly in your group?"
	9. Feedback and evaluation: "How well did you work together?" "How could you make it go better the next time?" "What was good about today?" "How can we make tomorrow a better day?"
	10. Reflections on /earnings: "What did you learn from this activity (unit, project, book)?"
	11. Student presentation: One or two students present a piece of their work, such as a project or story; other class members ask questions and offer appreciative comments.
	12. Problem-solving meetings:
•	Individual problem: "Who's having a problem that we might be able to help solve?"
•	Group problem: "What's a class problem we should talk about?"
•	Complaints and recommendations: Ground rule: You can make a complaint about a problem, but you have to offer a recommendation for correcting it.
•	Fairness meeting: "How can we solve this conflict (e.g., cutting in line, disputes over materials or equipment, arguments over cleanup) in a way that's fair to everybody?"
	13. Academic issues: "Why do we have to study this?" "What would help you do a better job on homework?" "On the next test?" "How could the last test have been improved?"
	14. Classroom improvement meeting. "What changes would make our classroom better?" Possibilities: changing the physical arrangement of the classroom, new ways of working together, new learning games, ideas for class-created bulletin boards, etc.
	15. Follow-up meeting: "How is the solution/change we agreed upon working? Can we make it work better?"
	16. Planning meeting: "What group projects would you like to do?" "What topics to study?" "What field trips to take?" "What would be fun to do differently next week in spelling, math, or science?" "What would be the most exciting way to study this next topic?"
	17. Concept meeting: "What is a friend? How do you make one?" "What is a conscience? How does it help you?" "What is a lie? Is it ever right to tell one?" "What is trust? Why is it important?" "What is courage? How do people show it?"
	18. Sticky situations: "What should you/would you do if: You find a wallet on the sidewalk with $20 in it?" . . . "You find just a $20 bill?" . . . "You see a kid stealing something from somebody else's locker?" . . . "There's a new kid that you'd like to be nice to but your friends think she/he is weird?" . . . "A friend asks to copy your homework?" . . . "A friend you're with shoplifts a CD?" . . . "Two kids on the bus are picking on a little kid and making him cry?"
	19. Suggestion box/class business box: Any appropriate item students have submitted for discussion.
	20. Meeting on meetings: "What have you liked about our class meetings? What haven't you liked? What have we accomplished? How can we improve our meetings?"

Problem-Solving Through Class Meetings
	At all developmental levels, the class meeting can be used for problem-solving in ways that foster higher levels of respect and responsibility.

Middle School Level
Trouble with Talking
	Because the class meeting recruits the group as a problem-solving ally, it often succeeds where the teacher's single-handed efforts fail.
	Seventh-grade students are notoriously "squirrelly," and one seventh-grade math teacher was getting worn down by this problem. Becoming upset, making speeches about the importance of courtesy and attentive behavior, and sending students to detention had not helped.
	One day he held a class meeting, told students he was tired of getting on their case about talking, and discovered that they didn't like it either. Some students said they were tired of the issue taking up so much class time.
	The teacher asked for their suggestions in writing. Then he asked for five volunteers to stay after school to go over all the suggestions and come up with a proposal to present to the class the next day. When the five-person committee presented its plan, the class voted to adopt it with minor modifications. The teacher comments:

Their system was to have a list of all the students' names at the front of the room. If a student broke the rule about talking, he'd have to come up and put a check by his name. If he talked out of turn again in the same period, he'd get a detention. This warning and detention system was actually quite similar to what I had been using without success, but when it was the students' own plan, it worked much better.

Fury over Fanny-Grabbing
	A seventh-grade teacher in Montreal, Canada, finds a suggestion box a good source of meeting topics, including issues students would be too embarrassed to bring up themselves at a meeting.
	For example: One year several girls put angry notes in the suggestion box about "fanny-grabbing." Apparently a number of boys had been doing this to the girls.
	The teacher read the complaints at a class meeting. How did other girls feel about this? she asked. To a person, they said it made them furious when boys did this. The boys appeared genuinely shocked that girls felt this way. They were just fooling around, they said; they really liked the girls. Well, that was no way to show it, the girls replied.
	After this class meeting, the fanny-grabbing stopped.

Elementary School Level
Chaos in the Coat Closet
	Patti Brody, when she was a parochial school teacher in Syracuse, New York, faced a management problem with her second-graders. She explains:

Ever since the snow arrived, and with it all the extra clothing the kids wore to school every day, our coat closet had been a disaster area. There was very little space for all the coats, boots, mittens, and so on. The kids were getting their boots mixed up, and some were even missing the bus because it took them so long to find their things. And when it came time to get ready to go, they completely forgot about being kind and loving—it was every person for himself!

	In their class meeting, the children brainstormed possible solutions, the teacher wrote each idea on the board, and they voted to adopt the following plan: "Everyone will be assigned a hook in the closet, with his or her name under it; you are responsible for putting your coat and hat on your own hook, and your boots underneath it."
	"How are we going to be sure everyone does this?" the teacher asked. A girl responded: "If someone doesn't put their things where they belong, they should have to keep them at their desk for a day and see how uncomfortable that is!" The class agreed that that was a fair consequence.
	Teacher Brody took one further step: She asked each child to make a personal commitment to abide by the group's decision.

	I wrote the agreement on a large sheet of paper and each child signed his or her name. The contract is on the coat room doors, where everyone can see it. We marked each hook in the closet; each person has a spot.
	Since we adopted this plan, not a single person has missed the bus.

Dealing with Stealing
	Donna Matthewson teaches 30 first-graders in a low-income section of Syracuse, New York. She held her first class meeting on stealing, which had become a serious problem in the classroom. She began the meeting by reviewing all the things that had turned up missing in recent weeks. Then she asked two very good questions: (1) "I want you to think of a time when something of yours was taken. . . . How did you feel?" Children spoke freely about that; they said they felt angry and sad—and very happy if they were fortunate enough to get the missing possession back. (2) "How do you feel when you take something that isn't yours?" There was silence. Finally one boy spoke up: "I don't feel so good when I take something." Other children made similar admissions.
	Teacher Matthewson accomplished at least two things: sensitizing children to how others felt when they had something taken, and sensitizing them to the fact that they didn't feel very good about themselves when they took something. After the meeting, to encourage honesty further, she decided to have a lost-and-found box instead of asking children to bring "found" objects to her desk. Soon all sorts of lost things began turning up in the box, and the frequency of missing items sharply declined. The teacher comments:

It's become accepted behavior in our room to be honest—something I did not expect. If children find something that doesn't belong to them, they put it in the box, and they go to find their own things there. If someone does slip and keep something that isn't theirs, it's the kids who pitch in and find it, not me. . . . I've been using other class meetings to reinforce this honest and thoughtful behavior. The class is very proud of its progress, and so am I.

Expanding Students' Role in Decision-Making
	The class meeting can also be used in other ways to bring students into a broader decision-making role. The suggestion box can be adapted for this purpose. Says Patti Brody of her second-grade class:

Children can write down any suggestion they have for helping themselves do better (they might want to change their seat, for example), for improving our class, or for something I might do better as a teacher. I try to respond in one way or another to all of their suggestions, and I select those I think are appropriate for discussion at class meeting.

	Some teachers use class meetings to involve children in planning. Students might help to plan a special class project such as a field trip or a class play. And one fifth-grade teacher says that when her language arts lessons are getting stale, she'll ask students for their thoughts about something different they'd like to do in spelling or writing—and she always gets good ideas.

Ten Steps in a Class Meeting
	1. Circle up: Form a good circle and call the meeting to order.
	2. Set the agenda: State the purpose and goals of the meeting.
	3. Set the rules: Establish or review rules for "good talking and listening."
	4. Identify partners: Pair up students who will discuss the problem or topic under consideration.
	5. Pose the problem or question: For example, "Several people have said there's a lot of name-calling on the playground lately. What can we do to solve this problem?"
	6. Personal thinking time: Give students a silent minute to think about the question individually.
	7. Signal for quiet: Establish a signal (e.g., flick of the lights) for stopping partner talk in order to begin whole-group discussion.
	8. Partner talk: Have partners (in place) share thoughts with each other (3 to 5 minutes); circulate to help those who may be slow to interact.
	9. Whole-group discussion: Invite several pairs of students to share their ideas with the group; invite reactions to these ideas; pose follow-up questions; if appropriate, reach and record agreement on action to be taken and plan implementation, and set a time for a follow-up meeting.
	10. Close the meeting.

	The most crucial step is to establish rules that will lead to an orderly discussion. I have observed class meetings where children repeatedly interrupted each other, talked to their neighbors, paid no attention to the speaker—and where the teacher vacillated between trying to ignore these behaviors and reprimanding the offenders. Teachers are demoralized because they feel the contradiction: They're trying to have a meeting about a moral issue such as how to get along better, and the meeting itself is an exercise in mutual disrespect. To avoid this situation, teachers need a careful plan for developing and maintaining order in the meeting.
	Teachers find that students of all ages, when asked, can generate rules that will facilitate good discussion. Here, for example, are the rules that one fourth-grade class agreed on:

1. No talking out—raise your hand if you want to speak.
2. Keep hands down until the speaker is finished.
3. Don't whisper to a friend.
4. Stick to the subject.
5. No put-downs.
6. Don't laugh if a person is saying something serious; do laugh if the person is trying to make a joke.

The Role of the Class Meeting in the Life of the Classroom
	The role that the class meeting plays in the life of the classroom will evolve if the teacher lets it.
	Janet Clauson, a first-grade teacher in central New York, says she began by holding her class meeting twice a week after recess. "But as we continued with the meetings," she says, "the children displayed a great enough interest and response that we began to meet each day."
	Topics expanded to include classroom management problems, moral dilemmas (Should a boy who needs money to go on a trip with his friends return the $10 an old man has accidentally overpaid him for a delivery?), and friendship themes (How do you make a friend? Keep a friend? Know when a friend is really a friend?).
	They established a set routine: Children were instructed to go directly to the bathroom and to get a drink following recess, then set up the circle for the meeting—a responsibility they were excited about and handled surprisingly well. "The children learned that I could not carry a class discussion by myself," the teacher says. "They were just as important to the discussion as I was. In the beginning it was often necessary to prod many students to get them to respond. By the end of the year almost all of the children were responding freely and frequently."
	Finally, teacher Clauson says, the class meeting had unexpected benefits for her overall teaching: "I feel my teaching is more effective now because I am better able to teach on the child's level. . . . [The class meeting] has helped me to treat each child as an individual."

Teaching Values Through the Curriculum
	Sixth-grade teacher Bill Elasky was feeling burned out at 37 and thinking of leaving the profession when he took a sabbatical. That year he studied with George Wood at Ohio University's Institute for Democracy in Education.
	Elasky returned to his sixth-grade classroom in Amesville, Ohio, with a new sense of education's potential to prepare students for life in a democratic society. He started the school year with a "reading web" that dealt with nature and ecology.
	Not long afterward, a local fuel oil company accidentally dumped solvent into Amesville's Federal Creek, which flowed near the school and right by several students' houses and farms. The Environmental Protection Agency came in to clean up, but, Elasky says, "we were skeptical."
	Elasky's class decided to do its own investigation. Calling themselves the "Amesville Sixth-Grade Water Chemists," they made plans to test water samples from 11 different places on Federal Creek.
	Students then called Ohio University, local and state EPA offices, and the State Health Department to get information on water test kits. In class meetings, Elasky and his students decided that student groups should investigate sources and effects of the pollutants they were testing for and present their findings to the class; interview people who know about water pollution and creek ecology; develop one big chart on which to tabulate test results; and launch an ad campaign to sell their testing service to individuals in the community (revenue would offset classroom expenses).
	During the ensuing months, students interviewed experts at Ohio University about pollutants; talked to officials at the local water and sewage plant; traced their area's history; kept journals; used computers to chart pollutants; drew maps; took and printed their own photographs; wrote to government officials; and tested wells, cisterns, and waterways in Amesville. At the end of the school year they proudly described their project at an Ohio University conference on public education in a democratic society. Here is how they spoke about their experience:

	Learning without textbooks is more fun than spending the whole day long in them. We learned to cooperate with each other. We think this kind of project is important because we are learning many things, including responsibility. It is also helping us in our science, health, English, spelling, writing, and reading.
	We also enjoy this because it is fun, and we feel we are mature enough to work with chemicals and be in charge. Another reason is we think it is important to know what you're drinking every day.

Schoolwide Approaches to a Value-Centered Curriculum
	In the early 1980s, the Portland, Maine, school district launched a values education program centered on six noncontroversial values: respect, courage, honesty, justice, willingness to work, and self-discipline. The charge to individual schools was to infuse these values in every way possible throughout the curriculum and school day.
	Moreover, during each school year one of the six values would be spotlighted as the "Value of the Year." During "The Year of Self-Discipline," for example, a leadership committee provided teachers with suggestions relevant to all academic subjects:

•	Science and math teachers can focus attention on the lives of prominent men and women in either field. In addition, the highly structured, disciplined methodology found in both courses of study can be stressed.
•	English teachers can draw models of self-discipline from the study of literature. Students can also be asked to write compositions dealing with this important character trait.
•	History teachers can direct attention to specific moments in history when great men and women exhibited self-discipline.
•	Art and music instructors can examine the lives of great artists and composers as models of self-discipline.
•	Home economics and industrial arts teachers can stress the role of self-discipline in designing and creating in wood, metal, clothing, and so on.
•	Physical education and health teachers can show students that one must maintain a certain degree of self-control to maintain a healthy body.

	One classroom activity used by some teachers was "Quote of the Day." The teacher writes on the board a quotable quote that pertains to the Value of the Year. When it was self-discipline, quotes included:

•	"No person has a right to do as he pleases, except when he pleases to do right."
•	"Where there's a will, there's a way."
•	"The hardest victory is the victory over self."

	Students were asked to copy the quote for the day into their notebooks and then to respond in ways appropriate to their development level (younger students drew a picture illustrating the meaning of the quote; older students wrote an essay on its meaning and relevance to their lives).

Choosing an Effective Teaching Strategy
	Tom Ladenburg is a master teacher of American history at Brookline High School in Brookline, Massachusetts. His "moral dilemma units" have earned him recognition as an instructor who can motivate students to enter deeply into an ethical issue.
	Here's how students learn history a la Ladenburg:
	1. First they study an issue—slavery, for example—in its historical context.
	2. Then they debate and resolve it—without knowing the actual outcome at that juncture of history.
	3. Only after they reach their own resolutions do they look at the decisions of the historical figures involved and compare the merits of the two sets of resolutions.
	For example: In the unit on the U.S. Constitution, students are given detailed historical biographies of the most influential delegates at the 1787 Constitutional Convention. Then they are asked to debate and decide on several thorny issues before the convention: states' rights, the definition of democracy, rights to be guaranteed to the people, and slavery. Ladenburg supplies excerpts from James Madison's convention notes; these provide further insight into the Founding Fathers' thinking so the students are able to frame arguments and counterarguments on the various points of contention.
	After resolving each issue in this mock convention, students read the U.S. Constitution—and discover how these issues were really settled over two centuries ago. Finally, they consider what the historical resolutions reveal about the ideals and values of the framers.

Literature as the Staple of the Ethics Class
	Should morality be taught as a separate subject or integrated throughout the curriculum?
	Fieldston Lower School does both. Besides a curriculumwide emphasis on values, the school offers a 45-minute, three-times-a-week ethics class taught by Elizabeth Saenger. Children in grades 2 through 6 go to her special ethics class the same way that kids in most schools leave their regular classroom to go to music, art, and gym. In teaching her ethics class, Elizabeth Saenger says she relies upon children's literature as her principal tool.

I've found that children this age need the sustained narrative of a story in order to have it resonate with their own lives and ethical problems. By comparison, the characters in a hypothetical moral dilemma—"Should Heinz steal the drug to save his dying wife?"—are removed from any experiential context. In a book, the characters come alive. Children get emotionally involved with them. Of all the things I've tried, children's literature works the best.

	A typical ethics class revolves around Saenger's reading aloud a children's book or story. She reads until she hits a passage that raises a moral issue. She stops there and poses a question for discussion. After discussing the moral issue—usually for no more than 5 or 10 minutes (the children usually let her know when they want to move on)—she resumes reading.

The Middle Ages as Moral Curriculum
	Gloria Frey, a fifth-grade social studies teacher at Fieldston Lower School, takes the Middle Ages as the core of her value-centered curriculum.
	When I entered her classroom, children were making elaborate, medieval-style banners depicting their family names as the teacher read to them from a novel set in the Middle Ages. On the walls were posters, drawings, and photos of castles and cathedrals from around the world. On the windows was stained-glass art done by children. On the back tables were books such as Legends of the Saints.
	Teacher Frey explains why this historical period is an ideal developmental match for children aged 10 to 11. Their day-to-day concerns, she says, parallel medieval themes: (1) the struggle for power, yet the need for protection (corresponding to the social system of feudalism); (2) the guidelines for permissible aggression (the rules of chivalry); (3) the need for standards of good and evil (the rules of the Church); and (4) the issue of fairness, whether individual or social.
	To help children understand that justice is seldom a simple matter, they study historical events from divergent viewpoints. In their unit on the Norman Conquest, for example, the class hears different accounts, one written by Normans, another by Saxons.
	To help children enter into the life and work of a monk, the classroom becomes a scriptorium. Students look up examples of initial letters, Gothic alphabets, and marginal decorations. They learn calligraphy. The manuscripts they painstakingly produce give them "a great sense of achievement and appreciation of the artist-monk."
	The history of the period is also personalized by reading aloud fine historical fiction. The book that makes the deepest impact on her fifth-graders, teacher Frey says, is Barbara Leonie Picard's One Is One. The protagonist, a boy reared to regard knighthood as the only admirable life for a man, finds himself drawn instead to the peace of the monastery and the beauty of art. Mocked by his brothers, however, he reluctantly becomes a knight. He becomes accomplished at the skills of combat through the training of a good and valiant mentor, who urges him to be true to himself:

Listen to me, Stephen, this is important. . . . Be yourself; and whatever you want to do, do it with all your heart and soul. . . . We are each of us as God made us; and if God has seen fit to make you in an uncommon mold, be brave enough to be different.

	By the end of the story, Stephen, who has been drawn into the bloody conflicts that rage across England, is appalled by the brutality of battle and the horrible aftermath of war. He rejects the life of a knight and returns to the monastery to become a creative artist. One Is One, says the teacher, stimulates much discussion of moral choices—and the difference between physical and moral courage.

	Teachers are often discouraged by the spontaneous moral discussions they have with students. A tenth-grade biology teacher told of a student who brought in a bag of 30 pencils because the class was short of pencils and cheerfully announced he had shoplifted them from the K-Mart where he worked. His classmates who spoke up thought this was perfectly okay, especially since the student said his boss "was a jerk" who wouldn't give him a raise he had asked for. In situations like this, teachers often find themselves a lonely ethical voice, arguing with little apparent effect against a low-level peer-group culture.
	Moral discussions anchored in the academic curriculum are one answer to this problem. The curriculum creates a planned context for moral discussion, requiring students to gather and absorb information about a value issue. It poses the moral questions students should consider, and it structures their learning to bring out the desirability of the moral value (honesty, kindness, respect for the environment) under consideration.

Cooperative Learning
	At Emily Carr School in Scarborough, Ontario, second-grade teacher Karen Smith does reading partners at the start of every day. The night before, each child gets a book ready that he or she would like to read to a classmate. In the morning at circle time, the children choose partners based on the books they are interested in hearing, go off in pairs, and read aloud to each other.
	The teacher comments: "I started this because I know that children learn to read by reading, and I can't listen to 27 kids read at once. They love to read to each other, and they are more confident reading with expression to one person than they are in front of the class."
	Cooperative learning is one of the fastest growing movements in education today. There are hundreds of studies demonstrating its effectiveness and applicability at all levels.
	Like curriculum-based values education, cooperative learning teaches values and academics in a single stroke. Whereas curriculum-based values education does that through the subject matter content, cooperative learning does it through the instructional process. It says to the teacher: "Take what you would normally teach, teach it through cooperative learning for at least part of the day or period, and you'll be teaching values and academics at the same time."
	The specific benefits are these:
	1. Cooperative learning teaches the value of cooperation. It teaches students that it's a good thing to help each other.
	2. Cooperative learning builds community in the classroom. It helps students get to know and care about each other and feel membership in small social units as well as in the whole group. It reduces interpersonal conflicts.
	3. Cooperative learning teaches basic life skills. The skills developed by cooperative learning—among the most important in life—include listening, taking the viewpoint of others, communicating effectively, solving conflicts, and working together to achieve a common goal. Studies show that students given regular practice in cooperative learning do indeed get better at these interpersonal moral skills.
	4. Cooperative learning improves academic achievement, self-esteem, and attitude toward school. Both high- and low-ability students benefit from cooperative learning groups; several studies indicate especially large gains for low-ability students. Positive results have been found for all subjects and at all grade levels.
	5. Cooperative learning has the potential to temper the negative aspects of competition. Currently it's competition, not cooperation, that dominates our national character. We know all too well the destructive effects of unrestrained competition: In the economic arena, the dog-eat-dog pursuit of success leads businesses to do anything—never mind the effects on people—to maximize profits. In the personal realm, many people have sacrificed their marriages, family life, and ultimately their own happiness in the all-consuming competitive drive for individual success.

Kinds of Cooperative Learning
	1. Learning partners. Paired learning, for both teachers and students, is the simplest and least threatening way to begin cooperative learning. It's a building block for other, more complex forms of cooperation.
	One elementary school teacher assigns every student a learning partner (third-grade teacher Cathy Mercovitch of Spencer, New York, calls them "knee-to-knee partners"). Partners sit across from each other in traditional rows and move their desks together once or twice a day to work jointly on a task. The task might be to do a work sheet of math problems—first individually, then comparing answers and talking out those on which they disagree ("Here's how I got 42"). Or if the work involves memory practice such as learning vocabulary or times tables, partners drill each other with flash cards.
	Every two to three weeks, students' names go in a jar and everybody draws a new learning partner. Over the course of the school year children get to be learning partners with more than half their classmates.
	2. Cluster group seating. Central New York teacher Elaine Huebner has her second-graders sit and work in groups of three. They check each other's work before turning it in; each assignment must be initialed by two seatmates to show that they've checked it. She comments: "I find that there's more accountability with threes than with twos. When I had them working in pairs, one would sometimes say to the other, 'Don't tell her I didn't do it, okay?'"
	Former classroom teacher Marilyn Burns, author of The I Hate Mathematics! Book, recommends a form of grouping that maximizes peer helpfulness. On day one, she would randomly assign students to groups of four and teach them three rules:
•	You have final responsibility for your own work and behavior.
•	You must be willing to help anyone in your group who asks.
•	You may not ask the teacher for help unless all four of you have the same question.

	This last rule, Burns says, "is pure gold." At first students need frequent reminders to follow it. But soon they learn to seek help from groupmates first, and realize that the teacher will answer a question only when all four members of a group have their hands raised.
	3. Small-group projects. An important form of cooperative learning is one that has students work together to produce a single product. Here the emphasis is on cooperative processes such as group problem-solving, creativity, and team research rather than on learning material for a test. Some examples of small-group work:
	Working in fours, students in a fourth-grade class were assigned to invent and construct a game, then teach the whole class how to play it.
	In a fifth-grade class, groups of three were given a map outline of the world with nothing on it. Their geographic challenge was to label oceans and continents, put in major rivers, draw the equator, and so on.
	In a seventh-grade English class, groups of students wrote and performed skits depicting an event in a famous person's life. The teacher videotaped their performances.

	When students are first put in cooperative groups, they sometimes behave as if they don't have the slightest idea of what it means to cooperate. To prevent that, a teacher can hold a class meeting and discuss "What is cooperation?"
	Then a teacher can pose this question: "What are three or four rules we need to have good cooperation?" Agreed-upon "Rules for Cooperation" can then be listed on the board (e.g., "Try to use everybody's ideas," "Make sure everybody has a job to do," "No goofing off").

	Use partners or groups only when the task is one in which students benefit by working together. I've been in classrooms where the teacher was enthusiastic about doing a particular cooperative learning exercise but the students were not—because the task wasn't right.
	Comments Linda Skon, a former first-grade teacher in Minnesota: "The kids will tell you that groups are a waste of their time when work sheets are easy—when everyone can do them alone—as sometimes happens in exercises in spelling or math. But they will also tell you about the hard subjects in which it helps to talk things over with someone else. Groups are very effective in social studies and science, and wonderful in creative writing, where children can talk freely and help each other with ideas."

What do children themselves say about cooperative learning?

SECOND-GRADE BOY: I learned it can be okay to work with a girl. It's not icky; it's just like working with a boy—fun.
THIRD-GRADE GIRL: When you grow up, you have to know how to work with other people. If you don't learn to cooperate when you're young, it's harder when you're older. You might not even know what the word "cooperate" means.
SIXTH-GRADE BOY: I don't say things in front of class because I think they might be dumb. But in groups sometimes I say them as sort of a joke, and other kids think they're good ideas. It makes me feel not so dumb.
SIXTH-GRADE BOY: We all have good ideas. But when we talk about them and put them together, we get great ideas.

The Conscience of Craft
	Kathy Stintson used to be a supervisor for a federally funded jobs training program for 18- to 24-year-olds. Now she is studying to be a high school counselor because she sees a problem in the values of young people.
	"I was very disturbed by the moral attitudes of the trainees in our program," she says. "They felt they had a paycheck coming no matter what kind of a job they did. They felt absolutely no obligation to their employers; they would ruin materials with no thought of what it was costing the company. They typically came from blue-collar homes where the father was employed, but they themselves had no concept of what it means to hold a job." Trainees, she said, would make comments such as: "I showed up 15 minutes late—so what?" and "So I wasn't here yesterday—I'm here today—what's the big deal?"
	A $1 million study by a panel of corporation executives, university presidents, and various educational officials laid this kind of problem at least partly at the doorstep of schools.
	Teachers are the first to acknowledge that there has been a decline—evident as early as the elementary grades—in the work habits and motivation of students. Joanne Lott is a fifth-grade teacher with 14 years' teaching experience in small communities in upstate New York. "Each year," she says, "I see the quality of students waning. I see it in their peer relations—they have a poor self-image and are out for themselves—and in their whole attitude toward doing. They are constantly saying, 'Do we have to do this?' It makes teaching very frustrating; 90 percent of my job these days is spent motivating them."
	There is also peer pressure against working too hard. This problem was first observed among minority students in big-city schools, where the peer group appeared to have established an unwritten code regulating the amount of schoolwork that was "permissible." When some black parents took their children out of these schools, they gave reasons like this: "Our son John is a good boy, and he's smart. When he went to public school, he paid attention, did his homework, got good marks. Because of this, he was shut out by other kids, taunted, and even beaten up."
	It soon became apparent, however, that this anti-work peer ethic was not just a phenomenon of inner-city public schools. Here is a high school teacher at a largely white private school in an affluent suburb:

I discovered that private school students come to their classes without textbooks, paper, or pens; that they come to class late, with homework sloppily done or not done at all; that they talk in class and write obscenities on their test papers; and that bright private school students carefully pare down their achievements to avoid being ostracized by their friends.

	Another high school teacher, working in a "good" public high school, was outraged when one of his students called a classmate a "nerd" because the classmate knew the answer to a question the teacher had posed. "This pernicious attitude," the teacher wrote in a letter to The Washington Post, is creating an "environment of mediocrity" and "impoverished ideals and values, which cripple the minds and hearts of human beings."

Why Work Has Moral Importance
	The literature on moral education typically treats moral learning and academic learning as separate spheres. But moral education includes academic work, because work has moral importance.
	What gives work moral meaning?
	If you don't work in school, you won't learn. Ignorance, as the studies revealing scientific and geographic illiteracy point out, reduces our capacity to participate as citizens in a complex world.
	Moreover, as adults we spend most of our waking lives working. Work is one of the most basic ways we affect the lives of others and contribute. When people do their jobs well, all of us benefit. When people do their jobs poorly, all of us pay the price.
	Work done well is a fundamental source of our dignity and sense of worth. In school, it is exceedingly difficult for young people to feel positive self-regard when they are failing. It is also nearly impossible for students to feel good about themselves if they know they are doing much less than they are capable of. In adulthood, if we do not feel competent, productive, and needed in some sphere of life, whether at home, in the community, or in the workplace, it is very hard to maintain a positive self-image.
	When people don't think work is important, don't work hard at their jobs, or don't work at all, they suffer, and so does the whole society.

The Challenge to Schools
	The chief business of schools is the work of learning. How can schools help students take that work seriously, perform it to the best of their ability, and develop the qualities of character inherent in the capacity to work well?
	From the standpoint of values education, the first step for schools is to treat work as having moral importance and the work of learning as a moral activity that contributes to character development.
	The second step is to realize that schools are engaging not only in bad education but also in bad moral education when, for whatever reason, students are not doing the work of learning. When academic expectations are low, or when the peer culture keeps students from working hard, or when students simply don't care about the quality of their work, the fundamental purpose of schooling is corrupted. In that compromised moral environment, students are learning bad moral habits—laziness, indifference to standards, evasion of responsibility—that they will likely carry over into their adult lives.
	Moral education, I believe, should set the following objectives for students in the realm of work:

1.	An attitude of valuing the opportunity to learn—a commitment to make the most of one's education.
2.	The capacity for hard work, including the ability to delay gratification in pursuit of future goals.
3.	Persistence in the face of discouragement or failure.
4.	A public sense of work as affecting the lives of others.
5.	A concern for excellence—what Syracuse University professor Thomas Green calls "the conscience of craft."

	Let me elaborate on this last objective. The conscience of craft, Green says, calls on us to do our jobs well, whatever they may be. To have developed the conscience of craft is to have acquired the capacity to feel satisfaction at a job well done—and to be ashamed of slovenly work. The conscience of craft motivates a mechanic to repair a car not only to our satisfaction but also to his own. It is a mark of people's character when they take care to perform their jobs and other tasks well. If people lack this kind of conscience and don't feel any obligation to do good work, something basic is missing in their moral makeup.

The Importance of High Expectations
	Ed Wynne, education professor at the University of Illinois at Chicago, wisely observes that a teacher's first obligation as a moral educator is to teach well. That begins with believing that every child can learn.
	As a new teacher in Nelson, California, Anne Ritter taught a class of first-graders in which 85 percent of the children came from welfare families. Her principal says she astonished fellow faculty members by getting 90 percent of her class up to grade level in reading and math. Her comment: "It's the job."
	I visited Anne Ritter's current classroom, a first grade at Dry Creek Elementary School in Clovis, California. A cheerful but no-nonsense atmosphere was one of several ways she conveyed her high expectations to children. At the front of the room, writ large, was a list of "Rules for Ritter's Critters." The first rule was: "Always do your best in everything."
	On the wall was a sign: A PERSON WILL SELF-DESTRUCT WITHOUT A GOAL. On the bulletin board was a display on the "value of the month." When I was there, the featured value was AMBITION, defined as "the desire to excel; hard work directed toward a worthwhile goal."
	Often teachers must try to convey their high expectations in the face of students' own low expectations of themselves. Joanne Lott at Truxton Elementary School in Truxton, New York, says many of her fifth-graders initially respond to her tough standards with surprise and resistance. "Why do you expect so much of us?" they say. "We're the low group!"
	She replies: "You've been told you can't do it, but I refuse to put you in that category. You can do it if you try!" Telling students "You can do it, and I won't settle for less than your best" is a way of saying, "I respect your ability to learn, and I care about you too much to let you waste it."

Teaching Self-Evaluation
	Good teachers don't simply impose high standards; they also help students make those standards their own.
	For example: Jo Daley, a sixth-grade Catholic school teacher in Thunder Bay, Ontario, fosters the conscience of craft by teaching students strategies for self-evaluation.
	When looking at a child's composition or report, she will say, "Is that your best work? How does it compare with the best work in your folder?"
	Sometimes she'll have a short private conference with a student and ask, "How do you feel you could do better on this?" At other times she'll give students criteria and have them evaluate each other's work in small groups.

Developing Real Expertise
	Another way to develop a commitment to standards is to give students the opportunity to develop real expertise in a given subject or skill. But most schools, caught up in the hundred-yard pedagogical dash, rush to "cover" the required curriculum. If students never have the experience of taking hold of a subject and probing it deeply, says educator Jerome Bruner, they never know the structure of a field of knowledge or the rewards of in-depth learning.
	When students achieve real expertise in one area, competence becomes part of their self-image and they are more motivated to do quality work in other areas as well. Developing expertise through in-depth learning is one more way to translate high teacher expectations into children's educational experience. And one thing is clear from the research: Teachers who communicate high expectations to all their students obtain better academic performance than teachers who communicate low expectations.

Teaching to Different Learning Styles
	Translating high expectations into effective teaching also means accommodating the different learning styles that students bring to school.
	Elaine Herron teaches the upper elementary grades in Columbus, Kansas. She finds helpful the theory that some students are disposed toward auditory learning, while others are disposed toward visual learning.
	"Kids who are auditory will get it if you use just words," she says.
	"Kids who are visual need images as well as words, and they need help with turning the images into words. They are lousy note-takers."
	She finds that still other students are "haptic learners" who learn best through experience that uses their bodies. "I had a fourth-grade girl who was very frustrated because she couldn't learn to tell time. I had her use her own arms as the arms of the clock. Within half an hour she was telling time."
	Another girl had not been able to learn her multiplication times tables. "I taught her to say them as she was doing jumping jacks: '3 times 2 is 6; 3 times 3 is 9 . . .' After about 10 minutes of that, I asked her to write them down. She said, 'I know some of them!'"
	Students in Elaine Herron's classroom are learning an important work value: Don't quit when you get stuck. And because she helps them find their individual learning strengths, she builds their confidence and their willingness to tackle the work before them.

Teaching to Students' Interests
	Bret was a student in a ninth-grade environmental science course. Although he was, in his student teacher's words, "very bright and certainly capable of learning the material," he was in danger of failing because he refused to apply himself and complete the course assignments.
	The student teacher says that she handled this problem by talking with Bret to try to find where his interests lay.
	I found that he loved deer hunting and knew a great deal about the deer's life and habitat. I was able to incorporate this interest into a class assignment, a wildlife report, to be done on any animal the student had an interest in.
	Bret completed a well-written, interesting report on deer and earned a grade of 95 on that assignment. After that he showed considerable improvement on other papers and ended the course with all back assignments completed and a grade well above passing.
	The teacher got Bret to work by relating the subject (environmental science) to one of his interests (deer). Another teaching approach is to let students' interests be the subject of their investigation. Doing that maximizes their involvement and often liberates astonishing energies for work.
	Interest-centered teaching also elicits concentrated, sustained effort from students who might otherwise be unmotivated learners. In the process, they develop skills (reading, writing, thinking) and standards of excellence that can be transferred to other areas of their schoolwork, including those they do not freely choose.
	As Harvard psychologist Howard Gardner has noted, one of the most important contributions education can make to children's development is to help them toward fields where their talents best suit them, where they will be satisfied and competent.
	"There are hundreds and hundreds of ways to succeed," Gardner points out, "and many, many different abilities that help you get there. We should spend less time ranking children and more time helping them to identify their natural competencies and gifts, and cultivate those."

Homework
	More teachers would, I believe, assign more homework if they knew what the research shows.
•	When low-ability students do just one to three hours of homework a week, their grades are usually as high as those of average-ability students who do no homework.
•	When average-ability students do three to five hours of homework a week, their grades usually equal those of high-ability students who do no homework.

	The research also shows that teachers give more homework than students complete. High school teachers say they assign about 10 hours of homework a week, but seniors report that they spend only four to five hours a week doing homework. One tenth-grade English teacher voices a common complaint: "My students feel they are fulfilling their obligation if they just show up."
	Fortunately, there are ways to break that pattern. One way is: The school day ends when homework is in. A tenth-grade biology teacher says he accepts no excuses for his students not having homework; they can't leave school—or go to after-school extracurricular activities—until their homework is done. He says, "I won't let students off the hook by giving them a zero, because grades are not a motivator for a lot of kids."

	There are some major caveats for schools as they attempt to teach students the virtue of hard work:
	1. A good educational program is essential. Addressing the Navajo Educational Summit for the Year 2000, Rexford Brown of the Education Commission of the States offered this advice:

Don't fall into the trap of developing the kind of mindless, fragmented, racehorse curriculum that now dominates and deadens most schools in the majority culture—the "I have to do Asia tomorrow" syndrome. The typical school curriculum is a smorgasbord. There is no unifying philosophy. It doesn't address the whole child. It is superficial and repetitive. It doesn't make sense. And it bores kids to death. Build a curriculum that has coherence and makes kids think.

	That all too little thinking goes on in most schools was the conclusion of John Goodlad and colleagues in their respected book A Place Called School. In their observation of more than a thousand classrooms, Goodlad's research team found instruction to be amazingly similar across schools. Teachers' pedagogy was largely limited to two things: lecturing (teachers typically outtalked the entire class three to one) and monitoring seatwork. Students were passive; they rarely worked collaboratively; they weren't challenged to think; they didn't create; and evaluation of their learning typically tested only for recall. Teachers said they knew the importance of cooperative learning, inquiry methods, problem-solving approaches, experience-based projects, and the like—but didn't know how to implement them "without losing control."
	Motivating students to work must begin with an engaging, meaningful, well-taught curriculum. As Henry David Thoreau once said, "It is not enough to be busy. The question is, what are we busy about?"
	2. Academic achievement must not be achieved at the expense of moral education. While academic learning has a moral dimension that makes it part of moral education, mindless academic pressures can easily become the enemy of moral education. When a narrow view of school success—higher scores on standardized tests—is in the saddle, many teachers don't feel at liberty to take the time to discuss a class problem, build moral community, experiment with cooperative learning, and so on. Teaching children to work hard and teaching them to value themselves and other people can and must proceed hand in hand.
	3. Hard work must not become workaholism. While part of the culture seems to suffer from too little of the work ethic, another part seems to suffer from too much. We want young people to grow up to be balanced adults who have other values in addition to work and achievement—who make time for friends, family, recreation, community service, and spiritual growth.
	Good schools will convey a balanced message about work by creating the kind of human environment where people clearly matter. At the same time, they will be diligent in teaching students a lesson they once knew better than they do now: To succeed in life and build a better world, they need more than brains and talent; they also need the capacity for working hard. Developing that capacity must be high on the agenda of our efforts to build the character of our children.

Encouraging Moral Reflection
	As part of their chick incubation project, Mrs. Williams suggested to her second-graders that they might wish to open an egg each week to monitor the embryonic development.
	Later that day, in his reading group, 7-year-old Nathaniel confided to his teacher: "Mrs. Williams, I've been thinking about this for a long time—it's just too cruel to open an egg and kill the chick inside!" Mrs. Williams listened without comment and said she would bring it up for discussion with the whole class.
	When she did, there was some agreement that Nat's point was worth considering. But many children said they were curious to see what the embryo looked like. Nat replied that being curious wasn't a good enough reason for killing a chick. "How would you like it," he said, "if somebody opened your sac when you were developing because they were curious to see what you looked like?" Anyway, he argued, the library must have pictures of chick embryos; that would be a better way of finding out what they looked like.
	Some children countered that they wanted to see a real chick. "Is it alive?" became a question. "Not until it has hatched," some children argued. "It's alive now," others insisted, "and it is a chicken!"
	Mrs. Williams asked the children to think about the issue overnight. By the following morning, a majority of the class had come to feel that Nat's objection should be honored: They decided not to open the eggs.
	The potential moral learnings here were many: that all life, even that of a chick embryo, is to be taken seriously; that just wanting to do something isn't a good enough reason for doing it; that the reasoned dissent of even one member of the group deserves a fair hearing from the rest; that an important moral decision should not be made in haste; and that, if possible, a conflict should be resolved in a way that tries to meet the needs of all parties (the class did in fact search out pictures of chick embryos in the library). These learnings were possible because Mrs. Williams took the time to help her children think about and deal sensitively with a difficult moral dilemma arising from the real life of the classroom.

The Need for Moral Reflection
	History and everyday life are full of examples of small and great wrongs that occurred at least partly because people didn't stop to think, "Is this right?" Moral reflection is necessary to develop the cognitive side of character—the important part of our moral selves that enables us to make moral judgments about our own behavior and that of others. That part of character has six facets:
	1. Being morally aware—seeing the moral dimensions of life situations.
	2. Having an understanding of objectively worthwhile moral values (e.g., respect and responsibility) and how to apply them in concrete situations.
	3. Being able to take the perspective of others.
	4. Being able to reason morally—to understand why some actions are morally better than others.
	5. Being able to make thoughtful moral decisions, considering alternatives, consequences, and the moral values at stake.
	6. Having self-knowledge, including the capacity for self-criticism.

	Bringing this knowing side of character to maturity is one of the most difficult challenges in moral education.

The Mistake of Moral Relativism
	Without ethical training, many teachers tend to treat moral judgment as if it were simply a matter of personal opinion. That is the mistake of moral relativism, an error that has deep roots in contemporary culture.
	Many teachers who might not think of themselves as "moral relativists" nevertheless talk as if they were. They routinely introduce a classroom moral discussion by saying to students, "There are no right or wrong answers . . ." In a values discussion, these teachers scrupulously avoid making any statement that could cause students to think that they might be wrong in a particular value judgment—regardless of what the students say.
	Most students, unfortunately, are all too ready to believe that there are no right or wrong answers when it comes to morality. They have grown up in a world where large numbers of people think that moral values are never absolute but always relative to the individual or the society holding them. The implication of that belief is far-reaching: Nothing is objectively right or wrong; "moral" means "what's right for me."
	Such thinking fails to grasp a fundamental moral truth. There are rationally grounded, nonrelative, objectively worthwhile moral values: respect for human life, liberty, the inherent value of every individual person, and the consequent responsibility to care for each other and carry out our basic obligations. These objectively worthwhile values demand that we treat as morally wrong any action by any individual, group, or state that violates these basic moral values.

Getting Clear About Basic Morality
	To the extent that a teacher thinks that all values are purely personal and relative and that there are no rights and obligations that bind everyone, the teacher is incapacitated as a moral educator. There are rational, objectively valid moral requirements to which all people are accountable. Society can't exist without them. One of the primary tasks of the school as moral educator is to help students understand that moral fact and act accordingly.
	The ironic thing is that virtually all teachers take a nonrelativistic approach in immediate, concrete moral situations, even if many talk like relativists in the abstract. When a child's milk money has been stolen, teachers don't lapse into rhetoric about "not imposing values." They insist that the money be returned. When children call each other degrading names, throw food in the cafeteria, bully someone on the playground, or speak disrespectfully to an adult, the adults in charge don't say, "Personally, I don't agree with your behavior, but there's no right or wrong, so you should make your own decision." Instead, they insist that the student make the morally correct decision—stop the demeaning put-downs, not throw food, not bully, speak respectfully. If they do their job well, teachers also carefully explain the reasons for these moral requirements, so that children's minds are changed, not just their behavior.

Learning the Simple Virtues
	Turn back the clock to the beginning of this century. You're in second grade, and it's time for reading. The teacher says to get out your McGuffey Reader and turn to the story "The Honest Boy and the Thief." It goes like this:

The Honest Boy and the Thief
	Charles was an honest boy, but his neighbor, Jack Pilfer, was a thief. Charles would never take anything for his own which did not belong to him; but Jack would take whatever he could get.
	Early one summer's morning, as Charles was going to school, he met a man opposite the public house, who had oranges to sell. The man wished to stop and get his breakfast, and asked Charles if he would hold his horse while he went into the house.
	But first he inquired of the landlord, if he knew Charles to be an honest boy, as he would not like to trust his oranges with him, if he was not. Yes, said the landlord, I have known Charles all his life, and have never known him to lie or steal.
	The orange man then put the bridle into Charles' hand and went into the house to eat his breakfast. Very soon Jack Pilfer came along the road, and seeing Charles holding the horse, he asked him whose horse he had there, and what was in the baskets on the horse. Charles told him that the owner of the horse was in the house, and that there were oranges in the baskets.
	As soon as Jack found there were oranges in the baskets, he determined to have one, and going up to the basket, he slipped in his hand and took out one of the largest, and was making off with it.
	But Charles said, Jack, you shall not steal these oranges while I have the care of them, and so you may just put that one back in the basket. Not I, said Jack, as I am the largest, I shall do as I please; but Charles was not afraid of him, and taking the orange out of his hand, he threw it back into the basket.
	Jack then attempted to go round to the other side and take one from the other basket; but as he stepped too near the horse's heels, he received a violent kick, which sent him sprawling to the ground.
	His cries soon brought out the people from the house, and when they learned what had happened, they said that Jack was rightly served; and the orange man, taking Charles' hat, filled it with oranges, as he said he had been so faithful in guarding them, he should have all these for his honesty.

	After the story, the teacher discusses with the children the following questions to aid their understanding of the intended moral lessons:
	1. What is this story about?
	2. Which was the honest boy?
	3. What kind of a boy was Jack Pilfer?
	4. What kind of a character did the landlord say that Charles had?
	5. How can boys earn a good reputation?
	6. What advantage is there in possessing a good character?

	Obviously, you don't need a scorecard to tell the good guys from the bad guys in the McGuffey Reader. Stories like "The Honest Boy and the Thief" were designed to teach simple moral virtues—honesty, kindness, faithfulness, courage—in a simple and memorable way. To act according to these ideals was right; to go against them was wrong.
	Virtue, moreover, was rewarded. Later in life, perhaps, children might learn that crime sometimes pays (at least in the short run) and that doing what's right can carry a cost (the Jack Pilfers of life can be tough to take on).
	But in starting children on the road to virtue, McGuffey reasoned, we first need to get them hooked on goodness. We should try to do that by depicting what is, after all, fundamentally true: Honesty is the best policy, possessing a good character an advantage in life, and being good the surest way to be happy. When you lead a good life, you're living in a way you can be proud of, and the people who know you will be proud of you, too.
	Besides tales of virtue, the McGuffey Reader offered children direct moral advice. Here is a lesson from the First Reader:

Always do to other children as you wish them to do to you. This is the Golden Rule. So remember it when you play. Act upon it now, and when you are grown up, do not forget it.

	Children needed simple moral lessons like this in McGuffey's time, and they still need them. That's one reason why the original McGuffey Reader is making a comeback.

Raising the Level of Moral Discussion
	Richard Gulbin, a student teacher who caught one of his seventh‑graders cheating, decided that the whole class would benefit from an open discussion of cheating. He opted to approach the issue by presenting a parallel hypothetical dilemma:

Mary's Dilemma
	John and Mary are students in seventh-grade social studies. On a test, Mary notices that John is looking at her paper and writing down answers. Mary knows that John was at the game room in the mall the night before while she was studying hard for the test.
	What should Mary do? What would you do if you were Mary?

	Students suggested a variety of things Mary might do: cover her paper, tell the teacher, try to get John to tell the teacher he was cheating, or tell John after the test why it wasn't fair for him to cheat.
	The main value of this discussion, the student teacher felt, was to begin to develop a student consensus that cheating wasn't fair to all the people who were working honestly for their grades.
	Student teacher Gulbin was able to elicit a majority view that cheating wasn't fair. But what if most of his students had argued that cheating was okay, at least some of the time?
	That's what happened in the classroom of Diane Daniels, a thoughtful, articulate teacher of grades 7 to 9 English at an independent school in Colorado. She suspected two of her ninth-graders of cheating but "didn't have the goods on them." So she came at the issue obliquely, through a short story called "So Much Unfairness of Things." The story is about a high school boy who cheats on a Latin exam; is reported by a classmate; and, as required by the school's honor code, is expelled.
	At one point in her class's discussion of the story, teacher Daniels asked, "Do you think it's wrong to cheat?"
	Most of the class argued that "it depends." If the subject being taught is important and the teacher is fair, they said, then it's wrong to cheat. But if the subject is "dumb" or the teacher isn't fair, then it's okay to cheat.
	Would they ever turn somebody in for cheating? Absolutely not; friendship was more important than some "adult rule." Well, if somebody got an A on a paper at the expense of others, that would be unfair and they might turn that person in.
	Any time a teacher brings up a value issue—whether it's cheating, shoplifting, drugs, sex, or anything else—some or even a majority of the students may take a stand that is less than morally upright. Some may even argue strongly for positions that the teacher feels—and objective ethics would hold—are clearly irresponsible and unethical.
	The upshot: For many teachers, especially at the secondary level, fear of a low-level group response is the chief block to discussing moral questions. They're afraid that many, most, or even all of the students who speak will argue for undesirable values. Maybe it's better, these teachers think, to skip discussing value issues altogether.

The Teacher as Discussion Leader
	The solution to this problem lies in the quality of the teacher's strategies and skills as a discussion leader. Here are five guidelines:
	1. Set a nonrelativistic context for discussion. Teachers need to keep in mind that many students will have assimilated the moral relativism of the culture. They will come to any moral discussion with the attitude, "Who's to say what's right? It's just a matter of your personal opinion." A teacher can set the stage for discussion with a statement that affirms students' right to their viewpoint but at the same time challenges them to see that people can be mistaken in their moral judgments:

	Whenever we discuss a value issue in this class, freedom of thought gives you the right to form and express your own opinion. But remember, your right to your opinion doesn't mean your opinion is right.
	Down through history, many people have been wrong who at the time felt strongly that they were right. Many Americans once argued fiercely that they had the right to own another human being as a slave. Men once argued passionately that women should not have the right to vote. Societies once practiced infanticide, especially against female babies, and in some parts of the world still do.
	In view of the serious moral mistakes that even intelligent people have made in the past, all of us have a responsibility to ask: How do I know I'm right in what I think? And how should any of us go about deciding what's right and what's wrong?

	2. Plan problem-specific questions that will challenge students' thinking. Even young children can be helped to grasp objective ethical criteria if a teacher's questions are formulated correctly. For example, the Personal and Societal Values guide published by Ontario's Ministry of Education suggests the following simple dilemma for use in the younger grades:

After school, Marie sees a soccer ball under a bush in the schoolyard. She has always wanted a soccer ball and thinks of how the school has lots of them and wouldn't miss this one. Should she take it?

	To help children make this moral decision, the guide suggests these questions: "If someone found your soccer ball, what would you want him or her to do? . . . What would happen if all the boys and girls did what you suggest Marie do? Would it make school a better or worse place?"
	Teachers should also ask themselves, "What questions will I pose if students take such-and-such a position?"
	What questions, for example, might have enabled Diane Daniels to get her ninth graders to examine critically their "It depends" morality concerning cheating? Here are some:

•	Imagine you were the teacher of this class. Would it bother you if your students cheated? If so, why?
•	How does cheating affect the trust between us?
•	Is cheating fair to students who aren't cheating?
•	If you think a teacher is unfair, or that his or her course is "dumb," is cheating on that teacher's tests an ethical response? What might be a better response?
•	If cheating is okay because the teacher isn't fair or the course isn't important to you, does that mean people can pick and choose when they want to be honest?
•	Is cheating currently a problem in our society? If so, how?
•	Are your own values and character—the kind of person you are—affected in any way when you cheat? If so, how?

	3. Choose a reflection/discussion format that requires careful thinking. A teacher does well to choose a format for moral reflection and discussion that helps students think carefully and critically about a value issue. There's a big difference, for example, between a loose, open-ended approach that simply invites students to voice their opinions and an approach requiring that they engage in research and/or systematic ethical analysis before taking or arguing a position.
	4. Challenge students to keep thinking about the issue. Teachers may find themselves in values discussions where they don't have prepared questions and can't come up with them on the spot. In that case, they can at least challenge students to keep thinking about the issue and can indicate an intent to return to it. To encourage continuing thought, the teacher can also give students a thought-provoking reading on the topic and ask them to write a paragraph in response.

	Carol Lynch teaches at Roberts Street Elementary School in Canastota, New York. She illustrates the use of rational decision-making, a format that teaches students to approach a problem in a deliberate, step-by-step way. She had her sixth-graders complete the following sheet:

What's Your Dilemma?
	I would like the discussions we're having to be helpful to you. You can let me know what dilemmas you are actually facing in your lives by completing any or all of the sentences on this sheet. Don't sign your name unless you want to.
	1. I never know how to decide what to do when…
	2. The toughest decision I ever had to make was…
	3. I don't want to lose my friends, but I disagree with them about…

	Some students wrote flippant responses, the teacher says, but most took it seriously. In response to item 2, "The toughest decision I ever had to make was . . . ," one student wrote, ". . . whether or not to take a slug of beer."
	To pursue the beer-drinking issue and the larger problem of dealing with peer pressure, teacher Lynch gave the class the following dilemma:

"Don't Be a Nerd"
	Tory, Kris, and Sue, all seventh-graders, are friends. One night they're at Tory's house watching TV while her parents are out for the evening. After a few shows, they decide they're hungry. Opening the refrigerator, Tory sees some leftover chicken and a six-pack of beer. "Hey," she says, "let's have some chicken and beer!" Kris says, "Great!"
	"Have you guys had beer before?" Sue asks.
	Tory and Kris both say sure, they've had beer. Not to get drunk, just to have a little fun. That's news to Sue.
	"I think I'll just have chicken," Sue says.
	"Come on, don't be a nerd!" Tory says. "A little beer won't hurt you. Nobody will ever know! We'll never tell!"
	Sue doesn't want to look like a nerd, but she knows her parents don't want her to drink and have trusted her to respect that. She wonders if it would be okay just this one time . . . but she feels a tightening in her stomach when she thinks of doing that.
	Tory and Kris each open up a can of beer and take a swig. Tory opens a third can and holds it out to Sue: "Hey, what's the big deal? Try it you'll like it!"
	What should Sue do?

	Teacher Lynch first helped the class decide what values were involved in this situation. Having identified the key values of honesty, trust, friendship, and self-respect, students were ready to work on the problem individually. They did so by responding in writing to the following questions:
	1. Suppose Sue told herself she didn't have any choice but to go along with Tory and Kris. Would she be telling herself the truth or not? Explain.
	2. If you were Sue's conscience, what would you say to her?
	3. In the following boxes, write the alternatives you think Sue has in making her decision, and the possible consequences each alternative might have.
Alternative 1:
Consequence:
Consequence:
Consequence:

Alternative 2:
Consequence:
Consequence:
Consequence:

Alternative 3:
Consequence:
Consequence:
Consequence:

	4. What do you think is the most important value involved in this situation? Why?
	5. Keeping in mind the good and the bad consequences of the different alternatives, and the most important value, what do you think is the best decision? Explain why:

	After the students completed the individual work sheets, the teacher asked them to share their thoughts in groups of three and try to come to a consensus about the best alternative and the rationale for it.
	When they reconvened, the overwhelming sentiment was that Sue should turn down her friends' offer of a beer. Some students, however, offered various "compromises," such as just taking a sip, or pouring the beer down the bathroom sink when her friends weren't looking. That led to a lively discussion of whether such courses of action were consistent with the values of trust and self-respect and whether Sue would just be letting herself in for more trouble because her friends would expect her to drink in the future.

A Teacher-Designed Curriculum Unit
	Fifth-grade teacher Bill Van Slyke of Ithaca, New York, designed his own curriculum unit to foster thoughtful, sustained reflection about the value of honesty. His unit combined media, moral dilemma discussions, and student journal entries. At one point in the unit he showed a film called To Tell the Truth. Films have a special value: They can dramatize a moral problem in a way that arouses strong student interest and has emotional as well as intellectual impact.
	To Tell the Truth demonstrates both the benefits of honesty and the perils of deceit. As the film opens, 8-year-old Callie, feeling bad about a poor report card, lies to a classmate about her grades. Later she accidentally ruins classmate Tara's homework but remains silent when the teacher tries to find out what happened to Tara's paper. During recess, children shout "Liar! Liar!" when Callie denies stepping on the line in a game of foursquare.
	Finally, Callie unburdens her troubled conscience to her teacher. The teacher comforts her and gently counsels, "It's hard to tell the truth sometimes, but everyone feels better in the end." Callie gets up the courage to tell Tara the truth about her crumpled paper, Tara forgives her, and the two become friends.
	The teacher's guide suggests stopping the film at two points and posing questions to focus children's thinking and stimulate brief discussion. For example, at the point where the teacher asks who knows what happened to Tara's paper, suggested questions include: What will happen if Callie tells the truth? What will happen if Callie remains silent? What do you think she should do?
	End-of-the-film questions include: What did the teacher mean when she said, "It's hard to tell the truth sometimes, but everyone feels better in the end"? Can a lie hurt the person who tells it? Can a lie hurt someone else? How?
	In the discussion that teacher Van Slyke had with his class, one boy said, "A lie is like a weight you carry around afterward." Another boy thought the movie "was a good example of what lies can do" but didn't think "just telling Tara about the homework would make them instant friends." A girl said the film reminded her of a saying she'd heard: "One lie leads to another."
	At the end of the unit on honesty, the teacher asked these 10-year-olds to write what they thought they had gained from writing and talking about issues of honesty. One girl wrote: "I learned that all the times I've been lying, I've been making a big mistake. And I should stop because it could hurt someone." Another wrote:

I have learned that like the teacher said, you feel better when you tell the truth. Then you don't have it weighing on your shoulders. It makes the person you lied to feel better and it makes you feel better. People might find out you lied and not trust you anymore.

Role-Playing
	When you have to play a certain role in a moral situation, you really enter into that person's view, think how he thinks, feel how he feels. Teachers who have role-played moral dilemmas themselves in a workshop often comment on how they "really saw a situation differently" when they had to take a particular character's part. One research study found that role-playing was far and away the most effective method of stimulating student interest and involvement.
	Role-playing is also a good way to conclude a rational decision-making activity, such as the one Carol Lynch conducted around the beer-drinking dilemma. Especially with a peer pressure dilemma, students need to be able to act out various ways in which the situation could be handled—the words to say, the moves to make. From grade 6 on, the concern with being "cool" is very strong. Role-playing helps students work out the specific behaviors needed to carry out the solutions developed through reflective decision-making.

Learning to Judge Wisely
	One of the qualities of wise judgment, philosopher Jon Moline says, is seeking the advice of more experienced persons when we have to make a difficult decision.
	Traditionally, people who faced hard decisions have sought advice from persons they respect: parents, grandparents, teachers, an older brother or sister, a best friend, a religious counselor. Many young persons today talk only to their peers about problems—even suicidal feelings—if they talk to anyone at all.
	We should help them develop a different mindset—one that values advice from several sources, including wiser heads. We can do that by structuring educational exercises in decision-making that encourage intelligent advice-seeking.
	At the two independent schools where Bill Valentine has taught, he has specialized in values education programs for middle schoolers. Often, when he gives them a moral dilemma, he asks not only "What should you do?" and "What would you do?" but also "Who would you ask for advice? Why? What do you think they would say?"
	One dilemma teacher Valentine uses in this manner is adapted from the chapter "The Price of Belonging" in the book I'm Not Alone by Walter Limbacher:

The Silver Sisters
	Holly had finally made it. All the Silver Sisters had agreed to let her join their club. The sisters held parties and picnics at each other's houses. Still, only the neatest, best-dressed, and most popular girls belonged. The twelve Sisters were the best that the fifth and sixth grades of two schools had to offer.
	At her first meeting, Holly discovered why the Sisters were called "Silver." Each wore a silver pin. Before Holly could be a club member, she would have to steal her silver pin from the jewelry counter of the department store in the shopping center.
	While she was getting her pin, the other sisters would be watching from various spots around the store. That way they could be sure Holly did not buy her pin.
	Holly was shocked. All the girls were from well-off families. Holly thought they had all been brought up as she had. To her, stealing was very wrong. She had never stolen so much as a pencil.
	She wanted more than anything to be one of the Silver Sisters. Holly wrestled with the problem for the rest of the meeting. What should Holly do?

	After some class discussion of what Holly should do, teacher Valentine asks, "If this were your problem, to whom would you go for advice? What would they say?"
	He follows up with more specific questions: "What advice would your mother or father give you? Your favorite teacher? Your most trusted friend? Someone who owned a store? A relative who was a policeman? Someone who had been arrested once for shoplifting? Someone you considered your enemy?"

Helping Students Develop Moral Self-Knowledge
	Any serious program of moral reflection should also foster the kind of moral knowledge that is hardest of all to attain but is vital for character development: knowing oneself.
	We should help young people realize, for example, that while it is often easy to know what is right, it is usually harder to do it. Students need practice both as moral psychologists (who understand why people act as they do) and as moral philosophers (who can judge what is right). They should reflect on why they and other people sometimes cheat, lie, put people down, or treat others unfairly, even when they know such things are wrong. In the process of reflecting on these questions, students can deepen their knowledge of their own individual characters—where they are strong, where they need to grow.

Teaching Controversial Issues
	Structured debates are an effective way to stimulate reflection about controversial issues, especially for students at the middle school and high school levels.
	Says sixth-grade teacher Tim Kent of Clovis, California:

I want to light a fire under my kids, get them really thinking. Debates about controversial issues do that. Today they read aloud their essays about whether girls should be allowed to play boys' football. I walked by some kids outside during recess, and they were still talking about it. Often, after we debate an issue in class, kids will bring in newspaper articles on that topic.

	Elizabeth Saenger uses debates with her fifth- and sixth-graders as part of her "ethics class" curriculum. Like Tim Kent, she finds students eager to discuss the controversial issues they hear about in the news. Should capital punishment be outlawed? Should seals and minks be raised for their furs? Should certain rock lyrics be censored because people find them morally offensive?
	Students choose the topic. In a typical ethics class there are 12 students. Four take one side of the debate, four take the other, and four are cast as judges. (As much as possible, students decide which group they're going to be in for each debate.)
	The teacher coaches the judges on the scoring criteria (logic of arguments, number of different arguments, supporting evidence) and the method of awarding points and subtracting them (teams are docked points for interrupting).
	Even more important, judges have the role of calling on each side to respond to the other team's points as they make them. There is no set time for each side to speak; the argument bounces back and forth, creating a genuine moral dialogue.
	Without preparation, teacher Saenger says, a debate can flop.

It takes two classes, one to get ready, one to have the debate. In the preparation class, we clarify exactly what we are debating. What's the ethical issue here? Students will then do homework overnight to prepare for the debate. I'll supply background material—articles from magazines and newspapers, for example—that they'll need. I want them to learn something before they start arguing about it.

	At the end of a debate, teacher Saenger gives some kind of writing assignment. For example, after the debate about the death penalty, students were asked to write on "The best ethical reason for capital punishment" and "The best ethical reason against capital punishment."

Teaching Children to Solve Conflicts
	The moral life of the classroom is full of opportunities to teach children to handle conflict constructively. I asked one group of third-graders to describe situations that were causing conflict in their class. In about five minutes they came up with this list:

1.	When you don't agree with what another person says and it leads to a big argument.
2.	Two people want to use the same thing at the same time.
3.	Two people are arguing about what to do, and somebody comes along and takes one side.
4.	People tease you or call you a name, and if you tell, they just do it more.
5.	You try to get in a game and they say you can't play.
6.	When you're in line and somebody cuts in ahead of you.
7.	Somebody gets mad in a game and tries to break it up.
8.	People throw things.
9.	Somebody takes something of yours without asking.
10.	Somebody pushes or punches you.
11.	When you get hurt, people laugh even though you're crying.
12.	Somebody says bad things about you behind your back.

	The class meeting, which develops a problem-solving disposition in students, is one way to help students learn to deal effectively with conflicts like these. But the class meeting can't do the whole job.
	I believe an adequate approach to teaching conflict resolution includes these five elements:
	1. A planned curriculum that has students think, write, and talk about various kinds of conflicts
	2. Structured skill training that coaches students in conflict-avoidance and conflict-resolution skills
	3. Using the class meeting to address common conflicts that occur among class members and to establish the norm of solving conflicts fairly and nonviolently
	4. Intervening when necessary to help children apply their interpersonal skills at the moment of an actual conflict
	5. Making students increasingly responsible for working out their own conflicts without the aid of an adult.

Structured Skill Training
	Some students will need individual or small-group coaching in a whole range of social skills (such as listening, saying thank you, asking a question, and beginning a conversation). Children who are highly impulsive and aggressive or otherwise socially immature benefit from a very structured approach to skill training. This approach has the teacher model a social skill through role-playing; "think aloud" the substeps in each skill (e.g., when facing a conflict, "Count to 10 . . . decide what the problem is . . . then think about my choices . . ."); guide the child through a similar role-play; give feedback on how well the child followed each step; and help the child plan how he or she will use the new skill in real life.

Using the Class Meeting to Deal with Conflict
	The class meeting can be used both to teach conflict-resolution skills and to solve conflicts occurring in the classroom.
	Marty Kaminsky is an experienced teacher of a combined first- and second-grade class at Central School in Ithaca, New York. He frequently uses role-playing during his class meeting to try to prevent and solve classroom problems. He follows these self-developed guidelines:

	1. During the day, the teacher listens carefully to the complaints children have about each other.
	2. He brings up these problems at the morning class meeting without mentioning the particular people involved. He comments: "During role-plays and discussions, I don't allow the children to use the real names of people they're having problems with, because that shuts down people and causes them to get so defensive that they get very little out of the discussion."
	3. He describes a particular conflict in enough detail to give everyone a clear picture of the problem.
	4. Next he leads the class in a discussion of the reasons for the problem ("What brought this about?").
	5. Then he asks, "How does each person in this conflict feel?"
	6. He and the class discuss possible constructive ways to solve the problem. When they agree on the best solution, he asks for volunteers to act it out in the middle of the circle.
	7. After students have acted out what they think is the best solution to the problem, teacher Kaminsky asks: "Will this work in real life? What's necessary to make it work?"

	There is no shortage of hands when you ask for volunteers to act out situations. Role-playing stimulates high interest and involvement because it brings discussion close to real-life problems. And seeing the solutions acted out makes it more likely that students will actually use the conflict-resolution strategies when a real conflict comes along.

Guiding Students Through Actual Conflicts
	Even if students have the benefit of a conflict curriculum, social skill training, and class meeting discussion, many will still have trouble applying these learnings when emotions are running high in a real conflict. In these situations the teacher usually has three tasks:
	1. Helping students understand each other's point of view ("How does so-and-so feel when you do that?").
	2. Helping students work out a fair solution, one that takes into account both points of view and satisfies the legitimate claims of each party ("What's a way of solving this problem that's fair to both of you?").
	3. Helping children practice the behavioral skills that will help them solve such problems without the intervention of an adult ("Can you guys show me how you could have solved this problem without fighting?").

	Observant teachers know the situations that tend to cause conflicts, and the kids who tend to get into them, and keep an eye out for potential problems. If a teacher can intervene early—before a negative confrontation is in full swing—there's a better chance of calling a positive conflict strategy into play.

Increasing Students' Responsibility for Solving Their Own Problems
	The ultimate goal of conflict training is to enable students to solve their conflicts without outside intervention. A teacher can help children develop that problem-solving competence by structuring situations where they have to take more of the responsibility for solving the conflict.
	Jan Page, who teaches second grade in Modesto, California, says that if two children have an argument or a fight, she sends them away for a conference (some teachers have a taped "conflict circle" on the carpet). Their assignment: "to come up with one story of what happened." She comments:

	This isn't easy; it usually takes several tries. Sometimes other kids will try to join in and help them. I'll say, "Sorry, they have to work this out themselves." If they can't come up with one version after five minutes or so, I'll say, "Okay, time's up, you can talk more later."
	Often that's the end of it. Sometimes during the conference they'll get talking about something else and forget about the fight. Often they'll come up to me and one will say, "It was an accident, he didn't mean it." I'll say, "Okay, the next time, if you didn't mean it, say you're sorry."
	Gradually they develop the ability to solve their own problems.

	Conflict goes with the territory of human interactions. A large part of being civilized is to be able to use reason, not force or intimidation, to settle our differences. We have not finished educating our children until we teach them this basic human skill.

Caring Beyond the Classroom
	Of the many things that make a person a good citizen, two stand out. One is an attitude of caring about one's fellow human beings. The other is the belief that one person can make a difference.
	Individuals, of course, do make a difference. Every day, people who care about more than their own comfort are doing all sorts of things to improve the lives of others. And as they help those in need, they experience a deeper fulfillment than can ever be found in a bank account. Helping young people realize that, grow beyond selfishness, and discover their own capacity for doing good is a crucial part of values education.
	Young people need inspiring examples of individuals making a difference. Providing a wide range of positive moral role models is urgent in an age when television has for many children become the primary source of values. Says Phyllis Smith-Hansen, a fifth- and sixth-grade teacher in Lansing, New York:

In November I do a unit on heroes and heroines. It's gotten harder and harder to do. Kids don't even understand the concept anymore. They pick TV characters. Even Garfield the Cat. The closest they come to real persons is professional wrestlers like Hulk Hogan. They value money, being on TV, being strong, and being attractive. The deeper experiences and values of humanity are lost to these kids. Nobody is exposing them to those.

Kids Who Are Good Samaritans
	Classes should also be encouraged to find examples of young people doing good.
	You can find some of these stories in the regular media. A few years ago there was a newspaper story about a sixth-grader named Trevor Ferrell in Gladwyne, Pennsylvania, a suburb of Philadelphia. During a cold wave in December, Trevor watched a Philadelphia news report showing street people huddled over steam vents. "Do people really live like that?" Trevor asked his father. "Sure, right here in Philadelphia," his father said. "If you want to see for yourself, I'll take you down there." And he did.
	Almost every night after that, accompanied by his parents and sometimes his brother and sisters, Trevor brought the street people blankets, sandwiches, soup, and coffee. He came to know them by name. Trevor's friends on the streets looked forward to his visits, calling him "Little Buddy" and "Little Jesus."
	Three months after Trevor began his nightly missions, the mayor of Philadelphia presented him with a commendation for his care of the street people. Trevor and his family went around to churches, where Trevor told of the street people's needs. Contributions of blankets, pillows, and food began to pile up on the family's front yard. Checks began to come in.
	To date, more than 850 volunteers have joined Trevor's campaign for the homeless. They have distributed food, clothes, and bedding, helped to run a thrift store, and remodeled an old building into a 50-bed shelter for the homeless called "Trevor's Place." Trevor, now 15, recently addressed the United Nations and met with Mother Teresa and President Bush to discuss the plight of the homeless.
	Trevor Ferrell's story illustrates a recurring phenomenon: One person's compassionate example is soon multiplied by the compassion it inspires in others.

Learning to Care Through Service
	To develop responsibility, young people need to have responsibility. To learn to care, they need to perform caring actions.
	Simply learning about the value of caring may increase students' moral knowledge. But it won't necessarily develop their own commitment to that value, their confidence that they themselves can help, or the skills needed to help effectively. To cultivate caring, as with any other moral quality, requires a learning-by-doing approach that develops all three aspects of character: knowing, feeling, and action.

Class Buddies
	Another way to extend caring beyond the classroom is a "class buddies" program, wherein an older class "adopts" a younger one.
	Kim McConnell, sixth-grade teacher in San Ramon, California, has been "doing buddies" for four years. Her sixth-graders get together with their second-grade buddies two or three times a month and have done everything from working on math skills, to camping overnight, to a field trip to Chinatown.
	Louise Lotz, who teaches in the same school, says her third-graders greatly value their friendships with their fifth-grade buddies. In turn, her third-graders have buddied up with a kindergarten class and read to their younger schoolmates once a week.
	At Ontario's Emily Carr School, kindergarten teacher Dee Bent has her 5-year-olds buddy with 9- to 12-year-old students who have learning disabilities. For the learning-disabled students, she says, being able to assume the responsibilities of older buddies has had dramatic effects:

It makes them feel so valuable. Their reading scores have shot up; they've spent a lot of time looking for books to read to the little ones. In the fall they organized a science treasure hunt for their little buddies. There is real affection; the older kids will poke their heads in to say "Hi" when they go by, and my children will say to me, "I saw my buddy on Saturday!" The experience has been especially important for one older boy who has virtually no support at home. Here he has three little ones who love him.

	In one-to-one relationships like these, the older children are learning to care by caring; the younger ones are learning to care by being cared for.

Cross-Age Tutoring
	A growing number of schools are discovering the benefits of cross-age tutoring as an opportunity for children to render meaningful service.
	The Child Development Project has put together an excellent four-session training program for cross-age tutors in its three participating elementary schools. In these schools, any fourth-, fifth-, or sixth-grader can volunteer to give up one or two recesses a week to tutor a first-, second-, or third-grader who needs extra help. Two years after the program went into effect, some 70 children were giving up free time to tutor younger schoolmates.
	I interviewed a fifth-grade girl who was in her second year of tutoring. "It makes me feel important to help other people," she said. "If they need help, you know how to help them."

Children Helping Their Communities
	Even before service became a national trend among high schools, many elementary and middle schools were demonstrating that children could also be involved in reaching out to others.

	• At Westwood Elementary School in St. Cloud, Minnesota, students develop one-to-one relationships with elderly and often depressed patients at the nearby Veterans Administration Medical Center. During twice-weekly visits, the children and the vets play cards, plant seedlings, chop wood, discuss travel or current events, or talk about the differences between growing up today and 60 years ago. Since the program's inception in 1972, more than 2,000 veterans have developed a renewed interest in life through their relationships with Westwood students.
	• One of the most successful community service programs—one that has received national recognition—can be found at the Shoreham-Wading River Middle School in Shoreham, New York.
	Students are involved in serving four groups: (1) young children in neighboring day-care centers, Head Start centers, and district kindergartens; (2) elementary school classes, where middle schoolers team up with lower grades to lead a variety of learning activities; (3) handicapped children at a local hospital and special education centers; and (4) elderly who reside in adult homes and nursing homes.
	Work with handicapped children, the school reports, has provided some of the most difficult and challenging community service opportunities. Work with these children goes slowly. In the beginning, many of the middle school students are reluctant to touch the handicapped children, or even to look at them. But continued exposure breaks down the students' fear and prejudices. One child who made regular visits to a school for the retarded said, "When I used to see retarded kids, I was afraid of them. Now the retarded have become people to me, with needs and wants."

	Teaching students to be caring, public-spirited citizens—in their school, community, nation, and world—is one of the most promising antidotes to the selfish individualism that afflicts our culture. This participatory citizenship education has students learn to care by giving care.
	In so doing, it teaches young people to see themselves as capable of goodness. It teaches them to feel membership in a single human family. It teaches them to pay attention to the social conditions that bring about suffering and to use the political system to create a more just society and world. And it teaches them the truth of Edmund Burke's famous statement some two centuries ago: "The only thing necessary for the triumph of evil is for good people to do nothing."

Creating a Positive Moral Culture
in the School
	Says a mother whose son goes to private high school in the Midwest:

	There are many problems at the high school. Besides drinking—and there's a lot of that—there's a tremendous amount of stealing. Kids wear ratty sneakers to school because they might be stolen; you can't leave anything around. It seems as if any time you go to get a book out of the library, it's been stolen. The teachers at the high school seem to care about the kids, but the kids don't seem to pick up on their example. They feel you're just responsible for yourself.
	And these are kids who come out of wonderful, warm, caring elementary schools where the students appear to be learning kindness and respect for others. But then they go to high school and seem to lose it all. What causes the regression? Do they have moral reasoning that they're just not using?

	High school students who behave in self-centered, irresponsible ways (including students at academically "top" schools) very often do have higher moral reasoning available. Why don't they use it? One answer: The surrounding environment—the ethos or "moral culture" of the school—doesn't evoke students' best morality and may even discourage them from operating at their highest moral levels.

The Six Elements of a Positive Moral Culture in the School
	How can a school create a positive moral culture? Six elements, I believe, are important:
1.	Moral and academic leadership from the principal.
2.	Schoolwide discipline that models, promotes, and upholds the school's values in all school environments.
3.	A schoolwide sense of community.
4.	Student government that involves students in democratic self-government and fosters the feeling "This is our school, and we're responsible for making it the best school it can be."
5.	A moral atmosphere of mutual respect, fairness, and cooperation that pervades all relationships—those among the adults in the school as well as those between adults and students.
6.	Elevating the importance of morality by spending school time on moral concerns..

	Progress in one element usually brings progress in another. However, a school doesn't have to be equally strong in all six dimensions to have a good moral culture. I think it's useful to think of these elements as ideals to work toward.

Element 1: The Principal's Leadership
	Find a school with a healthy moral environment and a program for teaching good values and you'll find a principal who is leading the way or supporting someone else who is.
	An effective principal is typically involved in all of the activities common to values education success stories: creating a council or steering committee that identifies the school's target values and provides ongoing leadership for implementing the program; setting up workshops, sharing sessions, curriculum development time, resource centers, and other opportunities for school staff to develop skills as moral educators; involving all staff—including aides, secretaries, cafeteria workers, custodians, and bus drivers—in sessions that introduce them to the goals and strategies of the values program and show them how everyone has a role to play; eliciting the support and participation of parents; and modeling the school's espoused values through the principal's interactions with staff, students, and parents.
	Effective principals also have vision. In a study of school leadership styles, University of Texas at Austin researchers asked principals, "What is your vision for this school—your long-range goals and expectations?" Without hesitation, effective principals began to list their goals for their schools. When less effective principals were asked the same question, they usually responded with a long pause and a vague statement such as, "I think we have a good school, and I'd like to keep it that way."
	In this study, when a principal had a vision of a school's future, teachers were likely to describe the school as a good place for both students and teachers. By contrast, teachers working under less effective principals seldom spoke of their school or of their own work with enthusiasm or excitement.

Profile of an Effective Principal
	Carl Campbell, principal of Dry Creek Elementary School in Clovis, California, fits the profile of an effective school leader. Projecting warmth and optimism, he explains that his school's mission is to help students develop their potential in five areas: academics, athletics, performing arts, citizenship in the school, and citizenship in the community. And that commitment, he says, goes for every student:

Our philosophy is that we do everything we can do while we've got a kid. When he walks through that door, we're responsible for the quality of his experience. We may not be able to control his environment elsewhere, but we can control the environment here.

	Dry Creek was one of the places I visited during my research on schools reputed to be making a deliberate effort to teach moral values.
	On the morning I arrived, Carl Campbell was on the public address system thanking a third-grade boy for turning in $20 he had found. When he finished, I said, referring to the boy's act, "That's pretty impressive."
	"That happens all the time," he said. Honesty of that sort, he explained, is encouraged by making it one of the values of the month in the school's character development program and by giving public recognition to acts of honesty that children perform.
	In Dry Creek's Value of the Month program, the whole school—every teacher at every grade level-focuses on a particular value (e.g., friendship, cooperation, loyalty) each month. Principal Campbell elaborates:

I have many teachers who do a terrific job with the Value of the Month. They talk to their kids about it. They work it into the writing assignments. They do special projects around it. They make special displays in the classroom. They bring in books or articles that tell about a person or incident that exemplifies the value.

Element 2: Schoolwide Discipline
	Effective schoolwide discipline is a second vital ingredient in the total moral environment of the school.
	In the book Fifteen Thousand Hours, British researcher Michael Rutter and colleagues report their study of 2,700 students they followed from elementary school through 12 different high schools in London. Butter's team identified children who at age 10 were at high risk of becoming juvenile delinquents.
	Controlling for social class, the researchers found that if an at-risk child subsequently went to a high school with poor order and discipline, there was a 48 percent probability that the child would become a juvenile delinquent. But if the child went to a high school with good order and discipline, the probability of delinquency dropped dramatically, to only 9 percent.
	How rules are enforced makes all the difference in how seriously students take them—and whether a rule violation becomes an occasion for a student's moral growth.
	Using school discipline to promote moral development is an important goal at Emily Carr Elementary School (kindergarten through grade 8) in Scarborough, Ontario. Principal Bill Fleming explains: "We involve both staff and kids in helping to set the rules. When a student is sent to me for a serious rule violation, I use a contract approach that requires the student to take responsibility for improving his or her behavior." Principal Fleming asks these four questions:

1.	What happened to bring you here? ("Ninety-five percent can tell you.")
2.	Is that behavior helping you? ("Students can usually see that it isn't.")
3.	Do you want to do something about it? ("Here we usually talk some more.")
4.	What do you do well to gain recognition? ("I want to build that into the plan for improvement.")

	Following this discussion, Mr. Fleming and the student:
1.	Work out and sign a mutually agreed-upon plan by which the student can improve his or her behavior.
2.	Meet within a week's time to review the plan to see how it's working, and continue to do this weekly for the next two to three weeks.
3.	Touch base once a month over the course of the next few months.

	Says Bill Fleming: "If you involve kids in thinking, in taking an active part in solving their problem, you get more commitment and responsibility. This approach works for 90 percent of kids who are sent to my office. For the other 10 percent we involve other resources [such as parents or the school psychologist]."

Element 3: Developing a Schoolwide Sense of Community
	A strong, schoolwide sense of community is often the best way to prevent abusive behaviors such as bullying, which breed easily when the bonds of community are weak and positive group norms are absent.
	At Winkelman Elementary School north of Chicago, the high level of student diversity could easily lead to friction. Economic levels of families range from millionaires to families on welfare. There's also a good deal of racial and ethnic mix; represented groups include Orientals, Jews, Indians, Brazilians, blacks, Mexicans, Pakistanis, and Greeks.
	From all this diversity, however, Winkelman has fashioned a cohesive and caring school community. This is evident in how the school integrates a new student. A mother of a third-grade girl describes her daughter's experience:

It was February when we moved here. I was impressed by the way they greeted Dana at the door when she came to visit the school, and how they took her around and introduced her to all the different classes. By the end of the day, she said, "I want to go to school here, Mommy." When she arrived for her first day, there were great big WELCOME DANA banners hanging outside the classrooms.

	Winkelman students, this mother points out, feel valued when they're in school and valued when they're absent. She comments:

If a child is sick here for more than a few days, cards start to come to the house. And when the child returns, they make him feel that he's the most important person on Earth—that he was really missed.

	Another of Winkelman's community-building traditions is the Winkelgram, a note of appreciation written on a yellow, preprinted, five-by-eight message form. Stacks of blank Winkelgrams are readily available—on all teachers' desks, for example—and anyone may send one to anyone else.
	On the day I visited the school, the principal had just sent a Winkelgram to a staff member thanking her for her work on a special school bulletin board display. The principal had also just sent the following Winkelgram to a girl who had helped a younger schoolmate who fell on the playground:

Dear Lori,
	Thanks for being a super person and helping somebody in trouble.
Mrs. Sechrist

	A teacher explained how she uses Winkelgrams: "If another class gives a play for us, we'll write a Winkelgram as a class. If the custodian makes an extra effort to help us clean up after a project, we'll send one to him." Children now frequently help themselves to Winkelgrams and send them to each other on their own.
	Messages like these go a long way toward generating a strong sense of school community and norms of respect and caring.

	South School in Andover, Massachusetts, has every class perform an ongoing job that contributes to the common good of the school.
	At the beginning of the school year, classes at each grade level discuss the kinds of jobs they would like to do for the school. All the teachers then get together with the principal to decide which jobs are developmentally appropriate for which grades. Then each classroom meets again: to develop a specific plan for carrying out its job and to select a "foreman," who meets with the principal to go over the plan.
	Sample school jobs for a year: two second-grade classes worked on "beautifying the bathrooms"; two third-grade classes, on keeping the cafeteria clean; a fourth-grade class, on creating and maintaining a wildlife atrium; a fifth-grade class, on helping the office secretaries; another fifth-grade class, on putting out the school paper; another on running the school store.
	During the year, individual classes use the class meeting to evaluate how well they are doing their jobs and what, if any, improvements need to be made.

Element 4: Democratic School Government
	Dr. JoAnn Shaheen has pioneered in bringing democracy to the world of the elementary school child. She has found that children, operating within decision-making structures designed by adults, can assume increasing responsibility for the welfare of their school.
	As principal, Dr. Shaheen had this goal: to "have the total school environment reflect the principles of a democratic, pluralistic society based on the rule of law." That meant involving children in rule-making, rule-evaluating, rule-enforcing, and rule-changing.

Element 5: Creating a Good Community Among Adults
	In good schools, the research tells us, there is also a strong moral and intellectual community among the adults. Staff collegiality flourishes. Teachers share ideas. Experienced faculty coach new teachers. The school administration provides time and support for all of this.
	In effective schools, teachers and administrators also work together to set school policy, improve instructional practice, select textbooks, strengthen discipline, and create a good program for character development.
	In less effective schools, there is not this spirit of collaboration. Let me give a small example.
	A few years ago I was working with several student teachers in an urban elementary school. The school had had a lot of vandalism in the bathrooms. Students swung on doors, ripped them off, plugged the toilets, and the like. The teachers I spoke with said the principal dealt with this by unilaterally announcing a new policy: "This year you must take your students to the bathroom as a class."
	That idea did not have the consent or support of the faculty. To me they said, "You can't toilet 30 7-year-olds at the same time. There's also the problem of noise control in the hall. It's been very frustrating."
	Now, principals obviously can't consult teachers on every decision they make, and teachers wouldn't want them to. But when a decision affects teachers directly and how they work with their students, they want and deserve to have their voices heard. If you respect and value people, you consult them.

Element 6: Making Time for Moral Concerns
	Says the headmistress of a private school (kindergarten through grade nine) in Ohio: "I found a moral vacuum when I came to this school. There was no attention paid to the moral significance of small things—the minor acts of teachers and students."
	Time spent on moral concerns, this headmistress went on to say, "is terribly important. There is no quick way to develop a positive moral climate in a school."
	She gave an example of how spending time on moral matters, however small, builds a moral culture:

In our school we have a lost-and-found table. I didn't pay much attention to it. Then a parent came to me and said she overheard one girl saying, "I always wanted a sweater like that" and another saying, "Take it." Other students were not claiming things that were actually theirs ("I never liked that blouse my mother got me"). There was a complete disregard for ownership.

	Disquieted by this report, the headmistress brought the matter up for discussion at a meeting with faculty. She says: "We decided that the children needed guidance in this area. They needed to discuss property and the question 'What do you have a right to?' before we put things out for claiming on the lost-and-found table. Some wonderful discussions with the children did in fact take place."

"That's what we are"
	Says a ninth-grader at Rippowam-Cisqua School in Bedford, New York: "Here you really try to be nice to new people. Kids are nervous enough if they're new. So we try to help them. That's what we do; that's what we are."
	At a public school in Ontario, a black boy, a third-grader, was a new arrival. On his first day at school, another boy, also new, called him a derogatory name.
	On hearing this, a third student, who happened to be white, came over to the boy who had called the offending name. "Don't do that," he said; "we don't call people names here."
	It is possible to develop a school where people define normative behavior—"who we are"—in terms of values such as mutual respect and caring. It doesn't happen overnight, but as the schools described here attest, that kind of moral culture can be fostered.

Drugs and Alcohol
	Studies find that drug use by young people is ten times more prevalent than parents suspect. A recent U.S. Department of Education handbook on drug education states flatly: "In America today, the most serious threat to the health and well-being of our children is drug use." Consider the following:

•	The United States has the highest rate of teenage drug use of any industrialized nation (ten times greater than that of Japan).
•	Nearly six out of 10 high school seniors say they have used illegal drugs (not including alcohol). According to a 1990 national report, more than 3.5 million children aged 12 to 17 have used marijuana (now the leading cash crop in this country).
•	During the past decade, according to the Centers for Disease Control, total U.S. consumption of cocaine nearly doubled. Although overall cocaine use is down among high school students, the use of crack, the most potent form of cocaine, has increased dramatically.
•	Students are getting into drugs at younger and younger ages. The percentage of children using drugs by the sixth grade has tripled since 1975. In a survey by Weekly Reader, 25 percent of fourth graders said they experienced "some" to "a lot" of peer pressure to try drugs or alcohol.

How Drugs Wreak Their Havoc
	At first, kids take drugs to feel good. Then they take them to keep from feeling bad. Eventually the drug itself leaves a wake of bad feeling. More than half of all teenage suicides are drug-related.
	Drugs block, retard, and distort the most crucial human capacities: perception, planning, physical coordination, and moral judgment. Drugs scramble sensory information, lessen self-control, and give users the false sense that they're at their best when they're on the drug—an illusion that can lead them to harm themselves and others.
	Most insidious, the user's self-imposed disruption of key mental and motoric capacities is reinforced by highly pleasurable sensations. With continuing drug use, messing up one's mind and body becomes physically or psychologically addictive.

	One student in our teacher education program—a man in his early thirties who wants to be a junior high school English teacher—stopped by my office one day and brought up the problem of drugs. "I did drugs for five years," he said, "starting when I was 20 and working as a carpenter. The construction industry is loaded with drugs. I'd wake up in the morning and smoke a joint. I knew I had to go out and pound nails, and I didn't want to do it. I'd have another joint at lunch, and another one later on.
	"It slowed my brain, and not just for the years that I did it. I'm okay now when I write, but when I speak, I still have trouble organizing my thoughts, expressing my opinions. When I was smoking, I didn't care about anything—not my job, not my marriage, not anything. I nearly ruined my life."
	He says he sees kids now who are into drugs by the sixth, seventh, or eighth grade. "They're sitting there in a daze, waiting for the bell to ring so they can go and smoke another joint. And nobody is really talking to them about this, how they're ruining their lives, how much better life could be without drugs.
	"One reason is that a lot of their teachers are doing it, too. There's an enormous drug subculture out there. Nobody talks about this, but it's a big problem."

Making a Moral Judgment About Drugs
	Many health curricula and antidrug media campaigns stress that doing drugs is "not smart." ("Why do you think they call it 'dope'?")
	A good curriculum will also help students make a moral judgment: Doing drugs is wrong for at least four reasons:

1.	It's self-destructive—a violation of our obligation to respect and care for ourselves, develop our potential, and not throw away our future.
2.	Drug abuse almost always leads to some other wrongful behavior, such as lying, stealing, pushing drugs to pay for the habit, or reckless and violent behavior.
3.	Drug abuse causes much suffering to those people, especially families, who care about the drug abuser.
4.	Drug abuse by minors or adults contributes to an enormously destructive societal problem. If you're dealing in drugs—buying or selling—you're part of that national problem.

	Helping students make this clear moral judgment about drug abuse is a more powerful deterrent for them than simply to think it's "not smart." With drugs, as with sexual behavior, students' moral values govern their decision-making.

Alcohol
	America's most serious drug problem, because it is so widespread, is alcohol abuse. The personal and societal costs of alcohol abuse are staggering:
•	Drinking and driving is the number-one killer of adolescents.
•	Mixing alcohol and other drugs is the cause of an additional 2,500 deaths in the United States every year.
•	An estimated 10 million to 20 million Americans suffer from alcoholism or alcohol-related problems. An alcoholic's life span is shortened by an average of 10 to 12 years. For every one person who suffers from alcoholism, another four persons (usually family) are directly affected in adverse ways.
•	According to the Harvard Medical School Health Letter Book, drinking by young people contributes to violence, vandalism, impulsive sexual behavior, suicide, and a variety of serious crimes and accidents.

	In short, alcohol abuse leads to more problems for individuals, families, and society as a whole than any other drug use.
	Schools can help parents prohibit drinking by suggesting the words to say, which should be essentially the same message the school is transmitting:

	These are critical years when you're laying the foundation for your whole future. You don't need drinking when you're learning how to drive. You don't need drinking when you're learning how to relate to the opposite sex and handle the feelings that go with that. You don't need drinking when you're learning how to stand up to peer pressure.
	If you drink now, you also won't be learning other ways to enjoy yourself in life. You'll get so you think that if there's no drinking, there's no fun.
	We care about you too much to permit you to use alcohol during these years. Save drinking for later, when you'll be more mature, you'll be better able to handle peer pressure, and it will be legal for you to drink.

The Important Moral Messages in Alcohol Education
	These are the most important moral messages to try to get across to students:
	1. Value your personal health, and don't abuse it through alcohol.
	2. Don't drink and drive; to do so is to risk other people's lives as well as your own.
	3. Don't use alcohol to try to solve problems; solve problems by confronting them and getting help if you need it.
	4. Respect the law by waiting until you're of legal age to drink.
	5. When it's legal for you to drink, do so in moderation so as to maintain responsible control over your judgment and actions. Make it a goal for yourself never to get drunk.

	Young people need to know that alcohol acts first on those parts of the brain that affect self-control and other learned behaviors. That's why heavy drinking often leads people to be violent, take risks, and do other things they would be unlikely to do when sober.
	Author Colleen Reece tells the story of 16-year-old Jennifer. She was thrilled when Kevin, a star athlete at her school, asked her to a victory party at his house. His folks were gone and, she discovered upon arrival, "there was a regular river of liquor." Jennifer didn't ordinarily drink, but everybody else was drinking and "it didn't seem like a drink or two would hurt."

	The basement lights were really low and everyone was making out, then making off into other rooms. Kevin kept giving me drinks and edging me toward his parents' room. I always thought girls who started having sex on dates were stupid. I think I tried to leave, sort of, and I did say no. But Kevin just smiled and pulled at me and said, "Don't you want to be my girl, Jennifer?"
	I couldn't think clearly. All my ideas about waiting until marriage were fuzzy and hard to remember. What if Kevin never asked me out again? I don't remember much else except waking up the next morning feeling sick over what I could remember.

Schools, Parents, and
Communities Working Together

Controlling TV as a Moral Teacher
	Down through history, three formative institutions—family, school, and church—have been responsible for the moral education of children. This century, however, has seen the dramatic rise of the mass media as shapers of values.
	No mass medium is as omnipresent as television. At its best, television is a window on the world, expanding our horizons. But at its worst—and the worst is increasingly pervasive—television is part of a rising tide of cultural sleaze. It inundates the young with shoddy values and diverts them from family relationships and healthy pursuits. In many ways, television is the most insidious and ubiquitous moral miseducator in the lives of children.
	In the average American family, the TV set is on seven hours and five minutes a day (a figure that's going up, not down). The typical elementary schooler watches 32 hours a week. A recent Weekly Reader survey found that elementary school children prefer watching television to any other leisure activity. Reading was their least favorite.
	Says a father of three: "I'll come home from work and want to talk to my kids, and they'll be watching TV. I'll turn it off, and a few minutes later it's back on again. I've gotten so I hate the TV." A few years ago, Bill Moyers' Journal asked elementary school children, "If you had to give up one of these two things for the rest of your life, which would you give up: watching TV or talking to your father?" About half answered, "Talking to my father."
	The following pattern has been identified by Yale's Family Television Research Center: "The child wakes up, immediately turns on the set, goes to school, comes home, and turns on the TV again. Next, he or she is joined by the parents, who eat dinner with the set on. Then all watch television together until relatively late at night. There is little verbal interchange among family members during the evening. The child is finally put to bed, with no quiet time between television viewing and bedtime."
	Children, as we've seen, acquire moral values through human interaction. A vital part of that interaction is face-to-face communication with significant adults. Television robs parents and children of the crucial conversation—the table talk, the confidences, the moral corrections, the bedtime reading, even the arguments—through which relationships develop and so much moral learning takes place.
	But lost communication is only half the problem of television. The other half is the negative values, role models, and lifestyles it routinely presents to young viewers. Here is Sam Proctor, a noted black educator, talking about the effects of TV's glitzy world on kids in the ghetto:

TV shows them just pretty people. There are no poor people on TV; everybody's rich and good-lookin'. Kids see this, and they want to skip over the details and leap into that kind of a world. That's one reason why all over Harlem, kids are rammin' around in BMW's that they bought with money made from selling crack—not thinking about how they'll be dead at 25 or serving a 15-year jail term.

	TV violence takes another toll. By the midteens, the typical American child has witnessed literally hundreds of thousands of violent acts on television. The effect is either to increase children's own violent tendencies or to desensitize them to the violent acts of others.
	It is now the official position of the American Psychological Association—supported by scores of studies—that viewing TV violence has a causal effect on aggression in both children and teens. Such generalizations take on concrete meaning when we hear reports of children who have tragically imitated televised violence. One recent news story told of a 5-year-old Boston boy who watched Friday the 13th and Nightmare on Elm Street, talked incessantly about the movie characters and their gory exploits, and then stabbed a 2½-year-old girl 17 times with a kitchen knife.
	Much television also serves up a steady diet of casual sex (eight of 10 prime-time references to sex are to sex outside of marriage), law-breaking, drinking (the highest rate of alcohol consumption occurs during prime time), sensationalism, in-your-face verbal aggression, put-downs as humor, and the unremitting message of commercials that things make you happy. Finally, TV entertainment programming presents a worldview that is strikingly bereft of any sense of the ultimate. Nationwide, polls show that more than 90 percent of the adult population professes to believe in God; yet, as Benjamin Stein observes in The Wall Street Journal, almost never is a TV character seen to pray, go to church or temple, seek spiritual counsel, or invoke a religious precept when making a moral decision.
	What can parents do about television, and how can schools help? Parents need some basic guidelines:
•	Set a good example. Research shows that parents who watch little television tend to have children who watch little.
•	Require children to ask permission to watch television. Children must be taught that watching TV is a privilege, not a right. That's essential for establishing parental control.
•	Regulate what children watch. Parents need to take a stand for the values they believe in—like the mother who said, "We don't let you put trash into your stomachs; we certainly don't want you putting trash into your minds."
•	Reduce the amount of time the set is on. Some families do this gradually, by designating one or two nights a week as "quiet times" when the set stays off all evening. Some schools have sponsored "No TV for a Week" (or two weeks), assigning this as a classroom project; students brainstorm positive alternatives to TV-watching and keep track of how family members spend their time. At the end of the experiment, many families restore television at a level significantly below what it was before the trial shutdown.
•	Make television a special event rather than a daily routine. When I talk to parent groups about television, I recommend a "specials only" policy: You watch TV only if there's a special program worth viewing (e.g., a National Geographic nature program, a good documentary, a holiday special, a particular sports event). The advantage of a specials-only policy is that turning on TV becomes a deliberate decision rather than a mindless habit. Kids learn that the television is like most other household appliances: Its normal state is "off."

Movies
	Within the past decade, with few exceptions, movies have regrettably become unwholesome moral influences for children and teens. It's a rare contemporary film that doesn't include graphic violence, premarital or extramarital sex depicted approvingly as normal behavior, foul language, or generally unsavory characters in lead roles. The PG rating must be taken literally: Parental guidance is required.

Schools and Parents as Partners in Discipline
	Teachers can recruit parents' help in dealing with a child's discipline problem. School administrators can do the same.
	One imaginative example of this kind of home-school partnership can be found at Wilson Junior High School in Hamilton, Ohio, an industrial city with a diverse population. "I got the idea accidentally," says principal John Lazares. He explains:

A kid came into my office whom I had seen a number of times for discipline problems—talking in class, being late, not bringing materials, driving the teachers crazy. I just got fed up and said, "The next time I see you, we're going to have your mother come in and see what we have to put up with all day." "The reaction I got from him was, "Do anything you want, but don't have my mother come in." Something lit up in my head.

	After that, principal Lazares began what he calls his parent involvement program: If a student's behavior has earned him or her a suspension, he calls the parents and says, "If you'll come in and spend one day in class with your child, I'll take the suspension away." Dozens of parents have put in their day at Wilson, and their children's behavior improves dramatically.
	"It's also preventive discipline," says Lazares; "students who have seen other kids' parents in school stop causing problems because they don't want their own parents to sit with them all day." What's more, many of the parents now call once a week to check on their child's progress. And if a student who had been a discipline problem goes for a stretch of time without causing trouble, Lazares says, "I'll call the parent and say, 'You're doing something right.'"

End of file.

