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INCREASING THE CLASSIFIABILITY
OF MORAL JUDGMENT VERBALIZATIONS
IN DISCUSSIONS BASED ON
MORAL DEVELOPMENT CURRICULAR EXPERIENCES

By
John M. Dettoni

Moral development education is becoming increasingly more
important for education. Lawrence Kohlberg's approach to moral

development assessment is a valuable starting point for assessing
moral development. His approach is too complicated amd time
ccq_aul'.l.ng. however, for classroom teachers to use. Also, Kohlberg
never intended his assessment routine to bs used by classroom teachers.
A need exists for an unobtrusive, reliable, easily adwin-
istered and short morsl development assessment procedure which
would elicit verbalisations of students' moral judgments for
assessment by a teacher. The research question of this disserte-
tion is as follows: Is it possible to increase the classifiability
of students' verbal statements during a discussion based on a moral
development curricular experience?
This inquiry sought to determine through a descriptive
study the effectiveness of six approaches to managing a moral devel-
opment discussion. The six approaches were varied as to interrogation
structure, high and low-strustured opeming oral questioms, and to
response mods, oral respense prior to written rupémoa. oral
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responses following written responses, and oral responses without
any written responses.

Subjects were male and female students in grades eight to
twelve in randomly chosen schools. The subjects had participated in
a particular curricular experience of viewing one of three films
which contained moral development messages.

The responses of students were analysed using the following
criteria: (1) classifiability as determined by ease of assigning a
Kohlberg moral development stage to each response, (2) germansness
as determined by the relevance of the responses to Kohlberg's moral
development schema, and (3) discussion msnagement as determined by
several stated group dynamic principles.

The data showed that four of the approaches did not elicit
moral reasonings that were easily classifiable and germane and
that produced discussions that were easily managed. The last two
approaches did elicit consistent results. Since the two approaches
were different yet they elicited the same results, the writer con-
cluded that other factors not essentially related to the approaches
were probably responsible for the results. |

It was found (1) that school and/or school and classroom
atmosphere, and (2) that past experiences with morel development
based discussions were probably more important than any of the six
approaches. Situstions which were comducive to discussions produced
moral development discussions which were easily classifiable,
gormane and easily managed. Situations which were not conducive
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produced moral discussions which were less easily classifiable,
less germane and less easily managad. Numerous observations were
also made on the data by the writer which were pertinent to
classroom management of moral desvelopment based discussions.

Several implications to0 moral development education were
em-oratod.‘ The basic implications focused around the need for a
developmental approach to teaching moral development. Kohlbers's
analysis of moral development also has application to religious
education. Various implications of his approach were applied to
religious education in terms of changes needed to be made in a
theistic moral development curriculum.



INCREASING THE CLASSIFIABILITY
OF MORAL JUDGMENT VERBALIZATIONS
IN DISCUSSIONS BASED ON
MORAL DEVELOPMENT CURRICULAR EXPERIENCES

By o

xxr®

John M. Datteni

A DISSERTATION
submitted to
Michigan State University
in partial fulfillment of the requirements
for the degree of
DOCTOR OF PHILOSOPHY

Department of Secondary Education and currLcnlm
con.oge of Educatiomn

1976



To my wife, Carol, our children, Elisabeth Ann and David Benjamin,
and Colonel and Mrs. J. B. Lapsley m. dissertation is lovingly
dedicated.



ACKNOWLEDGMENTS

Special recognition goes to Dr. Ted Ward, my advisor,
committee chairman, personal friend and colleagus. He has
had a significant role in my overall doctoral program and in
my own personal development.

A special thanks goes to my doctoral committee, Dr. Ted
Ward, chairman, Dr. Charles Blackman, Dr. William Herzog, and
Dr. Russell Kleis., They have been very helpful in guiding my
doctoral program and in developing this dissertation. They
have acted not only as committee members but as friends.

I gratefully acknowledge the Lilly Endowment, which was
responsible for the funding of the larger research project of
which this dissertation was a part.



TABLE OF CONTENTS

§

Chapter
I.Immo‘.........tooo...

Assessment o ¢ ¢« ¢ ¢ ¢ ¢ ¢ 0 0 0 00 0 0 o
Need ¢« ¢ ¢ ¢ ¢ ¢ ¢ ¢ 0 ¢ 06606060600 000
APDPTOACR ¢ ¢ ¢ ¢ ¢ ¢ ¢ o ¢ 6 06 0 0 0 0 0 0 0
General Assumptions . « ¢ ¢ ¢ ¢ 0 ¢ ¢ ¢ o o
Assumptions About Curricular Experiences . .
Assumptions About Classroom Activities . . .

ps«.)mosbup

Limdtations ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ 0o ¢ 0 0 ¢ ¢ o o

-
w

mmﬁm..’.............
M.........l...'....

F

W)
W

IT. SURVEY OF LITERATURE ¢ ¢« ¢ ¢ ¢ ¢ ¢ o ¢ ¢ o o
Values Clarification ¢ « ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o

Social Learning e o000 00 o0 s 00 0

Kelman and Values Clarification:
Comparison o ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o

nmt...‘..‘....’.......

()
W

‘Ohlurgoocoonoooooo.ooolo
Kohlberg's Moral Development Theory . .

Kohlberg's Stages and Levels — An
Introduction ¢« o ¢ ¢ ¢ o ¢ ¢ ¢ ¢ o

Kohlberg's Moral Development Stages
and Levels . ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o

"“.‘mmmﬂt o o 0 0 0 0 0 0

E§ % ¥ B3 BB &

iv



Chapter

III.

IV.

Moral Development Research
(Kmummd)oooooooo

M................

DESIGN o ¢ o ¢ o 6 6 06 06 06 0606 0000
Subjects ¢« ¢« ¢ ¢ ¢ ¢ o 0 6 0 0 e 0 0 0 o
Interrogation Structure . ¢ ¢ ¢ ¢ ¢ ¢
Response MOde o ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o
ApPpProachs8s ¢« ¢« ¢ ¢ ¢« ¢ ¢ ¢ ¢ 0o ¢ 0 0 ¢ o

SUMBAYY ¢ ¢ ¢ ¢ 0 ¢ 0 06 0 0 0 0 0 0 s o
Analysis of Responses . « « o ¢ ¢ o o o
M.“m e 0o 060 00 0 0 0 o o

Logistical Adjustments to the Original
Design

m.ooooooooooooooov

DATA AND FINDINGS « ¢ ¢ ¢ ¢ ¢ o 0 0 o o
DOtS o ¢ o o ¢ o o 0 00 000 00 00
Judging the Results « « « o o o s o o o
SMMAry Of DAtS o « o o o oo o 0 o s
FAndings ¢ ¢« ¢« ¢ ¢ 0o ¢ o ¢ 0 0o 0 0 0 0 o
Alternative Explanation of the Date . .
Observations ¢ o« ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o o

SUMMATY ¢ ¢ ¢ ¢ ¢ 06 06 0 00 00 0 0 0 o

Page

8 88 8 3

0
W

109



Chapter Page

S

V. IMPLICATIONS AND CONCLUSIONS ¢ ¢ o ¢ o o o

Implications for Education « ¢« ¢ ¢ ¢ ¢ ¢ o

E B

Reflections ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ 0 ¢ ¢ 0 o o
Kohlborg and Wﬂ' Education « « ¢ .« © 135
cmﬂim ® 6 060 06 0 0 06 0 0 0 060 0 0 0 0

mxl......’...........v 1’02
m:l.........“..‘..... us

BIBLIOGRAPHY AND GENERAL REFERENCES ¢ ¢ ¢ ¢ o o o us



LIST OF TABLES

Overview of Kohlberg Levels and Stages . . .

Definitions, Descriptions, and
Characteristics of Moral Developmsnt Levels

and Stages o ¢ ¢« o ¢ ¢ 6 ¢ 00 0 06060 00 0 0
MOralleﬁm............

Questions for Written Response Mode . . . . «
‘mm'“mm.m‘m e e 00 0 0 0 o
Summary of the Moral Message Appeal of the

Films According to Kohlberg's Meral
Mlmm.oooooooooo.oo

Summary of Schools and Classes Interviewed . .

Analysis of Responses According to Schools

.ndcm”.(ormp)ooooooooooo

Summary of Analysis of Resporises « « « o ¢ o o
Comparison of Conduciveness to Findings of

Page

39

g E

65

5

Classifiatility, Germaneness, and Management . w6



LIST OF FIGURES

Figure Page

II-1 Two Continua of Moral Development

Based on Piagei's Noral Desvelopment
gmMQOQOOQOQOOOOOOOOQ 25



CHAPTER ONE
ANIRODUCTION

Teaching of values and maral dsvelopment is becoming an
ever increasing concern in the public, private and parochial sectors
of North American education. In the lest few years moral develop-
ment has becoms the focus of increasing smounts of discussions and
from time to time even debate (Adkins, et al, lévh; Baer and Wright,
197%).

Moral develomment, or values education as it is also called,
is beeoming an area of increased importance for educational research
and development. Numerous books have been published recently in the
area of values and merel development and aimed at either the research
mddenlo;nmtﬁaldoruddstotoach‘rsinthem&ldﬁnlop—
ment of their students.

Morel education covers a wide spectrum of teaching practices.
On one side of the spectrum is the "hidden curriculww” (Jackson,
1968; Kohlberg, 1971b). The *hidden curriculus” consists of the
moralising activities of teachers. Teachsrs, seemingly unconsciously,
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label certain student bshaviors as good or bad. "“Good" behaviors
are often those which allow for ease of management of the class-
room, Bad behaviors are those which maks classroom management
more difficult. Thus "good" students are neat; they put their
books back on the shelf. "Bad" students are sloppy and do not
pick up their books. The result is that teachers, often without
realizing it, help to define what is moral. Moral development
education is not consciously recognized by teachers as a part of
their curricular activities., It is "hidden" from their owm
usual perception of their teaching roles.

On the other side of the moral education spectrum is ths
deliberate approach to analysis and enhancement of moral reasoning
advocated by Lawrence Kohlberg. He has developed an approach based
on students' moral judgments and the moral reasoning underlying
those moral judgments,.

Kohlberg's approach has been to use moral dilemmas to
probe for students' moral thinking bshind their stated moral judg-
ments., He uses a lengthy, two-hour instrument with a complicated
scoring system to probe students' moral reasoning. He believes
that it is possible to ascertain a student's stage of moral devel-
opment and consciously to assist him in moving to a higher stage.

Other approaches to moral education fall between the
"hidden curriculum" and Kohlberg approaches. Some of these, like
the Values Clarification approach (Raths, Harmin and Simon, 1966),
are mentioned in Chapter Two of this dissertation.



ASSESSMENT
Kohlberg's approach to moral development education requires

that a teacher assess moral development in order to determine the
effectiveness of various moral development curricular experiences.
Such an assessment provides a teacher with a benchmark against which
to measure any changes in moral development after a student's expo-
sure to plamned moral development instructional experiences.

One of tho. prime interests of Lawrence Kohlberg is asioso-
ment of moral d«nloﬁnt. His questiomnaire is administered to
an individual student through either a written or a private oral
interview. Such a system works for a researcher but is not feasible
for the classroom teacher in either a wsekday class or a church-
related Sunday or Saturdsy teaching setting. Such teachers
would find an uninterrupted two-hour segment virtually impossible
to obtain, If they were able to obtain such an wmusually long block
of time, the length of time itself would be a potentially confounding
variables MmMﬂﬁwasmnwomm
and would tend to treat the assesssent as something different from
usual school activities. Thus a Hawthornme-like effect could probably
result, Teachers also would have to read and score an enormous
amount of material if a written quutieqnliromuud. This would
require considerable amounts of time from their normal teacking and
preparation time. If an oral interview were given, a teacher would
find the time requirement t00 burdensome. Also, a teacher would have



to master the complex scoring system worked out by Kohlberg and
others, Finally, Kohlberg has not suggested that his instrument
is for classroom use. It was developed as a research tool. It

is not intendsd for teachers use in the classroom. However,
Kohlberg's approach is of increasing interest to educational prac-

titioners.

AND ON

Teachers need some sort of approach that would allow them
to obtain and classify students' valus judgments more easily than
the one Kohlberg uses. Porter and Taylor state:

For those teachers who are interested in knowing at what stage
of moral reasoning their students are but who do not wish to
take the time to give the questionnaire and do the necessary
scoring, it should be pointed out that, once an adequate under-
standing of the stages of development is gained, moral reasoning
scores can be applied to student attitudes as showm in their
essays and discussions. However, a danger lies in taking Just
a foew statements a student makes and immediately assigning to
him a given stage. With regular discussion sessions a teacher
will be able to get a broadsr picture of a student's reasoning
process (Porter and Taylor, 1972).

Porter and Taylor suggest what is a basic need for the
classroom teacher: an unobtrusive, reliable, easily administered and
short moral development assessment procedure uh:l.ch would assist a
teacher to elicit verbalizations of students' moral judgments for
assessment of students' moral development.

The particular research question on which this disserta-

tion focused is as follows: Is it possible to increase the



claszifiabdlity of students' verbal statements during a discussion
based on a moral development curricular experience? In other
words, can a teacher elicit studsnts' moral judgment statements
which will help a teacher to classify the students' moral develop-
ment? The task undsrtaken in this inquiry was to develop several
approaches to interrogation tmsactionsl bstween students and
teacher and students and students which would elicit responses
that indicate students' moral judgments. The interrogation trans-
actions were designed to elicit oral statements that are germane
to the Kohlberg schema, easily classifiable in terms of moral
develomment stages, and easily managed from a teacher's perspective
of classroom order. The interrogation trensactions were built

on a particular curricular experience common to all of the
students in a classroom. ,

The research reported in this dissertation is part of a
four-part evalustive study funded by the Lilly Endowment for Youth
Films, Incorporated, of lluhagon. Michigan. One of the other two
parts was concerned with the overall educational philosophy of
Kohlberg's approach to values and moral education (Stewart, 1974).
Ancther part was cancerned with the assessment of the impact of
the three motion pictures on the morsl reasoning and development of

1the words "interrogation trenssctions® and "discussion®
i1l be used interchangeably throughout tiis study.



youth (Roost, 1975). This dissertation is one-half of a third part
that dealt with the residual effects of the three moral development
films. The fourth part dealt with teachers' and administrators'
attitudes toward the films. The entire study is reported in Final
Reports: 1~ § of ¢ ool-Uss am

of Youth Films, Incorporated, Ward and Stewart, (1973).

APPROACH
The approach used in this research was to interview

students in 8th through 12th grades in classrooms who had pertici-
pated in a curricular experience of viewing one of three motiomn
plctures that presented moral development education messages. Each
interview used one of six kinds of interrogation and response
procedures.

The oral responses were studied in terms of their 1) ger-
maneness to Kohlberg's schema of moral development, 2) the ease of
classifying the moral judgments, and 3) the ease of managing the
classroom. Each interview with a group of students, often a class-
room of students, was the unit' for analysis. Each unit of amalysis
was judged by the participant-observer (P-0)' at the end of each
unit's interrogation and response procedure.

Although the btrevity of exposure of the observer to each
not merit the more precise use of the term "participant~
observer,” the data in this study were gathered Ly one person



This research began as a methodological study of certain
assessment routines conceived of as six approaches to eliciting
oral responses within a moral development discussion., As the
findings became evident, however, it turned to a philosophical
reflection on the oughtness of the assessment routines. The
findings raise such questions as the following: Is it possible
to devise procedures to classify responses within a Kohlberg
moral de'nlopant assessment routine? What kinds of educational
environmental factors influence such an assessment procedure? Can
the procedures be separated from the enviromment in which they are
used? Is it possible to use ons or more procedures across many
settings and obtain consistent results?

It will become more evident in Chapters IV and V that
this research will have ssveral bemnefits. One benefit will be an
analysis of oral responses to six approaches to moral discussions.
In this regard, the focus will be upon ths worth .of oral responses
when one uses a group discussion based on a designated moral danl;-
opment ocurricular experience. A second benefit will become evident
mapmmnammmommmmmum
important influence, if not the major influence, involved in the

discussions,



GENERAL ASSUMPTIONS
The following general assumptions underlie the basic

design and approach of this study:

1. Morsal reasoning is the internaliszed process resulting
from experiences which have moral meaning. They are the morsl
meanings accepted by the student as being for himself. Moral
Judgments are the particular consequences of the moral reasoning
process. The moral reasoning process develops through transactions
with experiences that have moral meaning. Moral judgments are the
products of a cognitive-reflective process of the moral meanings
ﬂr.\ch a student perceives in a given experience. Moral judgments
and moral developments are internal, cognitive, structural functioms.
One cannot measure moral Judgment directly nor maks statements about
a person's moral dsnloinmt except on inferential grounds.

2. MNoral reasoning can be verbalized. A student's verbal-
ization of the reasoning through which he arrives at moral judgments
can reflect both a student's response to a particular curricular
experience and that student's level and stage of moral development.
The trained observer, teacher or researcher, can infer from a stu-
dent's verbal responses his level and stage of moral development.

3. Kohlberg's levels lnd.atqu of moral development consti-
tute acceptable and workable ways to conceptualise moral development,
and provide appropriate theoretical fmdntiou for an empirical
inquiry into effects of curricular experisnce.



he Students' verbalizations of moral judgments are indics-
tors of Kohlberg's schema of moral development levels and stages.

By classifying verbal responses according to Kohlberg's levels and
stages, it is possible to determine a particular student's moral
development level and stages.

5. Kohlberg's assessment routines (Porter and Taylor, 1972)
are an adequate and pragmatically useful starting point fer research
purposes to assess moral development. One does not have to agree
with Kohlberg's position on moral philosophy to use his empirically
derived descriptions of moral development. |

6. Moral development does not necessarily imply a particu-
lar morality or moral cods. (This will be discussed in Chapter II.)

CURRICULAR EXPERIENCES
wing are assumptions made in terms of curricular

The follo
experiences:
1. Curricular experiences are identifiable portions of

one's total experiences.
2. Curricular experiences can.be a stimulus for making

moral Judgments, Such educational experiences can constitute planned
instructional activities. These instructional experiences can take
any of a multitude of forms and combents. The only requirement is
that a student is able to interact with a particular experience in
terms of its moral message or ioaugu. The moral messages can be
positive or negative and on one or more levels and stages of moral

development .
3. Any particular curricular experience is just ome of
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many planned and wmplamned curricular experiences in a total
curriculum. All of one's curricular experiences go into the total
composite of one's life experiences. To isolate and describe one
instructional experience within one particular curriculmm in hopes
of assessing its impact on students is a difficult if nat impossible
task. RNevertheless, students do verbalise moral judgments based on
perticular instructional experiences. Descriptive research is able
to point te these indicators of moral judgments.

L. The moral development level of a particular curricular
experience must bs adequate to reach all levels and stages of moral
development represented in a petential sudience.. That is, all who
participate in a curricular experience must be able to perceive a
message on their o present moral level of dsvelopment.

5. Amimummn@bmdanawm-
cular experience. The viewing of a fila with moral development
messages, constitutes a particular moral development curricular
experience.

6. The moral messages of a particular film are part of the

givens of the curricular experience.

The following are assumptions made regarding classreom
activities:

l. Leadership or guldance by a teacher of a moral devel-
opment discussion based on a morel development curricular exper-
ience can stimmlate verbalisations pertaining to internal moral
judgments which students have made.



2. Interrogation transactions are the crux of moral dsvel-
opment assessment. Through proper questions and proper methods of
questioning, a teacher will be able to elicit verbaliszations of
moral judgments from students. From these verbelisations, a
teacher is able to infer the level and stage of moral develop-
ment of a student. |

LDMTATIONS
Certain limitations in the study will restrict its

generalizability and will color its outcomes.

1, The P<0 will be working alons without aid of any
impartial observers or critics.

2. The PO will be a person from outside the schools. He
has no prior knowledge of the schools, the dynamics of a particular
class, nor how the particular students characteristically respond
to a discussion.

3. Uncontrolled variables will pertain in each class.
Such things as a teacher's follow-up of the particular moral devel-
opment messages, the nmmmber of films viewed Ly students prior to
this one, the way a film was introduced to a class, the particular
purpose a teacher had in booking a film, and the technical quality
of the film are all parts of the givens of each situation. These all
will have had some effect on students. What that composite effect
will be is not open to inquiry at this time,

4. The study will not investigate the interactive effect
of the curricular expsrience with its moral develepment stages in



12

combination with the moral develomment stage of the P-0 and his owmn
personality.

5. Nor will this study ssek to discover what effect a
P-0, himself a moral being not capable of pure neutrality, will
have upon the verbalizations of moral judgments by students.

6. One class period on only one day is all the time allowed
for the P<0 to be with one particular class. Given the normal amount
of housekeeping chores uaociatod with the opening of a class period,
the P-0 will be even more limited in time t0 spend with each class,
A description of each class will have to be drawn in a relatively
short amount of time.

7. Time for discussion will be reduced by the need to
allow for written responses. In certain classes, approximately
one-half of the class period will be used for written responses.
This will impact the time usable for discussion.

8. The amount of time in each class will be an uncon-
trollable variasble because schools have different lengths of time
for each class period. The effects of varying amounts of time for
discussion or discussion and writing will not be controlled nor
measured. v

9. The elicited transactions ﬂuuolvu may interact
with the level and stage of moral development m&lintim. The
result could be that ons set of interrogation transactions may more
ecasily elicit one particular moral development stage verbalisation
than another, Within this study, this questiom cannot be adequately



examined., Further refinement of the interrogation transactions and
& more nearly experimental dssign would be needed,

10, The P-O will have to be able to identify the entire
range of possible student moral development responses. No one elss
in the situation will be able to serve as a check on the P-0's
judgments since he will be working alome,

DEFINITIONS
Several key terms will be used throughout this study.

Moral Jjudgment is the totality of one's internal,
cognitive and affective processes and conclusions regarding a moral
message, moral dilemma, moral gquestion or moral issue. Morel judg-
ments are comprised of two aspects: comtent and structure. Content
is the "what" of moral judgment. It is the specific statement made.
Structure is the "why" of morel judgment. It is the rationale
provided by an individual as support for his content statements.

Moral meaning is the content ascribed to a moral actionm,
experience or statement by a receiver; onme's undsrstanding of what
a moral message is about; what a moral message is intended to
convey by the sender.

‘Moral behavier, often called moral action, is overt behavior
(verbal and/or non-verbal) based upon meral judgment and meaning.
Moral behavior is not the same as moral judgment and its two parts,
content and structure. Moral behavior may or may not be positively

related to .oul Judgments.



SUMMARY
Classroom teachers need practical and trustworthy proce-

dures to elicit student verbalisations of moral judgments. This
study sought to determine through a descriptive study the effective-
ness of certain interrogative and transactional j:rocodnns. The
major question is the feasibtdlity of classifying the students'
responses :Ln terms of Kohlberg's morel development schema. Certain
assumptions and limitations which are inherent in this study have
been listed. Chapter II provides an overview of the research in
moral development education. Chapter III describes the design of
this study. Chapter IV reports the data and findings. Chapter V
summariges the study, presents conclusions, and identifies and
suggests several implications for further consideration, develop-
ment and application of moral development to a 'ul:lglm education

”tu-ngo



CHAPTER TWO

SURVEY OF LITERATURE

The related literature within the arena of moral develop-
ment education stretches from the highly philosophical writings of
Plato, Aristotle, Kant and others to the more pragmatic approach of
Raths, Simon and Harmin (1966) and Simon, Hows and Kirschenbaum
(1972). Values literature also encompasses attituds, theory,
measurement, and studies in change which in itself has a vast and
greatly increasing smount of literature. Sears and Abeles, (1969)
provide an extensive survey. The review in Chapter II represents a
selection of several important contributions to the topic. The major
portion of this review focuses upon Kohlberg's contribution to
moral development theory. However, as background amd contrast,
Values Clarification, social learning, and Piaget are also to be
surveyed.
)/ FICATION

A significant comtemporary school of thought of values
education is the "values clarification" school with Raths, Harmin
and Simon (1966) as its originators. This school of thought has
gained a wide hearing and a large following among educators of the

15
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United States and Canada. Numerous "values clarification” work-
shops are conducted throughout North America for in-service education
of teachers in the way of "values clarification.,” Stewart (1975)
has suggested capitalizing "Values Clarification” because of the
identification of the term with this one cluster of authors.

The foundation of this approach is that all values are
relative, an absolute relativity. A corollary to this absolute
relativity is that it is not the values but the process by which
one obtains one's values that is important. This school believes
so strongly in the process approach to values, that Raths, Harmin
and Simon (1966) state that only those items that meet their
criteria, namely, their seven step process of valuing, are truly
values. Any other strongly-held factors may be attitudes, beliefs,
opinions, ways of thinking, and so forth, and they msy lead to values.
In and of themselves, however, they are not values because they do
not fit into the valuing process, as seen from the Values Clarifi-
cation position.

The process of valuing is seen as having seven steps. A
person must employ all of these steps before he can say he has
attained a valuse. These seven steps are as follows:

1. _cenﬁm. If something is in fact to guide one's
1life or not authority is watching, it must be a re-
sult of free choice « « « « Values must be freely selected
if they are to be really valued by the individual.

2. W%. This definition of

values is conce th t st are chosen by individuals
and, obviously, there can be no chaice if there are not alterna-
tives from which to0 choose « « « « Only when a choice is possible,
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when there is more $han one alternative from which to choose,
do we say a value can result.

3. Choo r th tful consideration of the conse ces
of each %tomtiw o o 0o o m when the consequsnces og each

of the alternatives are clearly understood cam one make intell-
igent choices.

be W When we valus scmething, it has a
positive tone. We prise it, cherish it, esteem it, respect it,
hold it dear. We are happy with our values. In our definitiom,

values follow from choices that we are glad to make. We priss
and cherish the guides to life that we call values.

56 o When we have chosen something freely, after

¢ deration of the alternatives, and when we are proud of our
choice, glad to be associated with it, we are likely to affirm
that choice, when asked about it. Ve are willing to publicly
affirm our valuwes,.

6. A%%ehdma....Inm, for a value to be
present s itself mmst be affected. Nothing can be a value
that does not, in fact, give direction to actual living . . .

7. o Where somsthing reaches the stage of a value, it
is very t0 reappear on a number of occasioms in the life
of the person who holds it . . « « Values tend to have a

persistency, tend to make a pattern in a life” (Raths, Harmin,
and Simon, 1966).

In summary, Raths, Harmin and Simon define a value as based

on these basic processess choosing, prising, and actingm
Choosiag: §1§ freely
2) from alternatives
3) after thoughtful consideration of the consequences
of each alternative
Prising: 4) cherishing, being happy with the chodice
5) willing to affirm the choice publicly
Acting: 6) doing something with the choice
7) repeatedly in some pattern of life
(Raths, Harmin and Simon, 1966).

One can understand ths excitement with which American
educators have responded to the Values Clarification approach. This



approach avoids the difficult problems of defining morality and
ethics, right and wrong, good and bad. It allows students from
various backgrounds and with different sorts of ethical viewpoints
to each develop their own values without pre-judging one “better
than another. The process is primarily without particular regard
for the ethical Mcm. The important point from the Values Clari-
fication approach is that whatever values one possesses, he does so
based on the processes of choosing, prizing and acting.

| The major contribtution of the Values Clarification school
of thought is the emphasis upon helping a student think through his
values, This school's emphasis upon clarification of thought and
actions undoubtedly provides help to any values education approach
that emphasizes a rational component to ethics.

SOCTAL LEARNING

The social learning or social influence school of thought
in contemporary social psychology has many members. Bandura (1969),
Bandura and McDonald (1963), and Kelman (1961 and unpublished MS)
are some of this school's proponents. Basically this school empha-
sizes that values are learned from influential or significant people
in one's environment. Thus, parents, older siblings, other close
relatives, peers, teachers, and contemporary societal heroes or anti-
heroes provide medels and influence in learning what values are
instrumental for one's social well~being. Society is envisioned
as directly influencing the acquisitions of one's values. Kelman's

approach begins with the assumptions
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", « o that opinions adopted under different conditions of
social influence, and based on different motivations, will
differ in terms of their qualitative characteristics and

their subsequent histories. Thus, if we know something about
the dsterminants and motivational bases of particular opinions,
we should be able to maks predictions about the conditions
under which they are likely to changs, and other bshavioral
consequences to which they are lilely to lead™ (Kelman, 1961).

Kelman states that his interest in this directien of
research was caused ty his studies of the differences bstween the
trus believer variety and brainwashing changes in a person‘'s
values, He says that three processes of social influence are
involved: compliance, identification, and internsalisationm.

can be said to ococur when an individual accepts

influence another person or from a group because he
hopes to achieve a favorable reaction from the other . . . .
What the individual learns, essentially, is to say or do the
expected thing in special situations, regardless of what his
private beliefs may be. Opinions adopted through compliance
should be expressed only when the person's bshavior is
observable by the influencing agent.

ca can be said to occur when an individual
adopts or ved from another psrson or a group
because this behavier is associated with a satisfying self-
defining relationship to this person or group. By a self-
defining relationship I mean a relationship that forms a
part of the person's self-image. Accepting influence through
identification, then, is a way of establishing or maintaining
the desired relationship to the other, and the self-defimition
that is anchored in this Mmp e o o o

W,Wmusudwwmmnm

individual accepts uence because the induced behavior is
congruent with his value system. It is the content of the
induced behavior that is intrinsically rewarding here . . .
The characteristics of the influencing agent do play an
important role in internalisation . . . « It follows from this
conception that behavior adopted through internaliszation is
in some way—rational or otherwise—integrated with the indi-
vidual's existing values. It becames part of a personal system,
as distinguished from a system of social-role expectatioms.
Such behavior gradually becomes independent of the external
source. Its manifestation depends neither on observability



by the influencing agent nor on the activation of the
relevant role, but on the extent to which the underlying
values have been made relevant by the issues under
consideration (Kelman, 1961).

Kelman summarizes his social influence tbheory under the

following propositions:

21} The probatdlity of is a combtined function of
a) the relative importance to the individual of achieving
a favorable social effect; (b) the relative amount of
means-comtrol possessed Ly the influencing agent; and (c) the
extent to which the individual's choice of beshavior has been
limited,

(2) The probability of identification is a combined function

of (a) the relative importance to the individual of estab-
lishing or maintaining a satisfying self-defining relatiomship;
sb; the relative attractiveness of the influencing agent; and

c) the extent to shich the individual's perceptual field
has been narrowed.

(3) The probability of internsligzation is a combined function
of (a) the relative importance to the individual of acquiring
useful comtent; (») the relative creditdility of the influencing
agent; and (c) the extent to which the individual's cognitive
field has been reorganised (Kelman, unpublished memuscript, n.d.).

Kelman's approach moves in an entirely different direction
from the Valuss Clarification approach discussed above. Kelman's
interest in values is related to conformity behavior. He answers
the questions, "Under what circumstances dees a person learn con-
forming behavior and how is this bshavior relsted to values? His
is thus a social perspective. The Values Clarification approach
cares littls for such social-psychological approaches. The Values
Clarification school is interested in an individual's achieving his
owm values freely chosen, prised, and acted wpon. The salience and
valence of external sources are not part of the Values Clarification

school's scope of inquiry.



PIAGET

As Piaget's cognitive developmental psychology becomes
increasingly understood, numerous summaries and explanations are
being written. (Flavell, 1963 and Richmond, 1970 are just two of
many examples of such. Flavell is still probably the most thorough
work that both synthesises and explsins Piaget's writings.) These
summaries along with Piaget's writings are becoming the foundation
for a renewed interest in a cognitive developmental psychology,
especially Kohlberg's.

Piaget's primary contribution to moral development theory
was his research on the moral development of children (Piaget, 1965).
In this work, Piaget ploneered in the study of moral development
and its parallel in cognitive development. What follows is a brief
summary of Piaget's conceptualisation of morel judgment of children
taken from his The Moral Judgment of the Child (1965; see also Flavell,
1963).

Piaget perceives four "stages” of -orai development from
what he calls a "practical observation® viewpoint and three "stages®
from a “consciousness of i-ulol" point of view. He suggests that these
are really not so much stages in a technical sense but continua
with indefinite borders. Children cross and recross these borders
in their continual progress——regress--progress pattern of continmued
development towards moral maturity.
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CONTINUUM A of moral dovolbp-nnt, according to Piaget,
is from a practical observation of a child in a behavioral
relationship t0 rules. The points at which differences can be
noticed regarding the way a child behaves regarding rules are as
follows:

Stage I - Mosor or Individual. There are no rules.

Stage II - Egocentric. The child disregards rules though
he is aware of thea.

Stage III - Cooperation., The child begins to be concerned
about rules. Mutual self-control is exsrcised. A drive for unifi-
cation of the rules takes place though the rules are still somewhat
vaguse,

Stage IV - Codification of Rules. The rules are fixed and
the cods of rules is acinowledged t0 bs knowm by the whole society.
New and unforeseen circumstances produce new rules.

CONTINUUN B of moral development, according to Piaget, is
characteriszed y the consciousness level of rules.

Stage I - Rules are non-ceercive because they are either
purely motor or received unconsciously; this begins at infancy and
continues until the middle of the egocentric stage of Centinuum A.
This is the anomy stage. Spontaneous bshavior without imperatives
and sense of duty characterise this stage.

Stage II - Rules are regarded as sacred and untouchable;
rules emanate from adults. Rules are heteronomous. Unilateral
respsct for adults causes obedience to rules. This stage begins at
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the apogee of the egocentric stage and goes through the first half
of the cooperation stage of Contimmm A. The child is in a state of
moral realism during this time. This is in the heteronomous stage.
Moral realism, constraint and conformity to rules characterizes this
stage. This is the "first morality” of which Piaget speaks.

Intermediate Stage - Betwsen Stages II and III of Contimuum
B is an intermediate stage in which the child begins to "interiorise”
and generalisze rules. This in-between stage leads to the cooperation
stage (in Continuum A) in which the young person is able to apply
theoretical considerations to his thoughts, to the morel rules
imposed on him in childhood, and to review his relationship with others
on the basis of mutually agreed upon rules of conduct. It is during
this period that the child begins to become indspendent of his parents®
authority and to assume his o authority. Heteromomy of childhood
begins to become the autonomy of adulthood through the transitional
period of adolescence.

Stage III - Rules are viewsd as laws because of common
consent. Alteration of rules occurs also by common consent., This
stage begins in the middle of the coopsration stage (Stage III of
Continuum A) and continues through life. This is the autonomous
stage. Cooperation and autonomy characterise this stage. This is
the second morality of which Piaget speaks.

The second and third stages of Continuum B are the most
important for moral educatiom. Respect for the parent sets the
stage for the reception of moral ideals,
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The last stage is the ultimate in the dsvelopment of moral
consciousness. True autonomy appears when youth recognise the
reciprocity, i.e., the mutual respect, that he and othors must have
in order to get along with one another, "

Figure II-1 pressnts Piaget's two continua in relation to
tyrdcal ages and stages.

The idea of Jjustice is a key comcept in Piagest's morel
development. Plaget sees three periods of development of justice
in a child. The first lasts until the ages of 7 - 8, This period
is characterised Ly Jjustice “subordinated to adult authority," the ‘
"non-differentiation of the notions of just and unjust from those
of duty and disobedience: whatever conforms to the dictates of the

adult authority is just.” In this period, retributive justice is

conceived by the child as expiatory punighment: the wrong doer
should suffer in proportion to the seriousness of the offense.

Most children in this period believe in immpnent Jjugtice, i.e.,
that Nature itself will punish misdeeds. Justice in this period is
found in what Piaget calls his "first morality® (corresponds to
Stage II on Contimmm B of Figure II-1).

The second period in the development of justice occurs
between the ages of 8 = 11. This is characterised by progressive
oqualitarignism, Ismsnent justice and explatory punishment are
being replaced by a sense of punishment by reciprocity. That is,
the %gamishment should fit the crime® in order to help the trans-
gressor learn better what he should or should not do. This is the -

beginning of distribytive Justice in the ckild. In distributive
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Justice, a sense of equality is the first idea that a child has:
all must be treated the same. At a later age equity, or special
pleading and circumstances, temper a child's equalitarisnisam.
This second period corresponds roughly to the intermediate stage
in Figure II-l, Continuum B,

The third period in the development of justice occurs
somewhere around the ages of 1ll=-12, It is characterised by purely
equalitarian justice being tempered by considerations of equity.

In this period, "equity consists in determining what are the
attenuating circumstances . . . . [It] consists in taking account of
age, of previous services rendered, etc.; in short, in establishing
equality. Full distributive Jjustice based on reciprocity is
achieved, This period corresponds to Stage III in Contimmm B

of Figure II-l.

Piaget's concept of reciprocity is worthy of note.
Reciprocity is basically mutual respect and sympathy. It is the
akdlity to "get into the other person's shoes" and see things from
his perspective. Reciprocity occurs "when mutual respect is strong
enocugh to make the individual feel from within the desire to treat
others as he himself would wish to be treated. Autonomy therefore
appears only with reciprocity.® Reciprocity thus goes hand in hand
wvith the development of autonomy and full distributive justice
(equalitarianism with equity).

Piaget points out that moral development roughly parallels
cognitive development. Piaget says "Logic is the morality of
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thought just as morality is the logic of action® (1965). As a
child develops cognitively, he is able to employ higher cognitive
functions that erinhle him to move from a sensorimotor cognitive
stage (that corresponds to the anomy stage of moral development,
Continmum B, Stage I of Figure II-l) through preoperational,
concrete operations and formal operations stages. It is quite
obvious that a child is not able to develop a high degree of
reciprocity apart from achieving the cognmitive dsvelopment stage
of formal operations. A child must bes able to do formal operations
such as subordinating reality to possibdlity, i.e., take the other
person's views; mamipulate concepts and relations; differentiate
and deal with past, present and future; and deal with complex
human relationships.

KQHLBERG
Kohlberg is indebted to0 Piaget on two counts. First,

Kohlberg has bullt his theoretical system upon Piaget's cognitive
developmental psychology. Secondly, Kohlberg has built on and
extended Piaget's research and theory of morel development of
children.

Kohlberg is indebted also to John Dewey's progressive
sducational psychology and philosophy. Kohlberg states that he has
based his om thinking on three of Dewsy's major points, namely,

e o« o (1) that intelligent thought about the education of social
traits and values required a philosophic concept of morality

and moral development, which is a very different cencept
from 'social adjustment' or 'mental health'; (2) that moral



deve nt passed through invariant qualitative stages;

and (3) that the stimulation of moral development, like other
forms of dsvelopment, rested on the stimulation of

and problem-solving by the child (Kehlberg, 1972a).

Kohlberg's Moral Development Theory

Kohlberg has stated eight theoretical assumptions or
major tensts of his developmental approach.

(1) “Basic development involves basic trensformatiemns of
cognitive structure . . « « * They cannot be explained or defined
in terms of contiguity, repetition, reinforcement and other elements
of association learning Ahsory. Instead, development is explained
as a function of the limitations of “organisational wholes or
systems of internsl relations.”

(2) "Development of cognitive structure is the result of
processes of interaction between the structure of the organisa
and the structure of the environment, rather than being the direct
result of maturation or the direct result of learning.”

(3) "Cognitive structures are always structures (schemata)
of action, While coguitive activities move from the semsorimotor
to the symbolic to verbal-propositional modes, the organisation of
these modes is alwvays an organisation of actions upon objects."

(4) "The direction of development of cognitive structure
is toward greater equilibrium in this organiss-enviromment inter-
action.” Equilibrium is defined as a belance or reciprocity between
mutual interactions of the subject and object. In cogrition, the
organism perceives that it acts upon the object of perception as well
as the perceived object acts upon the subject. The result is a
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basic stability or comservation of a cognitive act even while
being under apparent transformatiom. During transformation,
development both conserves what has been transformed and widens
the transformation,

(5) “Affective development and functioning, amd cognitive
development and functioning are not distinct realms. Affective
and cognitive development are parallel , . . . "

(6) The ego, or self, is the fundamental unifying person-
ality organizational and developmental actor. "Social development
is, in essence, the restructuring of the 1) concept of self, 2) in
its relationship to concepts of other people, 3) conceived as
being in a common social world with social standards . . « . *

(7) Role-taking is always involved in social cognitiom.
Role~taking is the ability to perceive that ano_t.hor is lile oneself
in some ways and that the perceived responds to the perceiver within
a system of complementary expectations. As one develops in social
self reflesction, he also develops in conceptions of the social
world.

(8) "The direction of 'dcvolom in social self reflection
and the social world is towards a reciprocity between the self's
actions and those of others towards oneself."” Reciprocity is the
ultimate dgﬁner of morality, "conceived as principles of justice,
i.e., of reciprocity or equality. In its individualiszed form it defines
relationships of love, i.6., of mutuality and reciprocal intimacy . . "
(Kohlberg, 1969).



Kohlberg also defines "structure® as he uses it in the first
statement above, Structure is an internal cognitive function that
supplies "rules for processing information.”

Structure refers to the general characteristics of shape,

pattern or organization or response . . . . Cognitive structure

refers to rules for processing information or for connecting
experienced events. Cognition (as most clearly reflected in

thinking) means putting things together or relating events . . . .
In part this means that connections are formed by selective

and active processes of attention, information-gathering
strategies, motivated thinking, etc. More basically, it means
that the process of relating particular events depsnds upon
prior general modes of relating developed by the organism
(Xohlberg, 1969).

In the second statement above, Kohlberg said that cognitive
development is interactional. By this he means that * . . . basic
mental structure is the product of the patterning of the interaction
between the orgamism and the environment® (Kohlberg, 1969). Mental
structures are neither innate patterns nor patterns caused by
ovents in the enviromment. Structures are the result of the organisa‘s
organization of experiences.

Kohlberg insists that one should recognize the definite and
inseparable relationship between cognition and moral development.
Socialisation and moral development occur bscause they are based in
cognition, ". . « Any description of shapes or pattern of a structure
or social responses necessarily entail some cogmitive dimensions"
(Kohlberg, 1969). Kohlberg also points out that theoretical social
psychology, namely, various cognitive balance theories, recognize
that ", . . affective component of attitudes is largely shaped and

changed by the cognitive organization of these attitudes” (Kohlberg,
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1969). Thus, attitudes and the entire affective domain cannot be
conceived of properly apart from thelr interaction with the
cognitive domain. Krathwohl, Bloom and Masia (1964 ) state: "the
fact that we attempt to analyze the affective area separately from
the cognitive is not intended to suggest that there is a fundamental
separation. There is none." Rokeach has also stated a similar idea.
He sald that the use of the words "I believe . . . .™ and "I feel, , ., *
(e.g.y "I believe segregation is wrong" and "I feel segregation is
wrong.”) interchangeably suggest the " , . . assumption that every
emotion has its cognitive counterpart, and every cognition its
emotional counterpart . « « « If the assumption is correct. . .
then we should be able to reach down into the complexities of man's
emotional life via a study of his cognitive processes" (1960).
Kohlberg has stated his position similarly to that of
Krathwohl and Rokeach with regard to the relationship between the
cogmtive and affective domains., He ties affect to cognitive -
structural development in the following way:
The cognitive-developmental view holds that *cognition'
and 'affect' are different aspects of, or perspectives on,
the same mental events, that all mental events have both
cognitive and affective aspects, and that the developmsnt of
mental disposition reflects structural changes recognisable in
both cognitive and affective perspectives. It is evident that
moral judgments often involve strong emotional components. It
is also evident that the presence of strong emotion in no way
reduces the cognitive component of moral judgment, although
it may imply a somewhat different functioning of the cognitive
compconent than is implied in moral neutral areas , . . »
In general, then, the quality (as opposed to the quantity,)
of affects involved in moral Judgment is determined by its
cognitive—-structural development, a development which is part

and parcel with the general developmsnt of the child's con-
ceptions of a moral order (Kohlberg, 1971b).
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Kohlberg is careful to distinguish in his theory between
moral development and cognitive development. He states that cog-
nitive development and affective development have a cosmon struc-
tural base which are parallel to sach other but are not one and the
same, He does not mean to say that moral development is cognitive
but that ". . . the existence of moral stages implies that morsl
development has a basic structural component. While motives and
affects are involved in moral development, the development of these
motives and affects is largely mediated Ly changes in thought
patterns” (Kohlberg, 1969). The implications of this follow

1. There should be an empirical correlation between moral

Judgment maturity and non-moral aspects of cognitive development.

2. Moral judgment stages or sequences are to be described in
cognitive-structural terms even in regard to 'affective' aspects
of moral judgment, like guilt, empathy, etc.

3. There should be an empirical correlation between maturity
on 'affective' and cognitive aspects of morality, ewven if
affective maturity is assessed by projective test or interview
methods not explicitly focused on moral judgment.

4e The way in which moral judgment influsnces action should
als0 be characterisable in cognitive-structural terms.

5. The socio—-envirommental influsnces favorable to moral
Judgment development should be influences characterisable in
cognitive-structural terms, for y in terms of role-

taking opportunities (Kohlberg, 1969).

Maturity of moral judgments is conceived by Kohlberg as a
powerful and meanmingful predictor of moral action. Moral develop-
ment maturity is a predictor of moral bshavior because it contributes
toa", .. 'cognitive! definition of the situation rather than .
because strong attitudinal or affective expressions of moral values
activate behavior” (Kohlberg, 1969). Moral development thus brings
reasoned moral principles to bear upon a moral dilemma.
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Kohlberg distinguishes between a content verbalization and
a verbalised structural indication, ". . . Situaticmal action is not
usually a direct mirror of structural-developmental change"
(Kohlberg, 1969). Situations or moral judgments, per se, or moral
behavior are the content of moral development. They are not direct
indicators of moral development maturity or structure. In order to
get to moral development maturity, that is, the structure behind
or undsrlying the content, one must use cognitive assessment pro-
cedures to determine the logic or rationale that supports the moral
Judgment. Moral development stages ™., . . represent interaction
between the child's structures, tendsncies and the structural features
of the environment” (Kohlberg, 1971b). The reason why a child inter-
acts in this way 1s because ", . . we all, even and especially young
children, are moral philosophers . . . « The child has a morality
of his o (Kohlberg, 1971b) with which he interacts with his
enviromment. This leads Kohlberg to say:
The cognitive-dsvelopmental . . . view claims that, at

heart, morality represents a set of rational s of

u nt and decision valid for every F\Eture, the ciples

of Eunn welfare and justice. The lists of rules and comsand-

ments drawn up bty cultures and schools are more or less arbi-

trary, and hence their teaching tends to rely upon authority

rathsr than reason. Moral principles, however, represent a

rational organization of the child's own moral experience.

e o o Our research into the stages in the development of

moral reasoning, then, provides the key to a new approach to
moral education as the stimulation of children's moral judgment
to the next stage of development, as the stimulation of the
child's ability to act consistently in accordance with his owm
moral judgment. This approach gensrates a new !Socratic' way
for the teacher to conduct discussions about values . .
(Kohlberg, 1972).
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The argument for justice being conceived as the basic
moral principle is summarised in eight statements by Kohlberg:

1. Psychologically, both welfare concerns (role-taiing, empathy,
or sympathy) and justice concerns are present at the b:ltth of
morality and at every succeeding stage.

2. Both welfare concerns and justice concerns taks on more
dfferentiated, integrated, and uxiversalissd forms at each
step of dsvelopment.

3. However, at the highest stage of development omly Jjustice
takes on the character of a principle, that is, becomes some-
thing that is obligatory, categorical, and takes precedence
over law and other considerations, including welfare.

e "Principles” other than justice may be tried out by those
seeking to transeend either conventional or contractual-con-
sensual (Stage 5) morality but they do not work because either
(a) they do not resolve moral conflicts, or (b) they resolve
them in ways that seea intuitively wrong.

5. The intuitive feeling of many philosophers that justice is
the only satisfactory principle corresponds to the fact that
it is the only ons that "does justice t¢” the viable core of
lower stages of morality.

6. This becomes most evident in situations of civil disobedience
for which justice, but not other moral principles, provides a
rationale which respects and can cope with the Stage 5 comtrao-
tual legalistic argmment that civil disobedience is always

wrong. ,
7. Philosophers have doubted the claim of justice to be "the"
moral principle because they have looked for a principle

broader in scope than the sphere of moral or principled indi-
vidual choice in the formal sense (that is, they have looked
for a principle for a teleological "general theory of value and
decizion"). This does not contradict the facts that the highest
principle of morality to be taught is justice, or that it

would be morally wrong to teach justice in the schools in an un~-
Just way

8. Dan:l.nl of the claims of justice as the central principle of
morality, then, coincides with a definition of morality which
has various gaps and fallacies in terms of metsethical criteria
(Kohlberg, 1971b).

Eohlberg's Stages and Levels — An Introduction.
The function of a cognitive~developmental approach is to

Provide a program of analysis of beshavior. Behavioral changes that

are structural changes mproceed "through sequential stages® which
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other behavioral changes do not do. Such structural. change
procedures are universal, progressive and irreversible, according to
Kohlberg. These changes require a definition of change “in the shape,
pattern or organization of responses® (Kohlberg, 1969). These
changes over time are changes not in stremgth but in cognitive struc-
ture or shape. Such qualitative structural changes just described
are in a developmentalist’s terminology called stages. Kohlberg -
states that "stage notions are essentially ideal-typological constructs
designed to represent different psychological organisations at varying
points in development" (Kohlberg, 1969). The stages are sequential,
(one stage leads to another,) and cumulative, (one stage is not dropped
but is integrated into the next higher ome.)

Kohlberg, following Piaget, summarised the characteristics of
cognitive developmental stages as followss

1. Stages imply distinct or tive differences in
children's modes of thinking or o sams probles at
different ages.

2, These different modes of thought form an invariant

W' order, or succession in individual development.
cultural factors may speed up, slow down, or stop develop-
ment, they do not change its sequence.

3. Each of these different and sequential modes of thought
forms a 'gﬁg&md whole.' A given stage-response on a task
does not J represent a specific response determined by
knowledge and femiliarity with that task or tasks similar to it.
Rather it represents an underlying thought-organisation . . .
which determinss respeonses to tasks which are not sanifestly

Mm e o o o
L. Cognitive stages are hierarc tegrat o Stages
form an order of increasingly e ate grated

structures to fulfill a common function. The gensral adapta-
tional functions of cognitive structures are always the same
(for Piaget the maintenance of an equilibriwm between the
organism and the emviromment, defined as a balance of
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assimilation and accommodation). ‘Accordingly higher stages
displace (or rather reintegrate) the structures found at

lowsr stages. As an example, formal operaticnal thought
includes all the structural features of concrete operational
thought but at a new level of organization. Concrete operational
thought or even sensorimotor thought does not disappear when
formal thought arises, but continues to be used in concrete
situations where it is adequate or when efforts at solution Ly
formal thought have failed. However, there is a hierarchial
preference within the individual, i.e., a disposition to prefer
a solution of a problem at ths highest level available to him.
It is this disposition which partially accounts for the censis-
tency postulated as our third criterion (Kohlberg, 1969).

Whereas certain changes occur which do not fit the criteria
above, those changes in development that do are stage changes. The
latter changes can thus be placed on an ordinal scale and described.
All truly developmental change is of this stage change. Other
changes in cognition and socialiszation are not truly structured and
enduring stage changes.

Based on his owm doctoral research in 1958, Kohlberg
identified six stages combined into three major levels as being
adequate to describe his observations of moral development. Subse-
quently, he has made significant adjustments to his system of stages
and levels. He has added sub-stages which are labelled "A" or
"B*, Sub-stage A represents a cognitive equilitrium and Sub-stage
B represents a moral equilibrium, *B" is the more equilibrated. It
is not necessary for a person to go through both substages before
achieving a higher stage. Often a persom will go from one Sub-stage
A to the next higher Sub-stage A without passing through the B of the
earlier stage. Quite often a person will terminate at the B Sub-stage
rather than at the A one, This is not, however, alwys the case. An

suthoritarian, for example, would tend to remain at Stage 3-A Primes
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and never reach Stage B.

Another change in Kohlberg's thinking is that most
of what he had labelled Stage 6 thinking in his subjects was in
reality Stage 5B. Kohlberg says now that he has not found any
subjects on Stage 5 until at least age 23. "Fully principled or
Stage 5 and especially Stage 6 thinking is an adult development,
typically not reached umtil late twenties or later” (Kohlberg,
1973a). In the field work of his research, Kohlberg has not found
anyone reaching Stage 6 before the ags of thirty.

Kohlberg also described an intermediate stage he calls
k. This is a transitional stage of ethical~-relativisa and egoism
between Stages 4 and 5. It is mostly found in college students and
not in high school gradustes who enter the working world. He sees
ik as a stage not all persons enter into as a development toward
Stage 5.

One may wondsr how a person can bs described as being
"in" or “at" only one stage. Kohlberg does not suggest this is
necessary. In fact, he says that about 50 per cent of a person's
moral development tends to fall into a single stags. The rest is
distributed to other stages as one moves successively further away
on the ordinal scale from the dominant stage. Thus an "individual's
response profile® represents a pattern composed of the dominant
stage he is in, a stage he is leaving but om which he is still
functioning somewhat, and a stage he is moving into but on which
he has not yet “crystallissd® (Kohlberg, 1969).



Kohlberg's Moral Development Stages and Evois
In reference to Kohlberg's stages and lsvels of moral

development, several things need to be remsmbered: (1) the ages
given at each stage are not to be understood as determinant. One
should not think that a child who does not meet the characteristics
of a given age on the Kohlberg moral development scale is somehow
not narwal. The ages are only troad guidelines. Individuals will
deviate considerably. (2) Not all individusls will develop to
Level III (Principled Morality). In fact, & good many peopls in
North America will never achieve Level II, Stags 4A or B. (3) A
person is considered to have reached a certain stage if his normal
moral thinking has stabilised on a certain stage's characteristics.
This does not mean that a person always shows these characteristics
in all moral judgments.

Stewart (Ward and Stewart, 1973 and Stewart, 197.) has
compiled an extremely helpful synthesis of Kohlberg's descriptions
of moral development stages and levels. Table II-2 provides an
overview of Kohlberg's stages and levels, and it will help to
understand the summaries of Table II-3,
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TABLE II-3

OF MORAL LEVELS AND
LEVEL O - PREMORAL PERIOD
Morality, per se, has no msaning. In early peart (sensorimotor)
of period the child's actions are his judgments. Later begins to

bs able to think about his actioms, but not in a cognitive or
social sense.

Stage O-A - Amoral Stage
General age range: Birth to about L-4d

Kohlberg's Socio-Moral Perspective: Not applicabls. No moral
perspective possible

Definition of stages Not a moral stage. Moral questions have no
meaning. Actions are judgments,

B - Premoral of c nt
General age range: From about A-id to as late as 6 or 7

Definition of Stage: 7The child makes judgments of good on the

basis of what he likes amd wants or what helps him, and bad on the
basis of what he does not liks or what hurts him, He has no concept
of rules or of obligations to obey or conform indspendent of his
wish, Egocentric valuing.

At this level, the child is responsive to cultural rules and labels
of good and bad, right and wrong, but he interprets the labels in
terms of either the physical or hedonistic consequences of action
(purishment, reward, exchange of favors) or the physical power of
those who enunciate ahs rules and labels. The level is divided into
the following two stages:

Lthe material in this Table is excerpted with a few
modifications from Ward and Stewart, 1973 (also in Stewart, 197.)
which is a compilation of various Kohlberg materials.
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TAELE II-3 (contimued)

1 - The Punishment and Obedience Orientation
General age range: From about 5 or 6 to about 10 or 12

Definition of Stage: The Punishment and obedience orientation. The
physical conssquences of action deterwmine its goodness or badness
regardless of the human meaning or value of these consequences.

Avoidance of punishment and unquestioning deference to power are
values in their owm right, not in terms of respsct for an under-
lying moral erder supported by punishment and authority (the
latter is Stage 4).

Stage 2 - The Instrumental Relativist Orientation
General age ranges From about 7 or 8 to about 12 - 1

Definition of Stages The instrumental relativist oriemtation. Right
action consists of what instrumentally satisfies one's own needs and
occasionally the needs of others. Human relations are viewed in
terms such as those of the market place. Klements of fairness, reci-
procity, and equal sharing are present, but they are alweys inter-
preted in a physical, pregmatic way. Reciprocity is a matter of
“you scratch my back and I'll scratch yours," not loyalty, gratitude

LEVE. 11 - CONVERTIONAL MORALITY

At this level, the individual perceives the maintenance of the
expsctations of his family, group, or nation as valuable in its om
right, regardless of immediate and obwvious consequences. The attitude
is not only ome of conformity to personal expectatiens and social
order, btut of loyalty to it, of actively maintaining, supporting,

and justifying the erdsr and identifying with the persons or group
involved in it. Behavior based on non-conformity to stereotyped and
traditional role expectations. Moral value is in performing good or
right roles. Characterised by fusion of person and role. Morel
Jjudgments at this level are based on role-taking and legitimately
perceived expectations. Praise and blame, and approval and disapproval
are very important. Moral stereotyping is common in which good and
bad are defined in terms of socially-accepted categories of virtues
and vices. Positive, active, and empathic moral behavior becomes
possible. Duty and moral goodness defined in terms going beyond

mere obedience to an actual service to other persons or institutioms,
or to a concern about the feelings of others. Responsitdlity becomes
subjective at this level to the extent that standards of motivation
(to conform) have been largely internalised, Howsver, standards of
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TAELE II -3 (continued)

Judgnent are still external. This level consists of the following
two stages:

Stage 3 - The ;nte;grsoml Concordance Orientation

General age range: From about 10 or 11 on, but starts to become more
prevalent and predominant beginming about 12 or 13, No upper limit
because many people never get beyond this stage, or if they do they
retain many of its charecteristics amid make many moral judgments on
this basis.

Definition of Stage: The interpersonal concordance or "good boy-
nice girl® orientation. Good behavior is what pleases or helps
others and is approved ky. them. There is much conformity to stereo-
typical images of what is majority or "natural™ behavior. Behavior
is frequently judged by intention—"he mesns well™ becomes important
for the first time, and is frequently used. One earmns approval by
being "rmdce”., This stage is easily observable in much typical
teenage behavior, the peer group ethic, and the "one of the bays'
phenomenon. The socialiszation process for females in our society

has, until recently, been overshelmingly oriented to Stage 3 morality.
It 1s at this stage that the Golden Rule first becomes meaningful and
operationalizable, even though it is an immature application involving
"putting yourself in the other guy's shoes", but wdthout considering
all the claims objectively as from the standpoint of not knowing _
which place would be yours.

Stage 4 - The Law amd Order (or Conscientious) Orientation

General age range: Some adolescents 12 to 1l are beginning to
move into this stage, but they are more likely to around 15, 16 or 17.
This is the modal stage in the United States, and is a terminal

stage for many people.

Definition of Stage: The "law and order” orientation. The individual
is oriented toward suthority, fixed rules, and the maintenance of

the social order. Right behavior consists of doing one's duhy, showing
respect for authority, and meintainming the given social order for

its om sake, Orientation to society's point of view, to the perspec-
tive of the generaliszed other or the majority, and to maintaining a
stable social system and one's own character. (Where an apparently
Stage 3-A Prime orienmtation clearly rests on this point of view, it

is scored Stage 4. The Stage 4 orientation nsed not be rigidly rule-
oriented, however.) A consideration of consequences for the group

or society including the impact of the act upon the general expectations
of members of society. Does.not necessarily mean that one's orienta-
tion is to the “establishment" society. One can be an anti-estab-
lishment Stage 4 person and apply the same orientation to a counter-



TAELE II-3 (continued)

society. For example, ome could be a radical Marxist Stage 4 who
conceives society as a Marxist Utopia. The central issue is that
the Stage 4 person sees society itself as an entity that takes pre-
cedence over the individunal. The individual exists to serve society.
This is the view of society as outlined by the great sociologist,
Emile Durkheim, earlier in this century. The main problea with the
Stage 4 morality is that it subordinates, or even ignores, the indi-
vidual and civil rights of man. This is a genuine taldng-the-per-
spsctive-of-the-system orientation. But, relatively speaking, this
is a pretty high-level and sophisticated peint of view,

The individual makes a clear effort to define moral values and
principles that have validity and application apart from the author-
ity of the groups or persons holding them and apart from the
individual®'s own identification with the groups. This is a law-
making and anthropocentric orientation. Law is distinguished from
moral principle. Sees law as being rationally created for the
benefit of society and mankind and to protect the rights of the
individual. Laws are not sacred and can be changed for just cause.
Recognizes the possibility of conflict between what is retionally
right for the individual and what is legally right according to
society. Individual is justified in breaking the law when the law
is immoral or unjust; e.g., when the law violates morel principles
that deal with fundamental human rights. Recogmizes trus worth

of individual and his role in society. Responsibility becomes
completely swbjective in that both standards of judgment and stan-
dards of motivation are internal.

- clal C [ entation

General age range: Kohlberg now believes this to be an adult stage
that is not liksly to develop until the middle or late 20's. He
maintains that the earliest he has seen Stage 5 in any of his
research subjects is age 23.

Definition of Stage: The social-contract legalistic orientation
(generally with utilitarian overtones). Right action tends to be
defined in terms of general individual rights and of standards that
have been critically examined and agreed upon by the whole society.
There is a clear awarensss of the relativism of personal values and
opinions and a corresponding emphasis wpon procedural rules for
reaching consensus. Aside from what is constitutionally and demo-
cratically agreed upon, right action is a matter of personal values
and opinions and a corresponding emphasis upon procedural rules for
reaching consensus., Aside from what is oconstitutiomally and demo-
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TABLE II-3 (continued)

cratically agreed upon, right action is a matter of personal wvalues
and opinions., The result is an emphasis upon ths "lsgal point of
view', but with an additional emphasis upon the possibdlity of
changing the law in terms of rational considerations of social

utility (rather than freesing it in terms of Stage 4 "law and ‘order").
Outside the legal realm, free agreement, and contract, is the binding
element of obligation. The "official” morality of the American
government and Constitution is at this stage. Theoretical and
abstract view of society as existing for and organised to serve people,
the general welfare of all people, and to facilisate hnmsn existence.
Distinction between person and role.

Stage 6 - The Universal Bthical Principle Orientation

General age ranges This is an adult developmental stage that is not
likely to come until the late 20's at the very earliest, emd more
likely in the 30's or beyond. Kohlberg ssintains that this is a
very reare stage attained by only a small percentage of the po
lation in our culture. Some cultures have no Stage 6 people (or
Stage 5 either).

Definition of Stages The wriversal ethical-principle oriemtation.
Right is definsd by the decision of conscience in accord with self-
chosen ethical principles that appeal to logical comprehensiveness,
unmiversality, and consistency. These principles are abstreact and
ethical (the Golden Rule, the categorical imperative); they are not
concrete moral rules like the Ten Commandmemts. At heart, these are
universal principles of justice, of the reciprocity and equality of
the human rights, and of respect for the dignity of human beings

as individual persons. An orientation to respect for human person-
ality (treat each as an end, not a means) and to principles of
Justice (equity or moral equality of persons) as principles defining
decisions and duties. As principles, the values of respect for
persons and justice are used as consistent primary grounds of deci-
sions which are universalisable and widch repressnt a universal
“moral point of view'. There is a clear awareness, and resolution
of, the problem of ethical relativity and skepticism Ly appeal to
sach universalizable principle of human morality. This viewpoint
integrates the Stage 5 and 5-B perspectives.
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ASSESSING MORAL DEVELOPMENT

From time to time, measureaent of moral development
becomes a focal issue, In the late 1920°'s Hartshorne and May
(1928, 1929, 1930) reported a study of moral values and behavior.
Havinghurst and Taba (19%9) reported a study in the early 4O's.

In both studies, morality was considered in terms of what Kohlberg
has called a "bag of virtues". That is, the concern was for the
person's morally acceptable traits and behavior such as honesty,
trustfulness, and loyalty, etc.

Kohlberg objects to the “bag of virtues” approach to
moral development and assessment bescause he says,

There are no such things. Virtwes and vices are labels by
which people award praise or blame to others, but the ways
people use praise and blame toward others are not the ways
in which they think when making moral decisions themselves.
You and I may not find a Hell's Angel truly honest, but he
may find himself so (Kohlberg, 1970a).
It is not surprising to Kohlberg then that the studies in moral
development and assessment have shown the "bag of virtues" approach
to be grossly lacking. Kohlberg and Turiel have summarised the
findings of the Hartshorne and May studies with the following:
(1) The world camnot be divided into honest and dishonest
people . « . . Cheating is distributed around an average
level of moderate cheating with only few peopls never cheating
or cheating at almost every opportunity.
(2) If a person cheats in one situation, it does not mean he

will or will not cheat in another. There is very little
correlation among cheating tests in different situations.
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(3) People's verbal moral values about honesty have
nothing to do with how they act. People who cheat express
as much or more moral disspproval of cheating as those who
don't cheat.
(4) There is little correlation bstween teachers' ratings
of honesty and actual experimsntal measures of honesty.
(5) The decision to cheat or not is largely dstermined by
expediency. The tendency to cheat depsnded upon the degree
of risk of detection and the effort required to cheat . « .
(6) Even when honest behavior is not dictated by concern
about punishment or dstection, it is largely determined by
immediate situational factors of group approval and ox—gh
éu opposed to being determined by internal moral values) « « « «
7) Where honesty is determined by cultural value-forces, these
values are relative or specific to the child's social class
and gX0UP ¢ o ¢ o

The findings obtained by Hartshorne and May were not
restricted to honesty. BExactly the same results were ob-
tained in experimental studies of altruism (or service) and
self-control. More recent researchers, studying moral
behavior under the title of "moral internalisation,”
wconscience,” or "resistance to temptation,” have essentially
used Hartshorne and May's measuremsnt procedures and have
obtained essentially the same results (Kohlberg and Turiel,

i9n).

Neither preaching and exsmple nor punishment or reward are
sufficient to produce "good® habits or moral character. Much in the
home and school which have traditionally besen associated with the
development of moral character have been found to be relatively

unproductive., According to Kohlberg,

extensive research on parental practices has found no
positive or consistent relationships between earliness and
amount of parental demands or training in good hatits

(obedience, caring for property, performing chores, neatness,
or avoidance for cheating) and their children's actual

obedience, responsitdlity and honesty. Amount of use of praise,
of deprivation of physical rewards, or of physical punishment
is also not found to relate consistently or positively to
measures of moral character (Kohlberg, 1966).



The research of Hartshorne and May (1928, 1929, 1930) and
Havinghurst and May (1949) has a problem as viewsd from a develop-
mental viewpoint. It centers on the content of moral development
and bshavior rather than on the structure of moral development.
Once structural-developmental assessments have been made using a
cogaitive approach, situational behavior, or moral bshavior can be
defined. "For example, consistent non-cheating becomes a 'mile-
stone' behavior for Stage 5 (Kohlberg, 1969).

Kohlberg would suggest that assessment of moral develop-
ment stages (structure) should precede measurement of moral be-
havior. Certain kdnds of moral judgments and behaviors are more
in keeping with certain stages of moral development. Unless a
certain stage has been reached, a person will tend not to express
moral content and bshavior consonant with that stage. Thus, stage
development precedes moral content and beshavior. Helping a child
rise from the lower stages of 1 and 2 t0 3 and 4 when he is cogni-
tively ready will be more effective in producing moral beshavior than
soraliging, preaching, and threatening of much contemporary moral
education in schools, religious institutions and homes.

MORAL DEVEJOPMENT RESEARCH (Kohlberg-oriented)
Kohlberg's moral development theory is becoming more widely

recognised. It does have, however, sufficient empirical research
associated with it to maks a review of a few relevant studies

worthwhile.
Kohlberg himself began his research in his 1958 doctoral



L9

dissertation with interviews of 75 males betwsen the ages of

10 - 16 years. Kohlberg has continued te test these sams males
at three year intervals since 1958. In addition, Kohlberg reports
additional development studies in other cultures, and Kohlberg
and others have performed experimental studies in several areas

of moral development.

Turiel (1966) found that Kohlberg's stages did form an
invariant sequence and that each stage represents a reorganisation
of the preceding stage. Turiel exposed his subjects to equally
rational arguments justifying two comtradictory positions. These
argusents were presented at one stage below (~1) the 'aubjocta'
dominant moral development stage and at one and two stages above
(+1 and +2). Those subjects exposed to the +1 treatment made the
most significant change in moral dsvelopment by moving the subjects
up ons stage.

Blatt (1969; Blatt and Kohlberg, 1971; Kohlberg, 1969;
Rest, 1974) took Turiel's laboratory experiment (Turiel, 1966) and
applied it to a classroom sitwation. Blatt held a weekly moral
development class with sixth graders during a three month period.
His procedure was to present moresl dilemmas and initiate ppobting
questions. The rest of the time he managed the discussions between
students. His major managerial role was to assist children om one
stage to interact with those one stage higher and to provide Stage 5
arguments to the entire class. The result was that 45 per cent of
the students moved up cne stage, compared with 8 per ceat in a



control group, and 10 per cent of the students moved up two stages.
A post=test a year later showsd that the movemsent to a higher stage
of moral development reasoning was maintained. This expsriment was
replicated in five groups, all with similar results.

Several aspects of Blatti's ressarch are germans for the
research being undertaken for this dissertation. Blatt used an
intact classroom dtuntion; His role was as facilitator and mana-
ger, not as the primary moral educator or teacher. He sought by
discussion between students and between students and himself to
increase student moral development as assessed on Kohlberg's moral
development stages and levels. Blatt needed to bo assessing con~-
stantly the morel judgment verbalisations being communicated by
students to each other and to him. The fact that he was able to do
all of this suggests that others can do likewise.

Blatt's research differs, however, from ths ressarch
associated with this dissertation. He spent a weekly session with
the students for three months in order to atteapt to affect a
shift in their morel development. This dissertation's research will
not try to affect changes in moral development stages. Instead,
this research will seek to elicit moral development judgments on

.which stage determinations can be made. Also, the "luxury” of a
weekly session for 3 months is not part of this design.

In Rest's wpublished doctoral dissertation (1968) reported
by Kohlberg (1969), and in Rest, Turiel and Kohlberg (1969) subjects
were tested to determine their comprehensiom of stagss above and



51

bsiow their omn through a recapitulation procedure. All subjects
were found to be able to correctly recapitulate in their owm words
all stage messages at or below their owm stage. Generally, they
could correctly recapitulate some but not all stage messages one
stage above their owm, but they could not recapitulate messages
two stages above their owm. Thus moral stage comprehension extends
from the stage at which a person is presently to all stages below
him and for soms to a stage ome, or at most, two above him. If a
student was able to comprehend a kigher stage, he usually chose a
higher stage solution to the moral dilemmas presented to him in
Rest's research.

Kohlberg cites his owmn cross—cultural research of moral
development stages to provide evidence for his theory's universal
claim. His cross-cultural research is not fully reported but is
referred to in several of his writings (Kohlberg, 1966 and 1969).
Studies were done with children in Taiwen, Great Britain, Mexico,
Turkey, and the United States. The studies included middle and
lower class boys and pre-literate and semi-literate villagers in
Turkey, & Mayan greup in Mexico and an Ataysl group in Taiwan.

*In general, the cross-cultural studies suggest a similar sequence
of development in all cultures, although they suggest that the last
two stages of moral thought do not develop clearly in pre-literate
village or tribal comsunities® (Kohlberg, 1966).
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The indications from the above studies by Kohlberg,
Turiel, Blatt and Rest, are that (1) Kohlberg's schema meet the
criteria set previously for any stage development theory, (2) they
are universal in their scope, and (3) they can be used in both a
controlled laboratory environment as well as a classroom to assist
in moral development education. A few others such as Podor (1971),
Krahn (1971), and Hogan and Dickstein (1971) have published research
using Kohlberg's moral development stages, but their research is
not directly relevant to this study.

SDSURY
The significant theoretical literature in the area of

moral development has been from Piaget, Kohlberg and others
associated with Kohlberg. The Values Clarification literature
tends to be less theoretical and more oriented to a pragmatic
examination of one's om values. The social learning school's
literature focuses upon the role of social relationships and their
force in values and moral development. The social learning
approach does not, however, go beyond content of behavior to the
structure of thought that underlies the content.

Kohlberg and his associates have developed a rather
detailed description of a cognitive-developmental approach to moral
judp-nt. Stewart has provided an exhaustive review of Kohlberg's
work to date, relating it to the larger field of morel development
theory. The research associated with Kohlberg will be used as the
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empirical basis for the research reported in this dissertation.

Kohlberg provides both the educational researcher and
teacher with a theory of how moral judgments are -ide. Kohlberg's
approach stands in contrast to the Values Clarification approach.
Comparing the Values Clarification writings of Raths, Simon, Harwin,
ot al to Kohlberg's is an instructive experience. Whereas Kohlberg
is deliberate and philosophical, pondering both ultimsate and
immediste foci of moral judgment, Raths, et al are more superficial
and pragmatic, skimming the moral and values surface but never
getting near the answer to the question of why some valuss are
better than others. Collty observed that "the values clarification
approach concontratu on the careful choice of values but has no
underlying theoretical structure.” In contrast, "Kohlberg's
approach to values . . . is based on a cognitive theory which
specifies how moral development occurs” (Colby 1975). The
Values Clarification approach does not provide a philosophical
basis for values or morel development, nor does it seek to
explain the basis of moral judgments. Kohlberg on the other
hand, does show the cognitive and structural nature of moral
reasoning. He also sseks to relats the cognitive and structural
components to a philosophical position in which justice is defined
as the most adsquate conception of right and wrong.

Kohlberg's theory seems parsimomious while not being overly
simple. Kohlberg views moral dsvelopment found on three levels:
(1) internal without reference to externals, (2) external without



reference to internals, (3) internal with reference to external
principles. Thus Kohlberg provides a more integrated approach to
the world of valmes and moral development than oihnr schools of

thought. He avoids being either overly simple or overly complex.
Kohlberg provides a balanced approach. He also avoids the

trap of such morel development research, namely, focusing on
content without attention to form and structure of judgment.
Thus Kohlberg provides classroom teachers with a theoretical
framework that has meaning for understanding the development of
moral judgment.

Also, Kohlberg's associates have conducted experiments in
laboratory and classroom situations. The classroom situations
especially have soms similarity to the design of this dissertation's

research,



The purposs of this research was to describe ways to increase
the classifiability of studemts® verbalisations about moral judg-
ments. The mode of inquiry is descriptive research. Descriptive
research has a clear fwaction in the list of kinds of empirical.
research., Carpmmter (1969) states that the purpose of descriptive
research

e o o 18 to establish a clear description of materials and
phenomena under investigation., The ultimate aim is to classify
events s0 that later research can employ an unequivocal ters-
inology and to lessen the confusion coming from ad hoc defin-
itions. Observation is emphasized. Intensive and prolonged
observations of the complex phencmena in education seem essential
for building the necessary order for later research.

Engelhart (1972) said that descriptive research is the
prerequisite for experimsntal research. Unless experimentsl research
is precedsd by descriptive ressarch, "'the result inevitably ip
immature, half-baked, dogmatic, and for the most part worthless theory.'"
Descriptive research then, is the foundation for experimental research.

Carpenter (1969) takes educational research to task for insufficient

55



descriptive research: "In education . . . wo have not developed
description sufficiently to shape our materials in an orderly
framework and to define variables as part of a standard language
system."

The function of this particular descriptive research is to
describe what happens when different approaches are used to elicit
moral Judgment responses in a moral development discussiom with
young peopie. The expectation is that this inquiry will suggest
‘smral hypotheses for testing that should use an experimental
research design.

The field wark for this research was done in randomly chosen
schools in intact classrooms of students who were in grades 8 - 12,
Oral interviews were used to determine the ease of classifying an
oral response to ons of six moral development interrogation proce-
dures. The entire field work actually consisted of two major tasks
which were intended to be accomplished simultaneocusly. One task
was to fulfill the requirements of the larger study of an evaluation
of the high-school-use films of Youth Films, Incorporated as men-
tioned above in Chapter I. Written responses were used in eombine-
tion with oral responses to gather data to fulfill this purpose.

The written responses will not be reported in this dissertatiom,
however. The second task was to gather data for the research re-
ported in this dissertation.
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SUBJECTS
The subjects wsre male and female students in grades eight

to twelve in thirty-six randomly chosen schools from across the
United States. The subjects had participated in a particular
curricular experiemce, the viewing of a motion picture. First,
twelve school sites were chosen based on the showing of the film
“High on the Campus’ betwsen March 1, 1973 — May 31, 1973. The
schools were chosen to include one per week over a twelve week
period of time. Site visits to each school occurred no socner than
five days after the film was shown and no more than two weeks
after the showing. This established the time frame in which the
film bookings were to occur in ordsr to be included in the total
mmber of schools qualified for inclusion in the random sample.

Second, after twelve main sites were selected at random,
twenty-four additional school sites within a reascnable travel
distance to each primary site were chosen. These twenty-four
additional schools qualified since they had shown one of three
moral development films within the established time frame stated
above. The two films in addition to "High On The Campus” are "Flip
Side® and “Hey There, Vonda!"® The total mumber of schools chosen
numbered thirty-six.

The subjects, male and female youth in grades eight
through twelve in private and public scheols, were all in intact
classes or groups. The mmber of classss or groups contacted

by the P-0 depended on how many groups in a school viewed one

Ipescribed in Appendix I



of the films, the availability of classes to the P-O, and the
amount of time scheduled for the PO at each particular school.
In most cases subjects met with the P-0 during the morming.

A possibly confounding variable was the amount of time
available in each class period. The schools varied greatly from
twenty minutes on the low side to seventy-five minutes on the high
side. The variability of class time was not contrelled in this
study.

The amount of time devoted to actual discussion was also
a variable that was not controlled. Discussion time was dependent
on three variable factors: (1) the amount of time per class
period, (2) the amount of time consumed by "housekeeping® chores
such as attendance taking, announcements, etc., and (3) whether or
not written responses were also ussd with a particular class. Times
becomes ons of several major factors that may interact with the
results of this study. More will be said in Chapter IV about time
and its possible affects on the findings.

A typical time frame of what ocourred in each class is as
follows: 1) five to ten minutes opening chores conducted by the
teacher concluding in introduction of the P-0, 2) two-four minutes
of intreductory remarks Ly the P-O related to the purpose of the
interview, 3) remainder of class time for oral discussion and/or
written responses.
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NT. TION

The interrogstion structure deals with the specificity of
the opening oral questions that were asked in relation to each
response mode. A high-structured opening oral question was specific
and pointed. It focused on one particular event and/or moral devel-
opment message of a film, It directed students to think along the
lines of what the P=0 was thinking, It left little or no room for
individuality in focusing upon the film and its moral development
messages. It was thus very delimiting in sceps. There was, never-
theless, freedom for a student to answer as he wanted in response to
high-structured questions. The structure was in the question itself.
Structure did not purposefully enter into structuring the students’
responses, Thus, the high-structured opening oral questions were
open-ended. The subjects were asked to respond to the questions in
their om words. Multiple choice or forced choice answers from
which the subjects must respond were not given by the P=0. .For
example, the following is a high-structured opening oral question:
"What did the opening and closing graveyard scenes say to you?"

Low-structured opening oral guestions were in contrast to
the high-structured questions. Low-structured ones provided only a
minisum of direct focus for the students regarding the film viewed.
Very general questions were asked that could have been interpreted
and snswered in various manmers by the students. The only- comstraint



in the question was that the students were asked to respond with
their thoughts and feelings to the particular curricular experiences
of this study. For example, a low-structured question was "What do
you think of ths film which you saw recently called 'High on the
Campus!?%

Payne (1951) has noted the assets and liatdlities of low-
structured questions. As assets he states that the low-structured
qusstion

is uninfluenced, it elicits a wide variety of responses, it
makes a good introduction to a subject, it provides background
for interpreting answers to other questions. It can be used
to solicit suggestions, to obtaln elaborstions, to elicit
reasons, to evaluate argmments, to explore knowledge and
memory, and to classify respondents . . « « It gives the

respondent a chance t0 have his o ssy-80 . « « « It i3 a
preliminary step to prepering questioms on any unexplored

issus . . « + And it provides quotable quotes which may add
sparkle and credibdlity to the final report.

The liabilities of a low-structured question are as .
follows: The approach and emotional conditions set by the inter-
viewer are major factors in the quantity and quality of the replies.
Respondents who are more articulate will express themselves more
fully and over a broadsr range than those who are less articulate.
Some respondents may omit their obvious first answer and give a
more complex but less pertinent reply. Respondents may refuse to
elaborate their answer when asked "why?® (Payne, 1951).

In all of the oral procedures, regardless of the structural

nature of the opsning procedure and regardless of the response mods,
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responses were probed. Once responses had been given to one or
more opening oral questions, regardless of structure, probing
questions were used to seek to elic:l.t. moral judgments about events
and moral development messages in the film, In addition, probing
questions were used to seek to determine the cognitive moral devel-
opment reasoning behind the moral judgments. Thus all opening oral
questions were intended to probe into the subject's moral Jjudgment
and moral reasoning.

For example, a student's response to the low-structured
question "What was the film trying to say? was something like, "It
was saying that we shouldn't use drugs.” The P-O asked, "Why is
that?* "What makes you say that?™ After a reply to this question
from the student, the P-0 asked, "Why do you feel that getting
arrested for using drugs is bad? The student replied in any of
several ways, revealing clues about Kohlberg stages: (1) "It hurts
me physically getting roughed up by cops" (Stage 1), or (2) "I
don't wanna' get shoved in jail; I want my freedow" (Stage 2), or
(3) "My parents would completely go to pieces if I got put in jail.
I don't want to disappoint them® (Stage 3), or (4) “Drug use is
against the law., If everyone did what he wanted to, we'd all be
hurting each other® (Stage 4).

Table III-1 provides a summary of the high and low opening

questions.
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TABLE III -1
OP. ORAL ON.

I. The oral group interviews associated with written responses used
two kinds of questions: high-structured and low-structured.
A. The low-structured guestions were the same for all schools.
These are as follows:
1, What did you think of the film?
2, How did you like the film?
3. What was the film trying to say?
B. The high-structured questions were as follows:
1. "HIGH ON THE CAMPUS”
(a) How did the film say drugs were bad?
(b) What serts of problems were associated with drug abuse?
(c) How did the film show parents were involved with their
children's drug problea?
(d) "Peanuts'* mother threw him out. Should she have
done this? Why? Why not?
(e) What place did God have in the lives of some of the
film's characters?
(£) what did the opening and closing graveyard scenes say
to you?
(g) After each of these questions, this researcher asked
if they agreed or not with the film and why, in order
to get to some of their moral reasoning.
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TAELE ITI-1 (continued)
2. "FLIP SIDE™

(a) How did the film show that drugs were bad?

(b) How did the film point out that parent-child relations
were bshind some of the problems presented?

(c) What place did the film suggest that God or Jesus Christ
should have in a person's life?

(d) wWhat were some of the problems and solutions presented
in the film?

(e) After each question, this researcher asked if the
students agreed or not with the film and why, in order
to gst at their reasoning.

3. "HEY THERE, VONDA!"

(a) Why did Vonda carry her Bible and read it?

(b) How helpful is God to a person?

(c) Why did the boys not btreak up the assembly?

II. The oral interviews without any written responses used both low
and high-structured opening questioms, too.

A. Low-structured opening questions were as follows:
1, What was the film's message?

2, How did you liks the film?
3. How do you determine right from wrong?
B. High-structured opening guestions were chosen from the

apwoprhto list of gquestions in the high-structured
list above,



RESPONSE MODE
The response mode was divided into written and oral responses.

The written responses were further sub-divided bty oral discussion

responses either prior to or subsequent to written responses. The
questions in the written nm' mods in all cases were highly

structured for all subjects. BREach subject was to write his responses
privately and anonymously to questions in the written response mode.
Table III-2 lists the questions in the written response mods.

Discussion prior and subsequent to responses in the written
response mode followed the high/low-structured questions out~
lined above under interrogation structure. This discussion was
an open discussion with the entire group or class invited to
participete.

The oral response mode was used without any written respon-
ses. This mode was used with an entire group or class of students.
They were free to participate as they wanted. The opening oral
questions in this mode followed within a high or low structure,
Table III-1l, part II, lists these questions.

The written responses were employed for two primary
reasons. m, they provided data for the evaluative research
project of which this dissertation was a part. Secomnd, they were
used to focus attemtion in Approaches III and IV (See description
of the six approaches following.). The focus of this particular
dissertation is on the elicitation of oral responses. Thus the
written responses will not be analysed and reported here. They are
analysed and reported in Ward and Stewart, 1973, Chapter V.



1.

2,

3.

h.
5

é.
7.

65

TABLE III-2
ONS_FO IT. DE

What did the film try to say; that is, what was/were its

message(s) or main idea(s)?

Do you agree or disagree with the message(s) or idea(s)?

Why or why not?

What effect did the film have on you? What did it do to you?

Did you like or dislike the film?

How much did the following help you in deciding what is right and

wrong?

(a) Very much l!uh‘ Some

1 2
(1) Physical harm

(2) Mental, emotional harm (psychological)

(3) Good feelings

(4) Approval of friends

(5) Approval of parents

(6) Approval of other adults
(7) Legality

(8) Illegality

(9) Approval of society

(10) Approval of mankind

(11) Other (what?)

(v) Why did you check "very much® and “much" above?

If you make a promise, would you break it?
Any other commsnts.

Why or why not?



APPROACHES
Table III-3 gives an overview of the opsning oral interro-

gation structures snd the response modes used in each approach.
Descriptive research, to be valuable, should look for something

in particular as well as be open to unexpected and serendipitous
findings. The research herein reported had a set of expectatioms or
sexinal hypotheses associated with each approach. The writer has
chosen to use the word “expectations® to describe what he expected to
discover in this research. These expectations are listed below
under each description of each of the six approaches. The approaches
were conceptualised as the independent variables. Classifiability,
germaneness and management were the depsndent variables.

Approagh I consists of a high-structured opening discussion
wvith written responses following the discussion. In this regard, it
was expected that the orel responses of the students would have been
easy to classify according to Kohlberg's moral development stages,
the oral responses would have been germans, and leadership tasks
would have been mainly to ask the proper high-structured questions.
The discussion would probably have acted as a stimulus to elicit
further written responses from the students.

Approach II consisted of low-structured opening discussion
with written responses follouing the discussion. This approach was
expscted to produce less germane and less easily classifiable oral
responses. The low-structured opening discussion was expected to
produce responses from those who found it easy to enter into a
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class-siged discussion. . Thus the “class clom* as well as the truly
articulate persons would have tended to dominate the discussion.

The more intensely these kinds of students felt about the subject
being discussed, the greater they would have dominated the discussion
and the less other members of the class would have participated.

Approach III consisted of written responses followed by a
high-structured opening interrogation procedure with d:i.»scun:l.on after
the writing. This was expected to produce germane and easily classi-
fisble written responses. However, it was not expected to produce
a large amount of discussion because the students would have, in all
likelihood, felt they had said all they wanted to in their written
answers, It was expected that managing the leadsrship of this
approach would have required more skill to attempt to draw out from
students what they had already written. What discussion developed
was expected to be germane and easily classifiable.

Approach 1V consisted of written responses followed by a
discussion using a low-structured opening interrogation procedure and
occuring after the writing., The expectation was that these oral re-
sponses would have been less easily classifiable and less germans to
the Kohlberg moral development levels and stages. This approach was
expscted to produce more discussion than Approach III, but less than
either Approaches I and II. Leadership management in this fourth
Approach was expected to be more difficult. It was expected that
the discussion would have tended to ramble. The same tendencies of
monopolization of the discussion were expected as mentioned in

Approach II.



Approach ¥ consisted of oral discussion in class
using high-structured opening quosbioiu. This approach was
expected to be somewhat stilted, tending to a question-answer
format with the leader providing all of the direction for the
students. The responses were expected to be easy to classify and
to be germane. The problems associated with the discussion mentioned
in Approach II above were anticipsted in tiis approach, too. However,
the high-structured questions were expected to mitigate against this
becoming as serious a problem as in Approach VI below.

Approach VI consisted of oral discussion using low-structured
opening interrogation questions. This approach was expscted to pro-
duce the most difficulty in classifying responses according to moral
development stages, to be less germane, and to produce the most
problems in trying to manage the discussion. All of the probleams
associated with discussion in Approach II were expescted to be even
more apparent in th:l.aAhst approach, |

Participant-Obgerver. The rols of the researcher was as
a participant-observer (P<0). As was stated in Chapter I, the
brevity of exposure to each group does not merit the more precise
use of the term "Participant~observer.® MNeverthsless, the data
were gathered by one person who participated as a discussion
leader, facilitator for clarifying responses, and observer. Thus
the term participant-observer is used to describe the rele of this
researcher in the interviews.



69

SUMMARY
The research described in this study sought through the

interrogation structure and the response modes to answer a basic
question, That question was, given several ways to lead a moral
development oriented discussion, which one or ones provide the most
easily classifiable responses, the most germane responses, and would
be the most manageable? In order to deterwins this, a series of
discussions was arranged. Bach discussion employed ons of six
Approaches described above and summarised in Table III-3. These

six Approaches were the independent variables associated with this
research and classifiability, germansness and management the

dependent variables.

ANALYZIS OF RESFONJES
The oral responses of the subjects are described for each

approach in terms of the following categoriess (1) classifiability,
(2) germaneness, and (3) discussion management. These three cate-
gories were the dependent variables of this research.

(1) Clasifiability was judged by the ease of aseigning
a Kohlberg moral development stage to each response. Those responses
which were clearly identified by the P-0 dm'ing‘tho discussion as a
stage in Kohlberg's schema were labelled sasily classgifiable.

As an example, responses that stressed that taking drugs
was “wrong because the physical consequences were harmful to one's
body" were coded as easily classifisble. Other responses that
clearly fit into one of Kohlberg's deseriptions of six stages of
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moral development were coded as easily classifiable.

Those responses that di& not fit Kohlberg's schema
or that seemed to fall between stages were coded as less easily
classifiable. For example, responses that stressed content of
moral judgment, “drugs are bad,” tut did not have any structural
reasons for the judgments were codsd as being less easily classi-~
fiable. A response such as "Drugs are bad because they damage
your body and they dom't do anything for you™ was judged to
fall between stages (Stages 1 and 2 in this example) and,
therefore, were coded less easily classifiable.

(2) Germaneness was judged in terms of the relevance of
ths responses to cognitive moral reasoning as described by Kohlberg's
cognitive moral development stages. Those responses that were
clearly verbalisations of cognitive moral reasoming and mot just
moral content judgments were classified as germane. For example, a
statement such as "Talking drugs is wrong because it will maks your
parents upset and I don't want to upset my parents; I love thea
too much; They den't expect me to get into drug trouble.” is
clearly a verbalisation of Kohlberg's Stage 3 moral development.
All responses that were clearly verbalisstioms of moral develop-
ment according to Kohlberg's description were coded germane.
Responses that were irrelevant or were not clearly verbalisations
of cognitive moral reasoning were classified as lesg germane. Into
this last category were placed all moral judgments that did not
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have cognitive moral reasoning statements to support them.

All content responses without cognitive structure responses were
classified as less germane, also. For example, a response such
as *I think all people want to have a happy life,” was coded less
germane. Also, responses such as "The film said drugs were bad
for you and I agree,” which had no cognitive, structural reasoning
elicited were coded less germane,

(3) Discussion management was described in terms of the
following general characteristics of group interaction: (a) freedom
from domination by one student, (b) contributions from more than
one-half of the students in the class, (c) voicing of contrary
viewpoints by students, (d) relative spontaneity of discussion,
and (e) continuance of discussion by subjects without prompting
by the participant-observer.

Eash of the six Approaches is a mode of eliciting responses
from students. The respenses of each approach were analyssd
according to the three criteria of (1) ease of classifiability of
responses within Kohlberg's schema, (2) germaneness to Kohlberg's
schema, and (3) ease of management of the group discussion.

ANALYSTS OF FIINMS
The three films that were showm have been analysed in terms

of Kohlberg's moral development schema. This was done to provide
an understanding of the moral development messages in each film and
10 help the researcher to know the stages of the messages which
students verbalise in the discussion and written responses.
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A staff of five knowledgeable researchers (doctoral studemts
and university faculty) who were working in related research with
Kohlberg's moral development schema met and viewsd each film expressly
to assign a Kohlberg moral development stage to each moral message
perceived. Each person worked individually and privately in judging
each moral message unit of the film., After each unit was judged
privately, each judge ammounced his decision to the others for com-
po',r:laon. In most cases, all judges agreed. In those few cases
where there was disagreement, discussion prevailed until a consensus
was reached by all. After consensus was reached for one unit, the
Judges viewed the next ocne and assigned a moral development stage
number (from Kohlberg) to that unit. The same reporting and con-
sensus procedure above was followed throughout uch. film,

The scoring of each unit was done in accordance with the
moral development scoring procedures outlined by Porter and Taylor
(1972). Theirs was the only published material available at that time
that explained how to assign Kohlberg's moral development scores.

In analyzing each of the films, the total impact of a
scene was considered. This includes the verbal script, the setting,
characters, cinematic effects, photography, colors, and music. The
judges sought %0 view each film in terms of the moral messages being
commmicated. The moral message unit consisted of scenes and parts
of scenes. When some scenes contained more than ones moral message,

each moral message was considered as a unit within a given scene.
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The judges consciously and purposefully avoided the temptation
to "read into* the film the intentions of the film director and
producer.

The analysis is reported in Tables III-5 and 6, using
Kohlberg's morel development schema as presented in Chapter II.

Table III-4 gives ratings in percentages of each film's moral
messages which were assigned to each of Kohlberg's stages. Zach
film's moral dsvelopment level was calculated by adding together
the percentages of all stages in each level,

Most of the first film, "High on the Campus,” was strongly
oriented to level I messages. It stressed punishment and obedience,
physical and psychological warnings and threats, and instrumental
aspects of both life in gemeral and religion in particular.

Another portion of the film was almost entirely oriented to Stage 3
in terms of sterectypical role expectations from family and friends.
The other Stages (4—6) had none or practically no scenes oriented
to them,

The second film, "Flip Side," followed "High on the Campus"
in terms of being likewise oriented strongly to Level I (Stages 1 and
2) and partly to Stage 3. It was scmewhat stronger in its orientation
to Stage 3 than "High on the Campus®.

The third film, "Hey There, Vonda!" had a small orientation
to Stage 1 and a comsiderable amount to Stage 2. Almost one-half of
the scenes were oriented to Stage 3. There was a weak oriemtation
to Stage 4 in this film, |
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TABLE III-,

SUMMARY OF THE MORAL MESSAGE
APPEAL OF THE FILMS ACCORDING
10 KOHLBERG'S MORAL DEVELOPMENT SCHEMA
Kohlberg Stage “High on the *"Flip Side" "Hey There,
Campus® Vondai®
or level Total Moral Mes-| Total Moral Mes-| Total Moral Mes-
sage Units: L5 | sege Units: 57 | sage Units:s 13
Stage 1 256" 2% 104
Stage 2 51% L3% 38%
Level 1 764 66% L8%
Stage 3 20% 30% L6%
Stage L4 1% - 6%
Stage Ik 1% -2 -
Level II 31% 52%
Stage 5 2% 1% -
Stage 6 -— 1% -
Level III 2 2% -
Modal Stage 2 I 2 i 3

*Percentages are in terms of the percentages of scenes in each film
which were assigned to a particular stage.
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Generally, then, as can be observed from the modal stages
in Table III-6, two of the films are heavily oriented to Kohlberg's
Level I (especially Stage 2) "Instrumental Relativist Orientation.
The third film is primarily oriented to Stage 3, "Interpersonal
Cancordance Orimﬁtion' but with a strong secondary orientation to

Stage 2, also.

LOGI U, T

Several changes occurred during the twelve weeks of data
collection. One of the randomly chosen school sites was in a far
western mountain state. Two additiomal school sites could not be
found that would have shown any of the three films ("High on the
Campus,” "Flip Side,” and "Hey There, Vondai") in this western state
within the proper time limits laid dom by this study. The high
costs involved in traveling to this one random site and the lack of
any other sites within a reasonable distance made this week's inter-
views prohibdtive from a cost-benefit viewpoint. Consequently, that
wek's trip was cancelled. This was to have been the sixth week of
interviews.

Problems also arose in setting up the interviews for the
eighth week. Very little lead time was available between the con-
tacting of the schools and the actual interviews, usually not more
than one week. It was discovered during the routine arrangements,
that the schools chosen for the eighth week could not be comtacted
because of Spring vacations peculiar to that area. An sttempt was



mads to find substitute schools. As it turned out, no others were
available. The observatimms for week eight, therefore, were can-
celled.

| The result of cancelling the trips for the sixth and
eighth weeks was to reduce the sample sise to 8% of the original
sample size. This is gensrally considered to be more than adequate
to meet the requirements of randoadization.

Another change resulted when the P=0 arrived at a school
for the interviews only to discover that their movie projector had
recently been stolen and had not been replaced. They had not
shown the film. Therefore no interviews were possible in that school
(9-2).

No school could be found for the 9-3 assignment which would
meet the established criteria for showing one of the three films,
Consequently, a school was chosen which had booked another film
from the same company with a similar moral message. The researcher
had not previewed the film, s0 he went into the school with only the
very briefest verbal summary of the film,

One of the stipulations for site selection stated that
"students will have viewed one of the films not less than five days
nor more than two weeks before the interviews.® Schools modify their
schedules to fit their own needs, however. As a result, three schools
showed "High on the Campus® only two days prior to the interviews.

One school showsd the film the day before the interview. These were
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the only schools that deviated from this criterion. It was judged
that this did not create a significant difference in responses.
Data for these schools are included. |

In another school (10-2) ths only class intended for viewing
of the film did not meet on the day the interview was to occur. The
questions to be answered by the students were taped by the P-0
and a written copy was left with the teacher. The teacher
administered the taped questions to be answered in writing by
the class. This class received ths questions approximately
three weeks after viewing the film and one week after this inter-
viewer was present. Since no oral discussion was conducted with
this class, no data are reported for this school (10-2).

Tape recordings were attempted during the class inter-
views. These were found to be technically infeasible for several
reasons. The physical situations varied tremendously from school
to school. The place for the interviews ranged from a usual
classroom to various-sised libraries, cafeterias, asuditoriums, and
gymasiums, Merely attﬁpting to pick up voices became tecimi-
cally impossible. Murther, an the several occasions the taping was
attempted in a normal classroom situation, it seemed to produces in
the students a reticence to discuss. For these reasons, then,
taping was discontinued.
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SUMMARY
The design for this research called for written and/or

oral responses to discussiems with intact groups of students

in grades eight through twelve in randomly chosen schools across
the United States. The students were to have viewsd one of three
moral development films at least five days but not more than two
weeks prior to the interviews. Six elicitation approaches with
differences in interrogation structure and response modes were used.
Analysis of oral responses were in terms of ease of classifia-
bility of responses in Kohlberg's schema, germaneness of responses
to Kohlberg's levels and stages of moral development, and the
relative eass of discussion management,



CHAPTER IV
DATA AND FINDINGS

Responses from students were gathered Ly interviews of
classes in randomly chosen schools throughout the United States.
The participant—observer, acting as interviewer, usually spent a
few hours each morning at each school in order to accomplish the
tasks associated with the descriptive research being reported in
this dissertation and the broader evaluative research reported in
Ward and Stewart, Chapter V (1973). The students in the classes
to bs interviewsd usually were not forewarned f.hat they would be
interviewed.

Each interview with a class began with the teacher intro-
ducing the P=O. The PO would then introduce his reason for being
in the class and set the stage for the interview. He would seek to
establish rapport bty assuring students that the interview was in no
way associated with their grades. Nor was he looking for any
specific kinds of answers. Rather, he told them he was desirous of



obtaining their owmn ideas and respmmses to the film, (the
curricular experiencse).

The students responded to the interviewsr very positively
throughout the research project. At no time was classroom bshavior
nor "discussion™ a problem. Students seemed t0 want to express their
opinions, ideas and thoughts.

A summary of the Approachss used throughout this study are
as followss

APPROACH I — oral response using a high opening interro-

gation structure procedure, written responses
followed;

mmcun—om response using a low opening interro-
gation structure procedure, written responses
followed;

APPROACH III — written responses preceding oral response
using a high opening interrogation structure
procsdure;

APPROACH IV — written response preceding oral discussion
using & low opening interrogation structure
procedure;

APPROACH V = oral discussiom using a high interrogation

procedure, no witten responses;

APPROACH VI — oral discussion using a low interrogation
procedure, no written response.
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Approaches III and IV were in actual practice not a
clesar contrast with Approaches I and II. Approaches III and IV
were designed to use a written exercise with subsequent discussion.
In actual operatiom, Approaches III and IV had to be prefaced with
several comments to the students to insure that they were all
thinking about the same film. The reason for this was that the
showing of various films in grades 8 to 12 is very frequent.

Some classes saw at least ono film each week. One class had seen
six films in the last six days before their interview. Several
other classes had viewed two or three drug education films after
viewing "High on the Campus", thus easily confusing “High on the
Campus" with any of them. It was therefore imperative, no matter
which approach, to make sure that the students were recalling and
discussing the same film., Usually this was done by asking the
students what the fila was about. If they showed either confusion
or lack of recall, they were prompted about the content. Almost
without exception, students then claimed to recall. In fact, some
students who had not seen the film remembered their friends'
descriptions of the films.

The process of making swre that the students recalled the
correct film may have "contaminated Approaches III and IV to an
unspecifiable degree. It was judged, however, that a certain amount
of contamination was better than no response or worse yst, a response
to an extranecus curricular experience.
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Table I1V-1 provides a summary of the classes and schools
involved in this study. In some cases an estimate is used to
indicate the number of students involved in classroom interviews.
This is done because no actual number was reported ty the teacher.
In some cases the P-0 had to make a quick count prior to or subse-
quent to his interviewing the class.

A school and class or group are designated on the tables in
this chapter ty a set of numerals and letters which correspond to
the week of the interview, the order that week in which the school
wvas visited, and the class. Thus l-1 msans the first week of inter-
views and the first school that week. When necessary, individual
classes or groups within a particular school will be designated by
lower case letters “a,b,c” etc. Thus 1l1l-2b would mean the elsventh
week of interviews, the second school that week, and the second
class interviewed that day.

A total of 29 schools were involved. Data from 51 class-
rooms or intact groups are reported. Some of the intact groups were
study hall groups, physical education classes and health education
classes. Other greups were combinatioms of several classroom sets.
All groﬁps were composed of students in grades eight throuwgh twelve,

Twenty-seven schools were public schools, Two were Roman
Catholic parochial schools. A total of approximately 1734 students
were interviewed. Of these, 238 students gave only oral responses
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'TABLE IV-1
SUMMARY OF SCHOOLS AND CLASSES INTERVIEWED

DAY OF  PUBLIC/ GRADES NUMBER OF  TOTAL
WEEX PAROCHIAL FILM INTERVIEWED CLASSES STUDENTS
1-1 Public HOC 8 1 36»
1-2 Public HOC 9,11,12 ba-t 121»
1-3 Public HOC 8 1 16»
2-1 Public HC 10 1 3l
2=2 Public ) £~ 8,9 22,b 34
2=3 Public HIV 11,12 1 35
3-1  Public HC 8 2a,b k3
3-2 Public ’s 9'1-1.12 Sa=eo+++ 93
3-3 Public Frs &+ 22, b+ 139
b= Public HOC 10 1 h3
=2 Public R ] 8 2a,b 33
L=3 Public HC 10 2a,b 53
5-1  Public HIV  9,10,11 3a-c 210w
5-2 Public HC 9=12 22,b 68
5=3 Publiec FS 1,11 28,0 18
6 (Interviews cancelled for this nok) (o] o
7-1  Public BC 11,12 3a~ct+ L8
7-2 Public P 9 1l 93
7-3  Public HC 8 2a,b é1
8 (Interviews cancelled for this week) O o
91 Public HIV 10,11 28,0 69
9=2 (Film not shom) —— O 0 0
9-3  Public w 8 28,b 54,
10-1  Parochial HOC 10 22,0 57
10=2 Public BTV 8 e 20
10-3 Public HIV 9=12 28,0 37
111 Parochial HOC 10 23,b 57
11-2 Public HIV 8 2a,b Sl
11-3  Publie 'S 10 2a,b 48
12-1 Public HOC 8 1 52
12-2  Public FS  10,11,12 1 55
12-3  Public TV 8 1 56
Abbreviationss

"HOC® is an abbreviation for "High on the Campus“.
"FS" is an abbreviation for "Flip Side”.

“HTV™ is an abbreviation for "Hey There, Vondai®™
“MF* is an abbrevistion for "Misfits”.

Notes:
# Bstimate. Exact number not available,
#% Written responses only. No discussieon. MNo data reported
‘ for these.
+ Only one class has oral data included,
++ Only two classes have oral data included.
+++ Only four classes have oral data included.
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(1-1,2,33 2-1,2) and 175 students gave written responses only
(3=2b; 3=3b; 10-2; 10-3a and b). The written responses will not
be reported for reasons already stated in Chapter III.

School 10-3 provided a special problem to this inter-
viewer's own moral judgment and sense of justice. In school
10-3 the students to be interviewed were in a study hall. A
number of them were plamning on using their study hall period
for work due that day. The principel had not forewarned them
that they would not have a study hall on this day. It becames .
obvious that this interviewer's presence was going to be a problem
for a great number of them, It was this researcher's judgment that
it would be grossly unfair to the students to usurp their entire
class period for an interview, He decided to quickly administer
the written response questions without any discussion., Hence no
oral data were generated for this group (school 10-3).

One all-girls® health education class (3-3b) did not have
any oral discussion. The girls wrote a great deal, asked a number
of clarifying questions, and generally took the entire period
responding to the written questions. Approach III was being
attempted, but could not be completed because the class period
ended. Consequently, no oral data were generated by this class and
hence no data will be reported. In classes 3=2b, 7=-1b, 7=lc
approaches III and IV were being attempted, the classes also took up
too much time writing their responses. The result was that the



class period was over before discussion could begin. Therefore,
no oral data were gemerated in these classes.

One possibly confounding, recurring occurrsnce was that not
all of the classes were able to visw the entire films. Both "High
on the Campus” and "Flip Side™ were too long to fit into school
periods of less than 55 minutes. Normally anywhere from 5 - 10
minutes of a class period is consumed at the beginning with record-
taking, announcements, and other such non-academic activities. Even
a 55~-mimute period would be too short to show a 52-mimute film,

The effects of not viewing the entire film were not measured.

The length of "High on the Campus®™ and *Flip Side"
precluded any follow-up discussion by most teachers immediately
after their classes viewed the film., If a teacher was using the
film as a constructive curricular experience, he or she usually had
to wait until the next time the class met to proceed with discussing
the film,

JUDGING THE RESULT3

The oral discussions were judged in accordance with the
stated criteria in Chapter III of this dissertation and summarised
bslow. Immediately after each class or group interview, the P-0
would rate the students' discussion in terms of classifiabdlity,
germaneness and management. The P-0 did this with notes which
describved each class or group that he interviewed.



Those responses from studemts which, in the judgment of
the P=0, were clearly identifiable as a stage in Kohlberg's
schema, were labelled easily classifiable., Other respomses which did
not fit into Kohlberg's schema or that fell between stages were
classified by the PO as less easily classifiable. The P-O had
to be continually alert to the responses being given by students.
He had to judge whether they were moral reasoning statesents or not.
Those morel reasoning statements were then judged as being easily or
less easily classifiable.

rhouapannwpndnjudpdwtho?-ointomof
m». Germansness was defined as responses that were clearly
verbalisations of cognitive moral reasoning and not just moral content
judgments. Those that fitted this category were classified germans.
Those responses that were not cognitive moral reasoming responses were
classified as less gsrmane. _

Discussion asmagement was judged by the P=O using the follow-
ing criterias (1) Dominance Ly ons or two students led to the judg-
ment that the discussion was less easzily managed. Discussions with
lack of dominance were judged as easily managed. (2) Involvement of
spproximately one-half or more of the class or group in the discussion
led to the judgment that the discussion was easily managed. Discussion
in wvhich less than one-half were involved were Judged as less easily
managed. (3) If students voiced contrary views to each other the
discussion was judged to be easily managed. Where little or no



contrary views were expressed, the discussion was classified as
less easily managed. (i) When the discussion was relatively
spontaneous and did not require continued or frequent direction
from the PO, it was judged to be easily mansged. When the oppo-
site wvas true, the discussion was Jjudged to be less easily man-
aged. (5) Those discussions that maintained themselves without
proapting or leadership from the P-0 were Judgodudlychuiﬁ.a-
ble., When the opposite was true, the discussion was Judged as less

easily managed.

SUMMARY OF DATA
Tables IV-2a—~d provids a summary of the data compiled

according to the analysis table described in Chapter III of this
dissertation. The unit of analysis is a classroom or other intact
group. BEach figure in the table represents a distinct, intact
classroom or group which participated in an oral interview. The
concern of the study was to determine an effective approach to
elicit oral verbalisation of classifiable responses to a moral
development discussion. The written responses were used primarily
for the larger part of the study associated with the interviews
and not as part of this dissertation. Therefore, only those intact
groups which produced orel responses are reported in Tables IV-2-d.
Thus, groups 3-2b, 3-3b, 7=-lb, 7-k, 10-2, 10-3b, are not included
in Table IV-2.
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Tables IV-2a and IV-2d show that Approach I produced an
almost equal distribution of responses in terms of ease of classi-
fiability, germaneness and management. The results were that
seven classes produced easily classifiable, germane and easily
managed oral responses. Six classes produced less easily classi-
fiable, less germane, and lsss easily managed oral responses.

Approach II, as reported on Tables IV-2a and IV=-2d, show
an equal distribution of results in all six classrooms in which
Approach II was used. Three classes produced orel responses which
were easily classifiable, germane, and easily managed. On the other
hand, three classes produced oral responses which were less easily
classifiable, less germane and less easily managed.

Approach III, as reported on Tables IV-2b and IV-2d, showed
9 classes were interviewed. Four classes produced oral responses
which were easily classifiabls, germane, and easily managed. Five
classes produced orel responses which were less easily managed,
less germane, and less easily managed.

Tables IV-2b and IV-2d show that Approach IV produced some
variation in oral responses. Three classes had oral responses
which were easily classifiable and germane. Four classes had oral
responses which were easily managed. Approach IV produced, on the
other hand, seven classes whose orel responses were less easily
classifiable and less germane, and six classes which had easily
managed discussionm.
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Numerically, this approach elicited more responses widch
were less easily classifiable, less germane, and less easily
managed. However, the mean for the 10 classes in which Approach IV
was used is 5 for each category. The deviation from the mean in
classifiabdlity and germaneness is -2 and +2. Ths deviation from
the mean undsr the management category is -1 and +1. The oral
responses are equally distributed around the mean. The result
suggests an equal chance of occurring for all categories.

Approach V, as reported on Tables IV-2¢ and IV-2d, elicited
from four classes oral responses which were easily classifiabls,
germane, and easily managed. No oral responses from any of the
classes were less easily classifiable, less germsne or less easily
mangged.

Approach VI's data are in the same direction as the data of
Approach V. All 9 classes interviewed produced easily classifiable
and germane responses, Eight of these nine classes produced discus-
sions that were easily managed, and one class produced less easily
managed discussion.

Thus Approaches I, II, III and IV produced oral responses
which had an equal probabdlity of occurring. Only Approaches V and
VI showed definite, uni-directional response patterns, all being
easily classifiable, germane, and easily managed. The only exception
was the discussion in one class which was less easily managed.
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FINDINGS

The nature of this research is descriptive and its design
called for the researcher to be a participant-observer in the
interview process. The findings, therefore, are reported in this
section. Observations, or more subjective findings, are reported
in the next section.

Subjectivity might be charged to the P-O. The case is
made, however, that the participant-observer attempted by tape
recording interviews to allow for independent judgment of the oral
interviews. For the reasons cited above, however, this was not
possible. Since the P-0 was not atteapting to "prove" that one
approach was superior to another, it is his contention that he was
unbiased in the analyses of the responses to the various approaches.

In Chapter III of this dissertation, expectations or
hypothesizsd results associated with each of the six approaches
were stated. The first section of the findings of the data
focuses on these expectations.

Finding One. Approach I was a high-structured opening
interrogation procedure with written responses following. It was
expected to elicit oral responses which would be easily classifiable,
germane, and with easily managed discussion. The data on Table IV-2a
show that this occurred on approximately a 50-50 basis. Thus this
expectation was found in only about one~half of the classes inter-
viewed. The opposite also occurred with about equal frequency.
Approach I did not produce evidence to support consistently the
expsctation.



Finding Two. Approach II was a low-structured opening
interrogation procedure with written responses following. It was

expected to elicit less eazily classifiable and less germane responses
and to be a less easily managed discussion. This was confirmed in
one-half of the cases and unconfirmed in the other half as shown

in Table IVa. Thus the expectation was not consistently upheld.

Finding Three. Approach III consisted of written re-
sponses followed by a high-structured opening oral interrogation
procedure. This was expected to produce germane and easily class-
ifiable responses. It was not expscted to produce an easily managed
discussion. Table IV-b shows that the probability is about 50-50.
It is also clear from Table IV-b that management follows in the
same direction as classifiability and germaneness. Management does
not seem to be independent from the other two variables. As classi-
fiability and germaneness go, so also does management. Thus the
written responses did not seem to have consistent effect upon
classifiability and germaneness of responses and management of the
discussions,

Finding Four. Approach IV consisted of written responses
followed by a low-structured opening oral interrogation procedure.
The data (Tables IV-2b, IV-2d) indicate that this approach
produced more responses that were less easily classifiable and
less germane and was less casily managed. However, as was stated
above under the dats heading, the deviation from the mean in both
classifighility and germaneness is -2 and +2, and for management
it is <1 and +1. Thus the responses are equally distributed



around the mean, This suggests that the responses had an equal
chance to occur. Approach IV did not support the expectation that
the responses to this approach would be less easily classifiable
and less germane, and would produce less easily managed discussion.

Finding Five. Approach V consisted of orel discussion
using a high opening interrogation proceduré. No written responses
preceded or followed the discussion. The expectations were that these
approaches would produce less easily classifiable and less germane
responses and be a less easily managed discussion. Contrary to
these expectations, Table IV-c shows that all four of the classes
who were adxinistered this approach produced easily classifiable and
germane responses and were easily managed.

Clearly the elicitation procedures made a consistent differ-
ence in these classes. Thus an elicitation process which is composed
of high-structured opening questions can produce easily classifiable
and germane responses within a discussion that is easily managed. An
immediate question arises in this writer's mind as to why this
approach elicited such easily classifiable and germane responses and
was an easily managed discussion. One would expect that Approach V
would have produced results similar to Approach I since the first half
of Approach I was exactly the same as the whole of Approach V. Both
of these approaches began with a high-structured oral interrogation
procedure. Approach I, howsver, used a high-structured opening in-
terrogation followed by written responses.

No definitive data are available to help distinguish the
two schools and four classes or groups of students in Approach V



from the thirteen to whom Approach I was administered. Therefore, it
is not possible to analyse the socio-economic and academic achieve-
ment of the students involved in either Approach. One can only
speculate that some kind of difference may lie in the kind of

teaching methods used by the teacher in each classroom.t

One obser-
vation made by the P=0 in three of these classes (1-3, 2-2a, 2-2b)
was that discussions were reported to be a frequent teaching msthod
used by the teachers. The students were knowledgeable and
experienced in discussion teclmiques and would have learned to
carry on a discussion wvith ease. The results seeam to be indicative
of the fact that the students were quite comfortable in this mode
and responded with easlly classifiable and germane responses. Thus,
prior positive experiences in previous general discussions may be

a key to eliciting easily classifiable and germane responses in an
easily managed values discussion.

Finding Jix. Approach VI consisted of orel discussion
using a low-structured opening interrogation procedure. This approach
was expected to produce less easily classifiable and less germene
responses and be a less easily managed discussion. As Tabls IV-¢
shows, only part of this expectation was observed in just one of
the classes. Class 1l-2b produced a less easily managed discussion.
In this situation the class wms dominated by one student to such an

]In the next major sub-heading is a discussion of an
alternative hypothesis suggested ky the findings.



extent that others were unable to speak freely. Had this one indivi-
dual been absent that day, things may have been quite differemt! Thus
the overall effect of this approach was to produce easily classifiable
and germane responses in a discussion that was easily managed.

Approach VI, therefore, made a significant difference in the
kinds of responses elicited from students and in the ease of
management of the discussion. The use of a low-structured elici-
tation procedure produced positive results in all but one category,
in one class. A low-structured opening interrogation procedure
can elicit responses which are easily classifiable and germsne
within an easily classifiatle discussion.

A question similar to the one raised above in Finding Five
can be raised here, too. Why is it that Approaches VI and II, both
of which began with the same low-structured opening interrogation
procedures, do not produce the same results? The only explanation
here, as in Finding Five, is that the classroom teachers may meke a
greater difference than the approaches themselves do. In the
second school observed in week one (1-2), the teachers themselves
reported that they used discussion a great deal. One teacher, who
had three of his classes interviewsd, said he relied heavily on
discussion methods in his teaching. It would seem legitimate to
think that previous experience in discussion techniques probably
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will do more to elicit moral values and judgment than any parti-
cular approach.

Finding Seven. In Approaches V and VI, regardless of the
amount of structuredness of the opening interrogation procedures,
the effects on the responses and the ease of management were the
sams except in minor instances as mentioned in Finding Six, In
both Approaches V and VI, the responses were easily classifiable
and germane, and were easily managsd. Approach V used a high-
structured opening interrogation procedure and Approach VI used a
low-structured opening interrogation procedure. Thus, according
to the data, either approach would elicit easily classifiable and
germane responses within an easily managed discussion, even though
one had a high-structured opening and the other a low-structured
opening. It seems then that the degree of structuredness may,
therefore, be less a predictor of success in terms of ease of
classifiability and germaneness of responses within an easzily managed
discussion. If either Approaches V or VI, differing as they do,
produced the same results, then ths results must be predicted on
other factors unmeasured in this study.

Additional support for other factors affecting the outcoms
of the results is found in that the first parts of Approaches 1 and
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II were the same as the whole of Approaches V and VI. Yet the results
of Approaches I and II were very inconclusive. One would expect that
similar approaches would result in similar results., This was not

the case as Tables IV 2a and 2c show. This writer concludes,
therefore, that other factors must account for the results obtained
in the different Approaches. Posdﬁlo other factors are considered

in the following finding.

Finding Eight. In all but one class, approaches V and VI
elicited responses which were consistently easily classifiable,
germane and easily managed. Both of these approaches seem to lend
lea to the positive direction as reported in the data,

A caution is to be noted, however. It seems that other
factors’ were opersting in Approaches I-IV. It is logical to look
for these seme factors in Approaches V and VI. Ons of these factors
seems to be that a school, via its principal and teachers, has
established a certain climate towards discussions, a climate either
favorable or unfaverable towards discussions. This is supported
by the fact that six out of the nins groups in Approach VI and

two out of the four in Approach V were from the same school,

1800 also Appendix II for supporting data.
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Based especially on Approach VI, one finds support for the idea
that a schodl's environment will enhance moral development oriented
discussions.

Additional support for the impact of a school upon the
results of this study is seen in the way individusl groups or
classes were characterized when two or more were interviewed in
one school. Of the total 51 situations, only four were not char-
acterized in the same way. (See 9-3a and 9-3b on Tabls IV-2b, 5-2a
and 5~2b on Tables II - 2a.) Thus, whensver two or more classes
were interviewed in the sams school, they were judged to be char-
acterized in the same way in terms of classifiability, germsneness
and management.

Finding Nins. The less easily classifiable and less germane
responses and less easily managed discussion c@hte positively
with each other. The easily classifiable and germane responses
and easily managed discussions also are correlated with each other.
Thus if a discussion wvas easily classifiabls it would almost always
be germane and be easily managed. If a discussion was less easily
classifiable, then in almost all cases it was also less germans and
less easily managed.

The above observation is supperted by data shown in Tables
Iv-éa. 2b, and 2c. Whenever a class' uspmu§ were found to be
ecasily classifiable, they were also found to be germane responses
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and easily managed. This was the case for every class except 1l-2b.
In this class, the bays were reticent to enter into the discussion,
The girls did almost all of the talking,

Tables IV-2a, 2b, and 2¢c also support the fact that when
oral responses were found to be less ndiy classifiable then they
were also found to be less germane and less easily managed. This
was trus for all classes in all approaches. This finding suggests
that classifiability, germanensss and manageability are somehow
related,

Finding Ten. The setting for discussion on moral devel-
opment topics may be an important variable which was not considered
in this research. In the 9-la and 9-1lb classes, Approach I was used.
-In both of these circumstances, the students were in the school
library. The students were seated, four to a table, facing each
other, The 5=2a class was also a study hall with students sitting
tw to four to a table throughout their cafeteria. Approach II was
used in this class. All three of these classes produced less easily
classifiable and less germane responses and had a less easily managed
discussion. With such settings, discussion is rether difficult.
Some of the students would tend to look upon the interview as an
infringement of their study hall time (In 10-3a and 10-3b this was
definitely the case.) and would not want to cooperate.

The setting for a discussion is important also because
of the personal interaction and the ensuing femiliarity of
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students with each other which usually occurs in a discussion. In
a setting conducive to d!.icusion, the expectation is to have
personal interaction and some familiarity with each other. A
study hall and/or school library mmmmtmmmumght
of as existing for discussions. Only very limited personal
interaction is allowed (often accomplished surreptitiously by
students when a teacher is not “looking®). Thus the study hall
and library settings are not normally conducive to discussions of
any kind. They would probably have a negative effect upon almost
any kind of discussion. Thus, the combined effects of the table
and chair arrangements and the expectation of normal study hall
bshavior seemed to produce the overall results ot a discussion
that was less ecasily classified, less germane, and less sasily
managed. |

Finding Eleven. The data in Tables IV-2a and 2b indicate
that Approaches I, II, III and IV are equally effective or ineffective
on a chance probabdlity. The data in Tables IV-2a and 2b show that
the results occurred with an almost 50-50 probatility in each of the
two cells under the major analysis variables of classifiabdlity,
germaneness, and managemsnt. One could say then that Approaches I -
IV produced equally positive as well as equally negative results
regardless of the geographic location, school, ages, and grades
involved.

Finding Twelve. Extreme variation existed within approaches.
For example, school and groups 10-la and 10-1b, mng Approach III,
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produced easily classifiable and germane responses and the discussion
was easily managed. The students talked freely, added comments to
each other's contrimtioha, Mnd questions with germane responses
and interacted with each other. In other words, these classes were
ideal for obtaining positive findings for Approach III. On the other
hand, as Table IV=2b shows, five other classes produced mmch less
positive findings using this same Approach III. Thus, the sams
approach could produce results in opposite directions.

Finding Thirteen. The data in Tables IV-2¢ for Approaches V
and VI indicate that both approaches produced positive results in all
three major areas of amalysis: classifiability, germsneness, and
management. These two approaches did not produce any less easily
classifiable responses or any less germane responses. They did
produce one less easily managed response. Thus, regardless of which
interrogation structure was used, a teacher should in all probability
be able to obtain easily ciassifiable and germane responses, and
the class should bs easily managed. Approaches V and VI, therefore,
are highly successful in elicitating moral development responses as
Judged by the criteria of ease of classifiability, germenensss and
ease of management.

Why did Approaches V and VI consistently produce more easily
classifiable and more germane responses, and why did these two
Approaches appear t0 be more easily msnaged than Approaches I, II,
III, or IV? No definitive answer can be given at this time.



However, a suggestion is made in the major sub-hsading following
that the amount of time available in V and VI was the important
variable,

Finding Fourteen. When Approachses I and II with discussion
prior to any writing elicited easily classified and germane re-
sponses and were easily managed discussions, they seemed to function
as clarifying exercises. The discussion prior to writing stimulated
recall of the curricular experiences (viewing ons of the three films).
It brought to the foreground the salient scenes, messages and paints
of the film. It began to stimulate students thinking about the
meaning of the film and their reaction to it. It also may have
served to raise the amount of frustration experienced hLy students
prior to writing their thoughts. It would have this latter effect
if many students wanted to speak but were unable to do so becsuse
of the time constraints. The writing afterwards in thess two
approaches would probably have tended to relieve frustration and
provided students wvith an avenue of expression.

Finding Fifteen. The data show a lack of consistent results
from any approach with regard to classifiability, germaneness and
management of oral responses. This indicates that important factors
other than the approaches were operating within the dynamics of the
classroom experiences. The possible important factor which seems to
be most likely was the presence or absence of classroom and/or school
environmental elements conducive to opsn and free discussion of
moral judgments. Where either a teacher and/or the physical
environment were negative towards discussion, the classes' oral
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responses were most liksly to be judged to be less easily class-
ifiable, hai germane, and less easily managed. Conduciveness to
discussion was not an element in the design of this study. It has
become important as the results have been analyzed and must be de-
fined. Conducivensss has to do with the atmosphere of the learning
situation. Those factors which seemed to have bsen present in
situations which were easily classifiable, germane, and easily
managed but absent from those situations which were less easily
classified, less germane, and less easily managed are as follows:
(1) a teacher who uses discussion regularly with his/her class,

(2) a school which seems supportive of inquiry and problem solving
approaches to learning reather than requiring just acquisition of
facts, (3) a flexibility and openness to students' involvement in
the learning situation, (4) an absence of authoritarianisa on the
part of teachers and/or teachers and administration. In a summary,
conduciveness was characterised by a greater use of discussion
within a more humanistic framework of education.

Finding Jixteen. The three categories of classifiability,
germanensss, and management were not independent of each other. Oral
responses tended to follow a definite and positive pattern of being
easily classifiable, germans and easily managed or they tended to
follow a definite and negative pattern of being less easily classi-
fiable, less germans, and less easily managed. Thus, these three
variables could be considered as closely inter-related variables.
When all three variables were measured, they almost always followed
the same pattern of results. This inquiry, however, has not sought



108

to establish a causal relationship between these variables. There
is no adequate basis for descriting the relative significance of
these variables,

ALTERATIVE EXPLANATION OF THE DATA

An alternative explanation may explain the results
of Approaches V and VI in contrast to Approaches I - IV. The
major rival hypothesis is that the difference in available time for
discussion played a significant part in all six approaches,
Approaches V and VI were the only two approaches which did not
employ any written responses. Consequently, ths entire interview
time was dsvoted to discussions. The result of the entire inter-
view time being devoted to discuszion could be responsible for the
consistent and positive results of Approaches V and VI. Insuffi-
cient time in Approaches I - IV could be responsible for the incon-
clusive results.

This alternative explanation has merit in that it points
to the major difference between Approaches V and VI versus Approaches
I - 1IV. It rightly singles cut that the interview time was totally
used for discussion in V and VI. By using all of the time for
discussion, the P=0 could develop better rapport and could over-
come any rough parts of the first half of a class period, something
not allowed for in Approaches I - IV. |

On those occasions when Approaches I -~ IV did not
produce easily classifiable and germane responses in an easily



managed discussion they might have, had the entire interview
time been devoted to discussion. The rival hypothesis does not,
however, explain why approximately one-half of all groups in
Approaches I - IV did produce easily classifiable and germane
responses within an easily managed discussion — all within
approximately one-half the interview time.

Time per interview was an uncontrolled variable. No
record was kept of the sctual class period times. A few notations
were made on unusually shart or lang periods, the shortest being
twenty minutes (becauss of an assembly program) and the longest
being seventy-five minutes. Thus the rival hypothesis cannot be
ruled out nor can it automatically be sustained. The rival hypo-
thesis must be recogniszed as an alternative explanation of the
results, or at least as an uncontrolled factor which may have had
some inﬂ.u_ence upon the results,

The "conduciveness” hypothesis set forth earlier in the
chapter seems better to explain the data, but time cammot be
ruled out as an intervening variable. It is not possible within
the current research to be more certain regarding the effect of
time, its relationship to conduciveness and their joint effect
upon the results. |

OB A

A number of things happen in a classroom interview
situstion which do not fit neatly into the predetermined
categories of data reporting. Especially since this dissertation



is descriptive rather than experimental or evaluative, subjective
observations based on the P-0's experiences in the actual inter-
views are included. The subjective observations below are
especially germane to the matter of classroom discussion manage-
ment, the third category of analysis. Other subjective
observations will be based on the quantitative data presented on
Tables IV-2a, b, ¢, and d.



Observation One. Articulate and/or talkative students
tended to dominate classroom discussion. (Articulate refers to
students who express themselves readily in front of their peers
with clear, organised statements and without exhibiting inhibdtions
or fear. Talkative means those students who readily express
themselves without apperent inhibitions or fear but who do not pre-
sent clear and organised statements. Articulate students cossuni-
cate readily, easily, and effectively. Talkative ones usually
speak readily and easily but not with effect.)

Talkative students tendsed to sttempt to suppress with
sarcasm other students with whom they did not agres. It seemed
that talkative students had an image to maintain. Therefore, they
tried to dominate the classroom discussion. Articulate students
were able to express themselves without "putting dowm"™ others.

An outstanding exsmple occurred in situation 3-2d
(Table IV-2b). A male, eleventh grade student held strong opin-
ions which he expressed. Three others in the class disagreed with
him, His response was to ridicule sarcastically their positions.
Some of the students ssemed to be getting upset with him. He dom-
inated even the comtributions of two additional students who agreed
wvith him,

Table IV-2b, Approach IV, shows that the situstion 3-2d
mentioned in the preceding paragraph was judged to have produced



oral response less easily classifiable, less germane and less
manageable, It is of interest to note that a dominating student can
spoil an otherwise potentially worthwhile d:l.scu;sim. This obser-
vation is not new to anyone who leads discussions. It is, however,
a verification of a need for teachers to be able to deal adequately
with such a person. If a discussion is being used to elicit moral
development verbalisation from a classroom of students, such a
problem must be overcome. The negative dynamic of a dominant,
talkative, and/or articulate student or students will not usually
produce general involvement from the rest of the class.

Observation Two. The more quiet students tended to
remain quiet unless severely provoked by ths tglk:t.ive students.
The P-0 attempted through various means to engage as many students
as possible in the discussion. The efferts were met with varying
degrees of success, One of the continual problems of most
discussion management is to involve an entire group in the discussiomn.

 Observation Three. Ease of discussion (freedom to

discuss openly) seemed to be related more closely to the pre-
dominant teaching methods used by classroom teachers than to any of
the spproaches used in this study. It became apparent that some
teachers had been maintaining an open, interactive, non-threatening
classroom atmosphere in which discussion methods were frequently used.
Other teachers were apparently autocratic and even dictatorial. The
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P=0 observed that monologues from the teacher to students and a
diadic dialogue between teacher and one student seemed to be the
pattern of oral discourse at various_ points in the opening part

of some classes. In those classes where discussion seemed to be a
common experience,.the class seemed freer in its interaction with
the P-0. Just the opposite seemed to be the case where a teacher's
bshavior at the opening of the class painted to a rather highly
teacher—oriented classroom situation. In this latter classroom
environment there seemed to be less readiness to discuss or to say
anything which the observing teacher would not want said.

Observation Four. Students' levels of academic
achievement as reported Ly teachers in conversation with the P-0
prior to meeting their classes, did not seem to affect students®
orael responses. In two outstanding cases, teachers forewarned,
*You'll not get anything from those kids®., The teachers were
surprised that the students stated their judgments fairly well and
were most cooperative, This is net to say that those with lower
academic achiesvemsnt were as articulate or used the same vocabu-
lary as those with higher achievemsnt.

It seems that willingness to discuss and having something
worth discussing are shared equally with most students on the aca-
demic achiecvement spsctrum. Beyond a doubt those with higher
academic achievement were better able to verbaliss their moral



judgments and provids moral reasoning to support their statements.
Yet, those reported to be on the lower part of the academic spec-
trum were also able to verbalise their thoughts even though some-
vhat less sophisticatedly. The lower achievers were not bereft of
the abdlity to maks morel judgments and to express them. It would
bs unwise of teachers to suggest "You'll get nothing out of those
kids!® Indeed, Just the opposite is suggested Ly this research.

Observation Five., Students were quite flexible and
were able to adjust to various interrogation structures in their
classroom experiences. Students did not react negatively to a
suitch from low-structured questions to high-structured questions.
Nor did they show any problems in switching back to low-struc-
tured questions after several prohing, high-structured follow-up
questions were asked,

By the tims students have arrived at the eighth grade,
they have probably been exposed to almost any normal interrogation
approach to discussion and interaction. Moving from ane kind of
interrogation routine to another should not present any sort of
cognitive or affective difficulty. Students in eighth grade and
later are well experienced in interrogation spproaches and normally
seea to increase their discussion abilities throughout their re-
maining academic experiences.

Observation Six. In some classroom groups certain
people were stereotyped. Whenever a sterectyped individual made a
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statement, the class responded with an attitude of "that's what we
expected you to say.” For example, one girl disagreed with the
views expressed by a dominant student. As she was speaking, ssveral
members of the class stated audibly, "Typicali® In any situation a
teacher needs to elicit the moral reasoning behind any stereotypical
statements. 7To0 allow class members to consider a fellow member's
contribution as merely typical is to discount that person's contri-
bution,

Observation Jeven. Responses to films seem to be
affected, even to the point of manipulation, by how a teacher
either introduced and/or followed up a particular film. In one case,
8 teacher introduced "High on the Campus® with the directive to look
for ways people got on drugs. Another teacher used the question
"How did the people get on drugs?” as a post-film discussion.
These directives from the teachers seemsd to predispose students to
certain ways to perceive the film., It bscame evident in some of the
low-structured interrogations (Approaches II, IV, VI) that many stu-
dents had experienced a common insight into the film.

Observation Bight. Discussion tended to bs more easily
managed when groups were small to moderete in sise (betwsen
11 - 30 students per group). Groups under 1l in number tended to
be less spontanecus. This latter observation may be due more to
the intrusion of a stranger than to group siss. In one situation



of only three students (2-2b) it was obviously the case that the
interviewer was a threat to the students. Even the teacher said sof

Groups that were larger thamn 30 students presented all of
the problems associated wdth large group discussions, for example,
involvement of the entire group, maintaining interests, maintaining
the general direction of the discussion, and stimulating students
to talk in a large group. In addition, the larger groups tended to
be in non-classroom settings. Several were in study halls which met
in the school cafeteria or library. Thess groups were normally
"patrolled” by teachers to kesep them quiet. The intrusion of this
interviewer into the relatively quiet study halls was a remarkable
departure from the norm expected by students and maintsined by teach-
ers and administration. Several other large classroom groups met in
their gymnasiums — facilities not conducive to good discussion
and unfamiliar to students except for gym classes.

Observation Nine. After writing their responses
prior to discussion, students tended to have littls or no oral
responses. Whatever they felt and thought, they already stated
mrivately on paper. They were not about t0 say anything orally
in front of the whole class.

A teacher must take care that the questions responded to
in any private, written mode are not either so exhaustive or ency-
clopedic as to preclude oral discussion. The teacher should also be
sure that ths questions do not elicit "soul baring" responses
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which atudénts would be reticent to reveal to the entire class.

So then, if discussion is to follow a witten exercise, the questions
in that exercise should be formulated to produce sharing and inter-
action among class members in a discussion. Students' written
answers should not be such that they are a threat to the writer if
revealed to the class in a discussion,

Observation Ten. Religious answers could bs interpreted
in any of several ways. Occasionally some of the reasons for
moral statements about why something is right or wrong
elicited responses such as "the Bible," "God," or “Jesus Christ"
says so. These replies are difficult even for a religious
educator to classify. A student could be thinking of the Bible,
God or Christ as heteronomous, law-giving entities who are to be
respected from a Kohlberg Stage 4, Law and Order orientation.

On the other hand, a student could view the Bible, God and
Christ from a Stage 1 or 2 viewpoint: one must obey or be
pmished. This latter view might have a strong sense of eminent
Justice involved in it-as well, It is also possible to use an
appeal to the Bible, God and Jesus Christ in a Stage 3, Inter-
personal Concordance Orientation, in which moral reasoning is
founded in conforming to role expectations of significant others.



SUMMARY
Six different elicitation approaches were used in a moral

development based discussion. The Approaches I - IV, differing in
interrogation procedures and response modes, did not consistently
elicit moral reasonings that were easily classifiable and germane
and that produced discussions that were easily managed. Approaches
V and VI did produce the same consistent results. Since both
approaches were different and yet elicited the same results, this
witer concluded that other factors than the approaches were in-
volved that produced the positive results.

It was discovered (1) that school and/or school and class-
room atmospheres, and (2) that past experiences with moral develop-
ment based discussions were seemingly more important than any of
the six elicitation approaches. Rscurrent throughout the findings
was the presence of an atmosphere conducive to discussion in certain
interviews and its absence in others. Detailed and consistent
information on comduciveness to discussion was not systematically
collected on classes, groups and schools. )lotaum, however, were
made on numerous situations to allow for an observation to be made
on the atmosphere of the situations and students® past experiences
with discussion. Situations in which an atmosphere conducive to
discussions produced moral development discussions which were
easily classified in accordance with Kohlberg's stages and levels,
were more germane to Kohlberg's schema and were easily managed.
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Various subjective observations were also mads based on
the P-0's involvement in the interviews. The sum of the subjective
observations is that this inquiry showsd numerous other elements
are involved in discussions in schools. Some of the additional
elements are as follows: certain kinds of students tended to
dominate discussion, ease of discussion was more related to class-
room methods and atmosphere, academic achievement was not an accur-
ate predictor of degree of involvement in the discussion, students
adjusted quickly to different interrogation structures, stereo-
typical roles were in evidence, teachers probably influenced a
film's effect by focusing the students' attention, discussions
were more udly-mﬂgcdinmupsor-dltomnu sige,
written answers prior to the discussions seemed to reduce subse-
quent involvement in discussion, and appeals to authority for moral
reasoning had to be probed for the reason for the appeal in order
to ascertain the moral development stages of the students.

The research question asked what is the facility and con-
fidence of classifying students' responses in terms of Kohlberg's
moral development schema? Classifiability (easily vs. less easily),
gormaneness (germane vs. less germans), and management (easily
managed vs. less easily managed) were the criteria used by the P=0
to judge each interview situation. The findings reported above
show that both eass and confidence in classifying verbalizations of
moral reasoning are not elicited with consistency by any of the first
four approaches used. Approaches V and VI elicited the same con-
sistent responses even though their elicitation procedures were



different. It was concluded that other factors, uncontrolled and
unmeasured, were involved in the testing situation. A factor that
appeared and came to be of greater importance than the six approaches
was the presence or absence of an atmosphere conducive to discussion
in each situation.



CHAPTER V
1 CATIO! CO. ON

In this final chapter certain implications for teaching
for moral development will be drawn. These ilp]:l.caticps will
reflect, at least in part, upon Kohlberg's approach to moral
dovolo;-ont. A section also will seek to relate Kohlberg to
the field of religious education.

DMPLICATIONS FOR EDUCATION
The findings and observations suggest several implications

for education. These are as follows:

Implication One. The physical setting of the interviews
in this study was more important than the manipulation of parti-
cular interrogation procedures. Several of both the objective
and subjective findings pointed to the fact that the six elicita-
tion approaches seemed to have less to do with increasing the
classification of responses than did the physical teaching-
learning environment. The settings of several interview situations
(9-1ay 9-1b, 5-2a, 10-3a and 10-3b) were not the normal ones used
for discussions. These settings were in study halls, physical
education and health education classes. They seemed to have a

negative effect upon the discussions.
121
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Implication Two. ~ Effectiveness of a curricular experience
seems to lie not in the objective, plammed experience as much as in
the use made of it by students and teacher. This implication is
similar to the findings of many studies which have compared curri-
cula and instructional methodologies and found no significant differ-
ences between curricula and/or instructional methods. Clearly,
Approaches I-IV of this study support these findings, too. A
teacher could choose any of the first four approaches with a
knowledge that each approach had an equal chance of success.

thretoro. discussions to assess moral reasoning cannot
be constructed mainly with the mechanics of discussion techniques
in view. Discussions should be constructed with the entire edu-
cational setting in mind, Teachers need to be trained to comsider
the setting of the assessment and not merely the assessment routine.
A democratic, discussion oriented teacher will tend to elicit re-
spmamtmmmdomlycmuﬁabh\dﬂﬂmmm
managed discussion., A more dictatorial or less democratic teacher
could probably use a similar discussion technique and receive
opposite results. Thus the educational setting in terms of condu~
civeness to discussion will seriously affect the outcome of the
elicitation process.

Isplication Three. Students may be susceptible to move
to a higher moral development stage by direct suggestions from a
teacher. A teacher would accomplish this by instructing his stu-
dents to look for certain kinds of moral development arguments or
messages within a plamned curricular experience such as viewing a
film on drugs or on abortion. The teacher could suggest that
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certain kinds of messages are present in a film which give a higher
view of equality or Justice than others and that the students should
look especially for these higher messages. The students would thus
be sensitized to be alert for certain messages which were at least
one stage above their owmn moral development stage.

This implication is founded upon two points. The first is
Subjective Observation Seven in the preceding chapter. It was
observed that a teacher's instruction prior to or following the
viewing of one of the films seemed to predispose students' responses.
The second is that Blatt (1969), Blatt and Kohlberg (1971), and
Turiel and Rothman (1972) suggest that students will often move to
a higher stage of moral development by hearing moral arguments on
one stage higher than their owm, will reject arguments below their
owmn stage and will not understand arguments two or more stages above
their own.

Consequently, a teacher could use a moral dsvelopment
curricular experience to induce a moral development move one stage
higher. He would do s0 by pointing cut moral development messages
that were one stage above his students' present stages.

Several problems are associated with such an approach to
teaching. The teacher must resort to a non-developmental approach
to teaching in order to achieve development. Thus his pedagogy
would be inconsistent with his view of human development. A second
problem also exists, namely, inducement to a higher stage does not
in and of itself mean that cognitive structural changes have occurred.
A student could verbalise a higher stage based on environmental cuss
from his teacher without truly having accomodated any structural
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development. Merely to obtain recognition of a higher moral devel~-
opment message is not equivalent to functioning on that stage of
development. |

A teacher could and undoubtedly would use curricular
experiences as stimuli t0 moral reasoning. To be comnsistent he
would have to use these experiences as stimuli for elicitating
moral judgments and their structunl components in moral ro@on:l.ng.
He would have to avoid the temptation to manipulate a student to a
higher stage.

In contrast, a desvelopmental approach to teaching seeks not
to push or pull a student to a higher stage. Instead, a teacher is
aware of moral development stages as they naturally develop. When
a student's disequilibration is sensed by a teacher, the teacher
can become one who enables a student to clarify his own thinking and
help him/her to perceive another kind of moral reasoning and judgment
wvhich is at one stage higher than the student's present stage. By
using a developmental model of teaching, a teachsr does not manipu-
late a student to a higher stage. Instead, a teacher assists stu-
dents as they develop.

Implication Four. The most important factor in this study
seems to be the conduciveness of the atmosphere of the school to
opsn and free discussions as mediated especially bty the classroom
teachsr. Consequently, elicitation procedures as well as moral
development curricular experiences are sscondary elements in the
elicitation process. Unfortunately, this observation became clear
at the end of this study. Further research needs to be dons to more
clearly substantiate this observation.
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Sullivan (1975) reports a similar finding in the study of
moral development in two secondary schools in Canada. He reports
that the atmosphere of one school was more open and democratic than
the other. Also, the teacher involved in the opsn and democratic
school was cooperative. The other teacher was very authoritarian
and conducted his classes in an authoritarian mamner. Sullivan
stateds

We became much more sensitive to how structure of the
school can implicitly encourage a certain kind of morality,
e o o o Many of the efforts of individual teachers to help
students toward a post—conventional (stage 5 or 6) level of
moral development are frustrated bty a school atmosphere and
organization which constantly eaphasises lower stage values
and principles.

Verbalisations of moral reasoning in a discussion seem,
therefore, to be more a function of the conducivensss of the set-
ting and not merely to variations of elicitation approaches used.
The implication for teaching is plain: a teacher as well as school
admimi strations must provide the conducive atmosphere for discussions
to be effective in elicitating morel reasoning in terms of ease of
classifying responses, germaneness of responses, and ease of manage-
ment of the discussion.

Additional research should control the variables associated
with the educational setting. Such things as students' experiences
and familiarity with discussion, moral stage of the teacher and
school, and peer pressure to conformity are some 6: ths most ob-
vious variables.

Lief and Young (1975) also report that the moral atmosphere
of a high school seems to be a dominant force in the verbalisations

of moral development of students. Lief and Young (1975), Sullivan



(1975) and this study all seem to reflect Stewart's idea of the
school as a "just moral commmnity* (Stewart, 1975). Stewart has
begun to describe the application of the theories of Piaget, Dewey,
Kohlberg and others to a school setting. The school environment
is seen as a coomunity where principled moral judgments are the
predominant method of morel interaction by the faculty, adminis-
tration and students.

Additional research needs to be done that measures the
conducivensss of a school's environment to moral discussioms.
This research would provide valuahble insights into the effective-
ness of varying kinds of school climates upon verbaliszations of
moral reasoning and upon moral development.

Implication Five. A developmental modsl of teaching
needs to be used in moral development education. Kohlberg has des-
cribed moral reasoming in developmsntal terms but he has not pro-
vided a teaching-learning model based on developmental psychology.
In fact, Kohlberg's teaching-learning modsl is more closely related
to a behavioristic stimulus-response modsl. That this is the case can
bes seen in the several atteapts to teach for the purpose of increas-
ing moral development. In several studies (Blatt and Kohlberg, 1973;
Turiel, 1966; Blatt, 1969; Rest, 1968, 1973, 1974) students'
moral developmsnt stages were dstermined by a pre-test. Subsequent
experimental treatments were given to students on stages one and two
stages below and above their pre-test stage. On the whole, students
who received messages one stage above their pre-test moral develop-
ment stage produced more growth in moral development than those who



received messages two stages above their pre~test scores. Kohlberg
and others used developmental psychology to analyzs the students'’
levels and then provided artificial stimuli to the students to, in
a sense, push or pull them up one stage higher. By the very nature
of their experiment, the developmental psychologists abandoned a
developmental approach. Instead they accepted a stimulus-response
teaching-learning msthodology. The result has been a seemingly
unvitting alliance between developmental psychology®'s theory and a
behavioristic education model., One thing seems certain. Kohlberg
has not provided a developmental model of teaching.

Piaget (1974; and Flavell, 1963) has attempted to delineate
some of the basic principles of teaching from a developmental view-
point. According to Piaget, "to educate means to adapt the indivi-
dusl to the surrounding social environment® (Piaget, 1971). In
order to do this, education should seek to use the * . . . impulse
inherent in childhood itself, allied with the spontaneocus activity
that is inseparable from mental development.” Puplils' needs will
lead them to be interested in learning, and interest will lead theam
to learning activities. Piaget states that the ® , . . principle
aim of education is to form [a child's] intellectual and moral
reasoning power® (Piaget, 1971). This power can only be formed
within a student by himself. Education can only provide helps within
a student's environment with which he can constitute his intellectual
and moral powers. These powers are conceived by Piaget in the



intellectual area as coherence and objectivity and in the moral
area as reciprocity.

Based on his view of education and developmental pay-
chology, Piaget concludes that the educator must be concerned with
the structure of a child's thought. Mental development is a process
that continues from infancy's pre-operational level through formal
operations. Each age group can assimilate what its needs and
interests are capable of assimilating. Environment plays a signi-
ficant role in such an educational setting. According to Piaget,
", « o Sound methods can . . . increase the studsnts' efficiency
and even accelerats their spiritusl growth . . . " (Piaget, 1971).
He suggests that the social transactions in the educational setting
are the key to moral development. In his own summary, he states
that

social life, introduced into the classroom through the agency
of effective collaboration among the students and the
sutonomous discipline of the group « « « « is morality, in
action just as "active" work is intelligence as act « « . «
Cooperation leads to the formation of . . . justice based on
;g\;;]).ity and [values] of “organic® interdspendsnce (Piaget,

Piaget thus suggests not a contrived environment in which
a teacher seeks to push or pull students up one or more stages in
moral development. Instead, he suggests an environment in which
each individual is invelved in interpersonal relationships in
learning situations. The requirement of cooperation in such inter-
personal learning situations will tend to produce moral development

activity.
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Lief and Young (1975) have found significant superiority
in moral development of twelfth graders who had spent three
years in an open high school in comparison to incoming tenth graders
to the open schoel and also to0 both tenth and twelfth graders in a
more traditional high school in that city. The difference was
attribated to the moral climate of the opsn school in which pupils
and teachers interacted in uncontrived moral discussions and
decisions which permeated the school's environment.

The findings stated in Chapter IV of this dissertation
suggest that school climate may be the key factor in eliciting
responses that reflect moral development. If this is the case,
then Pisget (1971) and Lief and Young (1975) support each other:
an educational environment which is conducive to morel discussion
is more likely to produce an increase of moral dsvelopment. This
kind of educational climate is not manipulative nor does it seek to
pull or push a student to a higher stage of moral development. In-
stead, it is a supportive enviromment in which transactions occur
between inter-related persons, teachers-and-students, students-and-
students. The school described in the Lief and Young study seeas to
be of this sort. Educational psychologists and curriculum developers
need to work together to develop a curriculum which is based on devel-
opmental principles. Based on the findings of the present research, it
is important for educators to understand the dynamics of moral edu-

cation.



REFLECTIONS
Following are several ideas which developed from .

reflecting on the findings of this research.

Reflection One. A teacher must be able to elicit moral
reasoning bshind a moral judgment statement. Often an appeal to any
authority base for a morel judgment, whether it be a human being,
the Law, God, or the Bible, needs to be explored in terms of the moral
reasoning behind such moral verbalizations. A teacher in this
cdrcumstance would have to ascertain from what stags of judgment
a student was basing his appeal t0 an authority. It is important
that a teacher not fall into the trap which Piaget mentioms in
The Moral Judgment of the Child (1965). In this book, Piaget uses
the word psittacism. This is any kind of parrotting. He uses it to
refer to a child's parrotting adult-liks words and concepts without
truly understanding what they mean. Anyone who has been involved
with children in religious education in the church can give examples
of psittacism. A teacher in religious education must be doubly
sware that his subject matter is definitely adult: concepts, events
and stories are all geared to an adult mind, Theologizing has
lifted the essentially biblical material onto a rather abstract level
beyond the cognitive grasp of many psople and not just children. To
begin to atbribute sound theological reasoning to a child's verbali-
zations is to read into the child's words that which is not present.
Even correct non-theological words need to be suspect of psittacism.
'Theniblesgysit'surmg" can be an appeal to a higher source of
authority than one's ego-centric, hedonic orientation, or it could
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be a mere psittacism wdthout any meaning aside from "God's gonna get
you if you sin." The teacher must help a student to articulate his
reasons for appealing to an authority. Without knowing the reasoning
behind a statement of moral judgment, a religious education teacher
could easily be misled to ascribe too high a moral development

stage to a student.

Thus, appeals to God, the Bible, Jesus Christ or another
authority base in moral reasoning requires further clarification
by the spsaker. Without a student's clarification as to why he
appealed to an suthority, a teacher is unable to determine the
moral developmesnt stage of a student®'s response.

Reflection Two. The teacher is the crucial human com-
ponent in moral education. Serious doubt exists in this writer's
mind that Kohlberg has grappled with the implications of his
developmental psychology for the teacher's role. Rest (1974)
suggests that a teacher's role in management of discussion is crucial
to research and teaching in education using xoh;borg's moral devel-
opment framework. Yet the skills for discussion leading have not
been specified. Blatt has reported effective experimentation in
helping students to move to a higher moral development stage (Blatt,
1969, 1971). Blatt, however, has a clinical psychology background,
which in all likelihood has had a powerful influence upon his ability
to lead a discussion. Thus, according to Rest, knowledge of devel-
opmental psychology plus ability to facilitate group processes be-
come of tremendous importance to a teacher. Rest points out, however,
that a Herculian task faces the usual teacher. He says that a
teacher must be femiliar with Kehlberg's developmental psychology,
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have the abdlity to code and score mantally the students verbal
responses, and have the abdlity to construct on the spot retorts on a
"plus one" stage to student comments. His acinowledgment that such
requirements might be unrealistic to expect from teachers is surely
an understatement., He concludes: "Perhaps with special training,
such responses to recurrent statements would be possible — but in
any case, Kohlberg's advice to teachers is enormously difficult to
carry out."

There are enormous difficulties involved in actual classroom
discussion management. It is extremely difficult to be listening
10 a student's responses, mentally scoring the responses (includ-
ing all the re-checks to be sure the messages are correctly under-
stood), and along the way constructing a reply to the student to
elicit more of this thinking. And at the same times, it is necessary
to maintain the interest and attention of the other members of the
class!

To ask a teacher to be able t0 do all that is required of
him or her as sketched above is probably asking for more than a
teacher can normally give without a large amount of traiming as
well as experience. BEven then, it is doubtful if a teacher can keep
all of these operations going at the same time. Furthermore, as
stated earlier, influencing moral development by manipulating stu-
dents is not consistent with a developmental approach to teaching.
Perhaps the enormous task requiremsnts for such manipulation
make its use in education extremely difficult if not impossible.
To be consistent, a teacher using Kohlberg's approach of developmental
psychology and justice as the summum bonum of morality ought to
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eschew manipulation, including the "plus one match® methods used in
some of the educational experiments based on Kohlberg's research.

The research reported in this dissertation showed that in
some cases a discussion on moral development based upon a common
curricular experience can be a means of increasing the classifiability
of values responses. On the other hand, there are some situations
that are not easily used to increase the classifiability of
moral reasoning. For a discussion involving moral development
or moral reasoning to be a worthwhile activity for both teacher .
and students, the discussion should be capable of being easily
classifiable into a trustworthy developmental schema such as
Kohlberg's. However, the inconsistencies demonstrated by this
dissertation's inquiry shows that such classifiability is not
alwvays profitable and easily accomplished.

A serious question still remains. Should a teacher try
to classify students®’ verbalised moral reasoning? In doing so,
a teacher may tend to be both judgmental ("He's on a lower stage
and therefore not as mature and 'good’.”) and manipulative
("I wonder how I can get him to move up a stage or two this year?
Maybe 1f I use the right approach, he'll move mare quickly.").
The failure to produce consistent findings in the research reported
herein may have served a helpful purpose in turning attention to
the question of ought a teacher purposefully to classify moral
reasoning.

Teachers, as well as parents, will tend to classify
children's moral reasoning. Knowing Kohlberg's schema will provide
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a means of more adequately conceptualising descriptions of such moral
reasoning in terms of Kohlberg's developmental psychological approach.
Knowing also that the interrogation approaches themselves are not
particularly germane to increasing classifiability wdll be helpful
for teachers. The indications from Chapter IV are that ease of
classifiability, germaneness and ease of management seem to be

more closely related to classroom climate than to the approaches
used in the discussion. This would parallel what Lief and Young
(1975) have discovered and also what Stewart (1975) suggests for
model classroom atmosphere. Stewart's idesa of school as a "Jjust
moral community,” and Kohlberg's own embryonic suggestions for
teaching (Kohlberg 1970a, 1970b) are very similar. The

implication is tbhen that teachers probably are more responsible

for the moral development of their students than heretofore formal
education has been willing to admit. Recent writings on the

"hidden curriculum® or the "unstudied curriculum” (Kohlberg, 1970b)
suggest that educators are becoming aware of this problem. If the
moral verbalizations of students can be thwarted or aided by
teachers' attitudes towards their classes then students' moral
development may also be likewise directly influenced. Teachers

and school officials will need to understand the dynamics involved
in moral development and seek to provide for effective operations

of those dynamics. If the developmental approach is adequate for
an educational model for teaching, then the model may have more in
common with an activity and discussion-centered approach to teaching
than with a traditional approach.
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KOHLBERG AND GIOU. TION

Kohlberg's analysis of moral development provides insight
for the religious educator. Assuming that a more theistic philo-
sophical framework will be worked out, and such is being attempted
(Rowen, 1975), Kohlberg's moral stages can be a valuable tool in
constructing curricular experiences, teacher training, ministerial
and youth leader training, and parental trainming.

The cognitive developmental approach has helped
teachers to be aware of the cognitive developmental stages of
students. Likewise, Kohlberg's schema of moral development
stages provides a rudimentary moral map for religious education.
Already a few psople are begimning to apply Kohlberg's moral
stage developmental approach to church related education.
Bachmeyer (1973) has worked out how the Golden Rule could be
explained to students on each of the six moral development stages.
(Bachmeyer seems to fall into the same teaching model, however,
which was criticised for its non-developmental character. At
least he observes that people do advance to higher stages for other
reasons than the provocation of teachers!) Bergman (1974) has
begun to contrast Kohlberg's moral decision making approaches with
the ethical positions of Bonhoeffer, thus providing a more orthodox
theological approach to moral development. Kohlberg himself is in
dialogue with a Harvard colleague, Dr. James Fowler, who is investi-
gating faith developments (Kohlberg, 1974).
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Perhaps a key contribution that Kohlberg makes to religious
education is that a child has within him the capacity to affect
higher moral judgments., Teaching moral character traits or insisting
upon compliant behavior is not in conformity with the development
of the human organism, Instead, appeals can be made to higher moral
reasoning.

Religious educators, however, assume two things which Kohl-
berg's approach does not. The first is that human beings choose
willingly to separate themselves from God's grace, msrcy and love
and willingly follow their own way. To use the theological and
biblical terminology, man chooses to sin. The second is that God
has acted to end man's alisnation from other men and from God. God
has provided a gracious and loving solution to alienation, This
theologically and btdblically is called salvation with its related
concepts of justification and sanctification.

The two theological concepts, sin and salvation, lead to
the following questions which need to bs answered from within a
theistic-developmental framework: (1) What is the relationship
between moral development and sin? Does a person sin at all levels
and stages of moral development? (2) What effect does personal
conversion have upon moral development? (3) How is moral develop-
ment related to sanctification, a continued development to a more
nearly holy life? (4) Can a person develop to a high degree of
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sanctification without also developing to Stage 6 in moral
development? (5) Are religious beliefs internalized in the
same way and somehow correlated with moral development?

(6) Are Kohlberg's moral development schema and Fowler's
spiritual development schema compatible with an Evangelicall
position?

Moral development is not Jjust behavior but a whole complex,
cognitive process of moral reasoning and judgment which precedes
overt moral behavior. Moral reasoning and choosing the correct
behavior, become the continuing expsriences of moral development
and action. Many religious educators would be less inclined to
disregard content as Kohlberg does. They would, however, be very
inclined to agree that reasoning and motive are important processes
in moral dscision-making preliminary to moral action. Religious
educators know the lack of lasting effectiveness of morelizations
and exhortations, They welcome more effective ways to moral edu-

cation, some of which Kohlberg's research has suggested.

cal is defined here in its historic sense as being
committed to the position of the suthority of Scripture; the alien-
ation of man from himself, others and God; the need for personal
salvation; the need for continued guidance in living out one's life
in this world, and a hope of an eternal, happy state with God.
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The evangelical religious educator perceives both the
insights to be gained from Kohlberg's analysis and the problems
associated with his neo-Platonic, naturalistic humanism. The
problems are not insurmountable if the insights can be translated
into the realities of church-centered education with a revelational
underpinning.

Drawving insights into practical forms for moral development
in a church setting will probably require significant changes in
the structure of the traditional church education program. The
authoritarian, heteronomous, punishment oriented, and good boy/girl
approaches used in much church education will have to be modified.
The problem is inowing with what to replace these lesser levels,
Kohlberg's developmental approach to describing moral development
and to a lesser extent even Piaget's approach to cognitive develop-
ment have not yet been carefully translated into curriculum and
instructional materials dsvelopments, The lack of developmentalism
in education is a problem in secular education and even more so in
church-centered education.

Several implications of moral development education applied
t0 religious education are becoming apperent: |

(1) Adults, and especially perents, will need to think
in terms of the meaning of stages and levels of moral development.
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This need becomes especially important when parents realize that the
moral development level of their home may be a significant factor
in their children's progress in moral development.

(2) Parents will nesd to be supportive of a moral develop-
ment curriculum and atmosphere that a church develops as part of its
educational program. If religious education moves into moral devel-
opment education, parents will undoubtedly have to be involved, too.

(3) A total curriculum and instructional materials will
need to be developed from within a theistic framework of a moral
development approach to learning.

(4) Teachers and helpers will have to be trained in the
new curriculum and how to use the new or newly adapted instructional
materials.

(5) A church's educational program will have to be reorgan-
ized toaccommodats the new curriculum, Small segments of time such
as the traditional Sunday school howr may be too small for a theistic
moral development curriculum. Parents as well as other adults may
have to take an active part in the teaching-learning situations of
the children and youth, not only in the structured curriculum within
the church building but also in their homes and in the informal
parent and adult contacts with children of the church.

Finally, (6) evaluation and sense of accountabdlity will
need to permeate the development and execution of a new church-
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centered program of theistic moral development. A church needs to
know what is effective, what needs changing and what changes to
make in developing a program. Program leaders and developers need
to have a sense of accountability in order to assure that effects
are obtained and development of students progresses as efficiently
and effectively as possible.

A new approach is needed to religious education through a
local church based on theistic moral development views., It is too
early to describe how this new approach would function. Nevertheless,
such a new development is needed if Kohlberg's findings are to be
applied in a church-centered education program.

CONCLUSION

The research reported in this dissertation assumed that
Kohlberg's description of moral development was an adequate beginning
point to inquire into the possibility of classifying students' oral
responses in a discussion of moral issues. Six elicitation approaches
wre developed to determine if any of the procedures would produce
easily classifiable and germane responses within an easily managed
classroom discussion.

Four of the six approaches did not produce consistent re-
sults. No explanation could be found for the consistency of the
two approaches in contrast to the other four, especially since the
two consistent approaches were very similar to two of the incon-

sistant ones.



Numerous observations were made based on the data. The
most crucial observation concerned the conduciveness of the school
and classroom to moral discussions. It appears that elicitation
procedures, along with probahly many other curricular experiences,
are affected by the educational enviromment.

Kohlberg's approach to moral development has numerous im-
plications for moral development education. The most important im-
plication is that a development model of teaching moral development
needs to be designed.

Religious education also can benefit greatly from Kohlberg's
moral development schema. Certain changes need to be made within
religious frameworks in order for a theistic moral development
educational curriculum to be usable in a local church setting.
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APPENIIX I

The following are brief summaries of the three films
used as the bases of the moral development curricular experiences
of the inquiry reported in this dissertation.

HIGH ON THE CAMPUS (HOC)

'HOC is about the ei’fects of illegal drugs, including
alcohol, on the lives of teenagers. It consists of mostly die-
logue and a few action scenes. The film attempts to be "docu-
mentary" in style, through the use of monologues and discussions
with drug and former drug users.

HOC opens with a graveyard scene .in which a backhoe is
digging a grave. Art Linkletter next appears and talks about his
daughter's drug problem. Other scenss include the following:
selling drugs on a high school campus, personal monologues on
drugs by both young males and fcmales, a police drug arrest and
jail scene, various kinds of interpersonal problems between parents
and youth who use drugs, a psychological interview with a drug
user, a "rap” session with a small group of drug users which leads
to several youth's sharing how Jesus Christ helped them in their
drug problem, and other young people who state that they have no
solutions to drug use. Approximately the last ten minutes of the
film focus upon the relevancy of a personal relationship with Jesus
Christ as a means to overcoming drug and drug-related problems.
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The final sequences of the film are of a mother and sister
of a boy named “Peanuts”. "Peanuts" was heavily involved with drugs,
seemingly incorrigible, and was expelled from his house by his mother.
"Peanuts™ goes to a nearby vacant house and takes a fatal overdoss.
The closing scene of the film is in the same graveyard in which the
film began., This time "Peamuts'" burial is going on. The dialogue
over the scene regards the contrast between "Peanuts'™ death and a

friend's finding escape from drugs through faith in Jesus Christ.

FLIP SIDE (FS)

"Flip Side" is the name of a coffeehouse run by a group who
are attempting to influence young people with the Christian Gospel.
This film is more dramatic than HOC. It involves several vignettes
of young people and the problems they face. The following problems
are portrayed: drugs, pre-marital sex, venereal disease, pregnancy,
abortion, suicide, rebellion against parents, empty religion, and
alcoholism. Throughout the film various religious messages are
conveyed through a folk singer and through various dialogues between
the youth and the coffeshouse staff.

HEY THERE, VONDA! (HTV)
The star of this movie is Vonda Kay Van Dyke, Miss America

of 1965, She is featured in a press conference and as a spuknf at



a high school assembly. Some dramatic sceéenes are portrayed in
which three boys decide to disrupt the assembly. Vonda's
assembly program includes a ventriloquist skit as well as ethical
and religious statements regarding a philosophy of life from a

Christian perspective.



APPENDIX II

A recurrent theme in a number of the findings of this
study was that conduciveness to moral discussion seemed to be the
most significant single factor operating in all thes interviews.
Table A-1 demonstrates the relationship. The control of conducive-
ness was not part of the original design of this study. Conse-
quently, the data below are post hoc, soft and impressionistic.
The totals for each block are summarized in the bottom right
hand side of each block. The other numbers in each block repre-
sent each school or group interviewed.

Twenty-five groups were in the "high conduciveness"
category, easily classifiable, germane, and easily managed. Only
one group was categorized as "low conduciveness but easily
classifiable.” Six groups were in the low conduciveness and
less easily classifiable, less germane and less easily managed
block. Thus conduciveness is associated with ease of classifia-
bility, germaneness and ease of management and lack of conducive-
ness with less easily classifiable, less germane and less easily
managed discussions.

Seven groups were in the high conduciveness but less
easily classifiable, less germane and less easily managed block.
This suggests that conduciveness, as measured by the admittedly
soft data in Table A-l, may not be the only major factor that
influenced the outcomes of the six approaches. It also could

5
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TABLE A-1
COMPARISON OF CONDUCIVENESS T0 FINDINGS OF
CLASSIFIABILITY, GERMANENESS, AND MANAGEMENT
CONDUCIVENESS
HIGH LOW
I-1 1=3 ~Ia 7-3b
1-2a 2-1 5-1c 10-la | 5-1b
& a 1-2b 2~-2a 5-2b 10-1b
g 1-2¢ 2-2b 5-3a 11-3b
] 1-2d 3-la 7-la
g 1-28 3-1b 7-1b Total=25 Total=l
a 1=2f 233 7=3a
2=3 11-2b —3=2d 9=1b
| a 3-2a  12-3 k=22 11-3a
§ 530  4-3b 5 2a
3 | 11-2a Total=7 | 9-la Totalebd
1=1 1-2F 3=1b 7-1b
1-2a 1-3 3-1¢ 7-3a | 1P
e 1-2b 2-1 5-1a 7-3b
) a 1-2¢ 2-2a 5-1¢ 10-la
] 1-2d 2-2b 5=-2b 10-1b
1-28 3-la 5-3a 11-3b
7-la Totals25 Total=l
g 2-3 11-2b 3-2d 9-1b
g 3-2a 12-3 I~2a 11-3a
5=3b 4=3b 5-2a
1ll-2a Total=7 9-la Totals=b
1-1 1-3 5-la 7-3b
1-2a 2-1 5-1c 10-la | 5-1b
1-2b 2-2a 5-2b 10-1b
1-2¢ 2=2b 5=3a 11-3b
1-2d 3-la 7-la
12 3-1b 7-1p Total=25 Totalsl
1=2¢ 3-3a 7-3a
by 2-3 11~2b 3-2d 9-1b
ga 322 123 k22 11-3a
3| 53 43 5-2a
11-2a Totals7 | 9-la Total=b
NOT CLASSIFIABLE 3-2b 9-3a
7 9-3b
ACCORDING TO 4=2b 11~-la
4=3a 11-1b
CONDUCIVENESS 7-2 12-1
9-1b 12-2
Totalw=l2
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only reflect the lack of precise control of the variable
conduciveness,

Twelve groups could not be categorized with regard to
conduciveness because of lack of information.

The table supports the findings which suggest that easily
classifiable, germane and easily managed discussions are related
to conduciveness of ths classroom atmosphere. There is some
ambdvalence to this finding, however, because seven groups had
high conduciveness but were less easily classifiable, etc. and
twelve groups could not be categorised. Thus a cautious
conclusion would be that conduciveness did have a significant
effect in the responses elicited. Future research will need to

measure or control the variable of conduciveness.
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