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floral development education is healing increasingly lore

inportant for echoation. Laurenco Kohlberg' e approach to moral

darelopent aeaeeuent is a valuable atartinc point for aaaeodng

aoral developent. His approach ie too couplicated ‘ tine

moms. however, for cluerooa teachers to nee. Alec. lohlberg

never intonded hie acne-Int routine to he need 13 claurool teachers.

A need exiata for an unobtruaive. reliable, eaeily amn-

ietered and ahort loral develop-ant aaeee-ent procedure which

would elicit verbaliaationa of otudente' aoral Judpenta for

aaeeu-ent w a teacher. the reaearch quection or this dluerta-

tion is as follows: Is it poeaiblo to incroaee the classifiahuity

or etudonte' verbal atataeenta during a docuacion baaed on a aoral

develop-out curricular experience?

MommummWauacriptive

Mtheetfectimaaotaixapproachutoaananmaloraldevel-

client diacnaeion. The oix approach» were varied aa to interrogation

structure, hit: and lov-atructurod oped.“ oral quationa. and to

reaponae aodo, oral nepouao prior to mitten reapouaee. oral
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responses tollmdng written neponess, and oral responses Idthout

aw written responses.

Subjects were aale and fouls students in pades eight to

twelve in randolly chosen schools. The “Moots had participated in

a particular curricular experience of vieulng one of three tiles

ilich contained aoral develop-mt asssagss.

The responses of students were analysed using the following

criteria: (1)Was deterdned by ease of asdgning a

Kohlberg aoral developent stage to each response. (2)W

as deter-ined w the relevance of the responses to Kohlberg's noral

developent ache-a. and (3)mmas deter-fined by

several stated mup «Una-1c principles.

The data showed that four or the approaches did not elicit

aoralreasoMngsthatwereeasilyclasdfiableandpraaneand

that produced discussions that were easily aanaged. The last two

approaches did elicit condstent results. Since the two approaches

were cum-em. yet they elicited the eaee run... the writer con-

cluded that other factors not essential]: related to the approaches

were new. respmsibls tor the results. .

It was found (1) that school and/or school and classroom

atmosphere, and (2) that past experiences with aoral develop-eat

baseddscussionswereprobablqlsoreiaportantthanarvotthe w:

approaches. Situations which were conducive to discussions produced

noral develop-ant discussions which were easily classifiable,

genus and easily aanaged. Situations inch were not conducive
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produced aoral. discussions which were less easily classifiable,

less geraane and less easily aanapd. lusrous observations were

also made on the data kw the writer which were pertinent to

classrocn aanageeent of moral develop-ant based discussions.

Several iaplications to enrol developsnt education were

mated. me basic iaplications focused around the need for a

developental approach to man. we develop-eat. Kohlberg's

analysis of soul develop-ant also has application to reliaous

education. Various ilplioations of his approach were applied to

mug... educationintenss otchangesneededtobeaadeina

theistic aoral develop-ant curricula. ‘
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Teaching of values and rural development is beeoaing an

ever. increasing concern in the public, private and parochial sectors

of North Aaeriean education. In the last few years aoral develop-

nent has beeoae the focus of increasing mounts of discussions and

froa tine to tiles even debate (wane. fig, 1mg Beer and Wright,

1971.).

floral developent, or valnes education as it is also called,

is becoming an area of increased importance for educatimal research

and developsent. Numerous books have been published recently in the

area of values and .2131 developent and aired at either the research

mddevelopentfieldorasaidstoteachersintheaoraldevelop-

nent of their students.

Morale education covers a wide speetrua of teaching practices.

On one side of the spectra is the "hidden curricula” (Jackson,

1968; Kohlberg. 1971b). The ”lumen curriculua' consists of the

loralidng activities of teachers. Teacbrs, seningly unemsciously,

1



label certain student behaviors as good or bad. “Good" behaviors

are often these which allow for ease of management of the class-

room. Bad behaviors are those which make 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

naliaing it, help to define what is moral. floral development

education is not consciously recognised w teael'nrs as a part of

their curricular activities. It is "hidden" from their one:

usual perception of their teaching roles. .

On the other side of the moral education spectrum is the

deliberate approach to analysis and enhamement of moral reasoning

advocated by Lawrence Kohlberg. He has «veloped an approach based

on students' aoral Judgments and the moral reasoning underlying

these moral Judgments.

Kohlberg's approach has been to use noral dilems to

probe for students' moral thinking behind their stated moral Judg-

manta. He uses a lengttw, two-hour instrunent with a complicated

scoring system to probe students' moral meaning. He believes

that it is possible to ascertain a student's stage of moral devel-

opeent and consciously to assist him in moving to a higher stage.

Other approaches to moral education fall between the

"hidden curl-1min" and Kohlberg approaches. game of these, like

the Values Clarification approach (Baths, heroin and Simon, 1966) .

are mentioned in Chapter Two of this dissertation.
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Kchlberg' e approach to moral developsent education requires

that a teacher assess moral develop-ant in order to deter-ins the

effectiveness of various moral develop—ant curricular experiences .

Such an assessment provides a teacher Idth a bencllark against thich

tomeasureanychangesinucral develoxnsntafterastudent'sexpo-

sure to planned noral developent instructional experiences.

One of the prise interests of Laurence Kehlherg is assess-

ment of moral develcfient. His qusticnnaire is mustered to

an individual student through either a written or e private oral

interview. Suchaqstfimrksforaresearcherhltisnotfemue

fortheclassroomteaeherineitheralmelcdayelassoraehurch-

related Sunday or Saturdq teaching setting. Such teachers

would find an mental-opted two-hour segmem virtually impossible

toobrtain. Iftheywereahletoobtsinsuchanunusuallylonghlcck

cftime, thelengthoftineitselfwouldbeapotentially confounding

variables students would view this as ensuring very extraordinary

end would tend .to treat the eeeeen-ent as something different from

usual school activities. Thus a Hawthorne-like. effect could probably

result. Teachers also wouldhave to readand score anenorsous

amount of eaterial if a written questionnaire was used. This would

require considerable amounts of time from their normal teeching and

prepsratim time. If an oral interview vere given, a teacher would

find the time requirement too burdenscae.. Also, -a teacher would have



to master the complex sconng system worked out by Kohlberg and

others. Finally, Kchlberg has not suggested that his instrument

is for classroom use. It was developed as a research tool. It

is not intended for teachers use in the classroom. Homer,

Kohlberg's approach is of increasing interest to echleatialal prac-

titicners.

AND ON

Teachers need some sort of approach that would allow them

to obtain and classify students' value Judgments more easily than

the one Kohlberg uses. Porter and Taylor state:

F'or these teachers who are interestedinknowingat shat stage

of moral reasoning their students are but lilo do not Irish 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 developsent is gained, moral reasoning

scores can be applied to student attitudes as shoes: in their

essays and discussions. However, a danger lies in taking Just

a for statements a student makes and inediatsly assigning to

him a given stage. With regular discussion sessions a teacher

will be able to get a broader picture of a student's reasoning

process (Porter and Taylor, 1972) .

Porter and ruler suggest what is a basic need for the

classroom teackler: an unobtrusive, reliable, easily salinistered and

short moral development assessment procedure which would assist a

teacher to elicit verbalizations of students' moral Judgsents for

assesment of students' moral development.

The particular research question on which thisdisserta-

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



classifiability of students' verbal statements during a discussion

based on a moral development curricular experience? In other

words, can a teacher elicit students' moral Judgment statements

which till help a teacher to classify the studente' moral develop-

mn‘t? ThetaskunmrtaksnintMsinqurywastodevelcp several

approaches to interrogation transactional between students and

teacher and students and students lilich mld elicit responses

that indicate students' moral Judpents. ~ The interrogation trans-

actions eere designed to elicit oral stetaeents that are germane

to the Kohlberg schema, easily classifiable in terms of moral

cbvelcpssnt stages, and easily managed from a teacher's perspective

of classroom order. The interrogation transactions were built

cnapartieular curricularexperieneeco-cntoallofthe

students in a elassrca. '

The research reportedinthis dissertationispartofa

four-part evaluative stew funded or the Lilly mdounnt forlouth

Films, Incorporated, of lashegcn, llichigml. One of the other two

parts was concerned eith the overall educational firiloseplv of

Kchlberg's approach to values end moral education (Stuart, 1971.).

Anothsrpart usemcernedvdththeassesusntoftheimpactof

thethreemotionpieturescnthemoralreascninganddevelopsntof

 

1The words “interrogation transactions“ end adisceesion-

ldll be used interchangeably throughout this stow.



youth (Roost, 1975). This dissertation is one-half of a third part

that dealt ulth the resichlal effects of the three moral development

films. The fourth part dealt lith teachers' and administrators'

attitudes toward the films. The entire study is reported inw

m: ti o t Hi col-Use ‘ am

of Youth Piling, Incomted, Hard and Stewut, (1973). .

w

The approach used in this research was to interview

studsntsinethtmughmthgl’adssinclnseroomswhohadpartici-

pated in a curricular experience of vistdng one of three motion

pictures that presented moral developent education messages. Each

interview used one of six kinds of interrogation and response

wocsdures.

The oral responses were studied in terms of their 1) ger-

maneness to Kohlberg's schema of moral developsent, 2) the ease of

classiryingthenorelaudpents, and3) theeaseofmanagingths

classroom. Each interview with a group of students, often a class-

room of students, was the unit. for analysis. Each omit of analysis

ens Judged by the participant-observer (P-O)1 at the end of each

unit' a interrogation and response procedure.

 

Although the brevity of exposure of the observer to each

group does not merit the more precise use of the term “participant-

observer,“ the data in this study vmre gathered ty one person

participating as both the discussion leatbr and observer.
e



This research began as a methodological stuck of certain

assesnent rmrtines conceived of as six approaches to eliciting

oral responses within a moral developent discussion. to the

findings became evident, however, it tuned to a philosophical

reflection on the oughtnesa of the assessment routines. The

findings raise such qmstions as the follow: Is it possible

to devise procedures to. classify responses within a Iohlberg

moral development eeeeee-ent routine? that kinda of edmtiooel

envirouental factors influence such an assess-eat procedure? Can

theproceduresba separatedfroatheenviromentintdnchtheyare

used? Is it possible to use me or more pocedures across new

settings and obtain consistent results?

Ituitheco-sloreevidmtinchaptersIVanthhat

thisreeearchdllhaveseveralhanefits. One honefltdllbean

analysis of oral responses to six approaches to aoral discussions.

In this regard, the focus I111 be upon the north of oral respalses

menone uses agroup discussion baaadonadesdmated-oral devel;

opent curricular emerience. A second benefit will hecone evident

mapmmdstmmmemcatimalsetungasm

iapertant influence. if not the maJor influence. involved in the

discussions.
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The follonng general asmptions underlie the basic

design and approach of this stuchr:

l. floral reasoning is the internalized process resulting

fro- experiences idlich have moral leaning. They are the moral

”81112388 accepted by the student as being for hisself. floral

Judgnents are the particular consequences of the moral reasoning

process. The aoral reasoning process envelope through transactions

dth experiences that have aoral leaning. floral Judgaents are the

products of a cognitive-reflective process of the neural leanings

dutch a student perceives in a given experience. Moral .1qu

and soul develop-ht. are internal. cognitive, structural functicns.

One cannot seasure moral Judpsnt directly nor lab statements about

a person's soral develoinsnt except on inferential pounds.

2. floral reasoning can be verbalised. A student's verbal-

isation of the resealing through ilich he arrives at moral smote

can reflect both a student's response to a particular curricular

experience and that student's level and stage of soral developent.

The trained observer, teacher or researcher, can infer free: a stu-

dent's verbal responses his level and stage of aural developent.

3. Kohlberg' a levels and. stages of moral develop-ant consti-

tute acceptable and workable rays to conceptualise aoral develop-ant,

and provide appropriate theoretical foundation for an enpdrical

inquiry into effects of curricular experience.



1.. Students' verbalisations of noral Judo-ants are indica-

tors of Kohlberg's schesa of moral develop-ant levels and stages.

By classifying verbal responses according to .Kohlbsrg's levels and

stages, it is possible to deter-ins a particular student's aorsl

development level and stages.

5. Kohlbarg's assess-ant routines (Porter and Taylor, 1972)

are an adequate and pregnatically deem starting point our research

purposes to assess moral developant. One does not have to agree

with Kohlberg' a position on coral philosophy to use his empirically

derived descriptions of moral dmlopaent. '

6. Moral develop-ant does not necessarily iaply a particu-

lar eorality or moral code. (This will be discussed in Chapter II.)

   ea A o.\ H' v‘:. ....

The follovdng are assumptions made in terns of curricular

experiences:

1. Curricular experiences are identifiable portions of

  

one's total experiences.

2. Curricular experiences can.be a stimulus for halting

moral Judgments. Such eatcational experiences can constitute plamed

instructional activities. These instructional experiences can tales

an of a multitude of forms and contents. The ally mquinnent- is

that a student is able to interact with a particular experience in

tens of its moral message or messages. The moral nessages can be

' positive or negative and on oneor more levels and stages of moral

“Inmate

3.” W particular curricular experience is just one of
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man planned and mplanned curricular experiences in a total

curricula. Allof one's curricular experiences go into the total

composite of one's life experiences. To isolate and describe one

instructional experience within one particular curricula in hopes

of assessing its impact on students is a difficult if not impossible

task. Nevertheless, students do verbaliss moral Judgnenta based on

particular instructional experiences. Descriptive research is able

to point to these indicators of moral Judpents.

1.. no moral develop-out level of a particular curricular

experience lust be adequate to reach all levels and stages of noral

developent represented in a potential audience... That is, all the

participateinacurrlcuhrexperiencemustbeabletoperceivea

nessageontheirovn maentmorallevelofdevelopnent.

5. intimpicturefilncanbeusedasaplamedcurri-

cularexperience. The viedngofafilmuthnoraldevelopent

aessages, constitutes a particular aural develop-ant curricular

experience.

6. The-oraluessages ofaparticularfilsarepartofthe

givens of the curricular experience.

 

The folloidng are «mono aada regarding classroo-

activities:

1. LeadeNMpormdancaWateacherofanor-aldevel-

cpment discussion based on a moral develop-ant curricular exper-

ience can stimulate verbalisations pertaining to internal moral

Judpants vhieh students have aade.



2. Interrogation transactions are the crux of moral devel-

opent assessnsnt. Through proper questials and proper methods of

questioning, a teacher will be able to elicit verbalisations of

moral Judgesnta from students. From these verbalisations, a *

teacher is able to infer the level and. stage of moral develop-

ment of a student. I

W

Certain limitations in the stow trill restrict its

generalisability and will color its outcass.

l. TheP-Oullbevvorkingalonedthoutaidofaw

impartial observers or critics.

2. TheP-OvdJlbeapersmfromcutsidetheschools. He

has no‘prior knowledge of the schools, tlm Mes of a particular

class, nor how the particular students characteristically respond

to a discussion.

3. Uncontrolled variables sill pertain in each class.

Such things as a teacher's follow-up of the particular moral devel-

opment messages, the umber of films vieved 11 students prior to

thisone, thewafilmuasintroducedtoaclass, theparticular

purposeateacherhadinbookingafilm, andthe technical quality

of the film are all parts of the glvens of each situation. These all

till have had some effect at students. .Ihat that composite effect

uillbeisnotopantoinquiryatthistime.

1.. The study uill not investigate the interactive effect

of the curricular experience with its aoral develop-ant stages in
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combination trith the moral development stage of the p-o and his ovn

personality.

5. Her rill this study seek to discover what effect a

P-O, himself a moral being not capable of pure neutrality, will

have upon the verbalisations of moral Judgeents by students.

6. One class periodononlyone dayisallthetimeallowed

for the P-O to be with one particular class. Given the normal amount

of housekeeping chores associated vith the opening of a class period.

theP-Owillbe evenmore limitedintimeto spenddtheach class.

A description of each class n11 have to be drain in a relatively

short amount of time.

7. Time for discussion till he reduced by the need to

allow for written responses. In certain classes, approldnately

one-half of the class period till he used for written responses.

This will impact the time usable for discussion.

8. Theamountoftimeineachclasswillbeanuncon-

trollable variable 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

meastn'ed. '

9. The elicited transactions thaaelves may interact

edth the level and stage of aoral development verbalications. The

result could be that one set of interrogation transactions may more

easily elicit one particular moral develop-ant stage verbalisation

than another. Within this stuck, this question cannot be adequately



examined. Further refinement of the interrogation transactions and

a more nearly experimental maia muld be needed.

10. The no will have to be able to identify the entire

range of possible student moral developent responses. No one else

inthe situationuillbeabletoserveasacheckontheP-O's

Judaents sinceheeuill be workingalone.

mu

Several key terms will be used throughout this stuw.

Wis the totality of one's internal,

cognitive and affective recesses and conclusions regarding a moral

message, moral dile-a, moral question or moral issue. floral Judg-

ments are comprised of two aspects: content and structure. m

is the “that” of moral Judpsnt. It is the specific statement sada.

Wis the'vdu" ofmoral Judy-eat. ltisthe rationale

provided by an individual as support for his content statements.

Wis the content ascribedtoamoral action,

experience or statement In a receiver; one‘s uncbrstanding of that

amoralmsssage is about; Ihat amoralmeseage is intendedto

convey w the sender.

'Woften ealledflfiig. is overt behavior

(verbal and/or nondverbal) based upon aoral Judysent and meaning.

floral behaviorisnotthe same asmoralJudpent andits two parts,

content ndstructurs. floralbehcviormayormeynotbepodtively

related to moral Judpents.
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Classroom teachers need motical and tmstwortw .proce-

dares to elicit student verbalisations of moral Juduents. This

stuw sought to determine through .a descriptive study the effective-

ness of certain interrogative and transactional procedlms. The

major question is the feasibility of classifying the students'

responses in tense of Kohlbsrg'e moral develepent schema. Certain

assumptions and limitations vnich are inherent in this stow have

been listed. Chapter II provides an overview of the research in

moral develop-ant education. Chapter 111 describes the design of

thisstudv. chapter Iv reports the data and findings. chapter v

sin-arises the study, presents conclnsions, and identifies and

suggests several implications for further consideration, develop-

ment and application of moral development to a religious etrcation

fittings
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The related literature vithin the arena of moral develop—

ment education stretches from the highly philosophical writings of

Plato, Aristotle, Kant and others to the more prapatic approach of

Baths, Simon and Harlin (1966) and Siren, flows andxirschenbaus

(1972). Values literature also encompasses attitude, theory,

measurement, and studies in change uhich in itself has a vast and

greatly increasing .ount of literature. Sears and Abeles, (1969)

provide an extensive survey. The revise in Chapter 11 represents a

selection of several important contributions to the topic. The mador

portion of this review focuses upon Kchlberg's contribution to

moral development theory. flowver, as background and contrast,

Values Clarification, social learning. and Piaget are also to~be

surveyed.

W

A significant contemporary school of thought of values

education is the "values clarification" school with Baths, Herein

and clean (1966) as its originators. This school of thought has

gained a ride 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 ill-service education

of teachers in the m of ”values clarification.” Stewart (1975)

has suggested capitalising ”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 got the values but the process by shich

one obtains one's values that is important. This school believes

so strongly in the process approach to values, that Baths, Harlin

and Simon (1966) state that only-those items that meet their

criteria. namely, their seven step process of valuing, are truly

values. Aw other strongly-held factors m be attitudes, beliefs,

opini.ons, ways ofthinlcing, andsoforth. andthequleadtovalues.

Inandofthemselves, honver, theyarenotvaluesbecausetheydc

notfitintothevaltdngprocess. as seenfromthe Values Clarifi-

cation position.

Theprocessofvaluingis seenashaving sevenstepe. A

person-lstemployallofthese stepsbeforehecansayhehas

attained a velue. These seven steps are as follows:

1. W. If something is in fact to guide one's

life t or not authority is watching, it list he a re-

sultoffreechoice. . . .Valuesmustbefreelyaalectad

ifthayaretobareallyvalued‘bytheindividual.

2. %&K from ageing gternativea. This definition of

values a cones th things t are chosen by individuals

and. obviously, therecanbencchdceiftherearenotalterne-

tives fru which to choose . . . . Only when a choice is possible,
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when there is more than one alternative fru which to choose,

do we say a value can result.

3. boo after th tful consideration of the cones ness

of each fiternative . . . . W mtg consequences o; «35

of 5- ates-natives are clearh unbratood can one make intell-

im MCCBe

t. M. then we value seaething, it has a

po ve tons. a price t, cherish it, esteem it, respect it,

hold it dear. We are happy with our values. In our definition,

values follow from:ehcices that we are glad to make. Ia prirn

and cherish the guides to life that we call values.

5. . When we have chosen something freely, after

c deration of the alternatives, and when we are proud of our

choice, glad to be associated uith it, In are likely to affirm

that choice, inenashsdaboutit. Wearsvdlldngtopublicly

affirm our values.

6. Agfifi%choices....lnshort,foravalnetobe

present a se .atbeaffected. lothingcanbeavalue

that does not, infect, give directimlto actual living . . . .

7. ' . where something reaches the stage ofavalue, it

is vary to reappear on a umber of occasions in the life

oftheporsonvdlohcldsit. . . .Valuestendtohavea

persistency, tend to males a pattern in a life" (Baths, Herein,

and Simon, 1966). .

Insunnary, Baths, Harsin and Simon define a value as based

on these basic processes: 29.9.93! m, mm

Choosing: g1} freely

2 from alternatives

3 after thoughtful consideration of the ccnuquences

of each alternative

Pridng: le cherishing, being happy with the choice

5 villing to affirm the choice publicly

Acting: 6 doing something with the choice

7 repeatedly in some pattern of life

(Baths, Harlin and Simon, 1966).

One can understand the excite-mt :dth ilich American

educators have responcbd to the Values Clarification apxlrcach. 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 pro-judging one “better"

than another. The process is primarily without particular regard

for the ethical outcome. The important point from the Values Clari-

fication approach is that iratever values are possesses, he does so

based on the processes of choosing, prising and acting.

6 The major contributicn 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 emphasises a rational component to ethics.

W

The social learning or social influence school of thought

in contemporary social psychology has new members. Bandura (1969),

Bandura and flcDonald (1963). and Kelman (1961 and unpublished as)

are some of this school's proponents. Basically this school empha-

dses 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 models and influence in learning what values are

instrlmlental for one's social tell-being. Society is envisioned

as directly influencing the acquisiuons of one's values. Kelman's

approach begins with the assumptim:
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" . . . that opinions adopted under different conditions of

social influence, and based ml different motivations, uill

differ in terms of their qualitative characteristics and

their subsequent histories. Thus, if we know something about

the determinants and motivational bases of particular opinions,

we should be able to males predictions about the conditions

uncbr which they are likely to charge, and cflier behavioral

consequences to which they are lilmly to lead" (Kellen, 1961).

Kelman states that his interest in this direction of

research was caused ty his studies of the differences between the

true believer variety and brainwashing changes in a person's

values. He says that three pecesses of social influence are

involved: compliance, identification, and internalisaticn.

e canbe eaidtooccurviienanindividual accepts

influence romanetherparscnorfrmaagroupbecauaehe

hopestoachieveafavorable reactionfrcmthecther. . . .

What the individual learns, essentially, is to say or do the

expected thing in special situations, regardless of what his

private beliefs m be. Opinions adopted through compliance

should be expressed only M the parent's behavior is

observable by the influencing agent.

den caticncanbesaidtooccurviienanindividual

adopts or rivedfromanetherpersonoragroup

because this behsvior is associated with a satisfying self-

dafining relationship to this person or group. w a self-

defining relationship I mean a relationship that forms a

part of the person's self-image. Accepting influence thrmrgh

identification, then, is a way of establishing or maintaining

the desired relationship to the other, and the self-definiticsl

thctis anchoradinthis relationshlp . . . .

Finally, 1%sationcanbe saidtocccurvnenan

individual accepts uence beccuse the induced behavior is

cmgruent with his value system. It is the content of the

induced behavior that is intrinsically renrding hers . . . .

The characteristics of the influencing agent do plu an

important role in internalisation . . . . It follow from this

conception that behavior adopted through internalization is

in some war—retinal or otherwise—integrated Idth the indi-

vidual's existing values. It becaes part of a personal system,

as distinguished from a system of social-role expectations.

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 (Isl-an, 1961) .

Kelnan elm-arises his social influence theory under the

following propositions:

21; The probability of is a combined function of

a the relative importance to t individual of achieving

a favorable social effect: (b) the relative amount of

means-control possessed by the influencing agent: and (c) the

extent to which the individual“ Mom of behavior has been

limited.

(2) The probability of identification is a cabined Motion

of (a) the relative importance to the individual of estab-

lishing or maintaining a satisfying self-defining relationship:

Eb) the relative attractiveness of the influencing agent: and

c the extent .to ailich the individual's perceptual field

has been narrowed.

(3) The probability of internalization is a combined function

of (a) the relative importance to t5 indivinial of acquiring

useful content: (b) the relative credibility of the influencing

agent: and (c) the mutant to relish the individual's cognitive

field has been reorganind (Kelman, unpublished manuscript, n.d.).

 

[alman's approach moves in an entirely different direction

from the Values Clarification approach discussed above. Isl-en's

interest in values is related to conformity behavior. lie anevsrs

thequestiona, '0ndar:i:at circumstanceshesapersonlearncon-

forcing behavior and how is this behavior related to values?“ His

is thus a social perspective. The Values Clarification approach

cares little for such social-psychological approaches. The Values

Clarification school is interested in an individual's achieving his

oinvaluesfreelychosan, prised, andactadupon. The salience and

valenceofexternalsourcesarenotpartoftheValuea Clarification

school's scope of inquiry.
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As Piaget's coalitive developental psychology because

increasingly understood. mmerous suaries and explanations are

being written. (Flavell, i963 and Richmond, 1970 are Just two of

new examples of such. Plavell is still probably the most thorouyt

work that both synthesises and explains Piaget's writings.) These

M08 along with Piaget's writings are becoeing the foundation

for a renewed interest in a countive developesntal psychology,

especially Kohlberg's.

Piaget's prieary contribution to aoral develop-ant theory

was his research on the noral developent of children (Piaget, 1965).

In this work, Piaget pioneered in the 815W.“ aoral development

and its parallel in copitive develop-eat. Hhat follows is a brief

may of Piaget's conceptualisetim of eorel Judgnent of children

taken mmemmmggmm (1965; see also Flavell,

1963).

Piaget perceives four "stages" of aoral develop-ant free

what he calls a "practical observatim" viewpoint and three ”stages“

free a “consumes of rules“ palnt of view. he suggests that these

are reallynot search stages inatechnieal sense but contimna

with indefinite borders. Children cross and reoross these borders

in their continual process—regress—progess "pattern of wcontimred

develop-ant toure- eoral maturity.
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Wof aoral develop-ant, according to Piaget.

is fronapractical observation ofs childinabehaviorel

relationship to rules. The points at which differences can be

noticed regarding the w a childm regarding rules are as

follows:

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

StageII-Egocentric. 'fhe childdisregerderuleethoudx

he is sears of thee.

Stage III - Cooperation. The child begins to be concerned

about rules. llutual self-control is exercised. i drive for unifi-

cationoftherulestskesplace thoughtherulesareetillsoeeehat

vague.

Stage IV - Codificatim of Rules. The” rules are fixed and

the cock ofrulesis acknowledgedto beknombythe irole society.

New and unforeseen circuetenc'es produce new rules.

Wof aoral develop-est, according to Piaget, is

characterised Iv the genegousnees level of rules.

Stage I - Rules are nan-coercive because they are either

purely motor or received unconsciously; this begins at infancy and

continueeuntilthedddle ofthe egocentric stageofCentinm-i.

his is them stage. Spontamous behavior without ieperatives

and sense of drty characterise this stage.

StageII -Rules areregerdedae sacredanduntouchable;

rules eeenate free adults. Rules are heteronoleoue. Unilateral

respect 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

ofthe cooperationetageofContinmai. The childisina state of

_eo_ra_lr_e__ali_g_duringthis tine. Thisisinthehetgonosous stage.

Moral romeo, constraint and confornity to rules characterise this

stage. This is the ”first morality“ of thich Piaget speaks.

Interesdiate so... - Between Stages 1: and III of Continuu-

B is an intereediate stage in which the child begins to 'interiorise"

and generalise rules. This in-between stage leads to the cooperation

stage (inContinuueA) intezichtheyomgpersonis abletoapply

theoretical considerations to his thoughts, to the aoral rules.

isposed on him in childhood, and to review his relationship with others

on the basis of eutuallyagreed upon rules of conduct. It is during

this period that the child begins to beeoee independent of his parents‘

authority and to scene his own authority. Heteronosw of childhood

mto becoee the autoncq of adulthood through the transitional

period of adolescence.

StageIII-Rulesarevievedaslass becauseofco-on

consent. Alteration of rules occurs also W cm consent. This

stage begins in the fiddle of the cooperation stage (Stage III of

Continuum A) and continues through life. This is the 93%

stage. Cooperation and autonesw characterise this stage. This is

themMof illich Piaget speaks.

The secondhand third stages of Continui- B are the seat

ieportant for aoral educatim. Respect for the parent sets the

stage for the reoepticn of aoral ideals.



The last stage is the ultimate in the develoxnent of aoral

cmsciousness. True mtononv appears than youth recognise the

recimtz, i.e.. the nether respect. that he and others shat have

in order to get along adthone another. I.

Figure 11-1 presents Piaget's two continua in relation to

typical ages and stages.

Thaideaofmu alceyconceptinPiaget's aoral

developent. Piaget sees three periods of developent of Justice

inachild. Thefirst lasteuntiltheagesofV-B. Thsperiod

is characterised w Justice "subordinated to aduit authority," the '

"non-differentiatim of the notions of Just and) unJust free those

of duty and disobedience: whatever conforas to the dictates of the

adilt authority is Just.” In the period.mamice is

conceivedwthechldasmmm: themgdeer

should suffer in proportion to the uhousnus of the offense.

Ilost childreninths period believeinmm i.e..

that Nature itself till punish misdeeds. Justice in the period is

foundintdiat Piaget calls his ”first aorality" (correspuidsto

stage II on Continua B of Plane 11-1).

The second period in the develop-mt of Justice occtn's

betweenthesgesofB-ll. Theischaracterisedtwmfin

w.WJustice and updater-y punish-heat are

beingreplaeedwaseneeofpuhdlutwm. Thatis,

thavgniehaentehoaidrittheeriee-inordertoheipthetrane-

maaoriearnhettarehatheahoeidorahooidnetdo. Thsisthe'

hgmnngofmmminthechld. ‘Inhstributive
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Justice, a sense of $1.13! is the first idea that a chld has:

all-est betreatedthe sens. At alateragem or special

pleading and circuestences, teeper a chld's equalitarianise.

The second period corresponds roughly to the interesdiete stage

in Figure II-l, Continuum B.

The thrd period in the avelopent of Justice occurs

somewhere around the ages of 11-12. It is characterised by purely

equalitarian Justice being teepered by carsiderations of 8252'

In the period, "equity cmsists in determining what are the

attenuating circustancee . . . . [It] consists in taking account of

‘ age, of previous services rendered, etc.; in short, in establishing

equality. Pull diatribe—tin Justice based onMis

achieved. The period corresponds to Stage III in Continua B

of Figure II-l. .

Piaget's concept ofMis worth of note.

Redwocity is basically mtual respect and mpathy. It is the

ability to “get into the other person's shoes" and see things froe

he perspective. Reciprocity occurs ”then mtusl respect is strong

enough to sales the individual feel froe 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

with the developent of entonosv and full distributive Justice

(equalitarianise with eqhty) .

Piaget points out that aoral development roughly parallels

cognitive developent. Piaget says "Logic is the aorality of



27

thoughthust as norality is the logic of action“ (1965). is a

child develops cognitively, he is able to uploy higher cognitive

functions that enable his to move from a eensorieotor cognitive

stage (that corresponds to the may stage of aoral develop-ant,

Continnue B, Stage I of Figure 11-1) through preoperationsl,

concrete operations and formal operations stages. It is quite

obviousthatachildienot abletodevelopshighdegree of

reciprocity apart free acheving the cognitive developent stage

of fornal operations. A child must be able to do foreal operations

such as subordinating reality to possibility, i.e., take the other

person' s views; aanipulate concepts and relations; differentiate

and deal with past, present and future: and deal with caplet

hush relationshpse

m

Kohlberg is indebted to Piaget on two counts. First,

Kohlherg has built he theoretical systee uptn Piaget' a cognitive

developnental psychology. Secondly, Iohlberg has built on and

extended Piaget's research and theory of aoral deveiepaent of

chldren.

Kohlberg is indebted also to John Dewey's progessive

educational psychology and philosoplv. Kohlberg states that he has

based he on thinking on three of Denny's esJor points, naaely,

. . . (1) that intelligent thought about the ethication of social

traits and value required a phloeophic caicept of norality

and aoral developsnt, tench is a very different concept

free 'eocial adJustaent' or 'eental health'; (2) that aoral



develo nt passed through invariant qualitative stages;

and (3 that the stieuulation of aoral developeent, like other

foras of ubvelopent, rested on the stimulation of thinking

and problem-solving w the chld (Kohlberg, 1972a) .

[ohlberg's gage—l Develom 3.291

rohiberg has stated eight theoretical assuptions or

naJor tenets of his developental approach.

(1) "Basic develop-ant involves basic transforeations of

coguitive structure . . . . " Theycsmotbeexplsinedordefined

in tense of cautiguity, repetition, reinforce-mt and other elenents

of aseooiatim learning theory. Instead, fivelopnt is explained

as a functicsi of the n.d.tations of 'organisstiaual wholes or

cysts-a of internal relations.” '

(2) "Developent of cognitive structure is the result of

processes ofMg between the structure of the organise

and the structure of the environ-ant, rather than being the direct

result of saturation or the direct result of learning." ~

(3) 'Coyuitive structures are elm structures (scheaata)

of m. Uhle coyuitive activities aove free the sensoriaotor

to the eyebolic to verbal-propositiaual nodes, the organisatiau of

these nodes is always an organisation of actions upau obJects."

(1.) "The direction of developent of cognitive structure

is toward greater ethibriu- in this organin-enviromsnt inter-

action." Equilibriu- is defined as a balance or recipecity between

eutual interactiaus of the subJect and obJect. In oonition, the

organise perceives that it acts upon the obJect of perception as well

as the perceived obJect actsvupon the subJect. The result is a
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basic stability or conservation of a cognitive act even whle

being under apparent transforeatiat. During transformation,

develormuent both cmserves what has been transfereed and widens

the transformation.

(5) "Affective developnent and functiming, cud cognitive

development and Motiohng are not distinct realas. Affective

andcognitive developeentareparallel. . . . "

(6) The ego, or self, is the fundamental unifying person-

ality orgsnirational and developmental actor. “Social develop-ant

is, in essence, the restructuring of the 1) concept of self, 2) in

its relationship to concepts of other people, 3) conceived as

beinginaco-sonsocislworldwithsocialstenderde . . . ."

(7) Role-taking is alunys involvedin social coydtion.

Role—taking is the ability to perceive that another is like oneself

in some ways and that the perceived responds to the perceiver within

a systen of complementary expectations. is one develops in social

self reflection, he also develops in conceptions of the social

world.

(8) "The direction of 'developent in social self reflection

and the social world is towards a reciprocity between the self's

actiaus and those of others towards oneself." Reciprocity is the

ultimate definer of eorality, "conceived as principles of Justice,

i.e., of reciprocity or equality. In its individualised fore it defines

relationships of love, i.e., of mutuality and reciprocal intimacy . . ."

(Kohlbors. 1969).



Kohlberg also defines "structure" as he uses it in the first

statement above. Structure is an internal coguitive fuunction that

supplies "ruules 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. Cogniticsu (as nest clearly reflected in

thinking) means putting thngs 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 scans

that the process of relating particular events depends upon

prior general nodes of relating developed by the organism

(Kohlberg, 1969) .

In the second statement above, Iohlberg said that cogiitive

«velar-out is interactional. By this he means that " . . . basic

eental structure is the product of the patterning of the interaction

between the orgahsn and the enviroment" (Kohlberg, 1969). Mental

structures are neither innate patterns nor patterns caused w

events in the environment. Structures are the result of the organism's

organisation of experiences.

Kohlberg insists that one should recoguise the definite and

inseparable relationship between coalition and moral deveIOpeent .

Socialization and moral develoment occur because they are based in

cognition. ". . . m description of shape or pattern of a structure

or social responses necessarily entail some cognitive dimensions"

(rohlberg, 1969). rohlberg also points out that theoretical social

psychology, namely, various cognitive balance theories, recognise

that ". . . affective coaponsnt of attitudes is largely shaped and

changed by the comitive organisation of these attitudes" (Kohlberg,
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1969). Thus, attitudes and the entire affective domain cannot be

conceived of properly apart from their interaction udth the

cognitive domain. Krathwohl, Bloom and Basin (196k) state: "the

fact that we attempt to analyse the affective area separately from

the cognitive is not intended to suggest that there is a fundamental

separation. There is none." Bokeach has also stated a sihlar idea.

He said that the use of the words “I believe . . . ." and "I feel. , . .«

(e.g., "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 stucb' of his coguitive processes! (1960).

rohlberg has stated his position similarly to that of

Krathwohl and Rokeach with regard to the relationshp between the

cognitive and affective domains. He ties affect to cognitive -

structural developnent in (the following was

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 development of

mental disposition reflects structural changes recognisable in

both cognitive and affective perspectives. It is evident that

moral Judgnents often involve strong emotiaual components. It

is also evident that the presence of strong emotion in no way

reduces the cognitive component of moral Judgment, although

it w imply a somewhat different fmctiohng of the cognitive

cmponent than is implied in moral neutral areas e . . .

In general, then, the quality (as opposed to the quantity,)

of affects involved in moral Judgment is deterhned by its

comitive—structural development, a developsent which is part

and parcel with the general development 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 developent ad cogntive developeent. He states that cog-

nitive development and affective develmment have a comeon struc-

tural base whichare parallsltoeachotherbutarsnotoneandthe

some. He does not mean to say that moral development is cognitive

butthat". . . theedstence ofmoralstagesimpliesthatmoral

developent has a basic structural competent. Hhile motives and

affects are involved in moral developeent, the development of these

motives and effects is largely mediated by changes in thought

patterns" (Kohlberg, 1969). ‘l'he implications of this follow:

1. There should be an empirical correlation between moral

Judgment maturity and non-moral aspects of cognitive development.

2. floral Judpent stages or sequences are to be described in

cognitive-structm'al terms even in regard to 'affective' aspects

of moral Judgeent, like guilt, empatlw, etc.

3. There should be an empirical correlation between maturity

on 'affective' and coalitive aspects of morality, even if

affective maturity is assessed by projective test or interview

methods not explicitly focused on moral Judgesnt.

It. the w in which moral Judy-ant influences action should

also be charscterisable in cognitive-structural tens.

5. ‘rhs socio-envirouental influences favorable to moral

Judgment developent should be influences characterieable in

cepitive—structural terms, for , in terms of role-

taking opportunities (Kohlbsrg, 1969 .-

naturity of moral Judgemts is conceived by Kohlberg as a

powerful and meanngful predictor of moral action. floral develop-

ment maturity is a predictor of moral behavior because it contributes

to a ". . . icogrdtive' definition of the situation rather than .

because strong attitudinal or affective expressions of moral values

activate behavior” (Kohlberg, 1969). Moral develop-ant thus brings

reasonedmoralprinciples to bearuponamoral ale-ea.
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Kohlberg distinguishes between a content verbalisation and

a verbalised structural indication. ". . . Situational action is not

usually a direct mirror of structm‘al-develOpmental change"

(Kohlberg, 1969). Situations or moral Judgments, per se, or moral

behavior are, the content of moral developsnt. They are not direct

indicators of moral development maturity or mm. In order to

get to moral development maturity, that is, the structure behind

or underlying the content, one must use comitive assessment pro-

cedures to determine the logic or rationale that supports the moral

Judasent. Moral development stages " . . . represent interaction

batman the child' s structures, tendencies and the structural features

of the environment” (Kohlberg, 1971b). The reason my a child inter-

actsinthiswayis because ". . . we all, evenandespecisllyyomg

children, aremoralphilosophers . . . . The childhasamorality

of his own" (Kohlberg, 1971b) with which he interacts with his

enviroment. This leads Kohlberg to say:

The cognitive-developmental . . . view claims that, at

heart, morality represents a set of rational rinci s g;

u nt and decision valid for every mture, the ciples

of Euman more and Justice. The lists of rules and conand-

msnts draw: up w cultures and schools are more or less arbi-

trary, and hence their teaching tends to rely upon authority

rather than reason. Moral principles, however, represent a

rational organisation of the child's one moral experience.

...Ourresearchintothestagesinthedevelopentof

moral reasoning, then, provides the key to a new approach to ‘

moral education: as the stimulation of children's moral Judpent

to the next stage of development, as the stimulation of the

child's ability to act condstently in accordance tith his on

moral Judgment. This approach generates a new 'Socratic' way

for the teacher to conduct discussions about values . . .

(Kohlberg, 1972).



The argmnent for Justice being conceived as the basic

moral principle is annealed in eight statements by Kohlberg:

l. Psycholo cally, both welfare concerns (role-taldng, empatw,

or sympathy and Justice concerns are present at the firth of

morality and at every succeeding stage.

2. Both welfare concerns and Justice concerns take on more

fifferentiated, integrated, and unlversaliad forms at each

step of dsvelopsent.

3. However, at the highest stage of development mly Justice

takes on the character of a principle, that is, becomes some-

thing that is ohligatory, categorical, and takes precedence

over law and other consideratims, including welfare.

1.. ”Principles" other than Justice m be tried out by those

seeldng to transcend either cmventional 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

themianrsthat seemintuitivelywrong. ‘

5. The intuitive feeling of new firilosophers that Justice is

the only satisfactory principle corresponds to the fact that

itistheonlyonethat'doesJusticeto' theviable cereof

lower stages of morality.

6. This becomes most evident in situations of civil disobedience

for vitich Justice, but not other moral principles, provides a

rationale which respects and can cope with the Stage 5 contrac-

tual legelistic argnent that civil dsobedence is alqu

wrong. .

7. Philosophers have doubted the claim of Justice to be ”the"

moral principle because they have loobd for a principle

broader in scope than the sphere of moral or principled indi-

vidualchoiceintheformalsense (thatis, theyhavelooloed

for a principle for a teleological "general theory of value and

decision"). This does not contradict the facts that the fighest

principle of morality to be taught is Justice, or that it

wouldbemorallywrongtoteachJusticeinthe schoolsinanun-

Justww

8. Burial of the claims of Justice as the central principle of

morality, then, coincides with a definition of morality thich

has various ape and fallacies in tons of metaetllical criteria

(Kohlberg, 1971b).

2—m-'smamale --W

The function of a cognitive-developental approach is to

provide a program of analysis of behavior. Behavioral changes that

are structural changes proceed "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. those changes require a definition or change "in the shape,

pattern or organisation of responses" (Xohlberg, 1969). These

changes overtimeare changesnotinstrengthbutincoyutive struc-

ture or shape. Such qualitative structural changes Just described

are in a developmentalist's teninology called stages. Kohlberg -

ststes that ”stage notions are essentially idsal-typological constructs

designed to represent different psychological organisations at varying

points in developsnt" (Kohlberg, 1969) . The stages are sequential,

(one stage leads to another,) and cuulative, (one stage is not dropped

but is integrated into the next higher one.)

Kohlberg, follovdng Piaget, marked the characteristics of

cognitive developmental stages as follows:

1. Stages imply distinct or t ve differences in

children's modes of thinking or of same problem at

different ages.

2. These different modes of thought form an inEant

$29.2! order, or succession in individual development.

cultural factors an speed up, slow (ban, or stop develop-

ment, they do not change its sequence.

3. Each of these different and sequential modes of thought

forms a 'safiured whole.‘ A given stage-response on a task

does not J represent a specific response determined by

knowledge and familiarity ulth that task or tasks similar to it.

Rather it represents an underlying thought-orgafisation . . .

vmich determines responses to tasks which are not manifestly

me e e e

h. Conitive stages are hierarchial to at . Stages

form an order of increasingly a ate grated

structures to fulfill a canon function. The general adapta-

tiomal functions of coalitive structures are always the same

(for Piaget the maintenance of an equilibri- between the

ganismandthe environment, definedasabalanoeef
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assimilation and acco-nodation) . ‘ 'Accordingly figher steps

displace (or rather reintegrate) the structures found at

lower stages. is an example, formal operatimxal thought

includes all the structural features of concrete Operational

thought but at a new level of organisation. Concrete operational

thought or even sensorimotor thought does not disappear when

fornel thouylt arises, but cmtinues to be used in concrete

situations where it is adequate or when efforts at solution w

formal thought have failed. However, there is a hierarcfial

preference uitfin the indvidual, i.e., a disposition to prefer

a solution of a problen at the highest level available to him.

It is this deposition which partially accounts for the cuisin-

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. Tim

latter changes can thus be placed on an ordnal scale and described.

Alltrulydevelopmentalchangeisofthisstagechmnge. Other

changes in coalition and socialisation are not truly structured and

enduring stage changes.

Based on his cum doctoral research in 1958, xohlberg

identified six stages combined into three maJor levels as being

adequate to describe his observations of moral developent. aibse-

quently, he has made sipificant adJustments to his system of stages

and levels. He has added sub-stays wfich are labelled 'u- or

"B”. Sub-stage A represents a cognitive equililrium and Sub-stage

8 represents a moral equilibrium. “3" is the more equilibrated. It

is not necessary for a person to go through both substages before

achieving a higher stage. Often a person will go from one Sub-stage

itothenexthigherSub-stageidthoutpessingthroughtheBofthe

earlier stage. Quite often a person‘will terminate at the B Sub-stage

rather than at the i one. This is not, however, alvmys the case. in

authoritarian, for example, would tend to remain at Stage 3-i Prime
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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 3880 SB. Iohlberg sue now that he has not found any

subJects on Stage 5 until at least age 23. "Fully principled or

m 5 and especially Stage 6 thinking is an adult development,

typically not reached until late twenties or later" (Kohlberg,

1973a). In the field work of his research, Kohlberg has not found

mono reaching Stage 6 before the age of thirty.

Kohlberg also described an intermsdate stage he calls

1;}. This is a transitional stage of ethical-relativism and egoism

between Stages 1. and 5. It is mostly found in college students and

not in high school graduates who enter the working world. He sees

kissastagenotellpersonsenterintoasadevelopmenttouard

8“” 5.

Onemvwonderhowapersoncanbedescribedasbeing

"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 developent tends to fall into a single step. The rest is

distributed to other stages as one moves successively further away

mtheordinal scalefromthe dominant stage. Tluuan'indvidual's

response profile“ represents a pattern cmposed of: the dominant

stageheisin, astageheisleavingbututdlichheiestill

fmotioningsomewhat, andaetageheismovingintobutonwhich

he has not yet “crystallised" (Kohlberg, 1969).



gohlberg' a floral Develoant Stms and Evels

In reference tolxohlberg's stages and levels of moral

developent, several things need to be remembered: (l) 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 6

of a given age on the Kohlberg moral denlopmem scale is somehow

not normal. The ages are only broad guidelines. ‘ Individuals will

deviate considerably. (2) Not all individuals till develop to

Level III (Principled Morality). In fact, a good may people in

North America will never acfieve Level 11, Stage LA 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 £1.31! shows these characteristics

in all moral Judpents.

Stewart (Hard and Stevmrt, 1973 and Stewart, 1971.) has

compiled an extremely helpful synthesis of Kohlberg's descriptions

of moral developent stages and levels. Table 11-2 provides an

overview of Kohlberg's stages and levels, and itwill help to

understsnd the su-aries of Table 11-3.
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rm 11-3

‘ 2.1: my.mE

W

Morality, per se, has no meaning. In early part (sensorlmotor)

of period the child's actions are his Judy-ants. Later begins to

be able to think about his actions, but not in a copitive or

social sense.

m u - Amoral §tm

Genera age range: Birth to about [put

Kohlberg's Socio-ltoral Perspective: lot applicable. No moral

perspective possible-

Deflnition of stage: Not a moral stage. Moral questions have no

meaning. Actions are Judpents.

B-Prenoral of entric nt

Generalagerange: Frem'ahoutb-fitoaslateasoor7

Definition of Stay: The child makes Judpents of good on the

basis of what he likes and wants or what helps hie, and bad onmthe

badsofwhathedoesnotliheorwhathm'tshim. Hehasnoconcept

of rules or of obligations to obey or conform inchpendsnt of his

wish. Egocentric valuing.

 

At this level, the child is responsive to cultural rules and labels

of good and bad, right and twang, but he interprets the labels in

terns of either the physical or hedonistic consequences of action

(punishment, reward, exchange of favors) or the plusical power of

those who enunciate the rules and labels. The level is divided into

the following two stages:

 

lThe material in this Table is excerpted Iith a few

modifications from Hard and Stewart, 1973 (also in Stewart, 1971.)

which is a compilation of various Kohlberg saterials.
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TABLE 11-3 (contimed)

m3; 4 The Punisbent and Obedience Eisntation

Generalagerange: FronaboutSorétoabouthorlz

Definition of Stage: The Punishment and obedience orientation. The

Ibysical consequences of action detersdne its goodness or badness

regardless of the huaan meaning or value of these consequences.

Avoidance of pumishent and mentioning deference to power are

values in their on right, not in‘terns of respect for an under-

lying aoral order supported by pmislment and authority (the

latter is Stage 1.).

W- The lfi'l—“EEE 21.1213» Orientatim

Generalagerengee Pruabout'lorstoaboutlz-lh

Definition of Stage: The instrI-ental relativist orientation. Right

action consists of what instrumentally satisfies one's ova: needs and

occasionally the needs of others. Human relations are viewed in

terms such as those of the narket place. Elements of fairness, reci-

procity, and equal sharing are present, but they are slave inter-

preted in a physical, ps'egeetic war. Bedprocity is a setter of

"you scratch my back and I'll scratch yours," not loyalty, gratitude

Or Justices .

n-oo no '1'!

it this level, the individual perceives the aaintenance of the

expectations of his family, group, or nation as valuable in its on

right, regardless of inediate and obvious consequences. The attitude

is not only one of conformity to personal expectations and social

order, but of loyalty to it, of actively maintaining, sumortiug,

ad Justifying the order and identifying with the persons or group

involved in it. Behavior based on non-conformity to stereotyped and

traditional role expectations. floral value is in performing good or

right roles. (niaracterieed by fusion of person and role. floral

Judgments at this level are based on role-taking and legitiaately

perceived expectations. Praise and blue, and approval and disapproval.

are very important. Moral stereotyping is conun- in finish good and

bed are defined in terns of socially-accepted categories of virtues

and vices. Positive, active, and apathic aoral behavior becomes

possible. Dutysndmoral goodness definedintarns godngbsyond

mere obedience to an actual service to other persons or institution,

or to a concern about the feelings of others. Responsibility becomes

subjective at this level to the extent that standards of motivatim

(to confers) have been largely internali-d. However, standards of
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TABLE II -3 (continued)

Judgeent are still external. This level emsists of the follodng

two stages:

m2 - The lutemrsonal Concordance Orientation

Gemral age range: Prom about 10 or 11 on, but starts to beco-e more

prevalent and predaainant beginning about 12 or 13. lo upper limit

because new people never got beyond this stage, or if they do they

retainmanyofits characteristicsauealoemanymoral Judgesnts a:

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 u. them. There is much conformity to stereo-

typical images of what is majority or ”natural" behavior. Behavior

is frequently Judged by intention—“he means well” becomes important

for the first time, and is frequently used. One same approval by

being ”rice". This stage is easily observable in much typical

teenage behavior, the peer group ethic, and the "one of the boys'

monomenon. The socialization process for females in our society

has, until recently, been overshelmingly oriented to Stage 3 morality.

It is at this stage that the Golden Rule first becomes meaningful and

operationalisable, even though it is an inature application involving

"putting yourself in the other guy's shoes”, but without cmsidering

alltheclailsobjectivelyasfromthestandpodntofnotknodng _

which place would be yours.

5.2531: - The Law and Order (or Conscientious) Orientation

General age range: Sons adolescents 12 to ll. are beginning to

moveintothis stage, buttheyaremoroliloelytoaromdls, léorl'].

ThisisthemodalstageinthellniiedStates, sndisateninal

stage for mew people.

Definition of Stage: The "law and order“ orientation. The individual

is oriented tonrd authority, fixed rules, and the maintenance of

the social order. Right behavior consists of doing one's dew, shoring

respect for authority, and maintaining the given social order for

its on sales. Orientation to society's point of view, to the perspec-

tive of the generalised other or the majority, and to maintaining a

stable social system and one's own character. (Hhere an apparently

96880 H Prime orientation clearly rests on this point of view, it

is scored Stage 1+. The Stage A orientation need not be riddly 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. Doesnot necessarily neon that one's orienta-

tion is to the ”establishment" society. One can be an anti-estab-

list-entStagekpersonandapplythesanorientationtoacounteb
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society. For example, one could be a radical Marxist Stage I. who

cmceives society as a Harriet Utopia. The central issue is that

the Stage 1. person sees society itself as an entity that takes pre-

cedence over the individual. The individual exists to serve society.

This is the view of society as outlined w the great sociologist,

mle Durkheim, earlier in this century. The main problem with the

Stage I. morality is that it subordinates, or even ignorea, the indi-

vidual and civil rights of man. This is a genuine taking-the-per-

spective-of-the—system orientation. But, relatively speaking, this

is a pretty high-level and sophisticated point of view.

 

The individual makes a clear effort to define moral value and

principles that have validity and application apart from the author-

ityofthe groupeorpersonsholdingthenandapartfromthe

individual's on identification with the groups. This is a lau-

maldng 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.

Recognises the possibility of conflict between at is rationally

right for the individual and what is legally riglt according to

society. Individual is Justified in breaking the lawshen the law

is moral or unjust; e.g., when the law violates moral principles

that deal with fundamental human rights. Recognises true worth

of individual and his role in society. Responsibility becomes

completely subjective in that both standards of judpmt and stan-

chrds of motivation are internal.

- Gill 0 c entation

General age range: Kohlberg now believes this to be an achrlt stage

that is not likely to develop until the middle or late m's. he

nintains 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 eminod and agreed upon by the whole society.

There is a clear awareness of the relativism of personal values and

opinions and a corresponding emphasis upon 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 constitutionally and demo-
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TAKE 11-3 (contimod)

cratically speed upon, right action is a matter of personal values

and opinions. The result is an emphasis upon the "legal point of

view”, but with an additional emphasis upon the possibility of

chsngng the law in tones of rational considerations of social

utility (rather than freezing it in tone of Stage 1. ”law and’order").

Outside the legal realm, free agreement, and contract, is the binding

element of obligation. The "official" morality of the American

goverment and Constitution is at this stage. Theoretical and

abstract view of society as existing for and orgaxrued to serve people,

the general welfare of all people, and to facilitate huen existence.

nistinction between person and role. ‘

m- The mm Meal Principle Orientagm

General age range: This is an adult develognental stage that is not

liloelytooomeuntilthelate 20'sattheveryoarliost, dmoro

likely in the 30's or beyond. Kohlberg maintains that this is a

veryrere ctageattainedwonlyauallpercentage ofthepo

lation in our culture. Some cultures have no Stage 6 people or

Stage 5 either).

Definition of Stage: The wiversal stfiul—pincipls orientation.

Right is defired by the decision of conscience in accord with self-

chosen ethical principles that appeal to logical coaprehensivenees,

universality, and consistency. These winciples are abstract and

ethical (the Golden Rule, the categorical imperative): they are not

concrete moral rules like the Ten Cos-enacts. At heart, these are

universal principles of justice, of the reciprocity and equality of

the huan rights, and of respect for the dimity of huan beings

as individual persons. in orientation to respect for huan 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 finish represent a universal

“moral point of view”. There is a clear awareness, and resolution

of, the problem of ethical relativity and skepticism Iv appeal to

such universaliaeble principle of human norslity. This viewpoint

integrates the Stage 5 and 5-D perspectives.
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MEG Moan. ggflrm

From time to_ time, measurement of moral developent

becomes a focal issue. In the late 1920's Hartehorne and May

(1928, 1929. 1930) reported a stun of moral values and behavior.

Havinghurst and Tabs (191.9) reported a study in the early 1.0' 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,

‘ truetfulness, and loyalty, etc.

Kohlbsrg objects to the ”bag of virtues" approach to

moral development and aseeeeaent because he save,

There are no such things. Virtues and vices are labels In

which people award praise or blame to others, but the ways

people use praise and blame toward others are not the We

in which they think when making moral decisions themselves.

YouendImvnotfindaHell'eAngeltrulyhonest, buthe

may find himself so (Kohlberg, 1970a) .

It is not surprising to Kohlberg than that the studies in moral

development and assessment have shovm the ”bag of virtues" approach

to be grossly lacking. Kohlborg and Turiel have marked the

findings of the Hartshorne and Hay studies with the following:

(1) The world camot be divided into honest and dishonest

people . . . . Cheating is distributed around an average

level of moderate cheating with only few people never cheating

or cheating at almost every opportunity.

(2) If a person cheats in one situation, it does not mean he

will or vill not cheat in another. There is very little

correlation .ong 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 disapproval of cheating as those who

“3". cheat.

(1.) There is little correlation batman teachers' ratings

of honesty and actual experimental measures of honesty.

(5) The decision to cheat or not is largely determined by

expediency. The tendency to cheat depended upon the degree

of risk of detectim and the effort required to cheat . . . .

(6) even when honest behavior is not dictated by concern

about puniel-ent or detection, it is largely determined by

i-ediate situatimal factors of group approval and e

as opposed to being determined by internal moral values . . . .

7) Shore honesty is determined by cultural value-forces, these

values are relative or specific to the child's social class

“ mp e e e e

The findings obtainedbyhartshorne andllaywere not

restricted to honesty. Exactly the same results were ob-

tained in experimental studies of altruism (or service) and

self-control. More recent researchers, stuchring moral

behavior under the title of “moral internelisation,"

"conscience," or ”resistance to temptation,“ have essentially

used Hartshcrne and how's aessuroment procechares and have

obtained essentially the same renalts (Kohlberg and Turiel,

1971).

Neitherpeaehingandenmpleuorpunishentorrenrdare

sufficient to produce «...c- halite or moral character. lluch in the

home and school vitich have traditionally been associated with the

development of moral character have been found to be relatively

unproductive. According to Kohlborg,

extensive research on parental practices has found no

positive or consistent relationships between earliness and

count ofparentaldemandsortrainingingoodhauts

(obedience, caring for poperty, performing chores, neatneee,

or avoidance for cheating) and their children' s actual

obedience, responsibility and honesty. Amount of use of praise,

of deprivation of physical rewards, or of meical pmisbent

is also not found torelate consistently or positively to

measures of aoral character (Kohlberg, 1966).



The research of hartshorne and m (1921:, 1929. 1930) and

Havinghurst and hay (191.9) has a problem as viewed from a develop-

mental viewpoint. It centers on the content of moral development

and behavior rather than on the structure of moral «bvelopment.

Once structural-developmental assessments have been made using a

cognitive approach, situational behavior, or moral behavior can be

defined. ”For ample, 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 kinds of moral judpents and behaviors are more

in keeping with certain stages of moral development. Unless a

certain stage has been reached, a persa: will tend not to express

moral content and behavior consonmit nth that stage. Thus, stage

developent precedes moral cmtont and behavior. helping a child

risefromthelowerstagesoflandZtoBandiwhenheis cogni-

tively ready :dll be more effective in producing moral behavior than

moralising, pressung, and threatening of much contemporary moral

education in schools, religious institutions and homes.

' . (Kohlberg-oriented)

Kohlberg's moral chvelopent theory is becoming more widely

 

reccglnsed. It does have, however, sufficient oapirical research

associated with it to melee a review of a few relevant studies

worthvmile. '

Kohlberg mmself began his research in his 1958 doctoral
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dissertation with interviews of 75 males batman the ages of

10 - 16 years. Kohlberg has continued he test these same males

at three year intervals since 1958. In addition, Kohlberg reports

additional developnnt studios 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 represmts a reorganisation

of the preceding stage. Turiel exposed his subjects to equally

rational arguments justifying two contradictory positions. These

arguents were presented at one stage below (-1) the .subjects'

domi.nantmorsldevelopment stageandetmeandtwo stages above

(+1 and +2). These subjects exposed to the +1 treatment made the

most sipificant change in moral chvelopmont by moving the subjects

up one stage.

Blatt (1969: Blatt and Kohlberg, 1971; Kohlberg, 1969;

Best, 1711:) took Turiol's laboratory experiment (Turiel, 1966) and

applied it to a classroom situatim. Blatt held a weekly moral

develop-ant class with sixth graders during a three month period.

his procechre was to present moral dilues and initiate probing

questions. The rest of the time he manapd the discussions between

students. his major managerial role was to assist children on one

stagetointeract withthosecne stagehigherandtoprovide Stage 5

arguentetotheentireclass. The renltnsthetldllrcent of

thestudentsmovedupone stage, comparedwithSpercentina



control group, and IO per cent of the students saved up two stages.

A post-test a year later showed that the Iovement to a hgher step

of moral develcpent reasohng was maintained. This experiment was

replicated in five groups, all with similar results.

Several aspects of Blatt'e research are germane for the

research being undertahen for this dissertation. Blatt used an

intact classroom situation. his role was as facilitator and mana-

ger, not «the primary moral educator or teacher. he sought by

diecussion between stubnts and between students and himself to

increase student moral developent as assessed on Ichlberg's moral

developent stages and levels. Blatt needed to be assessing con-

stantly the moral judgment verbalisatims beingoco-unicated by

students to each other lid to hm. The fact that he was able to do

all of this. suggests that others can a likewise.

Blatt's research differs, however, fru tin research

associated with the dissertation. he spent a weekly session with

the students for three months in order to attempt to affect a

shift in their moral development. The dissertation's research will

not try to affect changes in moral developent stages. Instead,

the research will seek to elicit moral development judgments on

.whch stage determinatiate can be made. Also, the “luxury‘ of a

weekly sessia: for 3 months is not part of the dodge.

In Best's unpublished doctoral dissertation (1968) reported

by Kohlberg (1969). and in nest, m1 and Iohlberg (1969) subjects

were tested to determine their comprehendon of steps above and
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below their own through a recapitulation procedure. All subjects

were found to be able to correctly recapitulate in their on words

all stage messages at or below their on stage. Generally, they

could correctly recapitulate some but not all stage messages one

stage above their on, but they could not recapitulate eessages

two stages above their on. Thus moral stage cmhension extends

fromthe stageatwhchapersonispreeontlytosllatages below

himandforsometoastageme, oratmost, tweabove him. Ifa

stuant was able to comprehend a hgher stage, he usually chose a

hgher stage solutimtothemoral diluespreeentedtohmin

Best's research.

Kohlberg cites he own cross-cultural research of moral

development stages to provide evidence for he theory's uhvereel

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 Taiwan, Great Britain, hence,

Turkey, and the United States. The studies included middle and

lower class boys and Ire-literate and ssh-literate villagers in

Turhey, a Mayan group in hexico and an Atml group in Taiwan.

"In general, the cross-cultural studies suggest a siailar sequence

of developent in all culttnes, although they suggest that the last

two stages of moral thought do not develop clearly in pro-literate

village or tribal co-unities' (Kchlberg, 1966) .
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The indicatiais frm the above studies ty Kohlberg,

Turiel, Blatt and Rest, are that (1) Kohlberg's schema meet the

criteria set previously for em stage melopent theory, (2) they

are universal in their scope, and (3) they can housed in both a

curtrolle’d laboratory environ-ant as well as a classroom to assist

in moral develop-ant education. A few others such as Peder (1971),

Krahn (1971). and Roger: and nickstein (1971) have published numb

using Kohlberg's moral development stages, but their research is

not directly relevant to the mo.

m

The significant theoretical literature in the area of

moral development has been from Piaget, Kohlberg and others

associated with Kohlberg. The Valnee Clarification literature

tends to be less theoretical and more oriented to a pragmatic

examination of one's ova: values. The social learning school's

literature focuses upon the role of social relatimships and their

force in values and moral development. The social learning

approachdoesnot, however, gobeyondcontentofbeheviortothe

structure of thought that underlies the content.

Kohlberg and he associates have developed a rather

detailed description of a coyitive—developental approach to moral

judgment. Stewart has provided an exhaustive review of Kohlberg's

work to data, relating it to the larger mm of moral developent

theory. The research associated with Kohlberg will be used as the
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empirical basis for the research reported in the dissertation.

Kohlberg provides both the echcatimal researcher and

teacher with a theory of how moral judperrts are made. Iohlberg's

approach stands in contrast to the Values Clarification approach.

Comparing the Values Clarification writings of Baths, Simon, herein,

at 51.. to Kohlberg's is an instructive experience. whereas Kohlberg

is deliberate and philosophcal, pandering both ultimate and

inediate foci of moral judgment, Baths, at g are more superficial

and pragmatic, shaming the moral and values surface but never

getting near the answer to the question of wlw sole values are

better than others . Golly observed that ”the values clarification

approach concentrates on the careful choice of values but has no

underlying theoretical structure.“ In contrast, 'lohlberg' s

approach to values . . . is based on a cognitive theory which

specifies how moral development occurs” (Colby 1975). The

Values Clarificatia: approach does not provide a philosophical

basis for values or moral develop-pt, nor does it see]: to

explain the basis of moral judpents. Iohlberg on the other

hand, does show the cognitive and structural nature of moral

reassuring. He also seeks to relate the coghtive and structural

coeponemts to a philosophical position in viiich justice is defined

as the most adequate conception of right and wrmg.

Kohlberg's theory seems parsimonious whle not being overly

simple. Iohlberg views moral developent found on three levels:

(1) internal :dthout reference to externsls, (2) external without



reference to internals, (3) internal :d.th reference to external

principles. Thus Kohlberg provides a more integrated approach to

the wot-1o of values and horn developeent than other schools of

thought. He avoids being either overly simple or overly complex.

Kohlberg provides a balanced approach. he also avoids the

trap of much moral development research, namely, focusing on

content without attention to form and structure of judgment.

Thus Kohlberg provides classroom teachers with a theoretical

fr-ework that has moaning for understanding the developent of

floral Judo-ant.

Also, Kohlberg's associates have caducted experiments in

laboratory and classroom situations. The classroom situations

especially have some similarity to the desip of this dissertaticn's

research.



The purpose of the research was to describe aye to increase

the classifiability of students' verbaliaetions about moral judg-

ments. The mode of inquiry is descriptive research. Descriptive

researchhasaclearfhctioninthelistofhndsofemhrical.

research. Car-pater (1969) states that the purpose of descriptive

research

. . . is to establish a clear description of materials and

phenomena under investigation. The ultimate aim is to classify

events so that later research can employ an umeqhvocal term-

inology and to lessen the confusion codng from ad hoc defin-

itions. Observation is emphasised. Intensive and prolonged

observations of the complex phenomena in education eeom essential

for building the messary order for later research.

bagelhart (1972) said that descriptive research is the

prenquisite for experimental research. Unless experieental research

is preceded by descriptive research, ”the result inevitably, is

i-eture, half-bebd, dogmatic, and for the most part worthless theory."

Descriptive research then, is the foundation for enpemx‘reeearch.

Carpenter (1969) takes educational research to task for insufficient
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descriptive research: ”In education . . . we have not developed

description sufficiently to shape our materials in an orcbrly

framework and to define variables as part of a standard language

system.” I

the mnction of this particular descriptive research is to

describe what happens when different approaches are used to elicit

aoral ,1th responses in a moral developent discussion lith

young people. The expectation is that this inquiry sill suggest

several twpotheses for testing that should use an experimental

research design.

The tieldnrktorthis researchvas dmeinrandonlychoscn

schools in intact classrooms of students in were in grades 8 - 12.

Oral interview usre used to atenine the ease of classin an

oralresponsetoaaeorsixmoral dsvelopentinterrogationproce-

durss. The entire field work actually consisted or two maJor tasks

uhich were intended to be accomplished simultaneously. One task

was to fulfill the requirements or the larger stucw of an evaluation

of the high-school-uss tiles of Youth Fills, Incorporated as new-

tioned above in Chapter I. hritten respmses were used ineombins-

tion with oral responses to gather data to mlfill this purpose.

The written responses will not be reported in this dissertation,

however. The second task was to gather data for the research re-

ported in this dissertation.
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The subJects tere male and resale students in grades eight

to twelve in thirty-six randonly chosen schools tron across the

United States. The subjects had participated in a particular

curricular experience, the viedng of a motion picture. First,

twelve school sites were chosen based on the showiu or the file

mm on the W1 between March 1. 1973 - any 31. 1973. The

schools were chosen to include one per week over a twelve week

period or time. Site visits to each school occurred no sooner than

five days atterthefilntms shownandnomore thantwo weeks

after the shodng. m- established the time true in which the

filnbooldngs uretooccurinorcbrtobeincludedinthetotal

nuberot schoolsqualinedtorinclusionintherandons-ple.

Secmd, after twelve sain sites were selected at rsndoa,

twentyh-tour additional school sites within a rosemable travel

distance to each primary site were chosen. 'rhese twenty-tour

additionslschoolsqualitiedsincetheyhadshomoneotthree

aoral development was within-the established time true stated

above. Thetwoal-einadditionto'HiQIOn'i'heCsspus" are'l'lip

Side" and “Hey There. Vandal-1 The total umber or schools chosen

nubsred thirty-six.

the subjects, sale and resale youth in grades eiyat

through ...». in private and puma schools, were .11 in intact

classes or coupe. The umber or classes or groups contacted

bytheP-Odspendedmhowmanygroupsinaechoolviewedone

 

lnssoribed in Amanda: I



ofthefilns, theavailafllityofclassestotheP-O, andthe

aaount of time schemlsd for the M at each particular school.

In most cases subjects not with the P-O bring the naming.

ipossiblycmfoundngvariablewastheanountoftime

avdlahlsineachclaesperiod. The schoolsvariedgreatlyfrom

twenty ainutes on the low side to seventy-five minutes on the high

an. the variability «a... time was not cmtrelled in this

study.

The aaount of ties devoted to actual discussion was also

a variable that was not controlled. Discussion tins was dependent

on three variable factors: (1) the amount of ties per class

period. (2) the aaount of time csnsued w "housekeeplng' chores

such as attendance taking. announcements, etc., and (3) dither or

not written responses were also used with a particular class. Time

becomes one of several aajor factors that an interact with the

results of this state. More an be said in chm:- 1v about time

and its possible effects on the findings.

Atypicaltiaefrsneofudnatoccurredineachclassisas

follows: 1) fivetotenainutes openngchorescmductedbythe

teacher concluding in introduction of the P-O. 2) two-four Iimrtes

ofintromctoryrenarkstUtheP-Orelatedtothepurposeefthe

interview. 3) remainder of class time m- oraldiscussion and/or

written responses.
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IMMTIONm

The interrogation structure deals :dth the specificity of

the opening oral questims that were asked in relation to each

response node. A himun'ed9m gr_a_l_ metion was specific

”on pointed. It focused on one particular event and/or horn devel-

opeent message of a file. It directed students to think along the

lines of what the M was thinking. It left little or no room for

individuality in focusing upon the fill and its soral development

messages. It as thus very chliniting in scope. There was. never-

theless, freedom for a student to answer as he wanted in response to

high-structured questions. The structure ins 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 ova: words. multiple choice or forced choice answers free

which the subjects lust respond were not given by the 9-0. .Por

example, the following is a high-structured opening oral question:

What did the opening and closing graveyard scenes say to you?"

agatructured 222.155 are; motions were in contrast to

the big-structured questions. Low-structured ones provided only a

minim of direct focus for the students regarding the fill viewed.

Very general questions were asked that could have been interpreted

and answered in various sanners by the students. The only- constraint



in the question was that the students were asked to respond with

theirthoughtsandfeelingstotheparticuhrcurricularexperiences

of this stw. For exaaple, a low-structured question was What (b

youthinkofthefilntichyousawrecentlycalled'lflghonthe

Gupus'?"

Payne (1951) has noted the assets and liabilities of low-

structured questims. As assets he states that the low-structured

question

is uninfluenced, it elicits a tide 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 suggestims, to obtdn elaborations, to elicit

reasons, to evaluate uguents, to explore knowledge and

nenory, and to classify respondents . . . . It gives the

respondentachancetohevehisomseyh-eo... .Itisa

preliminary step to preparing questions on aw unexplored

issue . . -. . Audit providesquotable quotesilichsqadd

sparkle and credbuity 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 sore articulate will express thpulves lore

fully and over a broader range thn: those who are less articulate.

Some respondents may suit their obvious first anew» and give a

more complex but less pertinent reply. Respondents an refuse to

elaborate their answer lien asked “m (Pane. 1951).

In all of the oral procechnres, regardless of the structural

natureoftheopening preamreandregardlessofthereeponseaode,
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1 responses were probed. Once responses had been given to one or

more opening oral nations, regardless of structure, probing

quetions were used to seek to elicit moral judgnents about events

and aoral develop-“ant messages in the fill. In addition, probing

questions were used to seek to deternine the cognitive moral devel-

opeent reasoning behind the moral judpants. Thus all opening oral

questions were intended to probe into the subject's aoral judpent

and moral reasoning.

For example, a student' a response to the low-structured

question ”what was the fill trying to sq?“ was sonsthing like, "It

was suing that we shouldn't use drugs.“ The P-O asked. ”m is

that?“ ”what sakes you say that?" After a reply to this question

fro- ths student, the P-O asked, "m b you feel that getting

arrested for using drugs is bad?" The stucknt replied in an of

several ways, revealing clues about Kohlberg stages: (1) "It hurts

as pivsically getting rouyted up by cops" (Stage 1). or (2) "I

don't nnna' get shoved in jail: I want ay freedon" (Stage 2), or

(3) "my parents would completely go to pieces if I got put in jail.

I don't want to disappoint than" (Stage 3), or (1.) "Drug use is

against the law. If everyone did that he wanted to, we'd all be

hurting each other" (Stage A)-

TableIII-lprovidesasulnaryofthehighandlowopsning

questims.
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TABLE III - 1

0? ORAL ON

I. The oral group interviews associated with written responses used

two kinds of questions: high-structured and low-structured.

A. The low-smd ggtstions were the ease for all schools.

These are as follows:

1.

2.

3.

What didyouthinkofthe film?

Howdidyoulikethefils?

Hhat usthefilntryingtosay?

The Mmtmd motions were as followe:

1. ”HIGH OI nu: ma"

(a) fiowdidthefilmsqdrugs were bad?

(b) what serts of problens were associated with drug abuse?

(c) How (did the file show parents were involved with their

childrenw drug mblem?

(d) "Peanuts" mother threw his out. Should she have

done the? W W not? -

(e) Ihat place didGodhaveinths lives of some ofthe

file's characters?

(f) that did the opening and closing graveyard scenes an

to you?

(g) After each of these questions, this researcher asked

ifthsyagreedornotwiththefilsandwlm inorder

to get to some oftheirmoral reasming.
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TABLE III-l (continued)

2. ”MP SIDE“

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

(b) How did the fill point out that parent-child relatims

were behind sons of the probleas presented?

(c) What place did the fill suggest that God or Jesus Christ

should have in a person's life?

(d) hhat were sons of the problens and solutions presented

in the fill?

(a) After each question, this researcher asked if the

laments agreedernotuththefihandwlv. inorfir

to get at their reasoning.

3. was: runs. mm:-

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

(b) How helpful is God to a person?

(c) Wdidthe bayonet ll'eakuptheassemhly?

II. The oral interviews without aw written responses used both low

and high-structured opening questions, too.

A. Lew-structured om mations :mre as followa:

1. that as the film's message?

2. How did you like the fill?

3. howdoyoudeteninerightfronwrong?

3-W.... «ho-on tro- n.

appropriate list of questions in the high-structured

list above.
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The response mode was divided into written and oral responses.

The written responses were further sub-divided by oral discussion

respmses either E9}: to or subsmnt to written responses. The

questions in the written rem; mode in all cases were highly

structured for all subjects. Each subject was to write his responses

privately and anmsly to questions in the written response node.

Table III—2 lists the questions in the :n'itten response mode.

niscussion prior and subsequent to responses in the mitten

response mode folloud the high/low-struotured questions out-

lined sbove under interrogation structure. This discussion was

an open discussion with the entire group or class invited to

participate.

The oral ream mode was used without any written respm—

ass. This mode was used with an entire group or class of students.

They were me to participate as they wanted. The opening oral

questions in this mode followed within a high or low structure.

Table III-l, part II. lists these questions.

The written responses were enplowed for two prisary

reasons. First, they provided data for the evaluative research

project of which this dissertation as a part. Second. they were

used to focus attention in Approaches III and IV (See description

of the six approaches follo:dng.). The focus of this particular

dissertation is on the elicitation of oral respmses. Thus the

written responses will not be analysed and reported here. They are

analysed and reported in hard and Stenrt. 1973, Chapter v.
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2.

3.

lo.

5.

6.

7.
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rm III-2

O 5 1'0 11‘ mm A

that dd the :11. try to say; that is, what was/were its

message(s) or Iain idea(s)?

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

Why or In not?

Uhat effect dd the file have on you? Hhat dd it do to you?

Did you like or dslike the film?

How such did the follodng help you in decidng :dat is right and

wrong?

(a) Very much lluch Some lions

l 2 3 l.

(1) Physical ham

(2) Ilental, elotiwal har- (psychological)

(3) Good feelings

(1.) AW of friends

(5) Approval of parents

(6) Approval of other adults

(7) 108.11”

(8) Into-111v

(9) Approval of society

(10) Approval of ”kind

(11) Other (whet?)

(h) N did you check "very lush“ and ”Itch“ above?

Ifyoumakeaproaise, wouldyoubreakit? morwhynot?

Aw other co-ents.
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Table III-3 gives an overview of the opening oral interro-

gation structures and the response nodes used in each approach.

Descriptive research, to be valuable. should look for something

inparticularaswellasbeopentounexpectedand serendipitous

findngs. The research herein reported had a set of expectations or

selinal lurpotheses associated with each approach. The writer has

chosen to use the word "expectations“ to describe what he expected to

dscover in the research. These expectations are listed below

under each description of each of the six approaches. The approaches

were emceptualised as the independent variables. Classifiability,

gsnaneneas and sanagenent were the dependent variables.

m;consists of a hgh-struotured opening dscussion

with written responses following the dscussion. In the regard. it

as expected that tin oral responses of the students would have been

easy to classify «cording to Kohlberg's moral developent stages.

the oral responses would have been germane, and 1esdership tasks

would have been mainly to askthe proper high-structured questions.

Thedscussimwouldmbablyhaveactedasastimlustoslicit

further written respmses fru the students.

Mconsisted of low-structured opening decussion

with written responses follotdng the dscussion. The approach was

expected to produce less geraane and less easily classifiable oral

responses. The low-etructured opening discussia: was enacted to

produce responses from those who found it easy to enter into a
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class-sized dscussion. . Thus the ”class elem“ as well as the truly

articulate persons would have tended to doainate the dscussion.

The more intensely these kinds of students felt about the subject

being dscussed, the greater they would have deninated the dscussion

and the less other nonbers of the class mold have participated.

Amch III consisted of written responses followed by a

hgh-structured opening interrogation procedure with dscussion after

the writing. The was expected to produce germane and easily classi-

fiable written responses. Hanover, it was not expected to produce

a large amount of dscussion because the students would have, in all

likelihood, felt they had said all they wanted to in their written

answers. It we expected that aanaging the leadershp of the

approach would have required sore skill to attempt to draw out from

students what they had alreaw written. hhat dscussion developed

as expected to be germme and sadly classifiable.

Mach IV consisted of :n'itten responses followed by a

dscussion 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 gar-ans to

the Kohlberg noral develop-ant levels and stages. The approach was

expected to produce sore dscussion than Approach III, but less than

either Approaches I and II. Leadershp nanagesent in the fourth

Approach was expected to be sore dfficult. It ens expected that

the discussion would have tended to ranble. The sales tendencies of

nonopolisation of the dscussion :mre expected as mentioned in

Approach II.



Approach v consisted of oral discussion in class

using hgh-structured opening questions. The approach was

expected to be smwhat stilted, tending to a question-answer

format dth 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 dscussion aentiaied

. in Approach II above were antidpsted in the approach, too. However,

the hgh-structured questions were expected to Iitigate against the

beconingas serioesaprobles asinApproachVI below.

Wconsisted of oral dscussion using low-structured

opening interrogation questions. The approach was expected to pro-

duce the nest dfficulty in clnssifying responses according to moral

developent stages, to be less germane, and to produce the most

problems in trying to manage the dscussion. All of the problems

associated ulth dscussion in Approach II were expected to be even

our. apparent in this last approach. '

W. Therolsoftheresearcherwasas

a participant-observer (M). 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.” Nevertheless, the data

were gathered by one person who participated as a ,dscussion

leader, facilitator for clarifying responses, and observer. Thus

the ten participant-observer is used to describe the role of the

researcher in the interviews.
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M

The research described in the stuchr 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 dscussion, whch one or ones provide the most

easily classifiable responses, the most gensane responses, and would

bethemostmansgeabla? Inordertodeteitineths, aseries of

dscussions was arranged. Bach dscussion snployed one of six

Approaches described above and smsrised in Table III-3. These

six Approaches were the independent variables associated with the

research and clasdfiability, gsnaneness and management the

dependent variables.

W

The oral responses of the subjects are described for each

approach in terms of the following categories: (1) classifiability,

(2) germaneness, and (3) dscussion manage-ant. These three cats-

gories were the dependent variables of the research.

(1) Wmaudsodwmmoruum

a Kohlberg moral developent stage to each response. These responses

whch were clearly identified by the 9-0 during the dscussion as a

stage inxohlbsrg's schesa wereWW.

As an example, responses that stressed that taking drugs

was "wrong became the plvsical consequences were harmful to one's

body” were coded as easily classifiable. Other responses that

clearly fit into one of Iohlberg's descriptions of six stages of
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aoral developnent were coded as easily classifiable.

These responses that did not. fit Kohlbsrg's schema

a- that seemed to fall between stages are coded as less easi_._ly

classifiable. For sample, responses that stressed content of

moral judgment, ”drugs are bad,“ but dd not have up structural

reasons for the judaents were coded as being less easily classi-

fiable. Aresponsesuchas"Dru_gsarebadbecausetheydamags

yourbowandthsy (kn't do awthingforyou' wasjudgedto

fall between stages (Stages 1 and 2 in the sxanple) and,

therefore, were codd less easily classifiable.

(2) G_snaneness was judged in terms of the relevance of

the responses to cognitive moral reasoning as described by Iohlberg's

cognitive moral developent stages. Those responses that were

clearly verbalisations of cognitive moral reasoning and not just

aoral content judgments were clasdfied as germ-1s. For example, a

statementsuchas'Tahngdmgeistn'ongbscaueeitdllmakeyour

parsntsnpsetsndldon'twanttoupsetqparents: Ilovethem

toonich: Theyden'texpectmetogstintodrugtrouble." is

clearly a verbalisation of Kohlbsrg's Stage 3 moral develop-ant.

All responses that were clearly verbalisations of moral develop-

ment according to Kohlbsrg's description fire coded L...’

Responses that were irrelevant or were not clearly verbalisatione

of cognitive moral reasoning were classified asW. Into

this last category were pieced all moral judpents that did not
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have cognitive noral reasoning statements to support then.

All content responses without cognitive structure responses were

classified as less germane, else. For example, a response such

as I'I think all people event to have a happy life," as coded less

germane. Also, responses such as "The file said drugs were bad

for you and I agree," :hich had no cognitive, structural rsasming

elicited were coded less germane.

(3)Wwas described in terms of the

follodng general characteristics of group interaction: (a) freedom

from denination w one student, (b) contributiais from sore than

one-half of the students in the class, (c) voicing of contrary

viewpoints by students, (d) relative spontaneity of dscussion,

and (a) continuance of dscussion by subjects without prompting

by the participant-observer.

Reel: of the six Approaches is a mode of eliciting responses

from students. The responses of each approach were analysed

according to the three criteria of (l) ease of classifiahility of

responses :d.thin Kohlberg's echo-a, (2) germanenese to Kohlberg's

schesa, and (3) ease of management of the group dscussion.

W

Thethreefilmsthatwereshorsrhavebsenanalysedinterms

of Kohlberg's aoral development schena. his was done to provide

an understanding of the moral develop-ent messages in each film and

to help the researcher to know the stages of the messages enrich

students verbalise in the dscussim and written responses.
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A staff of five knowledgeable researchers (doctoral students

and university faculty) who were working in related research with

Iohlbsrg's aoral developent schsu net and viewed each film expressly

to assigi a Kohlberg noral developsnt stage to each moral message

perceived. Each person worked indvidually and privately in judging

each noral message writ of the fill. After each unit was judged

privately, each judge announced he decision to the others for com-

parison. In nost cases, all judges agreed. In those few cases

where there was deagreeaent, dscussion prevailed until a consensus

as reached by all. After consensus was reached for one unit, the

judges viewed the next one and assimed a moral developssnt stage

nuber (fron Kohlbsrg) to that unit. The ease reporting and con-

sensus procedure above was followed throughout each file.

The scoring of each unit was inns in accordance with the

moral develop-ant scoring procedures outlined by Porter and Tvlor

(1972). Theirs was the wily published material available at that time

that explained how to assign Kohlberg's moral development scores.

Inanalysingeachofthe filns, thetotalinpactofa

scene was considered. The include the verbal script, the setting,

characters, cineastic effects, photograplv, colors, and nusic. The

judges sought to view each film in terms of the moral messages being

coununicated. The moral nessage unit consisted of scenes and parts

of scenes. When some scenes contained more than one moral message,

each noral message was considered as a unit withn a given scene.



7h

The judges consciously and purposefully avoided the temptation

to ”read into" the file the intentions of the film director and

producer.

The analysis is reported in Tables III-5 and 6, using

Iohlberg's Ioral development echela as presented in Chapter II.

Table 111-1. 2,1... ratings in percentages of each mm. aoral

messages dutch were assigned to each of Kohlberg'e stages. Each

file's noral dsvelopent level was calculated by adding together

the percentagesofallstagssineachlevel.

host of the first film, "High on the Game,“ was strongly

oriented to Level I message. It stressed mist-ant and obedience,

plwsical and psychological warnings and threats, and instrumental

aspects of both life in general and religion in particular.

Another portion of the film wee alnoet entirely oriented to Stage 3

in terms of stereotypical role expectations free family and friends.

The other Stages (H) had none or practically no scenes oriented

to them.

The second film, "Flip Side,” followed "High on the Caapue"

inter-e ofbsinglihewise orientedetronglytoLevelI (Stagesland

2) and partly to Stage 3. It see sasfiat stronger in its orientation

toStageBthsn'Bighonthecenpue'.

The third film, "Hey There, Vandal” had a sell orientation

toStagelandacmdderableanounttoStage 2. Alloetone-halfof

the scenes were oriented to Stage 3. There as a weak orientation

to Stage I. in this film. '
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Kohlherg Stage “High on the "Flip Side” ”Hey There,

Cums“ Vondal'

°r “”1 Total floral nos- Total Horal Mes— Total Moral Mes-

sage Units: 1.5 sage Units: 57 use Units: 13

Stage 1 29“ 23% 10$

Stage 2 51% 1.3% 38%

Level I 76% 66$ and

Stage 3 20% 30% 1.6%

Stage I. 1f — 6%

Stage a 1% 2% —

Level II M 311‘ 52$

=====_

Stage 5 2% 11 ..

Stage 6 -- 11 ....

Level III Zfi —

r—‘fl

Modal Stage 2 2 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 he observed from the nodal stages

in Table III-6, tax: of the fills are heavily oriented to Kohlherg's

Level I (especially Stage 2) "Instrmsental Relativist Orientation.”

The third file is primarily oriented to Stage 3, "Interpersonal

Concordanee Orientation" but with a stung secondary orientation to

Stage2,also.

LOGI U T

Several changes occurred during the twelve weeks of data

collection. Oneoftherandonlychosenschoolsiteswasinafar

western sountain state. Two additional school sites could not be

found that would have shovel am of the three fills ("High on the

Campus,“ ”Flip Side,” and ”Hey There, Vandal") in this ustern state

within the proper time limits laid dove: w this stuchr. The high

costs involvirdintravelingtothisone random sits andthe lack of

am other sites within a reasonable distance made this net's inter-

views prohibitive fron a cost-benefit viewpoint. Consequently, that

veek'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 tine was available between the con—

tacting of the schools and the actual interviews, usually not lore

than one week. It was discovered during the routine arrangements,

that the schools chosen (for the eighth soak could not be contacted

because of Spring vacations peculiar to that area. An atteept was



made to find substitute schools. As it turned out, no others were

available. The observatiaie for week eight, therefore, were can-

celled.

. The result of cancelling the trips for the sixth and

eighth weeks was to reduce the eagle sise to 83$ of the original

sample sise. This is generally considered to be sore than adequate

to nest the require-outs of randolaisation.

Another change resulted when the P-O arrived at a school

for the interviews only to discover that their lovie projector had

recently been stolenandhadnot beenreplaced. Theyhadnot

shown the fill. Therefore no interview are possible in that school

(9-2).

No school could be found for the 9-3 assign-ant which would

east the established criteria for showing one of the three films.

Consequently, a school us chosen which had booked another film

free the same calm with a sinilar soral nessage. The researcher

hadnotpreviewedthefils, eohewentintothe schoolwithonlythe

very briefest verbal su-ary of the fill.

me 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 sodify their

schedules to fit their even made, however. As a result, three schools

showed "High on the Canpus' only‘two days prior to the interviews.

One school ahead 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. I

In another school (10-2) the only class intended for vievdng

ofthefilndidnotmsetonthedaytheinterviewwaetooccur. The

questionstobeansweredbythe etudentswsre tapedbythsP-O

and a mitten copy was left with the teacher. The teacher

addsfisterod the taped questims to be ensured in writing by

the class. This class received tln questions amroximately

three weeks after viewing the filsandone 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 plwsical situations varied tremendously from school

to school. The place for the interviews ranged from a usual

classroom to various-sised libraries, cafeterias, auditoriums, and

gymasime. Merely attempting to pick up voices became techni-

cally impossible. Further, on the several occasions the taping was

attempted in a normal classroom situation, it seemed to produce in

the students a reticence to discuss. For these reasons, than,

taping was discontinued.



79

M

The design for this research called for written and/or

oral responses to discussions with intact groups of students

in grades eight through twelve in randomly chosen schools across

the United States. The students were to have viend one of three

noral developnnt fills at least five days but not sure than two

weeks prior to the interviews. Six elicitation approaches with

differences in interrogation structure and response nodes were used.

Analysis of oral responses were in terms of ease of classifia-

bility of responses in Kohlberg's schesa, gsrsaneness of respcsises

to Kohlberg's levels and stages of moral develop-ant, and the

relative ease of discussion management.
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W

Responses free students are gathered by interviews of

classes in randmly chosen schOOle 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

Hard and Stewart, Chapter V (1973). The students in the classes

to be interviewed usually were not forewarned that they would be

interviewed.

Each interview with a class began eith the teacher intro-

ducingtheP-O. TheP-O wouldthsnintroduce hisreaeonfor being

inthe classandsetthe stage fortheinterview. Hewouldseekto

establish rapport w assuring students that the interview was in no

way associated vdth their grades. Nor was be looking for any

specific kinds of answers. Rather, he told them he was desirous of



obtaining their our ideas and responses to the film, (the

curricular experience).

The students responded to the interviewer very positively

throughout the research project. At no time was classroom behavior

nor "discussim" a problem. Students seemed to want to express their

omnions, ideas and thoughts.

A emery of the Approaches used throughout this study are

as follows:

APPROACH I - oral response using a high opening interro-

gation structure procedure, written responses

followed;

APPROACHII—oral response usingalowopeninginterro—

gation structure procedtn'e‘, mitten responses

followed;

APPROACH III — written responses preceding oral response

using a high opening interrogation structure

mam:

APPROACH IV - written response preceding oral discussion

using a low opening interrogatiai structure

WM:

APPROACH V - oral discussion using a high interrogation

procedure, no written responses;

APPmACH 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

clear contrast with Approaches I and II. Approaches III and IV

were desigled to use a written exercise tnth subsequent discussion.

In actual operation, Approaches III and IV had to be prefaced with

several co-ents to the students; to insure that they were all

thinking about the sans film. The reason for this was that the

shoungofvariousfilmsingradesStolZisveryfrequent.

Sale classes saw at least one film each week. One class had seen

six films in the last six due before their interview. Several

other classes had viewed two or three drug educetion films after

viewing'flighontheCIpus", thuseasilyconfusing'fligronthe

Capes” with am of then. It was therefore imperative, no setter

tench approach, to make sure that the students were recalling and

diecussingthesamefilm. Usuallythiswasdonebyasldngthe

students what the film vms 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 rsneebered their friends'

descriptiale of the films.

The process of making sure that the students recalled the

correct film my have 'contdnated' 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 yet, a respmse

to an extraneous curricular experience.
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Table IV-l provides a sunny of the classes and schools

involved in this stuchr. In some cases an estimate is used to

indicate the nmber of students involved in classroom interviews.

This is done because no actual number was reported tor the teacher.

InsomecasestheP-Ohadtomakeaquickcotmtpriortoorsubse-

quent to his intervieuing the class.

A school and class or group are denigrated on the tables in

this chapter by a set of nuerals and letters which correspond to

the task of the interview, tb erbr that week in which the school

was visited, and the class. Thus l-l means the first week of inter-

views and the first school that week. when necessary, individual

classes or groups within a particular school will be denigrated by

lower case letters "a,b,e" etc. Thus ll-2b would mean the eleventh

week of interviews, the secmd school that week, and the second

class interviewed that dc.

Atotalof29schoolsvereinvolved. DatafromSlclass-

rooms or intact poupssrereported. Some ofthe intact groups were

stow hall groups, plvsical ethicaumpclasses and health education

classes. Other groups were combinations of several classroom sets.

All groups were composed of students in grades eight through twelve.

Twenty-seven schools were public schools. Two were Roman

Catholic parochial schools. A total of appradnetely 1731. students

were interviewed. Of these, 238 students gave mly oral resparses
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rm IV-1

em 92:M£2wW

nix or PUELIC/ GRADES mm or row.

um PABOCHIAL ml: W GLASSES W8

1-1 Public soc 8 l 36'

l-2 Public soc 9.11, 6a-f 121*

1-3 Public sec 8 l 16*

2-1 Public mo 10 l 31

2-2 Public PS 8, 9 2a, b 31..

2-3 Public m 11,12 1 35

3-1 Public me e 2a,b A3

3-2 Public PS 9,11,12 5a-e-H-+ 93

3-3 Public re 8-:- 2a, b.- 139

15-1 Public 100 10 l #3

b—Z Public P8 8 2a,b 33

10-3 Public 100 10 2a,b 53

5-1 Public m 9.10.11 3a-c 210»

5-2 Public 100 9-12 2a, b 68

5-3 Public PS ll,ll ’ 2a, b 18

6 (Interviews cancelled forthis reek) O 0

7-1 Public m0 ll,l2 3a-c-H- is

7-2 Public PS 9 l 93

7-3 Public [DC 8 2a,b 61

8 (Interviews cancelled for this week) 0 0

9-1 Public m lO,ll 2a,b 69

9-2 (Pilm not shom) —-— O O - 0

9-3 Public ll! 8 2a, b 51.

10-1 Parochial me 10 2a, b 57

10-2 Public In" 8 l" 20

10-3 Public m 9-12 2'*a,b 37

ll-l Parochial me lo 2a,b 57

11-2 Public ‘ m e 2a,b 5:.

11-3 Public re 11 2a,b is

12-1 Public mo 8 l 52

12-2 Public PS 10, ll,12 l 55'

12-3 Public lay a l 56

Abbreviations:

”inc:- is an abbreviation for “High on the Campus".

"PS" is an abbreviation for ”Flip Side".

'HTV“ is an abbreviation for “hey There, Vonda!"

"HP” is an abbreviation for 'llisfits".

Notes:

* Estimate. Duct nuber not available.

9* Iritten responses only. No discussiml. lo data reported

. for ‘hae

+0nlyone classhasoraldataincluded.

++Onlytwo classeshave oraldetaincludsd.

+++ ally four classes have oral data included.
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(14.2.3: 2-1,2) and 175 students gave written responses only

(3-sz 3-31); 10-2; 10-34: and b). The written responses will not

be reported for reasons alreaw stated in Chapter III.

School 10-3 provided a specialproblee to this inter-

viewer's own moral judpent and sense of justice. In school

10-3 the studentetobeinterviewedwereinastWhall. A

mmberofthemwereplarurlngonueingtheir stuckhallperiod

forworkduethat day. Theprincipalhadnotforswarnedthem

thattheywouldnot have astWhallonthiedu. It became.

obvious that thia interviewer's presence was going to be a problem

for a great number of them. It was this researcher's judpent that

itwouldbegrosslyunfairtothe studsntstousurptheirentire

class period for an interview. he decided to gum, ad-dnieter

the written response questions without an discussion. Hence no

oral data were generated for this group (school 10-3).

One all-girle' [health education class (3-31)) did not have

ary 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

attespted, 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-lb, 7-1c

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 generated in these classes.

One possibly confounding, recurring occurrence was that not

ellofthe classeswere abletoviewtheentire films. Both'nigh

ontheCampus' and'PlipSlde' were toolongtofitinto school

periods of less than 55 ainutee. nor-sally atywhere from 5 - 10

minutes of a class period is sonar-ed at the beginning with record-

taking, announce-sate, and other such non-acadelic activities. Even

a 55-minute period would be too short to show a 52-minute file.

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

The length of ”High on the Cupus" and “Flip Side"

precluded any follow-up discussim by most teachers i-ediately

after their classes viewed the film. If a teacher was using the

filmasaconstructive curricularespsrience, heorsheusuallyhad

to wait until the nerttise the class met to proceed with discussing

the film.

W

The oral discussions were judged in accordance with the

stated criteria in Chapter III of this dissertation and Mood

below. Israediately after each class or group interview, the P-O

would rate the students' discussion in terms of classifiability,

gernsneness and management. The P-O did this with notes which

described each class or group that he interviewed. ’



Those responses fro stuants which, in the .1th of

the P-O, were clearly identifiable as a stage in Kohlberg's

schema, were labdled easily classifiable. Other responses viiich did

not fit into Iohlberg's scheme or that fell betnen stages were

olessifiedbythsP-Oasless easilyclassifiable. TheP-Ohad'

to be continually alert to the responses being gran by students.

he had to judge vhether they were moral reasoning state-ante Or not.

Imoss moral reasoning statements are then judged as being easily or

less easily classifiable.

Theresponseswerealso judgedtythsP-Ointermsof

gernaneness. Germansness as defined as responses that were clearly

verbalisations or cognitive moral reasoning and not just moral content

judgments. Those that fitted this category were classified gar-ans.

These responses that were not cognitive moral reasoning responses were

classified as less germane. , _

Discussion snagemsnt as judged by the P-O using the follow-

ingcriteria: (l) Dominance tyonsortwo studsntsledtothe judg-

ment that the discussion no less easily managed. Discussions with

lackefdominaneewere judgedaseaeilymanaged. (2) Involvementof

approzdmatelyone-halforsore oftheclassorgi'oupintheuscussion

led to the judgnent that the discuseia: us easily Ianaged. Discussion

in which less than one-half were involved were judged as less easily

Ienaged. (3) If students voiced contrary views to each other the

diacussionwas judgedto beeasilymanaged. Where little orno



contrary views were expressed, the discussion was classified as

less sadly managed. (It) then the discus'den was relatively

spontaneous and did not require continued or frequent direction

fromthe P-O, itwas judgedto beeasilymanaged. Then the oppo-

site was true, the discussionwasjudgedtobe less easilyman-

aged. (5) Those discussions that maintained the-selves without

promptingorleadershipfromtheP-O were judgedeadlyclassifia-

ble. when the opposite was true, the discussion was judged as less

easily managed.

W

Tables IV-2a-dprovide a su-aryofthe data compiled

according to the analyds table described in Chapter III of this

dissertation. The unit of analysis is a classroom or other intact

group. Each figrre 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 diecusdon. The written responses were used primarily

for the larger part of the straw associated with the interview

and not as part of} this dissertation. Therefore, only those intact

groups which produced oral responses are reported in Tables IV-2-d.

Thus, 81‘0“?! 3-2b, 3-3b, 7-lb, 7-1:, 10-2, lO-3b, are not included

in Table 117-2.



89

      

 
 

 
 

 
  

$
0
9

t
o
s
E

$
0
9

$
0
9

t
o
;

1509
E”

n
E

1
3
1
0
1

3
0

1
6

c
(
E

s
E

E
c

6
m
o
s

:
0
u

q
c
-
s

z
-
L

q
c
-
s

z
-
L

E
o
r

q
c
-
s

9
1

2
-
1
.

e
d
e
m
a

.
n
o
s
e
r
u
m

8
2
-
;

q
z
-
S

v
z
-
s

q
z
-
s

E
o
m

v
z
-
s

o
u
t

q
z
-
s

9-1»!

c
-
z

I
I
I
-
s

6
-
2

3
1
-
5

E
c
a
n

c
-
z

h
m

I
I
I
-
9

I
I
r
o
m
a
n

v
s

v
v
s

'
v

v
s

N
$
9
7

i
E

150
7‘

E
*
9

i
m
o
s

:
0
i

9
z.

E
9

I.
E

9
L

r
e
m

:
0
u

'
q
s
-
I
t

q
c
-
t
t

E
a
s

q
s
-
t
t

z
-
z
t

QI-‘t‘t
z
-
s
t

Q
I
-
I
I

E
a
s

3
-
3
1

.
c
a
n

q
r
—
n
E

q
z
-
n

q
s
-
z
.

Q
z
-
T
t

q
c
-
z
.

E
m

q
z
-
I
I

s
o
u

qc-z.

9
1
1
-
6

v
a
c
-
L

t
a
t
-
6

v
t
-
L

E
m

9
1
-
6

o
r
!

P
H
.

3
1
-
6

v
s
—
s

"II-6
u
c
-
s

E
h
m

3
1
-
6

o
r

v
c
-
s

s
d
n
o
x
s

.
g

s
o
c
o
r
s
e
t
s

q
c
-
v

(
I
I
-
C

q
s
-
v

Q
I
-
C

E
c
a
n

q
s
-
v

o
c
h

Q
I
-
E

C
t
-
n

I
n
c
-
v

P
t
-
c

V
I
E
-
v

w
t
-
c

E
O
O
H

I
n
c
-
o

o
m

n
-
t

I
m
v
o
u
d
d
v

W
e
:

u
s
e
:

e
a
E
m
e
g

s
s
o
q

s
u
e
m
r
o
o

E
.
£
1
8

‘
3
’

r
o
o
m

I
m

I
f
—
m
e
m
"
m
"
o

  
 

  
 

 

m
fi
m
m
m
n
m
m
m
n
m

3
2
-
1
1
m
m
.

 



   

  

  

     

 
 

 
 

 
  

$09
750*!

1601.
E

h
o
t

tub
toe

,
0
m
m
“

6
*1

o
r

6
o
r

6
m
o
s

J
O
u

5
-
6
1

m
6
-
3
1

c
-
z
'
t

I
-
s
t

I
-
Z
‘
t

o
u
t

t
-
s
t

9
6
-
6

9
€
-
6

A
H

9
9
-
6

9
8
"
!

9
8
-
?

S
i

9
3
-
”
!

u
c
d
m
fiJ
O

t
-
v

v
c
-
e

M
1
3
6
-
6

o
o
h
M

i
n

I
c
e
-
6

n

a
r
e

'
I
-
L

e
z
-
c

r
c
-
L

o
r

a
m
:

s
o
:

I
I
I
-
L

013-: n

.
.

u

p
z
-
c

,
9
;

9
2
.
;

v
e
g
-
c

9
1

w
t

9
1

c
-
E

.
R
O
W

’
1
9

‘
1
'
?

S
W

‘
1
’
!

l
l

16
75

1
5
9

i
$
9
9

15
w
e

s
o

15

s
v

s
*1

S
v

m
o
o
.

3
0
u

l
a
c
-
t
r

9
6
-
1
1

’
s
a

v
a
c
-
t
r

“
M

9
2
-
1
1

9
1
-
1
.

v
z
-
t
t

a
l
t
-
L

i
n
!

P
o
r
n

s
o
n

c
t
r
-
I
.

m

v
z
-
v

m
u

v
i
z
-
fl

I
I
I
-
I
t

s
e
t

u
z
-
v

e
o
n

9
1
-
1
1
1
:

I
v
e
s
-
t
o

q
z
-
t

9
1
2
-
0
1

q
z
-
c

c
t
r
-
o
r

9
d

q
z
-
C

o
c
h

a
l
t
-
o
r

_
I
?
!
“

M
3
2
-
6

l
a
t
-
o
r

v
i
z
-
C

’
v
a
t
-
o
r

S
a
l

v
z
-
C

c
o
n

v
a
t
-
o
r

m
v
o
u
d
d
v

t
w
i
n

“
0
'
!

m
m

m
o
o

«
o
r

m
o
o
m

c
m

.
.
m

c
u
s
m
o
S
e
u
e
n

c
o
a
r
s
e
n
e
s
s

K
Q
I
T
W
’
C
T
J
‘
P
M
O

 

m
a
m
m
m
n
m
m
n
m

9
8
"
A
I
m
e

 



91

   

  

 

   

 
 

 
  

$
1
1

$
6
8

1
6
0
0
'
:

7
k
m

o
r
J
o
n
i

I
8

6
6

J
D
u

(
I
T
-
9

m
(
I
T
'
S

(
I
T
-
5

T
'
C

O
C
H

I
‘
Z

1
2
"
?

J
I

I
o

o
s
d
n
o
r
i

9
P

p
a
s

P
o

s
a
s
s
e
r
t
s

0
1
2
-
1

0
2
-
1

at
q

6
-
H

3
3
'
1

'
3
"
!

a
m

3
3
-
1
:

U
E
‘

3
:

1
‘
1
:

1
1
-
1
:

a
m

P
T

“
W
W
I
—
E

.
1
0
0
1
:
E
“

2
5
0
0
1

E
7
5
0
0
1

0
‘
:
J
o
n
i

v
I

v
I

*1
r
e
u

”
-
9

9
1
-
9

W
9
1
1
-
5

3
9
W

9
3
'
?

9
3
"
?

9
3

9
8
-
8

1
0

P
z
-
z

E
v
z
-
z

E
8.!

t
i
c
-
z
“
m

5
"
!

9
‘
1
:

.
O
C
H

5
'
1
:

’
I
‘
N

1
1
2
1
1
9
9
3

9
9
0
'
!

k
n
e
e
s
L
e
m
m
a
s

"
o
r

m
e
n

E
m

"
9
'
:
m

A

T
I
M
E
"
)
!

s
u
m
m
e
r
s
!
)

E
K
Q
W
W
'
F
'
V
T
O

m
a
y 
 

(
“
P
M
“
)
m
m
m
n
m
m
n
m

o
z
-
A
r
m
r



m
u
n
—
W
m
2
2
w

T
A
B
L
E
I
V
-
Z
i

 

A
P
P
R
O
A
C
H

'
-
C
l
a
s
s
i
f
i
a
b
i
l
i
t
y

G
e
r
m
a
n
e
n
e
s
s

 

 

E
a
s
i
l
y

L
e
s
s
E
a
s
i
l
y

G
e
r
m
a
n
s

L
e
s
s
G
e
r
m
a
n
s

  I
I

I
I
I

7 3

 

6 3 5

  

7

3
0

5
9
%

 

6

  2
9

5
7
%

 1
.
3
%

 
 

92



93

Tables IV-2a and min show that Approach I produced an

almost equal distribution of responses in terms of ease of clasd-

fiability, germanenese and nanagement. The results were that

seven classes pre<htced easily classifiable, germane and sadly

managed oral responses. Six classes produced less easily classi-

fiable, less germane, and less sadly unaged oral responses.

Approach II, as reported on Tables IV-2a and IV-zd, show

an equal distribution of results in all six classroass in vdiich

Approach II was used. Three classes produced oral responses which

were sadly clasdfiable, germane, and easily managed. On the other

hand, three classes produced oral responses which were less easily

clasdfiabls, less prmane and less sadly managed.

Approach III, as reported on Tables IV-2b and IV-Zd, shond

9 classes were interviewed. Pour classes produced oral responses

which were easily classifiable, genera, and sadly managed. Five

classes produced oral responses which were less easily managed,

less germane, and loss sadly managed.

Tables IV-2b and XIV-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 :nich were easily managed. Approach IV produced, on the

other hand, seven classes dross oral responses were less sadly

classifiable and less gensne, and six classes which had sadly

Ianaged discusdon.



9h

Nunsrically, this approach elicited aors responses which

were less sadly clasdfiable, less genane, and less easily

managed. However, the mean for the 10 classes in which Approach IV

as used is 5 for each category. The deviation from the mean in

clasdfiabdlity and genensnsss is -2 and +2. The deviation from

the nean‘ under the management category is -l 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 m Tables IV-Zc and IV-2d, elicited

from four classes oral responses mhich were easily clasdfiable,

germane, andsadlymsnaged. No oralresponses from anyofthe

classes were less sadly classifiable, less germane or less sadly

managed.

ApproachVI's dataarsinthssandirsctionasths dataof

Approach V. All 9 classes interviewed produced sadly clasdfiabls

and germane responses. Eight of these nine classes produced discus-

dons that were sadly managed, and one class produsd less sadly

managed discusdon.

Thus App-caches I, II, III and IV produced oral responses

which had an equal probability of occurring. Only Approaches V and

VI showed definite, uni-directional response patterns, all being

sadly clasdfiable, germane, and sadly managed. The only exception

wasthe discusdoninoneclass whichwasless sadlymenagsd.
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FINDIMS

 

The mturs of this research is descriptive and its dsdgn

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 night he charged to the P-O. The case is

ands, however, that the participant-observer attsrapted by tape

recording interviews to allow for independent Judgment of the oral

interviews. For the reasons cited above, however, this was not

posdble. Since the P-O was not attsnprting to ”prove" that one

amroach 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 dissertatim, expectations or

twpothedasd results associated with each of the dx approaches

were stated. The first section of the findings of the data

focuses on these sxpectatims.

1'1an One. Mach I was a high-structured opening

interrogation procedure with written responses follodng. It use

expected to elicit oral responses ndrich would be sadly classifiable,

germane, and with sadly managed discussion. The data on Table IV-Za

show that this occurred on approdnatsly a 50-50 beds. Thus this

expectation was found in only about me-half of the classes inter-

viewed. The oppodts also occurred with about equal frequency.

Approach I did not produce evidence to support condstsntly the

expectation.



Finm Two. Ammach II was a low-structured opening

interrogation procedure with written responses following. It was

expected to elicit less sadly classifiable and less germane responses

and to be a less sadly managed discussion. This was confirsed in

one-half of the cases and unconfirmed in the other half as shown

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

Finding Three. Amach III consisted of urittsn re-

sponses followed w a ugh-structured opening oral interrogation

procedure. This was expected to produce gsraans and sadly class-

ifiable responses. It was not expected to produce an sadly nanagsd

dscussion. Table IV-b shows that the probability is about 50-50.

It is also clear from Table IV-b that aanagsmsnt follows in the

some direction as classifiability and geraansnsss. Manage-ant does

not seem to be independent fro- the other two variables. As clasd-

fiability and genanenees go, so also does manage-ant. Thus the

written responses did not seem to have carsistsnt effect upon

clasdfiability and gernansnsss of responses and management of the

discusdons.

Piggy Pour. Wconsisted 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 are less easily clasdfiable and

less gsruane and was less sadly managed. Homver, as was stated

abovsunderthe dstaheading, thedsviationfromthemeaninboth

classifiabuity and germansness is -2 and +2, and for aanagemsnt

it is -l and +1. Thus the responses are equally distributed



around the neon. 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 sadly clasdfiabls

and less germane, and would produce less sadly managed discussion.

Fin Five. Amen V condsted of oral discusdon

udng a high opening interrogation procedure. No written responses

preceded or followed the discusdon. The expectations were that these

approaches would prechrce less sadly clasdfiable and less germane

responses and be a less easily managed dscusdon. Contrary to

these expectations, Table IV-c shows that all four of the classes

who were achidstered this approach produced sadly classifiable and

germane responses and were sadly managed.

Clearly the elicitation procedures made a consistent differ-

ence in these classes. Thus an elicitation process which is composed

of law-structured opening questions can produce easily classifiable

and prmans responses within a discussion that is easily managed. An

inediate question arises in this writer‘s nind as to iv this

approach elicited such sadly elasdfiable and germane responses and

was an sadly managed discusdon. 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 interrogatim

procedure. Approach I, however, used a high-structured opening in-

terrogation followed In 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 adrinistsrsd. Therefore, it

is not possible to analyse the sods-economic and academic actdeve-

msnt of the students involved in either Approach. One can only

speculate that some kind of difference my lie in the ld.nd of

teaching methods used by the teacher in each classroom.1 One obser-

vation made by the P-O in three of these classes (1-3, 2-2s, 2-2b)

was that decusdons vars reported to be a frequent teaching method

used by the teachers. The students were knowledgeable and

experienced in disarsdar techniqu and vould have learned to

carry on a discussion with ease. The results seem to be indicative

of the fact that the students rmrs quite coafortable in this mode

and responded with sadly clasdfiabls and gsrvsane responses. Thus,

prior podtivs experiences in previous general discusdons may be

a losy to eliciting sadly clasdfiabls and germane resparsss in an

sadly managed values discusdon.

W.Wcondstsd of oral discusdm

udng a low-structured opening interrogation procedure. This approach

was expected to produce less sadly clasdfiabls and less germane

responses and be a less sadly managed discussiar. As Table IV-c

shows, only part of this expectation was observed in Just one of

the classes. Class l-2b produced a less sadly managed discusdon.

In this dtuation the class he dadnated by one student to such an

 

1'1n the next maJor sub-heading is a discusdon of an

alternative lupothesis suggested iv the findngs.



extent that others are unable to speak freely. Had this one indivi-

dual been absent that day, things may have been quite different! Thus

the overall effect of this approach was to produce sadly clasdfiabls

and gemne responses in a dissuadon that was sadly managed.

Approach VI, therefore, made a significant difference in the

kinds of responses elicited from students and in the ease of

management of the discusdon. The use of a low-structured elici-

tation procedure reduced positive results in all but one category,

in one class. A low-structured opening interrogation procedure

can elicit responses irich are sadly clasdfiabls and germane

within an sadly clasdfiabls discussion.

A question dmilar to'the one raised above in Finding rive

can be raised here, too. why is it that Approaches v1 and 11, both

of which began with the same low-structured opsdng interrogation

procedures, do not produce the same results? The only explanation

here, asinFindingPive, isthattheclassrooatsachersmmalosa

greater differenoe‘than the approaches themselves do. In the

second school observed in week one (1.2), the teachers themselves

reported that they used dscusdon a great deal. One teacher, who

had three of his classes interviewed, said be relied heavily on

discusdon methods in his teaching. It would seem legitimate to

think that previous experience in discusdon techniques probably
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washers toelidtmoralvalussandjudpentthanarvparti-

cular app-each.

Flam Seven. In Approaches V and VI, regardless of the

amount of structuredness of the opening interrogatim procedures,

thesffsctsontherssponsssandthsease ofaanagseentwsrethe

samssxceptindnorinstancesasmsntionedinflndingdx. In

both Approaches V and VI, the responses were sadly clasdfiabls

and genane, and were sadly marragsd. Approach V used a high-

structured opening interruption procedure and Approuh VI used a

low-structured opening interrogation procedure. Thus, according

to the data, either approach would elicit sadly clasdfiabls and

germane responses within an sadly managed discusdon, even though

one had a high-structured opening and the other a low-structured

opening. It seems then that the degree of structuredness mu,

therefore, be less a predictor of success in terms of ease of

clasdfiability and germaneness of responses within an sadly managed

discusdon. If either Approaches V or VI, differing as they do,

produced the same results, then the results must be predicted on

other factors unmeasured in this stow.

Additional support for other factors affecting the outcome

of the results is found in that the first parts of Approaches I and
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II were the same as the whole of Approaches V and VI. Yet the results

of proachss I and II were very inconcludve. One would expect that

dmilar approaches would result in siadlar 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. Possible other factors are considered

in the follodng finding}

Wt. Inallbutonsclass, sproachssVandVI

elicited responses which were condstsntly sadly clasdfiabls,

germane andsadlymanagsd. Bothofthese approaches sssmtolend

themselves to the positive direction as reported in the data.

A caution is to be noted, however. It seems that other

factors1 were operating in Approaches I-IV. It is lodcal to look

for these some factors in Approaches v and v1. One of these factors

scene to be that a school, via its windpal andteachers, has

established a certain climate towards discusdms, a climate either

favorable or unfavorable towards diecusdons. This is supported

byths factthatdxoutoftheninsgroupsinApzn'oachVI and

twooutofthefourinAppreacthsrsfromthesameschool.

 

1300 also Appendix 11 for mpporting data.
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Based especially on Approach VI, one finds support for the idea

that a school's environment n11 enhance moral deveropaent oriented

discussions.

Additional support for the impact of a school upon the

results of this study issssn in the w individual groups or

classes were characterised when two or more were interviewed in

one school. Of the total 51 dtuations, only four were not char-

acterized in the same way. (See 9-3e and 9-3b at Table IV-Zb, 5-2a

and 5-2b on Table II - 2a.) Thus, whenever. two or more classes

were intervietmd in the same school, they were. Judged to be char-

acterized in the sac w in terms of classifiability, germaneness

and management.

m. Thelesseadlyclasdfiableandlessgermans

responses and less easily managed discusdon correlate positively

with each other. The sadly clasdfiabls and germane responses

and sadly managed discussions also are correlated with each other.

Thus if a discusdon was sadly clasdfiabls it would almost always

be germane and be sadly managed. If a discusdon was less sadly

classifiable, then in almost all cases it was also less germane and

less sadly managed.

The above observation is“ supported by data shots: in Tables

Iv-2a, 2b, and 2c. Ihenever a class' responses were found to be

sadly clasdfiabls, they users also found to be germane responses
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and sadly managed. This was the case for every class except l-2b.

In this class, the boys were reticent to enter into the discussion.

The girls did almost all of the talking.

Tables IV-Za, 2b, and as also support the fact that when

oral responses were found to be less easily clasdfiabls then they

were also found to be less germane and less easily managed. This

was true for all classes in all approaches. This finding suggests

that clasdfiability, gsrmanensss and manageability are somehow

related.

W The setting for discusdon on moral devel-

opsnt topics an be an important variable which as not conddersd

in this research. In the 9-la and 9-lb classes, App-each I as used.

-In both of these circumstances, tb students were in the school

library. The students were seated, four to a table, facing each

other. The 5—2a class was also a stw hall with stuants dtting

two to four to a table throughout their cafeteria. Approach II was

used in this class. All three of these classes prodrcsd less easily

clasdfiabls and less germane responses and had a less easily managed

discusdon. With such settings, discusdon is rather difficult.

Sons of the students would tend to look upon the interview as an

infringement of their stuw hall time (In 10-3. and lO-3b this was

definitely the case.) and would not want to cooperate.

The setting for a discusdon is important also because

of the personal interaction and the ensuing familiarity of
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students with each other thich usually occurs in a discusdon. In

a setting condrcive to discusdon, the expectation is to have

personal interaction and some failiarity with each other. A

study hall and/or school library setting are not normally thought

of as existing for discusdons. Only very limited personal

interaction is allowed (often accomplished surreptitiously by

students when a teacher is not 'loeldng'). Thus the stow hall

and library settings are not normally conducive to discussions of

am kind. They would probably have a negative effect upon almost

am kind of discusdon. Thus, the combined effects of the table

and chair arrangements and the expectation of usual stuchr hall

behavior seemed to produce the overall results of a discusdon

that was lsss sadly clasdfied, lees germane, and less sadly

managed. I

W. The data in Tables IV-2a and 2b indicate

that Approaches I, II, III and IV are equally effective or ineffective

on a chance probalnlity. The data in Tables IV-2a and 2b show that

the results occurred ulth an almost 50-50 probability in each of the

two cells under the maJor analysis variables of clasdfiability,

gsnansness, andmanagement. One couldsaythenthat ApproachesI -

IV produced equally podtive as well as equally negative results

regardless of the geographic location, school, ages, and grades

involved.

W. Extreme variation existed within approaches.

For example, school and groups lO-la and lO-lb, udng Approach III,
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produced sadly classifiable and gar-ans responses and the discusdon

was easily nanased. The students talloed freely, added «nuts to

each other's contributions, answered questions with gernans responses

and interacted with each other. In other words, these classes were

ideal for obtaining podtive findings for Approach III. 011 the other

hand, as Table IV-zb shove, five other classes poducsd such less

positive findings using this sane Approach III. Thus, the sane

approach could produce results in oppodts directions.

mm Thirteen. The data in Tables IV-2c for Approaches V

and VI indicate that both approaches produced positive results in all

three anor areas of malydsx clasdfiability, geraanensss, and

nanagenent. These two approaches did not produce aw less sadly

classifiable responses or an less gar-ans respmass. They did

promos one less sadly aenagsd response. Thus, regardless of which

interrogation structure use used, a teacher should in all probability

be able to obtain sadly classifiable and gernane responses, and

the class should be easily Ianaged. Approaches V and VI, therefore,

are highly successful in slicitating aoral developent responses as

Judged by the criteria of ease of clasdfiability, genaneness and

ease of asnegeaent.

th did Approaches V and VI consistently prochce aors sadly

clasdfiabls and lore gar-ans responses, and new did these two

Approaches appear to be sore sadly nenaged thm Approaches I, II,

III, or IV? No definitive answer can be avan at this tine.



However, a suggestion is nade in the auor sub-heading following

that the mantoftiae availableinVandVI wasthe iaportant

variable. I

my Fourteen. when Approaches I and II with discussion

pier to am writiu elicited easily clasdfied and geraane re-

sponses and were sadly aanaged diacusdone, they seened to function

as clarifying exercises. The discussion prior to uniting stimulated

recall of the curricular experiences (viewing of: of the three files).

It brought to the foreground the salient scenes, nessages and points

ofthe film. It begantostinulate studentsthindngaboutthe

asaningofthe filaandtheirreactiontoit. It alsoaeyhave

served to raise the snount of frustration experienced 1y students

prior to writing their thoughts. It vould have this latter effect

ifaanystudents wantedtospeakbutwers unable tode so because

of the tile cmstraints. The writing afterwards in these two

approaches would pobably have tended to relieve frustration and

provided students with an avenue of expresdon.

W. The data show a lack of conth results

fro- sty approach with regard to clasdfiability, geraaneness and

teenage-eat of oral responses. This indicates that important factors

other than the approaches were operating within the We! of the

classroo- experlences. The poedble iaportant. factor which sesas to

be acst likely was the pessnce or absence of classroo- and/or school

environsental eleaents conducive to open and free discussion of

noral Judpents. here either a teacher and/or the plwdcal.

enviroment were negative towards discusdon, the classes' oral
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responses were nost likely to be Judged to be less sadly class-

ifiable, less gelnane, and less sadly managed. ’condudveness to

discusdon no not an elenent in the design of this stw. It has

become important as the results have been analysed and not be de-

fined. Conduciveness has to do with the ataoephere of the learning

situatial. Those factors which ssemd to have been present in

dtuations which were sadly clasdfiabls, geraane, and sadly

managed but absent fron those dtuations which were less sadly

classified, less geraane, and less sadly nonaged are as follows:

(1) a teacher who uses discusdon regularly dth his/her class,

(2) a school finish eesns supportive of inquiry and problea solving

approaches to learning rather than requiring Just acquidtion of

facts, (3) a flexibility and openness to students' involvenent in

the learning situation, (1.) an absence of autheritarisnien on the

part of teachers and/or teachers and aflnistratim. In a sunny,

conducivensss was characterised by a greater use of discussion

within a nore huanistic frasework of education.

Finding Egan. The three categories of classifiabdlity,

geraaneness, and aanagesent were not independent of each other. Oral

responses tended to follow a definite and podtive pattern of being

sadly clasdfiabls, geraane and sadly aanaged or they tended to

follow a definite and negative pattern of being less sadly classi-

fiable, less genene, and less sadly nanaged. Thus, these three

variables could be conddersd as closely inter-related variables.

ilhsn all three variables were aeasured, they alaost always followed

the sane pattern of results. This inquiry, honver, has not sought
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to establish a causal relationship betleen these variables. There

is no adequate basis for describing the relative dyaificance of

these variables.

ON 0? THE TA

An alternative explanation an explain the results

oprproachesVandVI incontrasttoApproschesI -rv. The

Nor rival lupotheds is that the dfference in available ties for

dscusdon plmd a dgnificant part in all six approaches.

Approaches V and VI were the only two approaches which dd not

esploy aw written responses. Consequently, the entire interview

deems dsvotedtodscussions. The resultofthe entireinter-

view tine being devoted to discussion could be respalsible for the

condstent and podtive results of Approaches V and VI. Insuffi-

cient tions in Approaches I - IV could be respondhle for the incon-

cludve results.

This alternative explanation has nerit in that it points

to the anor dfference between Approaches V and VI versus Approaches

I - IV. It rightly singles out that the interview tine use totally

used for dscusdoninVandVI. Byueingallofthetine for

discusdon, the P-O could develop better rapport and could over-

cone aw rough parts of the first half of a class period, sonething

not allowed for in Approaches I - IV. ”

On these occadons when Approaches I‘- IV dd not

produce sadly clasdfiabls and genans responses in an sadly



aanaged discusdm they might have, had the entire interview

tine been devoted to dscussion. The rival lurpotheds does not,

however, expmhshwapprmdsstelyohe-hauorallmpeln

Approaches I - IV dd produce easily classifiable and germane

responses within an sadly Ianaged dscusdon - all within

approximately one-half the interview time.

Tine per interview was an moontrolled variable. lo

record was kept of the actual class period tines. A few notations

are made on unusually short or log periods, the shortest being

twenty minutes (because of an assenbly progru) and the longest

being seventy-five dnutss. Thus the rival twpothsds cannot be

ruled out nor can it autolntically he sustained. The rival hypo-

theds met be recognised as an alternative explanation of the

results, or at least as an uncontrolled factor Inich mu have had

sons influence won the results.

The ”condudveness" lupotheds set forth earlier in the

chapter seeas better to explain the data, but ties camot be

ruled out as an intervening variable. It is not poedble within

the current research to be more certain regardng the effect of

ties, its relationship to conduciveness and their Joint effect

upon the results. I ‘

OB A

Anuaher ofthings happeninaclassroominterview

dtuation which do not fit neatly into the predeterdned

categories of dta reporting. lspcially does this dssertation



is descriptive rather than expsrlnental or evaluative, subJective

observations based on the P-O's experiences in the actual inter-

views are included. The subJective observations below are

especially genaane to the setter of classroos dscusdon manag-

nent, the third category of analysis. Other subJective

observations will be based on the quantitative data presented on

Tahles IV-2a, b, c, and d.



Ohservatial One. Articulate and/or talkative students

tended to dominate classroon dscuedon. (Articulate refers to

students who express the-selves readily in front of their peers

with clear, organised statenents and without exhibiting inhibitions

or fear. Talloative means those students who rsadly express

thenselves without apparent inhibitions or fear but who do not pre-

sent clear and organised statements. Articulate students could-

cate rsadly, sadly, and effectively. Talkative ones usually

speak readily and easily but not with effect.)

Talkative students tended to sttenpt to supprus with

sarcasm other students with whoa they did notagree. It ,sssned

that talloetivs students had an image to maintain. Therefore, they

tried to doninate the classrou dscusdon. Articulate students

were able to express the-selves dthout "putting dean“ others.

An outstandng exe-ple occurred in dtuatim 3-2d

(Table IV-2b). A sale, eleventh grade student held strong opin-

ions which he expressed. Three others in the class deemed with

his. His response see to ridicule sarcastically their positions.

Sue ofthe students seuedtobe gettingupset withhil. He del-

ineted even the cmtributione of two aditional students who agreed

with him.

Table IV-2b, Approach IV, shows that the situation 3-2::

asntioned in the preceding paragraph was Judged to have produced



oral response less sadly clasdfiabls, less germane and less

aanagsable. ’ It is of interest to note that a dominating student can

spoil an otherwise potentially worthwhile discussion. This obser-

vation is not new to mono who leads dscussions. It is, however,

a verification of a need for teachers to be able to deal adequately

with such a person. If a dscusdon is being used to elicit moral

developent verbalisation fron a classroom of students, such a

problem must be overcome. The negative chuamic of a dominant,

talkative, and/or articulate student or students dll not usually

produce general involve-out from the rest of the class.

gbssmticn Two. The sore quiet students tended to

renain quiet unless severely provoked w the talkative students.

TheP-Oattsaptedthroughvariousaeanstoengagsasaanystudents

as poedble in the dscusdon. The efforts were met with varying

degrees of success. One of the continual problems of most

dscusdon aanageaent is toinvolve an entire group in the dscusdon.

' ommtion Three. ness of dscusdon (treedoa to

discuss openly) seemed to be related more closely to the pre-

dodnant teaching methods used by classroom teachers than to an of

the approaches used in this stud. It bees-s apparent that sass

teachers had been asintaining an open, interactive, non-threatening

classroom atnosphsrs in which dscusdon nsthods were frequently used.

Other teachers were apparently autocratic and even dctatorial. The
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P-O observed that aonologues fron the teacher to students and a

dado dalogue betwen teacher and one student ssensd to be the

pattern of oral dscourse at various points in the opening part

of some classes. In those classes where dscusdon seened to be a

couch experience, ..the class seened freer in its interaction with

the P-O. Just the oppodts sseud to be the case where a teacher's

behaviorattheopeningofthsclasspdntedtoaratherdghly

teacher-oriented classrooa dtuation. In this latter classroas

snvironnentthere seeaedtobeless readnesstodecussortosay

srwthing which the observing teacher would not sent said.

Observation m. Students' levels of academic

achievenent as reported by teachers in conversatim with the P-O

prior to nesting their classes, dd not seen to affect students'

oral responses. In two outstandng cases, teachers forewarned,

”You'll not get anything froa those kids". The teachers were

surprised that the stucbnts stated their Judgnents fairly 10.11 and

were aost cooperative. This is not to an that those with lower

acadedc echievsasnt were as articulate or used the seas vocabu-

lary as those with higher nuns-ht.

It seems that willingness to dscuss and having something

worth dscusdng are shared equally with aost students on the ace-

dedc achievement spectral. Beyond a doubt those with higher

academic achieveasnt were better able to verbaliss their aoral



Judgssnts and provide aoral reasoning to support their state-ants.

let, those reported to be on the lower part of the acadeaic spec-

trum were also able to verbalias thdr thoughts even though some-

rnat less sophisticatsdy. The lower sousvsrs were not bereft of

the ability to aaloe natal Judgeents and to express then. It would

be unwise of teachers to suggest "You'll get nothing out of those

kids!" Indeed, Just the oppodts is suggested by this research.

Observation Five. Students were quite flexible and

were able to must to various interrogation structures in their

classroom experiences. Students dd not react negatively to a

switch from low-structured questials to high-structured questions.

Nor did they show alv woblus in switching back to lore-struc-

tured questions after several probing, high-structured follow-up

questions were asked.

By the tin students have arrived at the eighth grade,

they have probably been exposed to alaost aw normal interrogation

approach to dscusdcn and interaction. loving frou one kind of

interrogation routine to another should not present aw sort of

cognitive or affective dfficulty. Students in eighth grade and

later are well experienced in interrogation approaches and nor-ally

seen to increase their dscusdon abilities throughout their re-

maining academic experiences.

W. In some classrooa groups certain

people were stereotyped. whenever a stereotyped individual node 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 dsagrssd dth the

views expressed by a dodnant student. As she was speaking, several

members of the class stated audbly, 'Tydcall" In em dtuation a

teacher needs to elidt the moral reasoning behind aw stereotypical

statements. To allow class asmbers to cmdder a fellow member's

contribution as merely typical is to dscount that pprson's cartri-

bution.

Observatial figven. Responses to films seen to be

affected, even to the point of manipulation, w how a teacher

either introduced and/or followed up a particular film. In one case,

a teacher introduced “high on the Campus" with the drective to look

for says people got on drugs. Another teacher used the question

"How dd the people get on drugs?" as a post-film‘dscussion.

These drecdves from the teachers seemed to predspose students to

certain was to perceive the film. It became evident in some of the

low-structured interrogations (Approaches II, IV, VI) that may stu-

dents had experienced a coo-on insight into the film.

Observation Big . mscusdon tended to be more sadly

managed when groups were snall to modrats in due (between

11 - 30 students per group). Groups under ll in number tended to

be less spontaneous. This latter observation may be due more to

the intrudon of a stranger than to group sine. In one dtuation
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of only three students (z-Zb) it as obviously the case that the

interviewer has a threat to the students. Even the teacher said sol

Groups that are larger than 30 students presented all of

the problsns associated dth large group dscusdons, for example,

involvement of the entire group, maintaining interests, maintaining

the general direction of the dscusdon, and stimulating students

totalkinalarge group. Inaddition, thelargergroups tendsdto

he in non-classroom settings. Several were in sturhr halls which met

in the school cafeteria or library. These groups were normally

"patrolled" 1y teachers to keep them quiet. The intrusion of this

interviewer into the relatively quiet stud halls was a remarkable

departure no- the norm expected by etudnts and taintained by teach-

ers and amidstradon. Several other large classroom groups mat in

their y'mnasiuas - facilities not conducive to good dscussion

and unfamiliar to students except for gym classes.

Observation $93. After visiting their responses

pior to dscussial, students tendd to have little or no oral

responses. hhatever they felt and thought, they alreaw stated

privately on paper. They were not about to say awthing orally

in front of the whole class.

A teacher must take care that the questitais responded to

in am private, written eode are not either so exhaustive or ency-

clopedc as to preclude oral dscusdon. The teacher should also be

sure that tin questiars do not elidt ”soul baring" responses
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enrich studonts would be reticent to reveal to the entire class.

So then, if dscusdon is to follow a written exercise, the questions

in that exerdse should be formulated to produce sharing and inter-

action among class members in a dscusdon. Students' written

answers should not be such that they are a threat to the writer if

revealed to the class in a dscusdon.

Observation Ten. Religious answers could be interpreted

in cry of several ways. Occadonally some of the reasons for

moral statements about why something is rigrt or wrong

slidted responses such as "the Bible,“ "God," or "Jesus Christ"

says so. These replies are dfficult even for a religious

educator to clasdfy. A student could be thinking of the Bible,

God or Christ as heteronomous, law-giving entities who are to be

respected from a Kohlbsrg Stage 1., Law and Order orientation.

On the other hand, a student could view the Bible, God and

Christ from a Stage I or 2 viewpoint: one must obey or be

punished. This latter view might have a strong sense of ednent

Justice involved in it*as well. It is also poedble 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.
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Six dffersnt elicitation approaches were used in a moral

developent based discusdon. The Approaches I - IV, differing in

interrogation procedures and response modes, dd not consistently

elidt moral rsasonings that were sadly clasdfiabls and germane

and that prochrced dscusdons that were easily managed. Approaches

V and VI dd produce the same condstent results. Since both

approaches were dfferant and yet elicited the same results, this

miter concluded that other factors than the approaches were in—

volved that produced the podtive results.

It was discovered (1) that school and/or school and class-

room atmosphsres, and (2) that past experiences with moral develop-

ment based (dscusdars were seadngly more important than an of

the dx elicitation approaches. Recurrent throughout the findngs

was the presence of an atmosphere conducive to dscusdon in certain

interviews and its absence in others. Detailed and consistent

information on cardudvsness to dscusdon was not systeaatically

collected on classes, groups and schools. Notations, however, were

made on m-erous dtuations to allow for an observation to be made

on the atmosphere of the situations and students' past experiences

with dscusdon. Situations in which an atmosphere conducive to

discussions produced moral develop-sent discussions which were

sadly clasdfied in accordance with Kohlherg's stages and levels,

were more germane to Iohlberg's schema and were sadly managed.
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Various subJective observations were also made based on

the P-O's involvement in the interviews. The star of the subJective

observatims is that this inquiry showed numerous other elements

are involved in dscusdons in schools. Some of the additional

elements are as follower certain kinds of students tended to

dominate dscusdon, ease of dscusdon was more related to class-

room msthods and atmosphere, acadedc asdevement was not an accur-

ate predator of degree of involvement in the dscussion, students

adjusted quickly to dfferent interrogation structures, stereo-

typical roles were in evidence, teachers probably influenced a

film's effect ly focusing the students' attention, dscusdons

were more easily managed in groups of call to moderate aise,

written answers prior to the dscudons seemed to reduce subse-

quent involve-ant in dscusdon, and appeals to authority for moral

reasodng had to be probed for the reason for the appeal in order

to ascertain the moral development stages of the students.

The research question ashed what is the fadlity and con-

fidence of classifying students' responses in terms of Kohlbsrg's

moral developeent schema? Clasdfiahility (easily vs. less sadly),

germanensss (germane vs. less gsreane), and magement (sadly

managed vs.‘ less sadly mmaged) were the criteria used by the P-O

to Judge each interview dtuatim. The findngs reported above

show that both ease and confidence in clasdfying verbalisations of

moral reasoning are not elicited with condstency by ary of the first

four approaches used. Approaches V and VI elicited the same con-

dstent responses even though their elicitation procedures were



dfferent. It was concluded that other factors, uncontrolled and

unmeasured, were involved in the testing dtuation. 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 dscussion

in each dtuation.
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In this final chapter certain implications for teaching

for moral developent dll be drain. These implications dll

reflect, at least in part, upon Kohlbsrg's approach to moral

develop-sat. A section also will seek to relate Kohlharg to

the field of religious sdrcation.

TIGIS PO 0

The findngs and observations suggest several implications

for education. These are as follows:

Impgcation One. The phydcal setting of the interviews

in this study was more important than the manipulation of perti-

cular interrogation procschrres. Several I of both the obJective

and subJective findngs pointed to the fact that the six elicita-

tion approaches seeeed to have less to do with increasing the

classification of responses than dd the phydcal teaching-

learning environment. The settings of several interview dtuations

(9-la, 9-lb, 5-2e, 10-3eend10-3b) were not the normal ones used

for dscusdons. These settings are in study halls, plwdcal

edrcation and health edication classes. They seemed to have a

negative effect upon the dscusdons.

‘ 121
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ligation Two. ' Effectiveness of a curricular experience

ssemstolienotintheobJectivs, plannedenperiencsasmuchasin

the use made of it by students and teacher. This ilplication is

similar to the findings of new studies which have compared curri-

cula and instructional eethedologiee and found no dglificant dffer-

ences between curricula and/or instructional methods. Clearly,

Approaches I-IV of this study support these findngs, too. a

teacher could choose aw of the first four approaches with a

knowledge that each approach had an equal chance of crosses.

Therefore, dscusdons to assess moral reasoning cannot

be constructed mainly with the mechanics of dscusdon techniques

in view. dscusdons should be constructed with the entire edu-

cational setting in mind. Teachers need to be trained to caldder

the settirn ofthsassessmentandnotmsrelythsassessment routine.

A democratic, dscusdon oriented teacher will tend to elicit re-

sponsssthataregermansandeadlyclasdfiablsdthinaneasily

managed dscusdon. A more dotatorial or less democratic teacher

could probably use a ddlar dscusdon technique and receive

oppodts results. Thus the educational setting in terms of condu-

civensss to dscusdon will serioudy affect the outcome of the

elidtation process.

W. Students may be susceptible to move

toadghermoraldsvelopentstagsbydrsctsuggestionsfroma

teacher. A teacher would accomplish this by instructing his stu-

dentatolookforcsrtainkindsofmoraldsvelopmsntargnsntsor

messages within a plaruled curricular experience such as viewing a

filmondrugsoronabortion. Theteachercouldsuggsstthat
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certain ldnds 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 sendtised to be alert for certain messages wish were at least

one stage above their our moral develop-em stage.

This implication is fomcbd upon two points. The first is

SubJective Observation Seven in the precedng chapter. It was

observed that a teacher's instruction prior to or following the

viewing of one of the films seemed to predspose students' responses.

The second is that Blatt (1969), Blatt and Kohlbsrg (1971), and

Turiel and Rothsan (1972) suggest that students will often move to

a higher stage of moral development by hearing moral arguments on

one stage higher than their on, will rerct arguments below their

on stage and will not understand arguments two or more stages above

their own.

Consequently, a teacher could use a moral development

curricular experience to induce a moral develop-ant move one stage

higher. He would a) so ty pointing out moral developent messages

that were one stage above his students' meant 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 developsnt. Thus his pedagogy

would he incondstsnt with his view of hman developsnt. 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 verbaliss a higher stage based on environmental cues

from his teacher without truly having accomodatsd ary structural
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development. herely to obtain recognition of a higher aoral devel-

opnent message is not equvelent to functioning on that stage of

development. '

A teacher could and undoubtedly would use curricular

experiences as stiluli to loral reasoning. To be caisistent he

would have to use these experiences as stimuli for elicitating

moral snag-ante and their structural ce-penehte in aoral reasoning.

He would have to avoid the temptation to manipulate a student to a

hidur stage.

In contrast, a developental approach to teaching seeks not

topushorpullastudenttoahigher stage. Instead, ateacheris

aware of noral dsvelopent stages as they naturally develop. Hun

a student's disequilibration is sensed by a teacher, the teacher

canbecomeonewhoenablesastudenttoclarityhisomthinnngmd

helphim/hertoperceive anotherklndotmoral reasoningandjudgnnt

which is at one stage higher than the stubnt's present stage. By

using a developmental nodal of teaching, a teacher does not nanipn-

late a student to a higher stage. Instead, a teacher assists stu-

dents as they develop.

£ggl_ication Four. The lost inportant tactor in this stuw

seens to be the conduciveness of the ataosphere of the school to

open and tree discussions as aediated especially ty the classroom

teacher. Consequently, elicitation procedures as well as moral

development curricular experiences are secondary elements in the

elicitation process. Unfortunately, this observatim becaae clear

attheendof this stuck. Purthsrresearchneeds tobe done tenors

clearly substantiate this observation.
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Sullivan (1975) reports a similar finding in the stuck 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 open and desecratic

school was cooperative. The other teacher was very mthoritarian

and conducted his classes in an authoritarian marur. Sullivan

stated:

He became nuch more sensitive to how structure of the

school can implicitly encourage a certain kind of morality,

. . . . Mary of the efforts of individual teachers to help

students toward a post-conventional (stage 5 or 6) level of

moral developnent are frustrated by a school atmosphere and

organisation finish constantly emphasises lower stage values

and principles.

Verbalisations of moral reasoning in a discussion seem,

therefore, to be more a function of the conduciveness 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

ahinistrations met provide the condicive atmosphere for discussions

to be effective in elicitating moral 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 educationalsetting. Such things as students' experiences

and familiarity with discussion, moral stage of the teacher and

school, and peer pressure to confordty are sons of the most ob-

vious variables.

Lief and Young (1975) also report that the moral atmosphere

of a high school seems to be a dealinant force in the verbalisations

of moral deniepusnt of students. Lief and Young (1975). Sullivan



(1975) end this study all seen to reflect Stewart's idea of the

school so a “Just moral cos-unity- (Stewart, 1975). Stewart has

begun to describe the application of the theories of Piaget, Dewey,

Kohlberg and others to s school setting. one school environ-ant

is seen as a «unity were principled moral Judpents are the

predominant method of moral interaction by the faculty, adminis-

tration and students.

Additional research needs to be done that measures the

conduciveness of a school's environment to moral discussions.

This research would provide valuable insights into the effective-

ness of varying kinds of school climates upon verbalisations of

moral reasoning and upon moral developsnt.

W. A develop-ital nodal of teaching

needs to be used in moral development education. Kohlberg has des-

cribed moral reassuring in developntal terms but he has not wo-

vided a teaching-learning model based on developmental psycholog.

In fact, Kohlberg's teaching-learning sodsl issers closely related

to a behavioristic stimulus-response nodal. That this is the case can

be seeninthe severalattemptstoteachferthe purpose ofincreas-

ing moral developsent. In several studies (Blatt and Kohlberg, 1973;

M01: 1966! Blatt, 19698 30“. 1968. 1973. 19715) students"

moral development stages were detemned by a pro-test. Subsequent

experimental treatments were given to students on stages one and two

stages below and above their yrs-test stage. On the mole, students

who received messages one stage above their pro-«test noral develop-

nent stage producednore growthinnoral developent thenthoss who



received messages two stages above their pro-test scores. Kohlberg

and others used developental psycholog to analyse the students'

levels and then provided artificial stimuli to the students to, in

asense, pushorpullthenupone stagehigher. Bytheverynature

of their experiment, the developsental psychologists abandoned a

developental approach. Instead they accepted a stimulus-response

teaching-learning nethodoloy. The result has basn a seemingly

mwitting alliance between develop-ental psycholog's theory and a

behavioristic education model. One thing seems certain. Kohlberg

has not provided a develogental model of teaching.

Piaget (197!» and Plavell, 1963) has attempted to delineate

some of the basic principles of teaching from a developental view-

point. According to Piaget, ”to educate neans to adapt the indivi-

dual to the nil-rounding social enviraoment' (Piaget, 1971). In

order to do this, education should seek to use the " . . . impulse

inherent in childhood itself, allied with the spontaneous activity

that is inseparable from mental development.” Pupils' needs will

lead them to be interested in learning, and interest will lead them

to learning activities. Piaget states that the " . . . principle

aim of education is to foln [a child's] intellectual and moral

reasoning power" (Piaget, 1971). This power can only be formed

nithin a student by himself. Education can only provide helps within

a student's envirment nith 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 psy-

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 pro-operational level through formal

operations. Each age group can assislilata what its needs and

interests are capable of assililating. mviromsnt plays a signi-

ficant role in such an educational setting. According to Piaget,

". . . sound methods can . . . increase the stucbnts' efficiency

and even accelerate their spiritual growth . . . " (Piaget, 1971).

He suggests that the social transactions in the educational setting

are the may to moral developent. In his own su-ary, he states

that

social life, introduced into the classroom through the agency

of effective collaboration among the students and the

autonomous discipline of the group . . . . is morality, in

action Just as "active" work is intelligence as set . . . .

Cooperation leads to the formation of . . . Justice based on

equality and [values] of "organic” interdependence (Piaget,

1971

Piaget this suggests not a contrived envirment in which

ateachsrseekstopushorpullstudentsuponeormore stagesin

moral development. Instead, he suggests an environment in unich

each individual is involved in interpersonal relatimshipe in

learning situations. The requirement of cooperation in such inter-

personal learning situations will tend to produce moral develomnt

actiVity.
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Lief and Young (1975) have found significant superiority

in moral develop-ant of twelfth graders who had spent three

yearsinanopenhigh schoolincomparisontoincomingtenthgraders

to the open school and also to both tenth and tvmlfth graders in a

more traditional hid: school in that city. The afference was

attributed to the moral clinate of the open 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 dissertaticsl

suggest that school climate m be the key factor in eliciting

responses that reflect moral developent. If this is the case,

than Piaget (1971) and Lief and Young (1975) support each other:

an educational environment Idlich is conducive to moral discussion

ismoreliloelytoproducaanincreaseofmorelavelormsnt. This

lcindofeducational climate isnotmsnipulativenordoes it seekto

pullorpushastucbnttoahigharstageofmoral development. In-

stead, it is a supportive wires-ant in finish transactions occur

between inter-related perm, teachers-and-students, students-and-

students. The school described in the Lief and Young study seems to

be of this sort. National psychologists and curriculum developers

neadtoworktogethertodevelopacurriculuwhichis basedondevel—

opaental principles. Based on the findings of the present research, it

is important for eilcators to understand the Mos of moral edu-

nuns
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ONS

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 behind a moral Judgaent state-mt. Often an appeal to am

authority base for a moral Judgment, \dlether it be a lumen being,

the Law, God, or the Bible, needs to be explored in terms of the moral

reasoning behind such moral verbalisations. A teacher in this

drcustance would have to ascertain from what stage of Judgment

a student has basing his appeal to an authority. It is important

that a teacher not fall into the trap finish Piaget mentions in

The Moral guMnt of the Child (1965). In this book, Piaget uses

the word psittacism. This is aw lcind of parrotting. he uses it to

refer to a child' s parrotting «hilt-like words and concepts without

trulyunderstandingwhatthcymean. Amonewhohasbseninvolved

with children in religious education in the church can give examples

of psittacism. A teacher in religous education met be doubly

aware that his subJect matter is definitely adult: concepts, events

and stories are all geared to an adult Iliad. Theologiaing has

lifted the essentially biblical material onto a rather abstract level

beyond the coalitive grasp of new people and not Just children. To

begin to attribute sound theological reasosing to a child's verbali-

sations is to read into the child's words that vilich is not present.

Even correct non-theological words need to be suspect of psittacism.

,"The Bible says it's wrmg" 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 without aw meaning aside from ”God's gonna get

you if you sin." The teacher met help a student to articulate his

reasons for appealing to an authority. Hitheut mowing 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 speaker. Without a student's clarificatiOn as to wlw he

appealed to an authority, a teacher is unable to determine the

moral development 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. Best (1971.)

suggests that a teacher's role in management of discussion is crucial

to research and teaching in education using Kohlberg's moral devel-

opeent 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,

relish in all likelihood has had a powerful influence upon his ability

to lead a discussion. Thus, according to Best, lmowledgs of devel-

opantal 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 savs that a

teacher must be familiar with Kehlberg's developmental psychology,
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have the ability to code and score nntally the students verbal

responses, and have the ability to construct on the spot retorts on a

"plus one” stage to student consents. His acknowledgnent that such

requirements might be unrealistic to expect from teachers is surely

an understatement. lie cmcludes: “Perhaps saith special training,

such responses to recurrent statements would be possible - but in

am case, Kohlberg's advice to teachers is enormously difficult to

carry out.”

There are enormous difficulties involved in actual classroom

discussion management. It is extlemely difficult to be listening

to 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 time, it is necessary

to maintain the interest and attention of the other menbsrs of the

class!

Toaskateachertobeabletodoallthstisrequiredof

him or her as sketched above is probably asking for more than a

teachercannormallyglve withoutalargesmountoftrainingas

well as experience. Even then, it is doubtful if a teacher can keep

all of these operations going at the same time. Furthermore, as

stated earlier, influencing moral developent by manipulating stu-

dents is not consistent with a developental approach to teaching.

Perhaps the enormous task requirannte for such nnipulation

make its use in edmtion extremely difficult if not impossible.

To be consistent, a teacher using Kohlberg's approach of developmental

psychology and Justice as themm 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 Kehlbarg'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 discussien involving moral development

or moral renaming to be a worthwhile activity for both teacher -

and students, the discussion should be capable of being easily

classifiable into a trustworthy develemtal schema such as

Kehlberg's. however, the inconsistencies demonstrated by this

dissertation' s inquiry shows that such classifiability is not

always profitable and easily accomplished.

A serious question still remains. Should a teacher try

to classify students' verbalised moral reasoning? In doing so,

ateachermqtendtebe bethJudpental ("He's onalewer stage

and therefore not as mature and 'good'.") and manipulative

(“I wonderhowlcangethimtonovsupastage ortwothieyear?

hubs if I use the right approach, he'll move more quickly.").

The failure to produce consistent findings in the research reported

hereinmqhavs servedahslpfulpurpoeeinturningattentiente

the questionof ouglt 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 mere adequately conceptualizing descriptions of such moral

rescaling in terms of Iohlberg' s denlopental psychological approach.

Knowing also that the interrogation approaches themselves are not

particularly germane to increasing classifiability will be helpful

for teachers. The indicatims from Chapter IV are that case of

classifiability, genomes and ease of management seam 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 idea of school as a “Just

moral co-unity,‘ and Kohlberg's own embryonic suggestions for

teaching (Kehlberg 1970a, 1970b) are very similar. The

implication is than 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

”fiction cuniculu" or tip "unstudied curflculml" (Kohlberg, 1970b)

suggest that echlcators are becoming aware of this problem. If the

moral verbalisatims of students can be thwarted er aided by

teachers' attitudes towards their classes than students' moral

chvelepment may also be likewise directly influenced. Teachers

and school officials vdll need to understand the (unamics involved

in moral development and seek to provide for effective operations

of these (bullies. If the develexmental approach is adequate for

an emcatienal model for teaching, then the model no have more in

cos-en nith an activity and discussion-centered approach to teaching

than with a traditional approach.
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KOIEBERG AND GIOU TION

Kehlbarg' 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). Kehlberg's moral stages can be a valuable tool in

constructing curricular experiences, teacher training, ministerial

and youth leacbr training, and parental training.

The cognitive developmental approach has helped

teachers to be sure of the cogxutive developmental stages of

students. Likewise, Kehlberg's schema of moral develepent

stages provides a rudimentary moral map for religious education.

Alreacbr a few people are beginning to apply Kohlberg' s moral

stage developemntel approach to clurch related education.

sectneyer (1973) has worked out how the Golden Rule could be

explained to students «1 each of the six moral development stages.

(Back-eyer seems to fall into the same teaching model, however,

which was criticised for its non-chvelopemntal character. At

least he observes that people do advance to higher stages for other

reasons than the provocation of teachers!) Berg-an (1971.) 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 Rarvard colleague, lh‘. James Fowler, who is investi-

gating faith develepaents (Kehlberg, 197M .
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Perhaps a key contribution that Kehlberg makes to religious

echlcation is that a child has within him the capacity to affect

higher moral Judgnents. 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 huan beings choose

willingly to separate themselves from God's grace, mercy and love

and willingly follow their own way. To use the theological and

biblical terminelog, man chooses to sin. The second is that God

has acted to and men's alienation from other men and from God. God

has provided a gracious and loving solution to alienation. This

theologically and biblicelly is called salvation dth its related

calcapts of Justificatim and sanctification.

The two theolegcal concepts, sin and salvation, lead to

the follevdng questions silich need to be answered from within a

theistic-developmental framework: (1) ihat- is the relationship

between moral development and sin? Does a persm sin at all levels

and stages of moral develop-ant? (2) Hhat effect does personal

conversion heve upon moral development? (3) How is moral develop-

ment related to sanctificatien, a continued development to a more

nearly holy life? (1.) Can a person develop to a high degree of
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sanctification vitheut also developing to Stage 6 in moral

cbvelepment? (5) Are religious beliefs internalized inthe

same way and somehow correlated with moral development?

(6) Are Kohlberg's moral development schema and Fowler's

spiritual developeent schema compatible with an Evangelicall

position?

Moral development is not Just behavior but a whole complex,

cognitive process of moral reasoning and Judgeent which precedes

overt moral behavior. Moral reasoning and choosing the correct

behavior, become the continuing experiences of moral development

and action. Maw 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 decision-making preliminary to moral action. Religious

educators know the lack of lasting effectiveness of moreli.nations

and exhortatims. They welcome more effective ways to moral edu-

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

 

cal is defined here in its historic sense as being

cosmxitted to the position of the authority 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, ad a hope of an eternal, ham state nith God.
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The evangelical religious educator perceives both the

insights to be gained frat Kehlberg's analysis and the problems

associated. with his nee-Platonic, naturalistic hunanism. The

problems are not insurmountable if the insights can be translated

into the realities of church-centered education with a revelational

mderpinning.

Drawing 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, heterenomous, punislnent oriented, and good bey/girl

approaches used in much church education will have to be modified.

The problem is knowing with what to replace these lesser levels.

Kehlberg' a 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 developments. The lack of davelepsentalism

in education is a problem in secular education-and even more so in

church-centered education.

Several implications of moral development education applied

to religious education are becoming apparent: .

(1) Adults, and especially parents, will need to think

in terms of the meaning of stages and levels of moral development.
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This need because especially important human 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 need to be supportive of a moral develop-

ment curriculum and atmosphere that a church develops as part of its

echlcatienal program. If religious education moves into moral devel-

epnent 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 amroach to learning.

(1.) Teachers and helpers will have to be trained in the

new curricula and how to use the new or newly adapted instructional

materials.

(5) A church's educational program will have to be reorgan-

ized to asses-Mate the new curriculum. Small sepnts of time such

as the traditional Sunday school hotn- may be too small for a theistic

moral development nlrrioultas. Parents as well as other adults may

have to tales an active part in the teaching-learning situations of

the children and youth, not only in the structured curriculum within

the church buildingbut alsointheir homes andinthe informal

parent and adult contacts with children of the church.

Finally, (6) evaluation and sense of accountability 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 changng 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 developsnt 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 developnent views. It is too

early to describe how this new approach would function. Nevertheless,

such a new developnent 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 develop-cut was an adequate beginning

point to inquire into the possibility of classifying students' oral

responses in a discussion of moral issues. Six elicitation approaches

are develOped to determine if am of the procedures would produce

easily classifiable and germane responses lithin 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 sidlar to two of the incon-

sistent ones.



Numerous observations are 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 probably many other curricular experiences,

are affected by the educational environment.

Kohlberg's approach to moral development has numerous im-

plications for moral develOpment education. The most important im-

plication is that a develoggnt model of team 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 curricula to be usable in a local church setting.
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APPENDIX I

The following are brief sumaries 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 (soc) ’

HOG is about the effects of illegal drugs, including

alcohol, on the lives of teenagers. It consists of mostly dia-

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.

10C 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 scenes include the follotdng:

selling drugs on a high school campus, personal monologues on

drugs by both young males and females, 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 vdth 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 vdth Jesus

Christ as a means to overcoming drug and drug-related problems.

M2
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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 overdose.

The closing scene of the film is in the same graveyard in which the

film began. This time "Peamits'" 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 (F8)

"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 H00. It involves several vignettes

of young people and the problems they face. The following problems

are portrayed: drugs, pro-marital sex, venereal disease, premancy,

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 coffeehouse staff.

3E THERE, Efl' (HTV)

The star of this movie is Vonda Xv Van who, Miss America

of 1965. She is featured in a press conference and as a speaker at



a high school assembly. Some dramatic scenes 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 seemd to be the

most significant single factor Operating in all the interviews.

Table A-1 demonstrates the relationship. The control of conducive-

ness was not part of the original design of this stuchr. Conse-

quently, the data below are post hoc, soft and impressionistic.

The totals for each block are suamarised 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 categorised 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 cmduciveness, as measured by the adttedly

soft data in Table A-l, may not be the only major factor that

influenced the outcomes of the six approaches. It also could

1&5
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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 discussims are related

to conduciveness of the classroom atmosphere. There is some

ambivalence 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 conduciveneas 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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