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"Are 

The 

there 

purpose 

areas of 

ABSTRACT 

of this study was to answer the research question, 

philosophical agreement between the contemporary 

world views of secular humanism and Judeo-Christian traditionalism as 

they apply to public school curricula, or are these two belief systems 

mutually exclusive and irreconcilable?" The literature was reviewed 

with a focus on three areas: 1) the historical development of secular 

humanism, 2) the contemporary conflict between secular humanism and 

Judeo-Christian traditionalism regarding the public schools,'and 3) 

this conflict as it is exemplified in "Family Life Education." 

Utilizing the statements of recognized secular humanist and 

Judeo-Christian traditionalist leaders, an attempt was made to clarify 

the 

in 

philosophical 

the controversy 

beliefs, and 

positions of the two world views by having each side 

"speak for itself. II The guiding assumptions, 

values of these leaders were categorized into areas of 

standard philosophical inquiry, such as metaphysics, ontology, episte

mology, and ethics, and into basic educational viewpoints. 

The resulting composite world views, validated by the reliabil

ity of their sources, provided for two comprehensive alternative 

philosophies of education: that of secular humanism ("humanism") and 

Judeo-Christian traditionalism ("traditionalism"). 
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The two world views 

ix 

were summarily juxtaposed according to 

Areas of agreement and conflict were 

determine the effects of the beliefs of 

philosophical 

located. In 

assumptions. 

order then to 

humanism and traditionalism upon actual classroom curricula, a sample 

"Family Life Education" curriculum was examined from each world view. 

The sample was 

hundred school 

chosen as representative of those in use in over three 

districts nationwide. A noted humanist and two tradi-

tionalist authorities provided a supplemental verification of the 

results of the study. 

It can be concluded from this study that there are very few 

areas of philosophical agreement between humanism and traditionalism as 

they apply to the public schools. They are based upon mutually 

exclusive presuppositions 

there are no major 

and aside 

philosophical 

from the 

beliefs 

assumptions of logic, 

that humanism and 

traditionalism hold in common. When the public school attempts 

directly to shape human values, these two world views will come into 

conflict. They are fundamentally irreconcilable. 



CHAPTER ONE 

SECULAR HUMANISM VERSUS THE JUDEO-CHRISTIAN TRADITION 

IN THE PUBLIC SCHOOLS 

Introduction 

Summarizing an article in Phi Delta Kappan, a journal of educa-

tional research and leadership, J. Charles Park says, "New Right organ-

izations are growing rapidly and are raising sizable sums for attacks 

on 'the enemies within'. These include liberal or humanistic educators, 

their ideologies and methods, the subjects they teach, and the text-

books they write." (1980, p. 608) Park recognizes a significant con-

troversy over public schools. He says, "We appear to be inexorably 

locked into a values conflict centered on the rights of open inquiry in 

a pluralistic democracy and the imposition of certainty from those who 

claim to possess absolute truth." (1980, p. 611) 

Barbara M. Morris (1980) responds to Park's article that he has 

not addressed the issues in this controversy between the "New Right", a 

conservative political movement which has become well funded and power-

ful (Welch, Medeiros, Tate, 1981, p. 203), and the educational estab-

lishment which she sees as having betrayed the public trust. She 

claims: 

It is undeniable that schools are promoting beliefs expressed 
in the Humanist Manifesto. Parents can see humanism transmit
ted through the curriculum, and they continue to experience the 

1 



devastating effects of this non-theistic religion on the think
ing and behavior of their children. (1980, p. 613) 

2 

The presence of secular humanism in the public schools is an 

issue that has created much controversy in the media and in individual 

school districts in recent years. The emotion with which Park and 

Morris discuss the controversy in Phi Delta Kappan is not atypical of 

the atmosphere surrounding the debate. Thus, there is a growing 

temptation for educators to belittle the criticism against secularized 

public schools as one " ... that includes concerned mothers and fathers 

but is led by zealots and extremists." (Brodinsky, 1982, p. 87) How-

ever, Betty Arras notes that those concerned about the values of "sec-

ular humanism" in the schools include Catholics, Mormons, Orthodox 

Jews, Evangelicals, and even those not aligned with any particular 

traditional religion. (California Monitor of Education, April, 1984, 

p. 6) 

James Hitchcock puts an historical prespective on the contro-

versy: 

Through much of its history America has been assumed to be 
a religious nation, and indeed a good deal of the time a 
Christian nation. God has been invoked with great regularity by 
public officials, by politicians seeking to become public 
officials, on money, and in many other contexts. If much of 
this religiousity has been superficial and even sometimes 
hypocritical, it has nonetheless expressed the aspirations of 
probably the vast majority of Americans over the past two 
centuries. (1981, p. 1) 

Hitchcock argues that until sometime after 1960 there also existed a 

fairly broad moral consensus referred to as the "Judeo-Christian 

ethic." It was a generic foundation on which belief and behavior could 
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be based. Since the late 1960's there has occurred, however, a "radical 

shattering" of that broad moral consensus. 

Superficially this may seem merely a natural and desirable 
development of the phenomenon of democratic pluralism .•. How
ever, as the English historian E. R. Norman has observed, 
"pluralism" is a word society employs during the transition 
from one orthodoxy to another. (Hitchcock, 1982, p. 2) 

Hitchcock sees the "reigning pieties" of twenty years ago--reli-

gion, capitalism, patriotism, the family--as subject to relentless 

attack. He, along with others, sees secular humanism as the world view 

attempting to claim the "new orthodoxy". 

A change is taking place in the public schools with regard to 

the teaching of values. Some researchers believe this change in the 

values taught in public schools is largely responsible for the 

phenomenal growth of private (parent financed) schools in our country 

today. (New York Times, February 3, 1985) Over the past three years, 

enrollment at private schools rose from 5.3 million to 5.7 million, an 

increase of 7.5 percent, while public school enrollment declined by 4.5 

percent. (USA Today, December 20, 1984) In a doctoral study examining 

the reasons why parents choose to remove their children from public 

schools and place them in private Christian schools, Gleason concluded 

that the original Christian character and purpose of the public schools 

has been changed to a predominantly secular humanistic one. Contempo-

rary Christian school proponents have contended that, largely through 

the efforts of such educators as Horace Mann and John Dewey, the 

dominating value system now holds to beliefs that are allegedly "anti-

Christian." Thus they began establishing their own schools. (Gleason, 
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1980) Four other recent dissertations draw similar conclusions. (Cler

ico, 1982; Evearitt, 1979; Maynor, 1982; Adams, 1983) The signi

ficance of these findings lies in the fact that the Christian school 

movement is growing at a rate of three new schools a day in the United 

States. Time magazine discusses this rate of growth in an article 

called, "A Case for Moral Absolutes: Christian Schools Go Forth and 

Multiply." It says, "there is no doubt that Christian schools have 

grown dramatically, or that their growth is seen as a dramatic sign of 

dissatisfaction with the public school system. (Pierce, 1981) 

This study will address the teaching of values in the public 

schools by examining the content and premises of a typical Family Life 

Education curriculum (taught in a California school district). In this 

examination, special attention will be paid to values conflicts, 

particularly relating to issues of secular humanism and the Judeo

Christian tradition. 

"Secular humanism," is often confused with three different forms 

of "humanism," (to be discussed pp. 6-11, 18-22) and is often used 

interchangeably with "humanism." Basically it may be understood as a 

contemporary world view that functions to " ••• glorify humanity and the 

immanent, while excluding God and the transcendent." (Graham, 1984, p. 

1) "Secular Humanists" include philosophers, educators, psychologists, 

corporate heads, political activists, natural scientists, and others of 

influence and position in the United States and around the world. (Hu

manist Manifesto I and II. 1973) Like believers in the Judeo-Christian 

tradition, these humanists and the people they represent have concern 
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about the teaching of values in the public schools. In part, the 

nature of values and philosophical presuppositions behind these values 

in public education have generated the secular humanists and "tradi-

tionalists" conflict. 

Paul Kurtz, drafter of the Humanist Manifesto II, appears opti-

mistic about the acceptance of the beliefs of secular humanism. In In 

Defense of Secular Humanism he states: 

The battle for humanist ideals still has to be waged on the 
intellectual level, including theologians, politicians, educa
tors, scientists, and poets in dialogue and debE.re ••• We can 
expect progress, for upwards of 50% of the popula;oJ.)n goes on 
to institutions of higher learning in the United Sta~es. Hence, 
much of the spadework has been done. 

The principles of humanism that I have defended are now 
already being widely espoused in society and are accepted -how
ever inconsistently- by wide sectors of the public. Moreover, 
innumerable institutions that further these humanist ideals 
exist. The most important are our schools -primary and second
ary, private and public- and our colleges and universities. 
(1983, p. 187) 

Thus, the introduction of secular humanism in the schools is a threat 

to some and an apparent goal for others. 

Statement of the Problem 

The controversy between the philosophers and practitioners of 

secular humanism and those of the Judeo-Christian tradition is not well 

defined. There are numerous areas of confusion, distortion, and misun-

derstanding. Ron Graham summarizes the problem areas: 

••• a multidimensional problem exists in the contemporary con
flict between humanism and iOts opposition: a) there is confu
sion created by the use of terms that are not precise and 
definitive; b) there is misunderstanding, especially by school 
personnel, of the basic philosophic assumptions involved; and 
c) finally, there is a clear conflict of beliefs and values. 
(1984, p. 6) 
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In addition to the dimensions that Graham sees, there is also a 

fourth difficulty created by the often hyperbolic approach to the 

issues. Debate becomes polemic and extreme statements tend to capture 

media attention and cloud the real issues. Bollier, for example, 

inspired a cover of The Humanist, the journal of the American Humanist 

Association, emblazoned with flames to illustrate his feature article, 

"The Witch Hunt Against 'Secular Humanism'." (Bollier, 1984) The Pro-

Family Forum chooses sensationalism in titling its pamphlet, "Is Human-

ism Molesting Your Child?". (Hill, 1977) While both articles include 

some reasoned discussion, their approach encourages vast genera1iza-

tions and can cause some to mentally shelve the debate. Not everyone 

is willing to wade through the flamboyant to determine the significant. 

Confusion over Definitions 

Approaching the first area, the confusion created over impre-

cise, non-definitive terms is important in the public school setting. 

An example of the difficulty caused by the problem of definitions is 

given by Melichar: 

At one meeting of the Utah Association of Women, two school 
board candidates were declared unqualified for office since 
they did not know what secular humanism was. At that same 
meeting when a young woman apologized for her ignorance of the 
term and asked for a definition, an awkward silence followed. 
A few minutes later, a vice president provided a definition of 
sorts when she said, "Our young people are only taught to do 
things that give them pleasure. That's secular humanism." 
(Melichar, 1983) 

Additionally, the meaning of the term "secular humanism" is 

often merged with the meaning of "humanism," "Humanitarianism," "athe-

istic humanism," "religious humanism," and others. Some believe that 
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this use of other non-synonymous definitions for "secular humanism" is 

because it is most advantageous for those advocating this belief system 

in the public schools to do so "quietly" without public attention to 

this world view. Ray I. Powell, Superintendent of the South St. Paul 

Public Schools, states it this way: 

Why do we see so little being done in the name of Human
ism? The method of promotion is to infiltrate rather than to 
indoctrinate. Change has been engineered successfully over a 
period of many years with little visible resistance or aware
ness of what was taking place. (Secular Humanism and Parental 
Responsibility, cited in Duncan, 1983, p. 41) 

Thus it becomes important to read reviews of the history of secular 

humanism with an understanding of each author's purpose and accuracy. 

Francis Schaeffer comments on an article by Dr. Martin E. Marty: 

In it he brilliantly confuses the terms "being human," human
ism, the humanities and being "in love with humanity." Why 
does he do this? As a historian he knows the distinctions of 
those words, but when one is done with these pages the poor 
reader who knows no better is left with the eradication of the 
total distinction between the Christian position and the 
humanist one. (Schaeffer, 1981, p. 22) 

Attempting some clarification, Whitehead defines a type of contemporary 

humanism (or "secular humanism"): 

•.. as the fundamental idea that men and women can begin from 
themselves without reference to the Bible and, by reasoning 
outward, derive the standards to judge all matters. For such 
people, there is no absolute or fixed standard of behavior. 
They are quite literally autonomous (from the Greek autos, 
self, and nomos, law), a law unto themselves. There are no 
rights given by God. There are no standards that cannot be 
eroded or replaced by what seems necessary, expedient, or even 
fashionable at the tillle. Man is his own authority ••. 
(Whitehead, 1982, p. 38) 

Paul Kurtz states that the term "secular humanism" is fairly recent: 

•.• Apparently it appeared in a footnote in"the sixties in a 
Supreme Court decision, cited, I believe, by Justice Black in 
the Torcaso case. It was taken up by the fundamentalists, who 



claim that secular humanism has been established as a religion 
in the United States. I'm willing to use that term, but I con
sider the basic term to be 'humanism'. And of course humanism 
is the oldest philosophical, ethical, and scientific tradition 
of Western civilization. I trace humanism to Socrates, Aris
totle -to the Greeks- and through classical Roman civiliza
tion. (Kurtz, 1983, p. 265) 

8 

It is important to note that Kurtz, former editor of The Humanist maga-

zine, does accept the term "secular humanism" and is willing to attest 

that such a philosophical position or "world view" exists, as evidenced 

in the titling of his book In Defense of Secular Humanism. (Kurtz, 

1983) Kurtz, in an editorial titled, "A Definition of Humanism," 

offers four characteristics that "contemporary humanists" emphasize: 

First, humanists have some confidence in man and they 
believe that the only basis for morality is human experience 
and human needs. Second, many or most humanists are opposed to 
all forms of supernaturalistic and authoritarian religion. 
Third, many humanists believe that critical reason and scien
tific intelligence can assist in reconstructing our moral 
values. And fourth, humanism is humanitarian in that it is 
concerned with the good life and social justice as moral 
ideals. It is committed to democracy, social equality, free
dom and peace. 

Humanism as a movement is wide enough to include many 
people who will agree with some of the above points, but not 
all ••. Humanists may honestly disagree about ••• any number of 
social questions. There is no humanist party line. What 
humanists today share in common, however, is a concern for 
humanity, a belief that moral values must be removed from the 
mantle of theological dogma, and a conviction that our moral 
ideals must be constantly reexamined and revised in the light 
of present needs and social demands. (Kurtz, 1968, p. 1) 

James Hitchcock (1982) separates "secular humanism" or contempo-

rary "humanism" from the historical roots to which Kurtz claims. 

Hitchcock offers four quite distinct meanings for the term "humanism": 

(1) In the narrowest sense, °a humanist is someone who is 
interested, often in a professional way, in those intellectual 
and academic diSCiplines called the humanities--so called 
because they deal with human nature in its fullness, the 
non-rational side of man as well as the rational ••. 



(2) (A humanist is one with a) conviction that human beings 
have inherent dignity and that what they do can be noble and 
inspiring ••• 

Christians, are, by definition, humanists in this second 
sense. They cannot acquiesce in a philosophy which denies the 
goodness of God's creation by degrading humanity. There is a 
God-given natural dignity to man which even the best of the 
pagans have recognized, and which Christians must affirm. 

(3) A third meaning of 'humanist' is someone who expresses a 
special loyalty to man as distinct from nature. (pp. 8-9) 

9 

Hitchcock explains that the Western tradition was increasingly 

humanistic from the time of Socrates (c. 400 B.C.). Attention was 

shifting from the heavens and earth to humanity itself. A shift back 

toward nature again came with the Scientific Revolution (seventeenth 

century). The environmentalist movement of recent years is regarded as 

humanistic, in Hitchcock's second sense, because man can not live well 

when he is destroying the natural environment upon which he depends. 

This environmental concern can also be carried to the extreme wherein 

animals are seen as having equal rights with humans. Here the environ-

mentalist becomes anti-humanist. Hitchcock explains: 

(4.) If the third kind of humanism sets man apart from nature, 
the fourth sets man apart from God ••• 

Groups like the American Humanist Association are not 
humanists just in the sense that they have an interest in the 
humanities or that they value man over nature (indeed some 
self-proclaimed humanists are in fact extreme environment
alists) •.• They promote a way of life that systematically 
excludes God and all religion in the traditional sense ••• 

(p. 10) 

"Secular humanism" (Hitchcock's fourth type of humanism) is thus 

often used by some persons interchangeably with "humanism." However, 

he is describing in secular humanism a philosophy or world view that is 

quite different from his first, second and third types of humanism. 
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ism." 

"Secular humanism" is also used interchangeably with "secular

The American Heritage Dictionary defines "secularism" as "The 

view that consideration of the present well-being of mankind should 

predominate over religious considerations in civil affairs or public 

education." (1969, p. 1173) However, when "secularism" or "secularist" 

are used as equivalent to "secular humanism" or "secular humanist," 

such a definition must be understood to take the approach to "present 

well-being" quite a bit further from "religious considerations" than 

the dictionary definition implies. "A Secular Humanist Declaration" 

declares: "Secular humanism is a vital force in the contemporary 

world ... It is 

al sanction 

keeping with 

opposed to all varieties of belief that seek supernatur-

for their values .•• " (Kurtz, 1983, p. 14) This is in 

Humanist Manifesto II (1973) which urges " .•. that 

parochial loyalties and inflexible moral and religious ideologies be 

transcended." (p. 23) Secular Humanism is a \lorld view of the "here 

and now." Well known for its claim, "We can discover no divine purpose 

or providence for the human species. While there is much that we do 

not know, humans are responsible for what we are or will become. No 

diety will save us; we must save ourselves." (Humanist Manifesto II, 

1973, p. 16) Thus, the "secularist" in this sense is an atheist. He 

does not believe in the existence of God or a supernatural and indeed 

opposes those belief systems that do. 

Also confusing these attempts at definition is that "secular 

humanism" claims not to be a dogma or creed. "There are wide differ

ences of opinion among secular humanists on many issues." (Kurtz, 

1983, p. 15) The Signers of "A Secular Humanist Declaration" claim 
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only a "loose consensus with respect to several propositions." (Kurtz, 

1983, p. 15) Preceding this Declaration's list of endorsers is the 

statement, "Although we who endorse this declaration may not agree with 

all its specific provisions, we nevertheless support its general pur-

poses and direction and believe that it is important that they be 

enunciated and implemented .•• " (Kurtz, 1983, p. 21-22) 

This confusion must also be recognized with regard to those who 

are "Judeo-Christian traditionalists" (to be here called "tradition-

a1ists"). Indeed, not everyone subscribing to the Judeo-Christian 

ethic agrees respecting the issues in dispute in the public schools 

today. Extremists, liberals, Catholics, Mormons, Orthodox Jews, Evan-

ge1ica1s and, as Arras stated, even those not aligned with any particu-

1ar traditional religion consider themselves "traditionalists." To 

some extent, the posing of the conflict as dyadic implies more cohesion 

among allies than may exist in either camp. 

Misunderstood Philosophic Assumptions 

The second problem area in the controversy of secular humanism 

and traditionalism in the public schools arises from misunderstood 

philosophic assumptions. For example, one discussion of secular 

humanism states: 

Most humanists assume that they may be wrong on any issue they 
profess and are prepared to change their views when given cred
ible evidence. They do not marry their egos to their belief 
system. Many of the Moral Majority, on the other hand, tend to 
view their beliefs as undeniably true." (Primack and Aspy, 
1980, p. 226) 

The authors here misunderstand the philosophic assumption upon 

which absolute values or beliefs are adhered to in the Judeo-Christian 
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tradition. Selecting "many of the Moral Majority" as representatives 

of this tradition, the authors are, by implication, accusing them of 

"marrying their egos to their belief system." For those of the 

traditional position, unwavering acceptance of basic beliefs (or 

absolute values) is not the result of ego, but rather results from the 

presupposition that man (and his ego) is the created rather than the 

creator. Unlike decisions about scientific theory which may change 

based on new evidence and the Judeo-Christian tradition, the ultimate 

"truth" of these values exists apart from ego regardless of what an 

individual believes. Moreover, man is expected to conduct himself in 

accordance with that truth. What Primack and Aspy may see as 

egotistical stubbornness may to traditionalists be submission to 

beliefs that are universals. (Lewis, 1976, p. 84) 

Misunderstandings in the secular humanism and traditionalism 

controversy may be resolved by identifying the presuppositions under

lying each world view and the type of curricula that are generated from 

them. Graham has juxtaposed the presuppositions of "anti-humanists" 

and the presuppositions to which they are opposed,_ allegedly those of 

the secular humanists. (Graham, 1984, p. 122) The difficulty that 

remains is that the spokesmen for secular humanism often believe they 

are being misquoted and their beliefs unfairly stated by tradition

alists. Promotional literature from the American Humanist Association 

states, "Already, millions of Americans have heard about Humanism only 

through 

context, 

hearing 

and 

its principles distorted, misstated, wrenched from 

maligned." (Simpson, 1985, p. 1) Humanists often reject 

statements of their beliefs made by "anti-humanists .-" Thus, it remains 
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to secure direct statements from secular humanist leaders themselves. 

What do they assert regarding standard philosophic questions of 

epistemology, ontology, axiology, theology and the applicability of 

these assumptions to the public school? Out of the "loose" consensus 

can agreement be reached among several spokesmen for this world view? 

Agreement also needs to be obtained among leaders in the tradi-

tiona1ists' camp as to their basic philosophic assumptions and their 

desired application in the public schools. Thus far the sectarian 

divisions in the Judeo-Christian community render their agreements 

often difficult to discern. By clarifying philosophic presuppositions 

on both sides of the controversy, it may be possible to "work back-

wards" from those assumptions to obtain working definitions of "(secu-

lar) humanism", "(secular) humanist", "(Judeo-Christian) traditiona1-

ism" and "(Judeo-Christian) traditionalist." 

Conflict of Beliefs and Values 

The third area of difficulty in the controversy between secular 

humanism and traditionalism is what appears a clear conflict of beliefs 

and values. With both sides striving for support of their values in 

the public schools, it is reasonable to ask if the integration of these 

two world views in a school curriculum necessarily would render that 

curriculum internally inconsistent. Can the two world views inte11ect-

ua1ly "coexist" in a given curriculum? Or must that curriculum teach 

values so opposed to each other as to philosophically contradict 

itself? Shaeffer suggests: 

These 
thesis to 
results ••• 

two 
each 

world views 
other in 

stand 
content 

as totals in complete anti
and also in their natural 



It is not that these two world views are different only in 
how they understand the nature of reality and existence. They 
also inevitably produce totally different results. (Shaeffer, 
1981, p. 18) 
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A shared interest in the results of education makes the contro-

versy between secular humanists and traditionalists over the public 

schools important to educators and parents. Without any transfer to 

classroom practices this debate may be regarded merely as a "bird on 

the wing." However, when the controversy settles in the school's 

curricula and results in conflict with the values and beliefs children 

have been taught at home, the debate then affects the children of both 

believers and those not "affiliated" with either side. It is of imp or-

tance to examine school curricula, then, in light of the issues of this 

debate. 

Graham's study of the perceived teaching of secular humanist 

values by public school teachers confirms that "those concerned about 

Humanism are not just inventing a 'bogeyman' out of their fears and 

imaginations, for much is inimical to their beliefs and values among a 

large segment of the public school staff." (Graham, 1984, p. 108) The 

teachers in Graham's study perceive themselves to be teaching the va1-

ues of secular humanislTl.. Whether the "professional" leaders of secular 

humanism believe their values are taught in a given curriculum is 

another question. Also, it remains to be seen if that same curriculum 

can be concurrently teaching the values of the traditionalists. 

In approaching the foregoing three areas of difficulty in this 

controversy: definitions, philosophical assumptions, and ostensible 
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conflict of beliefs and values, an attempt should be made to secure 

clear statements frow. the recognized spokesmen or leaders on each side 

of the debate. Thus, l'ather than having traditionalists define secular 

humanism or humanists respond with their assumptions about traditional

ism, each side should be asked to "speak for itself" about its own 

world view. The juxtaposing of these views and the evaluation of an 

actual school curriculum in light of these two views, should help to 

clarify what each side believes, how these beliefs are supposed to be 

applied in the school, and whether or not they can logically "coexist" 

in the public school curriculum. 

This approach is different from merely an examination of a cur

riculum by a group which seeks to measure it against a given "values 

yardstick." 

a different 

That approach, while informative, can result in polemic, as 

stick. What 

group 

will 

may object to the chosen increments on the yard-

be done in this study is to have each side clarify 

its philosophical position regarding aspects of the curriculum and then 

examine the curriculum itself stating whether or not it does teach what 

they believe. Here, the external yardstick is to measure consistency. 

Do the philosophical assumptions of secular humanism and traditionalism 

remain consistent when applie~ in a school curriculum? Or do the 

spokesmen for these two views advocate changes in values when they are 

taught through public school classroom lessons? And ultimately it must 

be asked if these two world views can "coexist" in the school curric

ulum without logical inconsistency (indeed, contradiction) in the 

values that are taught as a result of the philosophic assumptions. 
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Purpose of the Study 

The purpose of this study is to answer, within the limitations 

mentioned, the question: 

between the contemporary 

Christian traditionalism 

Are there areas of philosophical agreement 

world views of secular humanism and Judeo

as they apply to public school curricula, or 

are these two belief systems mutually exclusive and irreconcilable? 

This. question will be answered by framing.these two world views 

into alternative philosophies of education by deriving their explicit 

criteria (or guiding assumptions) for choices made in public school

ing. These criteria will be categorized into the areas of standard 

philosophical inquiry which most clearly illustrate their differences: 

metaphysical, ontological, epistemological, axiological, and ethical. 

They will also be categorized into statements of the goal of education, 

the role of the teacher, the role of parents, proper methodes) in the 

public school, and proper function of the public school. 

The process of juxtaposing these two world views according to 

philosophical assumptions will help to clarify the two positions as 

described by reputed leaders on both sides of the controversy.. In 

order then to determine the effects of these two world views upon 

actual classroom curricula, a sample "Family Life Education" curriculum 

representative of those currently used in over 300 school districts 

nationwide (ETR Associates, 1985), will be examined from each world 

view. The sample is currencly in use in a school district in Northern 

California. Lessons in the curriculum will be selected for their 

illustration of given philosophical assumptions. These lessons will 
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then be evaluated for consistency with the beliefs of the secular 

humanists and the traditionalists as stated and validated in the philo-

- sophical juxtaposition. The course of study will also be examined for 

internal consistency (from a philosophical or "values" point of view). 

Definitions of the Terms Used 

Four definitions are essential to clarify within this study: 

world view, beliefs and values, Judeo-Christian tradition (traditional-

ist), and Secular Humanism (humanist) • .. 
World View 

A world view is a way of viewing or interpreting all of reali-

ty. It is an interpretive framework through which or by which one makes 

sense out of the data of life and the world. (Geisler and Watkins, 

1984, p. 11) 

Beliefs and Values 

Beliefs are those propositions held to be true (e.g., scienti-

fic, moral, aesthetic, or metaphysical statements). The belief in 

propositions usually rests on reflection and inference. The term 

"belief" is especially used of a particular tenet, or a body of tenets, 

accepted by a group of persons. 

Values are those principles, standards, or qualities considered 

worthwhile or important or desirable. Something "valued," or worth 

"valuing" is regarded highly; prized; esteemed. 

Because of the nature of this study, there may often be an 

indistinguishable line between beliefs about values and beliefs that 
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become values. (Runes, 1962, pp. 36-37, 330-331) (American Heritage 

Dictionary, s.v. "belief", "value.") (Graham, 1984, p. 8) 

ed. 

For beginning this 

These world views 

study the following definitions are provid

will become more "defined" as a result of 

examining, in depth, the presuppositions in each view's philosophy of 

education. 

Judeo-Christian Tradition (Traditionalist) 

These definitions are derived from Ron Graham's "A Study of the 

Perceived Beliefs and Values of Public School Teachers and Those Oppos

ed to Humanism" (1984) and from Dr. Onalee McGraw in a personal inter

view (October 1984) and her book Secular Humanism and the Schools:The 

Issue Whose Time Has Come. (1976) Judeo-Christian traditionalism is 

the world view affirming: 

1. Humanity is dependent upon God, the ultimate first cause of all 

2. 

existence. Humans are answerable to God and should subject their 

free wills to his. 

For 

and 

will 

people to live in justice, harmony, and peace, they must learn 

live by God's revealed rules, the Ten Co~andments. All men 

be judged by God after death, according to how they have 

lived by these truths. 

3. The supernatural or transcendent is as real a part of human 

experience and reality as the natural. 

4. People ought to search for the ultimate answers in God's revela

tion about himself and the world. 

5. There exist eternal values which are true for all time and for all 

people. Their ultimate source of authority, sanction, and meaning 
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is in the eternal truths God has revealed. (For Christians the 

Ten Commandments are enlarged upon and supplemented by the New 

Testament Gospel and the teachings of Jesus Christ.) 

6. Knowledge is objective and discoverable. People have the capacity 

to truly know something. 

7. People learn chiefly by exposure to facts of the outside world, 

facts which are independent of the mind which knows them. Learn

ing is outer directed, rooted in the objective, real world. 

8. Each person has dignity and value as God's beloved creation made 

"in His own image." Man was created to have a personal relation

ship with God. 

"Traditionalists" in this study are those who hold to this world 

view and generally support the claim that this nation was founded upon 

certain Judeo-Christian principles. That is, government of laws with a 

constitutional structure was based upon certain Biblical ideas, e.g., 

the creature-creator relationship and the fall of humanity. That form 

of government would not 

than a Judeo-Christian one. 

have generated from any cultural base other 

They believe that parents have the primary 

authority to decide the values by which their children will be reared. 

In this area, education should not undermine parental authority. (Gra

ham, 1984, pp. 122, 123) (McGraw, 1976, pp. 11-12) (McGraw, October 16, 

1984, telephone interview) 

Secular Humanism - (Humanist) 

These definitions are derived from Graham (1984) and Paul Kurtz, 

drafter of Humanist Manifesto II, in his book In Defense of Secular 
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Humanism (1983). While a fuller understanding of secular humanism will 

be developed through the course of this study, the following will serve 

as a base. Secular humanism (henceforth called simply "humanism") is 

the world view affirming: 

1. Humanity is autonomous. Men are the measure of all things, and 

are answerable only to themselves and their fellow humans. There 

is insufficient evidence for belief in the supernatural. Belief 

begins with man, not God. No diety will save man, he must save 

himself. 

2. Humanity has the ability to ensure justice, harmony, and peace by 

constructing their system of rules. Maximum individual autonomy 

consonant with social responsibility is upheld. The possibilities 

of individual freedom of choice exist and should be increased. 

Parochial 

should be 

loyalties and inflexible moral and religious ideologies 

transcended. There is no credible evidence that life 

survives the death of the body. 

3. Nature is the total of reality. 

4. Humanity, relying on its own reasoning power and scientific 

inquiry, can answer all questions necessary to ask. 

5. Moral values derive their source from human experience. Ethics is 

autonomous and situational, needing no tli.:=ulogical or ideological 

sanction. Ethics stem from human need and interest. 

6. Knowledge is constructed by the mind and is thus subjective. One 

cannot have absolute certainty of knowledge, just various stages 

of probability. 
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7. Since one can never know the facts in themselves, learning occurs 

chiefly through examination of personal experiences and scientific 

inquiry. Education is inner-directed to a discovery of these per

sonal experiences. It is subjective. 

8. The preciousness and dignity of the individual person is a central 

humanist value. Human life has meaning because one creates and 

develops a personal future. The goal is to pursue life's enrich

ment despite debasing forces of vulgarization, commercialization, 

bureaucratization, and dehumanization. 

"Humanists" in this study are those who hold to this world view 

and generally believe that "short of harming others or compelling them 

to do likewise, individuals should be permitted to express their sexual 

proclivities and pursue their life styles as they desire." (Humanist 

Manifesto II, 1973, p. 18) Education may encourage a child to distance 

or. separate himself or herself from parental values because the child 

has the right to choose his or her own set of beliefs about reality. 

(Graham, 1984, pp. 122-123) (Humanist Manifesto II, 1973, pp. 13-24) 

This study will use the terms "humanism" and "humanist" hence

forth to refer to secular humanism and secular humanist except where 

"secular" will be added for special emphasis. 

Significance of the Study 

This study is significant because it addresses the concerns of 

many on both sides of the humanist/traditionalist controversy who have 

questioned the beliefs and values currently being taught in the public 

schools. The curriculum to be examined here is one of hundreds of 



22 

similar curricula known as "Family Life Education." Most are compiled 

by local school districts out of materials provided through one of 

- several national teacher training organizations. The sample is chosen 

for examination here because "Family Life Education" has been the focus 

of much debate. It has been charged with teaching "humanist" values in 

programs ranging from kindergarten through grade twelve. (La Haye, 

1983) (Arras, October 1982, pp. 1-:-2) (Citizens f,or Improved Education 

[CIE] 1969, p. 7) The National Education Association in 1981 had iden

tified over 300 organizations that have been visible opponents of "Fam

ily Life Education" and sex education. (Scales, 1981, p. 300) However, 

health professionals contend there is an increasing need to develop 

quality programs teaching sex education and such related topics as 

decision making, birth control, sex role stereotyping, child abuse, and 

self-esteem. Wagman and Bignell (1981), two health professionals, 

state that "Most concerns about sex education stem not from opposition 

to sex education itself, but from a lack of understanding and/or mis

trust of the particular program being presented by the school." (p. 

248) 

As many so called Family Life Education programs are developed 

from selections of the same sources, understanding of the philosophical 

underpinnings of this particular program may be applicable to other 

programs as well. If Wagman and Bignell are correct, understanding 

this program may remove mistrust and possible opposition to these sorts 

of programs where that opposition is based on the philosophical presup

positions. If they are incorrect, a thorough understanding of the 
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program will clarify and intensify the points of opposition. Under

standing points of opposition, while useful, is not the main signifi

cance of this study, however. 

By seeking areas of philosophical agreement between traditional

ists and humanists, and by analyzing an actual "controversial" school 

curriculum for its basic philosophic assumptions, the question of the 

"coexistence" in the schools of these two world views may be approach

ed. If they are totally opposed to each other and if their presuppo

sitions are evidenced in the curriculum (as appraised by their 

leaders), that curriculum either will teach from one of the two world 

views or will attempt to combine the two. If it attempts to combine 

them, it may be inconsistent, indeed contradictory. However, if tradi

tionalism and humanism have areas of agreement in their philosophies of 

education, these areas may be recognized and the curriculum may lose 

its opposition in these areas. Essentially, this study may help dis

cover if the public schools can "have it both ways" philosophcally and 

still maintain internal coherence and logical consistency in the 

programs designed to meet the needs of traditionalists and humanists. 

Limitations of the Studr 

This study does not attempt to address the concerns of those 

world views other than "(secular) humanism" and Judeo-Christian "tradi

tionalism." These are the two belief systems most obviously in 

conflict over values to be taught by public schools in the United 

States. 
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This study is limited to the philosophic, curricular, and meth

odological issues surrounding the competition between humanism and 

traditionalism in the public schools. Thus, it is not the purpose here 

to deal with analysis of current or past court cases; legal interpreta

tions of what may be taught in the schools are another study. The 

study deals only with philosophic questions. 

Deleted from examination in this study are four value realms: 

aesthetics, religious values, social values, and utilitarian values. 

These are deemed too broad for discussion in this study. Rather, the 

focus here is on educational values and the philosophical assumptions 

as they apply· to the public school. Some social values are discussed 

(such as the humanists' democratization of moral values) because they 

are directly related to teaching in the public school. As well, some 

religious values are pertinent to the public school controversy and are 

thus discussed as they relate to other philosophical assumptions. 

This study will be limited to the reliability of the sources 

chosen to represent the claims of (secular) humanism and (Judeo-Chris

tian) traditionalism. 

public 

lated 

The study is concerned only with curricula appropriate to the 

schools. The philosophy of education presented here as formu-

by traditionalist leaders is not to be confused with that de vel-

oped for private Christian schools. 

Curriculum selections used in this study will be limited to 

those from a course of study representative of many "Family Life Edu

cation curricula currently in use in the United States. The actual 
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school district from which the curriculum is drawn is in California but 

will remain anonymous. It will hereafter be referred to by the pseudo-

nym "Pinion Unified School District". 

Overview of Pinion Unified School District 
Family Life Education Curriculum 

The Pinion Unified School District Family Life Education Curric-

ulum was approved by the county school board on June 14, 1984 after 

much community debate and several delays in the voting of that board. 

The development of the curriculum was financed by a grant through the 

State of California, Health and Welfare Agency, Department of Health 

Services, Office of Family Planning. The curriculum is typical of 

Family Life Education curricula throughout the State of California and 

throughout the United States. (E.T.R. Associates, 1985) (Arras, May 

1983, p. 7) Its development followed the pattern used for such pro-

grams since their first "pilot" projects in 1967-68. (Citizens for 

Improved Education - Information Center, 1969) 

"Family Life Education" is not an easily defined program. It 

is primarily a title given to a curriculum developed to meet the gov

ernment grant's funding criteria. A given school district applies for 

grant money to "develop the program according to local needs." The 

contract, in Pinion Unified School District, specified measurable 

objectives, implementation activities, a timeline, and the methods of 

evaluating process and/or outcome of objectives for grade levels eight 

and a combination of nine-ten. Money was allotted for the purchase of 

educational materials and publications, and training was provided 
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through Education Training Research Associates, which conducts nation

wide the National Family Life Education Network Family Life Education 

Institutes. (California Office of Family Planning Contract #83, 

81276A-l) 

Sequentially, a typical Family Life Education curriculum devel

ops as follows: School district staff applies for grant monies and a 

contract is secured between the school district and one of several 

state offices. A school "health specialist," a school psychologist, at 

least one school board member, and possibly others are trained at an 

approved "Family Life Educator Training" institute. Following this 

training, the school staff organizes a Family Life Education Community 

Advisory Committee. These committees are usually comprised of adminis

trative staff, school board members, parents, students, teachers, 

principals, clergy, a local newspaper reporter, and representatives of 

such organizations as the state Parent Teachers Association, the county 

social services department, and a local nurse or doctor. The advisory 

committee is usually open to anyone who is interested in attending all 

of its meetings. Membership varies between about 15 to 40 persons in a 

small school district. 

This committee is charged with developing the Family Life Educa

tion Curriculum. They initially discuss "goals and objectives" for the 

program and select those that they want the curriculum to address. They 

then divide into groups and, with the help of school district trained 

staff, select from materials purchased by the district from "ETR." (the 

Education Training Research group), Planned Parenthood Federation, 
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another school district, or another "FLE" , Family Life Education, 

approved source. They then arrange the material selected from the 

packages 

Following 

purchased and produce a "draft" for the community to review. 

community comment and possible changes in the curriculum, the 

local school board votes for the program's approval. 

It should be noted that the State contract (with specified 

goals, objectives, teaching time-lines) and grant money have been 

accepted prior to the formation of the local committee and usually many 

months before approval of the program by the local school board. (Wag

man, Bignell, 1981) (Arras, May, 1983, p. 7) (PUSD FLE Curriculum) 

(California Office of Family Planning Contract #83 81276A-1) 

The specific curriculum from which lessons are selected for this 

study was developed according to this pattern. Lessons from its con

tent have been used in Family Life Education Curricula (FLEC) through

out the country. (For example, Sidney Simon's I Am Loveable and 

Capable: A Modern Allegory on the Classical Put-Down, "Student Handout: 

Looking at Yourself" from Ratliffe and Herman's Adventures in the 

Looking-Glass, and "How Well Do You Know Your Folk/??" from FLEC Guide 

from FLEC Program Development Project of Planned Parenthood of Santa 

Cruz County, 1978.) 

Chapters covered in the Pinion "FLEC" (Family Life Education 

Curriculum), include Self-Esteem, Decision Making (values clarifica-

tion), 

Within 

Communication, Family, Growth and Development, Responsibilities 

Relationships, Child Abuse, Peer Relationships, Laws Relating to 
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Minors, Parenting, Gender and Sex Roles, Community Resources. These 

are representative of other Family Life Education Curricula also. 

Organization of the Study 

Chapter One has introduced this study. It describes the current 

controversy between humanists and (Judeo-Christian) traditionalists 

regarding the beliefs and values taught in the public schools today. 

Four problem areas represented in the controversy are identified. . This 

chapter states the purpose of the study and defines terms necessary for 

initiating this study. An explanation of the significance of the study 

is given. Limitations are stated, followed by an overview of the cur

riculum that is to be examined. The overview addresses the relation

ship of this particular curriculum to a network of similar curricula 

now in use throughout the United States. 

Chapter Two provides a review of the literature on the develop

ment of secular humanism and a review of the literature on the "human

ism vs. traditionalism" controversy in the public schools. These 

reviews discuss literature pertinent to the philosophical positions of 

the two world views. A literature review is also made on Family Life 

Education Curricula and its part in the contemporary controversy. 

Chapter Three presents in detail the procedures of this study. 

Construction of the model for juxtaposing humanism and traditionalism 

by philosophy of education is explained. Selection of reputed 

"leaders" in humanism and contemporary traditionalism is discussed. 

Validation of the model by these spokesmen is discussed. Selection of 

the Family Life Education lessons for examination by humanists and 
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traditionalists is described. Lastly, procedures for analysis of those 

examination results are explained. 

Chapter Four presents and analyzes the two philosophies of 

education derived from the humanist and traditionalist leaders or 

spokesmen. It then summarizes that analysis into a juxtaposition of 

assumptions from the two world views. 

Chapter Five applies the philosophical assumptions, beliefs and 

values of traditionalism and humanism in an analysis of the Family Life 

Education Curriculum. This analysis examines the curriculum sample at 

the levels of the lessons, the chapters, and the curriculum as a whole. 

A comparison of this analysis is made to supplemental verification 

surveys which were received from recognized humanist and traditionalist 

leaders. These surveys provided the sample curriculum material to 

noted spokesmen from both world views to obtain their responses to the 

material. 

Chapter Six discusses the implications of the data and draws 

conclusions based on the findings. Implications for further research 

are discussed and some predictions regarding the humanism/traditional

ism conflict are made. 



CHAPTER TWO 

REVIEW OF THE LITERATURE 

To provide a comprehensive background for the context of this 

study, the literature was reviewed with a focus on three distinct 

areas. First, a background on the historical development of secular 

humanism was provided. Secondly, the conflict between secular humanism 

and Judeo-Christian traditionalism regarding the public schools was 

reviewed. Thirdly, this conflict was brought into context as it is 

exemplified in the current Family Life Education trend in the public 

schools. 

Literature on the Historical Development of Secular Humanism 

Light is shed on the historical roots of secular humanism by a 

distinction made in Runes' Dictionary of Philosophy: 

"humanism" ••• 
(b) The Renaissance revolt against religious limitations 

on knowledge, with a revival of classical learning and a stress 
on man's enjoying this existence to the utmost. 

(c) A twentieth-century philosophy--naturalistic Human-
ism--or religion that rejects belief in all forms of the 
supernatural; that considers the greater good of all humanity 
on this earth as the supreme ethical goal; and that relies on 
the methods of reason, science and democracy for the solution 
of human problems. Auguste Comte's Positivism and British 
Utilitarianism were forerunners of naturalistic Humanism, which 
in its general position is close to Naturalism and Material
ism. In the United States, Humanism receives organizational 
support through the American Humanist Association, and in the 
world at large through the International Humanist and Ethical 
Union. (1962, p. 131-132) 
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Some authors defending secular humanism emphasize the Renais

sance origins of humanism without making the important distinction that 

twentieth century secular humanism rejects belief in all forms of the 

superna tural. Because 

"secular humanism" is 

"classical humanism." 

this distinction is often ignored, present day 

often mistakenly thought to be synonymous with 

(Primack and Aspy, 1980) (Woodward and Salholz, 

1981) (Welch, Medeiros, and Tate, 1981, p. 207) For example, Welch, 

Medeiros and Tate say, "The American Humanist Association represents 

the thoughts of the classical humanists in modern life. The classical 

humanists valued the importance of humans in nature against the primacy 

of a god." (1981, p. 207) Actually, the secular humanism of the 

American Humanist Association is distinct from that of classical human

ism in its emphatic rejection of any belief in God or a supernatural. 

(Humanist Manifesto II, p.16) 

According to Schaeffer (1968), classical humanism began with 

Thomas Aquinas· (1225-1274) as a reaction against man's dualistic 

thought-forms that had separated heavenly things from natural things. 

(Schaeffer, 1968, p. 9-12) Schaeffer (1968) describes man's thought

forms before the impact of Aquinas as involving an unbiblical sepa

ration between "grace" and "nature." "Grace" was "the Higher: God the 

Creator; Heaven and heavenly things; the unseen and its influence on 

the earth; man's soul; unity." "Nature" was "the Lower: the created; 

earth and earthly things; the visible and what nature and man do on 

earth; man's body; diversity." The two were "separated" in the minds 

of men as follows: 



"So prior to Thomas Aquinas there was an overwhelming em
phasis on the heavenly things, very far off and very holy, 
pictured [in art] only as symbol with little interest in nature 
itself. With the coming of Aquinas we have the birth of the 
humanistic Renaissance. 

Aquinas' view of nature and grace did not involve a com
plete discontinuity between the two, for he did have a concept 
of unity between them. From Aquinas' day on, for many years, 
there was a constant struggle for a unity of nature and grace 
and a hope that rationality would say something about both. 
(Schaeffer, 1968, pp. 9-10) 
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With the birth of the Renaissance, Schaeffer says that nature 

received a more biblically proper, less separated place. But Aquinas 

had what Schaeffer calls an "incomplete view of the biblical Fall of 

man." Aquinas saw man's will as fallen, but not his intellect. Thus, 

man's intellect became viewed as autonomous from God. One result was 

the development of natural theology which could be pursued independent-

ly from the Scriptures. 

From the basis of this autonomous principle, philosophy 
also became free, and was separated from revelation. Therefore 
philosophy began to take wings, as it were, and fly off wher
ever it wished, without relationship to the Scriptures. This 
does not mean that this tendency was never previously apparent, 
but it appears in a more total way from this time on. 
(Schaeffer, 1968, pp.11-12) 

McDowell and Stewart also affirm that Renaissance or classical 

humanism was different from that of secular humanism. "This revival of 

classical learning and emphasis on man did not exclude God as man's 

Maker, but it focused attention away from Him, as man made great 

strides on his own." (McDowell and Stewart, 1982, pp.76-77) Later the 

concept of God was deemphasized to the exclusion of the concepts of 

Creator and Father to mankind. Deism became prominent, which viewed 
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God as uninvolved in the affairs of men. Eventually deism gave way to 

naturalism and God was completely dismissed. From the Renaissance 

McDowell and Stewart trace secular humanism to the present: 

Humanism entered the nineteenth century through the French 
philosopher, Comte, who was committed to the secularization of 
science, and through British utilitarianism via English deism. 
These serve as a backdrop for twentieth century naturalism and 
pragmatism. Through such men as Schiller and especially Dewey, 
the modern tenets of secular humanism began to take their 
expressed form. (1982, p.77) 

Claiming a much broader historical base than McDowell and Stew-

art, "A Secular Humanist Declaration" distinguishes between "democratic 

secular humanism" and "all varieties of belief that seek supernatural 

sanction for their values or espouse rule by dictatorship." (in Kurtz, 

1983, p. 14) It states that the ideals of democratic secular humanism 

can be traced "to the philosophers, scientists, and poets of classical 

Greece and Rome, to ancient Chinese Confucian society, to the Carvaka 

movement of India, and to other distinguished intellectual and moral 

traditions." It continues: 

Secularism and humanism were eclipsed in Europe during the Dark 
Ages when religious piety eroded humankind's confjdence in its 
own powers to solve human problems. They reappeared in force 
during the Renaissance with the reassert ion of secular and 
humanist values in literature and the arts, again in the six
teenth and seventeenth centuries with the development of modern 
science and a naturalistic view of the universe, and their 
influence can be found in the eighteenth century in the Age of 
Reason and the Enlightenment. Democratic secular humanism has 
creatively flowered in modern times with the growth of freedom 
and democracy. (cited in Kurtz, 1983, p.14) 

Corliss Lamont (1951) concurs with Kurtz's view of a broad his-

torical past for today's humanism. "The mature man of today, while 

willing to strike out on bold new paths, prefers a philosophy with some 
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tradition behind it and one that can summon some of the illustrious 

minds of the past in its support." (Lamont, 1951, p.110) He contends 

that Humanism is such a philosophy and sees its history as follows: 

••• Since the philosophies of Naturalism and Materialism are 
closely akin to Humanism in their general outlook, we can 
consider their adherents as coming within the Humanist tradi
tion. So it is that in this tradition we roughly include great 
Naturalists such as Aristotle in ancient Greece, Spinoza in 
seventeenth-century Europe, and John Dewey in twentieth century 
America; and great Materialists such as Democritus in ancient 
Greece, Lucretius in ancient Rome, Diderot in the French 
Enlightenment and George Santayana in contemporary thought. A 
number of eminent poets, novelists and dramatists have also 
made signal contributions to the Humanist viewpoint. Humanism, 
then, possesses one of the most vital and impressive traditions 
in the history of philosophy. (Lamont, 1951, p. 110) 

Although there are discrepancies as to which thinkers are 

claimed as the antecedents of secular humanism, there is general agree-

ment regarding its fundamental presuppositions. Francis Schaeffer 

(1976), in How Should We Then Live? traces the development of humanism 

in Europe from the Middle Ages to the present. He follows the philo-

sophical changes that he sees as having resulted from the abandonment 

of absolutes and man's desire to be autonomous from God. He summar-

izes: "Beginning from man alone, Renaissance humanism--and humanism 

ever since--has found no way to arrive at universals or absolutes which 

give meaning to existence and morals." (Schaeffer, 1976, p.55) 

What Schaeffer sees as a dilemma, however, some secular human-

ists see as freedom from "irrationality". Primack and Aspy say, 

Secular humanists believe very simply that the human creature 
aspect of Christianity should be divorced from its religious 
beginnings and considered a major aspect of personal and 
social-political relationships. They suggest that making deci
sions on the basis of some supernatural force may lead to 
destructive irrationality." (Primack and Aspy, 1980, p. 226) 
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Schaeffer makes a distinction between "rationalism" and "ration-

ality" and traces three basic philosophical developments or steps that 

lead to Primack and Aspey's type of freedom from irrationality (that 

derived by avoiding consideration of the supernatural): 

According to rationalism, as I am using the term here, man 
can understand the universe by beginning from himself without 
any recourse to outside knowledge, specifically outside know
ledge or revelation from God. The term, rationality, •••• means 
that reason is valid. The first axiom in the classical concept 
of rational methodology is that "A is not non-A." That is, if 
a proposition is true, then its opposite is not true. Or, in 
the area of morality, if a certain thing is right, then its 
opposite is wrong. One should not confuse the terms rational
ism and rationality. 

The secular thinkers, then, ••• (during the period between 
the Renaissance and Reformation, and the age of Rousseau, Kant, 
Hegel, and Kierkegaard) believed optimistically that they could 
begin only from themselves (this is rationalism), apply reason 
(rationality) and come to a unified concept of knowledge and of 
life. They thought that this would lead them to find true 
answers. They were optimists at this time on the basis of rea
son. (Schaeffer, 1971, p.16) 

This optimistic rationalism was the first step of humanism on 

its road to present secular humanism. It provided a step beyond a 

biblical belief in the uniformity of natural causes in an open system 

(reorderable by God and man). It discounted by presupposition the 

uniformity of cause and effect in an open system. It moved to the 

concept of the uniformity of natural causes in a closed system. 

(Schaeffer, 1971, p. 15) 

But the philosophers' quest for a unified answer to knowledge 

and to life ended in failure, says Schaeffer. He sees the second step, 

taken with Rousseau, Kant, and Kierkegaard, as a step to despair. 

" ••• accepting the validity of. reason and arguing as reasonably as they 
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could, basing their arguments only in rationalism, they finally con-

cluded that they could not put all the pieces together." (Schaeffer, 

1971, p. 17) 

The third step toward secular humanism Schaeffer sees as a 

result of the failure of rationalism. Rather than giving up hope or 

concluding their rationalism was wrong and deciding that men, being 

finite, cannot gather enough particulars to make up the universals, 

secular philosophers chose to split the field of knowledge. Schaeffer 

says, "They held onto their rationalism by letting go of the concept of 

a unified field of knowledge." (1971, p. 18) 

••• they now accepted that on the basis of reason men will 
always come to pessimism--man is a machine and meaningless. 
Therefore, they developed a concept of non-reason, an attempt 
for man to achieve meaning and significance outside the frame
work of rationality. For them everything which makes human 
life worth living falls in the area of non-reason ••• (Schaeffer, 
1971, p. 18) 

Thus, with the third step that Schaeffer mentions, he sees 

reason as separated from "non-reason," or faith, or religion. (1971, 

p. 18) With that step, there no longer was a unified field of know-

ledge, but instead a faith with no reason for it and a reason which, 

without faith, could provide no optimism. Guiness (1973) makes the 

point that the concepts of the "step three" secular humanist grew out 

of the concept of "humanist" as it was coined in the Rennaissance and 

merely defined a concern for humanity. Early humanists saw no dichot-

omy between this concern for humanity and their Christian faith. With 

the split between reason and religion, however, humanism became secu-

larized and no longer upheld the beliefs of the Christian faith. 
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(Guiness, 1973, p. 5) Separate "humanist" organizations and publica-

tions were formed partially to emphasize their distinction from the 

Christian church. (Kurtz, 1985) 

In 1896, to federate all the humanist secular societies then in 

existence, the Ethical Union was founded. Three years later this Union 

started the Rationalist Press. Both of these remained comparatively 

small until humanism became popular in the mid nineteen-fifties. 

(Guiness, 1973, p. 9) The British Humanist Association was the result 

of a 1963 merger, linking itself with the larger International Humanist 

and Ethical Union, which had been formed in 1952. (Guiness, 1973, p.9) 

The American Humanist Association, formed in 1941, was another major 

organization involved in the secular humanist cause. (American Human-

ist Association, 1985) The Aspen Institute for Humanistic Studies was 

also a "motivator" on cultural issues. (McDowell and Stewart, 1982, 

p. 77) (Hyman, 1975) 

Penman and Adams say that many young American educators went to 

Europe in the latter part of the 19th century to pursue graduate 

degrees and returned with the essentials of secular humanism: skepti-

cism, atheism, rationalism, and existentialism. (Penman and Adams, 

1982, p. 309) 

But it was with the publication of Humanist Manifesto in 1933 by 

the American Humanist Association that secular humanism began to be 

well known in the United States. McKenna says: 

It is not accidental that the most prestigious educator of 
the Twentieth Century, the teacher of teachers, should have 
been a principal shaper of the first Humanist Manifesto in 
1933. John Dewey spoke for the priorities of educators, "Faith 
in a loving, caring God, is an unproved and outmoded faith." 
(McKenna, 1975, p. 3) 
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Hitchcock says that the Manifesto certainly represented Dewey's 

personal beliefs, and through it he was able to disseminate them widely 

and strategically. (Hitchcock, 1982, p. 13) While not yet denying the 

existence of God, the first Humanist Manifesto deplored "the identifi-

cation of the word religion with doctrines and methods which have lost 

their significance and which are powerless to solve the problems of 

human living in the Twentieth Century." (Humanist Manifesto I, 1973, 

p. 7) However, Kurtz says that Humanist Manifesto "did not go far 

enough." (1973, p. 3) In the preface to Humanist Manifestos I and II, 

Paul Kurtz describes this first manifesto this way: 

In 1933 a group of thirty four liberal humanists in the 
United States defined and enunciated the philosophical and 
religious principles that seemed to them fundamental. They 
drafted Humanist Manifesto I, which for its time was a radical 
document. It was concerned with expressing a general religious 
and philosophical outlook that rejected orthodox and dogmatic 
positions and provided meaning and direction, unity and purpose 
to human life. It was committed to reason, science, and demo
cracy. (Humanist Manifestos I and II, 1973, p. 3) 

Kurtz's phrase "provided ••• unity and purpose to human life" has 

reference to what Guiness and Schaeffer call "optimistic humanism." A 

change of tone symptomatic of what Schaeffer calls the "step to des-

pair" (resulting philosophically from a progression from Rousseau to 

Kant to Hegel to Kierkegaard) is heard in the introduction to the 

second manifesto: 

It is forty years since Humanist Manifesto I (1933) appear
ed. Events since then make that earlier statement seem far too 
optimistic. Nazism has shown the depths of brutality of which 
humanity is capable. Other totalitarian regimes have suppress
ed human rights without ending poverty. Science has sometimes 
brought evil as well as good. Recent decades have shown that 
inhuman wars can be made in the name of peace ••• 



Those who signed Humanist Manifesto II disclaim that they 
are setting forth a binding credo; their individual views would 
be stated in widely varying ways. The statement is, however, 
reaching for vision in a time that needs direction. New state
ments should be developed to supersede this, but for today it 
is our conviction that humanism offers an alternative that can 
serve present day needs and guide humankind toward the future. 
(Humanist Manifestos I and II, 1973, p. 13) 
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Hitchcock (1982) says the importance of both Humanist Manifestos 

have sometimes been dismissed because the American Humanist Association 

which issued them had a membership of only several thousand. However, 

it is important to realize that many of the signers were people of 

influence, placed in highly important positions in modern international 

life. John Dewey, principle author of the first Manifesto, is mentioned 

by Hitchcock as "probably the most influential philosopher in American 

history. No one had more influence over the theory and practice of 

public education in the United States in the twentieth century." 

(Hitchcock, 1982, p. 13) 

Other well-known signers of the second Manifesto were: Isaac 

Asimov, author; Theodore Brameld, founder of the philosophic school of 

"reconstructionism"; Raymond Firth, anthropologist; Alan F. Guttmacher, 

Pres., Planned Parenthood Federation of America; Sidney Hook, philoso-

pher; Lester A. Kirkendall, professor of "Family Life" and co-founder 

of Sex Information and Education Council of the United States (SIECUS); 

Richard Kostelanetz, poet; Paul Kurtz, drafter of Humanist Manifesto 

II; Corliss Lamont, Chairman, National Emergency Civil Liberties 

Commission; Lester Mondale; Andre Sakharov, Academy of SCiences, 

Moscow, U.S.S.R.; B. F. Skinner, behavioral psychologist; Sir Alfred 

Ayer, philosopher (scientific empiricism); Walter Behrendt, Vice 
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President, European Parliament, West Germany; Betty Friedan, founder, 

National Organization of Women (N.O.W.); Sol Gordon, professor of child 

and family studies; Sir Julian Huxley, former head, UNESCO, Great 

Britain; and Gunnar Myrdal, Swedish economist. 

Newsweek summarizes, "This group of prominent, self-described 

nontheists ••• denounced religion in the name of the 'scientific meth-

od'. In doing so, they set themselves off from the mainstream of 

humanist tradition--a tradition in which man's relationship to God is 

as important a subject as any other human activity." (Woodward and 

Salholz, 1981, p. 50) 

Humanist Manifesto II was first published in The Humanist maga-

zine. The issue following contained an article which summarized the 

worldwide press response to the Manifesto: 

Humanist Manifesto II, published in The Humanist, Septem
ber/October 1973, has had a major worldwide impact. The New 
York Times (Sunday, August 26, 1973) carried an extensive front 
page story, as did hundreds of newspapers from coast to 
coast ••• The International Herald Tribune front-paged the story, 
and newspapers and magazines throughout the world carried 
stories on it ••• 

There has also been considerable radio and TV coverage ••• 

••• Norman Nadel, in a syndicated Scripps-Howard news story (18 
newspapers) provided an in-depth sympathetic analysis of human
ism ••• observing that "humanism, a philosophy which has been on 
the back burner since the time of Confucious, has moved to the 
front, where it appears likely to stay." (The Humanist, Novem
ber/December, 1973, p. 4) 

The article goes on to discuss favorable and critical reactions 

to the Manifesto and to list the languages into which it was to be 

translated. With the publication of the Humanist Manifesto II secular 

humanism was clearly separated from its classical roots and from the 
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generalized "humanism" which meant to most people "being concerned for 

people." The Manifesto was, for the public, what La Haye calls "a well-

defined bible or 'scriptures'" (La Haye, 1983, p. 78), even though the 

secular humanists stated that their document was not intended as a 

binding dogma or creed. 

The term Secular Humanism had begun to become well-known after 

Justice Black referred to it in footnote 11 of the Supreme Court's 1961 

Torcaso v. Watkins decision. (Kurtz, 1983, p. 265) (Whitehead, 1982, 

p. 108) Justice Black repeated the term as it was used in a brief 

submitted by the American Humanist Association for the case. (Blau, 

1985) (This was an "amicus curiae" brief, or one submitted to advise 

the court on a matter of law in a case to which its author is not a 

party.) Hitchcock says that until the 1960's the term Secular Humanism 

was scarcely heard in public discourse. He believes that most Ameri-

cans in 1933 would have rejected the assertions of the Humanist 

Manifesto I, but the greater boldness of the Humanist Manifesto II 

shows that public opinion had begun to change, probably after 1960. 

(Hitchcock, 1982, p. 17) 

In the Winter, 1980 issue of Free Inquiry, "A Secular Humanist 

Declaration" was published. Its purpose was to defend democratic 

secular humanism. It also clarified the groups to which secular 

humanists were opposed: 

Regretably, we are today faced with a variety of antisecu
larist trends; the reappearance of dogmatic authoritarian 
religions; fundamentalist, literalist, and doctrinaire Christ
ianity; a rapidly growing and uncompromising Muslim clericalism 
in the Middle East and Asia; the reassertion of orthodox 
authority by the Roman Catholic papal heirarchy; nationalistic 
religious Judaism; and the reversion to obscurantist religions 



in Asia. New cults of unreason as well as bizarre paranormal 
and occult beliefs, such as beliefs in astrology, reincarna
tion, and the mysterious power of alleged psychics, are growing 
in many Western societies. These religious activists not only 
are responsible for much of the terror and violence in the 
world today but stand in the way of solutions to the world's 
most serious problems. (in Kurtz, 1983, p. 15) 
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This Declaration was signed by 55 individuals, 23 of them also 

signers of the second Manifesto. It asserts that secular humanism "is 

not so much a specific morality as it is a method for the explanation 

and discovery of rational moral principles." "Since human beings are 

prone to err, we are open to the modification of all principles, in-

cluding those governing inquiry, believing that they may be in need of 

constant correction." (Kurtz, 1983, pp. 18 & 19) Thus it becomes more 

difficult to ascertain what the declaration "holds to" but what it 

rejects is made rather clear. 

Primack and Aspy state that secular humanist philosopher Sidney 

Hook "shrewdly pointed out many years ago that one could have quite 

dissimilar philosophies and yet advocate similar educational posi-

tions." (1980, p. 226) This study should help to determine whether 

Hook's statement is true for secular humanism and Judeo-Christian 

traditionalism, two "dissimilar philosophies" that appear irreconcil-

ably opposed. 



Literature on the "Humanism vs. Traditionalism" Controversy 
in the Public Schools 

Beginnings of the Conflict 

In 1974, a school textbook controversy erupted in Kanawha Coun-

ty, West Virginia, when parents accused the secular humanistic approach 

of some school texts as being responsible for transmitting what they 

believed to be a form of social decay. Twelve thousand people peti-

tioned for the prohibition of school literature which questioned God, 

the family, or the American political and economic systems. Kincheloe 

says that the roots of that controversy go back to the 1960's, "when 

drug use, women's liberation, violence, and sex education convinced 

conservatives that America was in moral decline." (Kincheloe, 1983, 

abstract) (Hefley, 1977, p. 163) He says that the textbook incident 

sparked the beginning of the movement in which conservatives realized 

new power and the "New Right" emerged. Central to its concerns were 

educational control and curriculum content. Kincheloe says: 

This movement [of conservatives with concerns for the schools] 
has affected classroom teaching through censorship and a return 
to basics and rote learning. Teachers are increasingly cau
tious about method and content. By channeling its children 
into Christian academies and questioning compulsory education 
and the use of federal funds, the New Right threatens the 
future of public education. However, ominous as this may seem, 
the efforts of the New Right can have a positive effect on 
education. The controversy it has raised should be used by all 
educators to re-examine the American educational system. 
(Kincheloe, abstract, 1983) 
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On July 7, 1976, the Board of Education of Frederick County, 

Maryland, unanimously adopted guidelines for all of its schools in 

"sensitive areas" of the curriculum. A major section of the adopted 

policy is entitled "Humanism": 

Policy: Humanism as is related to the religious or irreligious 
life is the area of concern. Judaism and Christianity are 
built on absolute standards such as the Ten Commandments. 
Secular humanism is defined as a religion that denies the 
existence of God and bestows that role to the individual[. I]t 
grants maximum individual autonomy and implies the right to 
make life and death decisions. 

Any persuasion of humanism that promotes a religious or 
irreligious belief is in violation of the constitutional 
separation of church and state. As a result, such persuasive 
techniques are not legitimate areas of curriculum in the 
Frederick County School System. (cited in McGraw, 1976, p.14) 

McGraw says this policy was partially a result of alarm express-

ed by many teachers at the increased use of experimental psychological 

techniques in the classrooms, such as values clarification. The policy 

statement includes sections on values and valuing, situation ethics, 

group counseling, group therapy, survival games, and sensitivity train-

ing. It was adopted because concerned citizens wanted their school 

board to confront the issue of humanism in the public schools. 

(McGraw, 1976, pp. 12-17) McGraw sees the central issue of the contro-

versy between secular humanists and traditionalists to be the basic 

concept concerning the nature of man and the "rules" by which men 

govern themselves individually, in society, and in government. 

(McGraw, 1976, p. 12) Within a year after the publication of Humanist 

Manifesto II (Sept. 1973) a reaction against "humanism" (hereafter used 

for "secular humanism") erupted in the public schools. (Kincheloe, 

1983) 
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It may be argued that textbooks in Kanawha County in 1974 could 

not possibly have resulted from the September, 1973 Humanist Manifesto 

II. Indeed the timing is too close for beliefs stated in the Manifesto 

to be incorporated by textbook authors and funneled through publishers 

and into the public schools by the following year. However, the reac-

tion against textbook content had been developing over a period of 

time. (Kincheloe, 1983) (Hefley, 1977, pp. 157-176) It was the wide-

spread publication of the Manifesto II that gave traditionalists a 

"label" for the world view against which they were reacting. (LaHaye, 

1983, p. 78) 

There are several corollary concerns to the humanism/tradi-

tionalism conflict that have been the focus of much debate. While 

these are important to a full understanding of the controversy, they 

remain side issues when this conflict is viewed philosophically. These 

issues are examined briefly here: 

"Humanism" as Inevitable 

Was the reaction against humanism actually a reaction against 

the inevitable? The Humanist magazine says, "the following assessment 

seems as relevant today as when it was first published in The Univer-

sity Review (Summer, 1937): 

Those people who speak of humanism being dead or dying 
think of it as another sect competing with the various forms of 
organized religion. But humanism is not a sect ••• It cannot 
help but expand under one name or another ••• It is infiltrating 
the thought and attitude of men and women everywhere and will, 
I believe, eventually become the life philosophy of all intell
igent people. (Dietrich, 1984, p. 42) 
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As Dietrich notes, it is humanism s "under one name or another" which 

must be reckoned with as a life philosophy. Thus, humanism is "inevi-

table", says Dietrich. 

Paul Kurtz states that he does not think humanism is being 

taught in the schools. In an interview with Reason magazine, in March, 

1982, he says he thinks there is a conspiracy theory (that humanism is 

being surreptitiously taught in the schools). "What is being taught in 

the schools is modern .science, literature, the arts; the whole curricu-

1um is the curriculum of the modern world." (Kurtz, 1983, p. 268) It 

may be that the "modern curriculum" to which Kurtz refers is merely 

humanism by another name, as Dietrich appears to suggest. The Frede-

rick County Board of Education believed they were doing something 

effectual in the adoption of their policy prohibiting the teaching of 

humanism in their schools. However, research needs to be focused on 

what Kurtz calls the "modern curriculum" to determine if there are 

philosophical values and presuppositions being taught that the secular 

humanists themselves will claim. 

That the traditional belief system is not being consistently 

taught in our public schools is not just a cry of the traditionalists. 

Paul B1anshard, signer of Manifesto II, indicates in a 1976 article in 

The Humanist that the belief system in place in the schools "militates 

against" at least some of the Judeo-Christian traditional beliefs. 

I think that the most important factor moving us toward a 
secular society has been the educational factor. Our schools 
may not teach Johnny to read properly, but the fact that Johnny 
is in school until he is sixteen tends to lead toward the elim
ination of religious superstition. The average American child 
now acquires a high-school education, and this militates 
against Adam and Eve and all other myths of alleged history. 



Just how pious or impious we are is impossible to say scientif
ically, although it is certain that religious affiliation is 
declining. (Blanshard, 1976, p. 17) 
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A widely publicized article in The Humanist centers upon the 

teacher's role in spreading the faith of humanism: 

I am convinced that the battle for humankind's future must 
be waged and won in the public school classroom by teachers who 
correctly perceive their role as the proselytizers of a new 
faith: a religion of humanity ••• These teachers must ••• be m1n1S
ters of another sort, utilizing a classroom instead of a pUlpit 
to convey humanist values in whatever subject they teach, 
regardless of the educational 1eve1 ••• The classroom must and 
will become an arena of conflict between the old and the new-
the rotting corpse of Christianity, together with all its 
adjacent evils and misery, and the new faith of humanism 
resplendent in its promise of a world in which the never
realized Christian ideal of "love they neighbor" will finally 
be achieved. (Dunphy, 1983, p. 26) 

Reaction Against Humanism 

Dunphy's article is excerpted in a paper entitled "Humanism in 

Textbooks: (Secular Religion in the Classroom)" distributed by the Mel 

Gablers and their Educational Research Analysts. (Gabler, 1983, p. 6) 

The Gablers have been principally responsible for the nationwide 

organization of a vocal conservative segment of the population that 

protests and petitions against the content of curricular materials. 

Educational Research Analysts provide textbook reviews with an eye to 

exposing attacks against traditional family beliefs, against Judaic-

Christian religious orientations, and an undermining of American 

patriotic heritages and the political and economic structure of the 

United States. (Piasecki, 1982, p. 3) The Gab1ers and other groups 

and individuals who oppose certain 'content in the public schools are 
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viewed by some as censors who are having a "stifling and dangerous 

impact on the educational system." (Hung, 1979, abstract) 

What Do Traditionalists Want? 

There is widespread speculation as to what is really wanted by 

these traditionalists who have mobilized for the purposes of altering 

what is taught in the public schools. (Kurtz, 1976, p. 4) (Welch, 

Medieros, Tate, 1981, p. 203) (Brodinsky, 1982) (Park, 1980) Because 

the goals of different groups vary, it is difficult for educators and 

policy makers to anticipate what might precipitate a round of citizen 

protest. Barbara Parker, associate editor of The American School Board 

Journal, says, for example, "The basic concept under attack is 

pluralism. And the battle lines that have been drawn are these: Put 

the Bible and prayer back into the classroom; get evolution, sex 

education, realistic library books, 'objectionable' textbooks, and 

'secular humanism' out." (Parker, 1981, p. 10) James Hitchcock in his 

article "Competing Ethical Systems", views pluralism differently. He 

describes pluralism as a healthy contest of interest groups for social 

power in society: 

Many Christians ••• are slow to learn the lesson that the 
very nature of a democratic, pluralistic society implies 
conflict. Deferential about their own interests, they prefer 
to dissolve all genuine disagreements in what has been charac
terized as a wordy torrent of good wi1l ••• A1though they speak 
reverentially about pluralism, they persist in misunderstanding 
its nature. Rather than a system in which diverse groups mute 
their differences in the interests of mutual harmony, pluralism 
is a system in which diverse groups push their own interests 
strongly and persistently. In a pluralistic society no group 
is taken seriously until it proves its ability to command 
social power. But social power is something many Christians 
seem to regard as inherently evil. (Hitchcock, 1981, p.4) 
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Parker (1981) sees political power as the ultimate goal of the 

establishment of the "New Right." She believes that American schools 

and children are being used to achieve broader political interests. 

Because of this, she believes the New Right is attacking pluralism and 

the right to hold differing beliefs. But McGraw contends that political 

power is only a result of large numbers of individuals having concerns 

extending back over the past twenty-plus years. She says: 

Trapped in the sterile wasteland of process sociology and 
humanistic psychology, these "educators" view the "enemy" sole
ly in political terms. They seem unable to understand that the 
reaction to the educational trends of the past two decades is 
grounded in philosophical, moral, and intellectual convictions 
that transcend political self-interest." (1982b, p. 94) 

Traditionalists thus deny that they are attacking pluralism or are 

ultimately seeking political power. 

The Issue of Neutrality 

A recurrent issue in this controversy regarding the schools is 

that of "neutrality". Humanists claim that schools should be neutral 

in regard to religion. (Kurtz, 1976, p. 5) (Brodinsky, 1982, p. 93) 

Traditionalists claim that the humanist view is not neutral at all, but 

rather is the teaching of their own "religion", an atheistic one. The 

issue has come to be called "the myth of neutrality" by traditional-

ists. (Schaeffer, 1982) (Duncan, 1983, pp. 28- 34) (McCarthy, 

et al., 1981, pp. 110-112) Paul Kurtz offers the neutralist position: 

"To insist that the schools be neutral in regard to religion and that 

they teach secular subjects--literature, science, ethics--is not the 

imposition of a new religion of secularism. It is merely education in 

its finest sense." (Kurtz, 1976, p.s) 



50 

When religion is considered as a life orientation 7 a "faith", or 

a value system (rather than just the practicing of cultic behaviors), 

the problem of "neutrality" becomes more complex. (McCarthy et a1., 

1981, pp. 110-112) 

By what "faith" ••• can the public school proceed in decision 
making, whether about racial integration or homogeneous group
ing, and with what "faith" or life orientation shall teachers 
work in providing sanctions for conduct expected in the class
room? How can this be done in a common school in a society 
where there are multiple faiths ••• theistic, nontheistic and 
agnostic by which free men have chosen to live? It is at this 
level of religion that the myth of neutrality needs to be 
exposed. (McCarthy et al., 1981, p.l11) 

The authors cite the Educational Policies Commission on "Moral and 

Spiritual Values in Public Schools" (National Education Association, 

1951). The Commission, in an illustration concerning stealing, advoca-

ted appeals to civil law, property rights, group approval, and personal 

integrity as appropriate sanctions. While acknowledging the "powerful 

sanctions of religious creeds and doctrines," the Commission concludes 

that "they may not be explicitly invoked in the public school class-

room." McCarthy et a1. call this "nonneutrality with a vengeance." 

(p. 112) 

Steven Arons, Director of the Department of Legal Studies at the 

University of Massachusetts suggests that since arguments for "neutra1-

ity in church and state debates, it is important to acknowledge the 

inevitability and depth of value inculcation in the schools. He says, 

... overt and hidden curriculums affect the transmission of 
culture and the formation of world view in schools. The role 
models teachers provide, the structure of classrooms and of 
teacher-student relationships, the way in which the school is 
governed, the textbooks that are approved, the concepts that 
are tested for, the attitudes and behavior that are rewarded or 
pIJnished--all convey messages about approved and rewarded val
ues and bel1.efs. (Arons, 1983, p. 204) 
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Stereotypes Confuse the Issues 

The literature about the traditionalism/humanism controversy 

- appears to routinely employ two broad stereotypes. The traditionalist 

is pictured as a zealous, blind-faith, anti-intellectual parent-crusad-

er, busily censoring textbooks. (Bollier, 1984, pp. 11-19) (Scales, 

1981, pp. 300- 304) (McNab, 1981, pp. 295-299) (Parker, 1981, pp. 10-

13) The humanist opposition is characterized as some individual (often 

with an advanced degree) desiring to instill evil into the minds of 

children by preaching from a copy of Humanist Manifesto II. (laHaye, 

1983) (Buchwald, 1981) 

Some of the literature seems merely to perpetuate of those sim-

p1istic stereotypes. Barbara Parker quotes Charles Park, a professor 

of education at the University of Wisconsin-Whitewater, on these 

opponents of the public schools, "Absolutism and anti-intellectualism 

appear to surface during times of stress. As change, uncertainty, and 

frustration build within a society, it is to be expected that some will 

use the rhetoric of absolutism for political gain. And that they will 

seek to impose such absolutism on others." (cited ~n Parker, 1981, p. 

11) Parker also believes that these absolutist anti-intellectuals want 

the Bible back in the public school and want children shielded from 

information that might lead to questions. (Parker, p. 10) 

Art Buchwald uses the stereotypes tongue-in-cheek: 

"Secular humanists are not joiners. They don't have cells 
where they plot anti-American and anti-God propaganda. Most of 
them work alone, doing historical research, writing textbooks 
and novels, and explaining how babies are born. They pollute 
children's minds with how the world is, rather than how the 
fundamentalists would like it to be." (Buchwald, 1981) 
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What is destructive about the stereotypes is that they obscure 

the real issues of the controversy: the philosophical differences that 

place these two factions in opposition. For example, at issue is not 

whether traditionalists are anti-intellectual. Professors Penman and 

Adams of the College of Education, Washington State University, oppose 

humanism in the schools. They state, however: 

To educate the youth in our country, we must ultimately address 
the problem of values. We must prepare students for life by 
examining the world, including our source, our~elves, our 
society, and our knowledge as a part of the world. This search 
for truth must include the methods of rational discussion, 
critical analysis, examination of commonsense knowledge, as 
well as scientific knowledge, induction, deduction, objective 
and subjective analysis, and experience. (Penman and Adams, 
1982, p. 310) 

McGraw argues that traditionalist groups, rather than being anti-intel-

lectual, are instead objecting to a "progressive life-adjustment 

philosophy" that "places all emphasis on the child's social and psych-

ological growth, instead of on basic reading, writing, thinking, commu-

nicating skills, and factual knowledge." (McGraw, 1976, p. 4) 

In an article in Educational Leadership, Duane Mattheis claims 

that the traditionalists are really not the stereotypic "censors" 

despite the claims of "ole liberal left." (For examples see Hung, 

1979; Jenkinson, 1977) He says that "censorship" is the term the 

opponents and others use whenever selection of library books, text-

books, and instructional materials is discussed. But, he objects, "no 

school buys or approves for use everything that is available. Con-

cerned parents in 'the movement' are simply asking that schools select 

materials that reflect the mores of their respective communities." 

(Mattheis, 1981, p. 209) 
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The stereotype of a sinister elementary sc?ool teacher preaching 

to her class from the Humanist Manifesto II is also one that masks the 

real issues of this controversy. (laHaye, 1983, p. 83) Secular human

ists have a miniscule "membership" among public school personnel. 

(Primack and Aspy, 1980, p. 226) Indeed, identifying "card-carrying 

secular humanists" is not the real point of the parent protest over 

curriculum in the schools. McGraw says, "What needs to be asked, 

instead of pointing fingers at who is a 'secular humanist' and who is 

of the 'religious right, 
, 

is what values are authoritative in our 

society and how government should address them." (McGraw, 1982a, p. 3) 

This study asks what values and basic philosophical presupposi

tions are being taught in a sample curriculum. After identifying those 

values and presuppositions, it is asked if they can logically coexist. 

By having noted traditionalists and secular humanists assess a curric

ulum for philosophical underpinings, it can be determined if there are 

areas of agreement. Perhaps beyond the stereotypes and misconceptions 

of the controversy as reported in the media, there are issues of philo

sophical agreement wherein traditionalists and humanists could, as 

Sidney Hook notes, "advocate similar educational positions." (in Pri

mack and Aspy, 1980, p. 226) 

Summary 

This section suggests that the controversy over traditionalism 

vs. humanism in the public schools has a history sparked at least in 

part by publication of the Humanist Manifesto II. That publication 

provided a unified documentation of the world view that traditionalists 
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were reacting against. (The footnote [number 11] on page 495 of the 

U.S. Supreme Court ruling in Torcaso v. Watkins provided for widespread 

use of the term "secular humanism.") Humanism has long been seen by 

some to be "inevitable as a life philosophy of all intelligent 

people." Kurtz claims it is not secular humanism, but the "modern 

curriculum" to which traditionalists are reacting. But Dunphy sees a 

main vehicle for humanism's expansion to be the public schools, where 

teachers are to be agents of change from the old morality and 

traditional beliefs. While many groups and individuals have reacted 

against the humanistic world view in the schools, there is considerable 

speculation as to what the objectors aspire. The destruction of 

pluralism in our society? Political power? Both propositions are 

refuted by traditionalist spokespeople. However, political power is an 

evident result of "the movement." (Parker, 1981, p. 10) (Brodinsky, 

1982) 

Stereotypes of traditionalists and htmanists have been generated 

by the nature of the controversy. These stereotypes serve to mask the 

real issues of the controversy. Anti-intellectualism and "censorship" 

are stereo typic descriptions of the traditionalist, and the humanist is 

stereotyped as a Manifesto II teacher-preacher in the classroom. In

stead of attempting to determine who is a traditionalist and who is a 

humanist, some commentators have suggested that the real issues of this 

controversy center 

tionship to the 

on the values actually bbing taught and their rela

philosophical presuppositions of these two world 

views. After identification of these values and presuppositions, one 
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can seek to determine whether the two world views can logically coexist 

in a school curriculum. Perhaps when focus is placed simply upon the 

contextualized application of the world view of the traditionalists 

and that of the humanists, there may be significant areas of agreement. 



Literature on Family Life Education 
as Exemplifying the Conflict 

With regard to specific curriculum areas, Graham (1984) says 

that those opposing humanism have targeted four areas in which they 

object to the teaching approach. These are American history, evo1u-

tion, values education, and sex education. (p. 43) Of these four, two 

areas are included in a nationwide curriculum trend called "Family Life 

Education" (FLE). 

History and Background of FLE According to its Developers 

The early history of family life education is traced by Miller, 

Schvaneve1dt, and Jenson (1981). They say that while the practice of 

family life education expressed as "folklore, religious dogma, and 

general wisdom is ancient," the "formally developed family life educa-

tion using goals, evaluations, and empirical data is recent." (p. 625) 

Home economics and sociology had formed professional identities by 1908 

and both had become involved in marriage and family education in the 

early 1920's. In 1938 the National Council on Family Relations was 

organized. The magazine Marriage and Family Living was a forerunner to 

the Journal of Marriage and the Family and "regularly published poetry, 

prose, and a number of home exercises designed to have the reader more 

fully appreciate marriage and family life." (p. 626) However, family 

life education of today, they say, is replacing former views with "a 

more realistic evaluation of new family forms." (p. 626) 

56 
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Scales (1981b) gives more recent history of the sex education 

trend. He says opposition to sex education has existed throughout the 

last 100 years but only since the late 1960's have attempts been made 

to document both the barriers and the strategies for overcoming them. 

Among the obstacles he sees to sex education are a) the basic assump

tion of the powers of sexual impulses, b) conflict between moral 

absolutism and situational ethics, c) disagreement between those who 

feared sexuality and those who celebrated it, d) concern with the 

effects of learning about sex, and e) struggles in defining appropriate 

roles for varying social groups and institutions to take in sex educa

tion. (p. 557) 

Tracing the funding history of sex education, Scales (1981b) 

says the passage of the National Family Planning Service and Population 

Research Act in 1970 added a Title X to the Public Health Services Act 

and created greater opportunities for publicly financed sex education 

and services for teenagers. The Office of Family Planning (O.F.P.) 

within the Bureau of Community Health Services has been the leading 

agency assisting family planning health educators since 1970. The 

O.F.P. supported a 

decision-making and 

hoods in Memphis, 

variety of curricula (that increasingly focused on 

communication skills) developed by Planned Parent

Santa Cruz (CA) , and Alameda/San Francisco. The 

O.F.P. also supported regional training centers throughout the country 

that provided continuing education and resources for family planning 

professionals. 

In 1974 the National Institute of Mental Health awarded a grant 

to the Institute for Family Research and Education to offer programs 
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They also trained community leaders to offer pro-

grams in sex education. In 1980, the Sex Information and Education 

Council of the United States (SIECUS) was awarded a major private grant 

to conduct prototype sex education programs for parents in Phi1ade1-

phia. Since 1974, Planned Parenthood of Santa Cruz County has been 

involved extensively in the development of family life and sex 

education programs. (Wagman & Bignell, 1981) In 1978, Planned Parent

hood, funded by the Department of Health Education and Welfare (DHEW) 

Office for Family Planning implemented the Family Life Education 

Program Development Project. This statewide research and demonstration 

project worked with thirteen diverse California School districts to 

develop programs, train administrators and "district trainers", secure 

community involvement, train teachers, and implement the programs. 

These programs are now implemented nationwide. 

Another organization offering nationwide Family Life Education 

training programs for school districts is Education Training Research 

Associates (ETR). Their statement of purpose says that they were 

developed in 1981 "in response to requests from parents, students, and 

community groups for responsible and effective family life education 

programs in their schools." (ETR, 1984, p. 4) They say that they 

recognize and support parents as "the primary family life educators of 

their children and see the school's role as supplementing the education 

that occurs at home." (p. 4) 

Scales (1981b) says that in the past the emphasis of sex educa-

tion has been upon prevention of ill health. He gives teenage pregnan-

cy and sexually transmitted diseases as examples. In the 1980's, 
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however, the emphasis has changed to good health or "wellness" through 

"sexuality education." The new programs of the 1980's should support 

the following values, says Scales: a) knowledge about sexuality is 

helpful, not harmful, and controversy is an integral part of dealing 

with difficult issues; b) self-esteem is central to effective decision 

making; c) sex is not the same as love; d) children must learn how to 

make distinctions in the kinds of relationships they want with differ-

ent people, including platonic, sexual, and passionate; and e) commu-

nication and assertiveness skills are essential in enacting decisions. 

(p. 563) 

In an article in The Journal of School Health, Sol Gordon des-

cribes "Family Life Education" as a quality sex education program 

including values education. "My view," he says, "is that a quality sex 

education program--perhaps more appropriately entitled 'Family Life Ed

ucation'--must include the following principles ••• " (Gordon, 1981, p. 

215) He details seven principles as follows: 

1. Enhancing the self-conceet -- with the knowledge that young 
people who feel good about themselves are not available for 
exploitation and don't exploit others... People who are consis
tently "grading" themselves against unattainable goals are preven
ted from developing esteem for who they are and will find it 
exceedingly difficult to establish mature relationships or act in a 
sexually responsible manner. 

2. Preearation for marriage and parenthood --understanding the 
interpersonal skills and responsibilities that strengthen family 
life such as communication, compromise, a good sense of humor. 

3. Understanding love as the basic component of a person's 
sexuality, including help in deciding "how you can tell if you are 
really in love." 

4. Preparation for making reseonsible decisions in critical areas 
of sexuality based on a universal value of not hurting or exploit
ing others. 
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5. Helping people understand the need for egual opportunities for 
males and for females. Schools have a responsibility to discourage 
sexism. 

6. Helping people 
who don't conform 
child bearing. 

develop tolerance and appreciation for people 
to the traditional norms regarding marriage and 

7. Contributing to knowledge and understanding of the sexual 
dimension of our lives, including the realization that we are 
sexual beings at birth, that we continue to have sexual needs and 
will be building our sexual identities throughout life. This also 
necessitates an appreciation for the wide range of sexuality, with 
the recognition that sexual expression is neither limited to 
heterosexual, genital intercourse nor to reproduction. Feeling, 
communication and values should be the focus of Family Life 
Education. (Gordon, 1981, pp. 215-216) 

Sol Gordon, a signer of the Humanist Manifesto II, is a Profes-

sor of Child and Family Studies at Syracuse University and Director of 

the Institute for Family Research and Education. Dr. Gordon is author 

of numerous books and materials for sex education in the schools. 

Being a humanist and one well-known in the "family life" or sex educa-

tion field, he speaks as an authority for one side of the controversy 

in the schools. 

Key to the success of the Family Life Education program, accord-

ing to Wagman and Bignell (1981) are four factors: 

1) Community involvement and support should be secured through 

large "advisory committees" designed to include a broad range of par-

ent, student and community views, "including those of resistant fac-

tions." These committees are to be officially recognized by the local 

school boards, but teachers trained in Family Life Education (FLE) 

ultimately make the decisions about what is acceptable to the school 

board, parents and students. (p. 247) 
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2) Administrative involvement and support should be obtained 

by sending a school administrator through the FLE training and desig

nating that person as responsible for coordinating the program develop

ment (ETR Associates, 1984, p. 3). This support may also come through 

including respected community members, parents and/or district person

nel in preliminary discussions or through preparation of a plan that 

responds to the administrator's personal belief conflicts, fears, and 

teacher selection and scheduling problems. (Wagman and Bignell, 1981, 

p. 249) 

3) An effective and acceptable curriculum should be adopted. 

This can be assured, say Wagman and Bignell, through use of the Family 

Life Education Curriculum Guide (available through Planned Parenthood 

of Santa Cruz). The major components of this guide include: enhance-

ment of self-esteem, clarification of values, development of communica

tion and decision making skills and provision of accurate information. 

4) "T~acher training with impact" should be obtained to insure 

the success of the Family Life Education program. This results when 

trained teachers can go back to their classrooms and ~ what they have 

learned, say Wagman and Bignell. They recommend "support groups" of 

other trained teachers and community people to keep the teacher moti

vated. The training should include acquainting teachers with potential 

guest speakers from local agencies. It should provide opportunities 

for teachers to reflect on their own values by exposing them to the 

diversity of values that exist around "sensitive issues." Teachers in 

training should also participate in values clarification activities on 

a personal level. (Wagman and Bignell, 1981, p. 251) 
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Some Objections of Traditionalists 

What are traditionalists objecting to in the Family Life Educa-

tion curricula? Barbara Morris (1980) says, "Parents don't object to 

appropriate sex information. 

education in the schools. 

But they do object to the humanist sex 

There is a difference." (p. 614) Morris 

says that in the 1970's parents began to discover that their children 

were learning a new brand of sex education in the schools. 

Goals of FLE. Educators claimed the new programs were needed 

because of the increase in teenage pregnancy, venereal disease, and 

misinformation from learning the "facts of life" in the streets. 

Morris argues that the new sex education has no evidence to support 

claims that these problems will be alleviated. Burton (1983) agrees 

with Morris, saying: 

Some people believe that the absence of correct sex information 
fails to warn or protect careless and ignorant teenagers from 
casual sex which produces children before the couple or either 
partner is ready or able t·o accept family responsibilities. 
Others believe that emphasizing in a school context the avail
ability and use of contraceptives and sexual decision making 
removes modesty, arouses sexual interest and gives the appear
ance of the school's endorsing adolescent sex, thus becoming 
the cause rather than the cure of teenage pregnancy. After ten 
years of intensive sexuality education in California schools, 
statistics seem to bear out the latter view. (p. 1) 

But Morris' objections extend beyond a belief that the programs 

do not reduce teen pregnancy, venereal disease, and street knowledge. 

Her concern is rooted in a values conflict. Morris (1980, p. 614) 

cites humanists Sidney and Marianne Simon regarding what they call the 

"immorality of morality": 

Some changes are desperately needed. Schools can no longer 
be permitted to carry out such a horrendously effective program 
for drying up students' sense of their own sexual identity. 



The schools must not be allowed to continue fostering the 
immorality of morality. An entirely different set of values 
must be nourished. (Simon and Simon, "Sexuality and School," 
Colloquy, May, 1978) 
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The values to be eliminated, posits Morris, are Judeo-Christia~ 

values. She contends that the goal of school sex education from the 

very beginning has been the elimination of "'myths' and 'hang-ups' 

imposed upon young people by the restrictive Judeo-Christian ethic of 

their parents." (p. 614) Hitchcock (1982) says, "The leading 'experts' 

in the field (such men as Lester Kirkendall and Sol Gordon, signers of 

Humanist Manifesto II) state bluntly that their purpose is to help 

students 'get over their hangups.' These are precisely the moral 

principles they learn from their parents or their church." (p. 107) 

Because traditionalists believe in objective value, which translates 

into moral absolutes, sex education classes which teach moral re1ativ-

ism or situation ethics, are inimical to their belief. (Graham, 1984, 

p. 48) 

Gordon does not see the new Family Life Education as immoral or 

amoral. His article (1981) "The Case for a Moral Sex Education in the 

Schools" has a subtitle "A Ca1l for Values." The values that Gordon 

discusses for the teaching of family life education are, however, on 

close examination, actually in conflict with those of the Judeo-Chris-

tian tradition. He says, " ••• the function of a moral education is to 

encourage people to strive toward the universally accepted ideals-of 

our democratic, pluralistic society and to present facts which faci1-

itate responsible decision making." (p. 215) He explains, however, 

that "'values' are not static, as evidenced by our need to amend the 
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Constitution from time to time." He says, "We must teach the value of 

equality of the sexes, dignity and respect for all human beings ••• 

against racism, sexism and the double standard." (Gordon, 1981, p. 

215) 

Humanist Paul Kurtz says, "In essence, humanism is the movement 

to achieve democracy in all phases of our social life." (1976, p. 5) 

However, traditionalists do not accept the ideal of a pure democracy as 

the basis for decision making, or for teaching in the classroom. They 

are concerned not with voting for what will be considered to be right; 

rather, they believe there are objective, unchanging standards. 

(Schaeffer, 1976, p. 215) 

Use of "Pluralism". The issue of "pluralism" is also a source 

of conflict for traditionalists. Attorney Tom Burton addresses the 

"unfair" demands made through the use of this concept in California 

schools: 

California law guards against ••• political advocacy, but we 
have learned by sad experience that if school administrators 
can be persuaded that the pluralism of California society 
demands that the health education curriculum embody a new 
search for personal values by school children, invariably the 
schoolhouse door is opened to contraception and abortion 
purveyors, since sexual promiscuity is a demonstrable part of 
that pluralism. (1983, p. 2) 

Burton says that the school can become a propaganda surrogate of 

special interests. Thus, a conflict arises regarding the appropriate 

roles for varying social groups and institutions to take in sex ed~ca-

tion. Burton objects to indoctrination of schools' personnel by off-

ices of family planning, various population control groups and abortion 

providers. (p. 1) 



65 

Scales, however, sees that rlcontroversy is an integral part of 

dealing with difficult issues," (1981b, p. 563) and advocates the 

participation of 

the public school 

his organization, Planned Parenthood, and others in 

classroom. Burton (1983) holds that "Traditional 

values are not to be scoffed at as incompatible with a pluralistic 

society and changing mores." (p. 7) 

Macklin (1981), with Gordon (1981), sees pluralism. as a chal

lenge for school students. Discussing a format for introducing "avail

able lifestyle options" to students, she says, "Preparing persons to 

deal constructively with the complexity of the new pluralism and to 

make informed choices for themselves with regard to lifestyle is the 

challenge of family life education in the '80's." (p. 568) Tradition

alists disagree. They believe that the new role of the teacher as a 

"disinterested moderator of a student debate about the relative merits 

of a pluralism of 

(Burton, 1983, p. 

values" 

2) But 

is not in place in the public schools. 

Macklin maintains that because there are 

"seemingly endless variations currently evolving" in personal life

style, students should be informed of their options and prepared to 

make rational decisions among the following "family forms": dual

career families, commuter marriage, gay fathers, lesbian mothers, the 

open family, and the urban commune. (1981, p. 568) It is possible, 

says Macklin, "given the increased acceptance of pluralism in modern 

society and a careful choice of associates, to write one's own life

style script in any of a number of ways." (p. 574) 
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Rational versus Right Decisions. Shumway argues against this 

use of "rational" decision making in the Congressional Record (June 3, 

1981) : "Now as desirable as information is, I would argue that what we 

are looking for in this area is not rational decisions, but right 

decisions." (p. E2713) He says that people go wrong in thinking that 

rational decisions will be right ones. Worse, he continues, is that 

among the competing moral systems dealing with sex education, there is 

disagreement about what is rational and desirable. The schools are 

barred by current interpretations of the Constitution from offering the 

kind of moral context for sex education which emphasizes the Judeo-

Christian diety as the source of morally right action--right in the 

estimates of the average parent whose children are candidates for sex 

education. Because of this, says Shumway, the schools "ought to flee 

from sex education as from the plague. They cannot possibly satisfy 

the wishes of the parents without the moral context." (p. E2713) 

Sex-Role Elimination. Authors of Family Life Education curric-

ula take a firm stand for the elimination of "sex role stereotypes." 

(Gordon, 1981; Macklin, 1981; Planned Parenthood, n.d.) Macklin states 

that "our society has made significant strides toward removing sex-role 

stereotyping and achieving more sharing of child-rearing and household 

responsibilities ••• " (p. 570) She assumes that this is a positive, 

beneficial change, but recognizes the conflicts that arise from 

attempts at "sexual equality": 

As women 
as parental 

come to espouse the same career goals as men, and 
and professional roles are seen as equally 



appropriate for both sexes, increasing numbers of families will 
be confronted by the conflicting priorities of home vs. work, 
and of wife's career development vs. husband's. (p. 570) 
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These conflicts, according to Macklin, are to be dealt with through 

training for "androgynous lives." There must also be a "more conscious 

fostering" of the ideal of egalitarian relationships. (p. 571) 

Gordon (1981) focuses on prejudice regarding sexual roles with 

regard to i~fidelity. He says that teaching in Family Life Education 

classes in the public schools "should reject the traditional double 

morality by which moral sentence is passed upon women for actions that 

a man can commit with impunity." (p. 217) He is not suggesting that 

men be judged more consistently for their infidelity, but that sexual 

unfaithfulness be less seriously considered. He suggests that 

"unfaithfulness" be redefined to mean "disloyalty rather than a sexual 

act in itself." (p. 217) 

Traditionalists object to the redefinition of adultery. (McGraw, 

1980, p. 15) They hold that both men and women should be loyal to 

their spouses. Sexual unfaithfulness is a serious offense in a 

marriage relationship, which is the only proper context for a sexual 

relationship. In addition to sexual exclusivity, a marriage is consid-

ered to be the basis for a family. The man, husband, has a different 

role from the woman, wife. In the traditional view, says Dobson 

(1980), "God has charged men with the responsibility for providing 

leadership in their homes and families: leadership in the form of 

loving authority; leadership in the form of financial management; 

leadership in the form of spiritual training; and leadership in 
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maintaining the marital relationship." (p.22-23) Ralph Martin (1978) 

stresses that it is "the very differences between husband and wife that 

enable them to function in unity." (p. 108) In the traditional view, 

says Martin, 

the direction 

The wife is 

making a home 

possible the 

the husband, as head, has primary responsibility to set 

for the family and represent it to the world at large. 

primarily responsible for the family's internal life, 

and caring for the family members. Her support makes 

life that goes on in the family. "Neither of these roles 

is more important than the other. They are designed to fit together in 

a unified whole." (p. 108-109) 

The "conflicting priorities" mentioned by Macklin are, in the 

traditional view, a result of wrong choices with regard to sex roles. 

When one chooses a role for which he is not innately designed, conflict 

arises. The egalitarian view, believe traditionalists, forces men and 

women into a striving for "equality" that is not really there. Says 

Martin (1978), "That is the whole beauty of God's roles for husband and 

wife: they are perfectly designed for who we are, for our particular 

abilities and characteristics as men and women." (p. 110) 

Redefinitions. Just as Gordon (1981) suggests redefining 

"unfaithfulness" to mean "a disloyalty rather than a sexual act in 

itself" (p. 217), Macklin suggests that "we would be wise to redefine 

marital fidelity to mean "living up to one's vows." (1981, p. 571) 

She reasons that this should be done because evidence shows that-in 

today's society it is difficult to achieve both sexual exclusivity and 
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permanence, and that insi~tance in sexual exclusivity seems to lead to 

a pattern of serial monogamy. Says Macklin, (1981): 

If one were to follow this suggestion, it appears that one 
function of family life education is to help students think 
clearly about what promises they can realistically make to 
their partners. It is possible, for instance, that instead of 
ing a lifetime of sexual exclusivity, a couple might agree to 
the process by which they will deal with any desires for extra
marital intimacy. Thus, it becomes necessary for the curricu
lum to include the teaching of communication and conflict
negotiation skills ••• and that some consideration be given to 
constructive approaches to the problems of jealousy and posses
siveness... (p. 571) 

Schultze takes this view a step further stating, "marriage needs 

to be redefined in terms of today's morality and today's attitudes." 

(McGraw, 1980, p. 5) Macklin suggests that Family Life Education class-

room exercises should "give the student the experience of thrashing out 

[a marriage] contract [to] serve to alert the individual to the range 

of potential problem areas, give practice in negotiation, and elicit 

discussion about possible criteria for termination of a relationship." 

(p. 570) 

The family professional establishment and feminists argue for a 

redefinition of "family" from the traditional: "Persons related by 

blood, heterosexual marriage or adoption," to what McGraw (1980) calls 

"an open-ended definition based on the subjective feelings of individ-

uals." (p. 5) The National Organization for Women adopted the American 

Home Economics Association definition in 1979. It reads: 

••• two or more persons who share resources, share responsibil- -
ity for decision, share values and goals, and have a commitment 
to one another over time. The family is that climate one 
"comes home' to" and it is this network of sharing and commit
ments that most accurately described the family unit, regard
less of blood, legal ties, adoption or marriage. (in McGraw, 
1980, p. 5) 
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This redefinition of the family reflected in Family Life Education 

curricula opens the classes to consideration of any and all forms of 

people "sharing" together. McGraw criticises this saying: 

The essence of family life education is to know the options, 
weigh the pros and cons of each alternative from chastity to 
beastiality, and to choose which family form is the most com
fortable for each individual. The moral relativism which is 
widely perceived as doing great harm to the family in today's 
society is too often the philosophical basis for what passes 
for "marriage and family living" in many school courses. (p. 
15) 

These redefinitions are objectionable to traditionalists. These 

school courses are supported by many parents who assume that "Family 

Life Education" and "Marriage and Family Living" represent a tradition-

a1 understanding of those terms. McGraw cites as an example of this 

that many of the same people who, in the Gallup poll commissioned for 

the White House Conference on the Family, said a decline of traditional 

values was having a negative impact on families also said that they 

were in favor of teaching marriage and family living in the schools. 

(1980, p. 15) According to transcripts of the proceedings before the 

u.s. Department of Education on the Pupil Rights Amendment, parents who 

have opted to have their children take Family Life Education (FLE) are 

later shocked to learn the values and redefinitions by which those 

courses are being taught. (Sch1af1y, 1985, pp. 65,115,123,144,147 etc.) 

Sex Out of Proper Context. While Scales (1981b, p. 557) sees 

the opposition to sex education in the schools as a matter of "fear~ng 

sex" versus celebrating it, traditionalists see this as a matter of 

placing sex in its proper context. Burton (1983) says that adolescent 

sexual intercourse is not a lawful choice and thus is not debatable. 
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(p. 2) Traditionalists believe that sex is to be celebrated in an 

exclusive, heterosexual relationship in marriage. 

Parents as Primary Sex Educators. Family Life Education is 

billed as promoting the concept of the parents as primary sex educators 

of their children. (Gordon, 1981, p. 217) (E.T.R., 1984, p. 4) 

(Scales, 1981b, p. 564) However, traditionalists assert that the 

curricula are not supportive of parents in this role. Burton (1983) 

states that Modern Sex Education, by Floyd Julian and Elizabeth 

Jackson, a text used in whole and also excerpted in many FLE classes 

"depicts parents as incapable of talking with their children or coping 

with the possibility that their son or daughter might be sexually 

active." (p. 5) Burton continues, 

Most adolescents are not sexually active and parents entrusting 
their children to the school for education, not life adjust
ment, expect support from the school in teaching fundamental 
values. Parents expect, therefore, that the school will 
encourage children to talk to their parents and not give the 
opposite message; that communication with parents is useless 
because they cannot cope. Such meddling in the parent-child 
relationship is highly offensive and illegal. (p. 5) 

Shornack and Shornack (1982) believe that in the new sex educa-

tion students undergo "emotional re-education" through a progression of 

relaxation, rationality and responsibility which perpetuates an indi-

vidualizing process. As students learn to relax about issues they have 

been taught are disturbing, they learn to rationalize behavior and 

"take responsibility" for their own behavior. This process, say the 

Shornacks, leads to individualization and has given rise to a pro-

liferation of "support systems" for teenage mothers, family planning 
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clinics, "structured" groups in the classroom, and counseling services, 

a vast governmental apparatus. (p. 542) They hold that the new sex 

education 

tries to apply an abstract principle, sexual liberation, in 
imprudent disregard of circumstances, notably the differences 
between people--aoolescents are not emotionally mature adults, 
girls require protection and males require constraint--and the 
inevitable ties between adolescents and their parents. Indul
ging ourselves in schemes to have the schools and family plan
ning clinics rescue us from our problems only puts off the day 
when parents must reclaim their authority and their responsi
bility. (p. 542) 

Scales (1983) in a rejoinder to the Shornacks' critical view, 

states that the new sexuality education programs are not thrust upon 

unwanting parents by outsiders, but are "most often a local response to 

a locally felt need." (p. 288) Scales cites an "in depth study of 23 

u.S. communities" with findings that 70% had community advisory commit-

tees, including clergy and parents, to help develop appropriate local 

programs. He says that the programs with the most significant parent 

involvement were the most comprehensive in their content. 

Thus, it is clear that sexuality education programs are 
responding to local needs as perceived by superintendents, 
teachers and parents. To the extent that the perceptions of 
these perhaps more involved people deviate from the rest of the 
community's perceptions, the resulting programs could be des
cribed as imposed. The foregoing and the following evidence, 
however indicate that these programs are not imposed but 
requested. (p. 288) 

Scales goes on to cite national opinion polls revealing parental 

support of sex education programs in the schools. These, as was men-

tioned, McGraw says are a result of parents admiting a need for student 
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information, but they are not indicating that parents support the 

values being taught in the new sex education programs. (McGraw, 1980, 

p. 15) 

Morris (1982) discusses the community advisory committees that 

Scales refers to as signs of support for the content of these pro

grams. Citing a publication entitled "Citizens Committees" by Columbia 

University educators Daniel R. Davies and Kenneth F. Herrold (1954), 

Morris explains what they affirm are the purposes of such committees: 

the committee is designed not to benefit the citizens, but those who 

set them up. Most parents, anxious to avoid confrontation, prefer to 

work quietly "through the system" to try to get things working to their 

satisfaction. For most people, an invitation to "participate" on a 

committee is difficult to turn down. The group dynamic is powerful and 

is used to encourage adversaries to fall in line with what are most 

often, predetermined decisions. The citizens committees are estab-

lished to serve as community change agents. 

of these committees because they "can 

Davies and Herrold approve 

be helpful in guiding public 

thinking ••• once a policy of leadership is reached ••• " Morris states 

that the citizen committee used to demonstrate support of a pre-planned 

educational agenda "demonstrates all too clearly the contempt that 

educators have for the intelligence, individuality, and legitimate 

concern of parents and community members." (Morris, 1982, p. 2) 

Whether or not Morris is correct about the use to which these 

committees are put in Family Life Education, program planners do state 

that it is the function of school personnel to oppose those who are not 
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in favor of 'their program. Wagman and Bignell, in "Starting Family 

Life and Sex Education Programs: A Health Agency's Perspective" (1981) 

say: 

If parents have been fully involved in program development, 
they will be more likely to trust the program. Determined and 
sometimes organized opposition does exist. While it may be 
impossible to convert opponents to supporters, it is possible 
to neutralize their effects on the program as a whole. (p. 249) 

McNab (1981) says, "As educators of sexuality and professionals 

concerned with the overall health of school children, it is imperative 

that we confront the opposition in their efforts to stop school sex 

education programs." (p. 297) Thus, many traditionalists believe they 

are given only "lip service" as primary sex educators of their chil-

dren. They resent the opposition of public school personnel who are 

using their tax dollars to teach their children values with which they 

disagree. (Schlafly, 1985, pp. 85,127,146,156,160 etc.) 

Summary. A summary of the traditionalists' view of Family Life 

Education may be found in Burton's admonition to a school 

superintendent: 

There are available many model health curricula which weight 
the values applicable to sex information (as contrasted with 
sexuality propaganda) in favor of healthful attitudes, parental 
respect, moral self-discipline and lawful conduct ••• We trust 
that whatever plan you adopt will be consonant with statutory, 
constitutional and traditional moral values, and respect the 
nascent maturation, natural modesty and native privacy of the 
children in your charge in parens patriae. (1983, p. 7) 

The Question of "Whose World View?" 

While a number of value conflicts exist between traditionalists 

and the developers of Family Life Education curricula, the question may 

still be asked, "Is this a value conflict between traditionalism and 
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humanism?" Indeed the complaint of some has been that they are unjust-

ly being labeled 

any knowledge of 

Aspey, 1980, p. 

"secular humanist" when they have in fact, not even 

secular humanism as a world view. (Primack and 

226) (Buchwald, 1981) For traditionalists the concern 

is not in labeling people "s~cular humanist," but rather in determining 

what values are authoritative in our schools and how they shall be 

addressed. (McGraw, 1982a, p. 3) The fact remains that some of the 

major leaders in the development of Family Life Education curricula are 

confessedly secular humanists: Sol Gordon, Lester Kirkendall, Alan F. 

Guttmacher (former President of Planned Parenthood Federation of Amer

ica), and Albert Ellis are all signers of Humanist Manifesto II 

(1973). Kirkendall and Ellis are also signers of "A Secular Humanist 

Declaration" (in Kurtz, 1983, pp. 14-23) (Free Inquiry, 1981, pp. 3, 

45) But it must be asked if the materials in use in classrooms are 

reflective of the humanist's world view. More important, can the 

philosophical assumptions of humanism and traditionalism logically 

coexist if they are present in a given curriculum? This study will 

analyze lessons from the Pinion Unified School District Family Life 

Education Curriculum to determine if there are areas of philosophical 

agreement between traditionalists and humanists when their beliefs are 

contextualized in classroom application. 
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described. 

this chapter the 

The rationale 

CHAPTER THREE 

PROCEDURES 

procedures for 

for the format 

conducting the study are 

is given followed by a 

description of the development of the instrument. The derivation of 

the literature review and the criteria for the selection of sources are 

provided. Addressed, in order, are the reliability and validity of the 

data, the reason for focusing on Family Life Education, the selection 

of the sample curriculum, the criteria for selection of lessons to be 

examined and the procedure for the supplemental verification of 

results. The method of the study is presented as well as the method 

for analysis of the data. 

Rationale for the Format 

The format used for this study is designed to assist in answer

ing the research question: Are there areas of philosophical agreement 

between the contemporary world views of secular humanism and Judeo

Christian traditionalism as they apply to public school curricula, or 

are these two belief systems mutually exclusive and irreconcilable? 

The first step toward answering this question was to comprehen

the philosophical assumptions of the two world views. sively delineate 

By juxtaposing the two belief systems according to given philosophical 

standard philosophical problems, the similarities and questions or 

76 
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differences of the basic assumptions could be seen. By relating those 

assumptions to actual classroom controversy (as discussed in journal 

articles and literature on the public schools), the philosophical 

positions were evidenced in application. These philosophical positions 

were directed to answering five basic questions regarding the public 

schools. Thus, a "philosophy of education" was formulated for humanism 

and traditionalism • 

. Having thus focused on those issues of pertinence to the actual 

philosophical controversy between humanism and traditionalism, a second 

step toward answering the research question was taken. Lessons from a 

specific sample curriculum illustrating the philosophical assumptions 

were examined. By assessing these lessons from the two world views, 

possible areas of philosophic agreement were determined. The curricu

lum was then judged on the basis of internal consistency and logical 

soundness. Contextualization of (secular) humanism and (Judeo-Chris

tian) traditionalism in lessons representative of many used throughout 

the United States, provided an answer as to whether these two belief 

systems could logically coexist in public school curriculum. 

Development of the Instrument 

The instrument developed for this study was designed to clearly 

frame the philosophical assumptions of secular humanism and Judeo

Christian traditionalism as they relate to the field of public school 

education. In order to be comprehensive in format, this instrument had 

to include philosophic categories addressed by both world views. For 



78 

example, traditionalists hold as valid certain cosmological questions 

that humanists 

(Lamont, 1965, 

consider not applicable to the essence of reality. 

pp. 58-59) (Lewis, 1984, pp. 1-18) (Schaeffer, 1971, 

p. 13) Thus, the outline of philosophical categories or problems was 

chosen on the basis of its inclusiveness of the major questions of 

historical philosophy. To be certain that the outline was a reliable 

depiction of the field of philosophy, it was chosen from a well known 

philosopher of education. J. Donald Butler, an American Idealist, is 

the author of the outline of philosophy used in this study. He is an 

authoritative philosopher of education (Burns and Brauner, 1961, p. 76) 

(Johnson, et.al., 1972, p. 354) (Power, 1982, p. 121). 

Further application of the philosophical assumptions to the 

field of public school education was provided through the addition of 

five topics designated "Educational Values." They are commonly 

addressed in foundations of education texts (Ornstein and Levine, 1981) 

(Beckner and Dumas, 1970) (Johnson, et al., 1972). Basically, these 

topics address the questions: What is this public schooling all about? 

the goal of education; Who is responsible for publ~c school teaching? 

the role of the teacher; Why have taxpayers chosen schools to educate 

the young? the role of parents; How is education provided? - the 

proper methodes) of teaching in the public school; and Where is this 

teaching done? - the proper function of the public school. 

Derivation of the Literature Review 

The content of this study was derived from an extensive review 

of the literature regarding humanism and traditionalism and their 
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applications in the public school. Material selected has been examined 

for its accuracy in relation to primary sources. 

Sources reviewed include: 

1. Dissertation Abstracts International, volume for 1974-

through Volume 44, No.3 (September, 1984). 

2. Computer search through Educational Resources Information 

Center (ERIC). This search was conducted on material from 1966 through 

December, 1984. 

3. Computer search through Sociological Abstracts conducted on 

material from 1963 through Fall, 1984. 

4. Card catalogue survey at the University of Nevada at Reno, 

the University of Arizona, the University of California at Santa 

Barbara, and the University of California at San Diego. 

5. Personal interviews with authorities on subjects in this 

study. 

Criteria for Selecting Sources 

Sources for this study were chosen on the basis of their relia

bility as authorities. An extensive library search was conducted to 

locate those individuals truly aligned and representative of the philo

sophical position they espouse. As a general principle, sources 

selected in this study to represent the beliefs of humanism profess to 

be humanists. They are signers of Humanist Manifesto I, Humanist 

Manifesto II, the "Secular Humanist Declaration," or are contributors 

to The Humanist, the official publication of the American Humanist 

Association. In the absence of similar signed documents representing 
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the Judeo-C~ristian tradition, sources selected as traditionalists were 

confirmed as authoritative by one or more of the following: 

1. Forrest Turpin, who is the Executive Director of Christian 

Educators Association International, an organization of Christian 

professional educators. 

2. Dr. Paul A. Kienel, who is the Executive Director of the 

Association of Christian Schools International. 

3. Dr. Onalee McGraw, who is an author and for six years was 

the consultant on education to the Heritage Foundation, a public policy 

and research institute respected for its reputation as a conservative 

"think tank." In 1982, she was appointed by President Reagan and con

firmed by the Senate to the National Council of Educational Research of 

the U.S. Department of Education. She is currently serving as a 

professional staff member for the House Select Committee for Children, 

Youth and Families. 

4. Dr. Paul Vitz, who is an associate professor of psychology, 

New York University. 

5. Dr. Edward Wynne, who is a professor of education, Univer

sity of Illinois at Chicago. 

In cases where a source had well documented material to substan

tiate his statement, some exceptions to the above verification rule 

were made. For example, Gage and Berliner, in their college text, 

Educational Psychology (1984), discuss humanistic approaches to teach

ing without giving their personal endorsement of the belief system that 

generates these approaches. 
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Reliability and Validity of Data 

The reliability of data in this study is based upon the careful 

selection of sources who truly represent each world view. Because both 

traditionalists and humanists vary in the degree of their convictions 

and disagree among themselves on details within their world views, a 

number of sources from each camp has been chosen. Where clear differ

ences exist within a world view, these are differences acknowledged. 

For example, humanistic behaviorista reject the notion of man as a free 

agent. (Skinner, 1971, p. 200-201) Other humanists insist upon man's 

free will and freedom of choice. (Humanist Manifesto II, 1973, p. 18) 

A cross-section of opinions has been sought for both tradition

alism and humanism, to assure validity of the instrument. Attempts 

have been made to assure that all sources represent the "mainstream" of 

their respected world view. Primary sources are used wherever possible 

to insure the accuracy of the data. Where one author cites another, 

care has been taken to insure proper documentation. 

Selection of FLE Curricula as the Focus of the Study 

A Family Life Education (FLE) curriculum was chosen for the 

sample curriculum in this study on humanism and traditionalism because 

it has been the source of values conflicts on a national level between 

representatives of these two world views. (McGraw, 1980, pp. 14-16) 

(Vitz, 1983, pp. 109-110,118) (Scales, 1981a) (Jacksonville [Florida] 

Times-Union, 1984, pp. A-l,A-2) (Feather River [California] Bulletin, 

1984, p. 2) 
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The California Monitor of Education (April, 1985) reflects the 

frustrations of one side of the controversy: 

The New Jersey State Board of Education recently renewed 
the mandate requiring all school districts to teach family life 
or sex education courses after the public was locked out of its 
two-hour session. Critics of the plan were told they could not 
enter the hearing room because it was full, but reporters 
allowed in stated the room was only half full. 

Mary K. Smith, 
Concerned Parents, 
support of State 
state mandate. 

president of the New Jersey Coalition of 
called the procedure a sham and urged 

Senate Bill 3-2749 which would overturn the 

Joel Bloom, a 
the family life 
the controversial 
venereal disease. 

State Department of Education coordinator for 
education plan said that no one should expect 
mandate to reduce teenage pregnancies or 

"That's not a goal of the program," he said. 

His statement conflicts with the original goals of the 
program which were supposed to help reduce teen pregnancies and 
venereal diseases. (Arras, 1985, p. 8) 

Humanist Sol Gordon speaks for the other side in the contro-

versy. He outlines seven principles that must be included in a Family 

Life Education program and concludes: 

Feelings, communication and values should be the focus of 
Family Life Education. 

The most successful programs will be those which raise 
young people's level of self-esteem. Young people who feel 
good about themselves and who feel comfortable with their 
values in the midst of their own culture are more likely to 
absorb information openly and use it to their best advantage. 
In this atmosphere, the transmission of values and information 
through sex education programs is most likely to be successful. 
(1981, p. 216) 

The values inherent in the Family Life Education curricula 

include concerns over the function and rights of parents in their 

children's education. Traditionalist parents feel manipulated by 

educators and governmental funding agencies (such as the Office of 
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Family Planning at federal and state levels). They are concerned over 

the nature of the "feelings, communication, and values" that are the 

focus of Family Life educators. Humanists involved in Family Life 

Education, on the other hand, believe that they as professionals and 

"change agents" are responsible for transmitting their values and 

insuring the emotional growth and maximum freedom of the children they 

are teaching. Guerney and Guerney (1981) advance the views that they 

and their fellow family life educators "should take a bolder stance as 

interventionists ••• and above all, use skill-training procedures in 

order to teach new attitudes, and in order "to truly modify their 

pupils' behavior patterns in their present and future families." (p. 

591) Traditionalists agree that this is interventionism, but they see 

this as negative, an invasion of family privacy at taxpayers' expense, 

and a misuse of the proper function of the public school. (McGraw, 

1980, pp. 14-16) 

Family Life Education deals with many such issues and is 

designed to be implemented in all grades, kindergarten through twelve. 

Therefore, it more clearly demonstrates the depth and seriousness of 

the rivalry between humanism and traditionalism than, for instance, a 

tenth grade biology class discussing evolution. 

One curriculum can be validly assessed as "representative" of 

Family Life Education if it was developed through a standard funding 
-

source; if it made use of one of the several national training 

organizations; if it followed the usual citizen's advisory committee 
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format; and if its lessons are in part identical to those of other 

Family Life Education programs throughout the country; and if the 

school district using it had other subsequent contracts for FLE with 

the same source (insuring that they did successfully develop and 

deliver the program as the funding source had contracted them to do). 

Thus, a Family Life Education curriculum was chosen for this 

study because FLE represents multiple values conflicts between tradi

tionalism and humanism in a government sanctioned program which may be 

implemented in public school grades kindergarten through twelve 

throughout the United States. The processes of teacher training and 

program development, along. with the actual class lessons, can be 

demonstrated to be representative of the national FLE trend. 

Selection of the Sample Curriculum 

The individual curriculum chosen for this study from among 

Family Life Education programs is representative of the national FLE 

trend. The program was funded through the California Office of Family 

Planning for the period July 1, 1983 through June 10, 1984, for grades 

8, 9 and 10. It was followed by subsequent grants from that agency to 

develop the program and extend into grades 6, 7, 11 and 12. Teachers 

were trained through ETR Associates, which claims to be "the largest 

national organization in the U.S. specializing in the development and 

dissemination of FLE materials and programs." (ETR Associates, 1985, 

p. 4) 

The sample curriculum, the Pinion Unified School District Family 

Life Education Curriculum (PUSD FLEC), was developed using a 35 person 
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citizen advisory committee, typical of the process throughout the 

country. (Wagman and Bignell, 1981, p. 247) (McNab, 1981, p. 296-297) 

Its lessons were selected from among some of those "currently in use in 

a number of programs in California and throughout the nation," says 

Robert Douglas, PUSD Director of Special Services, in a letter to 

California Senator John Doolittle. (Douglas, 1985) Wagman and Bignell 

(1981) describe several of the lessons contained in the PUSD FLEC and 

attribute them to the Family Life Education Curriculum Guide prepared 

through a 1978 Department of Health Education and Welfare grant to 

Planned Parenthood of Santa Cruz County (California). (p. 248) 

Lastly, the PUSD FLEC is representative of other FLECs in that 

it generated countywide 

debate in the Letters 

concern and public debate. Four weeks of 

to the Editor section in the county newspapers 

accompanied a number of school district Governing Board meetings which 

were opened to the public. At the "final" meeting, action on the 

curriculum was postponed. Debate had continued tV.0 hours, and petitions 

for and against the program had been presented. 

Metcalf (1984), a member of the FLE advisory committee, reported 

the meeting to the local papers. She mentioned that one parent ques

tioned the credibility of the FLE advisory committee, stating that it 

was a poor program, "the way it's put together." (p. 2) A school 

principal said that he did not want any seeds of doubt concerning his 

values as a parent put into his child's mind. He said he "opposed the 

humanistic method, which makes no value judgements. He said if sex 

education must be taught it should include traditional moral values." 
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(p. 2) A student pointed out that a lot of students did not receive 

instruction from their parents, and that she thought the program 

essential. The County Teachers' Association President said that organ-

ization gave overwhelming support to the program. A father stated that 

the program was too explicit, changed students' values, and bordered on 

what he called censored pornography. A mother of six stated that she 

would much rather trust her kid with too much information than too 

little. Another woman, also a supporter, stated that the school could 

not concern itself with only Christian values. She said there were too 

many other religions and values to promote only one set. One man 

pointed out that it is against the law in California for persons under 

18 to be sexually active, and that the schools should not promote it in 

any way. (Metcalf, 1984, p. 2) 

The program was approved two weeks later by a 3 to 2 vote of the 

PUSD Governing Board. 

Criteria for Selecting Sample Lessons 

In order to provide examination of a fair representation of the 

sample curriculum, it was decided that complete chapters, rather than 

individual lessons, would be studied. The curriculum was designed with 

separate units for junior high (eighth grade) and for senior high 

(ninth and tenth grades). Chapter headings are as follows: 

1. 
2. 
3. 

Junior High Senior High 

Self-Esteem 
Decision Making 
Communication 

1. 
2. 
3. 

Self-Esteem 
Communication 
Decision Making 



4. 
5. 
6. 

7. 
8. 

Family Relationships . 
Growth and Development 
Responsibilities within 

Relationships 
Peer Relationships 
Community Resources 

4. 
5. 

6. 
7. 

8. 
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Growth and Development 
Relationships, Parenting and 

Families 
Gender and Sex Role 
Responsibility within 

Relationships 
Community Resources 

From the eight junior high chapters, three were chosen for their 

presentation of typical "Family Life Education" topics that would 

reflect values issues in traditionalism and humanism and would be most 

likely to be representative of FLEC throughout the nation. They were 

also those chapters having "counterpart" chapters at the senior high 

level and thus apparently considered important enough to be elaborated 

upon in subsequent grades. They were the chapters on decision making, 

family relationships, and responsibilities within relationships. These 

chapters, with their senior high counterparts, were requested from the 

Pinion Unified School District through the office of a California state 

senator. The chapters submitted by the school district to the sena-

tor's office were edited in comparison to the curriculum documents ini-

tia11y reviewed by the public and approved by the PUSD Governing Board. 

Because of this, two chapters among the six were chosen for the study 

because they were the most complete and consistent with the initial, 

Board-approved curriculum. 

The chapters selected for the study were the junior high (eighth 

grade) Family Relationships chapter and the senior high (ninth and 

tenth grade) Decision Making chapter. 
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Supplemental Verification 

The writings cited in this study form the basis used to discuss 

the philosophical assumptions of the world views known as secular 

humanism and Judeo-Christian traditionalism. These sources are also 

used for the application of these world views to the Family Life Educa

tion curriculum. However, as a supplemental verification, an opportu

nity was provided for authorities in both camps to personally 

contextua1ize their broader beliefs and assumptions by evaluating the 

curriculum units at hand. Copies of the Family Life Education chapters 

were sent to four traditionalists and four humanists confirmed as noted 

authorities on traditionalism and humanism by the same individuals who 

confirmed the original selection of sources for data. 

The responRes provided by these authorities were analyzed for 

the degree of their agreement with the results of the study itself. 

Because the instrument used in the study to analyze the curriculum has 

been validated on the basis of the writings of numerous reliable 

authorities, areas of great discrepancy between the results of the 

study and the supplemental responses can be judged to be a result of 1) 

discrepancies within the world view between authors cited in the study 

and the individual respondent, 2) logical inconsistencies illuminated 

when the broad generalities of the philosophical positions are focused 

into a specific application in the school curriculum, and/or 3) factors 

unrelated to the world view as is herein described. For example, a 

respondant may hold a social or economic value he believes to be 
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germane to the curriculum lessons and a part of his world view that is 

not included in the instrument. 

Method of the Study 

The study was conducted in five steps as follows: 

1. A summary of the philosophical assumptions and educational 

values of traditionalism and humanism was created from the instrument. 

This summary was to condense the bulk of data in the instrument to 

provide easy reference to the positions taken by each world view and to 

locate areas of conflict and agreement at the philosophical level. 

2. Application was made of the instrument to the thirteen 

lessons in the sample showing the presence or absence of elements of 

one or both views in the lessons examined. 

3. Areas of philosophical conflict and agreement with regard to 

the curriculum sample were identified between the two world views. 

4. The curriculum units were examined for logical consistency 

and internal coherence. 

5. The data were compared to the supplemental verification 

responses received. 

Analysis of Data 

The data were analyzed on three levels. At the lesson level, 

data were examined to determine whether beliefs and values of humanism 

and traditionalism were upheld. An examination was made to determine 

if each lesson was logically consistent and internally coherent. 

Points of agreement and conflict between the two world views were 

noted. 



Secondly, at the 

logical consistency and 
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chapter level, each unit was examined for its 

internal coherence. The adequacy of the 1es-

sons for meeting 

addressed, as the 

internally coherent 

the objectives they were selected to teach was also 

teaching material could be logically consistent and 

but inadequate or inappropriate for meeting its 

objectives. 

Thirdly, at the curriculum level the two chapters were examined 

for their consistency. Is the philosophical message of the curriculum 

consistent throughout? Does it uphold the same values from one grade 

to the next? The two sample chapters, taken together, were to answer 

these two questions. Most simply stated, the analysis was to answer: 

What does the curriculum communicate of values issues to students? 

This analysis made it possible to determine whether secular 

humanism and Judeo-Christian traditionalism could have areas of 

philosophical agreement when manifested in a representative Family Life 

Education curriculum. It was also to answer whether they were mutually 

exclusive and irreconcilable as world views. If there were areas or 

philosophical points about which humanism and traditionalism agreed, 

these were identified. 



CHAPTER FOUR 

PRESUPPOSITIONS OF THE TWO WORLD VIEWS 

Ronald Graham says, "The anti-Humanists view the Judeo-Christian 

ethic and Humanism as incompatible." (Graham, 1984, p. 49) He quotes 

Chambers' observation: "It must be recognized that Humanism and Chris-

tianity cannot coexist, simply because they are diametrically opposed 

to one another." (Chambers, 1977, p. 96) However, because it is not 

the purpose of the public schools to teach Christianity as does the 

church and the Sunday School, it still remains legitimate to ask: can 

the Judeo-Christian tradition and humanism coexist in the public 

schools? 

Traditionalist Onalee McGraw asks, for instance, not that Chris-

tianity be taught in the public school classroom, but rather: 

Parents understand that education is never neutral or value 
free and that it is ultimately founded on a world view of the 
nature of man. Given the moral pluralism in our communities, 
what are the commonly held core values upon which a public 
school system can be built? Where is the primary locus of 
authority in determining what those values are and how they 
should be taught? (McGraw, 1982, p. 95) 

Paul Kurtz (1976) says that humanists have sought to cultivate a 

large number of key moral values. He lists the following: the develop-

ment of critical intelligence in dealing with the problems of life, the 

preciousness and dignity of the individual, the fulfillment of human 

potentialities, compassionate concern for others, freedom, equality, 
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justice, creativity, dignity, and tolerance. These, he says, "are fun-

damental to our national democratic tradition and are widely shared; 

they are not simply held by 'secular humanists'." (Kurtz, 1976, 

pp. 4-5) 

In focusing on the public schools, one must look for values and 

philosophical assumptions which traditionalism and humanism hold in 

common. Is there enough agreement between these two apparently opposed 

world views to generate a mutually acceptable philosophy of education 

for the public schools? In an actual school curriculum the philosoph-

ical issues of the controversy become contextualized. It may then be 

asked whether or not a given curriculum is acceptable to the humanists, 

and conversely, to the traditionalists. From this, the degree to which 

these world views can coexist in public schools may be discovered. 

Prior to examination of a specific curriculum, a framework must 

be selected to organize the philosophical categories, assumptions, 

values, criteria, methods, etc. composing the world views and philoso-

phies of education under examination in the literature. The Philosophy 

of Education Society, in Burns and Brauner's Philosophy of Education: 

Essays and Commentaries, has observed: 

when we (1) single out and examine the criteria and assumptions 
guiding the choices being made in education, and (2) conduct 
our examination in terms of the concepts and categories of 
philosophy, we are working within the discipline of the philo
sophy of education ••• 

Three interrelated phases of philosophic thought devoted to 
education are to be noted. These phases may be viewed as 
conditions for establishing the 'content' of the discipline of 
the philosophy of education. 



1. The descriptive-analytical task of the philosophy of 
education may be in the articulation of (making explicit) 
the criteria which, in fact, guide the choices made in 
educational circles. This task may include relating these 
criteria to philosophic positions, and examining them in 
terms of consistency, meaning, expectation, and method. 

2. The critical-evaluative task of the philosopher of educa
tion may be in the framing of alternative criteria provided 
by the philosophy of education. This task may include 
locating criteria for assessing these alternatives for 
purposes of determining the more adequate and/or "reason
able" criteria. 

3. The speculative task of the philosopher of education may be 
in the forging or framing of new alternatives for use in 
philosophy, education, and/or the discipline of the philos
ophy of education. (Burns and Brauner, 1962, pp. 20) 

Philosophical Assumptions of Secular Humanism 
and Traditionalism 
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In order to begin at the descriptive-analytical phase, making 

explicit the criteria which guide educational choices in humanism and 

in traditionalism, an outline of general philosophic issues selecting 

areas dealt with in the literature on these two world views has been 

developed. 

I. Metaphysics - theories of the nature of reality 
A. Cosmology 
B. Nature of man 
C. God - conceptions of and about 
D. Nature of the Universe 

II. Epistemology - theories of the nature of knowledge 
III. Logic 

IV. Axiology - the general theory of value 
A. Nature of value 
B. Realms of value 

In completing the survey of humanist and traditionalist views on 

educational practice, five other subjects will be examined as they are 

discussed in the literature: (1) the goal of education, (2) the role of 
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the t9acher, (3) the role of parents, (4) the proper method(s) of 

teaching in the public school, and (5) the proper function of the 

public school. 

Metaphysics - Theories of the Nature of Reality 

Cosmology. As is well known, traditionalists generally accept 

creationism as the explanation of the origin of the universe. Henry M. 

Morris, Ph.D., founder of the Institute for Creation Research, explains 

the principle of cause and effect: 

The most basic scientific principle, and the criterion that 
governs all human experience, is the law of causality. This 
law states that although one cause can have many effects, no 
effect can be either quantitatively greater than or qualita
tively superior to its cause. 

An effect can never be greater--and in fact will always be 
less--than its cause. Thus a chain of effects and their causes 
must eventually trace back to an esseutially infinite First 
Cause. 

The 
The 
The 
The 
The 
The 

First 
First 
First 
First 
First 
First 

Cause 
Cause 
Cause 
Cause 
Cause 
Cause 

of limitless space must be infinite. 
of endless time must be eternal. 
of boundless energy must be omnipotent. 
of infinite complexity must be omniscient. 
of love must be loving. 
of life must be living. 

Thus, the First Cause of the universe must be an infinite, 
eternal, omnipotent, omniscient, omnipresent, personal, voli
tional, holy, loving, living being! (Morris, 1984, p. 37) 

Morris concedes that it is impossible to prove rigorously that 

an uncaused primary cause of all causes is the true alternative to the 

only other choice: an infinite chain of nonprimary causes. But, he 

says, the former is more satisfying to all logic and experience. 

Furthermore, this supposed endless chain of finite links 
can itself be regarded as an effect. Since every component of 
the chain is a finite effect, the whole series is itself a com
bined effect, but since the number of links is infinite, its 



cause must be infinite. Still further, each antecedent link in 
the chain is 'greater' than the one before it, since something 
is always lost in the transmission from cause to effect." 
(Morris, 1984, p. 36) 
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Schaeffer, internationally respected for his numerous books ip 

the field of applied philosophy and a Judeo-Christian theologian, 

further explains that the traditionalist's view of cause and effect is 

real in an open system or in a cause-and-effect system in a limited 

time span. The universe, having an objective existence apart from God, 

is not, however, autonomous. God is not a "slave to the cause-and-

effect world he has created, but is able to act into the cause-and-ef-

fect flow of history." (Schaeffer, 1971, p. 13) God can not only act 

into the world, but he also has spoken to men in the historic 

space-time situation. (1971, p. 13) 

The humanist position in the question of the universe's origin 

and development is that of evolutionism: "the universe as self-exist-

ing and not created." (Humanist Manifestoes I and II, 1973, p. 8) "A 

Secular Humanist Declaration" devotes the ninth of its ten sections to 

"Evolution": 

Although the theory of evolution cannot be said to have reached 
its final formulation, or to be an infallible principle of 
science, it is nonetheless supported impressively by the find
ings of many sciences. There may be some significant differ
ences among scientists concerning the mechanics of evolution; 
yet the evolution of the species is supported so strongly by 
the weight of evidence that it is difficult to reject it. 
(Kurtz, 1983, p. 20) 

This declaration gets directly to the controversy in the public 

schools by continuing: 

Accordingly, 
invade the 

we deplore the efforts by fundamentalists ••• to 
science classrooms, requiring that creationist 



theory be taught to students and requiring that it be included 
in biology textbooks. This is a serious threat both to academ
ic freedom and the integrity of the educational process ••• it is 
a sham to mask an article of religious faith as a scientific 
truth and to inflict that doctrine on the scientific curricu
lum. If successful, creationists may seriously undermine the 
credibility of science itself. (Kurtz, 1983, p. 20) 
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E. H. Andrews, Professor of Materials at the University of 

London, asserts that evolutionary theory is itself a philosophy "(in-

deed, for some, a religion) and not basica1iy a scientific discipline 

at all ••• " (Andrews, 1977, p. 3) It appears that the controversy over 

the teaching of evolutionism and creationism in the public schools is 

truly a philosophical issue. Education Research Analysts, viewed by 

some humanists as "One of the most prolific generators and promoters of 

'anti-humanist' literature" (Bollier, 1984, p. 14), call for "a ba1-

ance" in the teachings on the origin of the universe (and man). The 

Mel Gablers, its founders, believe there are only two valid scientific 

theories explaining the origins of the universe: evolution and scient i-

fic creationism. Due to the large amount of objective scientific data 

available supporting scientific creationism, the Gablers believe this 

theory should also be included when evolution is taught. They, in 

effect, assert that scientific creationism has been censored from 

school materials and they seek to correct this imbalance. (Piasecki, 

1982, p. 181) 

The Nature of Man 

The Essential Nature of Self. Traditionalists hold that the 

self is a soul, a spiritual being. (McGraw, 1978, p. 9) Humanists 

take the position that the self is essentially the same as the body. 
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Humanist Manifesto I affirms: "Humanism believes that man is a part of 

nature and he has emerged as the result of a continuous process." 

(Humanist Manifestoes I and II, 1973, p. 6) 

The Relation of Body and Mind. Traditionalists hold to inter-

actionism. Cosgrove, citing the scientific research he believes to 

support this position says: 

As was seen in the evidence, strict materialistic views of 
man which ignore the mind come into conflict with recent brain 
research, such as that of Wilder Penfield in his memory experi
ments, which show a simultaneous double consciousness in human 
beings. If one of these consciousnesses is the brain state, 
whence comes the other which is conscious of the first? 
(Cosgrove, 1976, p. 17) 

Cosgrove says the nature of brain activity illustrates the need for the 

self or the mind at the end of the information processing system in the 

brain to give rise to our awareness of reality. Here, he believes, it 

seems reasonable to discuss dualistic theories of human nature (mind in 

a body). Best fitting the current brain research he says is the 

Hebrew-Christian model "which speaks of the material (body) and imma-

terial (soul and spirit) parts of man as though these are thoroughly 

integrated into one functioning unit." (Cosgrove, 1976, p. 17) 

Humanists hold to the emergence theory. Humanist Manifesto I 

states as its third affirmation: "Holding an organic view of life, 

humanists find that the traditional dualism of mind and body must be 

rejected." (1973, p. 8) The eighth affirmation says, "Religious human-

ism considers the complete realization of human personality to be the 

end of man's life and seeks its development and fulfillment in the here 

and now. This is the explanation of the humanist's social passion." 
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(1973, p. 9) Manifesto II claims that modern science discredits such 

historic concepts as the "ghost in the machine" and the "separable 

soul." It continues, "Rather, science affirms that the human species 

is an emergence from natural evolutionary forces. As far as we know; 

the total, personality is a function of the biological organism trans-

acting in a social and cultural context. There is no credible evidence 

that life survives the death of the body." (1973, p. 17) 

The Problem of Freedom. Both traditionalists and many humanists 

believe in "free wi11." Some humanists, following B. F. Skinner, are 

determinists. For the traditionalists, free will stems from a belief 

that man was made in the image of God. Man can act into the cause-and-

effect flow of history. That is, says Schaeffer, "man cannot be 

reduced to only a part of the machine; he is not an automaton." 

(Schaeffer, 1971, p. 13) For the traditionalist, man is free to choose 

what he will do, how he will behave. He was created to have a personal 

relationship with God, however, and will find greatest happiness and 

"fulfillment" in seeking that close relationship. In aligning to the 

will of God for his life, each man will behave according to certain 

limitations. But man can always choose not to "line up" with what his 

creator wants for him, he has free will to "follow God" or to turn 

away. (Cosgrove, 1976, p. 18) 

Many humanists also believe in "free wi11." This freedom, how-
-

ever, stems from the assumption of an autonomous man. Humanist 

Manifesto II ~tates, "Although science can account for the causes of 

behavior, the possibilities of individual freedom of choice exist in 
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human life and should be increased." (Humanist Manifestoes I and II, 

1973, p. 18) The Manifesto states, "We reject all religious, ideo-

logical, or moral codes that denigrate the individual, suppress 

freedom, dull intellect, dehumanize personality." (p. 18) "A Secular 

Humanist Declaration" devotes section three of its ten sections to "The 

Ideal of Freedom." It states in part: 

As democratic secularists, we consistently defend the ideal of 
freedom, not only freedom of conscience and beliefs from those 
ecclesiastical, political and economic interests that seek to 
repress them but genuine political liberty, democratic deci
sion-making based upon majority rule, and respect for minority 
rights and the rule of law ••• We are for the defense of basic 
human rights, including the right to protect life, liberty, and 
pursuit of happiness ••• Where it is necessary to limit any of 
these rights in a democracy, the limitation should be justified 
in terms of its consequences in strengthening the entire struc
ture of human rights. (Kurtz, 1983, pp. 16-17) 

While both traditionalists and many humanists believe in free 

will, their differences regarding the source of that freedom, as well 

as the willful limitations placed upon it, result in conflict. Graham, 

citing Schaeffer, Whitehead and Conlan, says, "Humanism has failed to 

make human beings autonomous ••• [In the humanists' world view] Humanity, 

because it is part of and nothing more than the stuff of the cosmos, 

has lost all dignity, all worth, all individuality." (Graham, 1984, 

p. 28) These authors see the belief in an autonomous man, "totally 

free," resulting in Skinner's determinism. B. F. Skinner, a signer of 

Humanist Manifesto II, says: 

Autonomous man is a device used to explain what we cannot 
explain in any other way. He has been constructed from our 
ignorance, and as our understanding increases, the very stuff 
of which he is composed vanishes ••• To man qua man we readily 
say good riddance. (Skinner, 1971, pp. 200-201) 
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Graham says that those opposing humanism (traditionalists) believe 

the scores of humanists promoting the viewpoint that human beings are 

free are, in the end, using wishful thinking. While those humanists 

argue against Skinner, his deterministic views are logically "where 

Humanism must ultimately come to rest." (Graham, 1984, p. 28) 

Cosgrove cautions that the results of scientific study on the 

nature of man can be predetermined by the presuppositions about what 

form the study of man should take and what it is possible to discover 

about him. He says that it appears that "the only resistance to 

believing in the immaterial mind comes from presuppositions in psychol-

ogy about what can be studied and what consequently can be shown to 

exist." (Cosgrove, 1976, p. 8) He says that humanistic psychology, 

"while often not dropping the presuppositions of the materialist and 

the evolutionist, has refused to deal with man on a material level 

alone as seen in the work of Gordon Allport, Viktor Frankl, Rollo May, 

Eric Fromm, Abraham Maslow, and others." (Cosgrove, 1976, p. 9) 

In summary, the philosophical assumptions regarding the Nature of 

Man are oppositional for traditionalists and humanists. The differ-

ences in these assumptions about the Nature of Man are important to the 

public school classroom. Cosgrove says: 

If man is just material, mechanical, and animal, then life sud
denly changes its meaning for those who have believed other
wise. Believing in the immaterial part of man allows one to 
intelligently believe in life after death, and in an expanded 
purpose in this life. Also, a person's self-worth ultimately 
depends upon a high view of the nature of man, for after all, 
if man is only biology then why is his biology of any more 
worth than that of a cow or a tree? Why should we expect or 
try for any high moral standard or qualities of kindness and 
mercy if man is nothing more than animal material, and destined 
to evaporate with his body chemicals? (Cosgrove, 1976, p. 18) 
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The humanist sees such queries as merely a form of wish-ful-

fillment. They would not have the public school classroom become an 

arena for the study of things which "beg the question." Kurtz states: 

There is no break between the human mind or consciousness 
on the one hand and the body on the other, no special status to 
personality or "soul," and especially no privileged or special 
place for human existence in the universe at large. Thus, all 
claims to human immortality or eschatological theories of 
history are held to be an expression of wish-fulfillment, a 
vain reading into nature of human hope and fancy. Nature for 
the humanist is blind to human purposes and indifferent to 
human ideals. (Kurtz, 1983, p. 65) 

Conceptions of and about God 

Contemporary humanism (specifically secular humanism as studied 

in this examination) subscribes to atheism. (Humanist Manifestoes I 

and II, 1973, p. 16) Pre-twentieth century humanism accepted deism. 

(McDowell and Stewart, 1982, p. 77) Traditionalism holds basically to 

theism. (McGraw, 1976) (Schaeffer, 1971) (Hitchcock, 1982) (McDowell 

and Stewart, 1982) 

Schaeffer explicates the biblical perspective of the tradition-

alists who believe that there is an infinite-personal God who exists 

and who has created the external universe, not as an extension of his 

own essence, but out of nothing. (Schaeffer, 1971, p. 13) Moreover, 

this universe is not merely an extension of God. This is slightly 

different from the theistic position wherein the universe exists 

"within" God. The universe, biblically, was created by God; it is not 

a part of him. 

Of the traditionalists' position Paul Kurtz states in the 

preface to Humanist Manifesto II: "As in 1933, humanists still believe 
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that traditional theism, especially faith in the prayer-hearing God, 

assumed to love and care for persons, to hear and understand their 

prayers, and to be able to do something about them, is an unproved and 

outmoded faith." (1973, p. 13) The Manifesto itself says, "We find 

insufficient evidence for belief in the existence of a supernatural; it 

is either meaningless or irrelevant to the question of the survival and 

fulfillment of the human race. As non-theists, we begin with humans 

not God, nature not diety." (1973, p. 16) 

The humanist "first principle," says Paul Kurtz, is the 

rejection of the 

humanists, while 

supernatural world view. He explains that some 

vehemently denying that ultimate reality is spiritual 

or divine, are not necessarily prepared to accept a materialistic or 

naturalistic framework. But, he says, "What is essential to all 

humanisms is the refusal to accept a simplistic cosmic purpose or 

teleology, the view that God is the ultimate source of all existence 

and value, or that there is a bifurcation between nature and 

super-nature." (Kurtz, 1983, p. 64) 

Morris says that the humanist belief that there is no God, no 

creation, is currently promoted in classooms through sex and death 

education programs. (Morris, 1980, p. 613) A rejection of a belief in 

God, believe traditionalists, removes the basis for love and the signi

ficance of human life. (Graham, 1984, p. 51) Thus, a basis for love 

and a belief in the significance of human life are missing in many 

courses on sex and death. While they do not require teaching about God 

directly, traditionalists want to have their children's faith left 
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school education. They believe that the 

differences between traditionalism and 

humanism on the question of the existence of a loving, caring God are 

seen directly in the classroom. 

Teleology 

Here again, traditionalism and humanism take opposing views. 

Traditionalism holds that the universe was created by God and, as such, 

reality is ordered by goals, ends, purposes, values, and/or final 

causes. (Lewis, 1976, p. 32) (Runes, 1962, p. 315) It is a teleolog-

ical world view. Humanism is the opposite, mechanistic (nonteleo-

logical). The assertion of the purpose of reality is for humanists 

"unconvincing, unverified, and even meaningless." (Kurtz, 1983, p. 65) 

The question of purpose in the universe is currently manifested 

in the debate over evolution and creation. Franklin Parker (1981), in 

a history of the conflict, points out that the dispute over the origin, 

nature, and future of man, and the universe has been expressed in 

clashes between religion and science, fundamentalism and modernism, and 

now born again evangelism and secular humanism. (Parker, 1981, ab

stract) 

Constancy, or Lack of it, in Reality 

For the traditionalists, absolutism describes reality correct

ly. Lewis says, "Until quite modern times all teachers and even all 

men believed the universe to be such that certain emotional reactions 

on our part could be either congruous or incongruous to it--believed, 

in fact, that objects did not merely receive, but could merit, our 
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approval or disapproval, . our reverence, or our contempt." (Lewis, 

1976, p. 25) Lewis is referring to what he calls "the doctrine of 

objective value." Graham elaborates on this absolutism in his discus-

sion of the axiological questions of humanism and what he calls 

"anti-humanism." Here, without examination of the "values" in reality, 

it is simply noted that the traditionalists accept that reality is 

constant. 

Humanism, on the other hand, insists that "the way to determine 

the existence and value of any and all realities is by means of intel

ligent inquiry and by the assessment of their relation to human 

needs." (Humanist Manifestoes I and II, 1973, p. 8) "A Secular Human-

ist Declaration" states, "Since human beings are prone to err, we are 

open to the modification of all principles, including those governing 

inquiry, believing that they may be in need of constant correction." 

(Kurtz, 1983, p. 19) Thus, the existence of reality is to be assessed 

according to its relation to human needs. Because these needs may 

change, and because human beings err in their assessment or in their 

inquiry, reality is relative, changing. 

The manifestation of this philosophical difference is best seen 

in discussions regarding the role of values in public school curricula 

(see discussion under Axiology: Nature of Value). 

Quantity--the Number of Ultimate Realities 

Schaeffer (1984) discusses the possibility of dualism in morals 

and in metaphysics. He says that in metaphysics, no one finally rests 
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with dualism. There is always some form of imbalance or tension and a 

corresponding motion back to a monism. Thus, either men try to find a 

unity over the two, or in the concept of a parallelism (e.g., ideals or 

ideas and material) "there is a need to find a relationship,-a 

correlation or contact between the two, or we are left with a concept 

of two keeping step with no unity to cause them to do so." (Schaeffer, 

1984, p. 19) Attempted parallelism thus has "a constant tendency for 

one side to be subordinated to the other, or for one side to become an 

illusion." (1984, p. 19) He says of Christianity, and his statement 

is the Judeo-Christian traditional world view, that this belief system 

gives a unique and sufficient answer in regard to a present 
dualism yet original monism. In existence, God is spirit--this 
is as true of the F~ther as of the Holy Spirit, and equally 
true of the Son, prior to the incarnation. Thus, we begin with 
a monism, but with a creation by the infinite God of the mater
ial universe out of nothing, a dualism now exists. (1984, p. 
20) 

For the traditionalist, then, reality is a dualism: God the Creator 

and His created. 

Most humanists are not dualists, according to van Praag (1982), 

signer of Humanist Manifesto II and "A Secular Humanist Declaration." 

He explains: 

Reality is not a direct reflection of "something," neither is 
it an ideal construction enveloping "something." It is the 
existential experience of the world interpreted by man, and not 
in such a manner that people would, so to say, have two worlds, 
namely, being and the world. They are completely one: being as 
the world is the one reality for people. (van Praag, 1982, p._ 
69) 

While this may seem contradictory to Humanist Manifesto I (Af-

firmation Five) which says that humanism does not deny the possibility 
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of "realities as yet undiscovered" (1973, p. 8), it is in keeping with 

the humanist assumption that nothing is absolute. Theoretically, van 

Pragg, as a good humanist, will not stand firm on his assertion that 

"being as the world is the one reality" because, given what he would 

consider good evidence, he.must revise his concept. 

Lamont (1965) agrees with his fellow humanist van Praag in the 

rejection of dualism. His answer to the question of the number of 

ultimate realities, however, rests in pluralism: 

The pluralism which I am suggesting eliminates the old meta
physical problem of the One and the Many: the philosophic 
riddle of how the obvious many-ness of the world could arise 
and persist when all is supposedly One. This insoluable 
conundrum does not exist for the Humanist, who holds that the 
universe always was a Many. (Lamont, 1965, p. 154) 

Lamont also rejects the monistic claim of a great over-arching unity. 

Pluralism is indicated, he says, by the existence of individuality. 

The philosophic problem of how Many arose from One disappears, he 

believes, with the assertion that the universe never was a One. (La-

mont, 1951, p. 57) 

The educational application of these differing positions on the 

number of realities is seen when value is accorded to reality, as dis-

cussed in the following section on axiology. A determination that 

reality is composed of the creator and the created (the traditional-

ist's position) is in opposition to the view that reality is the 

existential experience of the world interpreted by man (van Pra~g's 

position as a humanist). It is also opposed to Lamont's position (as a 

humanist spokesman) that reality is a vast complex multiplicity with 
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each event and object possessing a certain irreducible character of its 

own. (Lamont, 1951, p. 57) 

Traditionalists accept an original monism and present dualism. 

Humanists have differing views on the quality of ultimate realities but 

are united in their rejection of the traditionalist's belief. 

Ontology 

Traditionalism holds that God exists and created the universe 

which also exists. God is not dependent upon any of the elements of 

the universe because he created them. The universe has an existence 

apart from God, but it does not operate solely on its own. God acts 

into the cause-and-effect world that he created. Man, created by God 

in his image, has spirit. He too acts into the cause-and-effect flow 

of history. (Schaeffer, 1984, pp. 1-18) (Schaeffer, 1971, p. 13) To 

exist means to be either God or a part of that which He has created. 

Humanism generally accepts that nature is identical with exis

tence. Humanist Manifesto II says, "We consider the universe to be a 

dynamic scene of natural forces that are most effectively understood by 

scientific inquiry. We are always open to the discovery of new possi

bilities and phenomena in nature." (1973, p. 18) Kurtz (1983) aligns 

secular humanism with naturalistic humanism and naturalism. It should 

be noted that while not denying existence in the ultimate sense, Kurtz 

makes clear the fallibility of man's inquiry and, thus, his only source 

of knowledge. Because, in humanism, man has only empiricism by which 

to know, the ontological question becomes minimized. Focus is on how 

man knows anything of existence. The knowing is always subject to 
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alteration with the discovery of new scientific evidence. (Kurtz, 

1983, p. 117) Secular humanism in its purist form, thus, insists with 

the pragmatists that there is no ultimate existence. J. P. van Praag 

confirms a denial of "genuine" existence in reality. He says in 

Foundations of Humanism (1982): 

••• existence means that which is capable of being experienced, 
directly or indirectly (by instruments, for example), tangibly 
or intangibly (as by noting states of mind) ••• 

This means that only in human experience is "what is" 
turned into a world or a reality for man ••• As physically 
conscious creatures, people perceive being as their reality, 
and therefore the demand for "genuine" reality is not a 
sensible demand. Being turns into a reality that can be 
experienced only in relation to man (or other, possi b.ly 
hypothetical, creatures). (pp. 68, 69) 

Thus, reality truly exists for the traditionalist. God exists, 

man exists as a part of God's creation, and the world into which God 

created man does truly exist. However, when humanist logic is carried 

to its natural conclusion, "only in human experience is 'what is' 

turned into a world or a reality." (van Praag, 1982, p. 69) Reality 

is subjective. 

Humanist cosmological categories omit many concepts which other 

philosophies have included. Lamont (1965) says that while humanism 

recognizes the significance of concepts like mind, purpose, love and 

goodness in human existence,':',' does not accept them as basic traits of 

the universe and refuses to elevate them into controlling forces in the 

cosmos as a whole. (p. 58) He lists sixteen categories not applicable 

to the essence of reality and rejected as irreducible ultimates: 

1. Mind (Reason, Intelligence, Consciousness) 
2. Idea 
3. Truth 



4. Spirit (Soul) 
5. Personality 
6. Will 
7. Purpose (Design, Providence) 
8. God 
9. Love 

10. Good (Value, Morality) 
11. Evil 
12. Beauty 
13. Life (Life Force, Elan Vital) 
14. First Cause 
15. Time 
16. Space 

••• Humanism in its philosophy rules out a First Cause as 
necessary and holds with Aristotle that Nature is infinite in 
duration, as regards both past and future • 
••• Important as are Space and Time, Humanism regards them as 
derivative from and relative to Substance and Activity (Mat
ter and Motion). (Lamont, 1965, pp. 58-59) 
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This difference of philosophical position causes great concern 

for traditionalists with regard to the public school classroom. 

The modern educational belief that knowledge exists only 
within the mind of man and that the only reality is "communi
cation with others living in their own unique world," explains 
the otherwise unfathomable commitment by so many educators to 
training and socializing the child in group dynamics, human 
interaction, introspective analysis, values clarification and 
other facets of the current mania for humanistic education at 
the expense of academic instruction. 

In humanistic education, the curriculum becomes totally 
subjective. Instead of allowing the student through his own 
human nature to interact with a literary work, humanistic 
education manipulates him, through question, to personalize the 
materia1 ••• The result is that the student is coerced into an 
introspective, self-centered view of life in which the only 
real reality is his own opinion. (McGraw, 1978, p. 12) 

In their standard college text, Educational Psychology, Gage and 

Berliner explain that "Humanistic classrooms nourish free growth and 

protect the child from excessive community, society, and family pres-

sures. The academic outcomes of instruction take second place to the 
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social-emotional outcomes.!' (Gage and Berliner, 1984, p. 559) (see 

comment page 81) The intended outcome of learning, say these authors, 

taking the humanists' position, is that students should become "se1f

actualized" persons in the terms of Abraham Maslow. The authors 

describe this type of person as one who is self-directing, confident, 

mature, realistic about his goals, and flexible. He has "rid himself 

of maladjustive behaviors." (p. 560) Thus, personalizing the class

room material is precisely the role of the teacher (who is to change 

his status to become "equal" with the student). "The first prinCiple 

in a humanistic classroom or school is that students should decide what 

they should learn. Goodman (1964) held that nothing is really learned 

unless it satisfies some need, desire, curiosity, or fantasy. Other 

kinds of learning are promptly forgotten." (Gage and Berliner, 1984, 

p. 561) 

The existence of reality for the traditionalists, God and his 

created universe, is thus very different from the subjective reality of 

the humanists. Because humanists believe that man makes his own 

"reality," which is constantly subject to change and alteration, they 

can reasonably recommend de-emphasizing knowledge and skills, and 

concentrating more on "personal outcomes" in the classroom. (Gage and 

Berliner, 1984, p. 560) Not only do the traditionalist and humanist 

views of the meaning of existence differ, these philosophical differ

ences are manifested in the classroom. 
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Epistemology 

The Possibility of Knowledge. Traditionalism affirms both true 

knowledge of ultimate reality as a possibility and the possibility of 

functional or fractional knowledge. Schaeffer (1984) says that it is 

not possible to believe in true knowledge of ultimate reality and 

maintain one's intellectual integrity if one does not accept the 

uniformity of natural causes in a system (universe) open to reordering 

by God and by man. (p. 62, 63) He explains that the question of the 

possibility of ultimate knowledge is answered through the availability 

of language in revelation. "The amazing thing is that Heidegger and 

Wittgenstein, two of the great names in the area of modern epistemol-

ogy, both understand that the answer would be in the area of language, 

but they have no one there to speak." (Schaeffer, 1984, p. 67) 

Because the Judeo-Christian tradition accepts the uniformity of natural 

causes in a system open to God's actions, it is perfectly reasonable 

that God, ~who' made men to be language communicators, and made them in 

his own image, would use language to speak to man about himself and the 

reality he has created. 

In the Judeo-Christian position in general, we find that there 
is someone there to speak, and that he has told us about two 
areas. He has spoken first about himself, not exhaustively but 
truly; and second, he has spoken about history and about the 
cosmos, not exhaustively but truly." (Schaeffer, 1984, p. 62) 

Guiness (1975) elaborates, saying that all finite human know

ledge is only a slice of the larger cake of discoverable truth. "Abso-

lute truth is the monopoly of infinite knowledge." (p. 336) He 

continues: 



But if God is there ••• (something hardly unexpected with the 
[Judeo-]Christian premises), then he is a God, personal and 
infinite, who contains the knowledge of the whole world and not 
just one slice of the cake. If such a God speaks in self-dis
closure that is both encounter and proposition, then because he 
is the infinite reference point, such revelation allows the 
possibility of "true" knowledge that can be accepted by man 
even if he does not have "exhaustive" knowledge. The meaning
fulness is a question of the premises. (Guiness, 1975; p. 336) 
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Traditionalists believe in "an intelligible world, created by a reason-

able God, which thus assures the validity and possibility of objective 

knowledge of the world." (Graham, 1984, p. 35) 

Humanism contends that all truth and knowledge has the same 

natural status and origin, human experience within the natural world. 

(Lamont, 1965, p. 217) Graham cites Rodney Farmer in The Social 

Studies (May/June 1980), defending modern social studies against the 

criticisms of anti-humanists: 

An epistemological assumption of inquiry teaching is that all 
knowledge is man made, that knowledge is neither absolute nor 
unchangeable. This is the same constructionist view of know
ledge held by secular humanists and John Dew[e]y instructional
ists. (in Graham, 1984, p. 32) 

Thus, humanism holds to "agnosticism," that conclusive knowledge of 

ultimate reality"is an impossibility. 

The application of this assumption to education in the public 

schools is implied in Lamont's assessment of the search for knowledge: 

At best, then, we achieve in our search for knowledge only 
varying degrees of probability, of approximation to the precise 
and complete truth. For all practical purposes the true is the 
very, very probable; yet as such it is a dependable guide for -
action and by far the best guide that we can find in science, 
philosophy, politics, or any other sphere of human affairs. 
This properly humble recognition that truth in the last analy
sis is based on probabilities leaves no room for dogmatism; it 
encourages tolerance and the growth of free speech. (Lamont, 
1965, p. 215) 
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If, as for the humanist, all knowledge springs from human experience 

and is man made, and if probability is the best guide for action (and 

belief) in any sphere of human affairs, it does follow that one can 

create a "truth" for himself that is as good as anyone else's. 

(Graham, 1984, p. 34) The tolerance Lamont calls for is warranted if 

one moral value, for instance, is regarded as equally as "true" or good 

as another. 

The "affirmation of knowledge" accepted by the traditionalists 

and the rejection of the possibility of knowledge of ultimate reality 

in the humanist position, come into conflict in the classroom. Tradi

tionalists hold that one can truly know something, and that learning's 

chief object is facts regarding the outside world, facts which are 

independent of the mind which knows them. (Graham, 1984, p. 35) 

Humanists, however, perceive that education in the public schools 

should de-emphasize knowledge. "Knowledge for its own sake is not 

prized. For young people, what is learned makes no real difference, so 

long as a child wants to go on learning." (Gage and Berliner, 1984, p. 

563) 

The Kinds of Knowledge. Traditionalism accepts all three of the 

following kinds of knowledge: 1) Knowledge is based upon experience 

and observation (a posteriori). 2) It is also used to "carry experience 

forward" in the form of categories of the mind to fit the universe in 

which man lives (experimental) (Schaeffer, 1984, p. 77). 3) -In 

addition, knowledge can be a priori such as the self-evident truths of 
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morality--fairness, honesty, loyalty, etc. (Lewis, 1976, pp. 19-21) 

Guiness says that to accept as truth only that which can be tested by 

the senses is a statement which cannot itself be tested by the senses. 

It contains a "whole nest of metaphysical assumptions." (Guiness·, 

1975, p. 338) The traditionalist rejects this limiting position and 

accepts knowledge derived from sense data, from science, and from God 

working into history and in the cosmos. Schaeffer, using the word 

"Christian," speaks as a representa~ive of the Judeo-Christian 

tradition: 

The Christian has a certainty right from the start that there 
is an external world that is there, created by God as an objec
tive reality. He is not like the man who has nowhere to begin, 
who is not sure that there is anything there ••• Without an 

external world there is no subject for scientific study, no basis for 

experiment or deduction. But the Christian, being sure of the reality 

of the external world, has a basis for true knowledge. (Schaeffer, 

1984, p. 76) 

Humanism accepts only a posteriori knowledge. For the humanist, 

Lamont explains, "Knowledge is always knowledge of things and events, 

as mediated through sense experience, with their meaning or meanings." 

(1965, p. 219) Lamont calls for faith in the scientific method as a 

regulative principle of human action and as part of an experimental 

process in which the repeated questioning of all principles is encour-

aged. (p. 217) He maintains: 

The procedures of science also indicate that no idea or group 
of ideas, regardless of how logical, brilliant, or seemingly 
self-evident, achieves the status of knowledge immediately. 
The establishment of knowledge in any field requires time and 
trouble in the form of observation, reflection, experimen
tation, and testing. This fact is in itself a dependable 



method of arriving at 
insight from whatever 
thoroughly verified. 
(Lamont, 1965, p. 217) 

the truth. The most dazzling flash of 
source cannot be trusted until it is 

There can be no innate knowledge either. 
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Because humanism rejects the possibility of any knowledge that 

is absolute, or principles which are recognized to be true and do not 

require proof through observation, experience, or experiment, the 

classroom that is conducted according to humanistic assumptions is 

alien to the student of traditional beliefs. McGraw (1978, p. 11) 

cites the NEA Journal's support of the "inquiry method" in such class-

rooms: 

For the students, the most important result of learning through 
inquiry is a change in attitudes toward knowledge. As they 
engage in the dialogue of inquiry, they begin to view knowledge 
as tentative rather than absolute, and they consider all know
ledge claims as being subject to continuous revision and con
firmation ••• (Massialas, Byron G., "Inquiry," Today's Educa
tion, the NEA Journal, May, 1969, p. 41) 

The Instrument of Knowledge. The traditionalist position with 

regard to the instrument of knowledge is stated by Penman and Adams: 

We must prepare students for life by examining the world, in
cluding our source, ourselves, our society, and our knowledge 
as a part of the world. The search for truth must include the 
methods of rational discussion, critical analysis, examination 
of commonsense knowledge, as well as scientific knowledge, 
induction, deduction, objective and subjective analysis, and 
experience. (1982, p. 310) 

All five "instruments" of knowledge are acceptable to the traditional-

ist. One can gain knowledge through sensation or sense-perceptual 

experience, but this is not the same quality of knowledge as that 

derived through critical analysis. Similarly, while reason may be man's 

chief source of knowledge (quantitatively), such knowledge is of a 
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different quality from that derived through intuition, the authority of 

the Bible, or the revelation of God. Each instrument yields knowledge 

of a different quality. (Schaeffer, 1984, pp. 61-88) 

Schaeffer explains what he calls the strength of the tradition-

alist's system: 

••• everything fits under the apex of the existent, infinite
personal God, and it is the only system in the world where this 
is true. No other system has an apex under which everything 
fits •••• In all the other systems something 'sticks out,' some
thing cannot be included; and it has to be mutilated or 
ignored. But without losing his own integrity the Christian 
[the traditionalist] can see everything fitting into place 
beneath the Christian apex of the existence of the infinite-
personal God who is there. (p. 81) . 

Humanism accepts only rationalism as the instrument of know-

ledge. Lamont (1965) defines "knowledge" in such a way that revelation 

or any kind of intuition as well as sensations or sense perceptions are 

ruled out. Sense perceptions in their elementary, undiscriminated flow 

"are simply noncognitive natural events that are neither true nor false 

in themselves. They ••• are on a different level from the knowledge 

experience." (p. 218) "Observation, reflection, experimentation, and 

testing" are required to establish knowledge, by definition, for the 

humanist. (p. 217) 

An understanding of assumptions about knowledge sheds light on 

the controversy in the schools regarding teaching methods. Gage and 

Berliner, in their college text, argue, "Psychological violence is com

mitted whenever an insensitive teacher, in order to promote 'know-

ledge', turns .away from those human acts that call forth feelings, 

emotions, and fantasy." (1984, p. 566) Believing that the humanistic 
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educator should regard learning as acquiring new information or 

experience and personally discovering its meanings, Gage and Berliner 

posit that the failures in our schools result from "breakdowns in 

providing opportunities for students to develop personal meanings and 

feelings about objects, events, and knowledge." (1984, p. 566) 

The traditionalist, on the other hand, believes that some know-

ledge is trustworthy, reliable, and true regardless of how we may feel 

about it. Lewis (1976) refers to the "doctrine of objective value" 

saying, " ••• because our approvals and disapprovals are thus recogni-

tions of objective value or responses to an objective order, therefore 

emotional states can be in harmony with reason (when we feel liking for 

what ought to be approved) or out of harmony with reason (when we feel 

liking is due but cannot feel it). (p. 29) 

The Maryland Federation of Republican Women (1976) state: 

The new education is obsessed with values clarification and 
accomplished through affective learning, based on emotions and 
feelings, instead of cognitive learning based in knowledge and 
fact ••• 

The immature mind is being asked to cope with such things 
as population control, abortion, racism, pollution, drugs, gun 
control, death, and explicit sex education. The child is 
placed under immediate pressure to adopt group values, instead 
of having the opportunity to grow and make his own choices in 
his own good time. (p. 13) 

Logic 

Although humanists and traditionalists criticize the logic of 

each other's philosophical reasoning (Kurtz, 1983, p. 25,26) (Guiness, 

1975, p. 338), in the category of logic, agreement is found between 

humanists and traditionalists. Logic is a legitimate tool that can be 
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used to assess the educational policies and programs that are generated 

on the basis of philosophical assumptions on both sides of the current 

controversy in the public schools. 

Axiology 

The Nature of Value. Traditionalism accepts the existence 

theory of value, making a distinction between "values" and personal 

tastes or preferences (Baer, 1982) Graham (1984) elaborates on the 

traditionalist's position refering to Lewis (1976a): 

Human beings do not create the good. There is something out 
there which human beings recognize as possessin6 value. It is 
transcendent, universal, unchanging. Lewis gives it the name 
of Tao, while others, he says, may have different names for it, 
such as Natural Law or Traditional Morality or the First Prin
ciples of Practical Reason or the First Platitudes (p. 56). 
While the content of the Tao may be arguable, varying from 
belief system to belief system, the content is not relative; it 
is discoverable. It is not one thing for one culture and 
something else for another culture. The Tao is the objective 
yardstick by which every culture must measure itself and be 
judged. (Graham, 1984, p.30) 

Humanism accepts both the interest theory and the experimental-

ist theory of value. Lamont (1965) says, "In the Humanist ethics the 

chief end of thought and action is to further this-earthly human 

interests on behalf of the greater glory of man." (p. 227) Humanist 

Manifesto II (1973) states, 

Ethics is autonomous and situational, needing no theological or 
idealogical sanction. Ethics stems from human need and inter
est ••• Human life has meaning because we create and develop our 
futures. Happiness and the creative realization of human needs 
and desires, individually and in shared enjoyment, are contin- -
uous themes of humanism. (p.17) 

Kurtz (1983) says that in humanism value is relative to man and 

what he finds to be worthwhile. (p. 119) He affirms that values "are 
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not merely capricious or emotive but are given to intelligent criticism 

and modification." (p. 119) "Most humanists (such as Dewey) believe 

that in some sense the methods of empirical inquiry and reason can be 

applied to human values and that some degree of objectivity is pos-

sible." (p. 119) 

Differing positions on the nature of value have been thoroughly 

reviewed in educational literature, especially focusing on the debate 

over "values clarification." (Baer, 1982) (Boyd and Bogdan, 1984) 

Values clarification, says Arras, was invented in the mid-sixties by 

Raths, Harmin and Simon, and is intended to assist students in making 

responsible, rational decisions. Defined by its originators as an 

outgrowth of humanistic education, values clarification presents a wide 

range of choices on a variety of subjects and asks students to 

"clarify" their values by deciding which values and moral positions are 

most important to them and discussing them with their classmates. This 

approach rejects teaching good versus bad values, right versus wrong 

values. (Arras, 1982, p. 1) 

Boyd and Bogdan (1984), in an article in Educational Theory, ob

ject to the use of values clarification ("VC") in the schools because 

it: 

••• promotes the transference of an egoistic relativistic stance 
to a qualitatively different kind of moral concern, the main 
point of which is to transcend the biases inherent in one 
individual's point of view. Thus by reducing all value issues 
to the "something" that results from one individual's "chosing, 
prizing and acting," VC not only prevents students from becom
ing aware of this difference, but also miseducates them to 
think of moral questions in a way which is morally reprehen
sible. (p. 292) 
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The objection of Boyd and Bogdan stems froID differing assumptions about 

the nature of value. They are operating from the belief that values 

can be independent of the valuer and his interest. Raths, Harmon, and 

Simon, however, are assuming that values depend upon the interest of 

the person who holds them. 

Ethics: The worth of living. From the view of traditionalism, 

life is worth living and there is hope, dignity, and freedom accorded 

to man. (Geisler and Watkins, 1984) This is not to say that. existence 

is always good. Because evil exists in the world (as a result of 

rebellion against 

and unhappiness. 

to be and doing 

and peace. (Wood, 

the God, the Moral Law Giver) man may have suffering 

The worth of living is in being what one was created 

what he was created to do. This results in happiness 

1975, p. 155) Geisler and Watkins (1984) offer 

Lewis' quote, "There are only two kinds of people in the end: those 

who say to God, 'Thy will be done,' and those to whom God says, in the 

end, 'Thy will be done.' ••• No soul that seriously and constantly 

desires joy will ever miss it. Those who seek find. To those who 

knock it is 

the outlook 

opened." (p. 35) Thus from the traditional world view, 

on lifA is optimistic, but not without realizing that life 

will hold difficulties and sorrows that must be met and dealt with in 

hope. Human 

man has free 

understands and 

to seek him. 

effort indeed may improve the situation of life, because 

will and the hope of a loving, caring, personal God who 

will provide guidance and assistance to anyone willing 
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The position of the Humanist Manifesto II on the question of the 

worth of living is also one of hope. 

In the choice between despair and hope, humanists respond in 
the Humanist Manifesto II with a positive declaration for times 
of uncertainty ••• Humanism can provide the purpose and inspi
ration that so many seek; it can give personal meaning and 
significance to human life. • •• we submit this new Humanist 
Manifesto for the future of humankind; for us, it is a vision 
of hope, a direction for satisfying survival. (pp. 13,15) 

The Manifesto is not merely "optimistic," however. It holds 

that the future of humankind is contingent upon the decisions that are 

made. 

Humanity, to survive, requires bold and daring measures ••• 
Confronted by many possible futures, we must decide which to 
pursue. The ultimate goal should be the fulfillment of the 
potential for growth in each human personality--not for the 
favored few, but for all of humankind. Only a shared world and 
global measures will suffice. (p.14) 

Paul Kurtz, writing ten years after drafting the Manifesto in 

1973, does not retain the earlier optimism that humanism can provide 

satisfaction for every man's existential quest. In a 1983 article 

entitled "Will Humanism Replace Theism?," he says: 

Humanism focuses on the development of self-reliant individuals 
willing to accept the responsibility for their own destiny, 
capable of freedom, autonomy, rationality, and willing to live 
with uncertainty and ambiguity. But it may be that this is a 
moral ideal appropriate to only a limited number of individu
als. It demands courage and fortitude, will and perseverance. 
But some people are weak and timid, fearful of life and its 
challenges and especially weighted down by its burdens. The 
humanist is a person alive with a sense of the opportunities 
that life presents; he expresses the strenuous mood. He does 
not wish simply to fulfill human nature, but to exceed it in a _ 
creative display of his powers. But the average man or woman, 
in many cases, seeks solace and peace, tranquility and quie
tude. Thus there may be an escape not only from reason but 
from freedom as well (as Erich Fromm has pointed out). (p. 
197) 
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Traditionalism, while not accepting that existence is good all 

the time, is basically optimistic in its outlook on the worth of 

living. If man chooses to live by the standards of God and to believe 

in him, he will be "blessed." Humanism holds more to me1iorism than to 

clear optimism. The humanist who finds worth to his life is one with a 

strong will, creative power, and the willingness to live with uncer

tainty and ambiguity. 

Ethics: The highest good or "summum bonum". For the tradition

alist the highest good is doing the will of God. (Wood, 1985) This may 

be described as "perfectionism" because one is called to always be 

working 

God and 

toward perfection. The goal for man is to submit his will to 

to allow God to work through him to accomplish the purpose for 

which each man was created. For the Christian, the answer as to how 

one may do the works of God is found in the New Testament: "This is the 

work of God, that you believe in Him whom He has sent." (John 6:29) 

This reference to Jesus is important to the Christian traditionalist 

because Christianity teaches that without accepting Jesus Christ as 

one's personal savior, a good moral life is not enough in God's eyes. 

The summum bonum of life can only be reached once one has accepted 

forgiveness for wrongdoing through Christ. (Wood, 1975, pp. 43-48) 

For the humanist, the highest good is the pursuit of life's en

richment here and now. (Humanist Manifesto II, 1973, p. 17) "Happi-

ness and 

ua11y and 

(p. 17) 

the creative realization of human needs and desires, individ

in shared enjoyment, are continuous themes of humanism." 

Kurtz (1983) rejects hedonism, saying, "Humanism is not to be 
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equated with irresponsible hedonism; it expresses a genuine moral 

concern. It is not self-centered or egoistic, but has consistently 

encouraged an appreciation for the needs of others." (p. 28) Elabo-

rating on the "highest good," Kurtz (1984) says that "it is not simply 

life at all costs that men and women seek but the good life, with 

significant experience and satisfaction." (p. 159) 

It is the fullness of life that we want; if that is completely 
absent, a heroic exit may be one's only recourse. I may con
clude that I would rather die on my feet as a free man, than on 
my knees as a slave or on my back as an invalid without inter
est or passion. (p. 159) 

A full life, for Kurtz (1983), designates a state or fullness of 

being, a life in which qualities of satisfaction and excellence are 

present. Such a life entails pleasure, satisfaction of our basic human 

needs (survival, the need to function biologically by achieving 

homeostasis, growth, reproduction and sexual satisfaction, the need to 

discharge surplus energy, love, development of a generalized sense of 

community or belonging, self-affirmation of love of self, creative 

actualization or bringing into fruition potentialities); as well as 

audacity, freedom, and reason. (pp. 159- 168) 

The fullness of life for the humanist is to be measured in terms 

of the greatest happiness for the greatest number. Humanist Manifesto 

II (1973) elaborates on this in its sections on The Individual, Demo-

cratic Society, and World Community. 

We believe in maximum individual autonomy consonant with social 
responsibility ••• All persons should have a voice in developing 
the values and goals that determine their lives ••• Alienating 
forces should be modified or eradicated and bureaucratic 
structures should be held to a minimum ••• We need to democratize 
the economy and judge it by its responsiveness to human needs, 
testing results in terms of the common good ••• For the first 



time in human history, no part of humankind can be isolated 
from any other. Each person's future is in some way linked to 
all. We thus reaffirm a commitment to the building of world 
community, at the same time recognizing that this commits us to 
some hard choices. (pp. 18-21) 
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Lamont (1965) states emphatically that the social good is, in 

the humanist world view, considered more valuable than that of the 

individual. "Humanists are clear and certain that the social good, 

both in the present and future, should be the supreme ethical goal." 

(p. 248) 

••• an individual's loyalty to the larger social good may under 
certain circumstances cost him his very existence or at least 
considerable suffering. We must frankly admit that a man's 
uncompromising dedication to the happiness of others may lead 
to unhappiness on his part ••• "Virtue is its own reward" in the 
sense that the awareness of doing right always brings spiritual 
satisfaction; but such satisfaction is not sufficient to make 
the total man happy when he is suffering excruciating physical 
punishment. And if he is executed for his virtue, his "reward" 
quickly comes to an end altogether. (p. 249) 

These remarks are in keeping with the insistence of Kurtz (1984) 

that "fullness of life" or quality of life is of utmost importance, not 

merely life itself. It is also consistent with Humanist Manifesto II 

(1973) which recognizes "an individual's right to die with dignity, 

euthanasia, and the right to suicide, (p. 19) and the affirmation of 

the right to abortion. (p. 18) 

Summarizing, while perfectionism is the traditionalists' posi-

tion with regard to the highest good, humanists hold a utilitarian 

view. Traditionalism maintains that perfection of society cannot-be 

achieved until first beginning all individuals' lives with the willful 

choice to take "God's way." While social programs and reforms may help 
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for a time and for a segment of society, these "works" will not change 

people inwardly unless the people desire the summum bonum of accepting 

and living as God's people. For humanists, social reform is the only 

hope of providing for the "fullness of life" for all. All men must 

participate in the humanist agenda of the world community. "We must 

learn to live openly together or we shall perish together." (Humanist 

Manifesto II, 1973, p. 22) 

Ethics: The criteria of conduct. Traditionalism accepts the 

religious principle that one should obey the will of God as the basis 

for its criteria of conduct. This is evidenced in the preface to The 

Eclectic Third Reader by William H. McGuffey, one of the series of 

America's most popular early schoolbooks, selling an estimated 120 

million copies between 1836 and 1920. (Westerhoff, 1982, p. 14) The 

original Ecc1ectic Third Reader (McGuffey, 1837, reprinted 1982) 

states: 

The time has gone by, when any sensible man will be found to 
object to the Bible as a school book, in a Christian country; 
unless it be on purely sectarian principles, which should never 
find a place in systems of general education. Much less then, 
can any reasonable objection be made to the introduction of 
such extracts from the Bible as do not involve any of the ques
tions in debate among the various denominations of evangelical 
Christians. (Preface) 

Westerhoff, (1982), describes the world view of the McGuffey 

Readers, which for seventy-five years guided the minds of four-fifths 

of the school children in the nation (p. 15): 

Even a cursory reading of these early schoolbooks reveals their 
dominant concern for the character and nature of God and his 
relationships with persons and the world. Correspondingly, 
statements about the natural world focus upon the role nature 
plays in helping us to understand God and his ways. Consis
tently, the Readers affirm the ultimate insignificance of this 



world and the greater importance of the world we enter after 
death. The most prevalent material on human nature deals with 
rewards and punishments granted to persons in the next life for 
living or not living according to God's will. (pp. 75-76) 
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The criteria of conduct for the humanist may be said to be base4 

upon Dewey's principle of discovering the probable consequences of what 

one considers doing by going through an imaginative rehearsal of the 

possibilities. Kurtz (1984) poses a "modified form of ethical natural-

ism" as a possible answer to the questions "How shall we choose?" and 

"What values and principles should guide us?" Explaining that he is 

skeptical about universalistic ethical systems "that ignore actual 

phenomenological contexts in the real world" (p.lll), he suggests that 

what one ought to do is a function of three conditions: knowledge of 

facts, values, and principles. Values and principles are relative to 

one's particular existential situation and are partially conditioned by 

the past. How one should live is also a "function of creative inquiry 

in the present and it entails a balancing of facts, values, and princi-

pIes in the concrete contexts of choice." (p. 111) 

Speaking as a traditionalist, Lewis (1976a) comments on the 

ethical skepticist: 

They probably have some vague notion ••• that valour and good 
faith and justice could be sufficiently commended to the pupil 
on what they would call 'rational' or 'biological' or 'modern' 
grounds, if it should ever become necessary ••• It still remains 
true that no justification of virtue will enable a man to be 
virtuous. Without the aid of trained emotions the intellect is 
powerless against the animal organism. I had sooner play cards -
against a man who was quite skeptical about ethics, but bred to 
believe that 'a gentleman does not cheat,' than against an 
irreproachable moral philosopher who had been brought up among 
sharpers. In battle it is not syllogism that will keep the 
reluctant nerves and muscles to their post in the third hour of 
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the bombastment. The crudest sentimentalism ••• about a flag or 
a country or a regiment will be of more use. (p. 33-34) 

Closely related to the criteria of conduct is the motivation of 

conduct. With the examination of this question, the philosophical 

division between traditionalism and humanism in ethics is manifested. 

The official presuppositions of these two world views are then easily 

identified in the current public school controversy. 

Ethics: The motivation of conduct. Traditionalism (Westerhoff, 

1982, p. 76), holds to neither egoism nor altruism. While the tradi-

tionalist's "Golden Rule" says, "Do unto others as you would have them 

do unto you," it is the motivation by which one follows this rule that 

is important. One is taught to "Love thy neighbor as thyself" "not for 

a utilitarian reason, nor because one's fullest selfhood will be thus 

realized, but because the God who created man knows he will be happiest 

living as he was designed - God's way. Ultimately, the motivation for 

conduct for the traditionalist is the belief in the ultimate moral 

authority - God. (Wright, 1981) Says McGraw, (1976), "All moral deci-

sions, therefore, for those in the Judeo-Christian ethic, are a 

question of knowing that which God has revealed and acting upon it." 

(p. 11) 

Conduct is motivated, for the humanist, by human interest and 

need. (Humanist Manifesto II, 1973, p. 17) Because the individual is 

required to be loyal to the "larger social good," (Lamont, 1965, p. 

249), "the Humanist ethic urges the development of those basic impulses 

of love, friendliness, and cooperation that impel a person to consider 
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constantly the good of the group and to find his own happiness in 

working for the happiness of all." (p. 249) Humanism, says Lamont, 

"consciously" makes the ethical assumption that the social good should 

be the supreme ethical goal, it "tries to persuade men in general to 

make [this assumption] and advocates the kind of education that will 

lead them to make it." (p. 249) While the good of all may require 

sacrifices on the part of individuals, Lamont maintains that a society 

in which most individuals are devoted to the collective well-being will 

attain greater happiness and make more progress than one in which 

private self-inter.est and advancement are the prime motivation. (1965, 

p. 249) 

The motivation of conduct is, then, for the traditionalist based 

upon his belief in God and his teachings in scripture. For the human

ist, conduct is to be motivated by altruism. 

Educational Values 

These values will be derivable from examination of the following 

five subjects as they are defined by Judeo-Christian traditionalism and 

secular humanism: 1) the goal of education;·2) the role of the 

teacher; 3) the role of parents; 4) the proper method(s) of teaching in 

the public school, and 5) the proper function of the public school. 

The Goal of Education. Graham (1984) says that for the tradi

tionalist, "Genuine education cannot be divorced from the transcen

dent. Such a separation implicitly teaches that humankind is autonomous 

and responsible only to itself. Such secularity is not neutral educa

tion but is antireligious and unrelated to reality." (p. 122) He 
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cites Lewis' (1976a) statement that the primary goal of public educa-

tion "is to train in the pupil those responses which are in themselves 

appropriate, whether anyone is making them or not, and in making which 

the very nature of man consists." (Graham, 1984, p. 123) Shils (1981) 

makes the traditionalist's position readily contrastable to the 

humanist's: 

To educate is to teach and to teach means to transmit something 
already possessed. To think that the education of children 
should be anything else at its heart is disruptive of the con
tinuity of society and culture and hence disordering to those 
educated. Of course other things must be added to the tradi
tion transmitted by education, things appropriate to the age, 
capacity, and vitality of the pupils. It must also be selec
tive in what it transmits. It cannot transmit all the 
traditions of its society and its civilization; no human mind 
could absorb all that. (p. 179) 

The humanist position on education claims "There is no place in 

public education for the transcendent. Religious neutrality in public 

education means the teaching of secular beliefs only. Secularity is 

equated with religious neutrality." (Graham, 1984, p. 122) According 

to Graham, the primary goal of public education for humanism is "the 

furtherance of the democratic social order. Change in student atti-

tudes and perceptions becomes as important as academic content. The 

pursuit of equality becomes as important as the pursuit of academic 

ability." (1984, p. 123) 

"A Secular Humanist Declaration" (in Kurtz, 1983) states that 

education should be the essential method of building humane, free, and 

democratic societies. "The aims of education are many; the transmis-

sion of knowledge; training for occupations, careers, and democratic 

citizenship; and the encouragement of moral growth. Among its vital 
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purposes should also be an attempt to develop the capacity for critical 

intelligence in both the individual and the community." (p. 20) 

The furtherance of the democratic social order and the values of 

democratic citizenship are believed by humanists to be related to the 

democratization of values, a corollary to the rejection of absolute 

value. (Graham, 1984, p. 31) "We are committed to extending the 

ideals of reason, freedom, individual and collective opportunity, and 

democracy throughout the world community." ("A Secular Humanist 

Declaration," in Kurtz, 1983, p. 21) 

Power (1982), in his book Philosophy of Education, provides a 

summary of educational purposes. He lists education for discipline, 

knowledge, character, life, growth, personal fulfillment, and aesthetic 

refinement. Of these, the positions of traditionalism and humanism may 

be loosely summarized as follows: Traditionalism supports mainly Educa

tion for Knowledge: "Education should concern itself mainly with the 

teaching of useful knowledge and skill, which are essential to life in 

society." (p. 250) It also emphasizes Education for Life: that "Civ

ility and utility are essential conditions for personal and social de

cency and success. Education should concern itself with the teaching 

of relevant competencies." (p. 250) (Penman and Adams, 1982, p. 310) 

Humanism supports primarily Education for Growth: It "should 

supply opportunity for personal growth. It should always aspire to 

cultivating rather than arresting growth." (Power, 1982, p. 250) It 

also emphasizes Education for Personal Fulfillment: "Happiness is 

life's ultimate objective, so education should contain the means to 
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promote personal autonomy, an essential condition to happiness." (p. 

250) Power's taxonomy will be used in the instrument (see Table 1). 

The Role of the Teacher. Following from the traditionalist's 

view of the purpose of education is the teacher's role to "inculate 

permanent values which hold true for all people at all times." (Gra-

ham, 1984, p. 123) As well, the teacher should transmit a traditional 

body of knowledge, particularly basic skills. (Morris, Barbara, 1980, 

p. 613) The teacher is to provide a role model for the student, and 

thus must be a respectable person of high standards. McGuffey (in 

Westerhoff, 1982) describes what a teacher "ought" to be: 

The faithful and competent teacher never fails to secure 
the confidence, respect, and even affection of his pupils. He 
is as he ought to be, esteemed "in place of a parent." He is 
thought to be infallible. He ought therefore to be correct. 
He is esteemed as possessing the whole cyclopedia of know
ledge. He ought, therefore, to be a man of extensive acquain
tance with the principles of science. He is thought by the 
confiding pupil, to be incapable of any measure, or even 
intention, at variance with honest views of promoting the best 
interests of those entrusted to his care. And he ought, 
accordingly, to enlist all his energies in promoting the solid 
improvement and moral growth, of every mind submitted to his 
influence. (p. 175) 

The "moral growth" mentioned by McGuffey is based on a different 

assumption from that behind the statement in the "Secular Humanist 

Declaration," "we support moral education in the schools that is de-

signed to develop an appreciation for moral virtues, intelligence, and 

the building of character." (Kurtz, 1983, p. 18) McGuffey's "moral 

growth" is development toward a standard. It is a growth toward con-

sistency in the "absolute" values which transcend the relativity of 

individual circumstances. For the humanist, "ethics is situational and 
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autonomous. Ethics stems from human need and interest." (Humanist 

Manifesto II, 1973, p. 17) Kurtz (1983) says that "Humanism should be 

concerned with moral choice and social change." (p. 136) 

The humanistic approach to education "requires a change in the 

teacher's status from superior to the student to equal with the 

student." (Gage and Berliner, 1984, p. 559) Fuhrman and Grasha, (1983), 

describe the role of the humanistic teacher as "facilitator" and 

"learner." They note, "Humanistic theorists argue that teachers need 

to play the role of the expert-formal authority less and the role of a 

learning facilitator more. The emphasis of the humanist shifts from a 

teacher stating, 'Here is what I can teach you' toward 'What do you 

need from me to teach yourself? '" (p. 86) The humanistic teacher 

should influence students toward developing personal meaning from the 

content. He must actively involve the students in learning, as the 

facilitation of learning will help the student to inquire, and to 

deemphasize the ·use of external rewards. The "teacher as learner" must 

be accepting and nonjudgmental, encouraging diversity, respecting a 

student's right not to respond to a value issue, and asking questions 

that help students examine alternatives. "Teachers should include 

questions and activities that help students raise social issues as well 

as individual concerns." (p. 92) The teacher "may correct students on 

the facts level but must understand that there are no right and wrong 

answers on questions related to values." (Fuhrmann and Grasha, 1983, 

p. 92) Graham (1984) summarizes that the ultimate role of the teacher, 
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in the humanist's view, is "to bring about social, political, or 

economic change." (p. 123) 

The Role of Parents. Graham (1984) summarizes the traditional 

role of the parent in education: "Parents have the primary authority to 

decide the values by which their children will be raised. In this area 

education should not undermine parental authority." (p. 123) McGraw 

(1978) says, "Parents who believe in the idea of o9jective value will 

generally hold that one of their main responsibilities as parents is to 

instruct their children in these values." (p. 13) McGraw explains the 

traditionalist's reasoning: 

Families desire to impart a concept of objective value to 
their children because they believe it reflects a true under
standing of the world as it is. In fact, if a realm of objec
tive value does exist, the development of the child for his 
ultimate happiness and well being absolutely depends upon his 
correct understanding of moral reality. (1978, p. 13) 

In the examination of the role of parents in public school 

education the philosophical assumptions of traditionalism can be seen 

to come to focus. The concept of an ultimate truth, of "the world as 

it is" (and will be), of an objective value, and of the meaning of 

happiness are all important to the role of the parent with regard to 

education. Without an understanding of the traditional parent's 

philosophical base, it may be difficult to understand the firm stance 

taken with regard to the moral issues dealt with in his child's public 

school. 

The humanist position about the role of the parent in education, 

as stated by Paul Kurtz (1983) is that "there are institutions that 

exist and they have a role and function to play, and I would allow the 
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qualified people within a field to be the best judge of what is to be 

taught." (p. 269) He does not agree that it is up to the democratic 

assembly to dictate the content of the schools. Rather, "educators, 

qualified in the field, should determine what ought to be taught." (p. 

269) 

Scales (1981) sees the position of traditional parents in the 

current school controversy as being involved in "an impassioned crusade 

to save children, 'the' family and the nation by attacking ideas at 

variance with a traditional Judeo-Christian belief system, and 

especially by trying to prevent children's access to those ideas and 

information." (p. 300) In opposition to assertive traditionalists, he 

sees the appropriate view for humanist parents: 

We must reaffirm our commitment to individual rights. We must 
restate the certainty of our belief that there is no contra
diction between individual rights and parents' best hopes for 
their children. We must reassert our convictions that we are 
all - educators, parents, youth, clergy - threatened by this 
smothering attempt at control [by traditionalists]. (p.303) 

The humanists' concern in this controversy is individual rights 

rather than parental rights regarding their children. Kirkendall 

(1969) says that the American Humanist Association does not accept the 

assumption that the family is the most powerful influence on the life 

of children and young people. 

The family has greatly lost its influence on the next genera
tion. This is due to the fact that most parents do not know 
how to raise their children ••• If adequately trained they 
[teachers] are in a position to off-set the detrimental influ
ences to which the children have been exposed in their family 
and in their community. Therefore, we cannot agree that good 
family life lies at the root of the solution to our problems. 
(Kirkendall, 1969) 
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Humanists, rather than assuming that parental values be supported, be

lieve that students should be taught "tolerance" and "appreciation" for 

all points of view, recognizing that there are "controversial values" 

that should be treated without taking sides. Students should be 

exposed to wide ranges of opinion, recognizing each person's view as 

"his own opinion" and tolerating and appreciating diversity. (Gordon, 

1981) Gordon emphasizes that we are a democratic society, and that the 

public schools are committed to the basic values of the Constitution 

and the Bill of Rights. He says that these "values" are not static and 

need to be changed from time to time. Having once examined all points 

of view and determining the personal effects of different positions, 

humanists believe the student then chooses his values. (p. 215) 

"Humanistic classrooms nourish free growth and protect the child from 

excessive, society, and family pressures." (Gage and Berliner, 1984, 

p.559) 

The Proper Method(s) of Teaching in the Public School. Feak 

(1984) that the appropriate teaching method for traditionalists 

requires 

says 

that children's errors must be corrected in classroom dis-

cussion so that mistakes are not allowed to stand as fact. Discussion 

"should be to ascertain whether students are grasping facts upon which 

to base correct judgments ••• " (p. 2) Students should not be allowed to 

think that "consensus" determines Truth, but instead that all thought 

must be subjected ultimately to the absolutes of reality. (p. 2) 

From the traditionalist's view, it is proper for the student to 

enter the classroom with the basic assumption that the teacher is the 
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person in authority. The student is to presume that the teacher has 

more knowledge than he does and that structure and order will be used 

as the teacher imparts that knowledge. (Feak, 1984) McGuffey, however, 

warns against "fatiguing" recitation conducted on the plan of verbatim 

answers to questions not always the most pertinent nor perspicuous. He 

says: 

let teachers be assured, that any method of teaching, even the 
alphabet, which does not exercise their own minds, so as to 
give a pleasurable excitement of thought, will not be success
ful in securing the object which every instructor ought mainly' 
to propose to himself, namely, the interest and improvement of 
his pupils. (1982, "Suggestions to Teachers") 

Teaching methods in the traditional classroom must serve the 

purpose of instilling knowledge and skills. Useful methods include 

tutoring, seatwork, homework, programmed instruction, individually 

prescribed instruction, independent study, small group discussion, 

group games, classroom lecture and recitation, and films. To be 

avoided in the classroom are techniques or methods that are designed 

for "therapy" of students. Inquiring into personal matters and psychic 

and emotional problems is considered an invasion of privacy and not 

appropriate for the school classroom. (Schlafley, 1985, p. 13) 

McGraw (1985) stresses the philosophical assumptions of tradi-

tionalism as the bases for choosing classroom methods. She says that 

the most important aspect of traditionalism as it relates to the 

schools is its view of the "human person." Teaching methods are chosen 

based on the understanding of the "human person" as a body and soul 

created by God. The soul functions through intellect and will. The 

teacher does not just teach the intellect of the student and ignore the 
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The will must also be taught. It is necessary that the 

will is provided with limitations and guidelines as well as encourage

ment in learning. McGraw also says that McGuffey dealt with the 

correct view of the person. 

Important to this correct view is the understanding that each 

child was created by God "in his image" to be in a personal relation-

ship to Him. From this viewpoint, each person has dignity and worth 

because of God. The child comes to the classroom as a member of a 

family and belonging" or entrusted by God to parents who are respon

sible for his upbringing. The school must respect the rights of those 

parents to provide the child with ethical values. The methods of the 

school must not invade the privacy of the family. (McGraw, 1978, p. 13) 

(McGraw, 1985) Nor must the school "puff up" the child with arrogance. 

(Kilpatrick, 1983, p. 37) 

Kilpatrick (1983) 

difference between what 

addresses 

he calls 

this arrogance discussing the 

"innocent self-love" and "self-

worship." Traditionalists accept innocent self-love based on one's 

worth as God's handiwork and upon one's wishing good for himself. It 

may also be based upon feeling good about oneself because we are or 

have been useful, because we somehow fit into a purposeful scheme, says 

Kilpatrick. However, when one makes unwarrantable claims to dignity, 

authority, or knowledge, one becomes arrogant. To teach a student that 

he is his own creation is teaching "self-love" that is based upon false 

assumptions. The "doctrine of natural goodness implied in most theories 

of self-esteem" is, according to Kilpatrick, very hard to substantiate. 
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This type of self-love "means accepting yourself as a worthy person 

because you choose to do so." (pp. 36-43) This attitude toward the 

self flatly contradicts the Christian one. (p. 43) As a result, most 

popular methods for "teaching self-esteem" are rejected by tradition

alists. (pp. 36-46) Graham summarizes the traditionalist position 

saying, "We learn chiefly by exposure to facts of the outside world, 

facts which are independent of the mind which knows them. Learning is 

outer-directed, rooted in the objective, real world." (1984, p. 122) 

In the humanistic classroom the teacher is responsible for 

determining the classroom climate and setting the tone or mood in order 

to "create the situation within which maximum student growth is expec

ted to occur." (Gage and Berliner, 1984, p. 568) The "facilitator", 

according to these authors, functions to meet the unique needs of the 

students. One aspect of meeting these needs is watching for and he1p-

ing in the 

In this way, 

psychologist 

release of expressions of strong emotion or deep feeling. 

the teacher is to function in the manner of a clinical 

or psychiatrist. (p. 568) There are various exercises 

designed 

side of 

forbidden 

dreams. 

to further the expression and understanding of the emotional 

life: 

words, 

(p. 568) 

group rejection 

role-playing 

exercises, meanings behind the use of 

techniques, discussions of fantasy and 

The humanist teacher is also to help students learn by providing 

resources and choosing techniques for the gaining of information. The 

key to the selection of method for this type of classroom is that self 
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esteem is of primary importance and students are to be free to make 

choices. Group process is often used. (Fuhrmann and Grasha, 1983, p. 

93) 

The humanistic classroom is to be a participatory democracy 

according to Humanist Manifesto II. (1973, p. 19) "The principle of 

moral equality must be furthered through elimination of all discrimi-

nation based upon race, religion, sex, age, or national origin ••• The 

schools should foster satisfying and productive living ••• lnnovative and 

experimental forms of education are to be welcomed." (p. 20) People, 

says the Manifesto, are "more important than decalogues, rules, 

proscriptions, or regulations." (p. 19) This is a guiding principle 

for the classroom as the emphasis is to be on the student's process of 

growth. Fuhrmann and Grasha (1983) say, "Teaching from a humanistic 

perspective is not so much a matter of using various classroom 

procedures as it is the transmission of a philosophy of living into the 

classroom environment." (p. 82) 

It should be noted that both traditionalism and humanism 

emphasize the teaching of critical reasoning and the scientific 

method. Traditionalists Penman and Adams (1982) insist that the search 

for truth must include "the methods of rational discussion, critical 

analysis, examination of common sense knowledge, as well as scientific 

knowledge, induction, deduction, objective and subjective analysis and 

experience." (p. 310) Humanist Manifesto II (1973) also affirms the 

use of the methods of science: 

~R~e~a=s=o~n~a~n~d~~i~n~t~e~l~l~i~g~e~n~c~e are the most effective instruments 
that humankind possesses. There is no substitute: neither 



faith nor passion suffices in itself. The controlled use of 
scientific methods, which have transformed the natural and 
social sciences since the Renaissance, must be extended further 
in the solution of human problems. But reason must be tempered 
by humility, since no group has a monopoly of wisdom or vir
tue. Nor is there any guarantee that all problems can be 
solved or all questions answered. Yet critical intelligence, 
infused by a sense of human caring, is the best method that 
humanity has for resolving problems. Reason should be balanced 
with compassion and empathy and the whole person fulfilled. 
(p. 18) 
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The difference here may be seen in the traditionalist's emphasis 

on the "search for truth," while the humanist is concerned with "the 

solution of human problems." It should be recognized that the Manifesto 

is not directly referring to the school classroom in its section on 

Reason and Intelligence, but the problem solving format is to be trans-

fered to classroom use. Gage and Berliner (1984) explain that an 

important principle in humanistic education is that "students learn 

what they need and want to know." (p. 561) They maintain that human-

istic teaching is to foster active, process-oriented, self-directed, 

inquiring, reflective and student-centered learning. Problem solving 

works well for this orientation. (pp. 558-570) 

The Proper Function of the Public School~ Mattheis (1981) 

addresses the proper function of the schools according to tradition-

alists. "Parents and taxpayers want a higher quality of education--

education that includes basic skills competence and traditional 

Judeo-Christian values." (p. 209) McGraw (1976) concurs with this. 

She asserts that schools should place their emphasis on the learning of 

basic reading writing, thinking, communicating skills, and factual 

knowledge. The learning of "basic life skills and factual subject 
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matter" are primary. She mentions the promotion of traditional and 

generally accepted virtues, such as civility and kindness. (p. 4) 

Morris (1980) mentions other values in the context of literature 

saying that materials students read in class should be well written and 

of excellent literary quality and should portray qualities that elevate 

the human condition and stimulate the goodness in human beings. She 

suggests the qualities of beauty, compassion, friendship, devotion, 

hope, trust, joy, loyalty, honesty, and courage. (p. 614) 

Michael Cohen addresses the "real nature of schooling" saying: 

Community in schools is dependent upon more than shared 
instrumental goals. It requires the creation of a moral order, 
which entails respect for authority, genuine and pervasive 
caring about individuals, respect for their feelings and atti
tudes, mutual trust, and the consistent enforcement of norms 
which define and delimit acceptable behavior. (Cohen in 
McGraw, 1984a, p. 42) 

"A Secular Humanist Declaration" (in Kurtz, 1983) criticizes 

schools today for allowing the mass media to misdirect their purposes. 

Standards of taste and appreciation need to be elevated. (p. 20) "Of 

special concern to secularists is the fact that the media (particularly 

in the United States) are inordinately dominated by a proreligious 

bias." (p. 21) The relevance of the secular outlook to the human con-

dition is the topic of a "long-term program of public education and 

enlightenment" that is a broad task endorsed by "all those who believe 

in democratic secular humanist values." (p. 21) The task of the 

schools according to Humanist Manifesto II (1973) is to "foster satis-

fying and productive living." Schools should be open at all levels to 

any and all; the achievement of excellence should be encouraged." 
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(p. 20) They should focus on present concerns, self-actualization, and 

rectifying social injustices. (p. 16) 

Social injustices are to be rectified, in part, by commitment of 

all to the building of a world community with a system of world law and 

a world order based upon transnational federal government. "We deplore 

the division of humankind on nationalistic grounds." (p. 21) In the 

school the basis of the world order, "participatory democracy" must be 

used. Students are to have a voice in developing the values and goals 

that determine their lives. (p. 19) Schools should be responsive to 

expressed desires and needs and the conditions of schools should be 

"humanized." (p. 19) "Alienating forces should be modified or eradi

cated ••• People are more important than decalogues, rules, proscrip

tions, or regulations." (p. 19) 

Moral education is important 

says that moral values should be 

for 

taught 

the humanist. Manifesto II 

autonomous and situational. Reason and 

in the context of being 

intelligence should be 

stressed. (p. 17) Maximum individual autonomy consonant with social 

responsibility should be pursued. (p. 18) Moral education should 

stress tolerance and appreciation for diversified sexual proclivities 

and life-styles. "We wish to cultivate the development of a responsible 

attitude toward sexuality, in which humans are not exploited as sexual 

objects, and in which intimacy, sensitivity, respect, and honesty in 

interpersonal relations are encouraged." (p. 18) This is "an 

important way of developing awareness and sexual maturity." (p. 18) 

Importance is also to be placed upon a full range of civil liberties. 
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These include the right to abortion (p. 18) and "recognition of an 

individual's right to die with dignity, euthanasia, and the right to 

suicide." (p. 19) All of these are subjects considered appropriate to 

the public school classroom. 



Assumptions Juxtaposed: A Summary 

The following Table 1 is a summary of the philosophical assump

tions and educational values of traditionalism and secular humanism as 

discussed in the preceding section of this chapter. This summary juxta

poses the two world views and calls attention to the areas of conflict 

and agreement between them. 

A "no" adjacent to a given assumption signifies that the world 

view (traditionalism or humanism) listed in that column rejects that 

particular assumption. Correspondingly, a "yes" signifies that that 

world view accepts the given assumption. In areas where no response is 

noted (the space is blank) the given assumption has not been addressed 

in this text. This is not to say that the world view takes no position 

on the given assumption, however. For example, "Ii th regard to the 

Nature of Man,. the view of the "self," the assumption of the self as a 

social-vocal phenomenon is listed. Neither affirmation nor negation of 

this assumption is listed for traditionalism or humanism. Traditional

ists do reject the assumption of the self as merely as social-vocal 

phenomenon 

spiritual 

implied in 

since it is contradictory to the concept of the soul as a 

being. However, because this is not mentioned or clearly 

the text of this study, the space adjacent to "social-vocal 

phenomenon" is left blank. 

Areas of shared affirmation between traditionalism and humanism 

are noted with an asterisk (*). Of importance, however, is not only 
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that both world views affirm the assumption listed, but also their 

qualification or reason for that affirmation. Thus, complete agreement 

is noted by a double asterisk (**). Where the two views both reject an 

assumption no notation is made. While both world views are, for 

example, opponents of polytheism, this study is focused on the areas in 

which they both support a value or assumption. 
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SUMMARY OF ASSUMPTIONS 
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Traditionalism Humanism 
I. Metaphysics: 

A. Cosmology 

B. 

C. 

D. 

1. considerations: 
a. causality 

b. time 

c. space 

2. two views: 
a. evolutionism 
b. creationism 

Nature of Man 
1. view of "self" 

a. soul, spiritual 
being 

b. same as body 
c. social-vocal 

phenomenon 
2. body and mind 

a. interactionism 
b. parallelism 
c. epiphenomenalism 
d double aspect 

theory 
e. emergence 
f. spiritualism 

3. freedom 
a. determinism 

b. free will 

Conceptions of & about God 
1. atheism 
2. deism 
3. pantheism 
4. God is evolving 
5. polytheism 
6. theism 

Teleology 
1. non teleological 
2. teleological 

uncaused primary 
cause 

a continuum 
since creation 

began with crea
tion by God 

no 
yes 

yes 

no 

yes 

no 

no 
no 

no 

yes, God given * 

no 
no 
no 
no 
no 
yes 

no 
yes 

self-existing 
non-created 

has always ex
isted 

has always ex
isted 

yes 
no 

no 

yes 

no 
no 

yes 
no 

behaviorists: 
yes 

yes, own choice 

yes 
no 
no 
no 
no 
no 

yes 
no 
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Table 1, Continued 

T radi tionalism Humanism 
E. Constancy in reality 

1. absolutism yes no 
2. relativism no yes 

F. Quantity of ultimate realities 
1. monism no no 
2. dualism of creator and no 

created 
3. pluralism no yes 

G. Ontology 
1. space--time or nature yes 
2. spirit or God yes 
3. not valid category no yes 

II. Epistemology: 
A. Possibility of knowledge 

1. agnosticism no yes 
2. affirmation yes no 
3. fractional & 

functional yes 

B. Kinds of knowledge 
1. a posteriori yes ** yes 
2. experimental yes 
3. a priori yes no 

C. Instrument of knowledge 
1. empiricism yes 
2. rationalism yes ** ~s 

3. intuitionism yes no 
4. authoritarianism yes no 
5. revelation yes no 

III. Logic 
A. Induction yes ** yes 
B. Deduction yes ** yes 
C. Syllogism yes ** yes 
D. Problem solving or 

experimental reasoning yes ** yes 
E. Dialectic yes ** yes 

IV. Axiology 
A. Nature of value 

1 interest theory no yes 
2. existence theory yes no 
3. experimental theory yes 
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Table 1, Continued 

Traditionalism Humanism 
B. Realms of value 

1. ethics 
a. the worth of living 

(1) optimism ~y~e=s ____________________________ __ 
(2) pessimism no no 
(3) meliorism yes 

b. the highest good 
(1) hedonism no no 
(2) utilitarianism no yes 
(3) perfectionism ~y~e~s ____________________________ ___ 

c. the criteria of conduct 
(1) Dewey's 

principle yes 
(2) religious 

principle yes no 
d. motivation of conduct 

(1) egoism ~rather, belief __ =n~o __________ __ 
(2) altruism no- in God is yes 

motivation 

Educational Values 
1. The Goal of Education 

a. for discipline (a matter of emphasis) 
b. for knowledge yes 
c. for character 
d. for life yes 
e. for growth yes 
f. for personal 

fulfillment yes 
g. for aesthetic 

refinement 

2. The Role of the Teacher 
a. facilitator yes 
b. learner yes 
c. bring about change yes 
d. inculcate permanent 

values yes no 
e. transmit knowledge 

and skills yes 
f. moral growth toward a standard Eersonal choice 

3. The Role of Parents 
a. teach objective value yes no 
b. primary authority on 

values taught yes no 



Table 1, Continued 

c. assert individual 
rights 

d. yield authority 
to experts 

4. Proper Method(s) 
a. to instill knowledge 

and skills 
b. to provide guidelines 

and limitations 
c. to provtde encourage

ment to learn 
d. support family 

privacy 
e. to meet needs 
f. to provide psycho

logical therapy 
g. for participatory 

democracy 
h. for search for truth 
i. for problem solving 

Traditionalism 

no 

yes ** 
yes 

yes ** 
yes 

no 

yes 

5. Function of the Public School 
a. 

b. 
c. 

d. 

present social and 
personal concerns 

self-actualization 
rectifying social 

injustices 
moral education 

e. foster satisfying and 
productive living 

f. participatory 
democracy 

g. basic skills 

h. 
i. 

j. 
k. 

competence 
traditional values 
factual subject 

matter 
teach secular outlook 
self-esteem 

no 

no 
objective values * 

yes ** 

yes 
yes 

yes 
no 
based on justi- * 

fication in 
objective value 
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Humanism 

yes 

yes 

yes 

yes 

yes 

'yes 

yes 

yes 

yes 
yes 

yes 
values autono

mous and 
situational 

yes 

yes 

no 

yes 
based on per

sonal choice 
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This Summary of Assumptions in Table 1 reveals few areas of 

agreement between traditionalism and humanism. Within the realm of 

metaphysics, as outlined here, there is agreement only upon the 

assumption 

Behaviorists 

that free 

that man has free will. However, the agreement is partial. 

of free will; traditionalists insist reject 

will is 

the 

a 

concept 

result of God creating man and giving him that 

freedom. For non-behaviorist humanists, the fr~edom is not by design 

but by man's own choice, based on the assumption of the autonomous man. 

In epistemology tra~itionalists and humanists both accept a pos

teriori knowledge and rationalism. It is important to note, however, 

that humanists reject the assumption of a priori knowledge that is 

accepted by traditionalists. Thus, there is not total agreement about 

the possible kinds of knowledge. Similarly, humanists reject three of 

the five instruments of knowledge that traditionalists accept. 

In the area of. logic there is total agreement upon the basic 

methods that distinguish valid from fallacious thinking. This is 

significant in that it does provide for a shared system of the relation 

of ideas. 

Among Educational Values there are assumptions for selecting 

teaching methods 

both world views, 

views can be a 

that are shared. These are a matter of emphasis for 

and the stressing of any area not shared by both 

source of conflict. The instilling of knowledge and 

skills and the providing of encouragement to learn are assumed by both 

traditionalists and humanists to be proper objectives of public school 

education. 



151 

Both traditionalism and humanism affirm that a proper function 

of the public school is to foster satisfying and productive living. 

Difficulty arises in the conflicts between philosophic assumptions 

regarding the source of true satisfaction for man and the meaning of 

"productive living." 

While both traditionalism and humanism affirm the importance of 

moral education in the public school, they conflict regarding their 

assumptions of what constitutes moral education. Likewise, both world 

views agree that positive self-esteem should be a focus of the school. 

However, the assuptions upon which positive self-esteem is based are 

conflicting for humanists and traditionalists. 

Humanism and traditionalism are in agreement with regard to very 

few basic philosophical assumptions, beliefs, and values. How the 

areas of disagreement become manifested in a classroom curriculum is 

the focus of Chapter Five. 



CHAPTER FIVE 

ANALYSIS OF SAMPLE FAMILY LIFE EDUCATION CURRICULUM 

Having identified and examined the basic philosophical assump

tions of secular humanism and Judeo-Christian traditionalism as they 

focus on public school education, the study applies those assumptions 

in this chapter to the sample Family Life Education curriculum. 

In the initial section the selected lessons were examined from 

both traditionalist and secular humanist points of view. The philo

presuppositions of the lessons were identi-sophical and 

fied. This 

educational 

identification was made on the basis of those beliefs and 

values documented in Chapter Four of this study and in the discussion 

of Literature on Family Life Education as Exemplifying the Conflict 

(Chapter Two). Each philosophical assumption or belief of interest to 

this study is listed with reference to where it occurs in the lessons. 

A brief discussion indentifying conflict or agreement between humanism 

and traditionalism in the curriculum application is provided. 

The second section of this chapter critiques the logical consis

tency and internal coherence of the lessons and the "Position State-

ments on Abstinence of Adolescentss from Sexual Activity" that 

accompany them. 

Next an analysis is presented of the curriculum's adequacy in 

meeting the stated objectives of the two chapters, followed by an 

assessment of the curriculum as a whole. 
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Included for evaluation in the sample were the "Goals of the 

Pinion Unified School District for Family Life Education," the chapter 

- for eighth graders entitled "Family Relationships" (Lesson 1 through 6) 

and the chapter for ninth and tenth graders entitled "Decision Making" 

(Lessons 7 through 13). This material is contained in Appendix A. 

Application of Assumptions to Sample 
Family life Education Curriculum 

The Lessons: Values Issues Appearing in the Sample 

The Nature of Value. The humanist position that values depend 

upon the interest of the person who holds them and contribute to a 

greater sense of happiness in the present and future provides a 

rationale for the following: 

Lesson 1 Statement of Purpose, Procedure 4, and Summary are 

built around a redefining of the term "family" to accomodate the 

diverse lifestyles found in today's society. 

Lesson 2 Presents the blended family as one of a number of 

possible family structures, each with its own problems, although each 

is equally acceptable. 

Lesson 5 - The lesson discussion states, "The way students solve 

the problems will depend upon their own opinions about how parents 

should guide children's actions." The "should" is a personally chosen 

and automomous value based upon the student's opinion. 

The traditionalist position, stressing a difference between 

personal tastes or preferences and "values", asserts that there is 

objective value that is absolute and unchanging •. Because the tradi-

tional nuclear or extended family is based upon those values, 
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traditionalists would reject the above lesson content. The Lesson 9 

statements stress personal satisfaction and autonomy, neglecting the 

"rightness" of a decision. Omissions in the following are also 

unacceptable to traditionalists: 

Lesson 4 - While secular 

class about the laws affecting 

speakers are invited to talk to the 

the family, no representative is 

included to discuss marriage, vows, love, commitment, and the religious 

aspects and foundations of the family. (see pp. 67-68, traditionalists' 

basis for the family.) 

Lesson 9 - The decision making model totally ignores the 

function of ethical absolutes. 

Lesson 9 (Situation examples), Lesson 10, Lesson 11 (8B) - No 

mention is made of the difference between decisions regarding personal 

taste or preference and those involving ethical values. 

Lesson 11 - Procedure 8e states, "In order to be satisfied with 

a solution it must be consistent with your own personal values and 

goals or promote your interests and abilities." "A solution that sat

isfies someone else will not necessarily satisfy you." 

making 

based 

Rational versus Right Decisions. The teaching of a decision 

process comes under criticism from traditionalists when it is 

solely upon making rational decisions. Traditionalists stress 

the need for students to learn to make morally right decisions. This 

conflict is manifested in the following lessons wherein the emphasis 

upon "rational decisions" is aligned with secular humanist concepts. 
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Lesson 3 - Negotiation is stressed ignoring appeal to objective 

values and principles that often provide for solutions to family 

problems without any " give and take" through negotiation. 

Lesson 9 - This ignores what is "right," providing instead for a 

reasoned opinion. "Moral/religious upbringing" is mentioned only as 

the student is told to consider the "feelings experienced when deci

sions are consistent with" that upbringing. Traditionalists hold that 

their beliefs are based on more than feelings. 

Lesson 7 - No reference is made to any behavior or goal related 

to a student's valuing ethically right behavior. With the exception of 

the word "salvation," the list is secular and based on humanist 

assumptions of value; for example, "Ideally, people should prefer 

behaviors that will help them reach their goals." 

Lesson 12 Decisions are to be made (Procedure 7) based upon 

choices, pressures, and consequences. No concern for a right decision 

is considered. 

While the above items are objectionable to traditionalists, for 

humanists they correctly place emphasis on reason, secularism, and man 

as a free moral agent. 

~T~o=l=e~r=a~n=c=e~=f=o~r __ =D=i~v=e~r=s=i=t~y. The difference between a belief in 

God-given absolute values and an ethical relativism that bases values 

upon personal choice and individual circumstance is manifested in 

ahumanist concern for tolerance of diverse lifestyle a.nd values. This 

is reflected in the following: 
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Lesson 1, (Procedure 4) - All student definitions of family are 

accepted. This includes provision for unmarried couples and homosexual 

- couples, but negates belief in a limited definition. 

Lesson 2 - The tone of the lesson reflects acceptance of the 

family structure. The statement, "Although the stepfamily has always 

existed, it is little talked about and generally unsupported by Ameri

can society," implies with the following text that the stepfamily 

should be supported as being equally as preferable as a family not 

resulting from divorce. The lesson implies that what exists is 

acceptable if it works for the people who have chosen it. 

Lesson 4 - The statement, "All [families, regardless of struc

ture and composition] have a useful contribution to make," reflects 

appreciation for any diversity. 

Tolerance is freely asserted here as it functions to enhance 

those who do not conform to the traditional norms regarding marriage 

and child bearing. For traditionalists the basis for this tolerance 

provides a source of some concern. Baer says, "If all values are 

finally matters of individual choice and preference, then such values 

as tolerence of other people's ideas, equality, and basic social 

justice are also matters of personal choice and preference." (Arras, 

1982b, p.s). Baer expresses concern that for traditionalists there is 

no guarantee under ethical relativism that their beliefs in the 

ultimate truth of basic ethical principles will be tolerated. (Arras, 

1982b, p. 5) 
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The Highest Good. The assumption that the highest good is indi-

vidual satisfaction is accepted in Lessons 9, 10. 11, 12. This is the 

basis for the decision making model presented. This perspective con-

f1icts with the traditionalist's position that the highest good is 

perfection in doing the will of God. This assumption also contrasts 

with the humanistic belief in utilitarianism which extends the satis-

faction principle to include satisfaction for the greatest numbers. 

Lesson 3 focuses upon the issue of the highest good in its 

emphasis on family conflict resolution through negotiation. Restrict-

ing the discussion to a secular view of home life, it neglects the 

traditionalist belief that each of the family members is to be striving 

to live in justice, harmony, and peace, through living by God's 

revealed rules. It neglects consideration of the family being based on 

responsibility to enduring substantive values and authoritative love. 

(see pp. 67, 68) Rather, a utilitarian view of the family is taken and 

conflict is to be resolved through negotiation. The conf1ict-negotia-

tion skills are taught, according to Macklin (1981), "to help students 

think clearly about promises they can realistically make to their 

partners." (p.571) Relationships are to be based solely upon the indi-

vidua1s' self-chosen commitments and rules. The Lesson says, "It is 

the inability to negotiate, not the conflict, that causes problems." 

Lesson 11 summarizes: 

B. You can use this process for making any decision. 
C. In order to be satisfied with a solution it must be 

consistent with your own personal values and goals or promote 
your interests and abilities. 

D. A solution that satisfies someone else will not neces
sarily satisfy you. 
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~C=r~i~t~e~r=i=a __ o~f~~C~o~n~d~u~ct.. The humanists' acceptance of Dewey's 

belief in the religious principle principle and the traditionalist's 

come into conflict in Lessons 1, 9, and 11. 

Lesson 1 (Procedure 9) - Students are asked if they would be 

willing to "meet a need" for a family member. "Would they be willing 

to make an agreement with themselves to do that? Answer silently for 

themselves." 

to be made 

consequences 

conduct. 

There 

freely 

of his 

is no."should" provided in the lesson. Choice is 

and privately 

choice. This 

by the student on the basis of the 

is the humanist's criterion for 

Lesson 9 (Procedure 5) - This lesson attempts to utilize both 

Dewey's principle and the religious principle by instructing students 

to consider the consequences of each alternative course of action in a 

situation and to consider the values of moral/religious upbringing. 

However, the concept of a "right decision" is avoided. Students are 

directed to choose the alternative that is "most appropriate" for the 

situation. The traditionalist imperative to "obey the will of God" is 

thus reduced to one consideration that the student is to weigh in terms 

of foreseeable consequences. 

Lesson 11 - This lesson equates teenage decisions on what to 

eat for breakfast with those regarding moving away from home and 

breaking up a relationship. Students are instructed to weigh the 

consequences of decisions without any mention that there are different 

kinds of decisions presented in the lesson. This neglect of the 

differences between matters of personal preference or taste and matters 



159 

of moral consequence renders this lesson and lessons 7, 8, 9, 10, and 

12 totally unacceptable for traditionalists. 

Role of the Teacher. Assumptions regarding the teacher's role 

are reflected in the sample lessons as follows: 

Teacher as facilitator: In lessons 1, 2, 3, 4, 5, 9, 10, 11, and 

12, the teacher functions in the mode of a humanist by being accepting 

and nonjudgmental, suggesting no "right" or "wrong" answers on ques-

tions related to values. The student is encouraged to make the 

decisions he considers most appropriate for him. 

Teacher as social change agent: This humanist concept of the 

teacher is expressed in lessons 1, 2, 3, and 4 dealing with the family. 

Lesson 1 provides for the redefinition of the family: 

Remind students that people live in various family 
structures. For some people the only acceptable defini
tion of family would be mother/father/children or an ex
tended family; for others, various structures of people 
that meet the functions of family would be acceptable. For 
the purpose of our discussion, we'll use a combination of 
all the definitions they've listed. (Procedure 4) 

The lesson is inferentially saying that everyone's definition is 

acceptable. From the traditionalists' position, it ignores the fact, 

that the two concepts of family mentioned are mutually exclusive. 

"Family" becomes whatever any number of individual students observe to 

be performing the "functions" (undefined) of a family. 

Lesson 2 provides for discussing, role-playing, and the 

clarifying of attitudes toward the stepfamily, which is "little talked 

about and generally unsupported by American society." 
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Lesson 3 provides for learning experiences regarding problems 

between teenager and parent. It stresses that conflict can be "helpful 

in underlining individuality and teaching negotiation." The business 

concept of negotiation is introduced into the family to provide for the 

reevaluation and restructuring of relationships which need to be 

updated for today's society. 

Lesson 4 stresses that there are many factors in our changing 

world that affect family life. 

together as a family ••• All 

It says, "There are many ways of living 

have a useful contribution to make." By 

having students list a variety of possible family groups, presenting 

cultural differences among families, and teaching that "despite these 

differences families have many similarities and serve many of the same 

functions ••• " the lesson encourages students to accept that the tradi

tional family structure is no better than its diverse alternatives. 

Teacher as inculator of permanent values: This traditionalist 

role of the teacher is manifested both positively and negatively in the 

sample lessons. 

Lesson 1 teaches, "Regardless of our definition of family or the 

structure of a family, it provides the basics to meet physical, emo

tional, spiritual and psychological needs." This is contrary to the 

traditionalists' belief that the nuclear or extended family structure 

and Biblically-defined roles are the ideals to be emulated. Tradition

alists reject such options as the single-parent family, marital infi

delity, unwed parents, and homosexual marriages as being equally 
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acceptable and functionally as beneficial as the traditional family. 

In contrast, for humanists, these options are equally acceptable. 

Lesson 1 supports the concept that family members have the re

sponsibility to contribute to the family. This is a positive point 

made in the lesson, according to the traditionalist's view. Humanists 

also accept this teaching, although they do not acknowledge this as a 

"permanent" value. For humanists, all values are subject to change. 

Lesson 2 does well in addressing the values of respect for 

others, trust, and compassion. Both traditionalists and humanists 

would agree upon this 

statement speaking of 

lesson functions to 

in the context presented. In an editorial 

the "myth of the ideal, nuc1eat" family," the 

undermine traditionalist values. For humanists 

this statement is a proper debunking of a concept of the family in its 

absolute perfection. For traditionalists, it is an improper attack on 

th~ goal toward which students, who are to become parents, should 

strive. 

Lesson 3 supports the 

accompanied by responsibility. 

traditionalists and humanists. 

understanding that each privilege is 

This is a concept accepted by both 

It also states, however, "[t]here is no ideal family; families 

work out their own ways of meeting family needs, and what is best for 

one family may not be best for another." Traditionalists would not 

quarrel over the fact that families work out certain aspects of living 

in their own unique ways. However, that fact is not to be supported as 

the basis for teaching students that there is no worthy principle or 
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aim regarding family life and structure. The lesson addresses only 

behavior and avoids the concept of family based on enduring substantive 

values and authoritative love. This is again a source of conflict 

between humanism and traditionalism. 

Teacher as transmitter of knowledge and skills: Lessons 9, 10, 

11, and 12 stress learning the skill of decision making. Although 

teaching skills is a function advocated by traditionalists and human

ists, although not an area of major emphasis for the latter, the way in 

which decision making is taught in these lessons makes it unacceptable 

to traditionalists. These lessons in values clarification fail to 

discriminate between decisions that are a matter of personal taste or 

preference and those that involve ethical values. They neglect recog

nition of religious beliefs based, traditionalists hold, upon ultimate 

truth. The lessons instead affirm the relativity of all values, and do 

so correctly, from the humanist point of view. 

Teacher as facilitator of moral growth: Lessons 9, 11, 12, and 

13 are designed to teach moral growth by having students solve hypo

thetical problems involving moral issues. The process is the focus of 

the lessons, rather than the content to be considered in each example 

situation. This is in keeping with humanists' convictions that every

thing is in process and subject to change on the basis of changing 

circumstances and needs. It conflicts with the traditionalists' belief 

that while circumstances and needs may change, they are not the 

ultimate criteria for judging right conduct. In ethical issues the 

traditionalist affirms some absolute, unchanging values. Teaching for 
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moral growth in the context of these lessons is a source of conflict 

between the beliefs of traditionalism and humanism. 

The Role of Parents. Assumptions regarding the role of parents 

in their children's education are manifested in the sample lessons. 

Teach objective value: As mentioned regarding the teacher as 

inculcator of permanent values, Lessons 1, 2, 3, 4, 5, and 6 approach 

"the family" with assumptions contrary to traditionalist beliefs. The 

lessons on decision making, because they are based upon Dewey's prin

ciple rather than the religious principle as the criterion of conduct 

do not teach objective value. They are, as such, in conflict with the 

teachings traditionalist parents would prescribe for their children 

with regard to ethical issues. These lessons generally support human

ist assumptions regarding the non-existence of objective value. 

Primary authority on values taught: This traditionalist point 

of view is dealt with positively and negatively in Lessons 3, 5, 6, 11, 

12, and 13. Where the treatlDent is negative it focuses instead on the 

humanist assumption that parents should yield their authority to the 

educational experts. 

From the traditionalists' view Lesson 3 supports parents as 

people "who have rights, privileges, responsibilities, emotions, and 

However, it does not affirm that parents have authority over 

except in the statement, "Guidelines from parents and the 

problems." 

children 

community are reaction areas for teen-agers which are necessary, like 

the railing on a bridge, in order to set limits on behavior." The 

guideline statement would be acceptable were it not for the "Learning 
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Experience" adjacent to that "Concept" in the lesson which instructs 

students to "debate the effectiveness of specific measures used as 

- discipline or as limits." Such a school sponsored debate by eighth 

graders is considered by traditionalists to be potentially undermining 

to parental authority and family privacy and unity. (Burton, 1983) 

Lesson 5 instructs teachers "who are unsure or uncomfortable 

with how and to what extent the student's question should be handled" 

to refer students to Family Life Education Program Curriculum Staff, 

or, as a second option, to refer them to parents and/or clergy. This 

procedure supports the humanist assumption that in the context of 

schooling parents are to yield their authority to the experts. It 

conflicts with the traditionalist belief that parents are the primary 

authority on values taught to their children and must retain that 

authority in cases of students' moral questions. 

Lesson 11 deals with the issue of parental authority on values 

taught by suggesting that eighth grade students solve in class the 

problem of whether to move away from home. Traditionalists' beliefs 

would rule this matter entirely inappropriate for ~he classroom. The 

summarizing point in the lesson is "A solution that satisfies someone 

else will not necessarily satisfy you." For traditionalists the 

decision of an eighth grader considering moving away from his home is 

not a decision to be made according to the degree of personal satis-

faction it provides. 

not the school. 

This matter is one for discussion in the home, 
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Lesson 12 shows an attempt to include parents in the moral ques

tions students debate in school by having students take the lesson home 

- for parents and students to complete together. While traditionalist 

parents would appreciate knowing what is being taught in the classroom, 

they could not accept this lesson with its omission of religious prin

ciples, and respect for California law. The lesson fails to inform 

students that should the characters in "A Love Story" have premarital 

sexual intercourse, the girl's father could have the boy prosecuted for 

statutory rape. (California Penal Code 261.5) 

Proper Methods. The sample lessons reflect the following seven 

objectives in the selection of teaching methods employed. 

1. Methods should be selected to instill knowledge and skills: 

The same discussion applies here as in the previous section on the 

teacher as transmitter of knowledge and skills. In addition, both the 

traditionalists and humanists object to the lack of documentation for 

statistics included in 

Us ••• The Blended Family. " 

the author's name. This 

scholarship. 

the Lesson 2 article "You, Me and Them Make 

Both would also object to the omission of 

reflects lack of attention to responsible 

Similarly, humanists and traditionalists alike would object to 

repeated typographic errors throughout the sample lessons. The lessons 

also reflect an ignorance of or disregard for grammatical rules such as 

the agreement in number pronouns and their antecedents. For example, 

"When they have been completed, the student is to discuss the answers 
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given with their parent. Ask the student to share their responses to 

the statements once the parent has shared their answers." (Lesson 6) 

2. Methods should be selected to provide encouragement to 

learn: From the perspective of the humanist, these lessons provide 

encouragement to learn by including much group discussion, personal 

introspection, and consideration of timely personal and social issues. 

Forcing personal disclosure is avoided in Lesson 1 (Procedures 7 and 

9), Lesson 6, and Lesson 9 (Procedure 4). Thus, attention is given to 

protecting the student from feeling "on the spot" with personal feel

ings revealed to the group. The non-judgemental tone of the lessons is 

also supportive of the humanists' concept of encouragement and accep-

tance. 

shared 

public 

For the traditionalists, encouragement to learn, an objective 

with the humanist, has a different meaning in the context of the 

schools. This encouragement is to be focused on academic 

learning rather than therapeutic changes and emotional release or 

sharing. Traditionalists find Lesson 8 negatively worded and Lesson 6 

unbalanced in its negative, open-ended statements. None of the 

lessons, as evidenced by the objectives they are designed to meet, are 

designed for encouraging factual learning. 

3. Methods should be selected to support family privacy: This 

concern of traditionalists would center on Lessons 1, 2, 3,and 6. 

Lesson 2, according to the traditionalists, violates family pri

vacy by requiring students to complete open-ended statements regarding 
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their attitudes toward membership in a step-family. They are also to 

role-play membership in a "blended family." 

Lesson 3 requires students to list and role-play family problems 

and arguments. It says, "List problems parents tend to deny or mini-

mize. List ways to bring these up." 

Lesson 6 reminds students that the incomplete sentences are op

tional and that parents "have the right to pass on any statement in 

this homework assignment." Traditionalists would assess this attempt 

at respect for privacy better accomplished by eliminating the lesson 

altogether. For traditionalists the school should not be the solicitor 

of parental feelings on personal hurts (items 4, 5), embarrassments 

(items 8, 13), fears (item 10), troubles (item 6), difficulties (item 

14), or abandoned beliefs (item 11). 

4. Methods should be selected to meet student needs: This 

humanist assumption is reflected in Lessons 1, 3, and 7 through 13. 

Lessons 1 and 3 stress that each family has its own way of meeting 

individual needs. Lessons 7 through 13 emphasize decision making 

skills for meeting perceived needs. 

5. Methods should be selected to provide psychological therapy 

for otudents: 

proper method. 

Lessons 2, 6, and 12 support this humanist concept of 

Lesson 2 calls for the invitation of a therapist or school 

psychologist to talk to the class "about the feelings and adjustments 

involved in becoming a stepfamily." Students are expected to ask 

questions of the speaker. This lesson also provides for the role 
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playing of students as step family members, and encourages the student 

to evaluate his own attitudes toward stepfamilies. 

Lesson 6 is to promote parent-teen communication through provi

sion of an opportunity for the parent to share feelings and experiences 

as a teenager. 

Lesson 12 "is designed to help students examine the attitudes, 

pressures and responsibilities involved in the decision to become (or 

not become) sexually active." Students are to personalize the story of 

two high school students deciding whether to become sexually active. 

These lessons provide conflict with the traditionalist belief 

that psychological therapy is misplaced when entering the public school 

classroom. 

6. Methods should be selected to provide for the classroom as a 

participatory democracy: Student participation and decision-making is 

utilized in all or part of each of Lessons 1, 2, 3, 4, 5, 9, 10, 11, 

and 12. 

should 

These lessons provide for the humanist assertion that students 

have a voice in developing the values and goals that direct 

their lives. The lessons should reflect a responsiveness to expressed 

desires and needs. 

7. 

niques: 

problem 

(Lesson 

(Lesson 

12, and 

Methods should be selected to teach problem solving tech

The Family Relationships chapter of this curriculum takes a 

solving approach in handling acknowledgement of family members 

1), blended families (Lesson 2), teenager-parent conflict 

3), and problems of parenting (Lesson 5). Lessons 9, 10, 11, 

13 use the values clarification decision-making model to solve 
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problems. This approach is appropriate for the humanistic 

the solution of human problems. For traditionalists this 

detract from the grasping of facts upon which to base 

correct judgments. Focusing on problems can result in negativism and 

discouragement they believe. Traditionalists would stress the learning 

of values and discernment by which contextualized decisions can be made 

as real problems are faced in every day life. 

Function of the Public School. As the role of the teacher, the 

role of parents, and the selection of methods are analyzed in the 

lessons, assumptions regarding the proper function of the public school 

are evidenced. It may be noted that from among the eleven humanist and 

traditionalist functions described in Chapter Four, six are emphasized 

in these lessons: 

1. All thirteen lessons in the sample present social and per

sonal concerns. These include redefinition of the family, discussion of 

the stepfamily, teenager/parent conflict and communication, fantasizing 

the parent role, having premarital sex, and exploring the realms of 

love. 

2. Lessons 2 and 4 deal with rectifying social injustices. 

Lesson 2 addresses the unsupported stepfamily, and Lesson 4 regards the 

useful contributions to be made by all types of family. 

3. Lessons 9, 11, 12, and 13 emphasize moral growth stemming 

from human need and interest. 

4. All lessons encourage the fostering of satisfying and pro-

ductive living. The lessons on Family Relationships stress negotiation 
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to determine what will work in a given family situation. Lessons 7 

through 13 involve clarifying the student's own values and goals for 

the resolution of personal problems. 

5. Lessons 1, 2, 3, 4, 5, 9, 10, 11, and 12 utilize principles 

of a participatory democracy in the classroom. 

6. All lessons teach a secular outlook, except possibly where 

Lesson 9 instructs students to consider the consequences of "feelings 

experienced when decisions are consistent with moral/religious 

upbringing or with what significant others would want us to do." 

Each of these six assumptions, as taught in these lessons, 

reflects the viewpoint of humanism. The secular outlook, according to 

the traditionalists, provides an unnecessarily limited view of people 

as they face social and personal concerns. There are five other 

functions of the public school discussed in this study that are not 

implicitly reflected in the lessons. Self-actualization is a priority 

for humanists. The concept of self-esteem is deemed important by both 

humanists and traditionalists, but they differ in the way it is to be 

dealt with in the public school. Three tradit~onalist priorities 

regarding the proper function of the public school are not supported in 

these lessons: skills competence, emphasis on factual subject matter, 

and the teaching of traditional values. 

Critique of Internal Coherence 

While ten of the thirteen lessons in the sample are basically 

internally coherent, it must be said that the curriculum as a whole is 

not. 
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The three lessons with contradictions are Lessons 1, 7 and 13. 

Lesson 1, Procedure 4 involves an improper generalization by 

using a combination of all the definitions students have listed for the 

term "family." While the focus of the lesson is to accept nonjudge

mentally all of the students' beliefs about the family, there is a 

failure to recognize 

mutually exclusive. 

Lesson 7 is 

nection between that 

lesson states, 

that the definitions as cited in the lesson are 

entitled "What is a 'Value'?" with no logical con

title and the exercise students are to perform. 

"Ideally, people should prefer behaviors that will The 

help 

for 

them reach their goals." It does not, however, attempt to provide 

an answer to the question it has identified as the goal or object 

of the lesson. 

Lesson 

general set 

family. The 

13, entitled 

of questions 

format is 

"All about Love" is composed of a very 

for the students to discuss with his entire 

so broad as to confuse rather than provide 

meaning for the word "love." The lesson appears to focus on the 

relationships between teenage boys and girls but does not clearly 

contexualize meaning or allude to the fact that there are different 

types of "love," an inconsistency with respect to the title. 

Because the assumptions of logic are agreed upon by humanists . 

and traditionalists, it would be expected that they would agree with 

the above findings. It would also be expected that both would be 

skeptical of psychological assumptions upon which some of the lessons 
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They would be likely to question Lesson 5 on the basis of 

Lesson 5 is proposed as "a way of 'trying-out' the parent role." 

It mentions that the students' opinions about how parents should guide 

children's actions will dictate how students solve problems regarding 

parenthood. 

dilemmas of 

parent." 

"It is important to begin to think about how to handle the 

parenthood before making a decision about becoming a 

Both humanists and traditionalists would approach critically 

the assumed connection between these fantasized "dilemmas" and the 

student's preparation for the parent role. Because the situations 

listed in the lesson are presented merely as guidelines for teachers in 

answering similar questions, the traditionalists would also question 

the appropriateness of encouraging students to present their own family 

dilemmas for classroom discussion and teacher evaluation. This would 

be. an invasion of family privacy. Lesson 5 does not hold together 

toward one stated purpose. 

Also presenting inconsistencies are the "Position Statements on 

Abstinence of Adolescents from Sexual Activity" preceding each chapter. 

The statement attached to the Family Relationships chapter stresses the 

negative consequences of premarital sexual behavior and emphasizes 

"that abstinence is the only alternative which clearly spares the 

student from these consequences." Without stating that premarital 

sexual intercourse is wrong, as traditionalists would teach, the 

statement does encourage an authoritative warning against its dangers. 

The statement, pushing the decision for abstention, is contradictory 
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with the totally nonjudgmental tone of the other lessons. For humanists 

it would conflict with the belief in autonomous free choice by 

prejudicing the student through the use of teacher authority. For 

traditionalists the statement would fall under criticism for not being 

clearly oriented toward teaching authoritatively that premarital sexual 

intercourse and abortion are morally wrong. 

The position statement on abstinence that prefaces the chapter 

on decision making is more clearly an endorsement of traditionalist 

position. It refers to the student's value system with an assumption 

that this supports abstinence. Its negative approach toward situa

tional ethics is contrary to the beliefs of humanists. As such, this 

statement is in clear contradiction with the following lessons that 

stress decision making as an activity in ethical relativism and 

autonomy. 

Because these position statements appear to provide a "right" 

value to be stressed in each chapter, they render inconsistent the 

combination of lessons that follow them. Given the presence of these 

position statements, both the chapters "Family Relationships" for 

eighth graders and "Decision Making" for ninth and tenth graders would 

have to be labeled logically inconsistent. They provide a series of 

contradictory messages on values to students. 

The Chapters: Adequacy of Curriculum for Meeting Stated Objectives 

In general, Lessons 1 through 13 are inadequate for meeting the 

objectives for which they were designed. The lessons unsuccessfully 
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rely upon student opinion, a carefully limited view of hypothetical 

problem solving, and a trial and error approach to decision making. The 

four objectives are approached as follows: 

Although Objective 4A reads, "State at least three functions of 

the family," Lessons 1 through 4 are basically devoid of context to 

precisely define "family" and "function" and to identify functions that 

are "family functions," as opposed, for instance, to "social agency 

functions" or "government functions." Rather, "family" is to be 

defined by combining all student opinions; "function" is used inter

changeably with "need;" and "family functions" are described as things 

family members to do meet each other's needs. 

Objective 4B states, "Identify and compare roles, responsibili

ties and interactions within their own family unit." This objective is 

to be met by having students state what they would do in given sample 

"parent" situations (Lesson 5), and by having the student's parent 

complete open-ended statements about that parent's childhood (Lesson 

5). The lessons are unrelated to and inadequate for meeting Objective 

4B, because the activities are reductionist in scope, at best, when 

compared with the breadth of the objective. 

Objective 3A requires students to "Identify their own values and 

understand how their values were formed." The related lessons call for 

the student to rank order his goals and behaviors and for him to iden

tify how he responds when faced with important decisions or problems. 

Both Lessons are uncontextua1ized. If there truly is a correspondence 

between uncontextua1ized rank ordering and a student's "values," then 
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Lesson 7 would provide for identifying those values. Lesson 8, how

ever, provides no context for helping the student understand how his 

values were formed. It addresses the behavior the student perceives 

himself as most frequently having in response to problems. This lesson 

appears inadequate for meeting the objective. 

Objective 3B states, "Describe the steps one goes through in 

making a decision." The related Lessons provide for a limited "Deci

sion-Making Model" that fails to identify the difference between types 

of decisions based on personal preference or taste and those that in

volve serious ethical considerations. In this way it would be inade

quate for both humanists and traditionalists. Moreover, the model is 

based upon a strictly secular view of life. That would be acceptable 

to humanists, but unacceptable to traditionalists because it ignores 

"God's moral law" and transcendent values, such as the power of prayer 

in problem solving. 

Objective 3C states, "Discuss the evaluation of alternatives and 

decision making within relationships." The objective is presented with 

only a lesson title to indicate what might be taug~t. For tradition

alists, who hold to absolue moral standards and who see themselves as 

ultimately responsible for the values that their children are taught, 

the title of the missing lesson, "Case Study-Unplanned Pregnancy" would 

arouse caution and concern. For humanists, believing in situational 

ethics and the right of the individual to choose his own lifestyle, 

this would not be an offense. 
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Objective 3D reads, "Explain how one can respond to peer pres

and how it affects your decision making, including sexual activi

The related Lesson 12 would be criticized on the same basis as 

relating to Objective 3B. Lesson 13 is not related to the 

objective. 

In summary, 

cohesiveness. Some 

the two sample chapters reflect a lack of internal 

lessons do not appear to have been specifically 

designed for the objectives with which they are associated in the cur

riculum. Moreover, the objectives tend to be broad and ambitious, far 

outstripping the content of the lessons which are largely either mis

focused or uncommitted to realizing the objectives. Both traditional

ists and humanists would agree with this criticism, although tradi

tionalists, more committed to the use of factual content, would be 

harsher in their assessments and would repeatedly object to the 

omission of religious values for equipping students as they deal with 

current social situations and the nature of human problem solving. 

Curriculum as a Whole: Consistency of Values 

The curriculum as a whole, as judged by the sample chapters 

studied here, is inconsistent in the values it presents for students 

due mainly to the Position Statements on Abstinence. These statements, 

placed at the front of each chapter, lend a distinctly traditionalist 

tone to what is otherwise a curriculum supportive of humanist beliefs 

and values. The abstinence statement preceding the eighth grade Family 

Relationships chapter openly champions the value of abstinence for 
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adolescents. This is not a principle of the humanist view of Family 

Life Education as described by Gordon (1981). Rather this is reflec

tive of the stance taken by traditionalists who oppose premarital sex. 

The statement does not openly label such behavior as "wrong," but it 

ignores the humanist appreciation of teenage sexual needs. 

In the abstinence statement preceding the Decision-Making chap

ter for ninth and tenth graders the stand for abstinence is stronger. 

Here the statement implies that the student's value system does dictate 

against premarital sex. It openly condemns the humanist belief in 

situational ethics, stating that such a decision making ethos "has 

consequences which may result in lowered self-esteem, emotional compli

cations, moral dilemmas and other difficulties in personal relation

ships." This statement contradicts the ethical relativism assumed 

throughout the decision making and family relationship lessons. 

A source of agreement for traditionalists and humanists would be 

the criticism that the Pinion Unified School District Family Life 

Education Curriculum is not properly designed to meet its own goals. 

Structurally there is no connection between the list of goals presented 

in the front of the curriculum and the objectives connected with the 

individual lessons occuring in the chapters. A more serious difficulty 

exists, however, in that the lessons are not adequate to meet the 

objectives with which they are listed. While it is quite possible that 

the combined effect of the lessons throughout the seventeen chapter 

curriculum could provide for students achieving the goals, it would be 

difficult to determine which lessons related to which goals. Because 
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no criteria for student evaluation are given, the curriculum must at 

best be deemed a "process" which students will undergo with varying 

degrees of unverified achievement. 

The drawbacks of the curriculum increase when consideration is 

given to 

ial. The 

the multiple basic beliefs and values addressed in the mater

possibility exists that the curriculum, with its host of 

inconsistencies, may actually hinder students from reaching the very 

goals for which the curriculum was designed. 



Comparison to Supplemental Verification Responses 

Introduction 

The purpose of 

insure that the study 

soliciting a supplemental verification was to 

fairly represented the views of different 

partisans and was not solely one interpretation of the more general 

writings stating the beliefs of the two world views. 

Copies of the Pinion Unified Family Life Education curriculum 

sample were sent to four traditionalists and four secular humanists, 

who were confirmed as noted authorities on traditionalism and humanism 

by the same individuals who confirmed the original selection of sources 

for data in the study. Accompanying the curriculum sample was a ques

tionnaire asking respondents to evaluate the material with regard to 

the individual lessons, the two chapters, and the curriculum as a whole 

(based on the sample). This questionnaire is presented in Appendix B. 

Three of those surveyed responded to the questionnaire. Because 

two of 

general 

to the 

professor 

the respondents wished to remain unnamed in this study, only a 

description of each will be provided here to lend credibility 

input provided. The first respondent, a traditionalist, is a 

of psychology at a major university with a Ph.D. The second, 

also a traditionalist and also a Ph.D., is a nationally known educa

tional consultant, author, and editor. The third respondent, a well 

known secular humanist, is a Ph.D. and an author of Family Life 

Education materials for the public schools. 

179 
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Values Issues Appearing in the Sample 

This section of the discussion of the supplemental verification 

responses is divided into two parts. The first is an examination of 

the respondents' answers to the following question: "Is this lesson 

[Lesson 1, 2, 3, etc.] based upon beliefs and values consistent with 

your world view?" Answers of respondents are compared to those derived 

from the study. This provides for a general understanding of what 

values and beliefs the curriculum is considered to uphold. The second 

part 

the 

of this section looks at some of the beliefs and values noted in 

study and/or specifically mentioned by the respondents. This pro-

vides for a more detailed comparison of the findings of the study and 

the respondents. 

Consistency of Lessons with Respondents' World Views. Table 2 

shows, lesson by lesson, the consistency of beliefs and values pre-

sented 

category 

mUltiple 

in the lessons with humanism and traditionalism. The response 

"No relationship to world view" was not provided in the 

choice questionnaire. It was added to Table 2 because one 

respondent made this comment instead of answering from among the four 

choices provided. 

This study found none of the lessons to be "values neutral" as 

the very nature of the chapters "Family Relationships" and "Decision 

Making" are value laden with issues explicit or implicit found in all 

lessons. The study found none of the thirteen lessons to be "partial

ly" consistent with one world view because each of the lessons leaned 

distinctively toward one world view or was offensive to both. It must 

be noted that while the study findings are based on careful 



181 

documentation, they are, in the end, subjective. As stated earlier, it 

was the purpose of the supplemental verification to attempt to balance 

some of the subjectivity. 



TABLE 2 

CONSISTENCY OF BELIEFS AND VALUES 
WITH HUMANISM AND TRADITIONALISM 

Lesson Yes No 
Partially, but 
some objections 

Values 
Neutral 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

h T1 T2 H t 
",-

"'Tl Hh ~ T2 t 

H h 
,,- .... T1 T2 Il t 

I& .... ~ ... 
H h T2 T1 t 

Tl ht 

H h Tl T2 t H 

Tl H ht 

Tl h T2 t 

h Tl t 

Tl ht 

h Tl t 

h T2 Il ~- ... T1 

H h T1 t 

H = Humanist, Family Life Education author 
T1 = Traditionalist, educational consultant 
T2 = Traditionalist, professor of psychology 

h = humanist's position, as found in this study 
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No relationship 
to world view 

H ----0} to ? 

H ----~ Yes 

H ----~ No 

H ---~ No 

H -----) Yes 

H ----~ Yes 

t = traditionalist's position, as found in this study 
f--- = with extrapolation from respondent's comments 
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There are two ways of comparing the stu~y findings with those 

of the humanist. The first would be to extrapolate from the respon-

dent's comment, "No relationship to world view," made about six of the 

thirteen lessons. Three of the six lessons were considered "not bad" 

(Lessons 8, 11, and 12). 

"rather worthless." The 

Lessons 9 and 10 were considered "silly" and 

sixth lesson was rated to have "logically 

consistent values" (Lesson 5), which seems to negate the statement that 

the lesson has no relationship to world view. However, there were no 

other comments to indicate whether the respondent believed it reflected 

humanism. If the extrapolation may be made that the lessons labeled 

"not bad" are compatible with the respondent's world view, and the 

lessons labeled "silly" and "rather worthless" are not compatible with 

his world view, then the respondent and study disagree on only three of 

the thirteen lessons (77% agreement). If this extrapolation is not 

made, then the respondent and study disagree on seven of the lessons 

(46% agreement). 

In comparing the traditionalists' responses with those of the 

study, there are several ways to assess the degree of agreement. The 

study may be compared to both of the traditionalists individually, with 

or without extrapolation from their comments. 

If the study is compared to the traditionalist educational 

consultant, without extrapolation from comments, there are six lessons 

upon which there is disagreement (54% agreement). If, however, extrap

olation is accepted on the four lessons that the respondent found to be 
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partially consistent with his world view, then the number of lessons 

upon which the study and respondent disagree is two (85% agreement). 

The four lessons rated "partially consistent" with this 

respondent's world view (T1), are judged quite critically by him. Of 

Lesson 2 he says: 

It does 
for others, 
situations. 

address developing positive attitudes like respect 
trust, reaching out to others in difficult 

But, it fails completely to address the positive reasons 
why broken families should be avoided, benefits to children in 
intact families, basis why some religions - e.g. Catholic -
teach that marriage is a sacrament not a civil contract. 

Only the views of "value neutral" academic spokesmen, e.g. 
"professionals" are included which do not reflect full range of 
views on this subject. (Educational Consultant) 

He says of Lesson 3: 

1. It addresses acceptance of personal responsibility. 
2. It addresses importance of persistence in communication 
rather than emotional outburst. 

The lesson only deals with "behavior" within family life. 
Does not address love and responsibility as integral. There is 
an "ideal" family and it is based on love not "successful 
behavior free of conflict." ----

Of Lesson 4 the traditionalist educational consultant (T1) 

says, "The lesson is consistent in that it has the students study the 

family from a positivist, sociological point of view. Very little 

information given, emphasis is on students giving their own 'Student 

Sociologist' point of view, rather than teaching very much content." 

Of Lesson 12 this respondent says: 

It does encourage parent-teen communication but it presents 
"decision whether or not to be sexually active""as a secular 
"this world" decision of yes or no rather than a fundamental 
MORAL decision based on yes or no to God's moral law. 



Presents "dilemma" but can not pres.ent dilemma as "moral" 
dilemma only dilemma of "behavior." All aspects of dilemma NOT 
presented. 

185 

It appears that all four of these lessons would have to be quite 

thoroughly rewritten to make them acceptable for this traditionalist. 

Similarly, the second traditionalist, the professor of psycho 1-

ogy, has quite serious objections to Lessons 2 and 3 which he rated as 

partially consistent: 

"Open ended questions are often an invasion of privacy -- a 
serious problem ••• Even your statistics don't back you up ••• 
the tone [of this lesson] ends up making the 'blended' family 
just another family just as morally OK as the standard 
family. Again this undermines support for the traditional 
family. (on Lesson 2) 

Of lesson 3 he says, "The whole presentation leaves out the 

natural (or at least the traditional and religious) understanding of 

family structure and functioning." 

It may be safely said that neither of these traditionalists 

would applaud the use of these two lessons in the public schools. 

It must be noted that the traditionalist psychologist (T2) did 

not rate all lessons. If his comments on these lessons are viewed as 

clues as to how he would rate them, it can be assumed that he would 

assess none of them as being consistent with his beliefs and values. 

His partial comments on these lessons are as follows: 

Lesson 5 - "purpose of this lesson eludes me" 
Lesson 7 - "meaningless task" 
Lesson 9 - "dumb exercise" 
Lesson 10 - "waste of time and paper" 
Lesson 11 - "waste of time" 
Lesson 13 - "too general to have clear meaning" 
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Characterizng these six lessons as belonging in the "No" cate

gory on Table 2 for respondent T2, and by extrapolating from his 

comments on Lessons 2 and 3 that they are not consistent with his world 

view, agreement between this respondent and the study is 100 percent. 

In summary, with the various extrapolations allowed, the study 

found a high degree of verification from the humanist and tradition

alist respondents regarding the question of what values and beliefs 

were the basis of the lessons. With the extrapolations, the study and 

the humanist disagreed on only three of thirteen lessons, (77% agree-

ment). One 

to consistency 

of these three lessons the respondent did not classify as 

with his world view. It may therefore be that he would 

agree with the 

be determined. 

study, but from the information available, this cannot 

With the traditionalist educational consultant (T1), 

allowing the extrapolations, 

agreement). lessons (85% 

psychology (T2), 

agreement was again found on all but two 

With the traditionalist professor of 

allowing extrapolations, agreement was found on all 

lessons, (100% agreement). 

study 

dents. 

_V_a_l_u_e_s ___ I_ss_u_e_s~~A~p~p~e_a_r~i~n~g~_i_n ___ t~he ___ S_a_m~p_l~e. Table 3 compares the 

findings with those values issues commented on by the respon

It should be noted that Table 3 corresponds only to those 

comments and marginal notes that respondents considered important 

enough to add to the multiple choice questionnaire. Addressed in Table 

2 is the question of whether each lesson generally is based upon 

beliefs and values consistent with humanism or traditionalism. 
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Where the value or belief commented on was positively presented 

in the sample, it was awarded a "+" on the table. Where the sample 

lesson was found to be neutral or "unrelated to world view," it was 

given a 'te-." The pattern of positive or negative comments made by 

respondents illustrate the tone of their overall impressions of the 

material. Consequently, the number of times positive or negative 

remarks were made regarding a particular value is noted on Table 3. 

The study's findings are not incorporated into this Table because the 

findings are detailed in this chapter. 
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As Table 3 shows, agreement was found between the study and the 

secular humanist's comments with regard to the teaching of knowledge 

and skills. Both study and respondent found that the lessons provided 

for little new knowledge or opportunity for learning valuable new 

skills. Agreement was also found regarding the secular outlook of the 

lessons. Both respondent and study recognized the lessons to support 

the humdnist value of secularism. 

Disagreement between the study and the secular humanist was 

found with regard to encouragement as a method of teaching. The study 

assessed the lessons as providing encouragement to learn from the 

humanist's view, by including much group discussion, personal intro

spection, and consideration of timely personal and social issues. The 

respondent, however, described Lessons 1, 3 and 4 as "bland" and 

"rather uninteresting." The respondent stated that the lessons, along 

with Lesson 10, avoid the authentic issues of proper sex education. 

Correspondingly, the study anticipated that humanists would believe 

that the lessons meet student needs. However, the secular humanist 

believed the lessons avoided the authentic issues that teenagers face. 

In comparison with the study, comments offered by the tradition

alists were in agreement with regard to the following elements in the 

curriculum: the relativist nature of its values, its intolerance toward 

traditionalists, omission of the religious principle as a criterion for 

conduct, the lack of support for family privacy, the secular outlook, 

the failure to present much factual subject matter, and the failure in 

some areas to teach traditional values. 
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Mentioned by the study but not the traditionalists was the 

teaching in Lesson 1 of a traditional value of responsibility within 

the family unit. The study did not mention the occurrence of teaching 

the belief in the free will and intellect of man 'in Lesson 8 commented 

on by the traditionalist educational consultant. The consultant also 

noted that Lesson 7 provided a balanced list of values including both 

those from a spiritual view and a materialistic view "at least to 

extent possible in public school setting." 

Omitted by the study but used frequently by all three respon

dents were the words, "superficial," "purposeless," "meaningless," 

"trivial," "useless," and "silly," especially as applied unanimously to 

Lessons 9 and 10. 

Generally, the 

beliefs and values 

respondents did verify the study findings on the 

presented in the thirteen sample lessons. Two 

ex.ceptions are 

several of the 

had anticipated 

students due to 

student needs. 

worth noting: first, the humanist respondent described 

lessons as "bland" and "uninteresting" where the study 

that a humanist would find them appropriate for 

a personal, timely nature and an attempt to meet 

The humanist believed that they did not go far enough 

in dealing with authentic issues that teenagers face regarding sexual 

activity. Second, each of the three respondents, both humanist and 

traditionalists, found several of the lessons to be a waste of time for 

students. The study criticized these lessons on various points, but 

was not completely negative in evaluating their worth. 
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TABLE 4 

Internal Consistency of Sample 

Study 
Humanist 
Fam.Life Auth. 

Tradition'st Tradition'st 
Ed.Consult. Psychologist 

F amily Relation-
ships Chapter NO NO NO YES 

Lessons 1-6 

Decision Making 
Chapter NO NO NO YES 

Lessons 7-13 

Curriculum NO NO NO YES 
as a Whole 

Internal Consistency of Sample 

As presented in Table 4, there is agreement among the study, the 

humanist, and the traditionalist educational consultant with regard to 

the internal consistency of the two chapters and the Pinion Family Life 

Education curriculum as a whole. All three conclude the chapters and 

curriculum are internally disconnected and inharmonious. 

lum: 

The traditionalist professor of psychology says of the curricu-

Both Lesson sets (1-6) and (7-13) often use offensive and 
still more often trivial procedures to address questions and 
issues that often are not business of the public school. That 
they see sexual promiscuity as dangerous and harmful is a good 
point. But, in general this is social studies at its typical 
worst: i.e. a mixture of one part triviality and one part pushy 
meddling in family affairs and that are none of the public 
schools' business. 

This affirmation of the lessons' internal consistency, obviously, is 

not an endorsement of the curriculum. 
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Adequacy of Lessons for Meeting Objectives 

Each of the three respondents agreed with the study that neither 

of the two chapters under examination was adequate to meet its stated 

objectives. 

The Curriculum as a Whole 

Each of the three respondents had comments on the curriculum as 

a whole. Because these comments serve to authoritatively contextualize 

the general issues of the controversy between traditionalism and 

humanism, they are presented here. 

The humanist Family Life Education author says: 

Can't imagine this curriculum as being useful to 8th graders 
and I strongly believe in a moral sex education ••• I doubt if any 
of these objectives will be realized by this rather silly 
curriculum. A few decent lessons doesn't save it. 

This respondent rated the curriculum "Poor" both on the information 

presented and on the particular interactive process proposed in the 

lessons. 

The traditionalist educational consultant comments: 

Students cannot "improve" their social responsibility or 
their "personal" responsibility unless they address all 
dimensions of human personhood! Such integrated treatment of 
the person is not allowed in the public schools. Developers of 
course are unaware of these philosophical difficulties in their 
curriculum. 

The course hopes to change human behavior but it does not 
really address the real nature of the human person who has a 
God given intellect to understand and know and a free will 
which underlies "behavior." Course relieson students giving 
their "opinions" on topics and communicating at a rather 
superficial level. Such superficial discourse is not suffi
cient to motivate or change behavior. 



Information is incomplete and therefore inaccurate. Com
munication process is positive help to encourage same between 
parents and young people and probably all that can be done in 
school setting. I question whether it will do any good since 
it is so shallow and superficial. 
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The curriculum was rated "Poor" on information presented and "Fair" on 

the process by which the lessons were to be taught. 

The traditionalist professor of psychology asks about the cur-

riculum's goals, "Is there any evidence that this program achieves 

these goals? What are the effects of this program? Has solid, systema-

tic research been done before its widespread introduction?" He 

summarizes his comments about the curriculum with the following state-

ment: 

The basic problem is: The U.S.A. is now pluralistic in basic 
values - a pluralism of basic values (especially religious vs. 
secular) requires a pluralism of schools. There is no way the 
concept of family as understood by believing Christians, Jews, 
Mormons, etc. is compatible with the secular, relativistic, 
permissive philosophy of the public school establishment. For 
religious people to be forced to pay for such schools through 
taxation is a gross injustice. We are being forced to pay for 
the systematic exclusion of and attack on our basic beliefs. 

This respondent rated the curriculum "Poor" both on the information 

presented and the process to be used in teaching the lessons. 

Summary 

In general, the three respondents did provide a supplemental 

verification of the results found in this study. The beliefs and 

values of secular humanism and Judeo-Christian traditionalism are 

clearly manifested in the Pinion Unified School District Family Life 

Education Curriculum. The respondents verified that the sample 
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curriculum chapters reflected the beliefs and values of secular 

humanism much more 

Unlike the study, 

frequently 

they also 

than they did those of traditionalism. 

found several of the lessons to be 

"purposeless," "silly," and "a waste of time." 

Two of the three respondents agreed with the study that the 

sample chapters were internally incoherent, with inconsistencies in 

values created, in part, by the "Position Statements on Abstinence of 

Adolescents from Sexual Activity" that precede each chapter. The third 

respondent, a traditionalist, found the chapters, and curriculum as a 

whole, internally coherent. He said, " ••• in general this is social 

studies at its typical worst: i.e. a mixture of one part triviality and 

one part pushy meddling in family affairs that are none of the public 

schools' business." 

The respondents all verified the study's finding that the 

curriculum was not adequate to meet its stated objectives. Of the 

curriculum as a whole, two of the respondents, the humanist Family Life 

Education author and the traditionalist professor of philosophy, found 

the particular interactive process to be "poor." The traditionalist 

educational consultant rated the process "fair." The study anticipated 

that the humanist would find the process "good," and the traditional

ists "poor." All of the three respondents agreed with study findings 

that the curriculum is "poor" with regard to information presented. 



CHAPTER SIX 

FINDINGS AND IMPLICATIONS 

The purpose of this study was to answer the research question, 

"Are there areas of philosophical agreement between the contemporary 

world views of secular humanism and Judeo-Christian traditionalism as 

they apply to public school curricula, or are these two belief systems 

mutually exclusive and irreconcilable?" The study was initiated as a 

result of confusion, distortion, and misunderstanding in the current 

controversy between philosophers and practitioners of secular humanism 

and those of the Judeo-Christian tradition with regard to the public 

schools. 

and 

Utilizing the 

(Judeo-Christian) 

statements of "professional" (secular) -humanist 

traditionalist 

clarify the philosophical positions 

leaders, an attempt was made to 

of the two world views by having 

each side in the controversy "speak for itself." The guiding assump

tions, beliefs and values of these leaders were categorized into areas 

of standard philosophical inquiry, such as metaphysics, ontology, 

epistemology, axiology, and ethics. They were also categorized by 

viewpoints on the goal of education, the role of the teacher, the role 

of parents, proper method(s) in the public school, and proper functions 

of the public school. The resulting composite world views, validated 

by the reliability of their sources, provided for two comprehensive, 

195 
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alternative philosophies of education, secular humanism ("humanism") 

and Judeo-Christian Traditionalism ("traditionalism"). 

The two world views were juxtaposed according to philosophical 

assumptions, and areas of agreement and conflict located. In order to 

determine the effects of the beliefs of humanism and traditionalism 

upon actual classroom curricula, a sample "Family Life Education" 

curriculum was evaluated from the perspective of each world view. 

The sample curriculum, currently in use in a school district in 

Northern California, is representative of those used in over three 

hundred school districts nationwide. A contemporary Family Life Educa

tion (FLE) program is a combination of sex education and values clari

fication. An FLE curriculum was chosen for the study because it 

captures mUltiple values conflicts between traditionalism and human

ism and is a program designed to be implemented in public schools from 

kindergarten through the twelfth grade. 

Two chapters from the sample curriculum were selected as best 

illustrating given philosophical assumptions and as representative of 

the FLE trend nationwide. They were evaluated for consistency with the 

beliefs of humanists and traditionalists, as derived from the philo

sophical juxtaposition. The sample chapters were also examined for 

internal consistency and adequacy in meeting the stated objectives. 

To insure that the curriculum analysis in this study accurately 

represented the philosophic assumptions of the different partisans and 

was not solely one person's interpretation of the more general writings 

stating the beliefs of the two world views, a supplemental verification 
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was obtained. Copies of the curriculum sample were sent to four human-

ists and four traditionalists confirmed as noted authorities on 

traditionalism and humanism. Each also received a questionnaire 

requesting evaluation of the curriculum on the same issues included in 

the original study. Responses were received from three authorities, 

one a humanist and the other two traditionalists. 

Findings and Conclusions 

Findings from the Analysis of the Philosophical 
Assumptions of Traditionalism and Humanism 

A study of the philosophic assumptions, beliefs and values of 

humanism and traditionalism reveals very little agreement between the 

two world views. Within the examination of the Nature of Man, there is 

partial agreement between traditionalists and humanists regarding man's 

free will. Behaviorist humanists, however, reject the notion of a free 

will altogether. For non-behaviorist humanists, free will is a result 

of man simply choosing to be free, but traditionalists believe that 

free will is a result of God creating man and giving him that freedom. 

Traditionalists believe man has free will, but that God's moral law 

should guide him in exercising that freedom. Humanists believe man is 

totally free, autonomous. 

In epistemology, both traditionalism and humanism accept a 

posteriori knowledge, or that which is based upon experience and 

observation. However, humanists reject the belief in any kind of 

ultimate knowledge; thus anything accepted a posteriori is subject to 

change based on new evidence. Because humanists reject belief in a 
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conflict 
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knowledge, which traditionalists accept, there is potential for 

in the classroom over the teaching of epistemological issues. 

while humanists and traditionalists both accept reason as 

source of knowledge, humanists reject knowledge from 

Similarly, 

the chief 

intuition, revelation, or an "indisputable" authority such as God. All 

three sources of knowledge are valid for traditionalists. 

There is agreement between humanism and traditionalism upon the 

basic methods that distinguish valid from fallacious thinking. This is 

significant because in this area, logic, there are standards of logical 

consistency and "correct" reasoning that can be shared by both 

traditionalists and humanists. 

It is important to acknowledge that the differences in educa

tional values of humanism and traditionalism are a matter of emphasis. 

For example, humanism regards one goal of education to be personal 

fulfillment. Traditionalists are not opposed to public school students 

being educated for personal fulfillment; however, they believe a more 

important goal for education is the attainment of that knowledge and 

those skills which are essential to life in society. A policy deci

sion that would lessen emphasis on knowledge and skills in favor of the 

students' "personal fulfillment" would be opposed by traditionalists. 

They would also scrutinize the school's definition of "personal 

fulfillment," because it could well trench upon traditionalist beliefs 

regarding the highest good and the criteria and motivation of conduct. 

Two criteria for selecting educational methods are specifically 

shared by traditionalists and humanists as proper for the public 
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school. Both world views value methods that will serve to instill 

knowledge and skills. As was verified in the analysis of the Family 

Life Education curriculum, knowledge and skills are greatly important 

to humanists and traditionalists alike. Both world views also advocate 

methods that will provide for encouragement to learn. For traditional

ists this encouragement is limited by the condition that the public 

school is not the place for any form of psychotherapy. Parents should 

make final decisions regarding any therapy needed to enhance a stu

dent's learning. 

Both traditionalism and humanism regard as proper functions of 

public school the provision of moral education and the development the 

of positive self-esteem. These seeming agreements, however, are 

negated 

goals 

based 

by 

are 

on 

an understanding of the assumptions on which these school 

based. Traditionalists believe that a moral education is 

objective standards found in God's moral law. For humanists 

moral education is based on values that are autonomous and situational, 

stressing reason, intelligence, and maximum individual autonomy conso

nant with social responsibility. Part of this teaching should include 

emphasis upon a full range of civil liberties including the right to 

abortion and "recognition of an individual's right to die with dignity, 

euthanasia, and the right to sUicide." (Humanist Manifesto II, 1973, 

p. 18, 19) For humanists a moral education also should stress tolerance 

and appreciation for diversified sexual proclivities and life styles. 

The two understandings of "moral education" are directly opposed. 



200 

Similarly, while both accept the in-s~hoo1 development of 

"self-esteem," traditionalists and humanists conflict regarding the 

assumptions 

development 

value and 

on which this concept is based. Traditionalists value the 

of self-esteem if it is based on justification in objective 

on one's worth as God's creation. They accept this se1f-

esteem as innocent and appropriate self-love, one's wishing good for 

himself. They reject, however, the humanist assumption of self-esteem 

based 

do so. 

esteem 

upon accepting oneself as a worthy person because one chooses to 

Humanists promote a belief in natural goodness and in se1f

and dignity as everyone's due simply because each is a person 

and has a "right" to choose that dignity. 

While traditionalism and humanism affirm that a proper function 

of the public school is to foster satisfying and productive living, 

they conflict regarding assumptions on the source of true satisfaction 

for man and the meaning of "productive living." 

Conclusions from the Philosophical Analysis 

conflict 

public 

ciation 

The findings of this study demonstrate that there is indeed a 

between these 

school system. 

President Lyle 

two world views regarding expectations for the 

The criticism of former American Humanist Asso

Simpson that "millions of Americans have heard 

about Humanism only through hearing its principles distorted, mis

stated, wrenched from context, and maligned," (1985, p. 1) has been 

addressed. This study has determined that misstatement and misunder

standing are not the salient issues of the contemporary controversy 

over the public schools. Rather, there is a distinct disagreement 
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between humanism and traditionalism on assumptions, beliefs, and 

values. The two world views are in opposition. The preface to Hu-

manist Manifesto II (1973) states, "As in 1933, humanists still believe 

that traditional theism, especially faith in the prayer-hearing God, 

assumed to love and care for persons, to hear and understand their 

prayers, and to be able to do something about them, is an unproved and 

outmoded faith." (p. 13) "A Secular Humanist Declaration" says that 

secular humanism "is opposed to all varieties of belief that seek 

supernatural sanction for their values. • " (Kurtz, 1983, p. 14) 

That the promoters of secular humanism and Judeo-Christian 

traditionalism believe the respective principles should be taught in 

the public schools is beyond dispute. Paul Kurtz says, 

The principles of humanism that I have defended are now 
already being widely espoused in society and are accepted -
however inconsistently- by wide sectors of the public. 
Moreover, innumerable institutions that further these humanist 
ideals exist. The most important are our schools -primary and 
secondary, private and public- and our colleges and univesi
ties. (1983, p. 187) 

"A Secular Humanist Declaration" states: 

Indeed, there is a broader task that all those who believe in 
democratic secular humanist values will recognize, namely, the 
need to embark upon a long-term program of public education and 
enlightenment concerning the relevance of the secular outlook 
to the human condition. (in Kurtz, 1983, p. 21) 

Mattheis (1981), speaking for traditionalists, says, "Parents and 

taxpayers want a higher quality of education--education that includes 

basic skills competence and traditional Judeo-Christian values." (p. 

209) 
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Findings from Analysis of Sample Family Life Education Curriculum 

This study examined two chapters of the Pinion Unified School 

District Family Life Education curriculum, chosen as a curriculum 

representative of the national Family Life Education trend in public 

schools across the United States. The two chapters studied were the 

Family Relationships chapter for eighth graders, and the Decision 

Making chapter for ninth and tenth graders. Of the thirteen lessons in 

the sample, ten were found to be predominantly based upon beliefs and 

values consistent with secular humanism, and inconsistent with Judeo

Christian traditionalism. The remaining three lessons were found to be 

based on beliefs and values inconsistent with both humanism and tradi-

tionalism. Thus, 

were predominantly 

traditionalism. 

this study found that none of the thirteen lessons 

based upon beliefs and values consistent with 

These findings were compared with those of the humanist and 

traditionalists 'who responded to a supplemental verification ques

tionnaire. The respondents' comments generally did verify the results 

of the study. The comments of the humanist indicated, however, that he 

found four (instead of three) of the lessons to be based on beliefs and 

values inconsistent with humanism. One of the two traditionalist re

spondents found two of the lessons to be based upon beliefs and values 

consistent with traditionalism, but the other traditionalist adamantly 

rejected those two lessons as meaningless for their lack of content. 

Moreover, this second traditionalist also said that one of the two 

lessons never addressed its stated purpose and the other was 
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"dumb psychology--there is no evidence people make decisions in any way 

independent of the content." 

Of great interest is the fact that the humanist authority com

mented that six of the thirteen lessons had "no relationship to world 

view," although one of these he characterized as "logically consistent 

in the information and values it is providing for students." Thus, he 

was not saying that it did not reflect any values. One lesson deter

mined by this respondent to have no relationship to world view was 

designed to "help students examine the attitudes, pressures and 

responsibilities involved in the decision to become (or not become) 

sexually active" (Lesson 12). The story and small group discussion in 

the lessons for ninth and tenth graders center around a values clarifi

cation model and the processing of a young couple's dilemma about 

choosing for or against engaging in sexual intercourse. The respondent 

says of this lesson, "Not bad, but connecting this with my 

philosophical position doesn't make sense." That this humanist 

authority sees a decision about premarital sexual intercourse unrelated 

to philosophical position or world view may provide insight into the 

controversy between humanism and traditionalism regarding the public 

schools. 

First, it 

from world view 

should be 

for this 

noticed that values are seen as separate 

humanist authority. If values regarding 

premarital sexual intercourse are unrelated to one's world view, then 

it may be that they are considered merely the sociological content to 

be plugged into a decision making process and rationally weighed with 
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regard to predicted consequence. Each value decision is made only 

within the isolated context of a particular situation. This is in 

keeping with Lesson 10 ("Decision-Making Model") that instructs 

students: "Brainstorming should be used so that all possibilities are 

considered, no matter how ridiculous or unworkable they seem." From 

the humanist view of situational ethics, each situation is open to any 

solution for there is no final definition of what is right and what is 

wrong. There is no allegiance to an enduring set of a priori values 

for the autonomous man. 

Traditionalists, on the other hand, would see the value laden 

decision discussed in Lesson 12 as inherently interwoven with world 

view. Believing in an absolute source for moral values (God) and also 

in the absolute content of those values, traditionalists would find the 

brainstorming of alternatives contrary to one's values a waste of time. 

For them, the decision to be made in Lesson 12 is to be made from one's 

world view, not apart from it. 

A second observance about the divorcing of values from the sec

ular humanist's world view is political. Tom Flynn (1985) co-editor of 

the Secular Humanist Bulletin, says that secular humanism has found 

difficulty receiving First Amendment protections in the public schools 

as long as it has been known as a religion. "If we can persuade the 

public that humanism is a philosophy, ~ a religion, we reduce the 

possibility that the 

against us the First 

(Flynn, 1985, p. 8) 

new generation of conservative jurists can use 

Amendment protections on which we depend." 

Flynn concludes, "it is imperative that secular 
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humanists present themselves as exponents of a philosophical/ethical 

position that, though alien to religion, is not an alien re1igion ••• it 

requires only our making clear that, whatever religion is about, secu

lar humanism is about something else." (p. 8) For the humanist 

respondent to deny that the Family Life Education lessons are related 

to his world view allows him to protect that world view from the 

criticism that it directly opposes the traditionalist's religious 

values. To affirm that the lessons teach the principles of humanism 

might invite attack from traditionalists who object to the presence of 

humanism in the schools on the grounds it is antithetical to their 

religious beliefs. 

An important 

verification responses 

agreed in criticizing 

content. While all 

finding 

was 

the 

three 

in the examination of the supplemental 

that both traditionalists and the humanist 

curriculum sample for lack of meaningful 

agreed that two lessons were "trivial," 

"rather worthless," and "process only, no content" (Lessons 9 and 10), 

these criticisms were used individually against six of the thirteen 

lessons in the sample. If these respondents are representative, both 

humanists and traditionalists apparently value the teaching of worth

while content and useful skills. 

That the worth of content and usefulness of skills may be 

judged differently by humanists and traditionalists is affirmed by 

their lack of agreement on lessons other than 9 and 10. However, it 

should be noticed that the two traditionalists did not agree in this 

regard either. The traditionalist professor of psychology found Lesson 
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7 "meaningless" (as did the humanist), but the traditionalist educa

tional consultant commented that the lesson was "balanced" in its 

inclusion of positive values from both a spiritual view and a material

istic view. Had more humanists responded to the supplemental verifi

cation questionnaire, it seems likely that there would have been 

disagreement on various points among them also. It appears that each 

person examined the lessons in a slightly different way, depending in 

part upon his area of expertise. 

Regardless of discrepancies about details, there was unanimous 

agreement that the curriculum lessons were predominantly faithful to 

humanist beliefs and values and predominantly conflicting with those of 

traditionalists. This conclusion, however, does not indicate that the 

curriculum would be satisfactory to humanists. As a whole, the 

curriculum was rated "poor" by each of the respondents with regard to 

the information presented. It was ruled inconsistent in the values 

presented, excepting only that the traditionalist professor of psychol

ogy found it to be consistently "social studies at its typical worst: 

i.e. a mixture of one part triviality and one part pushy meddling in 

the family affairs that are 

Each respondent verified the 

adequate to meet neither its 

curriculum was developed. 

General Conclusions 

none of the public schools' business." 

study's finding that the curriculum was 

objectives nor the goals for which the 

Before drawing from these f~ndings an answer to the research 

question of this study, it is important to address the question of 
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"whose world view is being taught?" Paul Kurtz has said, "I don't 

think that secular humanism is being taught in the schools. I think 

that's a conspiracy theory. What is being taught in the schools is 

modern science, literature, the arts; the whole curriculum is the 

curriculum of the modern world." (1983, P. 268) This study has 

determined that secular humanism is being taught in the public schools, 

at least in the curricular area addressed, Family Life Education. Sec

ular humanism is inconsistent and poorly presented in the curriculum 

under examination here; nonetheless, this study partially confirms 

Barbara Morris' statement, "It is undeniable that schools are promoting 

beliefs expressed in the Humanist Manifesto." (1980, p. 613) Converse

ly, the study does not confirm or attempt to verify, the general truth 

of Morris' statement. The world view of Judeo-Christian traditionalism 

was manifested mainly as an incongruous increment in the form of "Posi

tion Statements on Abstinence of Adolescents from Sexual Activity." 

The research and curriculum analysis of this study have pro

vided for an answer to the primary question: "Are there areas of philo

sophical agreement between the contemporary world views of secular 

humanism and Judeo-Christian traditionalism as they apply to public 

school curricula, or are these two belief systems mutually exclusive 

and irreconcilable?" From this study it can be concluded that there 

are very few areas of philosophical agreement between humanism and 

traditionalism as they apply to the public schools. The two world 

views are based on mutually exclusive presuppositions and aside from 

the assumptions of logic, there are no major philosophical beliefs that 
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humanism and traditionalism hold in common. When the public school 

attempts directly to shape human values, social and otherwise, these 

- two world views will come into conflict. They are fundamentally 

irreconcilable. 

Agreement between humanism and traditionalism may be effected 

in their mutual rejection of beliefs and qualities to which they are 

both opposed. In this study of the Pinion Unified School District 

Family Life Education curriculum, humanist and traditionalist respon

dents both rejected superficial subject matter and a lack of worthwhile 

content. At the generic, philosophical level, both of these world 

views reject deism, pantheism, and polytheism although certainly not 

for the same reasons. Similarly, both reject pessimism, pure hedonism, 

and egoism, again for different reasons. While the values of secular 

humanists are subject to change with new evidence and with changing 

personal and social needs, they can not, by definition, agree with the 

traditionalists' basic tenets without negating their own basic 

assumptions. 

Implications for the Future 

This study indicates that the traditionalists'opposition to sex 

education programs such as the Family Life Education curriculum and 

other value-oriented curricula is not opposition due to a "lack of 

understanding and/or mistrust of the particular program being presented 

by the school," as health professionals Wagman and Bignell have 

suggested. (1981, p. 248) A correct understanding of this program is 

not likely to remove mistrust and opposition where that opposition is 
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based upon philosophical presuppositions. Rather, it is predicted that 

the widespread understanding of the philosophical assumptions of these 

curricula will clarify and intensify the points of opposition. 

To deal with the growing division between adherents of humanism 

and traditionalism, it appears there are four avenues for the future: 

Values Segregated Classrooms 

Ignoring the substantial constraints of the current First 

Amendment interpretation, values segregated classrooms and public 

schools for "basics" could be created in the public school system. 

This would allow parents the option of choosing between traditional or 

humanistic curricula for their children. A simulation of this is 

attempted at present when Family Life Education courses are taught as 

electives with parental consent required for student participation. 

Unfortunately, students are often disadvantaged by nonparticipation 

through the limited alternatives available such as research paper 

writing. 

Provision of Traditional Schools 

While the prospect of a return to traditionalist schools seems 

unlikely in light of the trend of public education over the past fifty 

years, Rifkin (1979) calls the Christian school movement "utterly 

mind-boggling" because it has "begun to seriously undercut a century

long trend in popular education in America." (p. 116) He character

izes this movement as a "second Protestant reformation" in the latter 

1900's. With the number of Christian school students growing by nearly 
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80,000 a year (The Washington Post, 1985) one could predict that tra-

ditional schools would be utilized if they were made available in the 

public sector. 

In an article entitled "The Rhetoric and the Reality of Expand-

ing Educational Choices," Nathan (1985) discusses the use of tax funds 

to support traditionalist schooling. He says, 

In fact, over the past 200 years, millions of tax dollars 
have supported services provided by church-related institu
tions. For example, public funds have enabled individuals to 
obtain care in hospitals and rest homes operated by religious 
groups. In education, the G.!. Bill and, more recently, fed
eral Pell grants and scholarships offered by more than 20 
states have helped many students attend sectarian colleges. 

The U.S. has prospered by respecting the religious beliefs 
of individuals. A similar respect for individual choice should 
govern U.S. education policy. The time has come for a major 
shift in our thinking on this issue. (p. 481) 

If an effort is to be made to curtail the exodus of traditionalists 

from the public school system, it appears that the provision of tradi-

tionalist schools is one option. Under current constitutional inter-

pretation, however, such issues as the certification of teachers and 

control of the traditional teachings about God could prove an insur-

mountable obstacle. Yet, there is a strong sentiment that parents 

should not have to provide tax support for a public school system that 

undermines their religious beliefs. 

Humanism to Dominate 

It is possible that the struggle between humanism and tradi-

tionalism will escalate in intensity, especially if values-oriented 

curricula are incorporated with public schools. The present 
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interpretation of the First Amendment has made it possible for secular 

humanism to be part of the public school curriculum. The philosophy of 

teacher training institutions (Ornstein and Levine, 1981) and the 

predominance of humanistic psychology in modern learning theory (Vitz, 

1977) have also influenced the schools toward humanist concepts. As 

humanism becomes less subtle in the public schools, it seems probable 

that greater 

change their 

tiveness at 

numbers of traditionalists will bow under the pressure to 

beliefs. Social change agents applaud their own effec

bringing about social change. (B1anshard, 1976, p. 17) 

Concurrently, greater numbers may withdraw from the public school 

system, opting for home schooling or private schools, despite tuition 

costs. In this possible scenario of the future, humanism will become 

accepted by those whose children remain in the public school system. 

Dismantling of Public School System 

McCarthy, Skillen, and Harper discuss the dismantling of the 

public school system in the United States in their book, Disestab

lishment a Second Time: Genuine Pluralism for American Schools (1982). 

They advocate the freeing of the school from state establishment. They 

argue "that education must be recognized for what it is in its own 

right as part of individual, family, and community responsibilities 

that are different from the state's concern for its own economic, 

legal, moral, and civic cohesion." (p. 128) By disestablishing 

schools from the state and submitting them to competition on the open 

market, the authors foresee that schools not offering a good educa

tional program would be forced out of business. "If schools are set 
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free to be schools instead of forced to be bran~hes of public bureau

cracies, civil religion, civic virtue, and federal, state, and local 

politics, then they will be free to dedicate themselves to excellence 

in education." (p. 132) The authors neglect to propose specifics on 

how a new order for American education can be established or what 

financial and legal steps must be taken to provide equity for educa

tion. They argue that "it is historically inappropriate in our complex 

federal system to rely on a single set of proposals for change ••• Many 

different efforts will have to be made all at once, in concert, over a 

considerable period of time." (p. 135) They do assert that the "reli

gious/secular" distinction would be irrelevant if schools did not have 

to claim some privileged identity (as "secular" or "non-sectarian") in 

order to obtain public funds. (p. 127) 

Recommendations for Further Research 

In examining the controversy over secular humanism and Judeo

Christian traditionalism in the public schools, this study has been 

conducted at both the philosophical level and at the level of classroom 

application. Questions 

evident at both levels. 

interest: 

and issues requiring further research became 

The following are those that seem of greatest 

Regarding Family Life Education in the Public Schools 

1. How does the Community Advisory Committee process actually 

affect a proposed Family Life Education Curriculum (FLEC)? Does the 

internal inconsistency of these curricula derive from this process or 
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are the inconsistencies inherent in the materials packets purchased by 

local school districts from national training networks? 

2. What effect does the large Community Advisory Committee 

actually have on "selling" the program to the community? Is it worth 

the expended time and energy to "sell" a program, or would a district 

actually save itself controversy by bypassing the committee process? 

3. Because the PUSD FLEC was found "trivial" and "silly" by 

both the humanist and traditionalists reviewing it, what are its actual 

effects on students? Family Life Education is an experimental pro

cess. Research needs to be conducted to determine its effects upon 

students of various ages. Areas of study should include: 

a.) effects of values clarification upon different age levels (see 

Tinsley, Berton, and Rollins, 1978); 

b.) relationship of uncontextualized hypothetical problem-solving to 

ability to solve real life dilemmas; 

c.) longitudinal effects of FLEC on incidence of teenage pregnancy, 

venereal disease, and premarital teen sex; 

d.) incidence of actual value change as a result of FLEC; and 

e.) incidence of student confusion (by grade level) resulting from 

value inconsistencies in such programs. 

4. Alternative programs, equally fundable by granting agen-

cies, need to be developed to meet the needs of traditional families 

who are willing to allow the public school to teach FLE subjects to 

their children. 
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5. A stud.y should be conducted to evaluate whether actual 

in-use curricula is consistent with what its authors intended. Does 

curriculum as implemented remain true to the values it was designed to 

eclectic approach used in FLEC construction would appear teach? The 

particularly vulnerable to inconsistencies and incoherence. 

Regarding the Humanism/Traditionalism Controversy 

1. Foundations of Education courses in teacher training 

programs should be examined for the degree of balance with which 

philosophy of education is presented to aspiring teachers. Do students 

receive a balanced education regarding alternative world views in the 

classroom? 

2. Because the literature reveals that both teachers and 

school administrators are ill-informed about the real issues of the 

humanism/traditionalism debate, there is a need for scholarly, well

documented in-service training material to educate policy makers and 

teachers on the significance of these issues. 

3. Economic, legal, and political studies are needed to probe 

the possibilities of a free market educational system for the United 

States. Voucher systems and tuition tax credits are but two proposals 

for creating more choice in the educational system. 

4. Home-schooling is an option being chosen by many families 

who believe they cannot support the values, discipline problems, and 

academic failures of the public school system. Research is needed re

garding the consequences of these choices, as well as the possibility 
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of public school assistance to homeschoolers without binding regu

lations. 

5. In general the literature on the humanism/traditionalism 

controversy in the schools is poorly documented and unscholarly. There 

is a need for more literature on this controversy that avoids the 

common tactics of sensationalism and emotionalism. 

6.. Controversial public school curricula could be better 

assessed by policy makers and the public if each program introduced to 

a given community included a statement of the philosphical presuppo

sitions upon which the curriculum was developed. Such a statement, 

unlike a list of behavioral goals, would allow the community to hold a 

program accountable for the values issues dealt with in the classroom. 

A feasibility study examining the use of such a statement could include 

examination of the present rating system for movies. 



APPENDIX A 

PINION UNIFIED SCHOOL DISTRICT 
FAMILY LIFE EDUCATION CURRICULUM 

Sample Chapters 

This appendix contains a reduced photocopy of the original 

curriculum lessons. The lessons have been numbered and paged for use 

in this study but are otherwise as they appear in the original. 
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GOIlLS OF TilE UNIFIED SCI/OOL DIS~'RICT FOR FIINILY [,IFE EDUCIITION 

1. To increase the frequency and quali ty of conununi cation wi thin the family 

2. To impro\'e personal and social decision =king among adolescents 

3. To improve personal and social responsibility among adolescents 

4. To increase adolescents' awareness of tlle functions, responsibili ties 
and rewards of parenthood. 

S. To assist parents in becoming effective primary educators of their children 
in matters of human growth and development. 

6. To ~educe the rate of premarital sexual behavior, unwanted pregnancy, and 
vendreal disease among adolescents. 

7. To increase the self-esteem of all family mem~bers. 

8. To increase adolescents' awareness of the significance and role of the 
family in society. 

9. To increase the family's awareness of available community resources. 

10. To help students identify their own values, /Jow they are formed and how 
they influence decision making. 

Goals adopted 11/8/83 by Family Life Education Curriculum Committee 
/oJ/SIC 
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objective' 4A: 

JUNIOR HIGl! 

FAMILY RELATIONSHIPS (L~<So% 1- G) 

State at least three functions of the family. 

RECOMMENDED ACTIVITIES 

The Family 
Blended Families 

OPTIONAL ACTIVITIES , 

Teenagers in Their Families 
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POSITION ST/'Tr:.'lENT nN 11n!'T,TNF.IICE OF llDOLF.SCF.NTS n~o,l1 SF-SUM, IlCTII'ITl' 

F/l,I:ILI' RE:l,,'TIONSIlIPS 

Under filmily reliltionsllips, stUdents will discuss the role of members 
of the family, including ti,e responsibilities assumed by eacll member. 
Parental responsibili ties will be discussed wi th an eye to,,'ard gi ving 
students a reillistic as opposed to a romanticized view of parenthood. 
Teachers should take tllis opportunity to stress that ilbstention is 
certainly the alternative of choice for students who do not wish to 
assume the responsibilities of parenthood at this point in their lives. 
It should be stressed that sexual activity may complicate the rela
tionship they have with their own parents as well as their peers. 
Premature sexual experience may prevent them from developing appropriate 
non-sexual social relationships with members of the opposite sex. 

It should be noted by teachers, that although some students engage in 
premari tal sexual behavior ~'i thout regard to risk of pregnancy, because 
of their use of contraception, or their personal beliefs about abortion, 
there are certain consequences which may result. These consequences 
include, moral dilemmas, emotional and social trauma, isolation from 
parents and some peers, and increased potential to contract venereal 
disease. It should be stressed that abstention is the only al ternati ~'e 
which clearly spares the student from these consequences. 
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Lesson #1. Tl!E FM:IL~' 

PURPOSE: 

To develop il definition of filmi ly to explore the functions of families, 
to explore roles in families and to identify how indificuals can contribute 
to the functioning, heillth and hi.ippiness of other family members. 

TINE REQUIRED: 35 minutes 

MATERIALS: Blackboard, butcher paper, per.s, masking tape. 

PROCEDURES: 

1. Tell students that in order to discuss the topic of families, we 
first want to define what we mean by family. 

2. Pass out butcher paper and pens. Have students break into small 
groups (6-8 per group) and ask them to write out a definition of family. 
If necessary, they may choose to have a number of definitions listed. 

3. Return students to the large group and have them post their butcher 
paper. Review with them the definitions of family that they have 
developed. 

4. Remind students that people live in various family structures. For 
some people the only acceptable definition of family would be mother/ 
father/children or an extended family; for others, various structures 
of people that meet the functions of family would be acceptable. For 
the purpose of our discussion, we'll use a combination of all the 
definitions they've listed. 

5. All families meet certain types of functions, for example providing 
shelter. Ask students to name all the types of functions of families 
as you 1vri te them on the board. (You may need to provide example 
relating to physical, emotional, spiritual and psychological needs.) 

6. After students have listed the functions, discuss with them (using 
the list they've developed) whose role it is to fulfill or meet each 
function. Encourage students to see that all members of a family have 
needs and that both adults and sons/daughters can fulfill many of the 
functions. The purpose of this section is to help students see how 
they can contribute to making their family work. 

7. Ask students to think of son~one in their family who meets one of the 
functions that have been discussed. Answer silently for themselves -
how often do you acknowledge or thank that person? How do you think 
they would react if you were to acknowledge them? h'ould you be willinq 
to thank them? 

8. r/ith the class, discuss why 1.·e don't acknowledge other family members 
as often as i.•e might. 

(OVER) 
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9~ Ask students to think of someone in their family that has a need they 
could ~et by the end of the week? l~ould they be willing to make an 
agreement with themselves to do that? Answer silently for themsc:>lvcs. 

10. Regardless of our definition of family or the structure of a family, 
it provides the basics to meet plJysical, emotional, spiritual and 
psychological needs. It is the starting point for learning about 
interacting with other people. We receive from merrbers of our 
family and also have a responsibility and ability to contribute 
back into the family. 
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Lesson 112. BLENDED FANILIES 

Student Objective: 
-The student will recognize the problems and advantages of blended families. 
-The student will evaluate her or his own attitudes toward stepfamilies. 

Classroom Experiences: 

1. Read llnd discuss the article, "You, Me and Them." 

2. Invite a therapist or school psychologist to talk to your clllss about the 
feelings and adjustments involved in becoming a stepfamily. Have students 
prepare questions in advance to ask the guest speaker. 

3. Ask ·vou students to clarify their attitudes by completing these open-ended 
s ta tellEn ts: 

a. The hardest part about having a stepparent would be ••• 
b. If I didn't get along with my stepparent, I would ••• 
c. Having stepbrothers and sisters would make me ••• 
d. Stepparents should decide .•• 
e. Happiness in blended families ••• 

4. Divide your class into five or six "blended families." Assign roles to 
the family members, consisting of divorced parents who marry and bring 
children from previous marriages. Have each "blended family" hold a 
dinner-tale discussion on planning the wedding of the eldest daughter. 
Afterward, discuss potential conflicts for blended families and the best 
approaches for handling such difficulties. 

5. Probe stereotypes of the blended family. Have your students sketch or 
clip illustrations that remind them of the stereotype of the stepmother 
or stepsister, for example. Ask students to watch TV shows, such as 
TilE BR,WY BUNCH and EIGHT'IS ENOUGII, and evaluate how realistic these 
shows are in portraying the blended family. Have them collect literary 
examples, too, from fairy tales and mythS. Then have s.tudents evaluate 
how realistic the stereotype is, as well as how it might have originated. 
Other stereotypes to consider are those of the nuclear family and of the 
di vorced parent. 

6. Discuss the following: T.'lCre seems to be a tfend tOI~ard the extended 
fllmily concept -- with groh'n children returning the family "nest" and 
grandparents coming to live with their grown children. How will the 
blended family be affected by that trend? What problems might arise for 
EXTENDED blended families? 

R 
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YOU, I'll: liND TIIEN 

,1'1/11\£ US • • • TilE DLEND1:D FIINI LY 

The stiltistics ilre in: a United Stiltes populated by storybook filmilies of Nom, 
Dild, and 2.S'children hilS been left behind in television reruns. Of tile GG 
million children under 18, 10 percent live with a parent wilo ililS remilrried. 
This means that lout of every 7 families with children is blending the expecO 
tations, rules, ilnd villues stemming from PilSt fanaly situations. It also means 
thilt lout of every 6 children wonders how to address that new person ntilrried 
to Nom or Dad. It is estimilted that by 1990, close to half of all Americiln 
children will li ve in stepfamilies ~ if the present divorce and remarriilge rates 
continue. 

These stilrtling stiltistics Ciln only hint ilt the true drilma currently affecting 
these 3S million stepfamily JlOuseJlolds. 'Relationships in il traditional filmily 
form sloldy. The coupld usuillly hilve some time to cement their relationsilip 
before ha'ving children, and then babies are spilced wi th enough tima for tile 
filmily to adjust to their growing numbers. The stepfilmily, on the other hand, 
is a uni t that comes "buil t in" wi til the milrriage pilrtners. 

For milny stepfamilies, problems may start very eilrly on in the relationsiJip. 
Husbands and wives may bring into their new marriilges the negative attitudes 
and behaviors thilt broke up their first marriages. Ivhile they may need time 
to iron out the countless adjustments of their new love relationship and 
milrriage, they are immediately confronted wi th ,the pressures of making a home 
for children. If both the husband ilnd wife hilve children, ":hey may be torn 
between their responsibilities for their new stepchildren and their affection 
for their natural children. 1111 the offspring must adjust to having new 
brothers and sisters whom they mily or may not like--not to mention a new parent! 

Although the stepfamily hilS all.·ays existed, it is. little talked about and 
generally unsupported by American society. Instead, the myth of the idcill, 
nuclear family challenges the stcpfilmily to fi t into tradi tional stereotypes. 
Experts point Ollt thilt when stepfamilies don't fit, their members often feel 
isolated, angry, and guilty. Even though ohe-half of their classmiltes might 
come from split homes or stepfilr.ulics, for instance, many children will lie 
about their own home si tuations. "There are no rulcs, no stereotypes for 
these people to draw on," says Frank F. Furstenberg, Jr., a sociologist at 
the University of Pennsylvilnia wilo has studied divorce and remilrriagc. 

One of the many problems a new stepfamily may face is tJlat each family mer-ber 
brings her or his own diverse background and expect~tions into the new unit. 
A cllild might feel tilat tl~O p.Jrents are already morc tlliln e.10ugll. ,1 [~ther, 
feeling guilty about his own kids whom he "left bellind," migllt resent actively 
p~renting his new stepchildren. II new wife may have trouble adjusting to her 
hu~band's also being il filther with three children. 

Each new family member has a unique set of circumstances to confront ill the 
stepfiJmily. 50100 of tiles a concerns will be discussed in tho [cllowing 
sections, family membar by family mambar.' 

CURRENT LIFESTUDIF.S/Fcbruilry 1982 
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O,\',iTunAL P,u,r: .... T. ,'Iluturol] purellt is the biological father oz' "~~ther of " 
child. Natu,r"l piJrentG often "re the pivot"l [iyures in stel'[.:>1IIilics U<'CuU:;C' 
they hiJve independent and previously existin<] reliJtionships with their childrC'n 
Dnd their n~'W spouses. Tile!! m.l!! expcriellce pressure to knit tile stepfoJmil!! 
togethcr; "ftor all, tllcy arc responsiblc [or il<lving brought these /-,L'opiL' unuer 
onc roof. This pressurema!! be intensified by their feelings of guilt iJbout 
subjecting their cllildrcn to tile p.:>in of divorce and tllen to iJ ne!' f.:>mil!!. 
Tiley m.Jy work so h.:>rd tryinf] to m.:>ke everyone happy, compromising first one 
person's desires and then another's, thiJt no one ends up contented--not even 
the naturiJl p<lrent. 

DSTE:PPlIRE:NT. Nost psychologists iJgree that stepp.Jeents have a very diffC'rC'nt 
part to play in a fiJmily th.3n n.3tural parents. Nany stepparents have a hard 
time accepting or adjusting to the role of being the "other adult" in a step
child's life. They mily not want to tilke any part in their stepchildren's 
upbringing. Some stepparents, especially if they have come to the marriage 
without children, may res~nt their loss of privacy. Or they may [eel hurt tholt 
they';aren't the special person in the new chil dren' s Ii ves. Stepparents may 
enthusiiJstically throw themsel ves into the responsibili ty' of raising their 
stepchildren only to have their authority undermined by the n<ltural parent or 
resented by their stepchildren. 

Claire Berman, author'of NAKING IT AS A STE,PP,lRENT, points out that tIle myth of 
"instant love" plagues many stepparents' adjustments to their ne!' children. 
This myth challenges the stepparents to iJdore t/ldr ne:_ chilrges inunec!iately <lnd 
as deeply as if they were natural children. Berman found that stepmothers k'];O 

feel guilty for not loving their stepchildren "enough" try to compensate by 
becoming "supermoms." When this effort takes the place of letting affection 
evolve naturally through time, the stepmothers end up feeling angry when tlleir 
new sons and daughters can't or don't appreciate them. 

o STEPCHILDREN. Research has indicated that v~ry young children have a much 
easier time adjusting to the stepfamily'. Adolescents, more set in their ways 
and concerned with emotional investments outside the home, often may confront 
the situation with resentment or resistance. 

A child of any age, however, has much to cope with. According to psychiatrist 
Dr. Clifford J. Sager, who directs the Jewish Board of Family and Children 
Services in New l'ork City, many children have a hard time acceptinrJ the loss 
of their,natural parent's undivided attention when a stepparent moves in. To 
further complicate tile matter, ehe child is also put into a new family arrange
ment that he or she had no part in choosing. The child may be forced to compete 
with a new set of brothers iJnd sisters. The child may have had a fantasy of 
her or his parents getting back together agai~\ that was shattered blJ this 
marriage. 

Stepchildren commonly [eel that accepting their new stepparent is a betruyal--
a breach of loyalty to the natural parent replaced by' this new person. Further
[TOre, children may be relUctant to make an erotional investment in their nl':~ 
stepparent or family situation, because the upsetting memor!l of their own 
parents' stormy relationship m.Jkcs tllis new marriage seem ver!l frugile. 



1I[)(I"'l'lI'r./r-OS'Tf:R Cllrr.rmf:N IN rN!IT.rc:S 

Nuch of wllilt has been stated above for stepchildren Can also be 
applied to children ~'ho eilter families as foster or adoptive placements. 
As ~'ith ste,.,children, these children usually find adjustment to tlw 
flJmily to be less trlJurnatie at younger ages. As the child .'pproaclles 
adolescence the difficulty faced by the child in adjusting to the new 
filmi 1!J incrclJses greatly. Fa:; tL'r children have of tell suffered negl ect, 
abuse, rejection, or severe conflict with plJrents, and lJre therefore 
distrusting of new adults in their lives. Some have come from less 
structured family environments and at first, reject more formal flJmily 
structures which impose constraints upon tile child. 

Adoptive children and also foster children often experience a sense 
of loss, separlJtion, and in some cases, the feeling that, by accepting 
the new parent, they are betr.J!Jing their nlJtural parent. Botil of 
these types of children often must cope with sibling rivalry and other 
cynamics created by the infusion of a new member into an existing family 
s tructu're. 

Parents of adoptive or foster children often lJlso flJce some of the 
same challenges which arc faced by ste-parents, although these problems 
arc sometimes compounded b!J emotional and social problems created by 
factors which led to Eoster or adoptive placement. 

For both parents and children, an intensive effort to develop a 
positive, trusting relationship is the most important first step toward 
success. 

ADVANTAGES OF BLENDED FAJ·IILIES 
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Despite its built-in problems, many psychological experts arc quick to point 
out that the stepfamily has itw own silver lining, especially for its children. 
Unlike in the nuclear family, in which children have only two adults to ful
fill all their needs, children in a stepfamily have more adults to turn to for 
role models and support. Havlng more grown-ups around (don't forget how many 
grandparents exist in this situation!) provides the children with more chances 
to learn about diverse attitutdes and values. They can gain skills from step
parents or stepbrothers and stepsisters tllat their natural parent might not 
have been able to teach. And, they may find that a stepparent, who is close 
enough to care and still not as close as a natural parent, is a perfect adult 
to confide in. 

The stepfumily In.JY ulso teach important lessons In relating to other peopld. 
Fustenberg points out th.Jt a child's sphere of experience broudens as u 
result of the complex family relutionships he or she encounters und must dc'al 
with. Children in stepfamilies have the opportunity to leurn to negotj~te und 
compromise, importunt communie~tion and ~d~ptive skills. 

Furstenberg believes th.Jt ehe stepfamily promotes a greater awareness that 
relationships are precious uno thut everyone within them is unique, If ehe 
tnilulage in tllf~ stepfiJmil!J is a successful one, itl CiJn present children Idtll 
a model of ol healthy relutionslJip of genuino caring und love. 



Lesson 113 

CO::CF:?TS ;,sD U::P::RSTI;.\·Dn:GS 

Teen-ager's real or imagined 
problems with parents may be the 
result of misuncerstanding re
lated to the follo~ing: 

Being treated like a "child". 
!:ot listening. 
:·:anting you to be like someone 
else. 

Xaking fun of what YC.4 say or 
do. 

Prying into your business. 
.... ot keeping promises. 
l101cing out-datcd concepts. 
Inadequate trust. 
Others - list. 

Com~n problems expressed by 
parents are that teen-agers: 

Are cross, irrit~blc, in
consistent. 

;'O!] 't take res por.s i hi I i ty. 
l.re untidy and careless re-

garding roum, clothes, person. 
Sho:~ off - "'on't listen 
Argue constantly. 
roOn't "',1nt parents around. 
Complain about allo;,·ance. 
Consicer adults old-fashioned. 
Interpret concern for their 
safety as lack of trust. 

Others -- list 

'JEF:!'-l.GF:RS IN THF:lR F/~;':!LJF:S 

LEARNING EXPERIEl:CF:S II."D 

EXlll~PLES OF CO.VTE ..... T 

Have students add to the lists of problems 
(be honest). 

Can you determine the cause of the prob
lems for both parent and child? 

Role-play family scene in argument o~'er 
family chores. 

If you "'ere a parent, in "'hat h'ays "'ould 
you be similar to or different from your 
parents? 

Make list of l~hat your parents put up .. ·ith 
in relation to you and your friends that 
you would find difficult if you "'ere a 
parent, 

Role-play some of these situations. Bring 
magazine articles related to problems such 
as these. 

h'hat factors produce family discord? 
110'" do you contribute? 1I0w do other 
family members contribute? 1I0w can you 
reach a solution? (List b'ays). 

r.RI.TJT:8 7-F< 

RESOURCE g,1TF.RI/~LS 

'" "'Turner, The Fami] y rou 
Belong To 

Literature Unit, 
Scholastic Family 

r.hiteside-Taylor, Getting 
,Hong "'ith parents----

"''''Jer.kins, Health and 
Safety for Teen-A~~rs 
Unit 5 

N 
N 
0-. 



CO::CEFTS ,;::D U:;DERST":;DINGS 

There is no "ideal" family{ 
families ,,'ork out their own ways 
of meeting family needs, and 
"'hat is best for one family may 
not be best for another. 

Satisfactory home life does not 
just happen--parents and other 
fa~i!y meff.bers work to make it 
satisfying. 

"Parents are people, too", and 
there are many reusons for par
ents behaving as they do. 

There are t,,'o sides to any. __ 
question and '.-e can a1:"ilYS learn 
bl} listening to the ether side. 
In any :a",ily, conflict is bound 
to occur and can be helpful in 
underlining indit'idt:ality and 
teaching negotiation. It is the 
inability to negotiate, not the 
conflict, tlJclt causes problems. 
Xost tC'~n-aqcrs lJc!ve som~ 
p~o?Jlems 1.-1 th their parents and 
!:Ust parents hilve some problems 
1.-1 th their teen-a,}ers. 

Co~c.unication can be furthered 
b':J a sincere 'd3h to listen, 
understand, and deal with 
proble~s based on that under
standing. 

7'F:F:rl-M:F;IlS III Tllr:m FM!fLIr:S' 

LEARNING EXPERIE::CES AnD 
EX,;gPLES OF COSTENT 

Write a paragraph describing the kind of 
home 'lou want to have. r,'hat would you do 
the same as 'lour parents? r;hat would 'lou 
do differently? Why? 

Nake a list of factors 'lou think contribute 
to a happy and satisfying home life; also, 
factors which migllt interfere wi th the 
achievement of a happy home li!e. 

Consider everything a parent does during a 
day. Discuss parents as people who have 
rights, privileges,'responsibilities, 
emotions, and problems; who have become 
what tlley are bec,luse of the lives they 
have lived. 

List some of the values of the differences 
of opinion. lio:-I can "'e show that "'e ha .... e 
respect for the person who holds opposite 
vi e;o/s? 

Discuss reasons for conflict. Each family 
member is different. How can conflict be 
used constructively? 

.. re i.-; '''x, tM tll.,t tr.1cllC'r ... at tilt Jriolls '1rade level ... loll adapt this matr-rial in . 
:;t 11,1,·111 ::' 1.'\'.-':: f'( 111.1'''' j (" .1 n.l 1:11,1,·,-:: t .Hld j II. (. 

RESOURCE MATERIALS 

"Force, rour Filmily Today 
and Tot:>Orro:-I 

"Jenkins, Ileal th and 
Safety for Teenaeers, 
Unit 5 

"Indn, Patterns for 
.Living, Gr. 8 pp. 184-
198 

Paschal, Song of the l/coart 

Osborne, How to Deal r,;i th 
Parents and Other 
Problems 

"Jenicins, Health and Safety 
for Teenagers, Unit 5 

#'Irt.'in, Patterns for 
Living, Gr. 8, [lP. 188-
190 

English, Your Behavior 
Problems 

IS of thelr 
N 
N 
--.J 



C(;.~:C£?TS ~·:!:D U::DEi?ST,,".\'DI::CS 

Prob! em-sol" i ng t·~chni 'lues 
learned in the fa~i1y c~come 
part of one's pe~scnality. 

Unsatisfactory techni'lues: 

Emotional outburst. 
Ignoring the problem. 
Fighting .oithout a 
resol ution. 

Satisfactory techniques based 
on reason: 

Identification oE feelings 
and reflection oE those 
feelings. 

Iccntification oE problem 
Id~ntificution oE cause. 
Presentation oE possible 
solutions. 

Discussion with resolution 
Family group discussion 

Each rrivi1ege is accompanied 
by r~spcnsibility. 

Refusal to accept respon
sibility may result in the 
usc of disciplinary 
m~asures. 

Guide-lines from parents and the 
com~unity are reaction areas for 
teen-agers which are necessary, 
like tI,e railing on a bridge, in 
order to set 1imi ts on be!lavior. 

TEEN-AGEF. !I THEIR F,' .. ·:ILIES 

I~E.riR.V ING EXPE.'IE:~rc£s AND 
EXltNPLES 0: CONTE:lT 

Role-play family discussion to solve the 
problem of "division of fa,!,ily chores". 

List problems parents tend to deny or 
minimize. List ways to bring these up. 

List privileges you ha\"e or hope to have. 

List responsibilities that accompany each -
e.g., to buy my o~on clothes. 

to look well dressed 
to take care of my clothes. 

Tal}: about useful \"s. ineffecti~oe disci
plinary methods; indefinite vs. consistent. 

Debate the et"fectil'eness of specoific meas
uresused as discipline or as limits: 

Incentive - reward 
Deprivation - physical 
Groundin7 - djscu5sion 

GRADF.S 

PF.SOIJPCr. N,WF.PIATS 

Neff, Ethics for Every
da'] Livin<} 

Seashore, Ho~ to Solve 
Your Problems 

T Randolph, Self-Enhancing 
Education 

T Ginott, Between Parent 
and Child 

N 
N 
CX> 



\~o"r.~-s . "D L"'r~1?--"'DI"GS _ .• _:.r. 1',.. ' •••. ! ~ J II.. ,., 

I 
In cur c,,1 ture, p!!ople live in 
t.~e s",,,11 group situation of the 
:a~ily. It is, tht:!!"cfore, im
portant to understand family 
structure, functio~, and value. 

There are r..any ~'ays of living 
together as a famil y. 

Far.:ilies may vary .. ddely in 
structure und composition, in 
race, religion, culture, in eco
nomic status. All have a use
ful contribution to make. 

Despite these cif£crence, fam
i:':cs .'-:rl",'a r.:any similarities and 
ser~e r.:any of the same functions, 
for cXi1:::pl Q, meeti ng the pbys.
ieal an-i c;;:otion.ll needs of 
t.':~ir r.:~r.::~crs anr] transmitting 
t1:e cuI ture. 

In ocr cultu~c the family is 
recognized by la~ as being the 
agency pri;;:i1rily resr~nsible 
for rearin7 children and meeting 
thei r neN;s. 

S:Jciill ar.ri Cultural A .. _'cts of Family Life 

Lc:;son f!4. 
TilE FM:IIS IN SOCIETY 

LE;,R:II/iG EXPERIESCES MW 

EX;.:·IPLES OF CO.\"TENT 

Discuss: 
r'lhat is a family? rvhat is it for? Do we 
need far.lilies? If so, why? III what ways 
is a family important to its members? 
To' society? 

List a variety of possible family groups. 
Divide the class into small groups. Ask 
each group to prepare a presentation to 
the class depicting the contributions of 
the countries represented by their families 
or their ancestors. This might incl ude . 
music, art "'orks, folk tales or other lit
erature, significant ideas, products, 
foods, scientific discoveries, etc. 

List the basic functions of the family. 

Invite an outside speaker - perhaps a 
sociologist or anthropologist - or an 
attorney - to discuss la .. ·s relating to 
f~mily life--their origin and rationale. 
J.re s·uch.la .. ·s necessary? Why or why not? 
r·.']lilt functions is the family expected to 
fulfill for society? 

FCSOURCE N,.TERIAL..C; 

"Smiley, A Fami1!j is a 
r·.'ay of Feeling 

Kenney, History of the 
J.;;:erican Family 

T Queen, The Family in 
Va~ious Cultures 

Gilbreth, Cheaper By 
tile Dozen 

"Smiley, Stories in 
Snng and Verse 

Doss, The Family Nobody 
~lanted 

.. B.luer, Heal th for All 
Gr. 7; pp.249-250 

c.'lart: 
-----rIfe Cycle, !oSHA 

N 
N 
\0 



ceo:CfP;.'; t.::!) ;,r:r2FS':'t~.·:[l;:;GS 

:·:atH] factors in our chi!:lging 
"'odd affect family life. 

Econo~ic factors 

hutomation 

";o:-king t..·o,'77en 

Po.'erty or wealth 

S.Yial ,lnd Cultural ;'''pects of Family Life 

7HI: rli:·:lr.r IN SOCIET1" 

LE,;p,,,'r;iG £XPE,'UE .... C£S A:W 

EXl..':PLE'S OF CCWTEfiT 

Using the Life Cycle Chart, speculate on 
tIle changes experienced by the various 
"-er.hers of the family in the various 
st.,ges. 

/{o" coes family life in our present society 
compare I.ith family life "'hen your parents 
~'ere gro,dng up? r .. hat factors have pro
duced the changes? 

Explore ways in "'hich increasing autom.J
tion may affect family life. Include such 
factors as satisfaction in one'", work, in
creased leisure time, need for more train
ing and skills, need to adapt to changing 
condi tions. 

List positive and negative factors of a 
,"other's h'orking. Evaluate alternative 
methods of child care, for example, sitters, 
child care center, Israeli kibbutzim, boarding 
schools, grandp.Jrents, or other relatives., 
:-:ake chart sho~'ing typical employment patterns 
of men and women. Compare. Wh.Jt implications 
docs this h,we for family life? For education? 

Does material pow~rty necessarily imply poor 
family nfe? 

List some of the I.'ays in "'hich poverty or 
"'cal th may affect a family's way of living 
and the relationships of family members to 
each other. 

T 

CRIIDES 7-8 

RESOURCE g;'TERIMS 

Chart: ASIIA, Life Cycle 

Transparencies: 
SIIES, Influences on 
Family Life. (Level J) 

Forbes, P.cxican-"x~~icans; 
a Handbook for Eriu!:ators 

T U.S. Dept. of Labor, 
The Negro in the r':est 

1. !'egro r'orker 
2. Negro Consumer 
J. Negro family 

l' U.S. Dept. of Labor 
B.Jck~round Facts on 
r';omen r-lor}:ers in 
Uni ted States 

Film: Children :,'i thout 

N 
W 
o 



Objective 4B: 

JUNIOR HIGH 

FA'IILY RELATIONSHIPS 

Identify and compare roles, responsiblities and interactions 

within their mID family unit. 

HECO~r.·IENDED ACTIVIT! ES 

\,Tj1llt Hould YOll Do If You Here the Parent? 

OPTIONAL ACTIVITIES 

Homework: When I Was a Teenager 

231 
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II 

Lesson 115. II'IIAT '~OULD ~'OU DO .II' rou ".'ERF. Tile I'MlENT? 

PUIIPOSE: This activity gives students the opportunity to decide ho," tlley ~'OlJlcJ 

handla typical situations which arisa in caring for a cllild. It's a ~'''y 

of "trying-out" the parant role. 

PROCEDURE: Divida students into small groups and assign e.:Jell group one of ·che 
five sample situations. They rapresent typic.:JI problems; you could 
add others. 

DISCUSSION: The way students solve the problems will depend on their olm oplnlOnS 
about how parents should guide children's actions. Should pu~ents 

SITUATION iiI 

lay down rules and stick by them no matter what? Should parents try 
to figure out why children act, the way' they do? Sllould parents 
interfere when a child h.:Js trouble with a friend? lI'hat: about: ",hen a 
child has a problem at school? '''hat happens "'hen the parents' needs ar.d 
the child's needs come into conflict? There arc not: any e.:Jsy .:Jns~'ars to 
tha abova questions. It is important: to begin to think about how to 

'handle the dilerr.mas of paranthood before making' a decision about becoming 
a parent. 

N.:Jria's mother looks out: tha window and is surprisad to sac that the 
family car is not parked on tha straet. ['iva minutas later, the C.:Jr 
pulls up and sixtean-year-old Naria is at tha whaal. Naria has just 
received her license and sha is supposed to ask her parents' permission 
before she uses the car. Naria's IOClther kno",s how important it is 
to Haria to be able to drive, but she'is bothered because this is 
the second time Haria has used the car without asking. r"hil~ "ould you 
do if you were Haria's mom? 

Source: EXf'LC'lIn:G TilE P"Rr.,\'TIIOOD (,IIOIC::: AN ltCTIVITIr.S GUIDF. PC'R Enllc/~ToR::, 

developed by National Alliance for Optional Parenthood. Net"ork Publications, 
1700 Nission Street, Suite 203, Santil Cruz, CA 95060 



WlIAT !I'OULD rou DO IF l'OlJ WERE TlIE PI,RF.NT? (Continued) 

SITUATION /12 Jacob, at age 4, is playing with his friend Angela, age 5. Tiley 
lire sitting by tile TV set, building roads with Jacob's blocks. 
Angela has brought over four small trucks to rollover tile roads. 

They have been quietly playing for half an hour. Suddenly, Jacob's 
father hears Angela yell, "I'm going to take my trucks and go home!" 
lie hears the so ... nd of blocks being kicked around and goes into the 
room to sec wha t is happening. !"hat would you do if you were Jacob's 
father. 

SITUATION /13 Ten-year-old Dilly is taking a long time getting ready for school 
one day. Dilly's mother goes to his room to see what is keeping him. 
She finds Dilly lying on his bed witll his school clothes on. lie has 
one hand on his forehead and a sad look on his face. When his mother 
leans over him, Billy says, "Nom, I don't feel good. I'm getting 
tired of going to school every day and seeing dumb old Ns. Brown." 

Billy's mother can tell that he is upset but he docs not seem to be 
really sick. She glances at her watch and realizes that she has to 
leave for work in a little while. What would you do if you were 
Billy's mother? 
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SITUATION /14 Nichelle, age two, and her mother and father are eating dinner. Nichelle 
has learned how to use a spoon to eat but she still needs a lot of 
practice. Tonight, Nichelle has decided that she docs not want to eat 
her mashed potatoes. Both her mother and father are urging her to try 
a bite. Nichelle is feeling restless. She ~'ants to get down from the 
table. suddenl'"., she starts pounding on her potatoes wi th her spoon. 
A lump of potato lands right in her father's lap. !,hat would you do 
if you were Nichelle's father? . 

SITUATION /15 Tony's mother has just arri ved home from work. As she walks into the 
ki tchen, she noti ces that the supper is not cooking on th e stove. Tony's 
mother fro>ms. She had told Tony to start cooking the rice w!Jen he got 
home from school. Just then, Tony comes in Idth a friend and says, 
"IIi, Nom!" What h'ould 'you do if you were Tony's mother? 



ANONYNOUS QUESTIONS 

The sample qucstions and ans,,'crs givcn in this activity are intended 
to be uscd as guidelincs for teacilcrs in ansl>'cring similar questions which 
are not covered specifically in this example. If the teacher is unsure or 
uncomfortable wi th how and to k'hat extcnt the student's question shoul d 
be handled s/he should do one of the following: 

1) Refer to the Family Life Education Program Curriculum Staff, or 

2) Refer the student to parent and/or their clergy. 
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Lesson 1/6. lIomework: k'hen I J~as a Teenar;er ••••• 

Pur.DOse: To promote parent-teen commun~cation 

Procedure: 

To provide parents with an opportunitll to share come of their feelings 
and experiences as a teenar;er. 
To enable the student to see the similarities and differences in teen
agers of the past and present. 

1. Provide each student with a handout of the following incomplete 
sentences. 

2. Ask them to have their purent (or a significant other) complete 
the following statements. 

3. When thell have been completed, the student is to discuss the an
swers given with their purent. Ask the student to share their 
responses to the statements once the parent has shared their answers. 

4. Remind students tilat this homework is optional and also, that pur
ents have the right to pass on any statement. 

Incomplete Sentences 
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1. The biggest di fference between teenagers today and ,,"hen I W,1S a teenager is. 

2. Three words that describe me as a teenager are • •• 

3. Something I missed out on that I'd like my children to experience is ••. 

4. As a teenager, I felt hurt when my parents ••• 

5. As an adul t, I fIJ<?l hurt h"hen my chil d~"en • •. 

G. I once got in trouble for ••• 

7. When I was a teenager, I was proud of ••• 

8. When I was a teenager, I was embarrassed by ••• 

9. The person I tl"usted IIlOSt and could tell all m!J secrets to ,{as ••• 

ZOo When I was my children's age, I was afraid ••• 

11. Something I once believed about diJting that I no longer believe is ••• 

12. The most important thing I learned about relationships when I was a 
teenager ,,,as ••• 

13. Ny p,]l"ents once embarrassed me by ••• 

14. The hardest thing about hdng a tc.'lmar;!Jr ,,,as ••• 



Objective 3A: 
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SENIOR IIIG/{ 

DECISION MAKING (L~Y\5 '1-13) 

Identify their own values and understand how their values 
were formed. 

Recommended Activities 

r,hat is a value? 
How I Make Decisions 



POSITION ST,'TENr:,vT ON "nSTIIIF.NCE: or lWOU'SCF.NTS rnQ.lI SEXU,u. 1~,-:Tn'I'fl' 

Df:CISro::-NM,ING 

People must decide: to be or not to be se-yually eng,'ged "'i th ii/lather 
person; therefore, abstention is availilble to each person, 

"'hen teac.'ltng tllis uni t, it is e-Ytremely important tha.t the! student be 
repe,1tedly reminded of the central role one's value system should play 
in all decision making. The process by which onc arr1\'es at hifj/her 
value system should also be stressed, especially the role of pilrents 
and significant others in developing one's villues. 

Decision making based on peer pressure or according to situational 
ethics, has consequences which mily rcsult in lowered self-esteem, cmotionill 
complications, morill dilemmils and other difficulties in personill relation
sh~ps. In this context, abstinence can be presented as iI positive, uncom
pllcilted, and emotionillly less burdensome decision for developing adoles
cents. 
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Lesson 117. WI/AT IS A "VALVE"? 

Dir~ctions to Stud~nt: 

Number ench set of val ues from 1 to 18, incl uding those you mily hilve 
added. Give the number 1 to the value that's most important to you 
personally, the number 2 to the next-most important and so on. 

You may make some interesting discoveries if you examine your th'O rank
orders side by side. (This will be easier if you rewrite the lists in 
numerical order.) Do you see any connection between the goals you 
ranked at the top and the vehaviors you ranked at the top? Ideally, people 
should prefer behaviors that will help them reach their goals. In 
reality however, many feel constantly confused and frustrated because 
their two sets of values are pulling them in opposite directions. 

Another way of checking your rank-orders is to compare your behavior 
values with your actual behavior. If, for instance, you ranked "forgiving" 
near the top but often find yourself nursing a grudge, maybe you don't 
value that trait as much as you thought you did. 

A comfortable life 

An exciting life 

A sense of accomplishment 

A world at peace 

A world of beauty 

Equality 

Family security 

Freedom 

Happiness 

Inner harmony 

Mature love 

National security 

Pleasure 

Salvation 

Self-respect 

Social recognition (approval) 

True friendship 

Wisdom 

BEHAVIORS 

Ambitious 

Broadminded 

capable 

Cheerful 

Clean 

Courageous 

Forgiving 

Helpful 

Honest 

Imaginative 

Independent 

Intellectual 

Logical 

Loving 

Obedient 

Polite 

Responsible 

Self-controlled 
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Lesson liS. 
STUflr::IT II;,!:DOUT 

1I0:{ I /·:,lKE Df:CISIO.\'S 

Directions to st~eents: 

Circle the number that most closely represents how 
you re:ipond "'hen faced .-i th important decisions or 
problcl"s. 

Never 
1. Do I ten1 to do the first thinqs that 

corn!! to my r.1i nd? 

2. Do I d~ only what I feel like doing? 

3. Do I take serious risks without thinking? 

4. Can other people easily influence my 
decisions? 

5. Do I keep doing the same thing if it 
hasn't work.ed beforei 

6. Do I forget to consider the consequences 
of my decision on others? 

7. Do I try to blame others for my predica
pent? 

8. Do I just give Up? 

9. Do I try to "get even" if I have been hurt? 

10. Do I "void asking for help if I need it? 

11. Po I delay until it's too late and then be 
forced into doing somothing? 

12. Do I avoid talking "'ith the person I am 
having il problem with? 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

Not very 
often 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

Some of Most of All oE the 
the time the time time 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

3 4 5 

N 
(.oJ 
\0 



Hor~ I m!KE: DECISIONS 

!;ever 

11. Do I let my parents decide or take 1 
care of the problems for me? 

14. Do I tend to run alvay from the situation? 1 

15. Do I tend to blame myself for things I 1 
cannot help? 

16. Do I negl ect to gi ve r.TIjse1f time alone 1 
to sort things out and decide? 

17. Do I look to other people to see what 1 
they're doing? 

18. Do I tend to ignore the long-term effects 1 
of ",hat I do? 

19. Do I try to r.:ake excuses for roysel f? 1 

20. Do I n~glcct to carry out my decisions? 1 

Not very Some of 
often the time 

2 3 

2 3 

2 3 

2 3 

2 3 

2 3 

2 3 

2 3 

}:ost of 
tile time 

4 

4 

4 

4 

.: 

4 

4 

4 

All of the 
time 

5 

5 

5 

5 

5 

5 

5 

5 

N 
.J:'
o 



Objective 3B: 

SENIOR IIIGII 

DECISION MilKING 

Describe the steps one goes through in making a decision. 

Recommended Activities 

Looking At Decisions 
Decision Making Model 

Finding Solutions 
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Lesson fl9. LOOKING AT DECISIONS 

This short case study and discuasion is designed to help students clarify 
and examine how people make decisions. 

Time Required: 15 minutes 

Materials: Paper, pencils, blackboard or newsprint wi th markers 

Procedure: 

R 

1. Present a decision-making situation that is relevant to class members 
(See examples on page 53.) 

2. Ask the stUdents to list on a sheet of paper the choice(s) they would 
make in that situation. Gi.ve them a couple of minutes. 

3. Ask the students to volunteer and read off their choices (if it is a 
small class and a non-threatening situation, go around the room and 
let everyone participate). List the choices on the blackboard or 
newsprint. 

4. Using the lists as a focus, begin discussion on decision-making: 

- How did yOU make your decision~ 

- What were some of the things you thought about that you didn't 
choose? Why didn't you choose them? 

- What (or who) influenced your decision the most 

- What is usually the best process for making good decisions? 

5. Summarize briefly by discussing this (or a similar) simplified model 
for responsible decision-making. (Write it on a blackboard or newsprint.) 

1. Define the Problem - State exactly what the problem is or the situation 
around which a decision needs to be made.' 

2. Consider all Alternati\'es - List all possible ways to resolve the 
problem or possible decisions that could De made. Information may 
need to be gathered so all alternatives can be considered. You may 
wish to consult with others to make sure yOU ~aven't overlooked any. 

3. Consider the Consequences of Each Alternative - List all the possible 
outcomes - both positive and negative - for each alternative or each 
course of action that could be taken. It is important to have correct 
and full information by this point. 
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4. ConsirJer '.,mil" <Jnri [JI'rson.1l values - Dc particularly ah'ilre of your 
family and person..!l values wilen considering the conscqucnctJs of ,11-
ternatives. Decisions arc not mildc in a vacuum. 'Consequences of 
decisions include imp.Jct OTI significant relationships; e.g. [lan'nes, 
siblings, friends, spouses, [lilrtners, etc. Tiley also include feel
ings experi enced "'hem decisions arc consisten t "'i til tror,ll/reli gious 
upbringing or with whilt significant others "'ould wllnt us to do. 

5. Choose one ~lterniltive - After carefully considering each alternative, 
choose the alternative tllat is most lIppropriate based on your kno.-
ledge, values, trorals, religious upbringing, pre~ent and future goals, 
and the effect of the decision on significant others. 

6. Implement the Decision - Do what is necessary to have the decision 
carried out the way you want it to be. It may be necessary to develop 
a step by step program "'ith a time table to make sure things get done. 

Situation Examnles: 

1. Your rich grandtrother just gllve you a check for $100.00 for your birthday. 
110101 would you spend it? 

2. You're going to be graduating from high school at the end of the year. 
What are you going to do? 

3. It's Saturday afternoon and you haven't yet made plans for the evening. 
What are you going to do? 
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LCS5011 111 o. T'r.crsrn,\'-NM: T.\'(; ~:nflr.r, 

r:ou: TO TilE U;,iCIIER: 

Emphusize those steps from the model, to be used in muJ:ing dacisions. r~rite 

dO"'n mlljor points und have students supply information when possible. 

Example: r,'hat's the first thing you do I~hen you're ready to m,ll:e a 
decision? 

This is the 
introduction to 
a formulated model. 1. 

DECISION-flAKING NODEL 

Identify tile decision. Wh,lt is the problem? 
do I want to change? BE SPECIFIC. 

What 

2. List all possible alternatives 0; choices of action. 
Bruinstorming should be used so that all possibilities 
are considered, no matter hOI~ridiculous or unwork
able they seem. 

3. EVuluate alternatives 1)'1: 

prioritizing - numbering them in order of importunce. 

Clarifying values - do alternative fit your values? 
r~hllt's ~ important? 

r"eiylling pros and cons - wllilt's tile bC'st possible 
ou'tcome of this clloice? the worst? 

Informiltion - is til ere any informiltion tllat could 
help you choose (people to talk to, past exper
iehces, etc.)? 

Choose the best alternative. 

4. />lake an action pilln and follow-uo. 

»'hat's tile first thing you 1,0111 do to carry out 
your decision? I':hom I~ill you need to see? l~hC'n 

will you have your pliln completed? 

How did your decision work out? If it didn't go 
smoothly, you may neL'd to go bilCk to your other 
alternatives (step J) llnd milke llnother decision. 

Point out tllilt decision-m.Jking is a CIRCULlin, or 
eycl es process. Ive make deci sio,1s, llnd bilSed on 
"'hilt happens (outcomes), il NElv decision mily need 
to be milde. 

d "~~ eClSlon outcome ,. ./ 
'-----------
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Lesson /Ill. ["INlJING SO[~UTIONS 

Purpose: 

This activity is designed to help the student become aware of a process for 
decision-making. It will also aid the stUdent in solving a current problem. 

Time Required: 50 minutes 

Materials: Decision-making charts, four pieces of newsprint and marker or 
blackboard 

Procedure: 
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1. Explain to the class that everyone makes decisions every day <.nd that some
times it's hard to decide wllat choice to make. Run through some decisions 
yo~ made that day. (Example: whether to get out of bed, what to eat for 
breakfast, etc.) 

2. Give out charts. 

3. Go over each step of the chart and illustrate each step by processing one 
of your own problems on the newsprint. 

4. Have the class follow each step on their own charts and encourage them to 
ask questions. 

5. Give the class a few minutes quiet time to think of a decision they have to 
make or a problem they want to solve. If some students have trouble thinking 
of something, you might suggest one of the fqllowing topics: 

A. Going to college or not 

B. Breaking up a relationship 

C. Moving away from hom", 

D. Getting a job or not 

6. Give the class twenty minutes to fill out their charts. Tell them when time 
is half up. 

7. Process the exercise by asking the following questions: 

A. What did you find most difficul t about this exercise? (IS this something 
that is generally difficult for you?) 

B. How many peop~e feel siJtisfied with their solution? Nhy or why not? 

8. Summarize the discussion and make the following points: 

A. Finding a process for decision-making thiJt "'orks for yOU miJkes finding 
solutions a lot easier. 



B. You can use tllis procass for making any decision. 

C. In ordC'r to ba satisfiad ",ith iI solution it must ba connistcnt ",ith 
your o"'n parsonal val uas and gOlds or promota your interasts and 
abilitias. 

D. A solution tllat satisfies someone else "'ill not necessarily 
satisfy you. 

Adapted from The Guidebook for Teachinq Familu Livinq, Lynne DaSpelder and 
Nathalie Prettyman, Allyn and Bacon, Boston, 1980 
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Decision-Makinq Chart 

I. Problem/Situation 

II. Alternatives III. Consequences of Each Alternative 

IV. Persons affected bll. the V. Personal and Famn" Values 
Alternatives 

VI. Present and Future Goals VII. The Alternative Selected 

VIII. List the necessar" steD!; in carryinq out the decision. 

-



Objective 3C: 

SENIOR IIIGH 

DECISION NI1I,ING 

Discuss the eWlluation of al ternatives anel decision 
making within relationships. 

Recom~ended Activities 

Case study-Unplanned Pregnancy 
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A CASE STU[)l' ON rJ,VPU\,vNE:D PREGN,1,\'Cl' kli11 be insarted herco 
klhan completed. 

III ; 5 Q.c.S'\l- 6-\-uc\ y 
\N~S '(\0-\- 6-Vc.i \ c..\o\ Q..

a\- -\~e... -\,;'M~ -\-~~ 
~'"\:~ "N}..S 

~d- ~-1 e d" ?~ -\;~ 
\.CJt..~·\ :::.~ Db O-\,(Q. 
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Objective 3D: 

SENIOR HIGI/ 

DECISION N,1KING 

Explain how one can respond to peer pressure and how 
it affects your decision making, including sexual 
activity. 

Recommended Activities 

Love Story 
Homework - All About Love 

Optional Activities 

Teen Sex: How to Set Limits (Filmstrips) 
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Lesson 1112, A J.OVE STOHY 

Purpose: 

This story and sm:Jll cr.1Up dinc;uHsiun is uesicneu to help Htud~nts r.:,.~minc the 
attitudes, pressures .:lnd responsibilities involved 1n the decision to becol:lc 
(or not become) sexually active •. It also locks at the various "'a}'s of e);preS5-
ing affection within love relutionships. 

Time Required: 35 minutes 

H~teria15: Newsprint and m:Jrkers for each group. blackboard 

Procedure: 

1. Begln this activity by brainstorminc (sec p:Jr,e 202 for bruin5tonning rul,!£') 
with total group the reasons why people have sex. Aft~r list is complete, 
discuss questions: 

Is there social pressure in teens to be sexually active? How is this 
expressed? 

- Is there social pressure to not be sexually active? How is this expressed? 

- Is the pressure different for guys and gir~s? 

2. Read or tell A Love Story (see following story). Tell this story with 
"drama," personalizing details to your school/community. 

3. Divide the class into groups of 4-5 students. 

4. Give each group new:;print and markers and hve Llwm :J!;e the dec1sion-~:Jking 
mod..,l to look at the situlltion being faced by both 1::Jthy and Danny. Ask 
them to: 

s. Identify the problem 

b. Brainstorm the altern:Jtives 

c. EXamine the consequences for eJch 

d. Consider Kathy and DJnny's family and peffional values 

e. Decide whnt Kathy nnd D:Jnny should do 

f. Come up with a plan of action 

Groups should elccc a recorder/spokesperson for this exercise. 

5. After tho:! groups havL) hold 10-15 minutes to· discuss thi::; foitu;)tion, te;)ch~r 
ilfiks the SpokCtlperROn [Win e.l~h group to e:<pli1in tile d~eb;ion tlley came to 
and why. 

251 



A LOVE STORY 

Kathy and Danny arc students in high school \~ho have been goIng tor,ether for 
about eight mOllths. Kathy is a juniur and Danny is 11 senior. (Uritc their 
names on thc board.) 
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Kathy and Danny have a very special rclation~lip. They spend a lot of timc 
together and really trust each other. They cOllfille many of their l;ecret fears 
and hopes to each otlll1r, talk about their aprents, what's hJj'penin!: at sC!:I.lol-
and really get a lot of support from each other. In many. ways, they have become 
best friends. Their friendship is very important to both of them. 

At one timc, they I~d decided that they didn't want to have sexual intercourse. 
They hadn't talked about it very much but Kathy had becn taught by her parents 
that it was important to save sex for marriage. They had told her many times 
that thl!y didn'.t know what they'd do if she got pregnant. Danny knew how Kathy 
felt and he respected her values. Kathy felt she just wasn't emotionally ready 
for the intimacy of sex. She loved Danny alot and had strong sexual feelings, 
but thought she wouldn't like the changes in their relationship that would happen 
if they had sex. 

So, they haven't actually made love, though they have played around a little. 
Lately, Danny has been talking with some of this friends about sex, and he is 
hearing that many of his friends have already had sex with their girl friends. 
Danny is feeling a little jealous--he is wondering what is wrong with him. He 
wonders if he is behind for his age and if he is less of a man. Danny is act
ually feeling afraid that he will turn 18 and will still be a virgin. 

So Danny has been putting some pressure on Kathy to have intercourse. He has 
been pushing harder and they have been talking about it a little. Danny has 
mixed feelings. On the one hand, he still respects Kathy's feelings and doesn't 
want to talk her into doing something she doesn't want to do. On the other hand, 
he doesn't think it's that important to save sex for .narriage, Things have been 
going okay ict their relationship, but ther~ seems to be an increasing atlount of 
tension. They have begun to fi~ht about little things and they don't :seem to 
talk about the really important things anymore. Danny's even started seeing 
other girls and spending less time with Kathy. 

Kathy misses Danny alot and worries about losing him. She talks to her friend 
Jenny about the problem and Jenny says, "So what's the big deal. Having sex 
isn't that big a probl~m. You know everybody is doing it." Kathy knows that 
isn't true but som<>times she feels like she's the only ont:!o "Maybe it isn't all 
that special", she SOlys to herself, "!lut, th.:n again, maybe it is". Kathy feels 
confused, depressed ..and lonl.!ly. She wIsho)s that there were some way she could 
talk to her mother, but she doesn't know how her mother would l·eact. So Kathy 
feels pretty lost and doesn't know what to do. 

Kathy and Danny arc :;ei11 spendIng some time together, and they go to the movies 
on Saturd<lY night. ,\feer the muvil.!, thC!y come back to Kathy's house to talk. 
Whom they gt:!t hom,· .IL <lroul1d lIIiJnit;ht, tlacy finJ out that Kathy's parents hnve 
gone to iI p<lrty in Lhe rrountains, ,lIId t.hcy won't be back till much later. So 
Kathy and Danny are Idt alone in the house. 



253 

6. After all the t;rollpll have 5pollen, begin a gcnet'al discusliion by posing the 
followinG questions: 

a. What do you think actually would have happened? \-lhy? 

b. h1lat kinds of pressures werc bein" faced by Danny and Kathy? 

c. How arc sex roles involved in this situation? 

d. What gets in the way of talking to a boyfriend/girlfriend about 
sexual issu,!s? What would help teenc£ers communicate with each other? 

o. What are the various ways l,nvp, ('an be expressed in a relationship? 
Is having sexual intercourse always an expression of love? Can net having 
sexual intercourse be an expression of love? l-lhat arc other waYG 
people can show caring and affection for each other? 

7. Ffnish the discussion by summarizinG the decision-makinG model, explaining 
how, given all the choices, pressures, and consequences involved in de
ciding to beccme sexually active, it becomes very important to ffirute careful, 
well-thought out decisions. 

Homework: Send home a copy of the Love Story and the Decision-Haking Chart. 
H.:Ive p.:Irents read the story and fill in the chart with their son/dQughter. 



F""IIL1' LIFE: CL'UC,1TION 

Lesson 1113. 

Love it; a h'ord th;1t is h'idely used but rarely djscussed. IIdults ma, s.,'./, 

"Young people don't even know tile meaning of the h'ord love." Teenagers 

may Sdy, "Older people don't remember what it's like or understand how we 

feel about each other." This activity will help both generations listen 

to each other. 

Directions: Discuss the follo:dng questions with your entire f.:lmily. 

1. Is love the s.:Ime for "'omen and men? 

2. r~ho has .:I greater c.:lpaci ty for love - men or .. 'omen? E:xplain your ilnSh·cr. 

3. lIow is love important to all of us? 

4. Can there be love ilt first sight? Explain your answer. 

S. Is hate the opposite of love? If not, h'h"t is hilte? r,'hat is love? 

6. Tell ho .... · you develop il loving reliltionship. 

7. Can you love more than one pcrson at the same time? 

8. Is jealousy illways .:I part of love? 

9. Is there .:Iny difference in "loving" and "being in love?" 

10. How do you know when you Jove someone? How do you know when so:neone 

loves YOU? 
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From this activity I learned, ________________________________________________________ __ 



APPENDIX B 

WORLD VIEW QUESTIONNAIRE 
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WORLD VIEW QUESTIONNAIRE 

This questionnaire evaluates the enclosed lessons from an in-use 
"Family Life Education" curriculum. It is structured on three levels: 
the lesson level, the chapter level, and the over-all evaluation. 

At the lesson level, three basic questions are asked for each 
lesson: 1) Is this lesson based upon beliefs and values consistent with 
your world view? 2) Which, if any, philosophical assumptions of your 
world view does it address? and 3) Is this lesson logically consistent 
in the information and values it is providing for students? So that 
you may read straight through and respond as you go, the questions are 
placed within the curriculum as appropriate. 

At the chapter level, two basic questions 
the two chapters being evaluated: 1) Is this 
internally coherent as a unit? and 2) Is the 
meeting the stated objectives? 

are asked for each of 
material on the whole 
material adequate for 

Three questions are asked concerning the cUI'riculum as a whole: 
1) Are the beliefs and values upheld in the curriculum generally 
consistent from the eighth grade curriculum to the ninth and tenth 
grade curriculum? 2) How would you rate the curriculum in terms of 
information presented? and 3) How would you rate the curriculum in 
terms of particular interactive processes proposed? 

All questions are structured as mUltiple choice questions for 
your ease in responding to the questionnaire, as I realize your time is 
valuable. I would like to suggest that as you read through the lessons 
you make marginal notes or underlinings regarding specific questions. 
This will save you time and will illustrate for me the specific items 
in the lessons which determine your response. For example, simply jot 
"Quest. I" next to a statement in the text that exemplifies why you 
answer Question I as you do. 

The questions require only multiple choice answers; however, any 
and all comments on the material will be most appreciated. 

Please return the lessons with the answer sheets in the enclosed 
self-addressed stamped envelope. Thank you. 

Please circle: 

Yes No Permission is given to include my name in reporting my 
participation in this survey. 

Yes No I would like to receive a copy of the results of this 
survey. 
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