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- ' Forewosd -

» ’ o
In recent years. as measuremen! has been increasingly
involved in a broad spectrum of educational and social -
issues, the annual Invitational ,Conference on Testing
" Problems has focused its attention more and more on
analyses of the issues themselves as well as the testing tech-
) niques applicable to them. In 1974, in recognition of this
broader scope, we decided to drop the words “on Testing . '
Problems” and organize the meeting under the simpler and .
fess restrictive title of the “Invitational Conferenge.”
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The theme of the 1974 Conference was Moral Develop-
ment. Speakers examined concepts of moral leadership,
some professional and ethical questions, moral awareness in
higher education, as well as the technical probiems of
measuring moral development and the role of the public ,
schools in fostering it. Wé could not have asked for a more ;
provocative or appropriate theme or more stimulating '
speakers, .
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1 should like to thank Dr, Wayne Holtzman who, as Chair-
man of this particularly exciting Conference, was respon-
sible for bringlng}&ogether speakers and theme. We are also
: most grateful to Dr. Gunnar Myrdal for his stimulating and
: insightful luncheon speech. It was a memorable first Invita-
X tional Conferefice. ;

; - William W. Turnbull
- " PRESIDENT .
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Over the past 35 years, Educational Testing Service hos establish

, ~enviable reputatson, by organising and suppprting 1ts snnual iy

. Conferénce on Testing Problems. Technical problums in test develupment,

e policy issues conccming the use of tests, recent trends i new teclino’ogy,
and thie hsscssmcm of gducammal chan[e are ‘bu! a few of the recent
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conference stressed the importance of, the indsidual and
p:ob!cms related o self understanding and persunal devel:

'.nurcmcm i
ment. The

classes abnsmmed a shared consensus, o unie qucsnunc the .xulhuul) »f
schools ‘to teach the valuss, auimdca. and mgf;af b
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ment within the growing child. A magur addresh at the 973 Invitational
Conference concerned the development of fnoral stages, s uses and
abuses, by Professor Lawrence Kohlberg of Hatvard University. Together
. with Fenton of Camnegie Mellun Uinversity, Fohlberg has been develuping.
;moral dilemma lessons that can be meorgorated into the school cur-
riculum. An wr.creasing coneern among ediaturs for affective eduwnun !
dealmg with values, irierésls, dnd attitudes s also appamnt
By The rise of the, counterculture movetpent 1 the late 60s and the
subsequent heightened concrin with méeal issues and the.conduct of
gociety's leaders is purticutacly fresh in dxc muds of everyune. Fur these »
reasons, the partispants for the 1974 fnvitational Cunferencg, have been ¥
drawn from a much broader band of éxpertise than~ny of the previvus
confcrenccs Indeed. must of the speakers are vutside the, field of psychul- .
i ogy and education. / .
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Imving Knstol op::ned the cunfetence with a ringing wall for IC{W

authonity (bul not suthuruananism) within wur magos soctal institutions.
pusticularly” the schuols, He extended the wdeas of Edmund Butke that
absence of obligatiun means a diminution of humamty. and ghat moral

deprivation résults when no obligations are imposed T
Marin Trow stressed the moral ssue of understanding negitive evidence
m the search for tuth and discovery within our untversilies Moral
development occurs aa a by-product of teaching whereby the teacher pro
“vides 2 model by adhenng to the moral imperitives of nisllectual
disciplines and the Juys of dissuvery and analysig, He cautioned that the
lack of quantitatie measures of the 1mpact of eollege upour ndivndusl
A‘ development should not be musntetpreted a5 meaning the college has no

)
1
\
\

impact.
Murray Schwariz biought a fresh perspective to the conference in his
eveahing discussion of moral dilemmas confronting lawyers and thetr
¢ Professional educators. The total cient commitment moded, which asserts
v fHat a fawyer should du everything fur his chent that s lawiul even 10 the
. exient of taking unfay odvantage of the chent’s adversary . has J. minated
v faw praciice e the past. But this standard 15 bemg challenged strongly
witlin Law schouls, professional sucsenies, and the public atena While Dean
Schwartz wuses umportant ssues that aucout for the ambivalence and
x&{mfumn of the Amencen public cunweining the roles and behavior of
lawyers, he s no clear solutions tu offer for the res* hon of these
dilsmmas. ’
; Gunnar Myrdal, the dustinguished Nobel Lavreate, touched on some of
these same issues i a sweeping review of the shurteumings uf educational
- systems n underdeveloped countries. His tuncheon address set the suge
for 3 mmore detaded exammation of the measurement of moral develop
x ment and the role of public schuols. the topies of the afternoon session.
‘ 1 Jane Loeynges presented a otttival analysis of three competing models of
; muial development snd theu implications fur measi.ing moral maturity
Teaditional psychometne methuds would be appropriate only for the
. ability medel i whih mutal growth would be measured a8 proportionste
i achievement of an adult porm, ur for the profile model which is a mult
o variple vergon of the same woneept. Measutement in ihe stage sequence
model of Puget and Kohlberg involves matching a pacticular response 10 3
sequence of  quahitative descusptions of the stage structutes and thew
: _ ownifestations rather than counting the number of right answers
‘ Loevinget prowides d®iailed suggestians fur ineasuremnent using 'he stage,
sequence model She also stresses the cJuse interrelationship of moral
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dwclqpmmt inierpeisanal development, develupment of welf -.un»cpt and
Inzer life ag @ siugle integraled structure.

Wilsdn Riles seviewed the role of the schools in moral dcvutupmcm.

during tha :past 50 years and concluded that ambitiouy atiempts at char

(A

motal valudy a3 copybooll maxims is not the role the schuul should play in
moral develdpment. At the same tme, the scheol cannut be a value-neutral
purveyor of wognitive skills, leaving mosal education to the famil,, church,
and commgmkty. He states that the school must take sesponsibility for the
tansmission) of 3 unifying set of values for a diverse society as well as the
teaching of vaSucs concesring the intrinsic worth and dignity of the indi.
vidaal, He offers fous suggestions fas improving the moral dimate of the
JJassroam and accelerating lhc mora} development of childeen. . .
Thedd six picséniations aqd 152 Lively discussion that fullowed ..meud a
wide range of wwpics and conflicting ponts of view concerning the nature
of moral development, the predomiant educativnal philosuphies in ous

actes. cd\.ﬁ{m have ylelded questionable esults at best. The teaching of
|

" schools, the distnctions betwesn cogmiuve undetstanding of morad

dilemmas and actpal condud, the ssues of measurement in the study of
moral development, and the ..ec of ceitena for. validating theonies and
techntiques. While there may be sume disappuinted participants who came
searching for simple answers to pressming questions or new solutions fo
percelved motal crises i suacty, the great majonity were highly sumulated
and sichly rewarded by the vanety of fresh viewponts and the penetrating
analyses of difficult teues that charactensed the presentations and
discussion of 2 most tmely topic in Amertcs today.

Wayne H. Holizman
_ CHAIRMAN

~
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EDUCATIONAL TESTING SERVICE

KMeasurement Award
1974

. . &

_ 1. P, GuLFORD
i oo _The EIS Awaid fus Disunguished Senvie to Meas wement was established
: i 1970, to, be presented annually to an mdtvidual whese work and careet
have had a majes mpact un developments in educational and poycho
logical measurement. The {974 Award was presented at the Conference by
ETS Prestident Witham W. Tusnbull to Professor J P Guilford with the
following citation:

The wagk of § P Luitford spons four docades and much of modesn
mychology In an age of specabizatioh, he has excelled 1n numerous
fields, His contabutions have uminaied areas of expetimental
paycholofy. perunality throty afld measurement, statistical psychol
ogy. and the definition and measurement of mental abilities.
Thioughout hus dstinguished ca:cer. Professor Guilford has von-
teibuted extensively o the bterature in psychology as auther,

& co-author, of editar of bouks, monographs, and atticles 1a prolessional
o journals His majos works, Prvchemerrn Methods and Fundamental
7 Statestics an Psychalogs and Education, have provded direction for
. unportant developiments in factor analyss, psschophysical methods.
£ scahing, and test theary His wnting an factor snalyss are outstsnding

reference wotks for feseatch psyholugsts throvghout the wotld.

A man of intepnty. famess, and personal warmth, Professor
Guitlorg has always been held i the highest evieem by his wolicagues
and students Oser the yeats, he has been Eeuted to the prestdeacy of
severat professiunal ofganzstons, among them the Amencan Psychio
logrcal Assoaanion anid the Psychomierric Society
« As 3 dedicated sacotist. ‘he has persistently envouraged the use ol
expenmental Slogic s enbanee the poser of Jfaddor analyss gnd
psychomeine theory  As 2 feocher, hie has stunulated ~ores of
students to foflow It search lor 5 fuller understanding of human
tehavier s

in woogrhition ot 5 hfctimg of dedunation sad wrawe that has had o
major smpact on cdeational and Py chelogical menurement, FT8 38
ploased fo prosgnt ats 1973 Adard for Dstingoeshed Savice 10
Measurement tn § P Ganlford | ‘
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* Moral and Ethical Development. -

in a Democratic Society

! , .

IRVINGKRISTOL
Henry Luce Professor of Urban ~Va1ucs at
New York University and Co-editor of The Public Interest N

1 have been asked to speak about *“Moral and Ethical Development in a
Democratic Society,” and I should like to begin by taking as my text a
long report that appeared in the September 2 issue of The New York
Times this year. Under the heading “A Coed Camp That’s'Run Like a
Mountain Resort,” the reporter gives us a glowing account of Camp
Keowa, New York - a camp for 200 teen-age boys and girls run by the high
school division of the Boy Scouts of America. It is a quite radical.depar-
ture from *he Boy Scuut camps of yesteryear. There arg no uniforins, and
no bugles are blown for reveille- because, the reporter explains, STeen-
agers are too sophlsucated for that kind of stuff these days.’ ?pﬁmpers
go to* bed when they please, rise when they please, and pasf the day as
they please. The only rules are no drugs, no liquor, and no coed showers.
According to the Times, the kids absolutely loved this new kind of camp,
and the final paragraph of the story consists of the followmg enthusnastn.
endorsemcnt by one of the campers:

“The best part of all was that wg didn’t have to clean up our cabins,”
said Fdward Meyer, 16, of Brooklyn, who spent much of his ‘time at,
camp playing poker and wound up winning $50. “‘Qur floor was
cover;d-with_garbag?. And nobody madeuspick it up.”

Mind you,'this is a Boy Scout camp, and- as we ali know-the Boy
Scouts have always had 1t as their overiding aim to promote the moral
development of young people. Presumably, Camp Keowa is engaged in this
task and, accotding tothe Times reporter, the young people interviewed,
and the camp officals quoted. it 1s having an extraordinary success. True,
the flagrs of the cabins scem to be &xcred with garbage. But 1s that any
real cause for concern? What has garbag¢ to do Wuth moral development?

I think that’s a very interesting question, and not at all a merely rhetor.
ical one. Most of us who are middle-a'ged were, after all, rajsed fo think

.- - 15 . 3
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Qsomclhmg that exists embryonicaily within every child -rather like an
1
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Moral and Ethicat Developmant . . L

that there was indeed some kind of connection belwcen/lﬁc people’s
g{lrbage and the people’s morals. Were we wrong? Were we. as the Times
~suggests, a.generation that suffered froma deficiency of sophistication? It
seems to me that the guestion is worth exploring, and I can think ofno
better way to begin than by lingering over that word in-the title of the
subject which has been given'me—the word “development.” -

.
. 3

Letting Morality Happen

PR - -~

“Devetopﬁlcm" is such a curious word,.so tantalizingly ncfmal and theye-
fore so ambiguous in defimpg cur relation to wmorality*After all, the title
could easily have been “Moral and Ethical Education in a Democratig
Society.™ Why wasn't 1t? Well, | assume the reason is that the spousors of
this conference were not all certain that it is a proper function of educa-
tion to shape young people according to any specific set of moral
standards. and the phrase “‘moral education” 4oes'imply an activity of that
sorl. The term “development,” on the other hand, suggests that morality is
mtelliger.ce quotient—and that education can be satisfied by encouraging it )
_to unfold toward s fullest potentiality. “Morality,” in this viev . is sqme- O
thing that h:,zppcns to one. And cdticaliop then becomes = process of

“Iiberating™ human possibilities for this evetual happening, r.ther thas of

defining human possibilities in an approved way. - -

Thns 15 certanly a very comverient notion for a teacher. or for anyone in

a position of authonty. because it means that he (or she) need not himself_
have any firm moral behefs. to say nothing of providing a moral model of .

Y

. any kind. The process of “development™ can then be regarded as a purely ~

technical problem-a problem of means, rwt of ends and the “solution” is. *
to get people (young people. especially) to have feglings about morality
and to thik about morahty. to be morally sensitive and “morally aware.”, a
as we say. Once tlus has been suceessfully accomphished. the task of educa- '\
ton 1s fimshed. What kinds of people emerge from this process is some-
_thing we cap leave to the people themselves freely to decide. the final
disposttion of therr muoral sentiments and ideas 1s their business. not
anyone else’s. . ’ ) .
it’s all very odd and most mterestng. It’s rather as if dn expert in
gardeming were_to Lompose 4 manual on “Botanical Development m a
Suburban Landscape.”™ lle would tlen give you all sorts of important
nformation on how things grow  weeds as well as lowers, powson vy as

»,
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frving Kristol

.

well as rose gardcns—without ever presuming to tell you whether you
“should_favor one over the other, or how to favor one over tlie other. In
fact, there are no such gardening manuals - precisely because any gardener
will indeed havre scme definite ideas’as to what a garden might look like.
Drfferent gardeners will have different ideas, of course; but there will be a
limit to this variety. The idea of a garden dues not, for instance, include an
expanse of weeds or of poison ivy. And no gardener would eves confuse a
garden wrth a garbage dump. . >

the idea of a moral person. We are, as it were, gardeners with alt the latest
implements and technology, but without an idea of a garden and unable
even to distinguish bewween 4 garden and a garbage dump. Is this a func-
tion of mere ignorance? Or mere timidity? [ think not. Rather, we have a
kind of faith in the nature of people that we do not have in the botanical
. processes of nature itself—and I use the word “faith™ in its full religious
force. We really do believe that all human bemgs have a natural zelos

o toward becoming flowers, not weeds or poison ivy, and that aggregates of
human beings have a natural5 predisposition to arrange themselves into
gardens, not jungles or garbage heaps. This sublime arid noble faith we may,
call the religion of liberal- humanism. It is the dominant spiritual and
intellectual orthodoxy 1n Amernca today. Indeed, despite all our chatter
about the separation of church and state, one can even say it is the official

, criticized as divisive and parochial.

[ happen'not to be a believer in this rehgion of liberal humanism, but
this is not tlie time or place for theological controversy and I am not, in
any case, the best qualified person for such a controversy. What [ want to

’ point to, and what I wish to disciss, is 'tlrc'ﬂitical and, soctal crisis which
this religion of hibera! humanmism 1s evidently provaking. [ shall not try to
controyert the liberal-huraanist thess that there is no supetios knowledge
available as to ltow people should be morally shaped, neg shall 1 try to
disprove the tILesrs that the people will, if I¢ft alope. shape themselves
better than anyone or anything can shape them. I shall simply remark
what I'take to be a fact. Though the majority of the American people may
well subscribe to some version of this religion and I think they do - they
end up holding in contempt all the nstitutions i which the ethos of this

increasipgly “‘alienated™ from these mstitutions, and end up%chng that
these il titutions 2re in sume way unrcsponsrvc *and “irrelevant™ to their

basic* néeds. And not only “unresponsive” and “trrelevant,” but actually
|
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In contrast ‘we seem unable or unwilling to establish defmmg limits to

rehgion of American society today, against which a'! othet religions can be )

religion 1s incarnated. Indeed, “and ncredibly enough, they become |
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“repressive™ as well. Itis a historical fact of some significance, I would say.,
that though schools were never particularly popular institutions among
young people, it is only in recent years, as our schools have ceased trying
to “form” young people and have tried instead to “develop™ them, that
the school has come to be widely regarded as a kind of prison.

< LY

The Legitimacy of Institutions

o

What we are tathing about is the legitimacy of institutions, and what I am
suggesting is'that the moral neutrality of our institutions, especially our
educational institutions, ends up robbing them of their popular legitimacy
Nor does it matter if this moral neutrality is, at the 1 moment, popularly
approved of and sanctioned by public opinion. It still ends up depriving
thiese nstitutions of their legitimacy. One does not, after all, have to be a
particularly keen studeat of history or psychology to “know that people
will accept o1 tolerate or even praise institutions which, suddenly. will be
expenienced as wtolerable and unworthy. Institutions, like worm-eaten

trees, van look healthy and impusing, lmnl they crumble overnight into

the dust. If you look at the cakhiers subn ntted to the French Assembly on
the eve of the great revolution, you will find dot a breath of dissatisfaction
with the monarchy - not a hint of republican aspirations. Similarly, early in
1564, an opimon poll among students at the University of California at
Berheley found that the overwhelming ma\on() ‘thought very well of the
school and believed they were getting an exceller:edmatlon there. Never-
theless, both Louis XV1 and Clark Kerr soun {oun(l themselves riding the

whirlwind. Such abrupt eruptions of profound‘discontent,’catching us alt

by surprise—whether we are talkifig about the rebelliousness of racial
munonties, or young people, or women, or whomever are characteristic of
Auerican society today. They are also characteristic of a society whose
mstitutions—whether they be political institutions, or schools, or the
family--are bemng dramed of their legni(mdcy “that is to say. of their moral
acceptance.

We try to gope with this problem by lmessamly “restructuring” our
institutions so as to make them more “responsive” to popular agrtation.
But that obviously does not work very well. The more we fiddie arourid
with our schools. for mstance. the more energetically we restructure and
then re-restructure them according to the passing fancy of ntellectual
fashion, the more steadily do they lose their.good repute. In desperation,
many of our reformers are falling back on the proposition that such

f
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symptoms of discontent are really signs of good health and vigor that it is

natural for people to become more dissatisfied as things get better, and as
they learn. .0 appreciate the possibilities of even further improvement of
all the absurdities of contemporary political socnology, this must rank as
the most bizarre. It amounts to saying that, as “the people’s condition
improves, they are bound to feel worse rather than better - more unhappy
rather than more content. But surely the purpose of improvement is to
make nfen and wonten feel more satisfied] not more di ssatisfied - other-
wise. in what sense can we talk of simprovement ” at all? o

dtisa peguharly perverse and morose view of human nature whxch’ claims
that men’s inevitable response to good actions is to feel bad. [t is a view of
human nature Wthh, though desperately proposed by liberal humanism to
explain the peculiar behavior of its believers, makes nonsensé of the creed

of liberal humanism itself, which cannot possibly subsist on the premise,
_ that the perfect human condition is one in which men are bet\ler off than’
ever before but feel miserable as never before. The unthmkxpg way in

which we nevertheless echo the thought that lively dissatistaction is a form
of “creativity,” and that the géneration of such * «.reauvntiﬁ? is a token of
reformist success rather than a sign of reformist failure this is,a declara-
tion of mtellectual bankruptcy, and nothing else. It is nothing more than a
way in which reformers secure an ideological credit card, good in

_ perpetuity, wluch they can then indefinitely bank on regardless of their
. tash condition. .

The irony of our present situation, as I see 1, is that, as our institutions
try to become ever more “responsive” to their constituencies, the people
seem to put less and less faith m them generally. One can only conclude
that erther there 1s something wrong with the idea of “respunsiveness’” as
we currently understand it, or that there 1s some fault in our idea of “the
people” as we currently understand it. 1 should like ty suggest that there is
something wrong with buth of these wdeas, as we currently understand
them and that. ultimately, we are talking about a single error rather than
a dual ore. an error in the way we concetve the relations between a people
and their institutions in 4 democratic society.

trategies of Responsiveness - -
There 1s an old Gruucho Marx chestaut about how he resigned from a club

immediately upon being eiected tu membership lus .resignation being
prompted by the thought that any club wlhych would zlect lhim a member

~ 13 o
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couldn’ t possibly be worth jommg I shink that, n this old chestnut; there
is a Iesson for AlFeF us about responsweness * More and more of our
|nsutuuons ‘Rave been “feaching out” for ‘“‘greater partLCIpatlon and
“greater involvement™—and an ever-laiger number of those new recruits to
full membership in the club have been quietly resigning, in fact if not in
formahty, To which our clubs seem to answer. “That’s alnght. Resigning is
a way of belonging, and maybe the best club is one consisting of members
who have resigned.” This is the conclusion, at any rate, the. Boy Scouts
seem to have reached. )

It is not edsy to say to what degree our various strategies of *‘responsive-
ness” are motivated by sly cunning or plain self-deception. Thus, in the
heyday of campus protest over the Vietnam war, and amidst an upsurge of
political radicalism in general among college students, Conigress decided to
lower the voting age to 18. Now, to the best of my knowiedge, there was
not a single protest meeting on any American campus on the issue of a
lower voting age. Similarly, to the best of my knowledge, Congress did not
seceive 2 single mass petition from young people on this matter. Neverthe-
less, Congress decided that, in the face of all this unrest, it couldn’t simply
remain muie and impassive. So it decided to be “responsive” in its way . It
didn’t end the Vietnarn war, and it didn’t abolish capitalism, but instead
passed a constitutional amerfdment lowering the voting age ‘to 18. That
amendment was promptly ratified by the requisite number of state legis-
lators, and shortly theredfter Richard Nixon was elected President by an
overwhelming mayority ox the popular vote, and unrest on {he campus was
replaced by .apathy. One annot say Congress intended things to work out
this way —most of the Iib'} rals who were the ardent proponents of a Jower

voting age certainly did npt. But, in retrospect, there is reason to concede

some substance to the lament of student radicals tha' 1 sort of con game
had been practiced upon them. ’ '

So one of the ways in which we ar¢ characteristically “responsive” is to
give dissatisfied people whyt they have not asked for and what there was
never any sound reason for believing they really wanted. Thus, when non-
whites in the ghettos of New York Ci\ began to express dissatisfaction
with the fact that their children were being graduated fiom high school
without even bemng able to read or reckon at an elementary school level,
they were 6romptly given “‘commugty control™ over their local school
boards and “open admisstons” to the genior city colleges. But if you look
back at the course of events, yot s%f: discover that there never was any
real popular demand for either” “community cortrol* or “open admis-
sions.” Neither of them had any bearing on the problems at hand. As a

8
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matter of fact, any authentic cofiception of ‘“‘community control” stands
in rank contradiction to the practice of busing students for purposes of
integration, which is also unger way in New York's schools. What is the
poi_nf of giving citizens “control” over their local schools when their
childrén aig being bused away to be taught in other schools? And, as
concerns ‘“‘open admissions,” what 1s the point of admitting mnto college
high school graduates” whose problem is that they cannot fead at an
eighth-grade level2 How does that solve the problem? :

But we are also “responsive™ in another, seemingly more candid but
actually even more cunning, way. This i$ to give people what they are
actually demanding -or at least what sume are vociferously demanding -in
the tranquil knowledge that these demands are misconceived anyway, and
that their satisfaction is a meaningless gesture. That is what has happened
with regard to parietal rules, course gradings, class attendance, curriculum
requirements, nominal student representation on various committees, and
so forth, on so many of our college campuses. and even in our lower
schoo)s as well. The strategy here may be defined as follows: When
confronted with protest, dissatisfaction, and tumult, disburden yourself of
your responsibilities but keep all your privileges, and ihen announce_that
your institutions have enlarged the scope of “participation™ and
“freedom” for all constituents. Since “‘participation” and “freedom™ are
known to be good democratic things, you have the appearance of rectitude
and the reality of survival, “

This complicated game of “responsiveness’ has been skillfully played
these past'years and has enabled a great mary institutions to maintain and
secure their imperiled positions. In that sense, it has beexLBnqlxestionagiy
successful. In a deeper sense, however, it has gained nothing but time-a
precious enough gain. but only if one realizes that it is simply time that
has been gained, and that this time must be used productively if the gain is
to be substantial rather than illusory. It is not my impression that any such

Jfealization exists, or even that people in authority are reflecting seriously

on the events of the past decade. The question of the diminished legit-
imacy of ow institutions i1s not peing confronted - in the hope, no doubt,
that it has gone away of its own accord. But 1 do believe it a serious error
to think it hasgone away. despite the sullen calm which now pervades our
society. It seems to me, rather, that more and more people are showing
more and more contempt for that club- the club which consists of the
collectivity of our institutions to which they have been eIec!ed.Jhcy
may have cecased to abuse the facilities so excessively, but they are
certainly not using them productively, nor do they ‘show the slightest
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inclination to pay their dues, As a matter of fact then attachment is so
obviously fragile that no one has asked them to pay any dues.

But who wantts to belong to a club where you don’t have to pay dues of
any kind? What kind of a club is that?

.

g Tl'.e importance of Oﬂigations

I~

-

It has been argued, by .pt Imcal philusophers and educators through the
ages, that it is unwise tp give people rights without at ‘the same time
imposing on them obliggtjons that rights without obligativns make for
irresponsibility, just as obligations without rights make for servility
Edmund Burke pushed tlus thesis a little further when he'declared that it
.was part of the people’y rights to have obligations- that an absence of
obligation mieans a diminption of humanity, because it signifies a condi-
tion of permanent immatynty. But'l would say we can extend this line of
thought even furthes, 2nd declare with sume confidence, based on our own
more recent expe..ence, that ebligation 15 not only a right but a need -
people upea whom no obligations are imposed will expetience an acute
sense of deprivation. It 1s vur striking farlure to recognize this phenome
non of moral deprivation for what it is which explain3 our fumbling and
evep e mcal response tu the dissatisfaction that Americans are c\préssmg
tmw/;\rd their institutions.

I would claim that the main pomt which emerges from the American
expénence of late 15 that people do not have confidence in themselves
that people do not have respect for institutions which, instead of making
demands upon the peuplc are completely subservient to their whims. One

«_ can even mahe the pomt swore generally. Just as peopie will have no sense
of prideful belonging tu a society that has su low an opinion of them that
it tlunks it absurd to msist that people become bet:er than they are, s§
they will feet equally alienated frum a suciety that proclaims so high an
opinion of them that 1t finds1t absurd to insist that they need tu become
better than they are. :
lustitutions that pander to citizens—and 1 use that word “pander”
advisedly —mnstizutions which pander to the atizen m an effort to achieve
popularity may get a good press for a while. Our mass media, for which
pandering.4s an economi Necessity . are naturally keen to see other institu-
tions remake themsclves m the media’s own image to become
“responsive”” the way a television statron or network is responsive.
“Responsiveness,” here. means o satisfy popular appetite or desire or
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_whim or fancy or, rathes, to satisfy what 1s thought at any moment to be
popular Appetite or desire or whim or fancy. Such * respunswcncss‘ " being
 timely-and. circumstantial, is thought also to be “relevant.” But amidst the
fioise of mutuat self-gongratulation, what is lost sight of 1s the fact that
ﬂlesc mstitutxons, floating. on clouds qf approval and self-approval, have
uprooted themselves from that solid ground” of moral legitimacy from
which all institutions recelye their long-term nourishment.

Do 1 exaggerate? Well, et me be speczr ic about the problems of ghetto :
education - problems which | know you't nre all seriousty concerned with, if
not directly involved with. We have had, dunng the past decade, dozens of
bold mnovations in the schooling of slum Kids, each of them cla:ming to _ .

%be more “responsive’ and mor¢ “relevant™ than the previoss ones. Some :
of these innovations have even red.scovered forms of classroom organiza i
tion and techmques of pedagog, that were popular a hundred years -
ago-and you can’t be moie innovative than thai! giach innovation, at
some moment, is held up to us as a “breakthrough,™ is the subject of
enthusfastic magazine articles and television reports on the oider of the
Timés report on Camp Keowa s quickly mitated by enterprsing schuul
administrators ejsewhere, and 1s generally judged to be a suceess before
any results are in. Then it quietly vanishes, and nothing morc 15 heard
about it as attention focuses on some still newer wnnovation, by some
other bold educational reformer who has “brokcn lhmugh“ em.mstcd
tmdmon and has comg,p with an even more “responsive” and “relevant™
prog:'bm !n general, the cntena of “relevance,’ and *responsiveness™ 1s the
degree’to gafm.h the ntw educational sclicme panders tu the appetites, the
fancies, the whims of the students, and avuids anything that looks like an

exercise of authomy. ~
Meanwhile, back n the ghettq, there continues to exsst a whole set of

successfuyl schedols which nv one pays any attentun to. These schools sare
successful in the most elementary yet crucial terms. There is a fong list-uf
parents trying desperately to registes therr children in these schools, the

truancy rate and transfer rate are low, there is less juvenile delu.quency, a

fower rate of drug addictiv. among all students, and academic achieve
ment levels tend to be shightly higher than average. I am referning, of
course, to the parochial schools in the ghetto, which no one wntes about,
which the media ignore, but which in the upimon of parents and students
alike - are the most desiable of all ghetto schuols. Many of these parochial
schools are :n old buildings wuh mmlmal facilities a pmfui library
perthaps, a squaid gymnasium perhaps, a spartan lunchroom perhiaps.
Anyone.who had ever taken the trouble to upen his or her eyes to the
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‘existence of these schouls would not have been astonished and taken
aback-as so many were by the findings of the Coleman repert that the
‘condition or even nonexistence of such physical facilities had hifile
connection-with educationat achievement.

Why are the parochial schools 1 the ghetto so well regarded” The answis
is obvious? They arte selfrespecting institutions, demanding nslitutions.
with.standards that students are expected to meet. Many of them even
have and enforce dress codes, as a symbaolic gesture of self affirmation. By
making such demands upon their students, they cause theu studen!s to
make demands upon themsclves and, most 1mponant causestheir stu

"dents to tealize that the only true moral and inteilectual “develupment™

vecurs when you do make demands upon yourself. And this  the habit of
making demands upon ourselves s something that we leamn frum being
- taught 1t, by precept and example.

The Case for Authority Lt

{ suppose what I am sayung «an be and will be interpreted as just another
criique o what we call “permussiveness.” 1 should be unhappy if this
happens because | su mtensclv dislike both that term and lts asso€ations.
People who indisciminately altack “permusiveness™ ate themselves vic-
tims of a confusivn between authunty and suthontanzmsm a confusion
they share with the veiy tendenues they cnitiaze “Permussiveness™ and
“authortanamism™ are indeed two pussible poles of moral discourse they
are. both of them, the poles that cume mte exstence when the center no
|cngcr holds, That center ts atethorsy . By which une means the exercise of
power tovward sume motally affirmed end and m such, a reasonable way as
10 secure popujar aweptance and sanction  Legitimate authonty 15 not
always reasonable. since this authurity is exercsed by people who are not,
n the nature of things, always reasonable. No one 1s always reasonable.
and legttimate authonty s therefure always open to cnticism and cor-
rection. But of authurf® may Be flawed i s means of vperation, both
“permissiveness” and “authuitananism™ are flawed 1 their goals. whith
are morally void and substanceless. Tlus second flaw ., clearly . s infinitely
raore important than the first. sifice at mduus a kind of technocratje
mamna, with exponents of “permissivencss” figuring out evel new ways
of “liberating” the citizen, but having no 1dea 3s to what he 15 being
hiberated for, while expunents of “authortananism™ arg busy figuning out
how to control people for the sule purpose vl securing the power of
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existing instituxtons. with nu sernuus wonception as tu the ulumate purpuse
of this power.

- The pCrsnIssive person is all foy change. especually “socral chanige. 4.
“authoriiariand person 15 al! for ‘smbzmy,"cspecmlly “socia stabthiy.”
But there is sWpething inherentl}y ndiculous in bemg for change without

ving 3 cleas and vivid perceptioh of the kind of person and the kind of

ftical comsmunity you want such change to aventuate in. Besides, if
there is one thing,certain in this world. 1t is change, which 15 but a descnp-
tive term for the natural processes of birth. growth, decline, and death..
The potitical. problem 1. netthes producing +hange aur suppressing it but
coping with it adapting to it i the least costly and mua: beneficial way.

Similatly, the “authoritanan™ petson s all for statulyyy But stability is,
in its own way, as inevitable as change. When we say shability. we mean a
conffition in which the arrangements of our hves, ¢nd.. Jual and collective,
acquire 3 meaning and a value it 1epiesents 3 victuty over thé continual
flux of things, 4 temporury mastery oves chance and destiny . The human
race needs such meanings, both ndmidual and collectsve, of 1t 13 to clalm
entitlement to the feem “human ** A, .neaningless Iife and a meaningless
polity are insupportable und mtulerable. So there 15 hittle point 1n snging
the praise of stability per se Just as une wants 1o knuw the answer to the

questien “Stability for what?” ‘ '

And the answers to these questions are pm\.» J by authurtty, properly
understood. T am not talking aboui power, which 1s the capscity to cueice.
I am wlking about authorny, i which power 15 not expenenced as
coercive because it 15 mfused, however dimly. with 2 nwotal intention
which correspunds to the motal senuments and mural sdeals of those who
are subject to this puwer. Education, 1 s only significant sense, 1s such
an exercise in legitimate authuriy. And when educaturs say that they
don’t kncw what then moral sstention s, that they don't Anow what
kinds of Human beings' they are tryimg to create, they have suttendered all
claim to legitimate authongy

At that point. 1t really doesn’t much matter whether they resort to an
“authorttanan™ mode of gnernance, anth g blind and wilful reliance on
tradition, or vg 3 “pormmssive” mude of guvernanve, which encourages
bhind and aimiess->*development.” | must say. fur my owg part, that had §
to chouse bayween these two modes. | would opt for the .uthomtarun™
i the hope ghat a mechanical sepetition ot the furms just maght reawaken
and neutralizé the dead substance that used 1o give these forms meaning
and legitsmacy . But this would be an extreme and Jesperate condition, and

uestion “Change for what®", so une wants to know the answer to the
q 1 «
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Moral and Ethial Developmant - .
just 3§ extieme cases mahe for bad Jaw. extrems conditions make for bad
educational phifosophy. and i1 15 the better part of wisdum not t linger
too long over them. What so many of us fatl £+ see. however. 1s thit the
prevalling “permissiveness” s also an exerclst in chpcratmn which is
bound”to be self-defeating. “Moral development.” 35 now cuncerved.
creates monal deprivation _a huager of the soul for motal meamings which
1 far more devastatmng and dangerous than any phystcal hunger And this
hunget of the soul will, i the end, satisfy uself by gratefully submitting 10
any Passing pseudoauthonty, which wiif be coetave i the extreme’ and
will be accepted becouse it 15 sv coeraive, beause xt dogs ofifer an Bslape
from a dreadful, mearngless freedom. Thuse hids at Camp Keowa. diessed
fike slobs and ssting amidst thewr garbage and playing peker they will, «
. all likelihood, end up by eathusasiieally joiing some movement which
puts them in amform, gves them ongs tv <hant wn unison, and se.s them
to work cleaning up cmy speck of dirt, -under threat of the severest
penaliies, Having biberated them from the tiaditiunal authorityor The Boy
Scouts, we shall vertamly endd up demenng hem 1o wume newer more
rgid, and more brutal authontarRuan. e :

i can alteady heat the plantve repieder But where on carth, in this
bewildered age, are ot educaturs going tu discover thus moral authornty

* without which authentic education is impossible” Wihos 13 gotng, to @ve us

the answers tu guestionts struat, lhc meaning of our .. Jwidual and collec
tive hves”? ! recogmize both the (Ggeney and putgnany of tius lament
Cuis 1s indeed a bewildered age But | avuld. at the nsh of offerding
gany of you, say this It vou have nv sense of rwrat authorty i you
have fio sovereign deas sbuut moural purpose. you ought not to he rduca
tors There are many tzchnuciaty, leesuum m winuch fo1 all practical
purposes the knowledge ot means suffices but edu. on 1s sot one of
them. An educator who wannat give at least 2 lcnms\e and nunimally
cohetent 1eply 10 the question “Education tor what '™ 38 wompinable to a
clesgyman who cannot explain the purpuse ot religon We have many such
clergymen They, T talk dbout “moraf and ethical descdopment ™ They.
_too. wonder why so many young prople seem bured wath the mstitutions
theu parents enhst them :n And they tunom dcsp"zshuh Jiop anything
oldyn favor of anything new  Having lost wght ut thew goal they become
the capuives of wtelieciual and weotogical tastuon

Is it so different with vur eduators? Fiear not, thaugh | ol hie to
think otherwise  And 'l begn to think otherwae when. at o conterence
such Z’:) this, 1 see bisted on the agenda 3 sesston ont Ydogeodal Chee &
That ts an event '} most uncerely look torward to
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Not “Whether,” but YHow?” -~ °* ,;

I take my subject to be not whether the expenience of higher education, | "
contnbutes to the moral development of those who are exposed to it, but, B
rather, what forms that development may take, and through what !
mechanisms .and processes 1t occurs. The question of wheéther higher ;

education has an influence on the moral development of students is a i
special case of the broader question of what impact, 1f any, colleges have :
.of anv kind on the people who pass through them. Currently, there is_ a_
fashionable,"widely held position which asserts - “argues™ is too strong a

<1,
Rl

given a shghtly different title. “What Does College Do For A Person?

Frankly, Very Lutle.” On the first page of the interview itself, however, .
when ‘asked. “What dves college do for 4 person?”sNewcomb answers -
“Frankly, very little that 1s Jemonstrable” (emphasrs added). And by the
second page, Newcomb 1s saying “I" don’t want to paint too black a
picture. Certafnly some students get mferested in 1deas, learn how to read,
learn how tu use libranes. leatn to think n ways they simply would not do
in another setting. Unfortunately, 1 don't think these benefits happen

- often enough.” .

. We are now a long way from the fromt cover. and have arrived at a
. ’ statement that most of us wan agree with. The experience of higher educa-
tion can and dues have pu\»crlul effects on some students - I might have
added other effects tu Newcomb's shurt list. But since neither Theodore

.

e word -that agher education, does not have much effect of any kind. For
« . example, a recent 1ssue of Pyychology Tuday (7) advertises an interview *
v ; with Theodore Mewcomb on its front cover with the title “Why College
; - +  Dues Not Change Students.” In the table uf contents the same interview is
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Newcomb nor I, nor anyone else. knows how often it happens. or how
deep and widespread these effects are on how students think"and feel. it is
not difficult for us to agree that “it doesn’t happen >ften enough.”

There really is no doubt fhat the experience ot higher education has
effects on students, both in their attitudes and behaviors. Newcomb and
Feldman (2) have summarized much of the evidence on this for us, and
more evidence has appeared since their book was published.* It is true that
most ot the indicators of change in our research on the effects of higher
education leave us dissatisfied. They are not adgquate measures of things
we are really interested in, such as the growth ‘and refinement of a stu-
dent’s sensibilities. the development of independence of mind, personal
integrity, and morgal autonomy. We know that these *qualities are
éxtremely difficult o study systematically: We don’t know how to
measure Ehem. thcirjppearance In action is often delayed until long after
the college years. they are the product of a person’s whole life experience,
so that it 1s difficult to disentangle the independent effects of the college
experience on them. Neverthgfess. to infer from the difficulty of measure-
ment that these effects don’t dcur —“What does college do for a person?
Not much”--1s to make the most)serious error to which we members of the
research community are prone./fue error of believing that if a phenomenon

. can’t be measured. 1t doesn’t fexist. This error is made by quantitatively

inciined researchers mn alkof the social sctences. For example, Robert
Hartman (4, p. 278). an econonust, has observed that:

Very httle empiriual evidence exists on external benefits Economists
who analyze pubhc policy toward higher education have shown an
ncreasing tendency to regard the absence of good. hard quantified
data 1 this area as ndirect evidence that po such benefits exist This
may be more 4 reflection of the deficiencies i the cconunusts’ educa-
tion or the narrowness of their perspective some things in this vorld
cannot be quantified.

{ 2m not prepared to ac.ept that 1t 1s impossible. but | would agree that
we face the greatest difficulties n measuring with any precision the
amount or distribution of moral growth in our colleges and universities.
And yet we persist. and | thmk nightly.in believing .hat moral growth does

occur to some unknown degree and extent among our students. If that 17

true. and if we continue to think the matter important enough to want to
know more about it. then we mught shift our attention from the ~ieascre-

£See also B.R. Clark. et o, Students and Colleges Interaction and Change. Betheley.
Center for Rescarch and Development i Higher Education. 1972
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ment of effects or outcomes to a consideration of the pr&:esses‘of educa-
tion, and especnally to the mechanisms through which <olleges and
universities™ have whatever effect they have on the moral life of their
students. I am saying simply that we may be able to illuminate the ways in
which things happen without knowing a great deal ,about how much or
how often they happen. -

& /-
On the Mechanisms of Moral Develo;)ment

-~

From that perspective, then, | would like to suggest a number of such
mechanisms. These notes should be seen not as warranted assertions but
rathgg-as suggestions for the directions of research. With that under-
standing, I will allow myself to speak with more assurance than [ feel
“about how these matters work.
Colleges and universities may influence the moral development of
students in 5v~arietv of ways, both intended and unintended.
. There is ghe influence of the content of the cumculum that is, what

we teach in our formal course offerings; . :

. There is the infiuence of how we teach -and especially of the concep-

our subjects, of how we go about learning what we-know; ’

3. There is the influence of the teacher as a person. both through his
personal relationships-with students \and n his role as a_model of the
seeker of knowledge. for understandmg “and for the truth (wnth a small
“t“)

,___Jhée are at least two other important forces through which colleges and
universities shape the minds, sensibilities, and moral capacities of students.
One is through-the relations of studegts with one another - the nfluence,
as we say, of the peer group or of especially sigiificant members of it. The
sccond 1s the influence of the institutions as political entities in the
bioadest sense. the wunsequences for students of how the college or
university orders the relations among 1ts members.‘of how 1t governs its
own activities and 1ts relation3 Wwith its envirunment. A good deal has been

. written on both..l.h;%rsubj;cts in recent years, though still, I believe,
without drawing the uﬁ@_’lmphcatwns of thewr findings for the moral
development of students. }Neverthcless, after acknowledging the impor-
tance of those influences, | would like to confine my brief iemarks to the
first three that l mentioned. the content and the forms of i~struction and

’ - . 17
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the tole of the teacher. And even within these rubrics 1 will b€ both
sketchy and:selective.

““The Morat Impact of the Content of Instruction

. -

The links between knowleflge and moral 2.iion age very-many and take
.many forms. But they have in common that morality evidences itself in-
choice and action. Where action, is ‘narrowly”determined by power
necessity, wheze the range of personal decision’hardly exists, then there is
,little room for the exercise of moral choice. (And in this grim century,

- " writer like Camus have been led to reflect deeply on suicide as the
ultimate affirmation of moral freedom, the ..2.cise of moral choice under

~- the-most constrained circumstances.) But ignofance is also a constraint on
choidé: Decisions require a knowledge of alt.snatives, and a moral decision
requires a knowledge of the probable consequénces of those alternatives.
Much of what we teach in our coljeges and universities has as its aim the
extension of our students” awareness of the possibilities of alternative
courses of action and_a clarification ot their consequences. In the social
s':i,enccs’,* this is very clear. There are, for example, few. issues more
important to mankind than the questions surrounding populagon growth
We face. these issues both in our own private lives and, as citizens and
political actors, 1p the realm o population nolicy. When an Indian farmer
has ten children in the ﬁop;s of two sons surviving to’ s°upport him in his -
old age, we+canuot really speak.of a moral choice. But for ourselves and
our students: matters are otherwise. Art demographers, sociologists.
economists, and others can help ys see the movenients of population
growth, the conditions under which these trends can be influenced, and
the probable consequences, for individuals and far societies, of different
ways of controlling the rate of growth of populations. Moral decisions do
not end there. but this kand of knowledge about our alternatives and the
consequences of our choiges, so far as we Zan see them, is a prerequisite
for the exercise of moral judgment in this area. And insofar as teachers,
discuss these 1ssues and try, in Max Weber's words. o “make more trans-
parent” the connections between cause and effect. then they teach in the
service: of the ethic of responsibility and the moral life.

The study of Iiteraiure contributes to mofal growth 1n other and not less
important ways. | would not srgue that literature justifies itself by its
capatity to teach-and 1t 1s perhaps least successful when it aims most
directly at didactic instrucyon. Yet hterature, and | am thinking especially
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of the novel, does teach. At its best it breaks through the crusts of con-
ventional and .outine ways of sceing and feeling, and helps us to see in
; fresh and new ways how life is lived and can be lived. When -we see the
world through Jane Austen’s. amused and penetrating eye, we learn to

,  Tecognize insensitivity under the mask of manners; we learn that vulgarity

is not merely a demonstration of consistent bad taste, but has a moral
dimension and moral consequences. And we learn, with the help of Lionel
Trilling (8), to understand Jane Austén’s commitment to the ideal of
“intelligerit love” according to which, in Trilling’s words, “the, deepest and
truest relationship that ca.r exist between human beings i$ pedagogic. This
-relationship caeasists in the giving and receiving of knowledge about -"zht
conduct, in the formation of one person’s character by another, the

ceptance of another’s guidance in one’s growth.”” That concept of the

relation between love ar.d learning should have a special significance for us
as teachers and students (though it speaks also to the changing relations
between men and women in the society at large).

Of course; literature still has a life outside colleges and universities. But |
think it is simply true that most people who read literature in ways that
bear on their moral lives learn to do so in college, and do so with the help
of teachers- not all of whom need to be Lionel Trilling to be helpful. We

~can see in our ~=m lives. in the lives of our children and our friends, and
perhaps even in the lives of our students, how the study of literature can
influencé one’s capactties to make moral judgments and decisions, even
though we cannot meet Newcomb’s severe requirement that we know also
how to demonstrate such 2ffects. .

But what we teach is not all in the service of moral growth. What we
teach may limit as well as expand, confuse as well as clarify, moral choice.
In a recent essay on “The Moral Crisis of the Black American™ (5),
Orlando Patterson. a black sociologist at Harvard, argues bitterly against
the moral inadequacy of social science, which. in lus view, by its well-
intentioned rehance un one or another form of social determinism as the
explanation of behavior. robs blacks of the full human statuce and dignity

sthat must rest on an aceeptance of their moral autonomy. Patterson
cbserves that “the unusually high crime rate among black adults, the high
rate of juvenile delinquency, the high T marital nstability and
parenagvgl irresponsibility and the unusually high rate of dependence on
welfare among the group are explained with alimost ridiculous ease by
social determimisii.. Any budding, first-year undergraduate in the social
sciences could give a hurdred and one reasons why these rates should not
only in all probability be as they are. but. by all the laws of the social

3.
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umiverse, had to be as they are. But,” he continues, *'to constantly explain
away one’s failures as a product of one’s envtronment, or worse, of
another race’s or class’ domg, either directly or through the system it

.
M

controls, is to reduce oneself to the levelof an object and further prolong”

one’s depeidengy on that otl:er group or environment.” Patterson

describes other %ys in which the dominant moral posture of the social
sciences towards race—and I might suggest towards inequalities of almost
all kinds—has a morally destructive effect on the group whose relative
failures are being explained. 1 suggested earlier that social science con-
tributes to moral development by extending our awareness of the alterna-
" tives of action, and the consequences of those alternatives. Here Patterson
-points to a way in which social science works implicitly to deny, the
possibility of a choice among alternatives for certain groups. thereby
diminishing their moral autonomy and freedom. ° -

One might also add a word about the moral failings (one might say
bankruptcy) of the modern college curriculum, marked in many places by
the collapse of all shared notions of what knowledge is of most worth.
Thus, in turn, reflects a confusion and lack of agreement about the nature
of a libetal education or the right relation of teachers and students. What
may be clarified 1n a course 1s corifused in the curriculum. There are many
lessons 4tp be learned from the anarchy of the college curriculum, and
among wse is the fear and abdication of authority and of its con-
comifant, responsibulity. I suspect students learn that lesson too.

I3

’
12

,The Moral Impact of the Methods of Inquiry
! o

We have a moral impact not only through what we teach, the content of
our shbjects and disciplines, but also through our ability 10 show how we
come to know or beheve what we do. There is a powerful morahity implicit
in the canons of venfication. m vur scholarly and scientific methods and
procedures. This 1s perhaps most clear in our commitmeny to the search
for negative evidence. Fur Max Weber (3. p. 147). tus is the central moral
role of education. In fus grca{ essay on “Science as Vocation,” he asserts
that ~

" The pnmary task of a useful teacher 15 to teach his students to
recognize “mconvenient” facts 1 mean facts that are inconvenient for
their party opimons And for every party opinion there are facts that
are extremely 1aconvenient, for my own opimnon no' less than for
others [ beheve the teacher accomphshes more than a mere antel-
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lectual task if" he compels his audience to accustom itself to the

s existence of such facts. I would be so immodest as even to apply the
expressign “moral achié¥ement,” ‘though perhaps this may sound too
grandios for something that should g0 without saying.

» The academic disciplines embody, in their methods of work, procedur.s
désigned to \force their practitioners to, confront inconvenient facts. For
example, a major function of quantification in the ocial sciences is that it
embodies impersonal procedures that ensure the collecuon of negative as
®  well as supporting evndcnce for whateyer “party opinion” we hold at the
moment.

How does one deal with negative evidence? We ¢an manage easily enough
‘not to gather it; if we gather it,’we can ignore it; or we can report it
reluctantly and explain it away. Or we can actively search it out and make
it central to our studies as a major vehicle for gaining more knowledge and
a fuller understanding of what it is we are concerned-with. The search for
negative evidence and the decision to confront it and its implications for
,-9ur current views are, [ think, moral acts. And if we can teach our'students
S to.examme their views in the light of evidence, and to seck out incon-
! . "venient facts and opposing opinions, we have contributed to the develop-
‘ ment of their moral capacities as well as our own. Because these dre virtues
; not merely of the scholar or scientist: A’ respect for evidence and for
contrary opinion aré qualmes of mind that we need throughout the
society, as we resist the terrible certainties and brutal simplifications of the
fanatic, the doctrinaire, the higot, and the demagogue.

But while an acquired respect for negative evidence has a special role in
the nioral impacjﬂof the academic disciplines, it is by no means the only
way in which learnhg is implicated with values. Morccgcncrally, science
and scholarship are “moral communities” whose members must reate and
sustain a distinctive set of values in order to carry on their work. As
Bronowskn(l pp- 391. 397) notes:

.

TP TR

The very actmty of trymng to refine and enhance knowledge—of

e discovering “what is”’ imposes on us certain norms of conduct. The

prime condition for its success is a scrupulous rectitude of behavior,

based on a set of values like truth, dignity, dissent, and soon....In

societies where these values did not exist, science has had to create
’them, to make the practice of science possible.*

*On the difficult thslions of what the norms of science are, the degree to which
they guide behavior, and how they are enforced, sce, for example, R.K. Merton, The
Sociology of Science. Chicago: The University of Chlcago Press, 1973, and -
especially his essay on *The Normative Structure of Science.”
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¥« To what extent are students drawn into the “moral communitiés” of
science and scholarship, to what extent do they accuire their norms and
-values as well as their knowledge and perspectives? That €, of course,
highly vatiable..It has, traditionally, beer a central concern of graduate
education—and if graduate students in a department are not, fot some
reason, being “socialized”” into that moral community effectively—if, for
example, they pursue graduate studies as a continuation of their liberal
educa@tion, or use it for political or other ends of their own without
accepting the special research norms of science and scholarsf\ip—'then the
department, and perhaps the. discipline, are in ‘some difficulties. The
acquisition of these scholarly ‘and scientific porms—in other words, the
values of the disciphine as a research enterprise—has not been stressed for
undergraduates; it has been seen often as a symptom of premature profes-
sionalization or specialization. But increasingly, colleges and” universities
are begitning to offer freshman research seminas to introduce beginning
students to the discipline as a communjty of seekers for knowledge. And
that, inevitably, must. bring thein at least to the borders of the discipline as .
a moral community. How successfully that is accomplished with under-
graduates+is, as 1 have said, variable and uncertain. But the success of those
efforts might well be an additional criterion of the impact of college on
students—and we shoutd be able to find ways to assess it.*
; .

On the Moral Implications of Academic Programs and Policies

,

. N N ]
What Pve been saymg about the moral dimensions of scholarly and
scientific work may also have implications for the value of the academic
disciplines and «specialties as compared with interdisciplinary studies. It is
perfectly clear that social problems do not present themselves in the
convenient categones of the academic disciplines, and ghat many of the

3

*We should also ask whether carly mtroduction to the norms and values of research
in a disciphne need be at thevApeme ot a “piberal education®” «a broad exposure o
a variety of ways of lookmng at the worlds of man and nature, c:zz.:h with ity owa, ?
somewhat” different, moral leysons to teach. in the design of an undergraduate
education, there are certam conflicts between the mos* community of imguiry and
the moral content of the magor fields of fearning Letween, for example, what
anthropology can teach about the human condition as over aganint how 1t goes
about finding things out Departments typrally try to each a little of both, the
latter often under the rubric “methods * But winte “methody™ coures may tell
students thiat there & o moral commuity of nquiry. it v hikely that only the
experience of weking knowltdge themselves through the dinespline’s gwn methods
of inquiry will effectively brny students tnside it .

.
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most important questions about man and socfcty also transcend the
disciplinary boundaries. And a natural response to this is to argue against
the department as the unit of :organizatfon of undergraduate education,
and to.make attempts to organize interdisciplinary studies, especially in
the. social:sciences, that are more appropriate in their range of perspectives
and intellectual resources to the questions that students and society ask of
them: I have made this argument myself from time to time in my own
university. But there may be a price that we pay for interdisciplinary
studies, to the extent that we substitute a richer but less systematic discus-
sion of issues for a narrower but more systematic one. | niean by
“systematic™ here the impersonal pressures that a discipline exerts on
those who woik withiii its boundaries, pressures to formulate probiems in
ways that can be addressed by evidence. Disciplines embody a variety of
controls over the influence of personal bias, and not least among these are
the procedures that force the confrontatior with negative evidence. lnter-
disciplinary studies may bring a nch variety of perspectives to bear on an
lSSuc, but, my impression is that when difficult problems arise, the
tendemy of interdisciplinary courses is to Jook at the matter from yet
another perspective rather than confront the difficulty head-on. There is
also at work the well-known but little docuinented phenomenon of
“disciplinary courtesy’’. We are not inclined to challenge the professional
judgment or competence of colleagues in other disciplines. We are dis-
inclined both by the norm of professional courtesy and by our own lack of
specialized expertise 1 other fields to go behind the assertions of other
disciplines to the structure of concepts and data on wluch they are. some-
times precariously, based.

I am not here making a general attack on mterdisciplindry studies, of
which | am a warmn 1f somewhat qualified admirer. I want only to suggest
that the price we pay for thesr breadth of perspective may lie in the moral

education of our students, at least that part of their moral education .

which arises out of a sefse of the importance, indced the value, of intel.
lectual difficulties. and a personal commtiment to confront them rather
than evade them by dropping the question and shifting the perspective to
another part of the intellectual furest. The policy implication may be that
interdisciphinary studies are not mherently preferable 1o a program of
coordinated studies within departments, but need to be examined in every
case on their own ments. In addition, we nught pay more attention to their
methodolegy and try 1o find ways of requiring ourselves to confront
unwarranted assumptions and inadequate theories, and to ask at strategic
moments for the evidence behind asse.tions in other people’s disciplines.

v
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The concern for moral development has its implications for policy in
higher education. | mentioned earlier that the teacher can function as a
mode! of intellectu-} virtues msofar as he can bring.a freshness of perspéc-
tive and a steady seriousness 1o Ins materials in his-classrooms and
seminars. The enemy of this spirit is routine, and surrender to routine is a
natural response to fatigue and overload. When"a gcachcr j§ required to
offer four different courses snnullancously‘ in addqnoa\, counsclmg,
committee work, aitd perhaps suine scholarly or scientific Jwork of his
own, theee is litle chance that he can bring a fresh perspective to a subject
very oftewn. The demands of the day require him to lean on old notes, on
summaries of what he knows rather than the demonstration of discovery. |
belicve that very heavy teaching loads adversely affect the quality of
teaching. But that is extremely hard to demonstrate, especially if the
criterion  of stuch&l performance 1s the acquisition of packets of .
knowledgc rather gthan, for example, the capacity to make good and
mdependent judgments abput the qualty of evidence, or the qualities of
people.

But compared with e considerable effort to study the effectiveness of
different modes of @dtrucuon where the criterion is the acquisition of
knowledge or skhills, we have very httle 1esearch on the effect of different
styles of teaching under varying conditions on the more subtle and elusive
quahlfcs of nund that many would 4, ¢ are an.ong the real aims of liberal .
education. We are also. always tahing c‘asy-lu-mcasurc proxies for these |
more dutficult-to-study effects and the proxies may be poor indicatQrs oﬁ
what we are really concerned sbout. 1 do not think. that we need
satisfied with speculctive hunches and hy potheses about these matters
The quahty” of teachng. and s efieci> on the mtellectual and moral
development »f our students. 15 a proper and approfsiate subject for
systematic study as well as for speculation and reflection.

o

| should perhaps at this pomnL try 1y answer the charge of ehusm even
betore 1t 1s raised. It 15, we know. a very grave charge n a populst and
egalianat time. The charge ordinanly s thay the kind f teaching and
learmng | am speaking about aie tdealized. or at least so rare in practice |
that they have httle relevance to the mass educauion of eight mtlhon

college and university students ingearly 3.000 mststuCions of every size,

shape. and descniption. Moreover. the charge continues. a concern with
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“these rare anff’ihdecd‘mrif ed. styles of teaching and learning can only be
pursued at the expensd of the great mass of teachers and students who
have very different mtc} sts and worries. There are two answers to this
charge that 1 can imaging. One is embodied in the reply that Robert
Oppenheimer made when asked in a public meeting what he thought about”
the reforms then under way jn science education in colleges and univer- *
sities across.the country. Was |} his view, he was asked, that the training of
the 10, 000 or so physics majors around the country had heen |mprow.d by "
these reforms? He pauscd for a m&qcnt and with a tiny smile replipd, “I'm

.terribly sorry, but 1 haven't really thought about that. You sce, IInf really

only interested in about 10 of them. "\That Xind of bold and urcompro-

misipg elitism may, in fact, be appropdate if your chief concern is the
progress of a science. But we cannot be satisfied with the mora edugation

is, but rather because the moral capacities we are talking about (afluence
not the speed of scientific discovery but the quality of civihzation, and we
need -those qualities as broadly didtributed in vur suciety as possihle.
Mass higher education, if we mean by that the -extension of access to
ever-larger propumons of the American populallun should not be made
the grounds 'of an attack on educationof the highest quality. What we
mean by “highest quality™ may well be debated, and | «<rtamly do not
equate it with the education” provided at the most prestigiogs or most
expensive colleges and aniversities. Nevertheless. | helieve that the develop-
ment of the capacities to’ make moral judgments_1s a charactegistic of
hrgher education as we would like it to be. There 1s no Joubt that sume of
the characteristics of mass highes_education, espeaally the impersonal
processing of large numbers of students through institutions where they
have little close or sustamned refaiton to any teacher. du not aid the growth
of their moral capacity. 1 beheve that universal access to some furm of
postsecondary eJucation 1s both inevitable and dgsirable. but that the
eduCation of very large numbers need nut be through impersonal batch-
processing techniques. Nor should we place our faith so heavily n
technological soluttons to intodectual and moral problenss. Fur example.
the provision of higher education through remote cumputer cunsvles and
video tape televistun may have certain limitations 1f seen from the perspec-
tivé we have been sketching. In any eveny, the chirges of ehitism are very

tions, part of a powerful movement that I believe 15 the enemy of the
broad and diverse system of higher education that exists in this country.
We should not be mtimidated by it.

~

. Martin Trow.

of a tiny elite. niot "because Oppenheimer’s attitude »» unfashionable, asit .

.
often” mgre abuse in the scrvice of an anti-inteliectual levehnig of institu-
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Pn-the Moral Influence of the Teacher’

[ have suggested that a personal relationshup between student and teacher
- 4 -

increases the likelihood that the teacher can play a role in the moral

education of the student, And that surely accords with traditional wisdom,

_with.the:findings of social science, and with our own experience By and

large, we %rc influenced. at least in our attitudes and values, more by
people whom we care about personally and with whom we have a
continuing personal relationship., But even here,we must distinguish a
tearcher in his* role as mode!l and in his role as “friend.” Teachers may
have significant wmfluence on their students even when no very close
persona! relationship 15 present. Such teachers, seenring to embody the
norms and values that they profess. bear witness in their own hves and
work to the possibility of a life directed to the pursuit of truth. -
My impression is that these exemplary models make their impact
‘through certain unique qualities that they, possess. Larger than life, they
do nopmerely teach, but expand vur notibns of the possibilities of human
life. There 1s The teacher who brings to his redding of literature 4 visiblc’;oy
in the ilununation of a text, for whom the discovery of its meaning is
happening ngw, at this monfent. 1 this classroom. There is the quite
different style of the teachér who publicty submuis fus own thought to the
most searching cnticism, and who shows us, through a scrupulod¥atten-
tion to mconvenient iacts, the difference between what s plausible and
what s probable. If the first teacher shows us the joys of leaining, the
second shows us its pains and difficuluies, and gives us in his work an
operational defimuion of intellectual integnty And there are other power-
ful styles of teachmg. for example, the teacher who embodies the demands
and prescriptions of aughly skilied’art or craft.
_ What 1s comnion to tirese teachers who have an impact on the moral life
of their students by serving as mwdels of the intellectual virtues is that as
teachers they resist successfully the powerful pulls of routine. Very much,
perhaps most, teaching at any level 1s a faufy routine organzation oy
information and skills packagedetor delivery to students who do nut yet
have them. Only ogeasicnally 8o miost of us “come alive™ 11 the classroom
and present to our students nut merely what ou: disciplines purpoft 10
know but how they actually work, and demwnstrate with what quaiities of
spurtt and feeling these hard-won mstghts and understandings have been
ganed. But teachers who serve as powerfil models differ trom the rest of

, *Throughout, of course “hee™ means hior her
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us in the consistency with which tliey exhibnt " rse qualties, the
consistency with which they are genuinely alive in the Jpstoom, actually
cxpgnenclng, as if for the first time, the joys of discovery or the ngors of
“analysis. 1t is this extraordinary capacity to .esist emotiunal, intellectual,
and spiritual fatigue and the consequent resutt to ruuting expositiun, that
m:uks this kind of teacker. Because what tseso impressive to these
fo:lunale enough to.study with these teachers 15 precisely thus consistency
of live response o familiar matenl. It seems to demonstrate thar then
teaching seflects not what they gre paid to do but what they are, and :n
that way, it expands vur conception of the pussiilities of human life. And
that can still impress a generation that s not greatly impiessed by what
men know or do. Students who discount all “mere” accumplishment .sn
still be moved by qualities of being.

I have suggested that among the mechamsms through which hagher
education influences moral d - elopment in students 1s first, what we
teach, second, the norms and procedures of subolarly and scienufic
disciplines, and third. the nfluence of teachers as friends and models. But
each of these is subject to sts uwn muuse, sts vwn distortions and pathol-
ogies, wherdBy it serves not the development but the cunstiktion d
- deformation of the moral ife. Tius 1s clear, for example. wher ¢ think of
= theteacher as friend or mudel :

v

v T AN 2 A o e

g
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“Personalism’’ and “Charisma’ .

Personal ties between teachers and students at least make more d,fficult
the apphcation of what soctologists call “unversalistic™ standards, the
judgment of perfummnu;"xl:he: than of person (Sume may not think that
such a bad thing ‘The comfmitment of hugher educatiun to the mentucratic
. principles of competitive excellence s under sharp ettack nght nuw.) But
this problem may take the form thar David Riesman and lus colleagues
have called “peggonahism.” Th.. .3 a pattern in wfuch teachers develup very
clote ties with a small group of students who share their views about the
world or a disciphine (sumetimes it s mach the same hing) while largely -
" ignoring the great majonty of students whe du not qualify as avcolytes o
apprentice . .¢ oelidvers. In their study Academic Valtues and Mass Educa
tion(6), Riesman and s colleagues observed the way inwhich o group of
social scientists 1 une nstitution crested 2 tight in-group sround such a
special view of the world and also developed strung personal ties with o
small group of students whu. perhapy more royalist than the king {as 15 not
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Highet Educstion and Moral Development

uncommon for new converts), cime to regard the other taculty as “‘the
enemy camp.” This premature commitment to an orthodoxy. this kind of
intellectual closure, surely cannot have been to the benefit, erther of therr
intellectual or moral development. fn addition, the faculty members in this
group began to judge students not primarily on what they had leared-af
their subjects, but on whether they had acquired the appropriate view of
“he world-whether, 1n short, they had been converfed to the prefesred
intellectual or social style. And they réwarded students who had and
punsshed thase who had not. The dangers of teaching becoming doctn-
qation. and the substitution of new vrthoduxies for old. ts always present,
‘especially n relatively invertebrate dise.plnes like the social sciences; the
*danger is greater when deep personal involvements increase the possibilities
fot these pnvate conversions. And yet, having roted the danger. 1t is sull
true that personal ties, when not in the service of a doctrnine, can be 2
powerful force in the moral development ot students There 1s 2 fine hine
between a student’s fruitfyl commnment 1o a atvie ot work and, thought
and bis conversion to a constricting orthodoxy’ And we need 1o hind out
more about the difference.

Simdarly. the powerful teacher who serves asa muode! lor his students
can explony that power to become 3 guru. 3 spiitual leader who has
enormous attraction for the young because he shortcircuits the difficult
pursuit of truth by simply_having st all himseit Max Weber {3.p 149 n
the essay from which | have dready guoted. spoke passionately of the
mora! consiraints on the teacher not to use s podium fo preach a social
or poliical doctnne. not o assumme. In Webet's terms. the mantle of 2
teader of youth. But he knew also how many German youth of his day {as
also some in Amenica soday ) sech i college tor ame ulfunate tuth. some
transcendent phllnwgh) which will give mear - 2 to life and the imes He
has these students say to their teachers “Yes. bul we happen to come to
lectutes 1 order 1o experence something mote than mere analyses and
statements of fact ~ And to ths he opposed hin own stern and austere
conception of the teavhe. st fe “The ettt * he tephes “isthat they wekin
the professor something Jaitorent oy what stands hefure them They crave
3 leader and not 4 teacher But we are plaved upon the plattorm solely s
teachers and these are ™o ddfterent things 1 onie an readily see

| undersiand Weker here ' mean 1ot that the relatvon of 1eacher and
student cantot abe be o aowhalh there s rworal development  bur
tathes that the mural dovel pmerr Jareet cutht rot, be the purpuse of
our teaching but rathera v pr 7 o hat and Rewe we teach We are
not German pe tetsers ¥ 1070 y o owe veny s ten g oseed on plat
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forms. The distance, social and emotional, between us and o, students is
infinitely narrower than it was for"Weber and his contemporaries. And

. thét, 1 think, is all_ for the good. We see some of the severe and long-
.delayed reactions to the conditions described by Weber in the current

turmoil*and disarray of Gesman universities. And yet, the yearning for new
religions,’ both .secular and sacred, with their promises of systems of
¢ ultimate truth in a confusing world, car still te seen in our classrooms.
'I'he opportunities for evangehcal missionary work are there, especially in
our ever more mforma! teaching arrangements,. our  perhaps overly
pexsonahzed styles our relentless attitudes of friendliness and often

) Apseudo -intipacy. We find those opportunities, tog, in the current attacks

on the mrqcfures of thought and the norms of inquiry of the disciplines

< > - .
*lherrf:lves. As we observe the fashyonable persuit of educational innova-

tions} ‘almost - for therr own sakes, innovations that are frequently
acc&plpamed by attacks on the “narrow, ossified, specialized disciplines,”
we. might reflect on the exient tv which the disciplines, by providing us
with externaf criterta and the machinery for forcmg us to confront nega-
tive evidence, serve the moral growth of students and teachers as much as
they .do the growth of knowledge. We all are, for the most part. extremely
indulgent to our own preties. We need the help both of critical colleagues
who are compeient in our fields and of impersonal rules - inquiry to
prevent us frum acquinag foilowers rather than teaching students. What-
ever their shprtcomings. most disupline-based Jdepartments supply both.
some other ways of organizing mstruction do not. That fact, and not
may at least partly account for the
survival of the academic department 1n the face of widespread cnticism.

Conclusion: On Reseqrch and Policy

I sard at the start that these ubservations were meant tc suggest some
derections tus research. The design of such research should. of course. be
deternmined by the pature of the problem and the resources available and
not by any thodologral ductnnes, But winle my own bias is that of
someunie who worh, Juefly through large-scale survey research, my guess
15 that many o the 1ssues | have been discussing are not. 1n our present
state of hnowledge. moast vsefully 'udied through sample surveys. On the
othgr hand, the anthropolugical researct traditton of direct observation
and qualitative interviewing is not . trong n the commumty that does most

of the research on tugher education. There i, then. a gap between our
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research traditions and training, and the kinds of problems I have been
discussing. If we think those problems are important, we ought to try to
close the gap.

Second, the questions surrounding the moral education of students in
colleges and universities have clear implications for educational policies.
‘Elsewhere I have distinguished between the public and the private lives of
higher education (9)—the public life involving all the ciscussions and
decisions about financing, organization, administration, and governance of
institutions and systems; the private life of higher education comprising :
what actually goes between and among students and teachers, the
actual processes of t:ghing and learning. The moral development of stu-
dents, insofar as it occurs, lies at the heart of the private life of higher
education. But policies are made largely in the other sphere, and yet these
policies shape the conditions under which teaching and learning go on. We
reed continually to remind ourselves and those who make these policies
that ulumately the aum of the public life of higher education should be the
health and vitality of its private life, When those who make pchicy lose
sight of that connection, as they do, we must remind them of it, firmly
and often. Better yet, we ought to pursue research which erables us to
show them just what th: connections are between the public and the
‘ppivate, between policy and learmng. That may be the most important
contnbution the research community can make to the world of higher
education which we both study and serve.
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. Professsonal Educatuon of Lawyers
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The American public has historcally been smbivalent about the lawyer
He has been simultaneously folk hero and folk villain. Even today against
the joint negative backdrops of Watergate and The Paper Cha;?c, that same
ambwvalerice persists. | secently coupted muse favorable than unfavorable
depictions of Jawyers n television dramas, and the near-caricature of la\y’
professors in The Paper Chase had cert.aly ‘not degreased or even
stabilized the flow of applicants to law school.

But the conceins and dissatisfactions w.th the legal profession that
inhere in my subject, maral development, ethiws, 2and the professzonai
education of lawyers, have deep roots and recurring manifestations. As |
shall try 10 show . they are not Very far along the road to satjsfaction.’

What 1s at 1ssue 1s the set of relationships aiong the three variables set
forth i the tiffe wnural develupnient, ethies, anl the professional educa-
tion of fawyers. How are, lawyers forpnally t.aifed to exerciseprofessional
responsibility as practitioners? Is there u bastc ethic which underlies and
determines the behavior of lawyers? How ducs tlm! ethie, if any , comport
with com'nonly accepted moral precepts?

And, to jump to my.conclusion, The for.mal training of fawyers i$ not
conducive to establishing a commun ethus, in major respects such common
ethos as dues exist is either mgonsistent with commuonly ac.cpted notiofs
of fairness and justi.e or & ambiguous. Law studerits arrive at law school -
with established notions of mur.{my,, the law school is a pecpliarlys
inhospitable place to mcuicate moral standaids, and the standards of the
Iegal profession are themselves ambiguous abuut essential cuncepts.
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Mora|~ng_eIopment .

Let'me turn to the first of the three variables of my title. moral develop-
nient. Without attempting a sophisticated definition, I mean by words
like “moral” and “moral development” the set of basic values such as
honesty, justice, fairness, and responsibility. What then is the relationship
between the moral development of the future lawyer the law student - at
the time he or she engers law school and the shapingsinstitutions, the
school, and the legal profession?

In most of the United States, one cannot become a lawyer without
having graduated from a law school approved by an official accrediting
agency. Since World War II, a bachelor’s dcgrce has become a condition
precedent for admissign to miost law schools .This requirement of a
bachelor's degree fur a‘ﬁmls:mn to law schiool -has two highly significant
consequences on the receptivity and adaptability of the student body to
further moral d.velopment. For one, 1t assures that the law student is
about 22 years old when he or she enters law school and between 25 and
26 upon admission to the bar. At thuse ages, how susceptible moral
attitudes are to change without traumatic intervention - is highly

. debatable. :

The bachelor’s degree tequitement also assures that law students come
from the sector of the pupulation wjiuch graduates fiom college. ‘Until the
last five years, the actual law s»huul population n the Unsted States has
consisted almost entirely of white males.

This prof‘lc of the law >tudent populatiun has undergone mgmf&am
alteratson during the past decade. The percentage of women has douhled
and doubled agamn un, the case of our owh law school, from a falrl'
constant 5 percent to tlus year’s 30 percent of thc entering Eltss)
Deliberate efforts to enroll minority students pnncipally black amfv
chicano have produced parallel increpses fos these populations. e

This diversification of student pupulations may aiso have dxvcmﬁe@

moral attitudes of the students depend:nig upon whether Sudl attitude¥age ¥,

soriefated less with cthmuty and sex than with socioeconumi. status! fat,

class structure in the law school of tuday 15 probably not vezy dnfcrcnt )

~ from what 1t has always been. Su far as peer impact on values is concerned,
~the law student peer group dve$ nut appeai to differ Slgmﬁcamly from
peer groups students belonged to before coming to law school.

What, then, of the professional education? To what extent can. the
educational institution affect its students in these matters? To what extent
does it? . 0

&

o ki

45

=\ 33

»

LA
M,
%
LK
NPl
:

Ve v

-

;

e
o+
~

o0 Bae

v o Brrs 6T e ek

R

.
R P

L e v e N £




-

-ERIC

A -1 7ex: Provided by ERIC

Professicngl Education of Lawyers

v
- -~

1t is difficult to conceive of educational institutions that are structured

* more poorly to inculcate moral attitudes in their students than are

university law schools, the primary schools for lawyers. Consider these
aspects of legal education in'the United States: .

1% The faculty-student ratio -a hcmage of the dcvelopment o\Ncgal
education in the farge lecture hall assures that the average class size is at
least 79. .

2. Until the most recent decade, legal education was almost cngirely
theoretical, analytical, or conceptual. There was little real-world expe-
rience and jist slightly more simulation. The teaching methodology was
didactic with the Socratic method its lyghest or lowest form, depending on

which variation on that theme was played. To the extent that there was an'

“affective™ component, 1ts pugpuses and effect ‘were to increase intel-
leciual pevform.mce . .

3. The orientation of most law faculty is that of skepticism, moreover,
liberal ideology and notions of academic restraint tend to preclude
deliberate efforts to affect the moral standards or values of the students.

. The demands of umversities for scholarly publication sharply curtail
the involvement of the faculty m the practice of law. Further. although
the divoreement -of university~law faculty from the practice is not quite
total and is probably less today than.a decade or two ago, in the main
those whu become law prufessms are exceptionally able law students who
either decide that they do not want to practice law at all, or after several
years of practice, decide fo leave to become law professors. in many
instances because they do not like what lawyers do.

Thus, although me« are mtensely mterested in the theory and workings
of the taw. members of law faculties m the Unitéd States tend to have
* Iittle terest i the moral, ethical, or professional problems of lawyers qua
lawyers. Courses 10 law school un Pruft.ibluﬂd' responsibility or ethics have
invariably been at the low end of the currculum status scale Law school
research on the problems of the legal profession has been scanty.

There are, however, signs of change in academe, although 1t is too soen
to assess their performance. The first is the advent of clinical Icg.ti educa-
tron n suhstantial measure within the past 10 years, so that law students
new have an oppurtunity to experience n a structured-environment the

" ways and woes of the lawyers. The second 1s the increased frequency with
whicly young law faculty have become memibers of the bar of the states in
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which they teack (a shift of professnonal pattern), makmg it possnhle for
them'to handlejfegal matters~usually of the indigent or “public interest” .
variety—in a professional way. Thus, there is a footing on which a small L
bndge 1o the practlcmg profession might be built. / T
But-thé short of it is that, as a result of history, structure, student
characteristics, and faculty constituency, the university law school has i
been an mhospltabie place for the inculcation of moral attitudes or even . s
professional responsibility. T .
Yo There is enough in the previous pz’{ragraphs, I think, to suggest that the 5
university law school, the principal educational institution concerned with !
the training of lawyers, has done and Brobably can do little in the way of
inculcatitg moral values. Bat 1f the concept of morals is expanded so as
either to include what might more appropriately be cailed *“‘professional
: socialization,” or is viewed as interacting with standards of professional
: " responsibility, the question changes to. How can or does the educational
institution teach or inculcate these attributes of professionalism? .
A Until the Civil War, legal education was dominated by he apprenticeship .
system, with academi legzl training being both volunt;’:fy and 2lso playing ‘
{

STTRR, #h T Tt N

pryrovey
Y TS

VoL for the most part a supplementary role. Subsequently, acadcmic legal

. training provided an alternate route of admission to the bar, in a numbef

: of states, a combination of both formal academié training and apprentice-

ship was then required for admission. :

. Precepts of ethics and professional respunsubllny in addition to sk“llls .
" training were learned n this perivd tnrough exposure tu the supervising
lawyer, the master of the r.a~er-apprentice relationship. The cmbryonic

lawyer was socialized by observing and doing. Of course, this was an 1

atomistic form of education. depending upon the mdividual lawyer who

|

|

|

|

|

|

served as master. But external conditions were conducive to the applica-
o tion of common standards. There were relatively few lawyers, most had
thé same kinds of practices so that professional problems were similar.
Ali - from pace setter to transgressor, were highly visible to the others.
Peer pressure could be exercised effectively. .-
This is not to say chat the public was satisfied with the standards ot their
exercise. Three times, at least m our history dunng the colonization
period, J[fimmediately follow:ng the Amencan Revolution. and during y
Jacksunian populism there were concerted efforts to abylish the legai |
profession. movements which have their parallels in other uatsons. It is tv
say. liowever, that the appi.nticeship system of the early period of the
development of the Amencan legal profession portormed the function f
inculcating professional stapdards.

- . 4% 35 ./
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. But formal education ultimately supplanted the apprenticeship system,

today it has.precmpted the field. Indeed, few states require any appren-

ticeship at all before certification.for the practice.

TThis demise of the formal apprenticeship system has not, liowever,
climinated it. Although more than half the number of American lawyers”
still classify themselves as solo practitioners, by far the great majority of
law graduates begin their careers as law employees - of judges, lawyers,
corporations, govemmenlal' institutions. In those positions they
presumably learn standards of professional responsibility. How well this is
done and what {s leamed of course, depend upon the employer. Moreover,
the structare of today’s bar is different from that of the earlier era.
Lawyers now tend to spec‘l‘alize so that professional prublems are not
pervasively shared, in the metropolitan areas where the majority of lawyers
practice, peer controls have diminished because of lack of repetitive
contacts among lawyer§ and because of the low visibility of jpdividual
lawyers.

Thus it is probable that socialization of the law student to the legal
professxon takes place prinarly through the apprenticeship system and

not under the aegis of the educational institution.
R4

-

-

Notions of Professional Responsibility -

l

. °

Suppose, however, as 1s now being pressed upon American law schools by
the poncipal accrediting agency, the American Bar Association, law -
schouls senously andertuok to inculcate notiuns of professior.al responsi-
bility to their St\)ems ‘to soualize them to that extent at least. Ap?m‘
from pedagogical¥ind methodologieal problems. what would be the central
theme?

Let me propose three difterent pussible standards describing the relation-
slup of the lawyer’s value structure to that of his chient:

. A lawyer should du every thing for s client that bs fawful und that the
cliem would do for himself if he had the lawyer’s skill:

. A lawyer need not Jo for hus client that which the lawyer thinks ts
uri fair, unconscnonable or over-reaching. even if lawful.

3 A |dW)’Cl’ must not do for his client that which thc lawyer thinks is
unfair, unconscionabie or over-reaching. even if lawful.

It will be giving 2way no professtonal secrets to tell you that the first
standard of behavior 15 the one that s largely applied n a contested
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judicial mauter; this I shall call the total client commitment model. The
-second-standard of behavior is officially recognized as appropriate for
_ non- lmgated matters; this I shall call the mdmdual preference model. The
thlrd standard is no part of official doctry
l should now " hke 1o discuss the im c:mOns of these models with
respect to-both-the actual behavior of lawydgs and the educational system.
( shonld emphasize that in discussing these iodels of lawyer behavior, 1
im-not. cm/rmg the to(§lny of the rules of professional behavior or the
entire reach of the codes. Many other aspects of the lawyer’s professional
responsibility are treated in these rufes and codes, some of which may also
present, problems of the type 1 am here discussing. Indeed, there are
established professional restraints even under the total client commitment
model.“My focus, however, is on what I consider to be a primary problem
of professional behavior, and my remarks are limited to that problem.)
. The first' model derives froni the adversary system that Anglo-American
form of dispute .resolution in which an impartial tribunal presides over a
N contest in which the parties have the assigned roles of representing their
own interests to the maximum. That system puts to the parties the
, functions of issue det.nition, of presenting evidence in their own behalf,
and of challenging the evidence of the other party. There is no obligation
, to asswt the other side, indeed, to db so would be a violation of the total
client- cor!\mnmcnt model, the obligations of the professional representa-
tive, the lawyer. To the complaint that the professional ubligation should
be mbre even-handed, the classic respbnse 1s that of Samuel Johnson, as
reported by Boswell (2):
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~ Sir, a lawyer has no business with the justice or injustice of the cause
which he undertakes, unless his client asks his opimon, and then he s
bound to give 1t honestly. The justice or injustice of the cause 1s to be
decided by the judge. .. A lawyer is to do for his client all that his
cliefit might fairly do for himself, if he could. If, by a superionty of
2ttention, of knuwledge, of shilf, and a better method of communica-
tion, he has the advantage of lus adversary, it 1s an advantage to which
he is entitled. . . .

.

Baron Bramiwell (3) has another classical statement:

A client is entitled to say to lus counsel, *'l want your advoiacy. not
your judgment. I prefer that of the Court!™

The lawyer thus has no difficulty with the question *“How can you
represent him when you know lie’s gwlty?** For the law requires that the
. issue be contesfed and that the lawyer represent his client’s position as
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* well as he can, whatever he may believe or know about the client’s guilt If

’

+ parficular case may seom unfair or unjust,- and I by no means intend to
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_ because Le didn’t do it, that is no more than the legal system demands

Profsssional Education of Lawyers

* -

B . . ay £
the murderer walks home fre¢ because of his lawyer's skill,"and not

The_dilemma of ends and means is as acute here ay anywhere. The
t}ioygh.t];ul‘lawyer must keep telling himself that although the result in a

suggest that this is always a clear-cut determination in the long run the

system-works the best results,in the greatest number of cases. So stated,

however, it seems clear that there appears to be a basic clash of values .

between the adversary system ethic and that of the ordinary person .

observing that ptocess. . - :
But the problem, even within the adversary system, is more complex To

:take an archtype, 1t.is received wisdom that in addition to his obligation to :

represent the *‘guilty,” in the carrying out of that ob ga:i:)n the criminal )

defense lawyer must employ every lawful technique. Thus, he Aross- \"‘I

examines to impeach opposition witnesses he know's .o he telling the .

truth; he exploits evidence adduced by the other side Which is mn his

client’s favor, even though he personally believes or knows the evidence to

be false or mistaken. That he may not suborn perjury or deliberately

destroy relevant evidence is of course a rheasute of restraint on his total

commitment to his client. But these other techniques surely seeq out of "

line with traditional notions of fair play gnd just resuli. . .
To the extent that Americanslegal education has been {

toncerned with
the ethic of the legal profession, the total client-commithent role of the
lawyer in the adversary system has been its focus. a role/which raises the
fundamental clash of values to which | have previous)y”referred And that
clash is dr-matically and sharply perceived by law styfdents. ‘ .
Once agan, however, the problems do not stop [here. It is necessary te
turrCto those activities that take np by far the bulj of time of the lawyers
of the Unmited States. the nvn-htigating activities-of faegotizting. counseling, .
planmng. What dv the accepted standards say apout these roles? How N
should the lawyer resy.nd when lus client wishes to'gh  advantage of one * ,
with whom he deals. advantage the lawyer believes t1 be untair n the I
circumstances but which the law allows? Fur example. what 1s the lawyer’s
responstbility when the client proposes that he draft the terms of an
agreement the luwyer believes to be unfair 10 the other side. which may’
not be represented by a lawyer at all” What abbut the form lease for a
low-income apartizier:t house. crafted by a lawyer. which cleverly nullifies
the tenant's nghts? €. the lawyer who discovere an escapc hatch n the
most recent anti-pollution legislation which will enable his client to avoid

8 : ~ ' o
S50 \ |




a
w0 ° . — Murray L. Schwartz .o
- . ‘e, '

[N

) » [ i
) . conforming and to continuc polluting despite hlS own views on the
) Aundesirability of that outcome?.

As'l ‘have. already indicated, that part _f the American Bar Assuctation's .
Code oberofessional ‘Responsibility which deals with this problem (the ;
‘prevxous veision scarcely dealt with it) is contained in the group & i
.precepts known as Ethical Considerations. And these precepts give the ~
. lawyer the unequivocal instruction that his behavior is up to him. In'the .

L words of the relevant sections (1): “

... In the final analysis, kewever, the lawyer should always remember
that- the decision whether to forego legally available objectives or |

< . methods because of non-legal factors 1s ultimately for the client and .
not for himsclf In the event that the glient in a non-adjudicatory
matter insists’ upon a course of corduct that 15 contrary to the judg

ment and advice of the lawyer.but rot prohibited by Disuplinary
Rules, the lawyer may withdraw from the employment.

In the exercise cf his professional judgment on those deusxgﬁs which *
are for his detcrmmauon in the handling of a legal matter, a lawyer
oshould always act in a menner consisten? with the best interests of his
client. However, when an action in the best interesg of his chient scems
. 1o him to be unjust. he may a3k his chent for permission to forego ;
such action. - 3
These precepts remit the decisiun un how to behave to the indwidual
lawyer. No general institutional rule is to be observed except that it s up
to the individual. This is the ndividual preference model. There is an
apparent uut however. The lawyer need nut wontinue hig presentation. He
may withdraw. But this pwwviso assumes that the chient is free to seek
another lawyer who exercises.his individual preference, Jifferently.
It is here that the other vanables in my subject  moral development and
professional education of lawyers tgturn for cunsideration. What is
essentially at issue is how the lawyer's indiidual vaue structure his’
. morality should rc!atc to hus client’s desirgs, assunung as alwa§s that the
desires are law ful. To tecapstulate. The students arrive at law school with
fairly well-establislied indmdual codes. the {acuwty has the hmutations |
have prewwously described, and there 1s no mandate from the grofession to
which one can turn for help except. of cuurse, the mandate of indsviduat
preference.

WA N Ly g AL AN PN A

A Single Standard for Office and Courtrocom®

It is in these circumstances that another charactenstic of the American
legal professtun appears the lack of o furmal separation between hugatng
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Professional Education of Lewyers

1

and nonlitigating lawyers here like the division between barrister and
«solicitor in England, a pattern which appears in other countries as well In
those. environments, enforcement of different precepts of conduct is
presumably simipler because different personnel perform different func
tions.. But In “this<country, the absence of the separation means that the,
Américan-lawyer embodies in himself, at least as 2 theoretical matter. all
possible roles of the lawyer. For him to apply different standards of
behavior as he moves from one role to another would be difficult a1 best
But the second standard leaves the question of participation in anfair
transactions that are-lawful and to his client's benefit 1o his own discre-
tion. One can surely anticipate that the lawyer will rely upon the accepted
standard of behavior that derives from the environment of the adversary |
system and do for his client that which is lawfu) even though unfair or ’
unjust. : i

T+.s, one senses—although therers-little hard evidence that the actual
standard of reptesentation does not dffer between the courtroom and the
office, despite the fact that the grticulated standatds could be applied
differently. : ’

What does all this inply for the professional education of lawyers? For
the educational institution? s

One could communicate these deas te the law student and urge either
the total chent-commitment model ot the individual preference model as

" the future lawyer’s ethical standard. If the former. the moral value system

of the student becomes wielevant in detesrmining tus behavior But there is
reason ‘to predict thas the model will go down hard when 1t s applied
outstde the courtroom.-Fur there seems to be something s when the
accepied standged of behavior-the ethic of the profession 15 one of
lending professional assistanc. (o over-reaching conduct

The aliernative the dividual preference model prasents the educa-
tional wastitution with two powstbihities The first s to expdse n each
troubled situation the refevant motal values that obtamn and the vargety. of
professional considerations that may also be selevant. calhing upon the
student to make his choice  * behavior n 3 mor~ selt perceving way
Value clanfication may have  place here But ot s noc very clear how
pedagogically sound this would he It 4l answers to 2 problem are-
generally acceptable, how muhnught Qn hg sdded to thast solution by
this type of exposute”

The other possibthty sould be tor the educatiottal mantution atiima’
tively to attempt to change the values or preferences ol tﬂc students That
undertaking would not vnly tequire 2 tadivalhy dittefent approach to legal
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education from the current one, it also suggests that faculty should be
E appointed not only because of thei tradittonal competenwes of scholarship
. and teachipg, but also because they possess the “right™ values to be

e transmitted to their students. One wunders about the dimensiuns of the
7 striggles amongeanversity boards of trustess, admumustration, and faculty
< were il ciiterfon for appointment to be accepted. ‘
’ ‘ Adlft’etent approach would be for the educational institutions through
persuasion {p effect a changs .n the profesvonal ethie tu the third modei :
- tnitially proposed. A lawyer musi nos‘assist his client n unfair, uncon .
B scionable or over-reaching conduct even though lawful Thus, of course, :
L raises the same pedagogical problens as the second one.
: I suspect there 18 no sgmificant consensus on these issues Perhaps our
views tutn op the roles 1n whih we see vurselves whea we considet them.
Do we see gussaives as clients, as men and wumen without lawyers desling
with othars who are represented by lawyers, as lawyers themselves, ot
pethaps as uninvoived critics of the socal scene’

Much, but certanly not ail, of the hustart ar.u current hosnhx} towaig
. lawvers derives, | behieve, frum the Jash of values between the basc
piofessional ethic as | have depnted it and common notions of moralits
and farnsss. Aganst the background of the dilemmass § have suggested,
fegaf educators have been reluctant 10 enter the arens My prediction s *
that they will conunue to be w
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Educational Reform
in Underdeve!oped Countries

.

GURNAR MYRDAL .
“Morton ‘Globus Distinguished Visiting Professor  #
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Visiting Professor at The Graduate School
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As part of the program of this conference on moral development I have
been c.k®d to speak bnefly on educational reform in underdeveloped
countries. )

As morality and morals are commonly understood in individualistic
terms, thelr relatiof 1o education may not be readsiy seen. The actual
) problems of education n underdeveloped countrnies are very grave. Their
L wause s not pnmanly that education is not more eifective there in

{fustening amung the people moral atutudes in the ordinarssense but that
- education 15 grossly wadequate from the pont of view of promoling
development. In many instanges, educstion there s, in fact, nuseducation,
and its impact is antidevelopmenial.
The shortcornngs i thewr educational systems are manifold. as I will
- discuss later. A mug cause, besides poveriy, s the selfishnass of those in
' the uppsr strata uf the souety who bold power in these countnes and do
so rather independently of their constitutiuns. ﬂley have not been
prepared to take the consequences uf the gual of reaching grea.er equality.
whicly_ they commenly pronounze. Instead, they have been bent on
K pespetuating those cdficabonal systems that preserve thew traditional
EUBEES privileges.

If we are prepared tu extend morabty from the pnvate tu the public

sphere, this behavier of the upper Jlasses can certainly be censured as

f ; immoral. Economists and other social scientists have commonly tried to
. shy away from such velutions and have been proud of it, mantaining that
§ o a value-free atintude testfied to “professionalism.” i am, n that sense, an
o : old-lashuoned political economist.

)
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Reform in Underdeveloped Countries
A3

I feel that I stand on firm logical ground since valuations are always with
us in all research, however purely factual we try to make it look. There
must be questions before answers can be given. There is no view except
from a viewpoint. In the questions raised and the viewpoint applied,
valuations are involved. A disinterested research there has never been and
can never be.-

The classical and early nev-classicel authors founded their thinking on
the utilitarian moral philosophy. which was, in turn, fonnded upon the
hedonstic associational psychology. Both are long since outmoded. I have
to make my value premises explicit and [ have to give rational reasons why
[ have chosen them. d

But et me come to the facts. The colontal 2ra ended by leaving the masses
of people i the newly ndependent countries mostly untouched by any
formal education. There are exceptions, vne of which should'be of special
nterest to my-present audience. In 1ts short tume a< a colonial'power in the
Philippines. the United States differed from the English. the Dutch, and
the French tn other parts of South Asia. in that they placed more emphasis
on education of the people. Except m the Plulippines and in a few other
colonies, the main objective was to tramn a small section of the population
to serve as clerks. mmor officials of all sorts, and. i the British colonies.
even as higher admnistrative functionanies and  to sume extent as profes-
sionals. It 1s important to state that this fnterest of the colonwl powers was
thoroughly shared by the upper strata n the wolonies who were eager to
avail themselves of the upportunities to profit by serving thewr masters

These elite schools were regularly of a “lhiterary™ or “academic™ type
(wnat 1s now called ~*general ") mose so than thetr counterpasts i the more
developed countnes at that time. Little attention ws given to saience and
still less to techmcal subjects  Students commonly expected to be
“deskmen” who would nor soil thar hands, Importance was given to
passitig examimations and dequinng status, practigal tramng for hife and
work was 1gnored.

Wherever there was much of a liberation movement, educational retorme
stood high on tfie agenda. And atter mdependenee. aemands were otten
rarsed that the entire system ot education should be “reve lutionized “ But
this 1s evactly what did not happen. The explanation is. ot course. that the
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coming of independence did not work great changes on the people or ther
society. —

The educational establishment is part of the lagger instutunional system
which includes the socia] and economuc stratification, the distribution of
praperty, and the power relations. It embodies strong vested interests of
administrators, teachers, students and, above all, the families in the
powerful upper strata who do not want to undermine their position, which
is bolstered by the inherited school system.

v

There has been, however, one reform 1dea contisually expressed with
seemingly great determinatiun. the extension of popular education and the
hquidation of ilhteracy. This represents the main and almost the only -

« break with the ehie ideolugy from the colonial era. Literacy s needed for

acquiring shill in all fislds. Moreover, widespread literacy 1 a prerequisite
for any attempt to create an integrated nation with wide participation of
the people.

The goal has been limited, however. to pnimary schouls. Unfortunately,
this implies downgrading adult education. parucularly Iiteracy classes. but
such adult education 1s needed now to help reach unwversal literacy in the
shortest possible ime. For another thing, adult education. with emphasis
on literacy, could help to make the school education of Shldren more
effective. All the infurmation we have suggests that children living in an
illiterate surrounding can more easily lapse into illiteracy.

In some underdeveluped countnes. effurts have been made to build up
adult ¢ducation. But not much has come out of 1t. When a country “goes
Communist.” however, a vigorous hiteracy campaign 1s usually waged to
make the whole peuple hterate within a few years. There should be
nothing simisterly communistic about this particular policy hine.

Meanw hile. 1in many underdeveluped countries, unemployed high school

.and umversily graduates continue to crowd ity the aities. It has proved
impossible to get them vut in the willages and the urban slums to teach the
masses of people to read. wnte. and reckon. Many of the graduates me
radical, but they apparently do not identify themselves with the huge
underclass.
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So far, efforts have been directed toward enlarging, as rapidly as possible, ‘

the number of children admitted to primary scl. ools This means that these
oounmes start out facing great difficuities. For one thing, children of
school age form a much larger percentage of *he population than in onr
countries. And there are at the start fewer school buildings, teachers,
textbooks, and whoever or whatever else is needed to run sciiools.

Thé declared purpose has been tv give priority to increasing elementary-
_schooling. What flas actually happened in most underdeveloped countries,

however, is that the number of students in secondary school has been
rising much faster and the number in postsecondary schooling has
increased sull more rapidly. This has happened in spite of the fact that
secondary weliooling seems to be three to five tmes more expensive than

_primary schoohing, and schooling at the tertary level five 10 seven times

more expensive than at the secondary level. Even more remarkable is the
fact that these tendencies seem rather more accentuated m the poorest
countries, which Start out with many fewer children in pnmary schools
and which should have the sirongest reasons o fullow out the program of
giving primany schooling the highest priority.

When this happens. 1t umplies that the school sy stem has been allowed
iet a swellng stream of pupils through the established channels without
nterfering except by trying to enlarge those channcls where the pressure is
greatest. Those who can effictively exert pressure are parents m the
middle and upper strata. Here we see agun how the scheol system 1s

determined by the mezalitanan econumic and social stratification and the”

unequal distribution of power. 9

.

>

¢ Vv

F should warn . that most ot the Jtatistics on education m underdeveloped
countries u\au;u.:lc the accomphishments of thuse countries and cannot
pe used with #ny contidence The figures tor hteriy usudl'y overestimate
the aciyal spiead ot hteracy. particidarly 1f we medn lhagdtmec ot func-
tWﬁcmiv that enables 4 person Lo make any e ol atin e and work
Likewse, the enrollment figwes give an mtlated account of school,

p«.rformum,c it by that we mean the extent to which children actually
attend schools The bias works st strongly for primeey schools and

[
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more strongly for girls than for boys. It is also most accentuated in the
poorest districts of the very poor countries.

In South Asia, a large number of children who have enrolizd drop out or,
do not attend school regularly. If they do not drop out, they often
become repeaters, which is mostly a prelude to’droppmg out. In very poor
countries such as India or -Pakistan, usually fewer than half of those

. children who originally were enrolled complete primary school In South
Asia, this is called “wastagg and “stagnation.” -

Irregular attendance, repeating, and dropping out reprcsent a huge waste
or resources. If the expenditure for primary schools were expressed in
terms of cost per child \vfo successfully completes, primary school, it
would be much greater than is commonly accounted for. Unfortunately,
the cgst per pupil so calculated would be particularly high in poorer
countries and the rural districts. The wastage is greatest where it can least
Be afforded.

Far too little attention is still given to this pnfolcm. The legislation
dealing with cumpulsory education 1s seldom enforced. Particularly in the
poorer countries and the poorer districts a general lack of efficiency and
discipline permeates the whole school system. .

+In primary schools. the supply of adeyuate classrooms, textbooks,
writing paper, and other kinds of teaching aids 15 usually very inagequate,
though more s0 1 the puorest countnes and the poorest regions. There ts
almost everywhere a lack of properly traned teachers. In most under-
developed countries, the situation 1n primary schools  particularly m rural
districts and the city slums where the masses live 1s almost desperate,

In line with an cwk tiadition from precolontal and colomal times. and

~under the other-mentioned hmuting  conditions. temlnnﬁbewmes
“bookish,” even though very few hooks and httle writng paper are

* available. , .
s

. vi
Teaching 1 the secundapy scheols s usually somewhat better. But the
attempts made 1n some, countries to onent teaching to practical life. to
impart useful skills. and. in pamml.nr {v give mdre cmplmsls tu V\)L.lll()llal
and technical education have had relatively little suéeess.
The ncrease of vocational and ‘techmcal schools Iup,usua!ly been véry
small, and almost nowhere has the corni aium of the general secondary
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- schools. where the lmger part of the expansion has taken place. been
modernized in any appreciable manner. -

This would seeth astontshing as there has been abrccmcnl among political
leaders and experts for a fong time that in this respect a radwal change was
needed. One reason for this conservatism is the scarcity of persons who
can teach technical subjects. These people are “also neéded in government
and mdustry, where. for the most part, they can expect Inghcr salaries and
‘social status than in the schools. Moreuver, instruction m scfences and
other technical and vocational subjects requires often costly laboratories
and other technical aids. .

But most important’is the heavy weight uf tradition from colontal and
precoionial tunes. The domimating upper strata, who are *educated™ as the
term is used m underdeveloped countries, and articulate, have a vested
interest in maintaining the cleft between.the educated and the inasses The
fact that s more practical vucanonal orientation m the secondary schools
would require participation n manual work. which they dcsplsc..md that
it would presumably prepare studgts for jobs in which manual work is
part of the routine. has cuntributed to making sich schuols less popular
with the upper classes than the traditional general ones.

In higher education, as in other areas, the traditiohal ideas of what uppc
class elite education should be have mtensified the difficulty ot changing
from the old structure of colontal times to the new. Even more than at the
secondary, the schouls at the ternary level should. of course, be job- N
oriented and directed toward prepaning students fur particular professions
chcrthclcss they contimue to produce an oversupply of generalists
trained i the humansties, daw. sqctal suiences. and a sort of “academic™
science, many of whom come to swell the ranks of undergu. ihfied admm
istrators, clerks. and the educated unemployed. Meanwhile. professions
such as engmeenng, medicine. dentistry . pharmacology. and teachmng,
which need more practtioners, are ignored. Agniculture. by far the most

important ndustry m most underdeseloped countries, is pathiculatly .
disfavured. " :
« - hd b
. >
A ’
- Vi

The views | have expressed hete are notonly my own but are shared by
competent vbservers. Particulatly in India there has been much honest and
penetrating discussion of the problems. though lttle action The excellent
< Report of Ilu’ Fdueation (mummmn {3) 15 vutspohen  The educational ¢
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system “is tending to widen the gulf betweqn the classes and the masses.’
The Commission concludes: ‘ X .

/ -

\Indlan educatlon nedds a drasuc reconstrucuon, almost a revolu-
tlen ... This calls for a determined’and large-scale action. Tinkering
thh the existing sntuanon and moving forward with faltermg steps
and: lack of faith cap make thfngs worge than before.

The sntuatlon is even worse m Paklstan and.not much better i in most of the
other countrjes in’ Sout Asm. I refer to that huge reglon ‘of under-
developed countries whose detelopment: problems I have studied
intensively (see the last chapters in Asian Drama [t} and Chapter 6 in
Challenge oj° World: Poverty (2]). "A more cursory study of the literature
has confirmed the impression that almost everywhere in the under-
déveloped world the situation is similar. Although there are important
differences among individual countries, broadly the picture is very much
the same. -

In view of the very different historical Lackgrounds and the many other
conditioning factors in Latin America, in West Africa, and in North Africa,
the considerable sinilarities among these countries.are surprising. The qpe
underlymg common trait is the political domination by a small upper and
‘middle class. The independent African’ countries south of the Sahara are’
still in & “becoming born™ situation, but there aie more than exceptional

- signs of the establishment of an elite class structure in many of these
countries t00.

Everywhcrc greater equalny and raising the Icvels of living of the masses
are pronounced as goals and almost everywhere the actual trends have
been going towards greater inequality. The develogments in the educa-
tional field upon which 1 have focused n this paper fit into that still

broader framework. v

Vil 3

l “will have to be brief in shetching the reforms needed. The goal to make
literacy universal should bPtaken seriously. Vigorous efforts should be
made in adult education. These efforts should be closely related to - and,
indeed be an extension of the activity of the schools. The universities
. should be engaged 1n this activity, which should also bring both professors
and students nearer the people and their problems.‘

A main emphasis should Jbe placed on elementary education, and more
resources should be devoted to education at this stage. The main emphasis
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Reform jn Underdeveloped Countries ?

_should be given to raising the qualitative standards of the primary schools.

Intensive efforts should be made to desrcase the tremendous wastage of
dropouts and repeaters.

A crucaali"task is to increase the number and qualifications of trained
teachers. The schols for this’ training should be the * ‘power plants” that
generate moral and intellectual energy among thf;;,studcms to prepare the
people for development. . .

Most underdeveloped countries should try to hakt, or at least slow, the
rapidly increasing efirolls }:em in secondary and terliary schools by raising
the admission requlrements When [ visited India in the spring of 1973, 1
shuddered when [ read in the newspapers that there would be one million
more college graduates produced before the end of the decade.

There 15 no reason why technical, vocational, and professional training
should not be increased substantially within the present (or even some-
what smaller) secondary and testiary education systems. providing more
and better graduates for tem.hmg, farming, medical and paramedical work
and al! the other skills for which trained young people are so urgently
needed.

. 1X
.
Many other reforms besides educational ones are needed in under-
developed countries to spur develepment by decreasing inequality and at
the same time tncreasing productivity . Land teform has almost everywhere
been put on the agenda but usually been made a sham..Thoy need to
overcome the *‘suft state,” unprove their legislation and particularly their
admimstration, and stamp out corruption, which now almost everywhere
seems to be increasing. There 1s « great need for spreading birth control,
but a campaign for that purpose will not be effective unless through other
reforms the masses are made to feei "that they are living in a dynamic
soctety offering them more oppattumties 1o raise their levels oflwmg All .
these reforms must be fought for. planned. and acted u these
countries themselves. There 1s not much we can do fromthe oumdc about

\

reforms relating to the socal stratification and thé power structure. In the )

education field. expert advice frum foreigners cannot be of great impor-
tance, for the man problem dues not concern pedagogics. And even t!neir
pedagogical problems are essentially different from ours.

We can, of course. aid these countries by placing at their disposal free of
charge or at concessional prices gl surts of equipment, by giving ‘aid to the
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low. But ‘ostly the rcfomlg have to be radical changes in entire school
systems, wlnch can only be engineered from within.
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Issues in the Measurement of
Moral Development’

JANE:LOEVINGER -
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~ In Plat's Apology. ‘Socrates says to Callias. “If your two sons were only

colts or bullocks we could have hired a traindr for them to make them

* beautiful'and good, and all that they should be, and our trainer would

bave been, I take it, a horseman or a farmes. But now that they are human

beings, have you any trainer in your mind for them? Is there any one who
understands what‘a man and a cigizen bught to ba?”

The problems of virtue and of moral development are ancient ones.
Socraies was a téacher i’ the mode’ Professor Trow described, being as
much a x?odel ash pedagogue. To be s.ue, he disregarded the dress code of
Athen and was fotably untidy. No should the outcume of Iys teiol be |
forgottert, for he wus executed fur teaching false gods and aygrupting the
youth. ~ - 3 : . '

Dewcf- and Tufts (2) in thewr text on Ethics mantzined that the moral
educalgun of Platp and Aristotle pas J’unh::éq not unly by ihe teachings
of Socrates but aisu by his executiuh. Once the aty fathtrs had decreed
the execution of thewr beloved teacher, Plato and Asstotle coudd never
again actept~ authorty _without quesion.” And uice you question
authority, you cin never again accept the answer that authonty mudt be
sheyed just because it is authority. Among the ancient Jews -alsp, as,

" . Dewey and” Tufts nojed, the mulers who insisted most steongly on obeds-

ence fo authority and on pious adherence to the letter ol the law were
o themselves corrupt and ennched thediselves at the expense " the people
Nothing undesmines authority so mach a3 <ts own“onuption. ves. |,
and self-interest, - . : :
Mr. Kristol and | agree that the mpdel ong holds of mozal development |,
Is conse(iucmmt fup sttempts 1o infldence i ynd for Al sucial applications,
*Preparstion of this oAy was mmlci posibie by Rewsarch Roentist Asard
K-5-MI0657 anlt by Rescath Grant SH-0511S, buth from the Mduuna? fnstiute
of Mental Health, Public Health Senvige . .
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Mexsursment of Psorat Daeslopment

in-addition, 1 shall try to show that the model 18 cruvial for research and

" measutement. The model M:. Kristol and Professor Schwartz adhere to is

dizmetrically opposite to the ane | shall defend. Mora! development fs not
a purpose but, a by-product of teaching, on this 1 agiee with Professor
Trow. The questton was msed this momning whether persons with dif
fetent maral aims can shate a common education. § belleve not only that
they can, but that moral confligt itself can be educatidngl. H i not the
answers but the questions ashed that both show and sumulate moral
development. 1 shall retum to that potnt.

p [
Modals of Moral Daveloparent )

How one measutes motal devetupment depends un the model of moral
development one adapts. Sosme years 3go. the Binet type 3 fity tests. in
the gow of their eatly succes, provided a model That meant moral
growth was measuted 33 propottionate avhievement af an adult nomn or
norms speaified i advanee by the test consteuctur 1 —otsl evelopmant
follows the same model 3¢ ability Jevelopment. the same s} chomestic
wethods are applicable. Thete are, huwever. two ather models ythe proilie
madel and the stage-sequgie mudel. L wnnh mataly to present aume of the
psychometns  problems e‘;moume:c:! w telstion to, the sthe sequence
conception of moral develppotent

There 1s @ distinction sometmes made w Law between plts that are
malum per se and those that are malum prodibisum, the tun{u mdicaung
motal turpriude, the laned wrung anly b use there happers'to be 3 aw
against them n the commumty  Murdes and sape are u’ the former
category. drafk card burnjag and trallic wialations @ Jhie tarley Atthough
they do not ke such fine legal ditinctions. ufdeen also hh\-.mc‘v W
estimation of the gravity ul vauus oftenses. Helping cach otfer on exam
attons. which adults et “cheating.” docs not seem 1o fhem to be 3
settous offease. as Paget 3nd others bave shown Fot tpem at Jyaot evil per
¢ but unly because adulip a3y s Harthotae and May (4), if Juing one ol
the earhiest stuifies ot ol devclopiient. did oot take settoulll the child s
own mon! wasubdities aiﬁd comentzated an olfenses tike Jigsing To thes
day, many expenmenta studees of motzhly aeneern thémuweives with
aifenses tvaal and mcdseguential with no mutal mm-:m.'w\ummer,
such a3 choosing smalits and unmcduate ather than s 13‘):{‘(: and Jelaved
ewatd of lockang 31 3 i thy expenmentar teid them 0 1o fousk 3
There are, of wune, cthal ohechions o patting Juldeeh o sitagbions

¢
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where ,ué) ate tempied to commui serous offenses, buy psichologists
could:it feast be sensitive to the trviality of the transgresiyns from which
thcymfecmonl &m!opmmt.

The Pligetidn revoluticn fus beews phofound, though 55 pot ummsally
zccr:ptzi’fhm are gt Jeast two ways that Paget hus inflgenced measure
ment. ol rionat: d:fe!opmcnt' :hmuglﬁ?xc tsthods by which he studied
‘moral fudgment agdahrough hes concept of stages. Puaget {11)<eversed the
app&o‘ah to moral desclopment of Hutshotne and May. Hie deliberately
»Picked as-his poradigmatic topu the game of matbles, whete thete was o [
adult-code to inculéate because no dne over the 2 of 32 & so pad any
sttentiop to 1t Thus? he was enabled o study Ihe ns}uxai hustdry of the
T ild’s morality” without contammation by Bits and pieces of adult
impm.ed nsles. In relanbnto intellectu’ devglopment. more 1han
*selation to mom! develupment, Pisget wtroduced the idea of sages, c.z‘.h
hﬂng its own structuse and equilibiium. No sggle action i utietaace ut
e stnecture of the child's whole thought & the clue to his stage.
Kohlberg's (6) work un moral development denves from #he Piagetan
tevolution, and sl reiam te ducuss its ps)chomﬁngpwblm .

4lopn’s (5) w0k represents a thiad model .7 morsl devdlopment,
, dltermative to the curmulative abahity mxathsm * Binet nd the stage
sequence patadigm of Kolliverg. Hogan's madel %7 on shactosial
pmdlgm. Fur tlogan there are e independest cicmﬁ... wunizibating (e
i motat matutily. motal Anuwledee . sotabiauus, angathy . autonomy . and

a umque fiith dimennon, ethis of consaend verdas ethia of responu .
blity. There s quasistages m the maturateon of sume of thewe dsmen
' gons, but they aueur i o fiaed wides mghf, mandel 1 an elabuiston of
the ongina! atuluy 1y po anadel 1o fise dimepuuns, aud e wes ablity type.
7 oumnlatay testy, ulten of an ubpvting tomust b uitasusc by fisg Yumen
v goma. Thatils. tvpidlhy he ather wounts the numbca olitems ansered
“cotretly ™ wwunts ihie pumber of waatrenees of e Bherable st |
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J 7 Tadwonal paychometnos, soked vut JarsBilty and aduaenrnt testy,
/ @ b sdapted in 123 ol musal d:tduvmml wf une adheioy 1o an shidity
type mudel. I, humever one aueepts the Pugs o rewdutim, thien 3 new

{ ot adapted p;)dmm:m o sequued therchd what o feast 2eceplable
often cuss, a0 ulveasdesed wnfusun ¢ 1 msdtl A example o BRing
Toeach Sage w3 stquenue of dapty and Beatng o av 2 pukee fthat s,
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ability-type) vanable, to De meaed by an shibity type test” That und ot W
conlusion can be fourid m (e wuik of Kohlberg, of Peck and Havghus S
(10), and the Califosrs goup of which Matgdonte Witenl s ane of the

" bestknown memben. Both Peck and Ravghunt and the €fornaagroge <

3
3 have devised separate tests fou the several stages, as of theatagi oot © 1 ¥
. a5 2 kind of slige profile. Now the pmfile B3 poseble rhodel 11 i ' Lo
e esseatially Hogan's moded. Bui the glase soquenis s# the prahite S
£ easzatially incompatible 2s thadels for maasytenieni - C . R
i No one denses thatevery person’s behavia wan be oagated fo bl T . 08
& much varability. The x::? of meanaement b to_wduce the G il o 3 o ;‘f
i pattem. There ste twu sfeps fint, translafing e qualitBne bty :
) tnio duanimNive ooes and, ewfld. rduung the sgyeal ohsenaluid to i
| ofie scote of 3 Al st of suidd 0 that Ploes, nie i s puded by v
 sme arode! offbuw things sre. wand prtus ol pheniy e and gEngtyi -4
Phenotypic behastarsl divertaly o um‘s;’dhﬁlé it RNy Pi JNVERPRN -
1o unge sage Wamen and Kehiberg appes to thins, i elied of shapf. o
asugament, by Peck and Havighutst aie not yJen v b satict :
In Koblbog's wotk, tach element ol 2 suhi?t s toputad s 43ted as e oot
some stage. (Diflerent verans of Be mmaa;m.ma;l\.‘::i'&w the ckmean 3
differently.) Thus. the number ut clementy 317Uz age aopd Hut 273k A
1o ather sages e, Dol mdepmadent overdad they wec oxplumedtally . o~
i ‘deptt;dfm. The b t's Ieapai i, 312 -.!s,ﬂn?:;!cd smeng the sy Theve o, A d
¢ . 1 3 yurd o peyahornioy ditfercna, Peeed a probie and o drantatinn .
1 thaugh to the enwary thiy i &f;& aldd T B geee Wi paper Rohibaig | :
i‘l . * UNCTISY LTt the dntthutog ¢ lg’,'«pf{ﬁa‘\- At anit p!u“z;g‘ LAMNIC - . }
;/ ningy oven “xneb;m; f};’" g I‘-- Ao L¥ bt taiee he hrq;w:\; et :_ PR
i wones 2l fah st we ; ‘3'&‘ & teoie vl oy peoatdy M m:ﬁ:fxmdf'm_sugs » ‘e’
:’ - wafim Theo B ,m'r{;sc\ e Hagge 2 r’i‘. frde by Y é‘ﬂr:é !’L’mx J13TY ;
HE sages form 3 Goreoan wmpden But 1o operanons by bl W ,
dedtd WAes ST, 2 LR PIT > 3 cohiuia ol el
; It e adhees v phe aase el Tut imped® Jmdopemengg 0 Fde gzt op
K“!Itfvi't?- ot W et 2t o B S '%'\“&qv‘.ﬁ\’ul‘mgzjm»:'d t -
i oty the mmeteebie | dadie Ghooen Brait 3b Pohaancd Wr oo R
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‘, pended oas obre wodaly e buheang geton Riteorn an antetred “
‘ . Jigracteme, o1 & fRren dM ot ti?:ﬂm:x P an) pardin -
%;;. ehviest .t 81 wingh sooes aatte 2y e f BN o ke w o T Theg i f
“h roobaraithes duny ot S ey high ;u-"! ?«,_;sm:' rperty Dt & gﬂnp'(n : ‘
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Jane Losvinger

different propensities, as Mischel (9) often reminds us. The patent
diversity of conduct loes not establish or disestablish any conceptual
) model. The question of what serves as evidence for or against a model is
Ly .complex; T doubt that there is or can be definitive evidence and I do not
rule. out the psychologist’s temperament as a factor in making a choice
between the abihity model, the factorial model, and the stage-sequence
modei.

o o

The Stage-Sequence Model

Let me elaborate for + moment on the stage- sequence model of child
development, then tell you sume of the ways thuse who accepl it differ
among themselves. According to this model, the child’s thought has a
. structure {or sume structures). The structure his thought already has acts
as a templace for current perceptions and thoughts. It constitutes his
frame of referen.e. Theres an inner lugie to mental siructuse. that isgrhat
constitutes. it as a Structure. gves it coherence. unity, and staﬁily.
Changes - that 15, development of mental structures are, 3s 2 cunsequence™
sfow, the changes also have a pattern. an mner logic. or structure. They
differ from learntag certain set patterns uf respunse «n thar they tend to be
1{rcxers:ble. Along with the stability. there us also an nternal dynamie,
Normal. healthy children reach vae to new things, pace them.Ives with
probleras a hittle difficult for then curignt apaaties. Chuldren follow 2
more or less uniform patiern i thes acquisiion of concepts like thuse
refernng to dreams ot to the conservation of volume. Thuse patterns are
the result of the mnes logie of development. not of rev ~ Js and punish
ments. With an appropriate schedule of remnforcement you wan teach a
child to givg the "night”™ anawer tu a question on dreams of un conserva
ton of volume befure he has deyuired the correspunding menial structure.
For that reason, Plaget chuse (o study just thuse topics that children had
-not likely been wuached on by adults, Moreuver. hus interview method is
designed to guard agamst Juldien accepling supgestions or spinning
fantasies and to probe the inner structure of the vhild's thought. Whether
Piaget and lus coworhers are successful is not the pomt * ze. That is theu
aim and thenr concepuun. Speatfiv. ngidly defined behaviors are not taken
as rehable indicators of the stouctuse of thought, that can onldy be iefer <1
from the whole pattern. t
Praget had unly une extended toray int the tield of mural development,
recorded In hus 1932 book The Monsl Judgmer 1 of the Cluld. That essay,
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Measurement of Moral Development .

though flawed by Pugel‘s\\\m prejudices and sume tou hasty conddusions.
has enormously mbiuenced a4 whole contemporary school. a school that |
call developimental charactervlogy. The central theme comes from anotilif
great theonst, Harry Stack Sullnvan. Major character types are both a chiet.
dimension of ndividual differences and the endunng trace of a Jevelop-
mental seqdence. In Sullnan®s words, “Everyone 1s much more simply
human than otherwise. and. . . snonialous nterpersonal situattons, insofar
as they do not anse from difterences 1 language or custom, are a function
of differences m the relative matunty of the persuns woncerned ™ ( l..?). The
major poiats in that decepuively simple sentence are 3 follows Sullivan
belreved that the most important aspects «f human pcrsuualn) and hence
of psychology and psychiatry “are thuse that refer to mterpérsonal Tela-
tons. Second. he believed that there 15 just one pattern for nuemal
development ol the major aspects of the capaaity for mterpersonal iela-
tions with a fairly hmited number of nurmal and abrormal vanants onat.
Thurd. despite the fact that "the major outhnes of personaliiy develop
according to a single sequence, there are wide individual difterences. they
are accounted for by the stage n the sequence une has reached at @ given
age. Fourth. most difficulties between pevple are « tunction of those

differences n stage.

The idea of stage, which s vague and ntmtne inomost wnters, 1y
developed by Piaget and Inhelder an their work on cogaitive development
as having the following _haractensstics  irst, there 15 ‘an nvanable
sequence, no siage «n be shipped. Second. each stage bulds on, incor-
poraies. and transmutes the previous stage and prepares for thie next stage.
Thard. there s an nner logie and equihibrium, as we have just Jiscusaed

Cunously, Piager did not believe that there are real stages m muoral
development, but m any case. that fickd was neser lus smiern s Kohlberg,
using clementsof Praget’s methods and redsorung, has deved his stages as
much from the sucal psychaologist Willian, MoDouagall as dnyone Roughly .
the stages wan he divaded nto precomventiongl, conventional-conformist,
and postconventional

Among those who have evobved develapmentss characterologies, Jdif
ferent names have been giveg to the diension i aceord with what was
seem ou the central conceptual tovus  For Kohlberg. tor Peck and
Havighurst. and otliers. the central focus i, moral devefopment For some
other theonsts 1ha wentral tocus 15 growth i wpauly toisterpensonal
felatons For sume others, the ceringd phesomenar 18 incredsed Capany
for mnec e, hind of interadhization o i Murra's tem “growth ot
traception  Yet cackr theonst s he describes the vanous slages
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encroaches on the domain of the,o:hcrs. One cannot fully describe the
character types with respect to moral development without descnibing alsv
their. interpersonal development and their inner life. One cannot fully
‘,lesi:ribe interpersonal development without s2ying something about morai
devel()pmem and capacity for inner hife, and so on. Although each author
) Bas his own small details that are different from those of other authors,
. these sequences are too much alike to be independent facets of growth.
The proliferation of developmental sequences with different names and
different specifics vet covening the same areas of life 1s confusing to those ;
m.erested in following the latest research n the field. Left to their natural
dispositions, most of the authors would zather sympatheuc cohorts-
around them and develup their own theory, methods. and body of data n

o,

3
S e v -

isolation. :
.. Rohlberg, Marguerite Warren. and [ have sought to build sume brdges. )
. Kohlberg's formula 15 that cognitive development 15 a necessary but not ‘

sufficient conditien fur the corresponding stage of ego development,
which, in turn. 15 3 necessary but not sufficient condition for the c(*
sponding stage of moral development. My formla 18 tl’la! while a cert
minimum intellectual develupment 1s necessary for the cusiwapunding stage
of ego development, that ts hardly ever the limiting factor. Moral develop-
ment, nterpersunal development. deveiopment of selfoneept and inner
life proceed together as a spgiz, integrated structure. The apparent dif-
ferences obtained by ditieient investigators are “ne result of techrical
differences in their methuds. intnnsie Gifficulties n measuning develop- X
mental vanables. some errors such as confusion of, or mappropriate, .
models, and the ineluctable. ineradicable vanety of human ways, that most

vexing and most lovable charactenstse of the human species. The hey to

the differen.gs 1s that between an endunng dispusittun and a particular :
respunse speafied in advance there 15 almost never a high correlation,
almost always a very low one. That 1s why psychelogists like Mischel can
maimntain that ihere are wirtually nv eaduning dispositivns. contrary to
what we all base vut lives on. I believe that m measuning ego development,
1 am measunng moral developnent. Since 1n any wase, the formal aspects
of tlie measurement issues are the same. 1 shall proceed on that basis.

Measuring Ego Development

Wow,?

Ed

+
0

In measunng abihties and ability -1y pe varisbies, the basi npcmnun is
usually counting that . counting the number of nght answers of the -

‘ERIC 71 .
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Measurement of Maral Developmaent -
number of occurrences of favorable responses. By contrast. in measuring
the development of a sequence of structures, the basic operation is
matching—matching a _patticular response to a4 sequendt of qualitative
descriptions of those stage structures and thesr manifestations. That is the
technigue of the published scoring manual for measuring ego development
from sentence complenons (8) and for Kohlberg’s unpublished scoring
manual for measuring moral developnient, as v.elt as for some other similar
sc8ring manuals, mostly unpublished. There s a major difference between
the way our scoring manual was evolved and that byavhich Kohlberg's was
worked ott. Kohlberg believes that he can plumb the depths of each stage
structure. *Therefore, the logic of thuse structures enables him to classify
each response m the proper stage. | believe. on the sther hand. that that
kind of reasonmg, thuugh necessary for beganing tu construct a sgoring
manual, 1s also fallible. Therefure, we rely heavily on data 1o extendand
IMprove our sconng manual. The cengral operaton of our manual con-
struchionnis the methud of internal cunsistency. If the whule test protocol
of a person 1§ given a certain rating. we seeh to bring s nuny as possible of
tus item ratings to hne with that total protocoi raig The operation
mus take place for hundreds of cases simultaneously. and. ot course. it
provides information only for responses that occur in the same or similar
form on a number of protucols The specifics ot the method have been
published elsewhere (7). )

Three rules have governed our manual construction project Rate every
response. Justfy every scormg decision both theoretically an.d empincally
And wrnte everything down. Noag of these rales can be adhered to
completely or eastly. but as ums they have been immensely important and
the source of the fruittulness of vur enterprise. Let me ginve Tona ghimpse
of how they work, which wiil diso provide a glmpse ol some of the
technical aspects of measurement and research s tis field

To our astomishment. an earty study o swed that vur raters dud not agree
on how many subjects had smply omitted a resporse to some stems that
s, fatled to complete certam sentence stems. For example. some subjects
reply with a grestion park. or patt ol g sentence. ar perhaps 4 couple ol
words: some raters wall that an omnsion, some ol 18 4 response That
taught us tha: we Qccdcd 10 codify caretally and to wnte dJown how stich
cases should he treated m order thot razers treat them unitormly Abso . we
had to have a kind of wastebashet rating to cover anssions and unratable
answers. Many kinds ofanswers that we at hist thought weie unnitable. o
that gave nc :mlormaiion sbout cgo level. we have learned are sbout Jas
good as-those we were sure we youhl read That s something we would
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never have learned if we had not been forced to rate e%rj{tﬁing rather than
declaring some responses unratable. For example, some authors considér
cliches unratable, but we find them reliable indicators of conformist and
sometimes of preconformist levels, dependingon the content of the cliche.
Some fragmentary and illogical responses are characteristic for low ego

Jlevelsy Other responses that do not form complete sentences but that-

convey clea'ly a feelmg‘w and part of an idea appropriate-toa hlgh
level are so rated, disregarding the grammatical incompleteness.
The ghle to write everything down may seem simple-minded and trivial,

_ but I Eredit it for most of what we have achieved. We have gone so far at

times.as to forbid talking shop to new assistants in order to test whether®
our written program of self-instruction will resuit in raters able to make
accurate and rehable ratings. Our experimental results were spectacularly
fa»vorable though the raters involved may have been especially gifted
persons. By objective measures, the best rater was a college sophomore
who had taken no courses in psychology By publishing a written program
of self-instruction, we have made our tramirg technique explicit and avail-

able to the professional public. Thus, we have avoided the difficulties of
the lengthy personal apprentxceslup necessary, to learn to score projective
tests such as Kohlberg'sRest of moral judgment or Rorschach’s test. A
frequent and wurse outcolne is loss uf a scoring technique, as has occurred
when groups such as the “Adorno, Frenkel-Brunswik, Levinson. and
Sanford (1) group dispersed without having made fully explicit some
rating techniques they had worked out together with their staff.

Some of the reasons why wnting evesytlhing down is a good idea are as
follows. Furst, different people miay have different wdeas in mind during a
conversation about a scoring rule and simply talk past each other-without
realizing 1, behieving they have reached agreemc ! when.'in fact, they have
misunderstood each other Second. i order to write down an instruction.
you have to be clear in your uwn mind about'what you are saying. Third,
the rater who has written instructions has something to go back ta in case
he gets nuxed up or meets new and difficult cases. Fourth. when making a
final written report of 4 project, the written vecord is invaluable. in fact.
we fry to adhere to fhe rule to put everything n writing, even insiructions
to tyDists on typing manuscripts and mstructions fur research tasks such as
constructing rosters of data or assigning code numbers. '

One of the rating problems that we struggled with for years is instruc-
tive—that 15, the question of what, to do when a person gives two answers
to 4 given sentence stem. each of which can be rated separately. Our first
rule was that two answers at the conformst level (for example) are still a
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cgnformist answer, but we betame aware of more and ‘more complex
exseptions. We always believed we understopd each other on what rule to
follow, but attempts t3 put those rules mto writing proved disastiously
urintelligible for years. Without going intg all the details of how every
possible contingency is handled, let me give you a single examplé. The
sentence stem is “My conscience bothers mie if. . .” To orient you, at the
preconformist levels, a person might respund. “I steai.”” A typical response
at the early conformist level 1s “I lie.”” Among late confurmists, the typical
response is **1 hurt someone’s feelings.” To say *'I hurt someone ingen-
tionally™ is, liowever, a postconformist response. A respuiise that seems to
be diametrically opposite. “I otfend someone unintentionally,” 1s, n fact.
given the samme rating and for the same reason 1t expiesses the relation of
intention to the judgment of the cunscience. Now wonsider the response 1
willfully or unwillfully hurt anyone.” That response 1s given a hugher post-
conformist rating than either of its components that is, saying | hurt
someone willfully (on purpose) or 1 hurt sumeone unwillfully (uninten-

stionally). Lopically, the cembined response “willfully or unwillfully™

might be const.ued ¢s tahing us bach to the late conformist response “1
hurt someone’s “eelings’’ since duing it willfully or unwillfully exhausts the
alternatives. However, a different conceptual structure 15 mmplied. The
conformist Yhay worry about hurting someone’s feelings. but not simul-
tancously consider hus uvwn intention. What the comiined respunse seems
to imply is that while it 15 ressonable to take intention to aceount jn
judging the grauty of an offense. the respondent’s vwn conscience gave
her no respite. Guod mtentions are an excuse. she recognizes, but they do
not allay her own gult feelings. Thus. this respomse ilustrates a rule we
have found to hwold generally  Where 4 compound response mude up of
two responses separaiely scored at a given level generates d new dea at g
higher lovel of conceptual compleatty, we rate the Lompound response a
step hugher than ats o nstituent elements There 1s a giear deal of evidence
in our duta for the vahidity of that rule

My final pumit. and it brings us back (o our starting point ot theones and
mudels of character develupmment, s that tis finding syggests one theotet.”
ical conclusion relating o the poocess of development. Diametnically
opposite 1deas are consonant with a given ego level. Thus. some persuns
may go back and forth between them. They may ash Which 18 worse,
hurting svmeone tentionally or umntentonally * Does 1t matter it ihe
hurt 1s the same” bn’t someone who huss other people snintenuonally
often just as inconsiderate of them 4 thuse who hurt on purpose® And so
on. Sucli juxtapositions may be vne means by which Jeeper moral muglits #
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on the growth of the concept of conservation. Give a child two equal balls
of plasticene, then’roll one out long and thin and ask which is larger. The
. small child may indicate one “because it is longer™ or the other “because it

is fatter.” When he is able to keep the two dimensions in mind simul- e

| “taneously (longer and thinner is equivalent to shorter and fatter) he is o
L developm,g conservation. Our results suggest that a similar process, simul- ;
taneously holding in mind opposite ideas or opposing solutions to a
problem, may be one way, of achieving moral or ego growth. Thus,
measurement serves not simply as a technique but as a means o advance .
. theory. : :
. That brings us back also to the question of practical applications to
' problems of education. I stated at the beginning that a clash of moral
opmlons is compatible with sharing a common education. More than that, it

may be helpful to moral education, indeed, it may be the very essence of it.
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WiLsoN RILES
Superintendent of Public Instruction

.« -+ . State of California \ ' \/ /k/ .

Any discussion of moral development in tomorrow's America must
inevitably contemplate the role of schools in the moral education of the
. young because the moral attitudes prevailing in America’s third century
will at least in part be predicated upon what happens in our schools today.
If the battles of England were won on the playing fields of Eton, the
present moral tone of America was set in the classrooms of our local
schools over the past decades and there it will continue to be set in the

years to come.
As I read my morning newspapers, I often wonder where we as educators
. went astray a half century ago and how we might rectify our errors today
lest we fail to meet the challenge Which lies before us, I am certain that
most of our citizens are asking m:ch the sam¢ questinns, not as a matter .
. of historical interest, but from a growing destre iv effect improvements in x
educational practices. . .
I am reminded that *...m time of crises,” as T. Bentley Edwards (2) o
has said, *“people and governments usually prod their schuols. They do this |
in a variety of ways. One usu.' ~caction is to begin a censure of‘teachers. ¢
Another common response is to engage in criticism of what schools are |
teaching. Socrates, accused of inapprepriate pedagogy, was actually put to ,
death.” Edwards used these words recently in commenting upon revision .
|
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of the curriculum to meet social and economic change. But his words are

TN

9 equally ap~'"zable to the crises of public and private morality which are e
i upon usn. .. % !
Fortunately for all of us in modern education who would avord the fate \Qy :
. of Socrates  but, perhaps, unfortunately for society the time gap between ;
i " the teaching of precepts of moral behaviur and the actual moral practices |

of those who have been taught i1s measured in years, even in decades. Just
as those responsible for the early moral education of today’s leaders have
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The Role of the School .

not disappeared, so, too, we may be fopg gone from the Jasstoom and the

reach.of public censure before our mistahés become evident .
If we look back, pondenng the istakes of uthers, we find that citizens

murders, ‘bootlegging, Teapot Dome scandals, “Palmer’ Raids,” white
sheeted pight nders, and general disrespect fur the law with grave concern
for th€ effectiveness »f character education m the public schools. There

* had beeq character educatien envugh, nunetheless. educstors responded to
the public’s demands by plaung even heavier emphasis upon forming
charactet through schoul expenences. The schoul chifdren of that decade
were expected to develop a deep and abidmeg respect for moral and
spirntual values. They were raught the difference between nght and w toftg
They were faught tespect for the law. They were faught hozesty, integrity
and responsibility. Whetlier the teaching would be effective was another
matter. | think that for some of them 1t was. For others. it assurediy was
not. -~

Where are the students of the twenties and thirties who were raught the

difference between nght and wiong where are thuge people now, when

we nieed thess to lead us out of this present swamp of unmor * S<havior”

Where are those boys and mrls who were raught respect for faw, for

truth, for horesty. for honor, and for jusnce™ Many appear to have
+ become adults who learned a very different code.

And. what has ha'ppcned.bcmccn the teaching of the 19205 and the
pracuce of the 19705 What progress Jave we made i the control of
crune? What progress have we made m mantenance v the stality of the
fanuly? What progress have we made i ensunng that the rule ot faw 18
apphied with evenhanded justice” What progress have we siade n strenph
ening the moral iber of those whu govesn™ What progee-s have we ntade n
establishing the bivtherhood of man? ’

As Supenmendent of Public Schools 1 Calitorma. § must sk ays i
these questtons. But st T am to discharge my respamibhity 1oghe millions
of chidren who pass through owr public schoubs on their way tshape the
future of tus nation. | must ash amd siwer the jar more diticait qus
tions. “What s the role and the respunsibihty ol the pubhc schunl l\
moral development® And why did that past ambiteous attempr st character
formztion yiehd such meomciusive resulis™

1 think we may concdude trom ous experiesee oner the past balt century
that reachig morst values us copybook maaims i sot the tole the shool
should play m mural development We hase leared that teaching o
preactung 15 pot enough  Valies and prancples. ot they sre 1o guide
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behavior, must be dssimilated inte the parsanahity and comprehended as an
" thhereiit ‘past of dally fife. Mol teachlng must be intemalized by the
.« . student ICit is fo have lasting effect.

(> Dwould like to suggest for yonr, considgration that the schuol has not

. e, Blit-two concurrent roles to play in moral development. One of these
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woles &5 as doveloper of unifylog values: the other, as develaper of
intdividual vatuss,

<

- Developing ;h'c fMoral Personality '

. Thege are not casy roles to perform in 3 divesse snd vumplex suutely at &
time when principles are nu mure vertam as guides than are proverbs, for
each maxim learned. another, 35 we hnow, makes an « weplion, moreoves,
they would niot be easy roles te perform at «ity time, because thete ate
extreme difficulties inherent in developing the mosal personalay .

As Fred Mahler has argued. more 8 involved in developing the mural
pessonality than the simple vansmusion of motal prevepts frum adulf to
child. Mahler (5) conciudes, on the bsis of racent research, that.

The moral personality can be reducen aeher o the mechanial sum
of previous expericave nof fo 2 vague syathesis of fuluie possibaditios.
ft i the everdynamse sphiere of the permanent options of the inde
vidoyl  whose snnate aplitndes change sotnelimcs tadseatly n the
conize of hus hie i comequane of the education be feceves and his
engounters with Hhe realities, standards values, and ideals of socety

I Mahler 15 correut and conunon sense cuggests be s we must convern
cusselves with the child not simply as « mdinber ol the school commumty
but as a member o the ol commiunady as well We it conaatn ongs
selves weith the expeaciees he by envountered 0 the past, s hounienng
fn the presenr, and may encounter o the fulure expeniemes whch will
refleet the cluid's famuly wfucacts, hus vl sl md cehiguus background,
and his social and econuome status K

We aie Hiud'faced with a problein adid hay complenitios Lar beynd the
reach of the tadwional reaching of base valls. We are forced 1o tealize »
that wexan no more Jevelop compiehension uf funad values in our youth
without concermirs vurselhves with the context of waety than we an

“impart comprefienaon of the tdes asthont relerence to the moon, Doss
this.mean that the school dhould ieuse 12 ¢ty 1o dexelop 2 comprehension
of moTsrvsues bewause formal adfication x only & small patt of the wial
sondal context of the Jld? Should the shoot umply be the salue-neuteal
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. Ttve Rola of the Schiool )

puiveyar of cogaitive skills, shul ot Teaves mib euscation fU the famy.
«  thé chusch, ang the commumiy” .
1.cannot belteve that an mstitutn which transends the divenity of
_ American society, serving tigh, peot, mtddleclass, majority . and minority
alihe, strould be foreed 1o sgnore the values whidi give duzectidn to thought
st and » *on,

‘ " . In the words of John Dewey . “What avadd 1 it to win prescribed amopnts
{;" of information about geography and lnstery. 1o win ability to read and
o write, 11, 1n the process, the idiadual hses Bus own soul, lawes apprea:
GRS tion of things worthwhile 26437 : »

ey -

Ay In spite of the difficulty, the school must take tot 3i- tin [a1ge MeasuIe
f; the responsibitey for developing 16 out yuung 3 umty ing st pivatuesfora

diverse soctety, values which will bind ue togetner as 3 natlon permishing
¢ us o Jive together today ansd fematios g Tone axtiod undes God, with
siberty and justice Yoz all ™ '

Out public schuols are the one place 1 gut weaety whie every child.
tegardless of s wuluial backgpround. tus religaus befecls, ot Bt waie
ecunonis Status, comes tu dazmn the aghts, seyponobile -~ and appreciy
tion o 3 “thing wethahtlc © s comahm citpenship fokerent i that
citizenship are thiee of the Rase imoral values ol son ‘x‘tt’du}!’d*;uﬂkr
and brothethood  These values tansacnd culrural sdentiy . el beliel
at wotal ddss and Wy o o poople Hue coull s brals Saape 10w
hility Yor sixh o lundpoental soncees af sty : \

. It pres without say Tt the family. the Cth amd the , ommutity
diate responubiliy tar mohl dewclopment dat ot wr ae to ruifdl the
motal promuse of sl talpf cxch ambdure A s wontibute thon wheh
s b asguely uble oY wentnbiuhog The shisd gan amfy theese
wlletiogs The whuols conoery shoudd be toooo epmed $te e and

o cransmat S tat et L caltndat sng religiows badgrousdds
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culturgl backgruund and svtanen iehpis belef, viluos ahuk tanwend
pational ideniity and Mind w togsthe o man What tatwn, what cultote
deniey that the educatsorul process, adatevs form ot takes. shares
tespansibility. for developing tndividual miegrity and sl esteem”

Again, I do not deny that diuch, wommonity ;anai famdy share sespunn:
bility for-msal develupnedi.. The chusch. . and community have
their partaular cuncera fur sspants of the smial personality ghe school’s |
concern 1 to provide the dady expencpues whad meld thuse spects ato
weifknonledye and sclf-otom, The shool o the lmmg and iﬂxdﬁlﬁﬂa
laboraly for principles of nweal behavior,

If we accopt the duak woles of thewhoul in muu! duﬁupmmx zn:! ths
asertion tat mosal dovelupine.. of the wd ndual s tabe plene puthin
the conteat of soceely. then Iow wan the whl cﬂ’n‘mtiy pexfuan thow
1oles 5o that the duldien of taday a2c prepared to make the seovw motal
judgements slich will face soniety i the twenty-flist centuiy ?

Science promises ws the abality tu reate hife n the {uture and o Mo

pot only ali mankind but the planes sself. The tumn: hokds the posashility
of muss starvation n the mudst ¥ plonly, of ot wss{m of plannsd!
genocide. The futute o 1 every sense o Tosded wespon.” Do we dase
plase that weapoen wn the baads of Yi.eny who might Ink the moy]
coutage to Jullcogr ladens aho hae hataled motad satuey” Susely ae
have wen huw widhesh amun may 2ued fu ool wigds St wiat bie has
been falsely told are grmad ends Ve hawe auneved b hotgors of the |
Rt waps oI Auxhwets nd Dadia. ;mp'imltd by el
citizzns. We have wos the maeanac. of Ma bn We tuse ween the du\ga. of
Reims. We !me wen the human ey whd Iolhves ottyiius of
_poade We noed oo muag ewdeme o igll o that vut whools
woukate andegots . bioffng e pIp boleoen e murdd pocpr and
accepied immntal prags ot and boom 0 man 3 b teihosnan
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Howr Can Sehools Ingutcste Integrity?

Yot ot the abouls musr bes shall they Jo it T hng oo uingie 20taen
But § da oflte wane ugEtitnae atech stomn {0 hold promng of gestct
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Valtes, motals <ol them it you safl st mut by teseried tor dodm
on in somt el poriasd o e day ur ek oF dnoipie FARUTA R Fi
T ariitraty course ool woal sudis hot the posd Tt siasiad i
occuts ab upaapected tmss 0 owt daly leT o gl o, tufiitds 1o
sate on dhatraie, motal Yalues .o I 1akei whinever o3 howdit,
they any. When 3 toacher expla: . o /Rdiliin o1 whitniwn tells o
oownting heefdange @ b aoporayfier wdng shr fas recennad @ -
much, and pom.\‘éung whar to de Kheo sty shates the et PSS - ¢
Bow & came 1o Be devsian 0 0ips of oe o Gl Jie provides
lowon ol deyelopont Witen the spellif Iaanp detwes weber wond
_the chiklten fearn cortcopts o nght af ad arang sfong wath ooy -miwg
raphys Wheo the gaonoe Iown 1edts of GablonS e 4l avatage m tetuening
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Witson Rites

, of each student toward reshizatlun of hus potentid as a worthy and effec
. wve aitizen.™ The second 15 4 cymuutment to the public. “The educater.”

ES

g e N ARV s
“~ 7y .

. the cods continues, “believes :hat demuctatic whizenslip in s highest ’

g s form requires dedication to the principles of owe demoiratic hentage ™
- The thied, 2nd last, 15 2 commitment to the professiop. “The educator - 5
ff ] beleves that the quahty of the seevices of the education profession ,
.directly wifluences the nation and s citizens. He, therefure, exerty every

eﬁ’ovt to raise Tus pmt’essmmi starglards, 1o improve tus service.” '

:

et T olts wurth;, of note that thisfrude of ettucs puss cummitntens to 1t
srudent before cammutment to e publc or t Ihr‘dung profesien
Over, the years, teachers have dpne a far betrer b of defining thes; :
mius re! et numseachiers than they have m delining then profesionat
¢ standaids of duality vuntsol. Ther reluctance to engage sn self pulicing hai
. made them “dspect T the Tes of students and cuteehs ghke, Mma}
NI modehng, That essentual ngredient of motal desclopment s difficult to
- toke Seriously when thuse whe cughit 1o be the mndels, and vught to by
tabang responsibihty tor the émcgun ol then pects, sre ol 10 3 wovtal
wagon cucle, protecung the protession agsinst aitch H
: Lathike teachers school admmistrgtors md schuol ghtormng boards Bavs ol
ao code of ethins which fas the fue ol Lew . Honover, i the Mapdbonok .
oa the Legal Rughts wned Respsonsbeuttes of Schoo A B esonneland Students T
. vi the Areas «+f Morol smd O Flucation gad Tess g obedit Religrd
v (1), adopted by the Catitura State Board ol Fduagtion 1ast year, theny
are sechpons Shich suggest that the sgatures b sctnies of the s.huol
shuuld o peoste amstibptionsd pracgples and Setntati pmcmu"ﬂm
gusdehings state AR whood ;‘.(‘:umt.;l toat qast o fassponan teachers, drould
’ enltivate ta and open procednfis aed dempwatn tosrang Then owa
attitindey and Boadans copathy swagh wbadenty " statrdasds of vl
tear, sind o alint 268 pndh wous pdeaiaifaten o disaphoe may by oy Ty
* . - cﬁu;xtcixt feoabs s Jonnacate, fo 2 than oy pumbey of orgl o2 wistien
SAEIIEY (ify Pl e
“’".y"nﬁci‘—w a Lot gt open gihos cmesit o1 aics ctudent aghts
B By sitatnt o ot o et goveratig ol dudend

v

tipghis fee livye m.g sty b ferpie L s W s enent 2acn g ol
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‘~ The, Role of tha Schoal o .
. ‘ .
nonheliover, We are gwate Thay Student partipatun o the drsciphine \
Pracess is a mure eftectivg anig expenense tos sotal devision atadang
o jhan cotposal pumishment, suspension, o expulsion, yet we penmat the
presurpable adnumistrative effivency of sauthuttisoanmn to preclude chat «
kind of "wasteful” expeamentiag which democtacy 10 s,tion sequuex, )
Boards of aducation are hequently, mote oncesned with questions of o
~sonilict of interest <han they are with domunstewns b muial copgage
Does this make them valuaile averseers of ot Lhuuls® Ate they helping
10 traan the sort of wadeet we nezd™ John Kennedy i hus book Profiles in
Coursge (3) quoted John Adams’ ubsensation it o not frue e tae that ;
any  peopld ever lose 1 pubbc hetier thon themeaives.” And Then
Kennedy went on 1o ask it that were true, what had waused statesmen win:
had demonmtrated moral cuazage to act 3y they did”? e answerad hus . o
question by saving 'l was ol broause they bosed the public beiter fan
thzcoives On the contrasy it was begsuse they Aed demsches
Because cach one’s nead i mantpn bey el rzspont S ot sporiant
fo Jum than s populsrads with athes Bewdo b desitd o wag o \
MAUGIAN & fepulation L7 anlegnif st coutage was stronger than he
desste fo mantan hs iy T{p M) . * -
Thitd, posttne tmnfenenent hoald f¢ pactued by teachers amd
admanisiratons 3« thie Pave wan o Theontaung aneral bohavees gnmne
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o § o
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< penrrsters Tou often wr hase fred G doagi poposidive el Lo by ngga
hve means Tooovpand <r o ofeg dot e 2o Bk Loe g omeomiead Laobe .
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governmen! These ducamero on Dedirn 0 o fnkpradetae the
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- . whtohr stors fromn the tundrroniar Yoty P oshe Gueha sy o three B,
mongd sdings o gt Deddoat gestinr mref matherben d We cant ot sepet
2 staden? Ty fuic b v g roaprennter Jhoseag pasng and adtig
glgen Al age I8 wben e acde e wader 0 oghly st {
freedoin jostne snd vontbieabpon - § fien L txar Tea o 1w ggiver PPy
troste pmmixmcm Yeron Lhang taoics b Bad oo s o0 8 ughany Hiawe
sohoed cottees atnd futore onuaByne v e a1 b B Y Sneagt et ot

i afbivscra! Dehigse o feate Iracin . s o gdin st

TILIREE PR YT ORI 1

t
videaals and From G Srigues oot dern that g oo 4 guns Beob e We
WOl pxpeat s h o tadent ety b oy TEEN. LERSTEIFENIIN TS
mond wndances be docs ror sty At aoagh ol e poeens
whn Bate peset wihwn e o pfetants C B L by g oant ol

t 1

themy, nevee legrncd > wf prae .y i PANIVRFLTIE TS TR Ot L TT R

2 )

o
"
LS

3

. FRI

E -




B 9;{;@ o

5 4T 13
et
- ¥

v
.

PRI e

Ry

01, b
T

s BRI,
AN

]
s,

Spenen
S

. _ € Wilson Rites

against. We are sutrounded by thuse who have nut been encousaged 1o
affirm thenr moral decisiuns pubhicly, who have nut evpenenced the need
to examine the consequences uf behavior ur tu aveepl the responsibaility
for the consequences after chovsing a wuise of a.tion. and who hive
never been eacouraged to hive by therr convictions. In the absence «f
posutive remnforcement of moral behaviur, 15 it any wonder that everywhere
abom us we see abusas of power by publi offiaals snd pnvaxa courpota
tions, aneven justice, and perpetsated vuttages vver schuol imtegration of
the abolition of restnctive covenants on real estate ur the establishment of
affirmative action employment "programs? We may safely conclude from
cohservations of behawior that freedom, justive, and brotherhuud are not
the most closely heid values in today's society . -

Fourth, we cannut expect theschool toascharge s tcspunstbnlﬂ; for
developing values cuntnibuivry to bulding sadisidual self esteem without
some rcappta;s..i of teachsr behavior and enmunity standards Morality
a habitdas well ay 3 deliberate praclne Daily atiention to moral corfduct
snatl details must be envuutaged as 3 way of developing 3 pattern that will
help wuh mure senvus woral wdgmeats But how Jo we enluurage alten-
ton lu small detards ot large judzipents when even the most aberrant
behavior 15 condoned hy teachers  feartul ot pamrenial wittasm or
commusnsty pressure’

. ()

The Power of Community Pressures

Teachers at¢ not bching m mosal standasds and w the mun. they are
hodnd by wodes of ethasd candat solition o which subjects them to
distpinal Therr o, howssee, g many teschers o umidiy abont being
mvolved m ssyang ans Hung which angiht b wristrned as opntpnersial,
Questions vt what comstrutes 4 standard ol meral behavor 3re tHcky
wdeed, and fearhy of being cought w3 nptde of saludy, wachers find «t
afer o tollow the way ot the woild Chesting s sgrivied m the dasstoom
because the 1eacher Lnum that beyap t the s Boal fence, the vimie hes not
i cheating, but n gettig caught Dintegatd ol the tuth vandoned
Jbecausd the teacher know s thal mendaaity speaks Joudes fo suciety than
doty verdudy  An attlbent sty s !hur-ccé eseri when vonned by
constand hies and talse promoec Awcplanee o OF the mitiosie sl of the
indvidual human hong and convetn ot prserang hus anlegnty e
subotdinated 1o normaliing m to suotd with the public frensy b
wandatdization  Beoause of wountesanling commaniy pressaces 1eachess
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mode! values they only halt sccept or'even rerect 1 the pravacy ot then
own souls. —_—

] suggest that the student 1 muore eager o search for truth thun his
teachers realize and more subject 1o cenflints in the mutally ax Jasstoom
than he would be i the morally firm: upe He needs hunest space within
which to grow, not spurious freedom from standard  Free diswusston in
the classroom of ., .ons, alternatives, and consequences woukd imalve the
student In the problem solng and Jdecison making winch lead 1o one's
formulatmg his ow.. moral prnapies. and would serve hito Las better than
easy coverups. There 1y a sense of personal accuuntabihity w atf ut us b
needs freedom 1o grow and develop and féntotcement and suppoit until w0
reaches matu, ity When the teacher estoblinhes and mantans 3 Jimate
which personal recitude can muture wanfla b Brinees desiiable punaples
and reasbnable practiees are Bhelv o be revubved The prascaples ditate
.

I tiank that neither teachens not adnpmsratons should vvertate com
munty pessure as 2 deterrent o gdedl star Zaids ot praai behavor o
spiie of our dnversey there see mors! guedepes Which v suuwty unes-
sally accepts Thev ate evident e the miorsd cut-age with whelh s oy
secently resppnded 1o the Grestons evamples of uniice an handled -

A slender bor hiom 2oty theead ot anten oy e
tugether
Bte, we cap bnd it s mone o mmunog . Jiaernment Ous whesds iast

ot mnd s

Ll somenmes seetns U odnanpea e compliosted paltern of

make cortaln that canh acw gemegroor o staderts ko oo thae volden

theead and ot thewr cosporargite oo vais 00 e anew The woie ot the

solived sn marel Jovelopment i tvbe eonnplins ® ke beston e caltyee

got oniy By Jherabene the cdae 0wl g e Chae heb ey adont beg?
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