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- The question of my ta]k -~ What optimizes moral development and
behavior? --salls. to mind a dialogue 1n~A11Le s Adventures in Wonder-
land between AlNge and the Cheshire Cat. ‘s
. "Would You tell me, please," says A]xce to the cat, -
. "which way I ought to go from here?"
Fa
. “That depen\s a great deal on where you -want to
get to," .‘s the cat. . _ . \
‘ "I don't muchﬁcare where,{iéiys Alice. w -
. . “Then 1t doesn‘t matter wﬂhch way you go," says
. the cat. L,
What’ the Chesh1refCat new,\xﬁ course, is that there is a rela-
tionship between means and dpds. You really can't say wh1ch way to
go in optimizing moral devel pment and ‘behavior until you dec1de
where' you want” to end up. \ - ‘
Dec1d1ng vhere you wvant t{ end up in moral development comes g
down to asking,. h/gt is moral f;ve]opment? What does 1t mean to ‘ a
develop morally? What is moral\behavior? e / :

/-In years of defiz;ng and det
] -in_the wa different theories of moral
, ¥ My comments, by contrast, try - o
hart some emerging common grou\- among the theorie$ #hat tends : :
toa;e hidden by the/ dust of battle. \ Spe 1f1ca1ﬂy4 I wou d 11ke to’
r .

ch . sz similarjties around three

nding positions; muc:fhas been

/ﬂ. What fis the rb]e of cognitive compgtence:in mora
/ -and what optim1 es the cognitive qspects of mor ,
' ‘What/ is the role of what could topsgly be called dffect in ' !
eve]Opmegt fand what opti i es the affectile aspects // ’
of oral growth . J ’ , /o
pQrtsamhe deve]opment of co ’isteh@ b 7Ee n mature ;

m ai reasoning and moral behaVIOr? r,
peoplf to do what they know tr}ey oug :
AR

ﬂ'é ! :
1Presented /as JZart of a sym os1um on "New D1/rections and

?UW]HQ Is&ues in the Study ofﬁ%oral Development and Behavior"
t The Cg eren e of the Society for Research in Child Develop-
/mgh ,,D v rf 975
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./ Mischelq (1976) elaborate it, speaks of co
' whith thefperson "constructs” or "generate
/ ./the next /breath suggests that competencies

R

I._'What optimizes the cogﬁitive aégg;ts of -moral growth? S,

Among ‘current theories of moral devel&pment, there is solid -
agreement on at least one point: to develop morally is first to,
develop cognitively. Kohlberg (e.g., 1969, 1971) has argued for -
some time that Piaget's logical stages are prerequisites for,
corresponding moral stages. A child,, for éxample, cannot socially

v go back and forth between two people's points of view and base h}§

moral judgment on the principle of reciprocity until he can
mentally go.back and forth between the starting and end points of
a physical change, as for gxample, when someone squashes a-caéx;
ball and asks him if it #£i11 has the sape amount. Moral ed i
from a cognitive-~developmental standpotnt, should develop the 4
individual's cognitive capacityfor solving problems in the social-
moral sphere, for weighing rights\and obligations ahd resolving
conflicts between values and people.

\ . , _

Martin Hoffman's (1976) theory of the development of altruism
is from all appearances a cognitive=stage theory, one which
-emphasizes the close relationship between cognition and affect. .
Person permanence, ro1e=takiﬁﬁi and a sense of personal identity *
form the essential-eofnitive foundation for altruistic motives.
It is the jpdividual's changing cognitive capacity that changes
the natupe of the sympathetic distress he feels for a vittim.

K44¢y;rom<° ere the MiiZhe]s (1976) stand, maturing morally

-~‘means lemrning to regulate your own behavior to achieve goals you

have choseh, even when the gpals are abstract or dist and even
when the immediate external situation distyacts or gets in the way.
That kind of self-regulation involves not only setting your own
goals-but also considering alternative routes to them and the ~ |,
. consequences'of each, formulating ‘rules to guide your choices,.
mentally transforming distracting situations into innocuous
..ones, and making plans for sequencing complex behavior patterns.

- That's a{ta]1 cognitive order. <

<7 The/uyit question is, 'what stimulates the development of
these cognjitive bases of moral development that everyone Egrees

are so im ortant? ‘Cognitive-social learni g theory, as the

/ development -- e.g., stages of moral reaso
; of changing models or expectancies im thessocial environmment.

u canft have it both ways. I7 the co nf¥ive social-lgarning
js saying that cdgnitions are 'cofistructed byxE he child

- - is to ,
stimulate the %e]f-deye]opment of stryctures -- and the difference-
‘between "cogni ivizeg;\sociaT-learnin theory and Piadet~style © o
interactionism beconie

S : 1

hﬁ

difficult to discern. t if the Mischels';,
“for example, believe that competencies come fr -indq tAination, /
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o then stages can be trained in a variety of sequences, ‘and a
yeal d1fference between the theories in conception .of meral
development is clear. Just how a cognitive social Tearning
approach would use external sgpcial influence tp develop moral
indepéendence needs some spe] ing out. . W
Hoffman (T§76) is mo/F direct]y prescripti e, recommending
role-taking opportunities for, the.child and chances to givé help
to others, along with corrective feedback when the child cannot
figure out-the available/distress cues. When the child has ) )
/ injured someone, offmaﬂ suggests, parents should help him under<;>
stand the thought and feelings of the victim. They can also
make it clear that the desired behavior in any situation can be
deduced from broad principles- concerning human k1ndness and .
consideration. / - s

-

<

/ ' ' .
Part]y because /Kohlberg's theory of moral development has
- been around 1onger,/more studies are available on what stimulates
44’ moral development as ‘he defines it. The best kndwn cognitive-
developmental® recipe for stage chdnge is a combination of internal
k conflict about how to’'vesolve a jioral dilemma and exposure to +1 o .~ °
o, - reasoning, one stage above the fubject's own dominant stage. '
"§§§ " fMoshe Blatt.(1969) pioneered in/ this 'dilemma discussion approach
R ith small groups of junior high school students over a 12-week
__.  period, and got stage gains f most of the experimental subJects-- )
: 4. that were still observable opf year later. dJim Rest (1974), in a"
. \«searefu1 analysis of several oh]berg1an moral education programs,
' ‘ *%uggests that a B]att-type g1men of one verbal dilemma after an- °
*. other is a pretty dull acaggmic diet, and speculates that Blatt's

group“tateraction. Rest d41so questions whether it makes sense -to

- suc é%s\may have been due Ab his clinical training in facilitating //”/;l'

urge teachers to give +195esponses to student's statements in dis-
sk that wolld challenge a trained scorer. Further
f“gness of\EZe dilemma discussion approach ° . /-

cussion --‘&gta
doubts about "&b
come from.some

e.g., Shaeffer,, 1974) that used Blatt's
methods, but f; :

";get any stag change.

- But, the data apdpnixed. Ann Cqlby's d1ssertat1on (1974), as. -

described by oh]bg,' go stage change through peer discussion i

", - and.algo stimulatgd¥s ﬁe deyelopment of stage/ 5 reason1ng, without
: any exposure/ to st g g/ 5 th1nk1ng. i / S

6 ¢ ' : .

46 Blatt's work, Guidance ssoc1ates-££bf1shers j

ork) presented .an opportunity for Kohiberg and)
the ditemma approach through a/sé es of ,

, ma sound, film-styips, for childve elementary

sed these myself to get d1scusskz oing in "

e -many teachers in our program a gor land. Thq I~ T

bd job of bringing moral.onfligt dovn to the '

g child's world -- for example, should Holly c11mb

3 strand d kitten for a sma]]xbay,,o should she

a tree tp 5?1'
keep heﬁ 1=
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- Evidence that the filmstrips work comes' from a recent study
(1974) by Bob Selman and Marcus Liebegman. Second-graders from
both blue-collar and middle-class districts in Cambridge saw the
~ filmstrips in thgir classrooms(tiice a week for. half a year. In.
small groups they discussed ways of resolving a dilemma, reasons -
for their choices, and whether some reasons are better than others - |
-- with an adult teacher helping the whole process along. About .
- 5 months after training, children in the experimental classes
~ showed an average gain of about half a stage on one moral dimension
that the study tested on -- namely, the child's ability to reflect
on his own and others' intentions. And you don't ed to be an
expert to do this kind of moffz¥education, Selman and Lieberman ~
. -~ found. Lay teachers with no training in cognitive-developmental ‘
theory stimulated just as much growth as experienced teachers
with training in the cognitive-developmental 4pproach. The
biggest gains occurred in the class of a lay teacher who showed
the greatest enthusiasm abcut the project. . -

An excellent 1little-book by Ed Sullivan called Moral Learning
(1975), just published by Paulist Press, describes a series of
. creative variations on the moral discussion method. One particu-

“ larly active approach uses a tr-n meeting format to decide what to
do in the face of a hypothetic~1 moral event -- e.g., the principal
whips 7 students” in direct violation of school rules about punish-
ment. Working with Canadian elementary ‘and secondary schools
through the Ontario Institute for Studies in Education, Sullivan,
Clive Beck, and their colleagues have come up with these interesting
findings: g :

1. Gains from an educational program may take at:least one year
after the completion of the experiment to show up.- Sullijvan
found this repeatedly, with both elementary and secondary
students. .He concludes that a moral education program may
act as a catalyst, combining with_ subsequent social-moral
experiences to bring aEput change. s’

the /outcome of a moral education curricu{gm. In one fairly

open high school, with a>teactier who was relatively unobtrusive
- dufing discussions, a course in ethics and moral development

led to significant stage change. In a largely similar course
in-a less democratic school, with an authoritarian teacher who
" frequently interruptednstgdents, there was no significant change.

4< 2. . The{mora] climate of a-c1aséroom and school appear to affect

.

// . :Respecf for the student ds a person, Sullivan concludes, may "o -
. be /a critjcal underlying.factoy determining the effectiveness of . :
Other effonrts to -timu]ate’gro%fh in moral thinking. -

1] .

;-

Y
' / - ‘ —'

develppmentdl moral educatio @s to de+ /
igh and congentrate on changiAg! the spcia
with reflection on the meaning of/the
./ This is a cpmbination of ‘practicum and :




seminar, which one study (Mosher and Sprinthall, 1970) showed
worked better than either practicum or seminar alone. Ralph .-
Mosher, Lois Erickson, and Norm Sprinthall have used this more.
"applied" approach to moyal education in a number of ingenious

- Ways with high school dents. - In one course an the “Psyhhology '
of Counseling® (Sprinthall & Erickson, 1974), for example, students
learned counseling techniques and-listening sKills and used these
with each other to discuss personally meaningful issues in their -,
Tives. In another course on the"Psychology of Growth for Women,"
female students learned interviewing skills and conducted field
interviews of girls and women across the, 1ife span, and then
discussed what their data showed about how women chahge through
development in what they value and in how they view their roles.,
On both the Loevinger ego development scale (Loevinger &
Wessler, 1370)—and Kohlberg's moral development scale, students

" in this course'showed significant movement from a conventional \‘\.

stage -3 orientation toward a more complex, system-oriented Stage
4, and egen,greater change on a follow-up test one year later.

.. In & similar vein, Patricia Grimes -recently (1974) helped

_ 11-year-old children move: from Kohlberg's stage 2 to stage 3
through moral discugsions that included their mothers. The~.
practiicum in this case turned out to be the home, where, the . ™
mothers reported, they spent a lot more time at the dinner tabTe\\;'

" talking-abeut moral issues raised by = events on TV and in the .
newspapers. ! ' ' .
: T _ §
-~ The ink is just dry on a dissertation study by Paul Sullivan
(1975) who stimulgted a half-stage change in -moral thinking in
high school studepts and an advance of -one/full stage on Loevinger's.
ego development scale. The catalyst here was a year-lo o
with four segments: :(1) moral discussions/ (using films);
training in counseling; (3) comparative mgral philosophy and psychology; |
and (4) a two-part practicum experience w,ich*ﬁad_the_ﬁigggg\g
moral discuss:.ons among 6th-graders and sgt up a high school—Be
of Appeals to handle discépline problems. It was the students'
new’social roles and their sense of having an impact on their .
social-moral environment, Sullivan feels) that cg%f?ibgsgg\Tost
to their substantial developmental change.. - ° ~

~

The new emphasis on moral education through real responsibili-
* tigs in real socyal.contexts can be seen as the practice catching
" up with the theofy. The cognitive-developmental position (e.g.,
Kohlberg, 1969) /has long been that role~taking opportunities,
especially throjigh active participa in social relationships
and social ins ‘tutionsi:aré'Cri} cal-for the development of mature
I - a

"y - - | / N J

o IL/;_fThesz‘é"oﬁ Affect iﬁ Moral Deveﬁgpment

l .

0

B "U(Qd Aite to turn now from.Jéasoning and cognitive
-« competence to what.
C

I am. Toosely qalliﬁg "affect." “What optimizes
-/ o : . C
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it%‘coﬁtrjbution to moral“development? ¥ ‘ '

A. Need Satisfaction as a Prerequisite for Meval Development
One idea which brings sevefal theories together is the notion, -~ ..°
i that psychological security or need satisfaftion precedes moral = * )
\ .maturity. Elizabeth Simpson (1976) has proposed the intriguing
idea that Maslow's hierarchy of needs parallels Kohlberg's hierarchy
of moral stages. She suggests that progress to a higher level of
-need, say, to need for self-esteem or self-actualization, is a
. \\\<é prerequisite for progress to a higher moral stage, say, to a stage
TN of principles and personal integrity. ' o
: Selman's clinical work (1976) with problem children leads him
conclude that affective egocentrism and low self-esteem are both
cause and effect of retarded social-moral growth. Jim Gilligan
(197 speaking from a psychoanalytic viewpoint, argues that fear
of shame or.loss of face commonly blocks moral devélopment, and to
illustrate the point, cites cross-cultural accounts of tribes which
are obsessed.by fear of ridicule and vie with each other in commit-
ting atrocities. Hoffman (1976) reviews research showing a positive y
.relation between altruistic behavior and emotional security, and '
concludes that need dgprivation leads people to be preoccupied with
themselves, whereas well-being Teaves them open to the needs :
others. - Thus the old humanist idea has fresh support: you need to
. feel good about yourself to do right by others.

13

. The role of optimal conflict or arousal in moral development

. . A second point where the theories converge in considerifig the ° (
role of afféct in moral development is the idea that some form of
N\optimal ¢ flict,'arousa], or disequilibrium facilitates growth.
This is the idea that being moderately upset is good for you, although
the theofies differ in how they see its value. Social learning theory
(e:g., Burton, 1976) talks about moderate levels of anxjety as optimally
~motivatiy 1tes; for learning new moral behaviors or erforwﬁpg old =
es , 7 476) asserts that the child needs "the normal run of
= i a certain amount
of soCial con to allow him to learn that differences amgng
rfpeop e can be worked out. /

/ : ‘ / .
and Kohlberg's

reorganization

1, in a recent

" Cognitive-deyelopmental theories 1ike Piaget
fold thq&_disequi]ibrium is necessary to stimulat
o f thinKing into higher stage forms. Elliot Turi
e issue of Child Development (1974), has a thoughtful essay presenting
‘ his findings on the nature of the transitional disequilibruim that
. people experience in moving from Stage 4 to Stage 5. He suggests
“that this particular period of uncertainty about whay is moral.arises
from /greater autonomy }n“adolescence and increasing /exposure to a
diversity of individual and cultural values, Extepding this theme,
fGarbarino and Urie-Bronfenbrenner_(1977),h ve'elabonagpd a model

‘ L ~ «
e 06007
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/ of moralizatidn which says that sociocultural pluralism is a stimulus
/ for growth at 8]1 developmental lévels, as,long as the conflict and
| diversity are affectively manageable. An enviromment whi¢h confronts
| the child with differing pu}ls of several social agents that compete
| for his affection and allegiance keeps him open to new social ex-
1 perience and eventually leads him to construct his own.autonomous
: morality. Greater independence of moral judgment, Garbarino and
' v Bronfenbrenner point out, is in fact correlated with'pluralistic as
. opposed to monolithic social environments. ' >
- One person's optimal disequilibrfum, of course, may be another
e person's excessive stress or confysion. In my own research on develop-
y ing intentionality (Lickona, 1973), I exposed 1st and 2nd graders to
o two taped adults who contradicted each other and themselves as they
| ‘ debated which of two Piaget story characters was naughtier. About
. 40% of the children who heard this subsequently based their own
| : judgments of responsibility on intentions, but 3 majority of the .
children became even morée centered on objective consequences- than
they had been: on tﬁg\Pretest. o '

- ‘ . e * B
~ .

" I've saved the hardest answer for last. ~
Ségn moral

& III. *What supports the development of consistency bet
: thoughp and moral behavior? .

S .

The theoﬁies disagree about how much inconsistency. exists between
what people believe to be right dand.what they actually do, but, all

theories acknowledge that-people don't always act, according to their -

highest moral principles. The jmportant question is, How do you maxi-
' jze the correspondence? How do you help people behave at-their

~" highest level of moral awareness? , |
I'd like to Zgéntify three dptimizihg conditidhs that I think
" the different theoties could agree on: - .

. f o o

(1) Good modelg. Models -in thgmsqlveg do'éﬁtvlead directly to moral
developmepit, since developing morally is not the same thing as

ifg socially by;imitating ehaviors. But it seems to me

, ) dels can do at'least twox?’ings to support moral developnient:
. . ’ A Y ., . :
- T (a //ihey n teach the person the be
' ' //" a sogjal e peyﬁe ce tha r}1‘ a/st
szy%aqf(s Tman ! !
hEz$ actually :

, 1974), /for example, recommends

Ydren hel/to debate-a filmstrip
(1974) /used modeling processes_to

‘skil¥s that opened up new realms of

ir-stidents., A second grade-tedcher

lqéma Sprinthall, i
each counseling and inteyyiews
interaction and ledrning) for /'t
' ’ / ,»'/ ‘ ' ,;/ a I ]

I
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P
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aviors] he needs to enter into -
rce of] role-taking and moral develop-
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in our program at Cortland (Manring, 1974) found she had trouble L.
. getting children to work together on cooperative learning projects ~ s
’ until she demonstrated how they could.make suggestions to each
other ihstead of criticizing or giving prgers. e

~(b) Secondly, the model you provide also tells the child what you :
. '/ really beligve, or, as the old Indian said, what you do speaks ' "
! so Toudly I cannot hear what you say. Sometimes kids will )
; force you to be a good model, 1ike it or not. When my 7-year- Ty
[ old was 4, he began issuing commahds to his mother and me: .
R “Mommy, get my dinner," “Daddy, read me a story,” and so on. .
j After not very much of that, we told him we didn't 1ike getting -
orders, we 1iké nice requests, etc:= Well, the next day, during .. C
the morning hassle of getting him off to nursery school, I said,
“Mark, get in the bathroom and brush your teeth and wash your
face." He stopped, turned-around and very seriously_said, ¢ e -
"Daddy, I don't Tike getting orders either." ' -
1 was properly humblled, and so we struck a bargain: no more
orders on eitner side, a#nd he's-held me to it ever since (you,
can still do what Haim/Ginott calls stating the situational re-
quirements in a way that leaves the child's sense of autonomy
intact by saying, e.g., "It's 8:00,Mark,and your teeth need.
brushing.") o ' -

- The potnt here is that if you practice what you. preach,
© you're riore 1ikely to get children to do the same, not just because’
they have a con§$9(§pt”mode1 to emulate, but because the moral
value -- réciprocity, fairness, respect for others -- comes through
Toud and clear.

(2) I think there's general agreement that consistency between
moral thought and action is enhanced by helping people relate
their behavior to their highest capacity. for moral reflection.
People don't seem to do this naturally. And I think it's easier,
- a§ Kohlberg and Turiel (1971) suggest, to encourage this kind of
o reflection when the individual has done something positive rather
_ . than something negative: Cognitive developmentalists, as well as
behaviorists, need to catch the child being good. In a broad
sense, this is what Sprinthall and Erickson did in having students
) refleét.on/%he meaning of their new and satisfying social, involve- -
".ments ds peer counselors<or field students of female development. r.
<L ) . ) v
T (3) Finally, it's clear that a narrow focus an child-rearing or per-
. sonal relationships is inadequate for conceptualizing what '
optimizes moral development, It's evident that the mature in-
tegration of thought and- behavior in moral functioning needs
:-the support of the situational or sociocultural context. This
is ‘the- major.conclusion of the New England prison intervention
projects conducted by Kohlberg, Joe Hickey, Peter Scharf (1974)
~~and others. Dilemma.discussions didn't do the job. It was g
necessary to involve the prisoners in fashioning their own
community, in making and enforcing rules, in group problem-
& solving -- a1l of this aimed at creating a,moral atmosppiere of

t
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réspect, fairness, and mutua]hsupport. This "just communi ty"
approach is also being tried by Kohlberg and his colleagues -
with some success.in a number of Boston high schools.

Another i1lustration of the impact of the individual's

socfal environment comes firom Bob Selman's account (1976) of %g;, .

extremely aggressive, egocentric 8-year-old who was at Stage

.in his moral judgment. This boy was unresponsive to individual
therapy, which was working against a bad home situation, but put

. in a summer camp where people consistently pointed- out the reasons,
_behind rules and actions, he advanced to a higher stage of under-

standing intentions and also won the friendship of his peers.

draw on a variety of historical examp to support their case
that individual moral functioning is profoundly affected by the
larger sociocultural context, and their theory that cultural
pluralism, to be a positive influence on development, must exist
within an integrated social structiire where people have some
stake in the-common good. Huston and Korte (1976) describe laws-
that reward Good Samaritan behavior in emergency situations, -
and tell of communities that.have worked together to forestall
violent crime and aid victims in distress. This. is still ’
another example of how social conditions-can be arranged to
maximize the likelihood that people will translate compassion
into conduct that helps another human being.

Along the same lines, Garbarino %E: Bronfenbrenner (1976)
s

| th1n€ jt's safe to say that in a home, or a school, or a
society that consistently provides strong situational supports
for the development of moral reasoning and moral behavior, mapy

“more people would develop the kind of prjncip]ed,‘integrated moral
."system that no Tonger. needs external support.” I think all the
‘theories .would agree yith the anonymous sage who said we need” .
to create a world-in jch it is easier to be good. The problem
thus far with broad-sgale efforts to optimize moral ‘development,.
to paraphrase Shaw, is not that they have been tried and found
wanting, but that -they have never been truly tried.

a
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