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- ABSTRACT

N

A : MEASURING THE -MORAL REASONING POWER
“OF ELEMENTARY SCHOOL STUDENTS '

s

A recognition of the need for more appropriate means of determining stu-

he

~ dents’ moral matUrl'ity provided the impetus for this project. Such means were
seen to be essential for beth instrpc&_tionql pun.'poses.(lneeds assessment) and deter-
mining program effectiveness. 'Existi‘ng-measuremerjt devices wete found to be
/uﬁsc;tisfaetory fer both technicé.l'_and pra.cticalv reasens".

sl

' The primary focus of this research was the development of The Important |

Considerations Survey (ICS) as an objective measure of moral reasoning power. .

- The ICS was derived from the cognitive-developmental theory of moral reasoning

enunciated by Lawrence Kohlberg and his associates. Kohlberg has described six

stages of moral maturity and gteuped these stages into three let/elst preconven-
" tional, conventional, and post~-conventional. The ICS is a "paper—end—penpil"
" instrument that attempts to detetmine e student's level of moral reasoning along
.K'ohlberg's continuum from stege one to staée six.

Two experimental formats of the ICS have been prepared and field tested

~

~ on pupils aged 11 to 16, Both formats present the student with four stories, each

"of which contains a moral dilemma. Rather than asking for the most appropriate
decision to be made the ICS focuses on the many cons:derat:ons thot mlght
precede decision-making. From a student's ratmgs of the relatlve |mportance of

each of these considerations, an estimate of his moral reasoning power.is derived.

e . b

The Open-Ended Format (Form A) of the ICS allows the student to construct ori=

q
8 ~

gmal conslderotlons by wiriing in" what he c;OnSIders to be |mportant One + &

[N . . t. . - ‘€.

: & ’ . [ )
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'consoquence of this has been the need to provi'de detailed guidelines"'lor scoring

- .

constructed responses. The scorrng monual ottempts to provude such detail.,
'-'The Forced-Cholce Format (Form 78FC) demands that the student\ respond only
" to those considerations provrded; no "write=-ins" are permrtted This latter o

form (Form 78FC) ls tbus somewhat eosier to score in that no interpretog\ion is .

requrred on the part of the scorer. Slnce the tosks |nvolved in completmg the

two forms ar sllghtly dlfferent Forms A and 78FC are riot consrderecl tobe =

alternate fo/ms in the strict sense of the term. I R

Some evrdence of the reliability and vallanv of the lCS hos been estob- y

r

lished. However, the s;rength of this evrdence has not been sufficient toJconvrnoe

| the authors to remove the "l’\l’ldl edition" rlder from the lCS ' o ot
The development of ‘the 1CS has been the prrmory focus of thrs reseorcb

l'lowever,' early in the life of. the project it become obvnous thot the," pqper--ond-

pencil" formot would probobly nét-be opproprrote for younger elementory pupils. .
~ A decision was made to explore downward extensions of Kohlberg s theory wrtb

f""

a view towards developing a better understondmg of. possrble opprooches to .

cssessment of moral reasoning ot these eorly ages.. At the present-time no- instru= .

& <«

ments have been developed hoWever , the knowledge gorned from two reseorch

i

pro|ects wrll l'oopefully pro\uder useful leods in the development of rnstruments for

. L EPIC ©

use with puprls below age 11. - oL ‘ L N
o Q. s Tl e ok : ’ ~\\;‘
% The Drlemma’Drscusslons Pro|ect was.a- c.lossroom reseorch endeovour in "

.,A . : Ei' € ;_) kN ( ,

A, ESI

f . which students in grodes 4 5; Ond ‘6’ in two schools\were presented with moral

t,

s

Adrlemmos and osked to generote cons;derahons. In~nddrhon, the*smdents were

4 .o

T
*

osl< id to suggest., the poss|ble comequencegof vorlous olte_rnohves on the octors -
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involved in the dilemma. One of the objecfives of this project was to attempt
" “'to assess studehts' moral reasonlng levels from~the dialogue of the olaSS durlng

the dISCUSSIOn per|od Although sllght dlfferences m the level of reasonmg

-~ were noted between grades four and S|x, the pro|ect leaders felt that the task

~

V ;needs considerab_le refining. The possibility of employmg-a seml-structured .

. :classroom observation schedule is being explored. ’

" The Role—Playing Project was conduo'ted by ahnelen‘-ehtary' school guid-

LN . A - ' \". .
ance counsellor. Gradés 2 and 4 pupils were .exposed to a series.of structured

F

<

‘role-playing activities'in an attempt to influence their m‘ora_l reasoning levels.
- The resedrch of William Damon of Clark Uhiversily ahd 'Rjob’ert Selmdn of Harvard
\‘focUsed‘: on the extens‘no’n.oi Kohlberg's"?heor.y ‘downward to incl_ude~persoas be- ..

. / "
._tween ages 4 and lO Damon redefmed the premoral and preconvenhonal

- ..’,,

levels descnbed byl Kohlberg, and SeIman devel0ped a parallel sequence of devel-

opmental structures that a chlld d|splays in lns understandmg of another 's pomt
. , R

of view (per pechve-takmg) The rolerplaying methodology developed»at Stan-

ford by Fanme and George Shaft!l was employed in an attempt to |nfluence ‘moral

f’reasomng and social perspechve-takmg levels. lncluded in the pro|ect were

~ assessments of moral reasomng levels and soc:al perspechve-takmg levels usmg
. t o . ~,. . ,;/ K

‘the semi-structured. mterv:ews developed by Damon and Selman. /The time

‘required for~administratlon of these 'interviews‘ poses ser_ious pro_'blems that must

_ be overcome; however, the-knowledge and insights .'gai"r)ed.from this project

* ought to be helpful in our efforts to refine the measurement tool

-
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. © THE IMPORTANT CONSIDERATIONS SURVEY® ~ *
a measure of moral reasoning power . :
| | | / -/~ e g | “ e ’ B a . s ”\-v v . 3
INTRODUCTION .~ o SV

. . . [y
' - . - .

In school, at home, on the playing field, on the part-time job, in a host of private
and social settings, young people fina _themsel‘{/e‘s in situations in which. their moral judgment.
» l Sl ,_.

' . ) ) | . v ‘ v
is tested. Moral dilemmas, situations where th;mf values 'c'o'mppfef_ar a-person's

l:b);alfiés, are inevitable at all ages. Parents, clergymen, educators, and other interested”
; . c . ) . ) , ] '
‘adults are properly concerned to help young people achieve ever greater power to cope "

i

: . -~ : . .
| with such dilemmas. o ' . / /
\‘ . " . o ) ; . . . ) i ) .- . L
The development* of moral reasoning power is only one of many approaches to values -

| education. Like fhelanalysis approach, moral reasoning emphasizes rationality and aims to
\
. ‘ ) R
develcép more complex pafferns of reasomng. The methods used in the moral reasoning

approach do provnde also for the affechve educahon of Iearners, helping fhem to come to\_

grips with fheir own feelings, attitudes, wants, and needs in a world which expects of them S

considerable "prosocial® as distinct from self-serving behavior. The emphasis, nonetheless,
is on rafiorialify. - ' - . : L
Teachers who are charged wrth the characfer development of their sfudents, can be’

\aonuderably assisted by a ‘well-founded descrrphon of how morai reasoning develops. T6 be
R : N

most useful, such a theoretical model wqul be coupled With 'chescriptions of the style of 3
R . ! 3 \\ ,‘,..,

thinking about moral issues and concerns which characterizes edch successive stage of maturation.

F

* To some psychologists, "development" is rather strrctly defined as the genetic unfoldmg :

of the human organism.™When the social environment is structured to accelerate or sustain - ﬁ
- development, as it may be in any educational setting, change in the human organism is o
said to be "growth" rather than “development.” Normally both deve|0pment and growth

“occur as the child interacts within the various social environments.he encounters. To
'srmplrfy, in this manual "development” and "growth" are used more colloquially, hence "
mferchangably Even fhough the distinctions which could be made are acknowledged,

no benefit would accrue from using the ferms in fhenr more narrow contexts. . T

 aisAT
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R |nstruct|0n mrght be geared to encouragrng the student to "stretch“ from h|s presentstage

.!'_’, * " In addition, the exrstence of such « an l‘mstrument" to he|p assess mOra1 reasonmg

On the basis of such'adeve|opme‘nta| model and stage charact'erizations,' an tpstru- '

Lment (devrce or procedure) has been deslgned to he|p the teacher to assess just where a 5

.

M’ student -s wrth tespect to’ r,us/her mora| reasoning power. Such insight: would be |nva|uab|e

" ¥

. .. .
, N - .

in he|p|ng fhe teacher to p|tch |nstruct|on at.the level approprlate to the student For

~
-

exampfe, if there was an |mmed|ate need: to deal with a moraI values prob|em the drscourse

e -

cou|d be c0nducted at or |ust slrghtly above, the power |eve| of the student. £, on ‘the ™

a . e L '.“
.-“‘,‘ .'14

other hand fhe teacher s c0ncern was for burldmg the student s moral reasoning power, th’en

Ny
Voo - . [

e

\
+ [RY

AL P £ . . (-” e el

R

to the next stage in the deve|opmenta| sequence. Vah.;es educatron, espec|a||y mora| educa-

t|On programs could be enhanced by such msxght L S Lr ‘}i

[ ' . AN
o b . P )

.. ‘\' ‘-‘ AN .
would be useful in eva|uat|ng the |mpact of |nstruct|on 'over trme, say after students had
been exposed to a morcrl values edu,cation program.-~

.
o

THE IMPORTANT CONSIDFRATIONS SURVEY: A STAGE-SEQUE NCE APPROACH
The Important Consrderatmns Survey (ICS) was orrglna||y concelved as an economlcal

$)
means of estrmatrng the mora| reasonlng powévéf ado|escent students aged about 12 16

L

. years who have no ma|or readrng problems or spec|a| dlffrcu|t|es in expressrng therr |deas

in writing, An altern\ate format has also ,been designed to obviate the opportunrty (and

-

* hence need) to make any written response.

s

. ’ ~ K :
suring moral maturity as used by, for example iean Praget or Lawrence Kohlberg A

-

variation of Kohlberg's interview format exrsts asa "paper-and-pencll" instrument and is

~

described in Porter and Taylor's How to AssesL the Maral Reasoni,ng'of»S.tudents (Toronto: | f

L
T~

The Ontario Institute for Studies in Educdtion, 1972). However, both methods take\rr\\tlj'ch\:\

W

4

«

e

t | ; A : o \A;-..-“--— o Al_q_'_ .- o . . ) :;’...". t‘ |



[N : .
g ~— o

time or experhse to ﬂdmi ster and to score. Existing "paper-and=-pencil® instruments

have beenf\ tried ond foung,-won\‘ing, especially with younger adolescents. . \
- oy - i . ) o | :
The ICS is rooted in Kohlberg's sfoge-sequence theory of tl.e growth of moral rea-

—~

-s0n|ng power.. While ICS is potferned upon the Koh|berg|on developmentol model and its

stage choracfenshcs, ICS hos some refinemenits wh|ch grew from research conducted in- /

“York County since 1970 and also from the teshng of fhe ICS instruments with students in /
several iurisd}chons.
The theoretical rationdle of the ICS is derived from various research-supported pro-

positions about the growth of moral reasdning ‘capacity in young people across cultures.
*_ Individually these propositions should be viewed as somewhat_ tentative; collectively they

“«

have proved a most useful, qpprooch,’fo understanding a complex developmental process.

4

- The IS is bosed on ~the fol-lowing 23 proposifions. ‘(l) The developmenf of reason-

¢ v

mg power moy be vrewed as progress through a series of sfoges. (2) The ego’is involved

from the oufsef wrfh each successive sfoge of development charactenzed as somewhof less

: . . X \.

_ ego-consfrarned (or ego-referenced) than the previous. (3) Every sfoge hasits own’ mfegrol

poffern or srrucfure of valurng (4) Everyone progresses fhrough the stcge in (5) an |nvar|- .
— —_— v .

ant sequence (6) of drfferent rofes and (7) may stop at any stage. (8) A person may be

A

in fronslhon from one sfoge to fhe next higher and hence give evrdence of bemg in fwo

sfoges 'ot a time.. (9) A person ‘wi|| not/ regress in moral reasoning power (except“due-to e

-3, . . . ’. 1
* )

mental dysfunchon, as in senrlify) (10) but, since each sfoge |ncorporotes oII preV|ous valu= . "

- |ng sfyles, a "residue" of eorller structures may sometimes seem to be in cOnfrol (ll) Of "
. course .a person mlght choose o.f any hme to decide and ocf ina woy mconsrsfenf wnlr‘
: : )
the. ovorloble reasoning power ond past behavior. (12) One comprehends oII earlier sfoges e

- -

of reosoning‘ond (13) 'generolly finds them unattractive as fhey,; dre seen to be less powerfu‘l .

1




NS .

valuing processes which produc;e less sotisf'dlctor'y decisions and conseduences. (14) One cannot

comprehend reosonlng two stages hrgher than one's own. A person moy react in either of
-~ two basic ways to reosonlng patterns more mature than hls own. (15) Reosonlnd too far

above one's present stoge may be "tronsloted“ or "corrupted" and made to fit into the

~ P

present structure of reosoning (Pioget speaks of "ossrm_rlotron" and "occommodotlon ).

A|ternot|ve|y, (16) when presented with reosonrng just one stoge above the present level,

. a new, more comprehensrvé structure (stoge} may be generoted W|thnn the individual as

{
an attempt is mode to apply ‘the new structure to the resolution of a values conflict the old’

structure could not deal ‘with adequately. (17) One's moral reosonlng_moy be placed into

disequ'ilibrium (a state conducive to new |eorning) when one's reasoning is seen td be too

_|nodequote to deol effectlvely wrth a d||emmo and one fee|s ob||ged to grope toward a

_more powerful morol-reosomng style. (18) Growth to a hlgher stoge is trlggered by acon- °

tinuing state of disequilibrium, hence development normally occurs over a long perrod of

.

time. However, (19) thére are some |nd|cot|ons that there may, be "spurt" growth eriods
fime Y P

v . )

at about 13 and 18 years of age but it is’ not clear to whot extent this is genetlcolly (as
distinet from envnronmento||y) progrommed (20) Morol reasoning styles (stages) are hier-
orchlol |nosmuch as- eoch successnvely higher stoge is a more Eowerfu general mode of

hondlrng moral dilemmas. (21) Many adults do nui progress beyond stoge 3 on this stage

scale. (22) Morol reosonlng power is not an obso|ute predrctor of moral action becouse

rhany srtuotlonol variables . mediote between cognitive operqtlon and behovior. (23) Every-

|
day's most common needs do fot usua||y coll forth manlfestotions of one's hlghest |eve| of

cognitive reosoning’: therefore,--even coreful observotion_ of spontaneous behavior may

"

result in an underestimation of moral reasoning power. °

15
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THE MORAL STAGES o o

‘v‘.
<. /

<n

three levels, preconventnonol conventlonal ond postconventnonol

-
E)

: 25 H s 7
For students oge c|nd morol moturlty are generally related especrolly in younger :

)

children. There lS conslderable \(orlonce in: develbpment at’ uny school oge, however.

7 S -
. ol .

Most ch||dren under 10 yeors are prlnclpolly at the preconventronol morol level On thls

’ . -

',

level (stoges ] ond 2) the chtld is responslve to culturor lobels of good ond bod rlght or

_ __,wrong The chlld tnterprets these lobels in terms of the physlcol consequencesYof octlon K

(e g., punrshment or reword) or in terms of the power of the rule—mokers. Rules ond soclol “ :

\‘,
7 G

W " ' o ?

o expectot|0ns ore understood as somethlng externol to the self Preconventlonol reosonlng
embroces Only one person s potnt of view at a tame. Th|s is referred to & the |so|oted
mdwnduol" socm| perspectrve slnce the needs of an lndrvnduol (posslbly we|ghed ogo:nst

those of onother person) ore the boses of all consrderotlons. There oppeors to be ||tt|e or :

Ed

~no conceptlon of the concern of others (e g., fomlly, communlty) ina generol sense or

v

ony oppreclotlon of the |mportonce of molntolnung socrol relotlonshlps

.

Stoge T moy be termed the pun|shment ond obedrence orientation. ' The. physlcal

h c0nsequences of octlon deterrmne |ts goodness or bodness regordless of the humon meaning -

G .
\

or volue of these consequences. \Avordonce of pumshment ond unquestlonlng deference to
' power ore volued in thenr own. r|ght not in terms of respect for an under‘lylng moral order

: supported by punlshment ond outhonty Stoge T |nvo|ves only the |nd|\udua| 's p0|nt of view,
. . . . . K l

_ 7'_'$toge 2 moy be termed the |nstrumentol relotrvnst orrentotlon. nght action c0ns|sts

of thot whrch rnstrumentolly sotrsfres one s own needs and occosromlly the needs of others.

Humon reldtlons are vrewed in terms |||<e those of the morket ploce. Elements of fairness,

e ,‘ B . - L

of recnprocrty, “and of equol sharlng are present but they ore olwoys rnterpreted ina -
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':,'- :v unexamuned notuons of what is ma|ority, or good and "ndtt.tral'I behavuor. Behavror is .,

.
4
e

. . - " k i RN Loyt

. . . . a . . . ) S
N

e = 4

physlcal pragmatrc way Reclprocrty is.a matter of "you scratch my back and l'll scratch

-\., : K i . s-';

yours," not of loyalty, gratrtude or |ust|ce. The stage 2 ponnt of view 1s more developed

s . iR ".v Kl :'

‘. ’.r'
.

..

i that rt is aware of a number of other mdwrduals, each havlng othéc pornts of vuew. ' P

3. ; 3 v

Stage 2 reasonlng antlcrpates others vuewpornts and useS' such |ns|ghts in the farmulatron <

~
.-
.

oot - . . R . . .o ) /

po|nt of vnew furst o n".v R ‘ . R

! T

o The conventuonal level (stage 3 and 4) is the level ol" most adolescents and adults
in our socrety and other soC|et|es. The term "conventronal“ means;conformnng to and up- ‘

-r

. ) .;.

1 natron) |ust because these are soc|ety s rules, expectatrons or- conventrons. This rncludes

. ')' .- . s 3

actrvely malntalnrng, supportlng, and- |ust|fy|ng the order, and of |dent|fymg w:th the

persons or group mvolvedrn rt T e "-"", o

N
o d 4u, B v

Stage 3 may be termed the |nterpersonal concordance, orF good boy - nrce grrl" -

v ,‘,r' ,,-"

orrentatron. Good behavror is. that whrch pleases or: helps others and is- approved by them. .

Tl)ere is much conformlty to stereotyprcal |mages.. Stage 3 reasomng is gulded by relatrvely

w

frequently |udged by |ntentron -- "l-le means well" becomes |mportant for the f|rst time,

4 N
h

One earns’ approval by berng l'mce." The stage 3 perspectrve sees thrngs from the pomt

of vrew of shared relahonshlps between two or more rndrvrduals, relatrons of carung, trust,

o re,sp.'ect-,_etc. ',Concern is lackrng fpr soclety as a whole or for its |nst|tut|ons. S

L V£

r . Ot .

Stagé'4 is often referred to as the "law and order" oruentatron._ There is orrentatron o

toward authorqty, flxed rules, and the malntenance of the socral order. Rught bebavvor

i

consusts of dolng one's duty, showrng respect for auHorlty, and ma|nta|n|ng the glven soc|al

holdrng the rules and expectatlons of soclety or authoruty (e ge, one 's famlly, group or .

of a pcnnt of vrew. Unless a deal is made, it.is understood that each wull put h|s oWn

Lt

.
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5 fI_suon must be made and many c0nsrderat|ons may be |mportant in the decision makmg The

A v
-~

order for ‘its own sake. Stage 4 reasonmg clequy reflects the perspectlve of someone takmg\

i . A
- . . . . ,‘ o - >y

‘the pomt of vrew of the socral system or socrety as a"whole. - . U G
s . ~ . Y . ) . ‘.‘-’- - I . C
F. The postconventzanal autonomous, or prmcnp‘led level (stage 5 and 6) is reached by .

.'\. : "' ,‘ c L 'f a k l s - v_ - ‘ . -

\ ‘a mmorlty of adults and usually only after the age of/’ 20 to 25 Those at this level under-‘ 'g'." o

- v ;« \/‘

‘r

' -
) stand and basrcally acceot socuﬁety s rules but th;s a?ceptance and understandmg is based on

~

the pnor formulatron and acceptance of general mol'al prmcuples or values underlying socrety s

N

\wles. When general moral prmcrples come |nto colwflrct w:th SOCIel’y s rules, the postcon-

/

‘»'.‘ '.°‘. IR ; i

U ventronal mdrvrdual |udges by prmcrple. N |
s N Whrle usmg thrs Six stage model the authors of the ICS recogmze and vrew as poten-

7 . "
P 3 | . PN , o .

,tia ly useful current research wh|ch defmes a stage 0, whrch offers subdivisions wrthln stages

r

0-5 and whrch speculates upon a stage ("ratlonal mystlcrsm") beyond stage 6.

Lo . . . s ~

e
‘.4'-‘ X P - o - . -
R

lCS FORMATS

-

Two experrmental formats of the ICS have been prepared and extensively field tested

.

As the term "experlmental" suggests, at is expected that contmumg trlals wull result in

s “ -

further refmement of the ICS The mtended range of use |s prmcrpally with grades 7 to 10,
" ages ll to- l6 Tl’IIS age - grade sequence has been de5|gnated as "Level 2".* This manual
- _us for use in. scormg both formats of the 1CS Le\fel 2 ‘the March l976 {or 0376) Trial Edition.

Both formats present the recder (normally a student) W|th four dllemma stories, in

‘_addition to a sample stéry, each of which embodies a moral -conflict. These stories appear

-

v'."nbelow (pages 20 27 34 4]) Ea‘ch story leaves sameone_wondering what to do.’ A deci-

.t

In eorller versions of l’l’IlS manual mention’ was made of "A senior. level lCS for secondary

4__‘ ,;school and possibly adult populatrons. ‘Early. drafts of this senior level (Level 1) instru-

A 'further mformatlon. ' , 18

t'._ ment.were field tested through 1974-76 Interested parties should contact the author for

fial

-

Lol



“obviate this,probler’n. - L . v,

respondent(to whom we shall also refer o as the student) is not csked to make a dec|s|on but

N B
rather o deo| wrth the possible consrderotlons whrch mlght enter |nto the dec|d|ng processes.. '

"Kohl'.erg's strotegy has been to osk the respondent to make a decrsron, then to say

R

‘why th|s declsron was "rtght " or some variant “of th|s routine. Th|s approach has not been

followed in the ICS as |t was observed fhat "taking a stand," then defending it, tended to '

produce defensive rationalizations. These weré sometimes at a lower level than the

' ' 1

. ) - \ . -
student's actual moral reasoning capacity. Asking for "important. considerations" seems to

\
)

Exoctly whot we mean by "|mportont considerations" will becohnicleorer as the
first ICS format is described. The two formots differ in severol respects beyond their

physicol oppeoronce. The formats suppose some differences in the nature of the ,responden'ts :
- . X . ~ / ": .

‘and the purposes of the test odmi'nistrot_or. But the theoretical basis (development_diism) is

~

o
the same in both i'nstonces.

/
THE OPEN-vENDED FORMAT FORMA = =

!

This form is better suited when one wrshes to estrmote the hrghest stoge of morol
. : ‘ ' €
reasoning which can be evoked from a respondent or when one wants a maximum spread

of scores. It may not suit the somewhat immature or inorticulotepre-teen student, but is
. ’ ! .
recommended where one expécts to find. a high degree of conventional level _re'osoning.

Prevrous attempts have been modi to reploce the c||n|co| |ntervrew method used by

Kohlberg Such have produced either-a paper- ond-penc|| repllcotron or adaptation-of

the interview questions (e.g., the OISE work mentioned eorhe,r) or forced-chorce formats

(e.g., James Rest's Defining Issues Test).. To avoid the problems encountered in the OISE
approach, thrs project First attempted to odopt forced—chorce formats used: with odults to

the circumstances involvedv in working with odolescents.



N v ' .

" But even though thepanels of alternatives from which our youthfu.l respondents

were "forced" to choose "important considerations" was large, some expressed a strong
desire to write in their own considerations. By trial and error a "mixed format" evolved.

The "mix" combines a panel of considerations and also provides an opportunity -
for respondents to express in their own words what they feel or think to be "important

. considerotions'." This came to be termed an "O en-Ended Format" olthou \h, in'}foct, a -
- P | g

reSpondent is not oblrged to c0nstruct any responses whatsoever for the. m0|or|fy of the

e Cg iy

dilemma stories, as shall be shown, below. But first the point must be made that sucha..

J

~ format presents theoretical and practical problems which cannot be said.to be completely

overcome . : . | STT . )

N
o,

‘The most srgnrfrcont of the prochcol problems* is thot fhe consfructed.i responses

oughf |deoly be evaluated by a trained, experrenced scorer, someone. fomrlror wrth devel-

‘.

v

opmenfol psychology in generol and Kohlberg's model in porhculor. The next best situation
is to.provide a deforled scoring manual by whrch a relatively naive person could Ieorn to
score. That ﬁs, more or less, the main pu"rpose of this monu’ol; Thrs olso occounfs bofh

for th.e attention given in the opening pages to Kohlbergis_stoge-sequ'ence model .ond_ for
/ : : T o .

the great detail rovided'infhe\ecfions'on;scorin of\,fhi's format. o . ,
9 P n the gections on scoring o

* A theoretical problem with protflcol |mp||cof|ons is that the respondent who opts for more .
than the minimum amount of "writing in" is not (it could be argued) performung the same _ '
-task as the respondenf who chooses not to construct any more "important considerations"
. than required. There is some indication that the act.of consfructing responses may pro-

. duce lower moral reasoning scores. ' This has prochcol implications for comparing scores
A\ ~ produced under the drfferent ‘possibilities. If the different response modes also produce
A unreliabie scores for-an individual (who alternates betwéen minimum and maximum con-

“struction of responses) there may be even more serious |mp||cohons. Carefully structured
trials are colled for. .
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.'"'“' The ICS open-ended format operates at two levels., For three stories there is the* )

“mrxed formatII |ust descnbed The fourth story offers a more truly open-ended format.

\ »
/ kS

s >The fourth story requrres that the respondent construct "important consrderatnons" in. hls

own words. ‘After producrng whatever he ¢an, the respondent then proceeds wrth the

. . / . .

next steps as wath the other three drlemma stories. It now rema|ns tosee what those steps,
i . B s - ," . Va 5

.or- tasks, consrst of o

A4

* For the first three stones the respondent has three tasks to perform. Frrst he i is

v
/

to rate e|ght g|ven consrderahons accordlng to thelr |mportance- none, some, or great.. ,

(Students are as|<ed to chec|< “none -in response to given c0ns|derahons which they do not:

/

understand ) The panels of g|ven consrderatrons appear below (pages 2] 26 35). Se-

B

; cond he may add one.or two consrderatmns wh|ch he feels are important. F|na||y, he

a
.y

o is to ran|< order what he sees as the fhree most |mportant conslderatrons for each story.

In the fourth story no considerations are g|ven and the student is to construct a panel from
whrch he is to choose the three most |mportant The three considerations chosen by the
respondent for all four stories are-the scorer's f|rst concern and dre the basis for calcula-

, . ' e
/ : A= . . "-?\ e ‘

, A _ R
tions of moral reasomng scores. LR

’ Each of the Q‘fﬁ c0ns|derat|ogs is stated in a manner consrstent wrth the reasonlng
of."one particular stage. The. assumptran is that the respondent w1.|| choose or construct
WA consrderatrons whlch are conslstent with the stages at whrch he is reasomng.. Those consid=.
erat10ns which the respondent dlscards as berng of no |mportance are assumed to be stated
- at elther a.lower or much h|gher stage Ievel than his OWn, or s|mp|y "not understandable.
" o In one story (The Overdose) we have |n|ected two c0ns|derat10ns which are, in-

fact, what test-ma|<ers call. "Kangaroo" ("K") statements. These are "high Soundlng,

-Verbose ,state_ments which, objectively vrewed, are meanlngless. Normally the respOndent

oty
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a sequence or pottern of stotements.

’

. e R . .o e, o P et L .
C o . . GO . . . v .
) . . " . } e e . " S TR . L.
. ' N . . 5 . s . o K o . . S0
S . . -11 = o Nt
. . . , . B — R
g T . .o . : - - L et : - . . *
g N ‘- . . .
.

e

-

wnll rate. the|r lmportonce as "none“ since these ore not understondoble.v

' Lo

PR

These "Kongoroos" are- |nc|uded o5 a check When a student choses both os .

importont all his responses must genelrolly'be vrewed wath s_usplcron. ‘-’There ore at eost

o -
.

three possrble explonotrons os to why o student mrght report these goobledygook statements

: fos'importont. Flrst the flne sounding words moy be ottroctrve. Second he moy think *

‘reosoning style.

B -‘ . , I i

of these os socially oc‘:ceptdble consideroti_ons to which he 'rnust respond so as to gq_rn the T

opprovol of the exoﬁt'iner (stoge3 reosOning).f Finolnly, it may s‘lmpl'y be that thestudent"\- L

t
¢ 1

- is a poor reader ond responded to o hostrly derrved or. folse meonnng . Dependrng on wh

-

the ICS was odmlmstered one might wish to dlscover wh|ch of these poss|b|||t|es obtolns~--

- . 5

or>m|ght |udge the ICS os unre||ob|e for this respondent or mlght conclude thot the | .. 2

° s .
w . .‘lv .

picklng of K stotements was conststent wrth other |nd|cotors of o stoge 3 conformrst morol e

»,,

.
a

Scoring .

2

Fomiliority with the generol,__chorocteti'stfcsfofthe'stog“es will greotly assist in deter-

mining the meoning of responses.
. ’

It is importont to note thot no single stotement, including ony given c'opsrderotron,

e

i |s on unomblguous |nd|cotor of the structure, styl 2, pottern or stoge of morol reosonlng ot

/

, work within’bn individuol. Any single stotement must be cons'i"dered within the context of

’/
I\ /

/‘ . >

oth the stories ond the ponels of- conslderotlons provude the students with vocobulory ..

ond possrbly olso with concepts. Therefore, it is not surpr|s|ng thot sometlmes, in wr|t|ng

,A i N

in their "own" considerations, respondents s|mp|y rewrite given consrderotrons or use word-

ings- whrch have been |ntroduced by the ICS The respondent who lacks good powers of
"o

22
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- "ex'pression"may be aided to make his thoughts or feel'l’ngs‘clearer'.""""Especia',lly if onec'wishes

! Y ¢ -: . : l :

fairly reflect the natureuof' redsoning at each stage for each story. Exariples of ambiguous

~ stage of reasoning this consideration reflects.

to drscover the hlghest stage at whlch the respondent is capable of reasonmg, itis desurable""'

o S S : P

" to. minimize problems surh as weak powers of, expresslon. A danger is that words (and

-

- reasonrng styles) "may be ~put rnto the mouths of respondents whlch are not in the|r mental

“

structur|ng" and hence, an artlfrcrally hrgh score mlght be attarned. L .

Students ma)l also rewrlte given consrderatlons ina. less "elevbted" way slmply be-

cause the‘y don't want to leave the,.sp_ace for -‘addlthnal conslderatlons empty. We accept

~

" that there will b,e;rewordings-‘for such purposes and we don't di-scard:'such considerations on
purp '

-

: these grounds. Rather, we |nterpret a re-write of a given consuderatron at the same stage

> :

as a possnble confrrmatmn of the student s stage of reasonlng. Therefore, such conslderat|ons

~ L~
I ‘\'

‘are taken at face and scored as if they were "orngmal" utterances. e

. This 'manual reproduces man obviousl not all possible considerations which stu- .
: _ prod y y not ali p

dents have typically c‘onstruct'ed in response to-each of the four ICS stories. Many utterances

2
and unscorable utterances are also provided.  An understanding of the Kohlberg model is

important in interpreting the’ considerations a student constructs and, in turn, in assigning
the gppropriate ‘stage designation to each consideration. ‘
o {

- Each ICS story is presented in th|s manual and, for the first three stor|es, the panels
l .

of given consrderatlons is shown. To the left of each given consrderatron is |nd|cated the

g.
>

-~

T

Scorers may note that a respondent's stage of reasoning may vary within a story

and among stdries. There seems to be evidence that people progress gradually from one

stage of moral regsoning to another. It may also be that the progress occurs, at least in

RS JEN
¥

some circumstances, only one moral issue at a time. In the’ June 1975 draft edition, of

4

23



" - Kohlberg's Moral Stage Scoring Monuol, it is ex'pldined that:

“A given issue is the polnt of entry to a given stdge. ; Reosomng
‘at a higher stage first appears with regard to a portrculdr issue,
‘then generalizes or 'spreads’ to other |ssues,'I (p. 94, Part 1),

T
.

Amblguous Conslderotlons Defined

Amblguous conslderdtrons reflect redsonrng whrch contains elements of two stages.

- An omblguous conslderdtron moy often pe clornfred bv lookrng first at (a) the other con-

S kS

e

'srderotrons chosen in that portrculor story, then, |f the ambiguity is not resolved lookrng
i T

at (b) the general pattern of responses (the rdtrng ond ronklng of given and’ constructed

considerations) throughout the ICS. B}
A clear example of on.dmbiguous consideration can be seen with!"CIds!"'Sole,'" p.34 -

'ihe student wrote,rl_ "Whether the teacher would mind if thev change the dg‘reernent'."‘..We

call this "ambiguous stage 2-3." One concern seems to be for the dpprovdll of‘.the"duthority

tigure (the teocher) . '\I"his is consistent fwith the social perspective of stagez‘v3 reasoning:‘.

. However, it is also possible to interpret this concern as prec_onVentiondl, stage 2 reosoning .

To do something which the teacher does mind-is not ||l<e|y to satisfy one's needs, ond may

\

in fdct resu|t in negotlve physical (as drstrnct from psychologicol or social) consequences.
| In trying to assign a stage score to such dmblguous ».\con51derot|ons, we use a method .
vvhich we call "context sc“i:?ring.'l We study the student's ornbiguous utterance in the con-
: text of his ratings of all other. cons.iderdtions for that story. If he hos written in dnother |
- consi.derdtion, ‘it (as-well dshis responses to the givlen considerations) is examined. We look
: at the stdge(s) of the consnderotlcns ronked first, second third. We look to see wh|ch, |f
.ony, consuderdtrons hdvé been rated as” "none in terms of |mportonce ond which considera-

“

tions have been rated as "great."

24
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Suppose that a student s written c0nsrderat|on, which he has ranked as most |mpor- _

\ :
tant, is an amblguous utterance, possrbly a stage 2 or possibly a stage 3 style of reasonrng.

h' If the student’ has ranked two stage 3 considerations and given low ratings to stage 2 con-
L e . - N . \ . - . ‘ .
. siderations, then there is a very good-case for scoring the\ambiguou\s item as stage 3.

Similarly, if two stage 2 considerations have been ranked as important, then the ambiguous . -

' - -

‘consideration may. be scored as yet another case of stage 2 reasoning.

If4it is not possible to determine an affiliation with either stage 2 or 3 in this way,
W ¢ £.0f

then ~the/student's reSponses to the other stories proVid\es.another.context to explore. Per--e -
haps a very clear preference for stage 20r3 reasonrng may be found. But since the moral
N\

issues vary from story to story, dlfferent levels: of reasonrrfg are often e||c|ted When thrs Y

is the case, the ambiguity cannot be resolved., Therefore, the consideration | ,rs left as

" . - . RN . )
¢ - . . . - v . N . P

~ "ambiguous stage 2-3". and is not used in the calculation of the_'stude'nt's‘-Mordl Reasoning: ~

‘Score (MRS), as described later in this manual.. r
RIS \‘- e ' \\\. N .
'.Another ambiguols consideration, contuining elements of both stage-3 a‘nd stage 5,
was. found durrng early trrals in responsd to the "Rock Concert" story The student wrote,

)

"Whether a- daughter\has the right to dlsobey her mother." If. ‘the student had wrltten in.

or chosen stage 4 or d considerations eIsewhere in the survey this mrght provrde suff|c|ent

)

reason to score this ambrguous consrderatlon as stage 5. If such higher stag’e reasoning does

not appear elseyh'ere, it should be scored as stage 3 since it reflects a conventional thrnker__s_
¢oncern with social relationships. = ' _ )

As a rule, it is preferable to l€ave a consideration as "ambiguous" than to assign d
stage score when there is a big element of doubt. "Big"-is q subjective assessment which
. Ay :
wrll probably depend on the experrence of the scorer.

| 2 5 ) . : 4
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" Unscorable Considerations Defined °
There are tw,d types of unscorable considerations.‘

Sometrmes a student, in wrltmg a consrderatnon, does not provnde enough lnforma-

e 2

_ tion for stage assignment. For example, in-respbns;'_'.;t.o,'-_"_"l'.he'Overdose, " the student m'ay

- write "Whether it is justified for the docto to give the.overdose." This may suggest_‘-whqt..',‘ﬁ

“ithe ,student feels should be.done‘_but gives no clue as to his. moral '_rea'soning Considera#'~ -

I . . 1w,

. trons such as th|s do not duscrrmmate between stages and may be glven as oftEn at one stage T

: ‘ds'-'“another. Two-more e'xample's»illustrate this”point\,- (l) “Whether Jean would be domg

more harm than good by lettrng Sue copy, '(Teammates), (2) "Whether the students would \\

spend the money WIsely if the orrgrnal agreement were kept " (Class Sale¥

Other unscorable- consrderatrons are those whlch re-state the facts of the story, or/../"”T

~ state the|r perceptlon of the o.rlemma or |ust give a solutron to the drlemtna. The followrng

[

~are'two examples whrch were made in response. to "Overdose (]) “Whether the doctor

shouldn't' do_it." (2) “Wnether or not the doctor should glve hlm the overdose.

o

Some’ Spec|a|-~Cases s

It sométimes: happens that a student rates the various considerations but does not

rank them Perhaps he has forgotten this part of .the task, or had rntended to return to this S

. . )

|ob but ran out of t|me. Sometr)nes a students ranl<s the consrderatlons but rafes onIy one
- V':orit'Wo. O'ccasionally. a sfudent ranks one consideration as " most important, " "second most .

-".';“rrrtplortant, " and "third: most i:mportant." And, not uncommonly, a student may paraphrase a

‘-‘gﬂ;‘given consideration and rank both the original and paraphrased consideration.

T

What is to be done in these or other cases that do not conform to the "standard"

pattern of responding to the survey? As mentioned earlier in this section, when a student

‘rewords a given consideration ‘and ranks the resultant paraphrase, it is assumed that the
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L. sfudenl,js felling somefhing aboul his 'sfage of moral;t‘easoninhg. His data are'-qc‘gepf_‘ed‘ v

_at face value, unless there are overr|d|ng conslderahons.

L

S|m|lar|y, when a student purposely ranks one conslderanon as flrsf second and

third most. |mporfanf we have to assume fhat he is plumprng for fhe only conslderanon he _
,_.-A«:::_' el LW - N ) f o S v e _‘-‘§

l :
thmks worth rankrng. In such cases each, hme “fhe same conslderanon is; rc{ted, .r i .

freated as if there were mulhple conslderanons, each at the same. sfage. The rule-ol:-* N

o thumb is "Where fhe sfudenf s intent seems clear, give fhe apparently mfended welghl to.
- .r' C ] o , e R ('4. )
the student's resporises.” -~ e Y- < N ) _:,_*'.' CHE e

ae K .
r x_.l,‘

L i bt is less clear about whar to do when dafa are mcomple_te as, for example, when

7 -
‘ . A !I . s
@ % R -

the student has rafed the conslderafmns buf not ranked the three mosf |mporfanf Where ' o

- 2 ~

one or two are ranked, it is. suggesfed that fhe scorer use only ‘what fhe sfudenf has,glven. A

-

.j . ._r__ . X ,g

Fa|lure to give a third (or possrbly also a second) "mosf |mporfant consrderaflon clearly L

i
i \:‘

' suggesfs fhaf fhe sfudent knew whaf to do, but found dlfflculfy, erfher in. decldmg pnorme

T A ) ~’_l ‘:
IR R L . ® kb. T
ot in frndlng enoug‘h "rmportanf" consrderahons. : A .-
: ST T e e

Where no consrderahons have been ranked for one sfory only, we have expenmented

>»° i
W e . P 4 ,2.~

by checkrng fhe ratings to see: whefher oneor two or. three consrderahons have been rafed

.". 4

-s:l

F * i

as of greanmparfance and Where l’l’IIS is so, freanng fhem as |f fhey had been the ranked -~

a -

' s

| rfems. Th|s has usually, buf not |nvar|ably, yrelded stage scores consrstent wrfh the stur R

§

denf's scores in ofher storles. Thrs SUggesfs that llttle is to be galned or lost when dealmg
- e . B

_ Wll’l'l a group of students. Buf for-any mdwrdual on any single sfory thrs is. not alwdys fhe ’: )

Lt

. case. Where val|d and rel|able mdrvrdualscores are wanfed fhrs process of |nference ‘can- :

not be recommended ‘even for one story. lf is recommended thaf wherever posslble sfu"‘-

\;;'v

dents be asked to return to complete the exerclsé Subsequenf edmons of lCS wrll alert,’

Y

-administrafors and fhose doing fhe surVey fo_.give atfenhon to complehng the rank|ng task 3
Ce S : : o . . < R
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‘ .?.A.- _-b‘: . N .:.- A i’(: r:"" :‘:"-‘.i : ‘v. - '...‘ . B s , | ‘-‘A;_;»‘r.". ‘. .l
: - SR ‘Caleulating a’Méral Reasoning Scote (MRS) for FORMGA: -+
» o _Wh'en a|| ther cons:iderat"ions wh\ich;the student has ranked 'ha'v‘fe hee’n.assig:ned-.a_

L W §
,\r_(-‘\ . PRI . ~ .

stage, the next tdsk s’ ‘to catculate a composlte score. The ta||y|ng is actually dOne on

*J.
,. ot

‘the form Whlch is pr|nted on the *front of the ICS The Moral Reasomng Score (MRS) is

-‘\( “

‘I

calculated on. the basrs of the three cons|derat|ons whlch the student |udges to. be most '

£ o
oy -
~". K '3‘.'-:." N N - ¢ .

L

'rmportan) for each story ‘*Ambi’guous (A), Unscorable (U), and Kangaroo (K) consrdera-

. “tions wfnch cannot be asslgned a stage, are recorded on the ta||y sheet (a specimen is

r"'\'. )

:, shown oln the next page) but” are not |nc|uded fin the calculatron of the MRS . o
- | The speclmen tally sheet shows th%scorrng procedure used wrth the lCS of a grade

7 student who, in, resPonse to Teommates (Story 1) ranked cOnsrderatlons #l (stage 2), #2
[ PR _
'(stage ]) and #7 (stage 2),’ For. Overdose (Story II) the cons:deratlons ranked were #3

\ ;;-..-, .) . :A - 4 .

(Kangqfoo), #6 (stage 1) and cmrunscorable student-constructed consrderatron. For Class

. e
s

") — v
Sale (Story III) conS|derat|0ns'#] (stage 2), #2 (stage 3) and #7 (stage 2) were ranked

L -
InireSponse to; Rock Concert (Story IV) the student constructed and ranked two stage 3

K i i ¢
- -

S & - . e

: consrderatrons.and one at.;‘stoge'-2; S

T

\
a B

o C e
R [

. In Co(umn "A" of the tally sheet,, enter the sum of conslderatrons chosen at each
..“ ., - . ; ‘.

~ 'specﬁio’stage. T.ot'al Colurhn"'.ﬂi-" and,enter this total at the\ foot of the column. On the

. LY
iy A . -

A specrmen tallyc sheet the total is ]0 _ o

. ’
~ ,b; \

Next multlply the sum o(the consuderatrons chosen at each stage, by that stage.

. ;ﬁ » “

Enter each product i Column "B". On the specimen tally sheet, 2 considerations are °

L . -

stag'e'_'l , so "2"‘.(2 X'-l) is entéred in Column "B". Similarly 5 are'stage 2, so "o

B {2) is entered and 3 are stage 3 and "9" (3 x 3) is entered.

N

e

'I_'otal, Column "B" and enter this total at the foot of the column.

-:."‘7._' e - ‘ | : 28
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F|nally, dwrde the total of Column “B“ b’ the total ‘of Column "A“ an

A
.

. ' ,‘ .

multlply by 100 The result (rounded |f necessary) |s the student s Mora- Reasonlng

Score. On the specrmen the MRS is “210“ '(:2.1 10 x 100) “""‘

T If for. further analysrs of reportrng, X3 dlstrlbutlon of sta'r aésrgnments is reqmr‘ed

o L osa percentage, a column "PC“ |s provnded Two of the ten assrgnments are stage 1

RS

s (20%), flve are stage 2(50%) and three are stage 3 (30%) Thrs, b :';..-:_e way, |.s not an

.‘._,unusual dlstrlbutlon for a grade 7 student and could be mterpreted narratively somethlng )

R “This’ student i prmcrpally reasonrng at stage 2 (rnstrumental

relatrvrsm) with stage 3, (conformrst) reasonlng the minor. stage _
belng shown when' distributive justice’and famlly relatloﬁshlps B
‘ - (Storles III and IV)\are concerned A resndue of stage l rea- ;

a : somng is m evrdence. PR frre _— . X ¥
. oA sPECIMEN MﬁS Tally Sheet Level 2, FORMA i
i ;‘ B ; LT 5 ; — . .
R LR T B A T CHTT) 20 N I S I EOOR
At AL RTH 2 V2 R I - S - AR 7 |
o e patle| 9l se |
R 5 4. ' PSR s
..p“ .‘ ‘ . ‘s 7‘5 .“:_ -'. : "‘
\ ‘. it ‘ - ' ".. (A) (B) y :
y K} 7o e 2 S0 ||
TR B TS A —® .
SO 5 AN MRS = Tg) X 100
S - } A : K : SRS
R AT R e WX 2
e Do T e T - TS c
: § 4 v ' : ' - 1 ' . ' B ? .'-:" -

e
B .-
g
I3
— el




(38

the stage score for each of the grven conslderahons.. For the fourth story, whrch hos no f

R A
‘.“\ : /

gwen consrderohons, the formot for tne "recephon" of student-gonstructed conslderohons L 2
,.’.f:; L. T T ' . -“a RS Dl ":; .:".l' / : 3 ‘i'(l
‘:fw;fi‘ Followmg each story (ond rts "recephon formot") ore examples of "consrderahons '

lrsfed by stoge, from stage 1 through stage 5 Exomples of amb'guous dnd unsdorable con-'z

," T

srderohons follow fhereofter. o L ‘ '._f.

Yy .

Thrs story-by-story scormg gurde connot cover every possqble response generofed by

. royy
"~‘{~‘. )'

i
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_ Sue cnd Jecn cre clcssmc’(es cnd bofh are’ also sfqrs on. thelr
school's %lleybc” team: The chcmplonshlp gcme is, fo be plcyed

;o

",_, B . K

On Mondcy thexr teccher remmded them fhcf fhe end—of—ferm

‘ ‘Amcf’nemchcs test would: be held on- Wednesdcy cnd resqltk glven ‘on
- Thursdcy LIS

,,’.' .. ,,h PR [ .
s ' o~ -

Later Sue scud fo Jean, Remember rl wos® uwcy cll lcsf week""

I'm so far behind I“ll probcbly«,fcll ‘the test.and.then they'Il'put me*
“off the team. You're reclly good ifi matki-and you sit beside me’in’
clcss.,_ If you keep your pcpeffclpse to the edge of the’ desk,, 1 ¢an. O
.-see enough cnswers to: pcss,_ M probobly only need to copy fwo or:_‘ )
three qnswers. v S S :
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“"How. much i}hvpo'rf‘dnce do' Y QU think should be given to fh.e,,'f"ol'l'ow'ing considerations?

e T i CONSIDERATIONS ©C ¢ % INPORTANCE
ST T T T NONE SOME GREAT

a

-«

T

ERS _'_.Whefher Sue]ond Jeon"orev‘;\close"friehds' R ,»’:‘f . R RN

‘2 Whefher Jeon mlghf be coughf ond glven a folhng e R P
o mork for |emng Sue copy R Lo U N

s oo o

“

' 3 3 Whether lf wos fcnr of ?he feocherL to moke Sue foke

' fhe *est. so soon ofter ‘a long obsence, "_ e S .

[

'7_ Whefher ony reol good could come fo the school |f
_'.icopynng ‘on” exams WOS prochSed s

]

5. 5 Whefher it would go ogomsf the rlghfs of ofher ‘ Y
sfudenfs fo.let Sue copy ., ‘ T :

! “6. Whefher Jeon could be dropped from fhe team |f
: she was coughf Iefhng Sue copy '
T 2 7. Whefher Su° hod ever helped Jean in a 51m||or :
L ' sﬂuohon :
£ - .

i :

3 8. Whefher Sue cou|d get exfro help ond leor') enough ol ..'[ :
Lo math to pass :

. “Whether

4
b N
~[10.  Whether . - o s e R S ¢
\ . B - ) ’
. . R iy '
7 .
. . P . . . [
From fhe decxsuons you hove [usf mode "selecf the =~ 7. ‘ ' i
ot o L. "_ S N\osf lmporfqnf con5|derohoh
- R e L ! oA T, 2.’“ 1

LT LT s L Thlrd nposf |mpcrfont cons;derohon

[ L e o

ST e T Second mosf |mportonr consnderohon T
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. ! _ 5Stor); “l -- Tearnmates: Examples of Consideratjons
j R _ ﬁ.t‘

e Stagel

B 1) "Whether Jean mrght be caught and glven a farllng mark for |ett|ng Sue copy
' (IC_S consideration #,2) . Var|ants' — "Whether Je,c;\ would get caught and fall

o I too "Whether Jean and Sue cduld get away with it." o W

"z

e (2) : "Whether Jean could be dropped from the team lf she was caught |ett|ng Sue

' G ’copy" (ICS conslderatmn #6) Varlant "Whether they yvould..both be off,thej

. . -Jteam. . o " - |

; - (3) . A"Whether Jean wodld be c‘aught”and her. mother (ta.ther) would -punishher." s

' . (4)V "Whether other studer\ts mrght te|| on them." Varrant- "Whether otherastu-

: : E dents had ever been caught and tht was fhelll' PUnrshment. 't";-.t:-" .

¢ - Stage 1 thmklng shows a concern lfor, |; n.ot a preaccupatrOn wrth the avord- |

: Lt e - ' ‘ ' L
L ‘S‘tage 2

',—"v".d . P

. ’_ | (}) : '.'i-"Whether Sue and Jean are close frrends" (|CS C°“5'der°“°" #])

- -

o (2) . "Whether Sue had helped Jean with other school work in the past" (ICS consrd-

| g 2'.‘-_;.3 .;.'eration #7). Variant: “"Whether if the tables were turned, Sue would let Jean
t i ‘ (3)'\-'?._“; "Whether jean would ’Iosev'fr"iends by letting Sue copy."

5 | (4) "Whether the team needed Suev.so much that Jean felt she should let her copy.;"

':-' _ ” ,‘ _> S - \}ariants.: "“Whether being on the volleyball team |s wdrth cheating for"; |

; ."Whether- the-game meaht a Iatlto Jean.‘" |

(5). "Whether the game is more |mportant than math "




(8) "Whelher Sue would not be Jean s frlend any more if she drdn t help ‘her cheat 1

. -:-

- EEN . A
S _ :

(6) " "Whether not coeperdting wald prevent ‘Sue from cheating." Variant: * -

"Whether Sue cheats often needs to be stopped "

7 R "Whether Sue is- thlnkrng of Jean and the team or only of herself "

A La
§

Varra‘nt:. "Whether Jean has the courage to: rrsk |osrng a friend.,"

The needs and desires of both.Sue and Jean are of considerable irnpcrtance-td~

\/Jean s decrsron, in the eyes of stage 2 reasomng. The pePspechve is lrmrted to that of :

L3N

LA

these |nd|V|dua|s, one at a hme or recrprocally Cc»ncerns tend to be physlcal and tan-

grble, but may include a desire to avord psychologrcally parnful sltuahons. Some concern -

-

“to deter cheating by Sue in order to 'protect her‘ own general interesis‘may be shown by.

Jean.
| .Stage'3‘h |
M) "Whether/lrwas fair of the‘teacher to make Sue take the test so soon after a long
absence“ (IS consideration #3).
(2) "“"Whethe‘r SrJe eoeld geti extra help and learn nenough 'rnath to pass'.' .(ICS censider'-
ation #8). .
(3) "Whether it is righr for dnyone to cheat no matter what the cir\cumstc‘:.nces\. "
Variant: "Whether it is the right thing to do"'; 'fWhether cheating is _unfair to
those who were also c;way." (Cf this latter with ICS consideration #5, a stage 5
orienfation’.) | _ 7 |
| (4) "Whether it is prOper to help c;n_yone who is being tested ©on his/her ability.”
“(5) "Whether Jean saw this as helping someone who had been unfairly treated
(or who ‘needed heln) rather than cheating." B o

_ Stage 3 thinking is often marked by a definite reluctance tocondone cheating

34

FEEEEN



-2 -

[N

-

and an eagerness to look for other eexplanations of behavior (as in 5, above) or to

suggest possible sooially-acceptable alternatives. The following examples illustrate this
point. ‘
(6) ' "Whether Sue could get extra instruction from Jean before the test" (a variant

- e N

'of ICS consrderatlon #8)., _ .
N 7 . "Whether Sue could pass without cheatrng by * crammrng .

Social standards such as fairness and honesty are often evoked in stage 3

:‘reasoning. . ' o .
Stage‘4

() "Whether any rea‘t'_good could come to the school if copying on exams was

practised" (ICS consideration #'4) .

/

Grade 7 to 10 students rarely construct.stage 4 responses. Stage 4 considerations
would deal with the issue of doing one's duty so as to maintain socrety (m th|s case, the
socnal structure would be the school) The respondent rnight show a strong identification
wrth social expectations and rules and might refer to the need to actrvely support achieve-

ment of good acadernic standards before a student were permitted t6 participate on

v school teams .
Stage 5
)] "Whether it would go aga.,ins't the rights lof othér students to let Sue cooy,“ ’
"\ (1CS c0nsiderat'ron #5). Note how the orientation differs from example 3 of the
stage 3'considerations. |
Stage 5 consrderatrons are rarely generated by adolescents. However, a num-
. ber will select this conslderatron, some perhaps cueing on the word ' rrghts. ' Stage 5

.reasoning is concerned}wth general |nd|vrdua| rights and standards whlch have been

. ] . . R
b !

QO ’ . /
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cri-tically examined and agreed upon by society as a whole ora particular segment, such
as a school commumty An agreed-upon “rtght“ is a drfferent matter From what is a
- . ( S = -
"right" action as loosely deflned by convention (and: uncr|t|ca||y |nterna||zed as one ma-

/v I

tures away From a preconventional reasonrng structure) From more adu|t respondents it

i ?may by hypo?hesized How any-adolescent enter,ing,a postconventional stage would reason.-

He may see Jean's own opinion on the morality |pvo|ved in Iett|ng Sue copy as |mportant
only as Iong as it refers to community standards/ The possrblllty of getting rules changed

so that Sue would not be put off the team if sh/é fails the test might be mentloned.
i : . / o .
o - \ \
Ambiguous. Cons-ideration\s"
b \

(l) " - "Whether Jean shoula take the cha ce to Iet Sue cop her. " Vartant “Wnether
o i A &

it was w0rth the rlsk" (Amblguous stage 1or 2) A case mlght b made that these

7

are restatements of the d||emma,/hence unscorable. “However, studdnts do not

o ‘ "see |t thls way and give either stage 1or stage 2 ratlonalr 'atnons for such utterances._
. . V.

Ambu_g_;ugus,;lage/ : |

‘ (2) © " "Whether Jean .and Sue were willing to suffer the c0nsequences"

- 1-or 2) If as is usually the case, a sense of "|mmanent |ust|ce (the.-deed is

B wrong because it is. gomg to' be punlshed) pl'eVOIIS, then ‘this.is a stage 1 utterance.

But |t sometimes reIates to potent|a| d|srupt|on of the Sue = Jean relahonshlp, as
s . L
in several of the stage,Q éxamples given.

(3) . "Whether her conscience agreed" (Ambiguous stage 2 or 3). Compare. this with

the stage 3 considération for "The Overdose" dilemma, "Whether if he killed i

2 SN
)

him it would be on his conscience for the rest of his life." In the present example

there is no clear inferencg that an act which is socially condemned is contemplated.

(4) "Whether Sue considered that thisact is unfair to everyone." (Ambiguous stage .

l o : ' B
' (VA . ) .

L



S 1 ‘3or 5) There is |ust not enough to determme the stage. The word "fair" enters

L

children's vocobulary by age 3 so is little gunde to the Ievel of reasomng.
" [ . !
\ Fro%‘\ what is glven, we cannot know the basns of “Sue considered, " whether thls
- \ .

?{leans cnhcal analysus or only an mternalnzahon of convenhon.

iThe ambiguous utterances mix conventional reosonmg (nohons of whct is good

- ‘u‘ _,..,'

-

nght, |ust,\5natura| proper, fair, etc.) and either (i) preconvenhoncl c0ncern ) with mdnvnd- ‘

ual sahsfccteon or need fulfnllment or more rarely (ii) w:th emergnngmtcmVentlon

. "\ e o el
notions of prmcnples such as. |ushce or individual nghts e T }

\ l . e - i ..—. .._":.'::.,-""'"" o L JRXY

“.‘/’ Unscorabfe Consnderahons , ¢ _,.;_‘ e ‘ SRR

1) ' "Whether it would do any good" to cheat.“.. "Good “‘llke "fcur creeps mto . e

e - . B v,v«t -', . l

vocabulanes at any early age and is no c,lear |ndncahon of moral reasomng srructure.

EA

(2 "Whether §ue would only c0py ‘one or two onswers. Loqkmg For more dato or a - i
- \ ) - . . :
WQy to soften or resolve the dtlemma by speculutmg "what i .. ,s common but

R

- not excluswe to stage 3 reosomng L e eoomi L T

‘ (3)_. - _"Whether Sue cheats constantly on tests. " See '(2)' abc_wecndnpfedlfferencefrom

Cexample 6, stage2. o

(4) . "Whether Sue would have done well had she not-Been absent." Again, a desig_'e_.'-v.ﬁ

to clarify or manipulate situational variables seems to be’in evidence. -

#

ar 7




.
-
3
i
.
.
«
‘
)
3
‘
:
.
)
4
3 v g
. a
. "
.

ERIC

Aruitoxt provided by Eic:

LT

Sfo-ry‘_ll" o
: THE OVERDOSE < .7 ",

; An elderly man was slow[y dymg of a very pamful
diseose. for;which there.seemed fo be no cure.. The:man's

_.$on was a docrOr gihd he gave his’ father as:farge a dose of -

E pom-knller as was safe: At last even a dose that great
‘could not ease the terrible’ agony.’ " The man begged for a-
deadly overdose of the pam—klllmg drug to put hlm ouf
of his suffermg. ,
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THE OVERDOSE

)

U W

CONSIDERATIONS -

How much importonce' do YOU think should be given to the following c.';or_rside;ofions?.

" IMPORTANCE

NONE SOME GREAT

1.

Wherher the family is in fovour of: glvmg the
overdose

_ Whefhec-fhe doctor is bound by the same law as

- everyone else and must not kill people

,

- Whether God and the law would be in conflict if
v"society kept olive.by force those who want” to-die -

1

Whether oll elderly ond nlltpersons would be
endcmgered |f so ‘efy perml_Hed 5uch ochons

:,.Whether the overdose :'ould be mode to Look hke

an occndent‘ or S‘UlClde

hls fofher s deofh

Whether the doctor mlgLf be pumshed for cousmg

.

7. .

, Whether the nghf to dle ovérrldes the me’dlcol
oblngohon to socnety s behovuor Y

8.
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5

Story Il -- The Overdose: Examples of Considerations

Stage]‘ - :

o "Whether the doctor mrght be punrshed for causing hrs father's death" (ICS

1

_f,c0ns|derat|0n #6) Variants- W||| stress (or ataf‘ast clearly mfer) that the apt

is wrong because it wrll be punrshed e.g., “Whether the doctor reallzed 3

he would mevrtabiy be punnshed " Partlcular punrshments may be suggested

_ ":,l(|a|l foss of lrcence, civil actlons,' revenge," etc.)

Q) _I"Whether the doctor can dlsobey h|s father hls father can tell him what to

. . . P

: 'dh " Varrant “Whether the dyrng man's wife agrees: sth's the doctor's '

mother dnd he has to obey her.",

. Virtually‘ all stage 1 reasoning on ‘this issue of "ilife“ revolves about inevitable ]

i

pun|shment (or prospects for avondrng it) or absolute deference to an authorrty, such as

-

" the power of parents over children or God over all men, The merely prudential considera-
“.. tion of the poSerble consequences of endnng a life does not in itself necessarily reflect a
. stage 1 moral reasonrng structure. It is thie definition of terminating a lrfe as wrong"

because it is punrshed that distinguishes - the’preconyentional mode of thought. Some invoke _

"Thou shalt not kill" as an absolute authorrty. .

. Stage 2 "
- (1) . "W'wether the overdose could be made to Iook lrke an accrdent or suicide" (ICS
c0nsideration #5). Variant': "Whether there is a better way of killing himto
-.end his pain, and-cover’rng up."
. :"YVhether the son shauldrun the risks because of his father's wishes." B,

. b
[ . !

Vo v . . :.' - . e
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o

“Whether the doctor should guve the overdose becouso of hus fother $ greot poknw )

. -3 e . ,.. ' -.-

""f"‘,:" il _"

L) “Whether the overdose onId octuolly klll or u.:st’j:ut him in more pom.

-l

, , Varront *'Whether the overdose woujd moke somethmg eISe worse ond hurt even
o _.<-‘f>' ,
’ X Bt where, srnce he would dle 'soon. onywoy. ‘_ -{«:;; 4 ‘ o
ST N . . A AN SR :
"""'"_ | Stage 2 conslderotmns reflect the reosonmg thot rrght actron is thot whrch meets
s :' v'your needs and occ’osronolly the needs of others\ too Such reosonmg =os .applred to the p.re-r}_‘
‘ = sent genre of drli‘mno |s stoted we|| in Porter ond Tavlor How fo Assess the Morol. Reosonrng
f * of Students (1972) R ,. | )
) “A humon life .’ls voluoble when'\r‘t sotrsfles the needs |
of |ts. possessor. In thls cose: it rsroghfe of poln, o L ‘
W|thout sotlsfoctron, ‘ond so Lf .'s. not volued The de-
L . Xcision os to.whether‘to (overdo_se) is up to the (dying ‘_ S
patient)." p."25._ _ . o 7 |
| '(ﬁ/'Whether the fomrly is in favour of grvrng the overdose" (ICS consrderotron "l)
- ’":v_ - Vorlonts "Whether the doctor. got consent from (fomrly, the courts, other do'tors)
“ * . . ond everyone ogreed thls wos nght to do." Note that this is ne|ther the sane; \
“ \."‘ thrng as unquestronrng deference to outhonty (stage l) nor is it the stoge 5 soc;o-‘"
* legal consensus approach . o .v A..F‘.’ e |
. ‘('2-). "Whether the doctor is bound by the same law as everyone else. ond must not k|||
‘ ' " . people" (ICS considerotion #2). Variant: "Whether it WOold b'e legal ." ) ‘
o ] | 41 | .
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(3) ""VIVhé_tT'ier it is the doctor's responsibility to end the ~man's-pain.:' (Compore this
- - o ' - . . X
with "Whether the.doctor hod any.legol authority to kill him" and "Whether
the doctor thinks he has the right to take away-the'_mon's life, " both also stoge

.3 reasoning but with different emphdses -~ duty, law, righf);

4) "Whether a cure Could be found in the rear future." Vari ts:. "Whether the

father might chonge hls mmd or be talked out of suncnde 'Wht;.ther it is""I_OO%. )

T

certam that the old man would soon die."

v ) ¥
.

I(5) "\’-,'he.the_'r',,lf.,}le killed him it woyld be on his conscience for life." Neote thot

here it is inferred that ‘killing is wrong., but in eéxample 3 of the ombiguous qoﬁ- R
;idera‘tions for the Teamriate story there is no cleor inference.
(6) "Whether |} is wrong for a doctor to kill a patient he is supposed to be helpmg' "

.

. D "Whethér the doctor s other patients (colleugues, etc. ) would thmk terrlbly of

him."\ ’ ’ ' ’ .. ' et

&
(8)  "Whether the doctor is compassionate toward his father's agony."
Stage 3.redsoning cb"mprehehds ‘that the issue of human |ffe is of great irfiportdnce.

It recogmzes thot socnety hos a strong interest in the motter. Stoge 3 reasomng views taking"

a ||fe as "wrong" by social deflmhon and yet is oble to sympathlze with the agony of the
dymg mon -(ond, in most" coses, wnh the agony of the son) Respcmses may focus on the
possnblhty of a cure being found or of other chonged circumstances that would obvnote

"« the exﬁ‘emely difficult morol dilemma. Occos'lonally Biblical citations may be given (not

'R

as an absolute'injunction os in stage 1 reasoning) as an indicator of how "right" action is
. 2 . .

socially defined.
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) Stage 4 B R B

: “:y}f : - “ ;.;',".‘,- C .

:"Whether all elderly and ||| persons would be endangered | |f socrety permnffed a3 ' '
- ’vﬁb" i " 4 3 I

-such achons" (ICS consrderahon #4). Variant: "Whether mercy krllmg isa® ,

hd —

‘G -
greoter threat to society then is |ushf|ed by relief from palnfuf ter,g'mnal |||ness. !
- r_-" /

(2) "Whether by vrolahng his sacred ooth to preserve ||fe the doctor Gyhdermmes Wl

3

society's efforts to make better ||ves for all " ,' ' .-,‘%‘ ’ e

g L 4

1{‘1'

Stage 4 consrderahons show concern for the. maintenance of social order ' for
/ ~

'domg one's duty for the sake of society, and for conforming to Iaws, rules, oaths, agree'- '

ments, etc., which hold society together in a harmonious and constructive, if imperfect,

way .
Stage 5 _

(M "Whether one canever iustify ending a.ny. human life" (ICS consideration #8).

Variant: "Whether helping end a life is ever a responsible act of cooperation."”

Stage 5 reasoning may be legalistic, but it takes into great account concepts

such as the sanctity of life and soci'ety:s need to sustain the life of.all its members.

¢ -
e

" K Statements .l | o
m "Whether God and the law would be in conflict if society kept alive by force.

those who want to die" (ICS consideration £3).
(2)  “"Whether the right to die overrides the medical oblfgafion to society's behavior"

(ICS consideration £7). i

¢

The human mind, with its wonderful complexity, strives to bring order out of
chaos. Try as they might, most minds can't find much sense in these doubletalk utterances.

Some seem to cue on "God" or "law" or “society" or "right," however. See pages 10-11

~.-.on, *Kangaroo (K)" statements.

13
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Ambrguous Consrderatlons , / _":"; e

\ Ce ‘ » - ¥ . - -_;'-

"Wnether the tather has any ~right (was falr) in askmg hls son to break the taw

o W S

(Whlle thfs appedrs td be‘stage 3; stage 2ra onahzatlons have befn grven in =

, . r s B / . :_-~ L | ) "‘5 .
support of\ such utterdnces ) o / ' T -
v f h ' ST ‘ ‘.-. K ' : BN .‘?,"
(3) "'.."Whether the fathe‘ has any’ consrderatlon for- hls son fo ask: hrm ttli break the law.

" (As m'example 2 whlch this closely resembles, elther stage 3 or stage 2 perspectlves

can  be founé in support of thls genre of consrderatron. - What is | ckmg lS a- clear

K
L
b

stage 3 social perspectlve in students who would glve s0ch responses. o
S A B
N ‘n' . S

Unscorable Conslderatrons

(1) "Whether the docto'r_-eeulld give enough morphine to kill the pa.irf}_;"'?v'(Exem'p:le of

attempt to re-model the story facts without indicating ‘any clearj moral sfance.)
(2)  "Whether the man would kill himself some other way" (spéculation beyond the
. o i .‘r' L I . .

story data).

s

(3) "Whether his father would prefer to die with dignity." Varlant "Whether the old
man's right to die was prevented by artificial means (man-made |ife'-support systems). '
Such responses are probably reflections of recent news iten.{s; the students have

the vocabulary but little or no moral position is found clearly explicated in such

e

utterances. ‘ .
(4).  "Whether a quick, easy death is preferable to a slow, painful death" (a variant

L}

statement of one aspect of the dilemma).

44
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Aruitoxt provided by Eic:

T4

arhcles fhey all madé in‘their Industrial Arts and Home Economrcs courses o

~among. a|| class members. Therr _teacher approved af’thrs agreement - ,._‘_

-

A class‘asked fhe school prmcrpal for? permrssron ‘o hold a"sale of"

“ He said; "OK, but-firstwork out all- arrangements with your hame room:. . ~""‘, .
“teacher." The students agreed- ‘that, any profrt would be dl\}rded-equaHy g

! e I B . . ot .=
1 4*. ‘.- - . e . g - 7 o T

, The saIe madé a ot of: money and the next day a problem arose.. *;zf-:'i s
Several sfudents .fhoughf that the proflts should be. shared drfferenﬂy Fhan

frrsf agr ed upon.’ AH the studenfs met in prrvate_to decrde what to, do.

fhou_ghr t‘hat a brgger shore of the p:ofrts should gp fo st,udenfs

i ‘whose arfic brought tHe hrghest pnces of to those who worked hardesf RS

and longesf \ makeé: and sell the jtems. Somedne suggested that. alj the = .

money ‘should. bespent on a class parfy or astrip.; G'We all the-maney o S
eharrty, sard a student, or to the poorer; ‘students i in, the class, sald anothef.é :
Some sard fhe ongmal agreemenf should be kept Cenl '-.,,j ™ )’
c "YoU Wonde: whaf mrghf happen if The ori g nal agreement .weré ’
changed b)’ your dass. ¢ - oL n TN e
. . ‘.- e ' : J ;~: 9, t
- oo s \v _., i | .9, ..v‘;' )
- ‘ i "
. ) A e,
' ’ ey L
R : 45 v L e
) i...‘ - .



THE CLAss SALE 5

¢ CONSIDERATIONS = -2 "7, L TAPORTANCE, - - 2,
e e P el NONE SOME GREAT .

'w.(.‘ - : T r" e . no S e L he ./'. o C -
'l Whether you would get fless money |f the Or)gmg[ . o ?'b'-, R E
°9'eeme"* was changed * .o e e (G0 o ! TR (T NN I
5 N _ e e N \(. ,, /; - : - P ._;.‘ 15 e N !
2. Whether anyone s, feehngs would be hurf |f the T ol
o on'g'ihol agreemenf was chonged T e e B SR .
Whether the teocher wou|d be funous ii the ongmol SR P I -:7’1 S
W ogreement qu Chonged Lo .)__. oo
: W~ i B . B " - - - .'; I v, ]t . ’
: '," - , - e < . - v‘:_(v-_;‘,_‘
B AL Whether onyone 's nghts would be acted agomst by { IRE TR RS
AP B chonglng from,_ fhe o::gmal ogreement _ IR IR 3
IR I 5. Whefher you shoutd vote for what you really believe,
e no matter whot b L o ' )

I /6-.,, Whether thé pri‘ncipol might punish the class for g .
chenging the originb! ogree_rﬁent .

oo T T

2 7. Whether a good friend rmght be ongry if you voted

. 4,' ' - to chonge the egreemenf ’ .
Yoo 4 8.- Whether a vijlued sch_ool troditibn might be broken | R -
’ - if a class went back on an agreement 7 _ | I .
9. Whether-: ) o
0. ) Whether ' ;
? '\ b
From the decisions you have just made, select the
. oo . Most |mportont consuderohon
. Lot - R Second most important, conSnderohon.
- ‘ - o Thlrd most important consnderohon '

EMC ."~,,r . l'" AN " . . - .- " ~ 46 . : ] -_::-'. - S

Aruitoxt provided by Eic:
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Story Hl == Thé Class Sale; Examples of Considerations

‘3

- | Stage 1 -~

(). "Whether the teacher would be furious if the original c;greement was changed"
¢ (ICS consideration #3). Variants include Qny conceérn for punitive action

‘(e.g., the class might lose privileges) from an authority figu(e'(teacher, princi-

pal) but no reference is made either to generally accepted rules of behavior

or to the social relationship (e.g., class~teacher) which might be violated by:-

a unilateral change in the agreement: (cf. stage 3 reasoning). .

(2) "Whether ;he prinqi.pal' mighf punish the class fo',r changing the ofig‘inal agree-
ment" (ICS conside'.rati.ohv#6). As in the é)ivtample ‘above (1), here céncerr; is
for punishment or for tHe authority figure's ‘powenl' rather than for relationships ’
(as established in the 6rigina| agréement). Stage 1 reasoning is_,._indicated..'

. ?
Note: there is some indication that students who are into the conventional level

also choose this item, viewing it as a pru‘de)nt-i-al, rather fhdﬁ.moral consideration ’
or \&’hb “fé'el'_'tl-iat the words "for changiqg the agreement" clearly infers "a breach
of contract, contrqry‘ to what is right ﬂ? do.:' ‘This item therefore needs further.
‘stud'y'and p'ossibilyl should be revised by |.'e-writin.g or hy re-assignment as stage 3.

C(3) " "'"Whethe‘r s:ome members pf the Acluass would gef into trouble for voting the way
"v'f"hey did." | | | |

o (. oom . . . : ‘
4) " " "Whether their parents will be angry (and punish) when they find out about the

/

) ( - change."
(5) "Whether the school should take the situation in hand and tgll the class what
- to do."

47
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’

Stage 1 reasoning focuses an the immanence of physically distasteful

L i’“ - ) 3 . ‘ .‘ . ‘ ) » . . » .' . - ’ o0
outcomes which arise from bucking authorities.’ There is na rndrcatron4ﬁat the authorities
; _mrght cooperate in changmg the ogreement or may even approve ofa change for a "good"

: reason. In'short, there is no notron of grve-and-take socral relatronshlps Only of the

db'sovluteness of the power bf puthorities. o . , S \
L Stage 2

(1). .. "Whether youwould get less money if the original agreement was ché:tnged" (1Cs |
cansideratian #1). JVariants:""Whether'_you'l"l .end up with nothing ;ou"Wdht"V;.,r'
"Whether your inferests wouldn't be served bya new ogreernent"; "Whether your

a

~ side drdn t get what it wants,"

(2) "Whether a good frrend mrght be angry if. you voted to change the cgreement" (ICS
canslderatran #7y. But "Whether makmg anew agreement would start.G . frght" i

at best ambig_uous and is _probdbly unscorable. ‘Interestmg varrantsfram s‘tude_nts ‘

have included "Whether you wauld be ‘cansidered 'public enemy 1' due to your - .

T ~decision" and "Whether the money gets given to somebody you hate most. "™

Strong self-interest, in a fairly concrete form, is what generally typifies A

;stage 2 reasoning in this "distributive" or "positive justice" dilemma. Right action is defined

in terms of individual need satisfaction and is devoid of social definitiens of appraprfate actian.

Stage 3
('lj "Whether_ anyone's feelihgs would be hurt if the original agreement_wf&'s changed" :
(ICS consideration #2). Variants stress either primary concern for another;per:son

"being done wrong"_'ih some t:ahgible sense (a common example: "cheated out of -’

what they earned") or some psychological manner ("whether a poorer student would

48
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£y

_"." | feel out.of .p|ace if given the money"). A standard of socially-acceptable’
", behavior is explicit or clearly.implied in either case.

(2) © "Whether you shduld vote for what you really believe in, no Vmotter'whot“ (ICS

consrderotlon #5) The notions of conscience ond principle may be evolvrng,

but there is no clear |nd|cot|0n that this i rs more thoh a cliché. ' The mony variants

" oll Iock consrderotmn of the "facts of the story, e. g., thot a contract hos been

v y~
e v

mode thot colls for a counterboloncrng of personal and socnol elements, as is.

found ina stoge 5 utterance wh|ch might also treot of conscience and principle

-
-

(see the grven examples) 7

(3) . | "Whether ‘the students could tolk wrth the teochers (ond prrncrpol) and get therr

OK for a new agreement that everyone else ||ked too. " Note that outhorlty is

o

understood to. exrst but as a portner to an ogreement which ¢ can be oltered by

«common consent for a "good" cause. in this exomple, we can see how stage 3_
" reosomng subsumes eorller perceptlon of outhonty and self-rnterest into a struc-\'

7 K

fure which also adds an opprecrotlon of social deflnltlons of what is "forr . ‘etc.

(4) . "Whether fellow schoolmotes would wonder if the class hod ony honour"; 'Whether _

: people WOuld see yoUr actrons as ethlcol" “Whether your teocher would think well

-
'

N

- of the closs s octron“ and other vorronts show the stage 3 concern for the good

.\ . . .,' -~
t

_ ‘opinion of others and a des|re to be seen to hove good |ntent|ons.

.

- In stoge 3, the socrol perspectrve is extended in- order fo view events through

the eyes of some s0cm| unit (fomlly, closs, school etc ) There isa desire for the oppro~

- I
M .

botron of whatever- socrol unlt(s) one |dent|f|es posltlvely with generol socretol stondords
of-whot is good, just, forr, naturol respectoble, trustworthy, nd odmlroble ‘may be re-

ferred to as criteria’ of "nght“ action. | 49/ o R a A o -/

-
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‘ 'Whether an agreement is an agreement and
a. ; ;

@

now.."

5 . h L oA
P . N ' . - . wl

which holds society 'together. Rules and agreements must be kept bec‘ause society and its -

<

- In stage 4 reasoning, agreements (laws, rules, etc.) are seen as the _Jcement :

/agreement" (ICS consnderatlon 8) Varlants- ‘ "Whether a broken agreement f 2

needs are-more |mportant than |nd|V|dua|s and thelr needs.. The status quo mu,st be main-".

H

%

tained agarnst change, especrally |nst|tut|ona| change. The |nd|v1dua| must do his duty, B

- nof compromise, and build a more secure society.

“

RO \ . ' Stage5 o

(1) . “Whether anyone s rights would be acted' agamst by wchanglng from the original

agreement" (ICS c0nS|derat|on #4)

2 "Whether it was possible to get everyone to consent freel to d new agreement
. p! Y Y

-

] whrch 7/ou|d be personally and socially helpful.”

\

/Stage 5 responses are rarely constructed by ‘adolescents.. Stage 5 incorpor-

N
~

<

present dangers" individuals may cooperate to change society in order to improve its !

function in keeping with princioles oF'hur__nan conduct and agreed-upon ultimate life goals.

{

~ . 50

ates stage 4 concerns for the common (social). good. But, in the absence of any "clear and _

Di&ersity of interests and values are presumed to exist, and accepted, by stage 5 reasoning.

a




U

(2)

)

(4) -

[

G
@)

@

'.'"Whether the vote was- the best |dea (or farr) "o

“Whether the money would be spent agomst someone s wrll" (Ambrguous stage 2
or3). o ...; /

"Whether your fnends got cheated and you drdn t" (Ambrguous stage 2 or 3)

\

"Whether those who recerved more: money were popular or drslrked" (Amblguous a

: S “40-
s Ambnguous Consnderatrons
\ : [
o "Whether the teacher would mmd if they -change the agreement“ (Amblguous ol
) '_stage '2 or 3) -

stage2or3) » T

. “Unscorable Considerdtions = ~

"Whether they made d lot. or ;l.'itt_le_."rnohey‘. " - B )

1 b

:“Whether the students, if they kept the old agreement would spend the money

Gl R . ‘
N ~ s . A
. > . N
. . e

“wisely." S .
: --“Whether the.students should*...." (a new solution is offered but mo clear indi-

. cation of the moral rationale for the proposal).

51
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ROCK.CONCERT . L
= ~ i . »
' = « A

~

Diane, oged 13 wonted to offend the rock concerlL whlch wos*

. commg to fown
Hef mother gove Diane permission-to go if she'could pay for it
herself. Diane soved ‘enough from domg chores and’babysitting, -
plus ‘$5 more. - .

*_But her mother changed her mind and said that ony money Diane
saved would have to go toward the new clofhes she wanted.

Diane decided to go to the concert anyway. She furned over

only $5 for clothes and then asked her mother if she, could spend
that night with a friend. Her mother ogreed but Diane went to the

rock concert instéad.
The next day Diane told Samantha, her 16-year-old sister, all

Lt
F o,
K . 1
[ i

that had hoppened.
Samantha was very concerned. She wondered whether she

should talk with her mother.



R ' R a4
What do YOlJ thmk is. unportant fcr Samantha to consnder° d L
o ) . ;.-‘ "‘
Please wrlte your thoughts in the spaces prov;ded Wnte in only nmportant or.very
|mpbrtant~ consnderahons _‘ T S e : L P " o
) After you hove written in. ?hese conslderahons, please select the three most |mportant
and |dent|fy these in the space provided at the foot of the page : _ n
o B .‘ L .
s * CONSIDERATIONS ; . IMPORTANCE
. N ' _ ‘ ‘ SOME G%AT
1. Whether ‘ | s | : N o \
2. Whether S ]
3.7 Whether " ' ¥ o - - '
\l‘\\
\\
) 4 \\Nhether ‘ '
5. Whether 3 “ R
\

Mast important consideration

Second most important consideration

"Third most important consideration

»

(S I _ 53
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‘_Storyl IV == Rock Concert: Exami’fi|es";>f'"Cloﬁsiaerafibhs -

Stage 1 _ B P

(l) "W ethéll Samanthd';_rﬁbther wéu\ld punisf._l"a her for not telliné about Didnewhen o
o “the truth comes out." Variants a§sbme that thé rr){pth'e:r Wil.l find ou*"'dﬁd:!fql:ge |
| punitive action. | N o |
(2) ' _“ "'Whetl.ner 'S.a.r4nanthq could tdllk“.to her ;nother,aiiid. kgep Didne»f-rpmi-B;infg pumshed
- ) too sey:rely." o R h . S S \
N : s@ge "'] reasqnir;g on this dilen;r;_q révqjlvest;_ll;nt;st exclusive|y.c';r0t.md;“fhé : 1
pH‘ys’i‘ca.I conse,quen‘c‘es for Di/ane or Samantha when the mgthef ‘f\.ihds out wh‘at hc'i;oc_:t;ml"ed:' '
fhe assumption is that Diane will be éuqished ph.ysically_' or-.symbo'l.ic_:ally ("grodnd"ed,'.'v or
."have.to"'pay thé money.l;:qACk'_"')_j.;"":rhere is no recégnitiyon of .‘,m—other's f'dlé in l';aad"‘l":n;Diar‘:\e. ,
ta challenge I'lréruufhor‘it:y.:' - ’ . .
A ’ - : Stage 2 : - -
(M " "Whether Samantha should ask mother if she minded if Diane went--'to the concertl' ,
- anyway, tuhen tell hel; if sIﬁe: didn't really mind." B , v Coa
(2)" "Whether the lies Diane I»tbld her mqthér would .Be good for her in the future. '; >
(3) "Whether Diane. was right"’b'ecause__‘sfhé had earn;ad the money herself."
(4) ° "Whether Diane would rt;.p'e‘at.'her deception unless Samantl:ia did.some‘th.in‘g.‘"
(5 "Whetherl Diane and I;ier mothe_r Werg on.gto;)c'i terms."
© (6) "théther Diane felt no harm cotlxld come to her sr. her mother from gttta..r-\ding fhé
concert." Variant: "Whéther Diane felt going to the concert yvds in hér Bt-aSt - .
‘inferest." _
(7). ' "Whether Diane wanted to go to the concert more than Buying ngw_élothés."_
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) T -44-
(~8) ~ "Whether Diane would be grateful and generous to Samantha.if she didn't tell."
Variant; "Whether Samantha could blackmail Diane."
(9 "Whether the; mother had been unfair so Diane was justified in going to the
' >, ‘ .
concert.’ "

_ The m0|or concern of stage 2 reasoning opplled to this dllemmq is the sat=

rsfactlon of Dlane s or Samantha s needs. Students reasoning at stage 2 make consrderotmns
- ‘ - v
by putting themselves in either the sister's shoes.or the mother s then reasomng from

. there. Instrumentol relotrvrsm prevorls. Notions of deterrmg repeated mrsdemeonours are

rooted in self—mterest not socrol well bemg. The stage 2 thmker belleves in absolute

,-.:

right to what one- earns ond does not occept crs’ legltlmote a porent s outhonty to determme
the di_sposition of Diane's earn\in‘g‘;s. 1f it is percelved that the mother had_hurt Dlone s in=

‘terests, then Diane may reciprocate by lying: tit-for-tat is fair to stage 2 reasoning because

" it serves oh_e's: needs. = 3 : .
‘ e - .
- Stoge 3 -
(v "Whether Diane had told Somontho in strict. confudence." Variants: "Whether
. . . ¢ ) 1 X .

Diane would ever be‘abl‘e to trust Samantha tf~she told her secret" or "Whether
_ - the trusting relationship (between the sisters, between mother and daughters)

wou|d~be destroyed." : -

(2) "Whether Samantha thought it was wrong for Diane to deceive oeople, whateveér

P

the justification." .

(3) "“Whether a sister ought to core'ohout a sister and Whot she doss." | .
(4) "Whether it was falr to spend money on a concert if it was needed for clothes."
5y ) "Wnether Drone in foct wrshed to come to some understandmg wrth her mother

NEE
"

on the situotion. Vorrants "Whether good relationships could be restored

: -

Xy . . ——

e




between Diane and her mother";’ "Whether Samantha felt she ceuld do some

goed by'reising the matter with her “m.other"; - '_;Whether Samantha could helpJ
both pgrtjes see how they'd wronged the other." | |
Stage 3. reoseﬁing goes beyond individual needs:to'stdte or imply ger_lerqlf ’
. be!iefs as to what is expected and acceptable in social relationships, such es motl'i"er"' -
daughter, sister - sister. | R‘ecen‘lcilingv diffe:ences Jis seen as c.on;tr't.Jctive. in the seei'al

context as well as serving all parties' individual needs (at Ieast in p‘oft). The stage 2 capa-.

cny for taking mdlwdual perspechves one at a hme or rec1proca||y is enlarged in stage 3

)‘ . A

to prowde a (sometimes unexammed) social deflmhon of the situation, Thls prepares the

L. Way for;_a more mature recognition of the mterplay of mdwndugl and group as in stages’

4,5, and’ 6.

Stage4 - T ' -

(1) ."Whether Samantha should tell her mother that Diane dlsobeyed, in ord»r to

. show respect for her authority and reSponS|b|||ty as a mother, ot because her
mother was right in what she did."
(2) "Whethér Samantha's decision should be based on her recognition of her duty as

~a family member to work for family harmony."

Variant: "Whether Sarﬁantha Feels.
responsible enough about family relati-onships to get the issues out in Athe open." |
(3) "Whether not (;ell_ing woyld imply to Diane fhcit society can tolerate deceit, which
| “would be dangerous for Diane and .so:iety." |

‘S'tage 4 reasoning is u_ncdmmon in younger adolescents th might be i_nferred,
as aboye;\-from'adult responses. .Duty, family cohesiveness, or maintenance of social .
integrity might be stressed.

o

{

2
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~ (1) "Whether children owe parents qhsolute cbedt_ence -- eitherin positiv'e or
restrf'ctive duties - or only respectudnd conf/idence = must be an importdnt’l
p.rincipte on which the re‘ldti.onehip will be defined." |

-(2) . "Whether the mother's actions in this situation  have compromised the nc)rm_.dl

s

!

obligation of chiidren to par‘__ents'."

(3) "Whether Diane has reached a degree of self-su‘fficiency\dnd inde"pendence of
C . K o S N
v values which ought to be matched by a degree ‘of toleration and respect by her

mother of her daughter 3 values and decls:ons.

i

- Stage 5 reasonrng mrght be expected to be concerned not. just® w:th main-

tdlnlng social relatiénships by cppedls to "duty" but with building better’ mstrtutroncl frame-

works to maximize human potentldl Hence the recognrtlon of a mother s responsrbllmes -
A

-

and author_ity would be complemented by a recogn_p;wn of the 1_3-yeqr—o|d~'s emergmg &

’ . . \ ::: . . . S -
competencies (to earn morkx, to get to and return safely from a rock’ concert) and personal -

~ value set. The attempt to reconcile the rights of a parent and the rights a young person ™
. - :

has (rights as a human being, not nece§§dril)_' legal rights) on some principled basis might -

i ',qhdrccterize etage 5 reaggning.r\ . a ' L . f '
. o | A\mtgtguous Cdnsiderdticns . |
| ) - "Whether any harm had rea||> c0’ne of it" (Amblguous stoge 2 or 3).’
(2) "Whether Dlane goes out very often -~ it would be unfair not to Iet her go when o
.« ‘ other'kl"i.ds her age can," (Ambiguous‘\ tcge 2l or 3 as it seems rooted in _nJeeds
;_hgdtjsf;dction with just a touch of soci‘dlxs.f;inition of uright dCtion: the matter hdngs

o i \
2\
.

\

57\ L
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*  on what is meant by "unfair."




(3)

& -

(3)

(6) -

(1)

o'

1.

" 4, the latter if a sensle-of thy is inferred).‘"

s asa wrirfen'utterance if’-is ius} too open’-ende‘d"fo"'cl'iaracterize)

. "W'\ether Dtane should fell her mofher herself" (Somehmes a possnble resoluhon of .

- 47 -

" "Whether Diane-should have to pay for her own clothes" (Ambiguous stage 2 or 3)

h}

"Whether it is any of Samantha's business" (Ambiguous stage 2"9} 3) Cf. ‘this with

A8

example 2 of the stage 4 considerations.

"Whether Diane is old enough to make her own decisions (Ambigboes stage 2 or 3).
Cf. this with‘exemple 3 of fhe‘stage__S consideratidns.

o2 ‘.

"Whether Samantha has the right to judge her sister's actions" (Ambiguous stage 3 or’
&, ) .2 e

-y

el

"Whether Diane should dlsobey her mother even if-her mother is wrong“ (Amblguous \

sfoge 3 or 4: this may be @ variant on example 1 of the stage 4 consndercmons or

.y

\perlﬁa'ps, like many ambiguous statements, indicq}es that:.thinking"\ is' in frqnsifion
T - -

frem stage to sfcge). _ o -7 : LN

Unscorable Considerations. =" - 7

faln

I"Whether Diane and her mother had decided fogether ori‘i'whe..fh'.e'ri Diane sl\nould
- |

go to the concer?" (Other attempts to re-shape the dafo glven in fhe sfory mclude

-,. L
e

“Whefher her mofher really meant ALL the money she'd’ saved be puf toward '

1 ‘Vr

uclofhmg“ and "W‘\efher the prlce of fhe concerf was greafer fhan or Iess fhan

Ve . Ry

fivedol'lars"). o A Lo : o

: S N
[ . G < H . M IR

"Whether Samantha ought'to tell on Diane" (A’ common restdterent, of the dilemma -

e
M e

-

without any indicatioh of moral reason'ing‘). Dt T

\

"Wnefher it would do any good to tell because Duane had already seen fhe \.onqerf" .

. . d ; ’_, - .“ oty
(In an'intervi"ew one mighf tedse out whether Ef,his wds’a stdge Tor2or3 o .. .*but

o

)

. > e - ey
- T . . . LIS
- e -
“ N . . -
I v
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FoRi mc | T e
:', e “ Thrs. form is recommended,when one or more of' foUr condmons exrst lt' lssu]t: -
RS SR - - e o U L D, et e -
oble when one wrshes only to eshmofe whefher a respondenf is subsfanhally |nto the - - AN
cohsfenhonal |eve| of moral reosonlng, as:defmed by Kohlberg, rather than probﬁln; fhe.
T : : Eom RSN
upper lrmlfs of a respondeqt‘s moral reasonrng as does FORM A FORM 78FC ,
e Y . 5! -l : . N {"' SRR
} : recommended when fhe responden}_as somewhat marhculate or for ofh:r: reasons not able *
o or |rkef;/‘fo wrrte h|s own.c0ns|deranons,os m fhe 0pen-e\nded.formaf. J.Use zSFC when hme | : .
j s, at a prheniwrn . :hls form requ;res only half fhe fi e (dboof 20 mrnutes) thaf jhe open— /’ . "
enddd Format demands (40 mrnuteshrnrnlm.ur,n) qully, cmd perhaps most rmporfant as fhls .
Form does n;nf reqmre knowledde of deve lopmental stheory in order to score the responses, an w
e Sl .o - e SR S o "
"untralned" scorer may ‘be employed < -« ‘"«1 .'::' = ';.?f' v. B g v
’ "A'Afy:’p'ica use for FORM 78F~Cv.m|ghf, be af the begmmng of ?he school year w|fh a R
‘ new class of grade 7 or 8 sfud‘enfs for. whom there‘ |§:no :nformahon avarlable,.wnh respect B "«l
::j".'l to. fhelr moralfreasonlng power The teochker_ _mlght W|sh fo esf:rnafeuho; many, |F any’,". '
‘ sfudents have mfernahz-ed convenrronal mdrahfy .(stqge 3) as the ma|or“mode of mondl L , j(
5: : reasonmg | -~ if fhere is nof trme to admnmsfer and to sjcore FORM A or |f the feacher does : _
; Zj;nof feel competent'fo score fhe,,sfudenfs composed responses, FORM 78FC would be rndlcafed
.‘ FORM 78FC resembles FOR}\)\ A in many respects and |s, of’course based on the .l - w
'_:-:same developmenfal model > FORM 78FC presenfs the same sample story and fhe same four " ~ _—7
:‘:_dllernma dec|s|on \SfOI'IeS. | For eoch of. the-frrsr three stor;es, 'l.2 comnde:'ahons are presenred L
"to fhe respondent!rafher fhan the erghf glven consrderahons as in FQBM A There is no
a ; . : SRS
space provaded‘for respondenf-generated consrder'"‘rons in FORM 78FC The recepnon
formaf" *dfter Story( IV dlf.fers totally between the fwo forms-» FORM 78FC presenfs 12

ERIC  © : Tt

Aruitoxt provided by Eic:
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+* considerations rather than requiring respondents to construct a number of their own..

As .-.in FORM A, the respondent is to rate each of the considerations in terms of
its importance or he may indicate "do not understand.” The desirobrlify, perhaps even
necessity, of this odditiondl coluvmn rests upon the assumption that this form may be used
with respondents who have somevtll';of less than average |ong:t.Joge skills. It is to be expected
thot all respondents might not understond Kangardos (K) statements or conslderohons expressed
rwo or more stoges obove their principal stage. But where a respondent conslstently checks

s

more than half the considerotions as "do not understand" then possibly (assuming the respon-

dent is acting in good faith) this survey is not a suitable means of evoking information about

" moral reasoning power from this respondent. ' . : : - *

Having roted the consnderohons, the respondent to FORM 78FC proceeds to rank the
three most important, as in FORM A, Here it is worth commenting upon onofher possuble
reason for incorporating a ‘"do”nof understand" column.l The presence of a fourfh colt_Jmn.
seems fo inhibit a mistake in procedure made by a few respondents to FORM A, which has
only three Ecolumns. These few respondents appear to have totalled the number of check’
marks in the first column on'the right ("Great Importo‘nce"_) and put the total in the f_irst '.

box ("Most Important Consideration"). A similar procedure led to totals being put in the .

other two boxes. If fhe.oddirion of the fourth column does check this mistake, FORM A
Careful exomlnonon of FORM 78FC wrll reveal more subtle dlfferences from FORM .

'

may be revised occordlngly in future edlhons.___ :

" A which result from fhe field trlols of FORM A (which was deve|0ped first of fhe two forrpots)

Some chonges are merely economies in word:ng or chonges in keeping with the |

vocabularies of younger respondents.

-

" Some changes in sequence of given considerations were necessitated by the introduction

N »

61
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- into each panel of Kangaroo (K) statements, of more preconventional utterances, and

‘.\

-~ K

* . the elimination of postconventional statements. Although the effect of the position. in

[ tally sheet built"into page one of FORM 78FC.

..column under "(A)". - . .

. Column "A") by’ the numerical value-of that stage (e.g., stage 2 has a numeric value of ?)

the sequence of given considerations is unknown (do respendents tend to favor considera-

-~ tions which appear fitst or early in the distribution? or perhaps last?), it-was thought

best to provide a randomness to the stage distribution of considerations.
. >

Scoring

Y

>

one might aréue, for the inherent and intended arr;biguity and kangarooism built into the

survey). - -
: . ”

The calculation of a m_éral reasoning score proceeds as In FORM A (see page 18) ona -

<.

One first enters the by—stage data for each story. Then tHg sum of considerations at

-

. each stage is r'eeorded‘_in Column "A" of the tally and the total entered at the foot of the

*
¢
PN

Then one multiplies the sum of the consideratiorss chosen at each stage (as found in

" and the products are entereckin Column "B". 'Total Column "B" and enter the sum at the

8

foot- of the column under "(B)".

Finally, use the formula MRS =((%))>.< 100. That is, divide the total of Column "B"

by the total of Column "A" and then multiply by 100. Cclumn "A" will norméily equal 12

unless one or more K statements were chosen. K choices do not figure into the scoring.

~

The result, rounded if necessary, is an estimate of the respondent's Moral Reasoning Score

or MRS. “In the given specimen, from a gradé 8 student, the MRS is "227" (25 #11 x 100).

62

The forced-choice forma"t eliminates ambiguous aﬁ_d unscorab le ‘statements (exceb)ting,
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SPECIMEN: MRS Tally Sheet, Level 2, FORM 78FC

S
Lo wlm|l v |” A} o8y PC
1 / . ! ! \ | 2.
\ , B
2 2 Ly 2 ’ / A /2 \ -
\ \ :
3 | Pl oa | o« | x| ee
-(\\ L ’ :
. \ i e
T s S
\ K . I . ,, ) 25¢": L .
) 1
(A) o
= 15 100 _’
= = % . = “2’-7
S, " B T A Rt T R
.As the Column vpCcH (per cenf)-shows, only 36 pe.r‘eeﬁt of tine r_eSpende_nt's scora.l;i.e:;':.f s

selechons (4 of 11) were stage 3 conuderahons._ More fhan half (7 of. ll or 64 per cenf)

. of the scorable selechons were at the preconvenhonal level (55 per cerif at stage 2). hIS

studentis rece tive to conventional r_norcxl reasonin and is respondin "'convenhonall . —
P m g ponding y" _

‘across three dilemmas. But his major-mode is preconventional stage 2, o
Given such data on an individual, a teacher could pitch a dilemma dialogue with  *

this person at stage 3, but could expect to hear some con5|derab|e preconvenhonal reasomng

: (,,,__“ \ “,

presented . : | . 3
Given a ciass of students with a distribution of reasoning stages as for the specimen

case, a teacher could anticipate that some stage 3 reasoning would come from students without

63
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proddrng and also that the students would be somewhat responsive to a stage 3 approach

by the teacher. It is not likely that stage 4 or higher reasonrng would be generated by such

*,

a class, nor would they likely respond insightfully to stage 4 reasoning. A

"

Guide to the Scoring of Each Story. |
| : )

i

" The four dilemma stories are identicai in the two formats.” Story [ appears on‘y page B
20, ‘Il on page 27, |1l on 34, and IV en 41 of this manual.
On the followrng pages the: "receptron format™ for the consrderatlons for each story '
‘is presented but ina slrghtly cr0pped form. S|nce FORM 78FC is prrnted on stock 8-& by
13 inches, unlike FORM A which is 8% x 11 inches;’ it is. not convenlent to reproduce it
exactly The decision was to reproduce everythrng except the bottom sectlon ‘where respon-
. dents would rank-order their three ‘most . |mportant consrderatrons. Thls section is V|rtua||y
. dent|ca| to that as shown on page 21, 28 35 and 4] where the "receptlon Formats“ for
FORM A are reproduced o o | T . v "

To these truncated specrmen pages has been added the stage score for each of the | -

. given considerat?bns. S - S ¢

L
.

TECHNICAL DATA = - ' - | o

-

. Y_ork, Halton, and Hamilton Boards of Education, 'Over 2,200 students from grades 7
“through 13 were involved. FORM 78FC has been tried with over 400 students in grades 5
through 8 in York County with the last small-scale trials still proceeding at time of writing,

_June 1976

Throughout the trials attention has been given to the auestlons of the valrdlty and -

64
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§TORY | —- TEAMMATES

CONSIDERATIONS

Do Not

Understand

NONE

IMPORTANCE

< SOME
\

| prevr“n\s ineptitude.

Whether it is fair to Sue's constitutional relutiohships. .
2. Whefher Chrushne might be cuught und glven a fuiling merk '
+ . ‘for letting Sue copy - C /
|
3. . Whether any real good would come to the school if ic0pying‘
' on exams was practised. oy S
v —————
4.,  Whether Chrlshne mlght be caught dnd her mother would
find out. . , .
5.  Whether it was fair of fhe teacher to make Sue take the test -
. so soon after a long absence ‘
_ _ ! -
6.  Whether the volleyball team really meant a lot to Sue. )
. s -/ o _ - \
. . ’ k) o . 3 \
7.  Whether it is fair to other students who v\v\\re also away. av
8. Whether lt would do Sue dny 'good to copy l
9. : . Whether society has the right to take. advantuge of Chrlshne 's

10.

Whether éh\nshne would be dropped from the team if she was

caught Iemng Sue copy .
11. Whether Sue could get extra help and learn enough math
to pass. '
12. ’

Whether Christine and Sue were really close friends.

/65
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STORY il -- THE OVERDOSE

- CONSIDERATIONS :

2

IMPORTANCE

v'
c
5 & w -
z5 z ¥ £
o g O o) az -
(2 B’ Z D )
- Whether the doctor m\i‘ght lose his job because the aufho_;iﬁes"
-will find out sooner or later,

. Whether the rlght to die overndes the medical obhgahon )

to socnety s behavior,

‘Whether the doctor might be sent to jail for breaking the law.

-~ g

1

W : . - 1 -~ -
Whether the drug could be left within the reach of the dying
father so he could take the overdose by himself.

’.I‘Whethe"r the family is in favour of giving the overdose.

N " .
N -

Whether the son should r|s|< his own life because of his
fcther s wishes. )

2 | 4,
.- :
-3 5.
2 | 6.
3 7.

Whether the hospital should make the decision.

. killing as everyone else.

Whether the doctor is bound by the same Iaw against

Whether all eldefly and ill persons would be endangered if
society permitted such actions.

Whether it is best for the father to have the overdose because
he is going to die anyway.

Whether honesty and the law would be in conflict if the
doctor made a decision from a normative base.

Whether the doctor might be pumshed for causmgthls
father's death. :
66
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‘ " STORY 11 -- CLASS SALE

IMPORTANCE

CONSIDERATIONS

Do Not
Understand

NONE
SOME
GREAT

‘Whether your interests would be hurt by a new agreement..

!

Whether you should vote for what you really belleve, no ‘
-matter what. ' ‘ | L o B

-

e

Whether anyone 's feelings would be hurt if the ongmal " . \ ' {
.ogreement was changed. i

V1| 4.. Whether the teacher would punish the-class when he finally
< ~ found out the agreement was changed. :

5. Whefher you would get less money if the original agreement
was changed .

4. Whether someone who worked really hard would be cheated' ‘ ) o 1 i
- out of their shafe. ) : T i
7.  Whether a penny saved is a penny earned. - _ ) <j

8. Whether a good friend mlght be angry if you voted to
change the agreement-.

9. Whether the class wouldn't be allowed to hold another sale.

'10.  Whether any new agreement would morally persuade the
original agreement. :

11.  Whether one would be able to keep an agreement later on in
- life, if he compromises now.,

‘]2. Whether the principal would blame the teacher when the
agreement was changed. 617
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STORY IV.-- ROCK CONCERT

IMPORTANCE

'Whether Diane would be éuhi;hea by her p'arénf.kl;-

. -~ . - : p A
CoNSIDERATIONS IR
A, -

Wh ther Diane wouldd/n again if Samantha didn't te||

2. Whether the mother was concerned about Dlane’s best
o interests. ' o g -
l»‘ ».
P ‘3. Whether the lles Diane told her_ mother would be good for °
her in the future. - . . o y - )
\l "+ |. 4. Whether the mother would make chme pay the money back i
K- 1 5. Whether Samcntho should not. tell her mother because |{she
" C told her, mdeed, she would be., - - LN
2 6. Whether Diane hcns to make up her own mmd because it is oy
her money. - /
K 7. _ Whether Diane hud a plotomc underlylng reloflonshlp with
o her friend. : |
3 _ 8 Whether Dlane s mother was justified in gomg back on an
S B <agreement
,}; _ ' N ~ ] i !
-4 9. . Whether arrangements made between two. family members . '
N : should be placed chead of the well-bemg of the whole famlly
: ] 1 10, " Whether Samantha would be punished for not tellmg her \ ’
S - mother nght away . & N
3 11.  Whether Samantha should break the confidence between her ~
L and her sister. . BN
P2

the’r mother . .
68
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| reIrabrIrty (especrally measureément error) of the ICS. Whrle the 1CS formafs were in rapid
development in 1974 and 1975, the data gave indication of needed changes. The FORM A
trial edition of March 1976 (0376) is the fifth version. and has, in fact only been admrn- ¢

istered to about 750 students in all, and only tried in York County. The present FORM

78FC alvo/has not been used outside York Counfy Exrshng techrical data on vo||d1fy and ‘

e

reliability must therefore be viewed as only tentative indications of the answers to questrons

such as: “What evidence is there that the ICS measures what the ICS purports to measure"""

Norms, too, can only be -based ona. numerrcally and geographrcally |rm|ted popu-

‘ .
lation," and although all the varied communrhes of thé York Region were rncIuded in the o

field fests, no claim is made for the generalizability of present findings fo, for example,

"inner city" populations. Broader trials are indicated and recommended, perhaps after *

\

some further paiiﬁing of both formats.
These‘peaints notwithstanding, what de the preliminary analyses of tl-_re ICS suggest
about validity, reliability, inter-scorer condordance and normative scores? -k -
| From oar limited data base, there does not appear to be enaugh_ difference in mean

¢

average moral reasoning scores (MRS) over a period of one year to warrant auturn and* .
Ko . " h M -

spring norms. Measurement error alane could account for what appears toibe "developf
ment" over tne 12-mont|'rperiod from grade 7 to grade 8 (spring 1975 to spring ]9_7(‘):') in
a cohort with which we used FORM A. This rnay not be—;he case in later grades or with
'FORM 78FC, bdf more data, preferably from a pr0vince-wide’"shtandardiza'tion of the
twoformats,’ is required. Ana|y5|s of variance of data from our grade 7 (369 students)
and grade 9 (369 sfudenfs) trials in ]9/5 ]976 showed that the means (263, 272) were
"s:gnrfncantly different (.01). Sex differences in favor of girls showed up as S|gn|frcanf
t .05, but sex by grade did not interact._ Gg

ot
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Based on the various trials of ICS FORM A we can offer tentative norms expressed

as MRS. " " L
ICS FORM A INDIVIDUAL NORMS, AS MRS .
' Grade | ,vAFemql'e.sl ,.‘uvMol‘es \"* Meon':"
v . 260 Y T P %
- 263 256 - \I . 260
R oo 2er 29
o 2w . e : 279
v ‘..2,90 R - 283" /- | 7
1213 . 315 312 S e

Indications,. from an analysis of grade 7 scores only), are that norms for FORM‘ZBFC E
will be scaled much lower.

From looking at the normative data we can see that MRS correlates with age,

’ /
. /
/

. T 7 ; . ]
* varying directly with age, when we look at avefages. But age alone was. not'a good

L

‘ prédicflorv‘m a sample of 144 students in grade: 7 cjd 8 classes. When age is used

’ oiong with an ocodemic achievement medsure (sc Fes on the reoding battery of the Cana-

dlon Te?fs of Basic Skills) about.15 per cent of the variance is accounted for.
/ .
In fhe autumn of 1975 406 grode 9-10 students (fhe 37 grade 10 students were o||

. also taking one or more grode 9 closses) tried 1CS FORM A In the spring of 1976, 369

grode 7 studenfs responded to FORM A. The secondory students were from 14 high
schools and the elemenfory sfudenfs were in 13 dlfferenf publ ic schools. From these

trials, tentative by-school norms can be put forword'so that @ teacher or principal ‘

~

Lo

could see his school's MRS in perspective.

Ve, o 70
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. from th|s ‘one tr|o|

y drdw‘n across the full range of scores.

\ < & ol 2!
. - 60 - o ,
N - S Lo
) ~ AN
ICS FORM A SCHOOL NORMS AS MRS o Y
‘ , _ Grade 7 \,:f Grade 9- 10 . i .
Percentile . -« ~ (Spring) . (Autumn) o 1 ¥
+ st LY ' ‘_‘259‘ ,
25t 258 ", 25 T L
50th : ' 2630 it g 27 X ‘
- 75th N 277 ° ;
99th . L 2%

. . . C <,

The“volidtty of the ICS has not yet been estoblished. ‘As ‘noted obove, the ICS""is

n
/ N

. meosurrng somethrng other thon, or in oddltlon to, oge and reodmg skrllsv The ICS

purports to measure morol reosonrng ofter the fashion of Kohlberg s mode] and should
therefore, yield scores similar to those obtorned t'rom USe of Kohlberg s Decrslon Story
3

as a written battery or in a c||n|co| lnterv1ew. When a class of 30 gsode 9 students

i

g . took both the Decision Story wr|tten bottery ond the ICS EORM A the lotter yrelded

\

a hrgher meon MRS and the ronk-order correlotron was only. obout +0 15 Whether

4

-the wrltten botter “contomlnoted" the ICS’ or whether the sli ht drfferences in issues
Y g

and concerns occount for this (or whether other Yariables mrght enter) connot be known

A sec0nd trrol W|th 15 grade 7 students, compored MRS derrved
from ‘an mtervrew and from the ICS FORM A. The 15 chosen for interviews were sel-

ected fr’om a Iorger poH of grode 7 students who hod token FORM A. The 15 were

The corre lotron of the ICS W|th |ntervrew scores,

: I'1'2, =+ 0."45, is n,ot high, even if the d_ifferences in issues ond‘concerns_ between the

"

'two surveys is reckOned into the bolonce..

Rehobrllty and meosurement error studies must go beyond whot has been done to

i R R : : \ -



and produced a test-retest. correlahon of 6], sxgnrfrcant q/VO 05 Infernal consrstency

was checked. | Hoyt's 1941) analys|s of varrance was used to' test rnternal dpnsusre%cy w ‘
L / . - I R
of. FQRM A in samples of 50 each drawn from the lasf two trrals; It"found “at grade 9 ,:-.
r=+ 0 34; at grade 7, r ;-+ 0. 3] : When, as is r/eZ:ommended in rhns current“’manba‘l - o ;
. | \ B PR R
unsupporfed stage 5 selechons were reclassrfred ds stage 3 (for the grade 7 samples), ﬁ
- /_../ . .

An item analysrs was performed on FORM A A random sample of the grade 7

o
r‘ P ; 1] " _.- ' -.5

papers was drawn. and from that sample, fhe lowest scorrng 27 per cenf (N 56) and \ . ’

the h|ghest scorrng 27 per cent (N = 56) were - |denhf1ed The per.formance" of fhé tWO,_'__j :
groups on each |tem was tabulated and therr manner rn whrch ‘rhey handled wrrte-rns .

was studred Th|s exercise shed lrght on queshons we have oﬂen been asked
! ] . N\ .

Q/l.’ ' "Do-high-—scoring st_udents'sel_eg:ted Kangar'.o_a (K) sr_a_fements mpre ofren_than
low scorers?"
A. "No, in fact high scorers probably select K statements just slightly:les'sffreqUently" ':

than do low scorers, but the difference is not significant."

. "Do low s'carers vl/r_ite more.‘unsao'rable cons._ideraﬁons'.‘?_"'

','}‘Y'es, bu_ffthe .d_i.f.-fer'ence is marginal and insignificant.™ '

. "Do low scorers write more ambiguous cansiderat.‘lons than higher seorers?"'l

. "Of the ambiguity which could: not be resolved by context scoring, low scorers

- generated slightly more than their share, but.there were only 18 such statements

in all, so no.meaningful difference exists in this sample."

72



/

~crrmrnatmg power. Strangely; respondents from grade 7 on up tend to shy away

Vgt

‘a Aol n -v'-_" R
; i more stage l constperatrons, and yet ven more stage 3 statements. P
AR < S ' ' ‘
oy ? . / -
g .
° lnter—scorer’concordance traals were run. In the frrst tnal one sen|or scorer (A),
,f*" . .

.one experlenced scorer (B), and two-novrces (C D) each scored two sets of about 30

pa'pers. Spearman rank-order- correlatrons between A and B ran |ust under unlty (+ 0 90

.' apd + 0 93) Between the tWo more- experrenced and two Iess expenenced the frrst batch

o/‘.l.

ced correlafrons runnlng between + 0 40 and + 0 56 The second batch

c

of papers produ

produced correlatlons in the + 0 60‘to + 0 78 range. Mean drfferences |n MRS was

! -
e .

3
»

L under 10 pomts in th|s second run.:

: : a A later trial wrth A, plus an experr . o
'? well’grounded in theory (F), produced "
L l i L - v ~_‘ C 4:‘ )
{15’ "at'+'l 00 AandFat+084 andEandFat+0 79 L ‘.' }'.\ "h
PR : T _‘,;4 -

o

a The prlncrpal source of drfference is the l'amblguous“ rather than "unscorable

l-l
' ) . '»- P

o respondent—generated cbnsrderatrons. Although the current manual has been revréed to~

i
!

A deal wrth the problem of assrgnrng (or not assrgmng) a stage to "drfflcult" utterances, L

\ -

J'.

ST the solut|on |s to concentrate on characterlzlng the style of thlnkmg of each stage.‘ S
o = : T

‘.
-

N ';ﬁ There are-qgﬁt'ually fewer specrflc examples of unscorable and ambrguous qonsrderatlons c
o |n this manual than its predecessor. But more attentlon is pard to explalmng why : L

N » e . . R > g 3

» . ) . . . iy ) 7 3 - ] . ) - . ER - X
- ot ’ -

. . . <« . . el PR

. R

ERIC T e e

. ’w-.‘.. P o o . I

Aruitoxt provided by Eic:



- DIRECTIONS FOR. ADMINISTERING THE ICS S R SRt

'the styles of morol reosomng of young pe0ple. 3

many students were below_'overoge in r‘eodmg; .
fio ‘ K

comrderohons are ossagned ( r not ossrgned) as they are. i

. . - - e
A ’r

No doubt some scorers erI olwoys be more preporeo thon others to reIegote "diffi-

®, M o
d \

';cull" consrderohons, wntten in by mortrculote respondents, fo the unscoroble cotegory

/',' e . r . . -

- -

Concordonce could be mcreosed no doubt by mstruchng scorers "When in doubt‘ throw.

. . .- L . -
, -

it out! " But this mrght mean loss of useful doto. More, it mlght also obvnote those

+ .

i

~ e
o

pomful review sessmns s when scoreis c0nsult omong themselves qbouf ‘the "meaning" of

» - N - . ~ . '
. P

drfhcult to understond utteronces. ‘From such sesslons reol ms:ghts hove emerg‘ed that

N '.
Y- .h 4

‘help all to gom msrghx mto the noture of the ossessment tosk and the model we hove of

o . A
4 “ T

e

a _ e . .o : . ) DR AR

On rhe *r'ollowmg pogés ore reproduced the "Dlrechons for Admrmstrotors" as de=

slgned for FORM A ond for FORM 78FC

The d|recf|ons are suffrcrently cleor and complete enough fo produce odmmrstroflons

n

~'which would duplrcote 0r|g|nol procedures. Deporfures from these durect;ons are not

-recommended unless there i is a compellmg reoson to do so._ It s, recogmzed thot condr-—

hons mrghl coIl for devrohOn “from the outllnes, however. For msfonce, |n a l’l'IOl of

' r

FORM 78FC wrth a grode 5 cIoss in Iote June 1976, it was deemed odvnsoble to hove the

class teocher reod eoch story aloud then determme thot there /were no masunderstondmgs '

,

obour:the srories':.'oontenr " Such a procedUre mlght be used with grode 7 classes where Y

. 3>
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DIRECTIONS FOR ADMINISTRATORS OF THE
IMPORTANT CONSIDERATIONS SURVEY
LEVEL 2, FORM A

Please read these directions before .adm,in"ist'ering the. ICS in
order to familiarize yourself with the detoils.

The instructions you are to read to the students are enclosed

in rectangles. Pause in appropriate places to give the stud-
ents sufficient time to complete the assignment. '

When you are ready to administer the ICS, say:

Today you are asked to take part in a survey dealing with the many things
people consider before making an important decision. You can write
either with a pen or o pencil. | will pass out the booklets. Please do
not write anything until asked to do so. ’

Distribute the booklets and pencils if needed. After the booklets have been distributed, say: .v :

/‘ " On the title page in the places provided please PRINT your name, sex,

age (in years and in months). Count the months from your last birthday
“until this month. Indicate the name of your school, your grade and
today's date. :

Write today's date on the blackboard. Allow sufficigh_t time for writing in the informatiori.
-—-— Answer.any questions that may come. -

2

Now open up the booklet. Read the‘-direfcﬁdrjs, on the first page while
| read them aloud to you. oy '

1

. - R ' .
N

Read all of the.first péée_(‘the students may read the story:"The Trip" for themselves).

Now look at the sécond poge. Each considérotion:has been-rated by a-
student in.term of its-importance. When it seemed very, important to him; -
he marked his response in.the column under "GREAT." When it seemed

- somewhat important,” he marked his response under "SOME " When it.
wasn't important, he marked:his response under "NONE."

Read consideration No. 1.

The student cfomplglt'ing: tl‘iis"’_exampjé dic!ﬁft,-t\l%inl;t?t:thisf'con.sideratim
had dny importonce, so he marked its-importoncegs "NONE."

T

N oA




Read consideration No. 2,

"In rating consideration 2, the student changed his mind; this is permis-
sible at all times.

Reod censideration No. 4.

" In consideration 4, the student possibly didn't understand the meaning
of the statement. When you encounter a consideration that "doesn't
make sense,"” mark its importance as "NONE."

At the right side of the page, near the bottom, is.a box divided into
three. From the choices that the student made under the column "GREAT
IMPORTANCE, " he ranked number. 3 as the most meaningful to him and
wrote that number in the top section of the box. He then.ranked number
8 as his second most important consideration. ‘For his third choice he
had to decide which of the considerations under the column of "SOME
IMPORTANCE" meant the most to him. He selected number 5.

You'are asked to rate each of the four stories in the booklet in the same
manner and rank the three most important considerations (including the
‘ones you may have added). Check carefully that the numbers you write
in the three boxes are the ones which correctly indicate the considera-
‘tions most important to you. Check to moke sure you made. no errors in
copymg such numbers.

Do you hove any questions ?

Answer questions.

\ =

. You have 20-25 minutes approximately to complere this survey. Now
- ‘open your booklet and start reading Story |. If you have a question while
writing, raise your hand and I'll come. to you.. When you finish a story,
goon to the next one. When all four stories are completed, if any time
is left, check over your responses.

T

Af the end of the period, collect all booklets and pencnls, if given. Thank the students
for thelr cooperohon. Write on your copy of the survey any problem that may have orlsen.

Al
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DIRECTIONS FOR' ADMINISTRATORS OF THE

IMPORTANT CONSIDERATIONS SURVEY
LEVEL 2, FORM 78FC ‘

Please read these directions before.administering the ICS in
order to famrllarrze yourself with the detalls ‘

The'instrUctions you are to read to the students are. enclosed

in rectangles. Pause in appropriate places ‘to give the students
sufficient time to complete the assignment.

When you are ready to administer the ICS, say:

Today you are asked to take part in a survey dealing with. the many things
people consider before making an important decision. You can write -
either with a pen or a pencil. | will pass out the booklets. Please do

" not write anything until asked to do so.

Distribute the booklets and pencils if needed, After the booklets have been distributed, say:

I On the title page in the places provided please PRINT your nameé, sex, l
| age (in years and in months). Count the months from your last birthday . I
: until this month. Indicate the name of your school, your grade and |
i ‘today's date.

|

Write today's date on the blackboard. Allow suffrcrent ‘time for wrrhng in the mformahon.
Answer any queshons that may come.

Now open up-the booklet. Please read the d|rechons on the top ‘of the
 first page while | read them aloud to you.

Have the students read the story "The Trip" fer'rhemselves.’ Then say:;{; -

" lam going to give you the directions for doing this survey You nced not - '
make notes. Step number 1 and 2 on the'Directions page are reminders
- of what is to be done and you can return to them any time you need to -

refresh your memory

» Now look at the next page Each consideration has been rated by a s
student in term of its |mportance. ‘When it seemed very important to him,
" he marked his response in the column.under "GREAT." When it'seemed
| . somewhat important, he marked his response under "SOME. " When it
' wasn't important,” he marked his resporise under-"NONE." When he’ .
drdn t understand it, he marked his response under " DO NOT UNDERSTAND "

1 \ . me-




Read consideration No. 1.

The student completing this example didn't think that this consideration |
N had any importance, so = : marked its importance as "NONE." ° b

Read considerafien No. 2.

In rating con};ideratvion-2, the student changed his mind; this is=perrﬁissib|e.

Read consideration No. 4,

In consideration 4, the student didn't understand the meaning of the
statement . When you encounter a consideration that "doesn t make

© sense," mark it "DONOT UNDERSTAND." . B

At the right side of the page, near the bottom, is a box divided into

three. From the choices that the student made under the column "GREAT
IMPORTANCE " he ranked number 8 as the most important consnderahon
to_him and wrote it in the space provided. He then roted number 3as  :.:]
his second most important consideration. For his third choice he had to

decide which of the considerations under the column of "SOME. e _
IMPORTANCET' megnt the most. to hm!.. He selecfedﬁnumber 9. . !

PR
!

\ N
., You are, usked to rate each conS|deruhon after the four stones in fhe -.
. - booklet in the same ‘mannér and then rank the three most |mportant
.- considerations. Check to make sure you made no errors in c0py|ng.
such numbers. Please prmt.

. ‘ ) ! '., . : . -
.7 = . Please remember you are asked to’ ldenhfy the three considerations most ~ ~|. =~
~important to you. Your opinions are important to this survey cnd W||l
be freated as confldenhal -

Do you have any questions? ‘ ;

Answer questions. | o

You have 20 minutes approxnmately to complete this survey. Now open
_ your booklet and start reading Storv [. If you have a queshon while
. writing, raise your hand and-1'll come to you, When you finish a story,

. go on to the next one. When.all four stories are completed, if any time .
‘\ if left check over your responses, :

L-

o

‘ At the/end of the. penod collect all booklets and penc|ls, if given. Thank the students
EKC - - fof jhen” cOOperahon. Write on your copy of the survey any problem that may have arisen.

%

o



USE OF THE ICS
Elsewhere in this manual/the reader will have found general and specific suggestions ~
for the use of the ICS by the teacher, principal, or researcher. It remains to say a word

about the use or abuse of data w'hlch could be obtained from an administration of the ICS.

When those'words."have been said, then it will be clear why the use of ICS must be author-
/ : N

ized and supervnsed by the ICS's developers.
y/s edition of the ICS is properly called a "l'I'IOl edition" in acknowledgement
of |ts |mperfect nature at this point in time. The need for broader field tr|als is men-
’ t|oned elsewhere. Metaphorically, the ICS is perhaps a Model Tora Model A‘ it runs,

but |t is not yet engrneered for today's superhighways.

'

\ The ICS is useful, we thnnk to interested persons by help1ng them to make estl—
“mates ofvstudents' moral reasoning styles.” For the moment, an est_imate is iust‘an estimate;
_a good estimate, we hope. The three-digit MRS may give an impression of exactness that

is not intended.” We think the scores ar'e(:nsitive to change (development) in mor.dl‘ rea~

sonrng structures that occur over time and which may be accelerated by lnstructlon in
. l .

moral reasoning. ‘Hence the "number game" may be'a legltlmate evaluat|0n research

act|v1ty, enqurr1ng into program effectlveness. -

.
a . . o

But a few MRS polnts difference between two students papers may mean nothnng

N

more than that on all responses but one the selectlons were |dent|cal Even that one .
|tem mlght have been an “amblguous" consideration whnch one scorer might have been

able to stage-score by context, whereas a very srmllar utterance mlght have been left

& ‘

bx an‘other-scorer, as an’ "amblguous ' consideration wh|ch could not be characterlzed by
- . . ' :._ . \ N ,.\a -
stage. : Co : L EI o

. 3
ey !

~

To avoid 0ver|nterpretat|on of the MRS use of the PG (percenta« e) column on the .
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tally form is recommended. A distribetion of responses by s_te”gevis_efte_p_ all thet- is neaded
in order to determine a stdrting point for dialogue with an individual or group.
Using PC distributions also obv’iates 'the problem of “ave:'eging." The MRS is

a global score, averaging out responses. - For students in grades 7 through 9 ost MRS

résults will’ range from 200 to 299 Yet for a great many students, especmlly in grade

9, stage 3 considerations will have been chosen at least as often as stage 2. But because

" "the resultant three-digi;t number begins with a "2," some Wi’IO merely look at MRS results, -

. incorrecti).'v‘ assume that stage 2 is'the major stage employed. This has happenee eccosionally
when results have been discussed with school principels. If there is no need for the global
score (MRS), its.calculation might be omitted. _

One might hope to avoid "labelling" students. A young person is not "q stage 2,
or "a stage 3." His principal mode of thinking about the moral issues and concerns pre=-
sented in the ICS may have a maior and one ‘or more minor stages (indeed, no cases of
thinking uniformly at one stage has been observed in our trials). We need to recognize
that what we usually want\to know is how a respondent (student) is thinking about a par-
ticular mor“al issue and concern, or a constellation ‘of such issues or concerns. We want
to know this in order to communicate with the respondent at his stage of development

-
(especially if the issue needs to be resolved at that time) or possibly at the next highest
stage (eseecially if the purpose of the dialogue is to encourage growth).

The stage designation.is_ concerned with ability, but is not by any means a sure~

fire predictor of behavior. Many situational variables may come between high capacity

for moral thinking and the decision made and action taken.

k]

i

The use of the ICS as an evaluation instrument has not been fully explored, though

|ts creation grew from a need for a better means of assessing growth of moral reasomng .

Q . 80
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At the moment, the ICS seems well-suited to values education programs where students
j _
are expected to look at situations where values are in conflict, where}lg}_iljer“nafive actions
o . - o H \
are possible, and where the consequences of actions needed to be considergd. If the

N

teaching method puts the learner at the focus of the dilemma scenario and c‘:slss for
‘logical, analiyficdl' thinking and responsible answers, the ICS may serve well not only

as a "fesfing" device, but as an insfrucinngl aid, too. The caution here is that the

\ . : \
dilemma scenarios used in msfrucflon should not outwardly resemble the: scenarios in “the ICS,
~.

—~
but that the issues and concerns wiII be coHmmon to teaching and testing. Obwously, if

-

the teaching is merely a rehearsal for

e "test," then the ICS may not measure anything -

’ .
A

: r-ndrg fi'ran memor;' o o
! The developers of the ICS /are mindful that the Onfarlo Mlmsfry of Educahon funded
this research and developmenf project because it belleves \fhaf fhe product would be useful
" in schools across the province. To the end that fheir hopes may be realized, the prou_egrm
is prepared the make the ICS available lfor research purposes or ﬁeld trials. | All usé ,musfl
be authorized and supervised by the project staff, however.

For further information, please confocf'The Research Office, Di:v;sion of Planning
and Development, The York County Board of Education, Box 40, Aurora, Ontario, L4G l3H‘2,-l

[

Canada.
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" IMPORTANT C-O'NS!\DER_AT-IONS*.SUR_\_/_EY

* STUDENT'S NAME . I Y S

SEX  AGE(Yeors):© - (Months) ;-
/. 'scHoOL . . GRADE 1:5 \ :
|

L

DATE

DO NOT WRITE INLTHIS SPACE, PLEASE \
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B . . . \\
- : _ TRIAL EDITION 0376 '

82

- B - . , '.u‘o o




R |

| ";Thll booklet has four short stories., Each story presents a “problem" requnring a. -
decns!on. Of course, many thmgs may be consrdered before o dec|s|on |s rnade. L .

Do "For the first three stories some possnble consnderatrons are listed. You may add to -

¢ : ) N .
o , ',""‘: ,_72_ CoE -

T DIRECTIONSFOR COMPLETINGTHE R e

IMPORTANT C@NSIDERATIONS SURVEY

- X . . . o -

v .. . . Y
LN - o

each list. For the fourth story you are asked to Iist all the important conslderatlons 7'

_that occur to you'i: For. each story you ‘will be asked to identify theithree consider-:

ations-most important to you. Your oplnlons are |mportant to this survey and will
be treated as cOnfldentnal T .- P ' .
Here is @ sample to show how the frrst three stories in t is survey are to be done.
(Thero are special |nstruct|ons ‘with the fourth story.) | '

. p L
© ~ .

o mERR.
in September Joe's French teacher anhouriced that a week- 7. !
long study tour of Quebec would: take place in February. Class ©
members could go at a cost of $150.00 each. The teacher '

o explained the many educational and other beneflts of this trlp and
Joe was eager to go. '

Joe s parer)mts gladly agreed to ler hlm go |f he pald for the
trip with the earnings from his part-time job. By Januaty Joe had
his trip money ‘saved. But at Christmas- Joe's best friend had
received an expensrve stereo set whlch Joe llked very much’,

" Joe considered dropping out of the Quebec trip and using hls ' :
savrngs to buy a really good stereo. . e y o D

5 #

Q

“_ On the opposite page are some consnderatlons whlch mlght be rmportant in decndnng'

whether to go on the tr|p or to buy a stereo.

’ . |

[

: L
. A check mark has been put in the space on: the rrght slde of the f page to |nd|cate

how |mportarit some student thought each consnderatron was,

In rat|ng onslderatnons 2 and 5, the student has changed his m|nd\ th|s is permlsslbre.

}'I'he student d|d not understand cqnsrderatlon4 so he marked its. |mportance as “NONE "

' Any consrderatmn which "doesn’t make sense" should Be rated- this way.

Spaces aré provided so that i mEortan consxderatlons may be added In this sample,‘

~ two consuderatrons have been written in.



- . _ ) 7"3'_ | ,
Step#2 | S

; From the chonces the student mode, he selected number 3 as the MOST IMPORTANT
" >.consideration.and put its number in the space provided. below . Then he did the same for

the SECOND MOST IMPORTANT and THIRD MOST IMPORTANT consuderutnons.
I .

.-'~-/'7 !

THE TRIP-

' Ho'\i; much-importance do "{OU"\th,ink shoqu;be gi\ren' to the following considerations? -

'« _CONSIDERATIONS . - IMPORTANCE = - "
Lo /NONE SOME: GREAT
1 1. WhetherJo’e could afford stereo. rec.erdsv N v
2. Whether Joe s parents would be dlsoppomted ifhe| ~ |
ehcnges his mind - LA . o -=¢' , / -
3. Whether unportcmt educotronol and other benefrts S R
will be lost L N S N I R
4. Whether cultural trdn'smis'si'oh will be reversed ) i v ' .

" | 5. Whether Joe can posmbly save enough to take the : | -
' trip and buy the stereo too A - V| = T
6. Whether the Quebec trip ;cm' be taken next- year L "~
17. "Whether his friend woufld |et hih\ bor"row‘ his Stereo / ‘ s o .~

- \ . .

e, Whether -/“L D MAC«(-O_ c.a.li._o( \‘ '

s %%Mwuﬁ)mm EER I
9. Whether MMM-—&

- From thedecis‘ions you have just made, select the - N

/i Do . -

' Most important consideration - 3

R . - Second most importent consideration . 8 \
a ; . ™~" - Third.-most important cdnsiderotion, 1 & o




L -74-

Story P
 TEAMMATES.

Sue and Jean are classmates and. both are alsa stars on their
school's volleyball team. The champlonshlp game |s to be played
on Frlday afternoon. , .

On Monday thelr teacher remlndad fhem fhat fhe end-of—term
mathematics test would be held on Wednesday and, results given on
Thursday. . L

Later ‘Sué SOld to Jean, "Remember l was away all lost week?
I'm so far behind:1'l} probably fail the test and then.they'll put me
. _off the team.  You're really Good in mat\r and you sit beside me in
Y “class. If you keep your paper close 1o the edge of the desk, | can”
. see enough answers tor pass. I'II prabably only need to capy two or
" three answers.” - o
~ Jean w'::naarea wnat-ta do. . S
. 4/ © T Coa . o | : . 2
. . . . . : Iy . . N A . e
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BN
Tl

.8

' How mu_eh importance do YlOU,thin.Ig_, should be g.iv/ert'; tothefollow‘mgconslderatrons? .

’ k " . .?"";"
N CONSIDERATIONS®, - =~ iMPORTANCE I
) AP A o NONE:'-__ SOME GREAT‘ \
1. Whether.Sue &ﬁdjean‘areaose frier-‘)ds‘. o - ja "
: ' : Y
. . 5§
2. Whether Jean might be’ caught and grven a fmlmg PN S R
mark for Iettmg Sue copy S . o L o
3. Whether it was s fair of the feacher to, make Sue tdke
- the test so soon after a Iong absence ' -
o 0 o ’/ -
4. Whether any real good could come to the school i1 7 .
“copying on exams was practrsed e S
R Whether it would go agamst the rrghts of. other \'_ , '
" students to Iet Sue GopY g '
7 -
“6. Whether Jean could be dropped from the team |f ]
a she was caught letting Sue copy : ,/':- ' RV
A .'-,l R
: 7. Whether Sue had ever helped Jean ina slmrlar . ‘
. - srtuatron . S // .
8. Whether Sue could get extro hélp and learn ehough
_math to pass , e T i
\ 9. Whether . | ) : . : "'. N I
| ]10. " Whether L . o , v
\ ‘ . '
| v
\‘\ s 5
\
. From the decisions you have |ust made, select the
' N Most rmportant consideratiun -
Second most important consideration |
Third niost'importantconsiderdtion

o o . 86 N
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° Story il , R IR
\‘. . - : * '.; . a ‘.
- THE OVERDOSE - K
['- RS An elderly man was slowly dying of a very palnful :
s . " disease for which there seemed'to be no cure. . The man's
- ‘" son.was a doctor and he gove his father as lorge a.dose of
- L pam-knller as was safe.. At last even a dose that great -~ .-
T T could not ease the terrible agony . The man begged for a
" “deadly overdose of the paln-kllllng drug to put him out .
of his suffenng, S . _ | s
o . The doctor consudered glvnng hls father the overdose. o
ce
" — : M— B

ERIC

Aruitoxt provided by Eic:



R U S : T ' S S .
TRy G CALIEE B P N
T * . o - : < THE OVERDOSE ' : ’ "- . .- RN g, ;;‘j"
. el L e w L 7 P N . St 7. DG
] L e v B o et . ’:: . ‘ . R , ;_r. ' .
N -_:'_'T!W'mUch importong:e ,do‘.YQU think sh’éu‘ld be given to the following considerations?. * "~
vioe ! Do h

CONSIDERATIONS T IMPORTANCE

2 T G e TR L 57T NONE SOME GREAT

' '-..“s.'

] ] Whether the fdmnly is |n ﬁ:vdur of glvi‘ng the o _ ‘ 17
il '. overdose L - Ty K P

PR z

A 2. Whether the doctor is bound by the same low as
1 everyone else qnd ‘must not kill people

| .3, Whether God and the low wo_qld,be in confl_iét if AN
1 society kept olive by force those who wont to die \

~—1'4. Whether ol elderly ond‘ill persons would be * 1 \\ e
' endongered if society permitted such octions' - 1 . ]l

| 5. Whether the overdose could be mode to look llke. _
\ on occident or suicide C

6. Whether the doctor might be pumshed for causmg
\ hls father s deoth o

7. Whether the right to die overrrdes the medncol
obligation to socrety s behavior

8. Wheth_er. one can ever-iustifyendingv ony humon life | " o

9. Whether

10. Whether

+

(om the decisions you hove just made, select the

Most |mportont considerotron

A Second most |mportcmt consnderatlon

Third most importont consideration | \

. . : \’
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. Story 1l

THE CLASS SALE

A class asked the school principal for permission to hold a sale of
articles they atl made in theit Industrial Arts and Home Economics courses. -
He ~aid, "OK, but first work out.all arrcngements with your home room .
teacher.” The students agreed that any profit would be divided:equally
among all class members. Their teacher approved of this ogreement.

The sale made a lot of money and the. next day a problem arose.
Several studants thought that the profits should be shared differently than
first agreed upon. All the students met in private to decide what to do.

Some thought that a bigger share of the profits should go to students
whose articles brought the highest prices or to thase who worked hargest
and longest to make and sell the items. “Someorie suggested that all the
money should be spent on a class party .or a trip . Give all the money to
chorit\y, said_“o; student, of to the poorer students-in the class, said another,

. Some said the original agreement should be kept. *

changed by your class.

\\

You wonder what might happen if the original agreement were



g

-THE CLASS SALE ’ _‘ -

| : .How _nrur:h irtrporta_nce do YO'U':thi‘nk _should be gi\ren to the following conéiderdtiohs?

- ~ , ':,"U' i ‘ : - T v ) - ) . ’
- ¥ sz CONSIDERATIONS IMPORTANCE
A o R T NONE SOME GREAT
p e Whether you would get less money if the orlgmal
agreement was changed ' -
2, Whether anyone's feelmgs would be hurt if the
original agreement was changed
3. Whether the teacher would be furious if the ari}ginal'-
( .. agreement was changed - : _
4. Whether anyone's rlghts ould be acted against by |
: changmg from the original agreement ) @, )
_ 5. thether you should vote for what - you really belleve,
3 no matter what y
/ 6. Whether the principal might-punish the class for | '
changing the original ogreement ' . g
7. Whether a good friend might be angry if you voted
', _! to change the agreement
8. Whether a valued school tradition might be broken '
if a class went back on an agreement . o
9. Whether -
/ ; .‘.‘; -
10. Whether ; / ' o A«;J o ; /’.

/

‘Erom the decisions you have just made, select the

&

Fiost important consideration

Second mest. important consideration

.2 ., Third must important consicaration




Story IV
~ et

. »
[

- ROCK CONCERT

y L _
’\.."Diane, aged 13, wanted to attend the rock concert which was
coming to town. S ; ' :

‘Her mother gave Diane permissi;m to go if she >co‘u|d pay for'it
herself. ne sdved enough from doing chores and babysitting,
plus $5 more.” - = ' ' '

. But her mother changed her mind and said that any money Diane
" saved would have to go toward the new clothes she wanted.

Diane decided to go to the concert anyway. She turned over
only $5 for clothes and then asked her mother if she could spend
that night with a friend. Her mother agreed but Diane went to the
rock concert instead. ' '

The next day Diane told .S'ama.ntha; her lé:year-old sister, all

that had happened. - ;

Samantha was very concerned. She wondered whether she
should talk with her mother. o

>



-8 - K
ROCK CONCERT -

thf de YOU think is importunt5 for Sumuntho to cdnsider? :

Please write your thmights in the spaces provnded Wme in only mportunt or very
, - important conslderuhons )

~ After you hove written in these considerations, please select the three szf important
and identify these in the spuc_o proyided at the foot of the poge.

V- .._“_\

ARt T CON$|DERATIONS IMPORTANCE
| . . SOME  GREAT
1. Whether ‘ e

2. Whether - 1o
" 2. Whether o S ;

4. Whether

5. Whether !
- ./A |

Most important consideration

Second most important consideration

Third most important consideration

S 92
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. FORM 78FC |

IMPORTANT CONSIDERATIONS SURVEY

STUDENT'S NAME T o
SEX AGE (Yearss) (Months) © |
, SCHOOL 3 ‘ GRADE
. DATE — o C
.y l . a
\ ° ~ .
2 . -
DO NOT WRITE IN THIS SPACE, PLEASE
‘ ,
bl o] v | LA B PC .
1
‘ %
2 | /
1 3 L¢
4 / .
. . AT ®
. K . / .‘
— — - -
MRS = (B) X 100 .
A} :
] /’(’ .
] j

Copy ' ight, VE Proie;t, Thé‘-Ylork/County Boord °f, Education, Adrora, Ontario, 1975,

v TRIAL EDITION 0376
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_ DIRECTIONS FOR COMPLETING THE ~~ *
IMPORTANT CONSIDERATIONS SURVEY

- This booklet h four short stories. Each story presents a "problem" requiring a.
decision.. Of course, many thlngs may be considered before a decusuon is made.

 For each story'some possible considerations are listed. For ecch story you will be
asked to identify the three considerations most important to YOU. Your opinions
. _ate-important to this survey and will be treated as confidential.

L " Here is a sample to show how the stories in this survey are to be done.

THE TRIL . i

- . . ——

_ In Sepfember Joe's French teacher cnnounced that a week~-
long study tour of Quebec wauld take, place in February. Class
members could go at a cost of $150.00 each. The teacher
explainéd the many educational and other benefits of this trip
and Joe was eager to go. ,
_Joe's parents ‘gladly agreed to let him go if he paid for the -~ -
trip with the earnings from his part-fime job.: By January Joe
had his trip money saved, But at Chtistmas Joe's best. friend had
received.an expenssve tereo set whlch Joe wcnfed very much,

Joe consude:od dropping out of the Quebec trlp\nd usmg S

his scvmgs to buy a raally good stereo. e RS
. ’ F = e 0 e
Step ¥1 - :

On the opposite page-are-some considerations which m:ght be important in deciding
whether to go on the trip or to buy a stereo. : -

A check mark has been put in the space cn the right side ?f the pcge to indicaie-how
important some student thought each consnderchon was,

The student thought consideration 1 unimportant 50 e rated its importance as-"NONE".
Y . N .

" In rating considerations 2 and 5, the student has changed his mind: this is permissible.

The student did not underitand consiceration 4, so he marked it.as "Do Not
Understand”. Any consideration which "doesn’t make sense" should be rcted
- this way. " .

Step 2 . ‘. R
—_— . & . ]
From the ratings that the student made, he-ranked congderchon number as MOST

lMPO%/TANT and wrote its number in the space provided. Then, he rated n as

SECO D MOST IMPC *TANT . Finally he rated r)umber 9 as THIRD MOST IMPORTANT

&




L | -84
THE TRIP -

How much importance do YOU think should be given to the fo"ow\i_ng cansiderations ?

.a

~
IMPORTAt*

0

CONSIDERATIONS

R

Understand

Y
"Do Not
SOME

GREAT

1. th}i\er Joe ceuld affménsféreo records.

e

2. Whether Joe's parents would\:e dlsappomfed lf he changes
his mind, \ .

3.  Whether important educational| and other benefits will be
- lost, .

i

- o . - o
4,  Whether cultural-fran;missjan will be reversed, : ‘/

5. Whether Joe can possiBIy si:\}g eriough to take the trip
 and buy the stereo too.

N

6.  Whether the Quel;éc trip can be ﬂkén ;ext year, _ /
e . S G e

7. Whether his friend would let him_bt%row his stereo. . / '

8. Whether the frip rmght be called off |f Joe and a few
other students dropped out.

'.!~o-

_____ Whether his teacher would be unhapp)( or angry if Joe
§ e “cancelled out of the fnp. \
. A

N—t

| } —_

o
- - . T~

£
Y. ! -

From the decisions you hm;:i_u:f made, select the
MOST IMPORTANT CONSIDERATION
| SECOND MOST IMPORTANT CONSIDERATION
' 'Tnlﬁo MOST IMPORTANT CONSIDERATION ,'
95
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Story |

o .. XEAMMATES
", . V 3 - L . . / » —
T Sue and Christine ure/clossmotes .and both are also stors on their school’s -
. volleyball team. The chcmpnonshnp game is to be played on Fndoy ofternoon
/

_ On Mondoy /heu' teocher remmded' them that theaend-of-term mothemahcs .
test w0uld be he/d on Wednesday and results .given on Thursdoy. ‘

S . 4
CL Later S e said ta Chnshne, “Remember, | wos away'all last week? I'm
e so for behind'I'l} probably fail the test and then they Il put me off the team.

You're reol(y good in math and you sit beside me in class. |f you ]coep your
paper clogs to the edge of the desk, | can see enough ‘answers to poss. I "
~ probably” only need to copy two or_ three answers."

.

—_—

Chnshne wonderod whot ‘o QO. N

&
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TEAMMATES '

“

How much importonce do YOU think should be given to the foliowing considerotioms?

IMPORTANCE
) O
- ;
CONSIDERATIONS 3 é g uz_. E
‘ 85 z 8§ &
g .
1. Whether it is foir to Sue's constitutionol relotionships.
. 2. Whether Christine might be caught ond given o failing mork
for letting Sue copy.
3.  Whether-ony-real good would come to the school if copyk
| on exoms was practised.
i . SRS RN
l .

- 4,  Whether Chnshne might be cought ond her mother would
find out,

5. Whether it wos fair of the teacher to moke Sue toke the test -
so soon ofter o long absence. R

6. ' Whether the volleyball team really meont o lot to Sue.

B}
'

7. Whether it is foir o other students who were olso awoy .

8. Whetl:mer it would do Sue ony good to‘\copy.

9.  Whether saciety has the right to toke odvontoge of Christine's
previous ineptitude, .

10.  Whether Christine would beJropped from the team if she was
caught letting Sue copy. '

g

7 - 7 - .
11} “Whether Sue could get extra help ond learn enough math
to pass. . . \'\ o

12, Whether Christine ond Sue were really clase friends.

From the decisions you hove just made, select the

MOST IMPORTANT CONSIDERATION

SECOND MOST IMPORTANT CONSIDERATION.

THIRD MOST IMPORTANT CONSIDERATION

97
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Story I

THE OVERDOSE .

- ' An elderly mar, was slowly dying of a very painful disease for which.
there seemed to be no cure. The man's son was a doctor and he gave his /
father as large a dose of pain~killer as was safe. At lost even a dose that
great could not ease the terrible agony. The man begged for a deadly
overdose of the drug to put him out of his suffering forever.

The doctor.considered giving h{ father ‘the ov.erdése.

98
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THE OVERDOSE

How much importance do YOU think should be given to the following considerations?

IMPORTANCE
©
g .
-"-”- .CONSIDERATIONS 5% w . =
2§ 2 % 3
ds z 9 &

1.  Whether the dottor might lose his job because the authorities
' will find out sooner or later, A )

2..  Whether the right to die overrides the medical obligation
to society's behavior. - :

3. Whether the doctor might be sent to ioil'fclar breaking the law.’ »

4,  Whether the .drug could be left within the reach of the dying
father so he could take the overdose by himself.

v

5. Whether the family is in favour of giving the overdose.

6.  Whether the son should risk his own life because of his
father's wishes , .

‘7. Whether the hospital should make the decision.

8.  Whether the doctor'is bound by the same law against
killing as everyone else.

9.  Whether all elderly and ill persons would be endangered if
society permitted such actions. :

10.  Whether it is best for the father to have the overdose because.
he is.geing to die anywcy ..

11.  Whether honesty and the law would be in conflict if the
doctor made a decision from a normative base,

12. Whether the doctor might be punished for causing his
father's death, '

\

From the decisions yu have ust made, select the

MOST IMPORTANT CONSIDERATION

SECOND MOST IMPORTANT CONSIDERATION

" THIRD MOST IMPORTANT CONSIDERATION

99




-89 -

Story 1Y’

THE CLASS SALE’ |
/ e N

I3

A class asked the school principelfor permission’to hold a sale of
articles they all made in their Industrig! Arts and Home: Economics courses.
He said, "OK, but first work out all gfrongeme_nfs,wiljh your home room
teacher.” The students agreed that gny profit would be divided equally
among all class members.\The?r ‘teqcher approved of this agreerdient.

/

The sale made a lof of mongy and the next day a problem arcse.
Several students thought that the' profits shoyld bé shared differently than -
first ogreed upon. All the studants met in private to decide what to do, and
many suggestions for a new cgfeemem were made. :

You wonder what rﬁig}":t. happen if the éﬁgiml agreement were

. . [ ,"'
changed by your class. = o
. . _,f‘.
I ,"
*Z
}
/ !
i ,v':
) // . i ~ \
,/ ;“
; / '
/ I .
; i .U‘ ,
. ) ;
«'/ ¢ /
i ;
/ s,
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CLASS SALE

&

How much importance da YOU think should be given ta the follbwing cansiderations ?

. IMPORTANCE
o
o 8
Qo w w =
CONSIDERATIONS 3 -E g - g <
’ a c O O o
o2 < W V)
1. Whether yaur interests would be hurt by a new agteement .
2. Whether yau should vate far what yau really believe, no
matter what. ;. ' _
: e
3. Whether anyane's feelings wauld be hurt if the original
agreement was changed.,
4. Whether the teacher would punish the class when he finally
' faund aut the agreement was changed. -
5. Whether you would get less money if the ariginal agréeement
was changed. ;
4. Whether sameone wha warked reolly hard wauld be cheated
out of their share. : :
7.  Whether a penny saved is a pénny earned,
8.  Whether a gaod friend might be angry if you votedto | - . .
change the agreement, _ PN
"97"  Whether the class wauldn't be allawed ta hold anather sale. _
.10, Whether any new agreement wauld marally persuade the. -
original agreement,
" .. Whether ane wauld be able ta keep an agreement later on in
life, if he campramises now, - ,
12, Whether the principal wauld blame the teacher when the
ogreement was chonged,

From the decisians you have just made, select the

MOST IMPORTANT CONSIDERATION

3

SECOND MOST IMPORTANT CONSIDERATION

Q . ) ’ ,
ERIC ~ THIRD MOST iMPORTANT consiperaTion 101
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. S Sfory IV - : _
ROCK CONCERT

Diane, aged 13, wanted to at‘te‘nd the rock concert which was coming

‘1o town.
/ Her mother gave Diane permission to go‘ if she could poy."forb it herself.
Didne saved enough from doing chores and babysitting, plus $5 more. = ..
But her mother changed her mind and said that any money Dianesaved

e turned over only $5

would have to go toward the new clothes she wanted.
d that night with o

/ | . Diane decided to go to the concert anywhy . Sh
for clothes and then asked her mother if she could spen
friend. Her mother agreed but Diane went to the rock concert instead.

The next day Diane told Samarntha, her 16-year-old sistet, all that

ndered whether she should talk

Y had happened.
. \ o
Samahtha was very concerned. She wo

v;fith her rqother .

- _.______!_-
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ROCK CONCERT - .

How much importonce do YOU think should be given to the following considerations?

. ' © . IMPORTANCE
L T o
. s 5
- CONSIDERATIONS- TE 0w, =
: y 4 X g s 2
o
85 z 3 &
1.. Whether Diane would be punished-by her parents. ,
2. Whether the mother was concerned about Diane's best 1-
interests. .
3. Whether the lies Diane told her mother would be good for
her in the future,
4.  Whether the mother would moke Diane pay the money back.
. v5.' Whether Samantha should riot tell her mother because if she v
: told her‘, indeed, she would be. . . —

4.  Whether Diane has to make up her own mind becouse it is
her. money .

7.  Whether Diane had a pleténic ur{derlying relationship with
her friend.

8.  Whether Diane's mother was justified in goiﬁg back on an
agreement. . ’ . 1.

TN
9. . Whether orrongements made between two family members
should be ploced aheod of the well-being of the whole family.

"10.  Whether Samontha would be punished for not telling her
" mother nght away . ~

1. Whether Somomho should breok the confudence between her
and her snster

12. Whether Dlone would do it again uf Somontho didn't tell
- their mother. K

From the decisions you have just mode, select rhe

MOST IMPORTANT CONSIDERATION - T

SECOND MOST IMPORTANT CONSIDERATION

.

_THIRD MOST IMPORTA T CONSIDERATION

n 103



SECTION 1l

Dilemma Discussions Project
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DILEMMA DISCUSSIONS PROJECT -

E.J. Sand P.S., Thornhill

R . J.L.R. Bell P.S., Ngyvmarket
April - June 1976 ‘ - " T
{) . '\‘:;""_\\-«, -
_— ' »
\
. Participants:
Gord Penrose . - Master Teacher, Scie.nce
Erle Kahnert - Mt/:éer Teacher, English /
~ Tom Cober - Principal,. E.J. Sand P.S.
Bill Gordon - Vice=Principal, E.J. Sand P.S.
" Ishwar Prabdial - Teacher, E.J. Sand P.S.
" Norm Barnard - Principal, J.L.R. Bell P.S.
Carole Cameron - " Teacher, J.L.R. Bell P.S.
Wallace Halladay - ~ Research Office |
A
\
JUNE 1976
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"INTRODUCTION Ty

v

S~

Ontario's educators have been encouraged to include a Values (Moral)

Educdtion component in their curriculum. Both The Formative Yedrs (1975) and

& o i .
Education in the Primary and ‘Junior Divisions (1975) contain a number of goal

“statements which pertain to Values Education.

Appendix A contains a summary of some of these goals faken from the
e . o \ ' v . :*. . . :
two documents. The'purpose of the program described in"this report was to choose

and implement one related goal statement. The specific goal statement chosen

was taken from The Formative Years (1975) (p. 20) "the child in the Primary».'qnd |

Junior Divisions wi{l be given opportunities to: begin to develop a personal set

of values by identifying value alternatives and their consequences, sé\lecting
. . . i : \\ ’

personal values from the alternatives, internalizing the values selected and acting

in accordance with the walues selected.”

Bacll<ground -

Gordon Penrose initiated a program in Values Education at Bayview

Fairways P.S., York County, in the 1974~1975 school year. (See AppendixB.)
His students constructed: and discussed several moral dilemmas. During the dis-
. cussions students were given the opportunity to identify and select value altei~

native, and secondly, to discuss the various consequences of the alternatives.

Furthermore, some attempt was being made t6 monitor the discussions in a

. Kohlbergian framework (i_(ohlberg,'l969). In his role as a master teacher, Mr.

" Penrose, with Mr. Kahnert, approached two schools, E.J. Sand and J.L.R. Bell

-Public Schools, offering to assist interés}ed teachers in the implementation of
. . ) \ ) '

a Values Education Program. '\ . 5 S

' 10\6
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On March 8, 1976, Méssrs . l;.enrose,. Kahnert, Cpber, Gordop, and
Halladay met at E.J. Sand PI.S.,4'I"hornhi.||. Mr Penrose o:utl'ined the goals of ',
the program, and some examples of the moral dilemmas whiéh had been gene_rqtéd. .
and discussed c;f B.ayvie\;i Fairways P.S. The parﬁcipahtsugr’eed to pro;.:eé.d with '
a series of vae lésson% on alternate Monday afternoons in April_, May, and :lUf;e.
The classes involved we'r.e Mr. Prab&ial's gfcde 6 class and Mr; Gordon's grade
5class.| 4 | .
* ' : : ' ' L
| On March 8, 1976 Messrs. Penrose, Kahr_\erf, Barnqr§ and Halladay

met at J.L.R. Bell’P .S, Newmarket. Again, Mr. Penrose explained the pro-

grom he was offering to implemenf. Mr. Barnard requested that a further meeting “
\ ) '

" \ . . . ) .
_ be scheduled at which time a presentation could be made to the staff of the school.
\ 00!

.'\ . . B - .
On March 30, Messrs. Penrose, Kahnert and Halladay' made a brief .
v,

presentation to the staff of the school.

L’ollowing the meeting Mrs. Carole Cameron,

grade 4 teacher, agreed to participate in the project. '
. . ' - \ .
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'PROCEDURES .

/ .
Classes were held on the following dates and times:

E.J. Sand P.S.

! i

'

ey

Grade 5 class (Bill Gordon, teacher)

* Monday, April 5, 1976 1:30 -2:20 . -7
_ Monday, April 26, 1976 ~  1:30 - 2:20" i}
,' Monday, May 10, 1976 1:30 - 2:20. :
" . . Monday, May 31, 1976 1:30 - 2:20
! : Monday, June 14, 1976 1:30 - 2:20 -

Grade 6 class ('I‘sh Prabdial, teacher) -

" ‘Monday, April 5, 1976.  2:30 - 3:20
: " Monday, May 10,1976 ~ 2:30 = 3:20
N Monday, May 31, 1976 - 2:30 -3:20  _
\ ~ Monday, June 1)4, 1976  2:30 - 3:20
J.L.R. Bell P.S. /

/
/

Grade 4 class (Carole Camerdn’, teacher)

Monday, May 3, 1976 1:20 - 2; 'IO,
Monday, May’ ]7 1976 1:20 - 2:1
Monday, June 7, 1976 1:20 = 2:1
Monday, June 2'|-, 1976 - 1:20/= 2:1
. \ |
\  ~ On many occasions the same lesson, with minor varlahons'wcs gwep’
\

to ail three clcsses. In this section, a sample‘o\f lesson outlmes is provided to
. , y

N ' :~. ' ) 7\\»
, . give an indication of the occurances during the 13 lessons.
‘*."’v. ' ’ . \ .

lesson 1 = E.J. Sand P.S.
- Grade 5'class; Bill Gordon, teacher

Apriles, 1976 1:30 - 2:20

Mr. Gordon introduced the guests (Messrs. Penrose, Kahnert,. and
Halladay) in the classroom. Mr. Kahnert Iéd the class in a "cenfering“ exer-

cise. Every lesson in this project began with a centering exercise taken from

Voo

LM
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\

Mr. Penrcse gave the lesson entrtled |ALAC or | am- Loveable and

Capable (1973) Thrs |esson, also grven to both other classes, was en|oyed by "

the students. At the end of the |esson, Mr. Penrose asked the students to wrrte '

s

their own IALAC story. Several students in Mr. Gordon s class wrote IALAC

stories and they_were read at the outset of each lesson during the remainder of

the project.

e . . . . -

Lesson 2 - E.J. Sand P.S.
Grade 5 class; Bill Gordon, teacher
Aprrl 26 1976 -

At the outset of thss lesson, Mr. Penrose received several lALAC

stories written byvthe(:students in Mr,. Gordon s class. Mr. Penrose chose dne’
story;"and it was read to the class by a student. .
Mr. Kahnert led the class in a 'brief centering exercise.
.. Mr. Halladdy introduced the 'concept‘ ot a "consideration” in a dilemma
-;-/\sj,tﬁation. He ga\v_e the example of a bothrying' to‘decide' whether to buy a new ’
( | bicy(cle or go on a class trxip‘. The class discussed several "consi‘de'rat‘ions"l the
boy might think about, before making his decision.
- Mr. Penrose told thedilemrna story of twq students, Martin and Edna,
who saw another student, Eddy, ir'\sldethe school. Eddy was bei_ng}l.threatened
byb a gang of boys Wa‘itihg outside.the school..building.

The class broke mto fl)ur groups to prepare various considerations Martin

and Edna might think about befor{'egomg something in, this situdtion, - \

R The class ge’nerated a total of 26~consrderaf|ons. Mr. Penrose reviewed -

! these considerations with. the. clc?s( and asked the studm\choose the best and -~

o xll l worst consrderatrons of those grven. Mr. Gordon collr cted and tallred?a rﬁults,\
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\\ | TABLE 1 |
| CON\S\!‘DERATIONS GENERATED BY BILL GORDON'S CLASS | . \
\ April 26, 1976
) ~ BULLYING DILEMMA -
| 1. Wi'refher if" Eddy tells the principal he should get beaten up. (?-Zw-'l)cj
2, Whethe“r Mértin should tell somebody and if he did whot’miéﬁt | ,
/, happen. |
’3.' Whether he could sick his dog on the gang. _ ' (b-1)
4. Whether Martin could form a gang. |
5. ‘_Whef‘her Eddy should call for help. . | (b=1 w-3).
‘6. 4agvainsfv2 | . ' - (w=3) | b
'7. They're f’o‘ugher. . ) - | ’ (b-1). |
8.  Eddy's new at the school, { . o (w-1) -
'9. M'arfin. and Edna weré afraid. ' |
10. ~Can we get help. ‘(b-l w=1)
1. Should we get help. | (b-1)
i2. Who could we get to help.'”‘ ' . (b=2) L
’ 13.  How would we fee| if we didn't help.
14, Whefhgr Martin ;Jnd Edna could gang up on one of them. (w=5)
15. Whether they should‘go and get one of the teacher.
16. Whether they s-\ould t.ry and get even. T : v‘(b-l)
17, Whether the gang would get tired and go away, if Eddy just waited,
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one thought it was the worst.
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\]8. Whether the éang cmd. everyone else would cali thefﬁ tattletales,
etc. if they tell someone. : o o | | ;'-(w-2)i.‘ \
}\1"9'..' Whether the Qaﬁg has a good recllsén for getting Eddy. .
| _ 20. - Wl';éthér the-gang ‘ean L‘gét Eddy later anyw?y.' .
‘2’1\. 'W.}Y'nethyer or‘ not to sneak Eddy oqf in the»mi.dd|e of a group..
| 22, W.het'h“er or not to attract the gangl'svatténﬂo.r;. |
23. .Whetht\er or not to talk to U’rigerman's girVH."riend.and gé_t her -
t.o talk\to Ungerman. o ' - .. o (b-1 w-l)
24. : Whgth;’ or not to get someone from Eddy's family.'v I o ~(b-lﬁ) ‘?
25.  Whether or not to tell Eddy to be brave. _ .b , | (b-lw:BT
26. Whether or not to talk to Ungermd'n. " I o (w=5) .. \
@ coding indjcates the number of children who chose the i.tem' as best or worst |
choice. In this case, two children thought this was the best consideration, \

1
|
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‘Lesson 2 - J.L.R. Bell P.S. ‘ I

Grade 4 class; Carole Cameron, teacher
May 17, 1976

Mr. Kahnert led the class in a centering exercise.
Mr, Penrose proceeded to present the dilemma of Lisa:

"Llsa was a glrl in grade one.. Some students in
/grade 4 had been teasing her, beating her up,
and generally bothering her. Lisa was very: l-pset
and wondered what to do."

El

Mr. Penrose asked the class what Lisa could do in this situation.. Some

e
suggestions were:
Tell their (grade 4's) parents X Kick at them_
Tell the principal ~ Tell her parents
Take their hats ' Tease them
" Get their older brother or sister to get them Avoid them

The students were then asked to consider some of the solutions in light

of the consequences to the Grade 4 students and to Lisa.
The class broke into four groups and discussed the solutions. The ma-

RN

jority of the considerations discussed were of the nature of retributivg:iusfice, i.e.,

punishment to the grade four's and the consequent retribution to Lisa.

The students presented their findings to the rest of the class under Mr.
Penrose's leadership. (See Table2.) ;
\ o /
.. Mr. Penrose finished the lesson by continuing the dllemma
"Lisa was walkmg her younger brother whéQ%he saw
a pretty dress in a shop window. She let heryounger
brother go and went to the window to look./ When
this happened, her brother fell and chippe a tooth."
He then asked the students to'decide which was worse: what Lisa did

" to her brother or what the boys did to Lisa? The responses written by the students

are given in Table 3.
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TABLE 2

Solution

1. Phone the parents.

2. Avoid them.

3. Tell the principal ..

-]

4. . Tell her own parents.

GROUP 1

. ‘ . -\ ‘v‘l‘::'.'.-
Effects on Grade 4 Students Worst Possible Effect(s) on LiLa

\

S

Strap.

Parents will speak to the . -

student. Strdp them and

_then send to their room.

Grounded. '

Leave her alone or beat .-
‘her ups Take everything

away from her. '

Suspended.

“

Stay after school.
Write lines.

Punish them.
Give them a strap.

113

Grade 4's would kid her.

Beat her.up one more time.

She might get beat up or m-ight.vw-'

leave her dlone. Might make -,
friends." 2

Give her a reward.
Congratulate.

Grade 4's would get back at her.

~ Beat her up.
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TAMEZ

SOLUTIONS AND CONSEQ UE NCES

.- Solution

- Tell their parents.

Tell the principal .

GROUP2 -

. Effects on Grade 4 Students Worst Possible.Effect(s) on Lisa. - .

Take aWay pﬁvileges.
Stay away from Lisa.

Stay in room for a day. \,

]

Give them the strap.

'Make them do math all.

. day.. ) Make them miss_

Take their hats.

Get their older brother
- or sister to get them,

Kick at them.

art.

" Go and sneak their hats. -

Their mother may send
them fo bed early or with-
out any supper.

Tell them to leave her

alone. Hit them..

" Water to spit at them.

1. Legs might bleed.

114

Could beat her up again.
Make it worse for her. :

Beat her up worse.

I

They could take her,

Beat her-up worse. -

Gang up'on Lisa.

4

Kick back at her .
Hit her in nose. .

: Make up things that she never d|d.

hat and coat. -
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 TABLE 2

-Solution

Phone pupils' mothers.
2. " Tell the principals

3. Tell the principal.

o

/
/

/ N
4, Get older brother or
" sister to get them.

5. Avoid them.

6. Tease.them.

Y

7. Tell her parents.

. Keep grade 4's’i in untll

: Give them homework"sa :
" they don't have time. - . ‘

" Grade 4lstudentswou|.d !

" Ianore ber or get angry.

GROUP 3

Effects on Grade 4 Students . Worst Possible Effect(s) on Lis:

Lisa would get blamed .by. her
own parents if other parents
\_ win the argument. :

Two parents will talk -
grade 4 pupils will get in
trouble.. '

\-
.‘l

Principal will warn them - Thﬁzould beat her up off th
| ' o

first and strap them next, schod| grounds.

Lisa leaves.

Beat, her up

Grade 4.chijldren get their older;
older brothers and sisters to flght
Llsa s sisters and brothers.

Grade 4 students would
get beaten up.

Follow her and beat her up.

not have anyone to p|ck
on, "

N

Beat her up more than ever. -

]

‘On the weekends they would '

Tell children\not to leave
beat her up.

too early.

115, R



104 -
TABLE-2

SOLUTIONS. AND CONSEQUENCES

GROUP 4

Solufior; : Effects on Grade 4 Students Worst Possible Effeéf(s) on Lisa

1. Phone pupils' mothers, - The two parents will talk Lisa would get blamed by her

* . andthe grade 4's will get  parents.
“it.
2. Tell fhe'principdl . The principal will warn = They would beat her up off the
o - them first and strap them school.grounds.
next. ‘
-3, Tell the principal. ~ Keep the grade 4's ofter | ~ Beat her up.
Lo - school ‘until Lisa gets home. '
N~
4, Get older brother or The 4's people would get " The 4's will get their brothers
- sister fo get them, beaten up. and sisters to fight Lisa's.
/ .
5. Avoid them. \ Gr'ad.e 4 peoplé would | ‘Follow her and beat her up.
not have anyone to pick on.
., 6. Tease them. Ignore her and get angry.  Beat her u'F‘:.vmore than ever.
7. Tell her parents. , Tell the child not to Ieav/e On the weekends fhey would

early. - beat her up.
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| TABLE 3
N GRADE 4 RESPONSES

Brother's lip because the girls never cutLiso. o . : ) |
Brother s lip. The mother ond fother have to pay for the chipped tooth ond he
.got hurt, ‘

| think that her b’rother's"lip was worse because it is her younger brother and
she was responsible. :
!
: / e ‘ :
Lisa's brother because a chipped tooth doesn't grow back. A
/ .
. She wouId get hurt ond only for one second her brother would feel pom.

;
s

Brother's, lip because it was her responsnbrlrty to |ook atter her brother.

/

c—

Brother s lip because she- should be responsrble for her brother.
'»Brother s lip becouse her brother was bleedmg. ._

Brother s hp becouse she saw @ beoutlful pair -of shoes and ran off without
her brother. - . .

., "'Brother"s lip because she '\.Ndsresbonsible.

Her brother's lip becqbse she wos'in‘chorge of her brother .
‘ Brother'sl‘ip because she_ was re_sbonsible for her brother.

Brother's lip beoouse _shechi"pped his tooth and sheAwos responsible.,

t think her brother's lip because she was responsible for him.

What hoppened to her brother because she was responsible for her little brother.

Whot she did to her brother because she was responsible.

: | think what Llso did to her brother was worse becouse she was respOnslbIe for
h|m and he was younger than her.

| think that it was worse for her to leave her brother because he got hurt ond
she was responsible.

- | _ _
: Brother's lip becouse'sh'e—wus—responsibI“e—ffor"h'erbrothen Z

r

Lisa was hurting her brother. Wos worse because she was respons|b|e for her
little brother.

ERIC | R ¥
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\ .

-l thmk what Lisa did to her brother was worse than what the grade 4 pupils
: d:d to Lisd because Lisa wasn't b|eedmg or chipped her tooth.

What she did to her brother was worse because her brother's damage was
permanent until his tooth falls out. -

Brother's tip because what the grade- 4's did to Lisa didn't hurt her, |ust made
her unhappy . .

Brother's lip because Lisa was responsible because Lisa w0u|d get in trouble
from her parents.

Brother's lip because she would get into ‘a lot of frouble and her brother might
“have to get caps on his front teeth, ‘

Brother's lip because the girl is responsible for the boy.




. _ Lesson 3 - E.J. Sand P.S. R
-Grade 6 class; Ishwar Prabdigl, teacher
Monday, May 31,1976 = =~ — -
- .Mr. Halladay asked the students to give examples of the bého‘yiors of
others which théy found unlikeable. Eight examples given were:
1) brags a lot

2) bothering YQO' '

~3)_ call you names ' . .

4) ' criticizé ! y
5y “say orlwe thing, do another |

6) . liars o

‘7) people who ignore you

8) .P.eObJe'who never le;rn : . -

- Fictitious student names were assigned to each behavioral character-
istic. The cl\ass'Wc;s assignéd,fh;'fask of choos‘i.fri.g two of these fictf?ious studeh_ts
‘to be rgpres;ntaﬁv;é on an"orier‘;feerir;g contest.

Ffve groups were' estabffs'héd, and they \.N.e.re asked to ;cl?\oose a secre- .

_ tary and chairman. The groups reported the following occurances:

1)~ How the secretary cnd chairman were chosen

2) . How the fictitious representatives were chosen,

3) .| The 'reasons for the two choices.
At the end of the lesson the groups presented their findings. Several

groups (but not all) were able to realize that criteria was important to establish
| _

before maki_r{g choices.

1
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Lesson 4 - E.J. Sand P.S.

‘Grade 5 clcss, Bill Gordon, teacher
May 31, 1976 .

Mr. Halladay read an IALAC story. to the class.

Mr. Penrose presented the concept of "Avoiding Negative Enefgy."
| ' ] : )
He pointed out that sometimes people are hit by other person's, often unintended, |

negative energy and feelings, and there are many ways.of avaiding these feelfngs,' ,
e.g., pretend it's an arrow and let it go by, let the wind blow by you.

Mr. Penrose told the sfory of Myhard a young school boy: -
‘ .
_"Mynord was often picked on by Mrs Althea because
he was daydreaming, his notes were messy, or he did
not know what to do. Mynqrd was a‘loner." At home
Mynard was an-expert on “sinatt motors. ‘One day, he u
brought to school some samples of small motors which _
_he had'made. As soon as he presented them to the class, -
Aloe, another boy said that Mynard had' cheated and -
. _ someone else had made the motors. Vascoe claimed Mynard'
father had made the motors for hnm "

" Mr. Penrose asked the'c!css to give some examples of feelings associated -

with the stor}. Exdmipl_és- were: . - E

anger ' _ disgusted N
. . happy L - surprised
' " sadnesy loneliness
insulted "~ puzzled
" annoyed bothered
" hate ' loved
amgzed - bewildered -
proud - exhausted
: ' ' pestered unloved
- ,embarrassed :

'Mr. Penrose asked the class to chocse which feelings applied to each

of the partiqipahts; Mynard, Mrs. Althea, and Vascoe and Aloe, before and

after the presentation of the small motors. -

;
[

Members of the class i"lriusutrated, int'pd}i'fomime, some of the feelings
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of each of the people during the story

»i

Frnplly, Mr. Penrose asked who was most to blame in this situation
and what feelirig ‘would bé‘ussociated with that person.
,;,—(' ’ . Th|s lesson enabled the chlldren to see- three pomts of V|ew ina

conflict situation, and in partrcular, to associate emotlons wnth each pomt of -

“ ' . view:

Lesson 5 - E.J. Sand P.S. R *
- Grade 5 class; Bill Gordon, teacher ' -

Monday, June 14, 1976 '

Mr. Halladay read an IALAC sto’r;"\to the class. -
) \\ R . .

Mr. Kahnert led the group in a centering exercise.

Mr. Penrose read the dilemma of two children who were very good
frlends. One child found her frrend gorng through the coat pockets of the other

o

chlldren.

Mr. Penrose and Mr. Kahnert showed the class how they mt"ght "role— ~

play" this situation, - Different pairs of students went to the front of the class
!

and acted out variations of how the dllemma ‘would turn out. Students were

~

-asked to make observations about the feel"in‘gs and reactiom of the two
characters |n each drama. All children were given an Opportunity to act out
each of the roles with a partner, and then to reverse the roles. ’

Another dilemma of a boy and a rabbit was ‘presented The boy who

" had been given the responsibility of loeking ‘after the rabhit forgot tp complete

v

his duties ‘one evening. “The students took the roles of the rabbit and the boy .
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COMMENTS AND RECOMMENDATIONS:

Most of the children in the three classes seemed to enjay the brief -

i

experience of the four or five lessans. . - .
The children particularly enjoyed activities in which the whole cldss

»w'as involved in a rolé-—piaying exercise. At one point, in Bill Gordon's grade
5 class, (June 14, 1976), Mr. Penrose began to introduce a ‘...c,'ec.ond dilemma

situation to the class. Before allowing Mr. Penrose to proceed with a second

- di'lemm'c, the children insisted that they be allowed to reverse their roles from

. the first dilemma situation. . o R

On several occasions throughout the project, new insights into dilemma

situations Wére gathered when the chfl_dfe’n were allawed to role-play. . Fl.JI"f‘FI‘eI"-‘l’:

? " A - /

more, the role-playing technique allowed all children to becdme,__involved in
“hypothetical conflict situations. The straightfarward discussion of dilemmas was .

‘ too abstract and uninteresting far some children.

‘ e

In light of the original instructional abjectives from The Formative Years,

R

.the progrc:mr‘\;vds. successful to .the extent that the children were givle"n 6p'pélffunifie§:»_
to identify value -al\ternolfives and their cén.sequences. Whether the children
internalized the values they gélecfed, and acted in accordanﬁe, is a comA:IIusiLn.

. requiring data which was not callected during'. the Eroiecf.
A second obilecfi.ve of the proiec‘.f was to attempt an assessment of

~student dialogue usfng K.o‘hlbrelrg's theory of moral development. In.'fhg grade 4
and 5 classes, much of the déchssiém involvgc;i Preconventional reasoh.ing- Table
2, which is o summary of the grade 4 students' discussions, provides many ex.om,»ples

v

of Stage 1 reasoning. In the grade 6 class, same students were beginning to offer
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ﬁ . _.arguments at the Conventional Level (example; at one point during a discussion,
a student pointed out that it was important tc;_ consider the ‘school'é reputation.

-

if d certain action was followed).

L

Nevertheless, teachers with some exposure to Kohlbergian tHeory will
T likely find it difficult to integrate and'assess the dialogue of 25 or 30 students -

~ina classroom situation, ’Ex’perience,wifﬁ\l‘theﬁ "Important Considerations Survey"
_has demonstrated ti.at many written statements, evaluated by a "panel of experts"

- \

e ‘ \ \ o . -
are not easily classified into the Kohlbergian sequence. In. this type of project,
a conclusion that there was an upward shift in reasoning styles by some students -

would require valid and reliable measurement techniques. -
. . . . \\\
L

Recommendations

In the future, with Junior classes, it is recommended that rble_—playing ‘
techniques such as those described herein, or by Shaftel and Shaftel (1967) be

considered for implementation.

. . 1 - f . . ) . --‘ o '
. Secondly, there is a great need for high quality measurement instru-
ments to monitor these programs. Attempts to assess Kohlbergian growth by teacher. .

_ observation, while containing some face validity, may lead to uireliable and

r

perhaps self-fulfilling results. Objective measurement techniques with established

A

reliability and validity are needed to provide conclusive answers to such questions

as "Do dilemma discussions influence moral growth?" '
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APPENDIX A

OBJ ECTIVES FOR VALUES EDUCATION

From The Formative Yedrs (p. 20)

"The child in the Primary and Junior Divisons Will be given opportunities
- to: - o ‘ : : S

- Begin to develop a personal value system within.a context that reflects
" the priorities of a concerned society and at the same time recognizes
the integrity of the individual B

- become aware of the values that Canadians regard as essential to the -\
well-being and contiruing development of their society — namely,
respect for the individual, concern for others, social responsibility,
compassion, honesty, and the acceptarce of work; thought, and.
leisure as valid pursuits for human beings; -~

. . . -t ¢ .
. - begin to develop a personal set of values by identifying value alter-

. natives and their consequences, selecting personal values from the
alternatives, infernalizing the values selected, and acting in accord-
ance with the values selected;

- identify and analyse public value issues." - /
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From Education in the Primary and Junior Divisions (p. 20)

- . L

"The teacher's task is to help each child consciously develop a clear

“set of values through a process,that-mightbe described in this way: -

becoming aware of the existence of values;

'

“identifying value alternatives and their consequences;

t

selecting personal values from the alterngtives;

]

.
1

internalizing the values selected;

’

- acting in accordance with the values selected.”

»r
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APPENDIX B

*VALUES EDUCATION - A PROPOSED EXPERIENCE * B

Developed By: Gord Penrose

{
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' A..,Vu‘lue.s Education -.A' Proponed.Ex;nfience e

- developed by Gord Penrose

r//

Background: With-\ and students ot Bayview Feirways Public School dilemmas were
_ gencrated during the 1974-1975 school year, Attempts to work. through some 5f thesa.
© dilemmas ware made by Years Three through Six teachers with the help of the following
Master Teachers: Pat King, Howard Reynolds, Erle Kahnert. brian Burnham assisted in’

" both the planning and informal assassment of tha programme . o

-~

(\ ) For the school year 1975-1976 ot Bayview Fairways it isAproposed that one or more gq&l‘“

statemeris as outlined:in The Formative Years on page 20 under the heading of "Values"
be thebasisfor the programme .’ Saveral five week aexperiencas will make up the studies
programme in values for the school year. o T

' Preliminary: K

(1) Select one goal statement from The Formative Years: "begin to develop a péﬁsojwal’
sat of values by identifying value alternatives and their consequences, selécting
personal values from the alternatives, internalizing the values selected, and' acting
in accordance with the values selected” .- _ SRR

Ste;; # .Selec* a real dilemma based upon pne of the twelva themas as found in the

student's dilemma book: .
_’__..//"'/ . . .
(i) noisy class

(i) ~ mistakes mada in marking papers
(iii) - behavior problems when teacher leaves the room
(iv)  the bully '
(v} -broken promises
(vi)  withessing an accident
. (vii) _ vandalism ‘
(viii) ‘teacher's pet
(ix) tattling on others.
(x) ‘witnassing cheating
(xi)  disobedience .
(xii)y  unfair decisions
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Preconventional

Considerations

-.1‘1'9 -

Example of a Grade 4 Dilemma o o | /

1, He didn't want to do it. (no reason) .‘

2., Ho wanked to do it but ho didn't think sportsmon did hings llke that,

3. He was wroﬁg be?:ause the teacher will punfsh him, - | | |

4. The teucl%ér‘ should make him«w.rite_ out lines for doing a "bad" i.hing like that.

5. Maybe he s'hbulci'do something o th:'t’tl.nle_ taacher won't have to say ha didn't to
anything. ' R - o

6. Maybe the teo'chel_" will-get angry at him and take her angar out on tha _wF';ole class.-,f'

.SteB’ #9 .R'ead.theﬁ dllemmc. Askchlldren f6 voluril"eler ideas 6f"w|;|at could be doﬁe. .

. Ask them to volunteer ideas as to what the effect(s) coul d be on the person

who takes the action and the offects onthe person who recaives the consequenée
of this daction, e.g. ' : ' ' <

‘possible effact(s). possible effects on
: . - | on person | his or her family
He could run away from the problem | relief | fright
- ' ' | fright S guilty ,
guilty : . o
Step #3 . . From the above ideas formulate with the children a list of considerations. Talk
~ about these in term of "l agree because . "| disagree because

Step ¥4 " Use this chart in conjinction with "Stage characteristics" part of the lecflet,
: "Major chara cteristics of a Stage = Sequence Model of the Development of
Moral Reasoning Power" supplied by the Research Office. :

ls the orientation basad on the individual outlook?. group outlook? ~outlook -
based.on principles? ' ‘

If it is individual:

OA | wantto (no reason) | like to - (no reason)
| don't \n/rant to ~ . {(noreason)" >

OB. A reason but the relationship between a physical or social reason and raality is
not nécassary obvious. ‘ - e

-

/ ’ »
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- hﬁd.fs supposed to have his book repoft in. The book is thick, He has only raad-th; first
" few pages. The book report is overdue as of to~day. . o Lo
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1A~k is right becouse it gots uW' it is wmng bocouse it brlngs punishment .

'IB One is paid back for doing ' good" I'hmgs dnd "bad" thmgs. Iti is an ammonenl'
|ushce notion, "~ -

2A  One sees two or. more‘poi‘nts of view dhd comprohiises.
28 Compares two or more poml's of v:ew as I'hey relate to each other,
3  One wants apprecnal'ion, admwahor/i and acceptonce from I'hose who counl'

3 One mqsf do hisor her duty but it 5s'nol' cleor why .

-4 -+ One must do his.or her duty and/&bey the law wufh a clear stal'ement as I'o I’he -
effect on society, ~ : .

e

-

Step #5  Give slips of paper. Euuh pupil pul's l'us or her name on I’he sheet.,

'Read the short list of conside I'lons. Each pupi | picks one for first chouce.
The process is repeol'ed for 2#d and 3rd choices,” A space is left-at the boﬂ'om
of the sheet for addmonal commenl's and idaas,

Gordon/Mulch I | 5

: Ist - 4

: 2nd /-»

3rd -3

Comments: You should

+| do-what your mother .
‘I'ells you to do, ' ' y

Record the mdnvudual and class results under the general headmg
Preconvantional or Convantional -
OA-28 . 3-4
/- 5
During the ensuing five weeks use dilemmas from as great a range of sources
~as possible. Use a different source each waek from the following:

(I) film sfnps : -
(i) sourca books or baoklets
(iii) movia clips '

(iv)  real life situations

(v) , constructed .

" Step¥6. - Repeat #1 stqée‘with a different dilemma.

t
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INTRODUCTION

\

Children were asked if they would like to write stories in ‘
‘which a decision had to be made as to what was the
appropriate action in a givan sftuation. They were infarmed -

“ . ‘ S .' . . o
that there dilemma must relate to schaol ‘in some way and
that only the situation be described.

"They were also asked not to use real names but rather to .

fabricate them, . - -
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.- GRADEONE . |
.Loslle Kiss =~ The Baseball Glove P

§ One morning Jack got out of bed, That afternoon Joe left his boseboll glove at the . ._5;
school~grounds.” When Jack and Jeff. went to the.school-grounds at recess the.two boys saw the

glove and took it home, When Joe noticed that the glove was gone he looked all oround the’ i
| nelghborhood except Jeff's and Jack's house.

| ;‘Dovnd Pavan o ) Bobby and the Bat L e L 19

. , -
s . A

l Bobby found a bat and the bat belonged }o Brian, Bob,l:y gave the bat to Foz.zyv.




Come Co
e ~ GRADE TWO.
3 Hari Thomson. ' ) SEc‘ey' o .‘ | | 2.1

e There was a boy named Spacey! He liked going in space | He lived or Jupufer and went .
to space school . He had a rocket 500 stories high! . It costed $700,000 to bu:ld He had 50 .
- gadgets in the rockc,f One day his father took the rocket away .

. 'Miche e Rival o | - The Flrsf Day of School' — D -2 72

\ S sie's brofher Ernie wanfed to go to school so badly, lf was only his first time to go

- to school, When he woka up he found out there was no school It was a hollduy.

_ thlce Y oumans ' - The Raw Sandwich N 2-3

John:':hc:d,a' sandwich and':f want raw . John's brother iMike hadia sandwich and it went
raw. They. wéré both hungry . ' '

" Maureeh Lyndé Haan My School T ‘ . 2-4

When I\afhy was in school it was brand new, Now it is almost fhree years old, Kathy ‘
is.in'grade two. Last year n(afhy was in grade One. The yedr, before that Kathy was in (\lndergarten. ,
In kmdergarh_n the work was easy. Then in grade One it got a little harder. Now in gradé two -
it is recllly hard, Kathy wonders about gradés three, four, flve, six and seven,

: Caroll Carter " ~ Mickey Mouse - } a5

Mickay Mouse was in his house sleeping. He got in frouble with his mom because he had
i‘o do his homework . He went to his be droom He dldn t do his homework, '

Silvia Lanzolka ‘) , - Mz Brofhe B ) 2-6
, ~ Sergio's brother Vello was playmg tether-ball, He swung and he Swung and then his bone -
. €ame out of his fmger o : : L R
ch Murray Foster ' . The Miffens o . 2-7

The- muﬂ'en mix-up. chrf had a nice pair of mittens. They were red with graen stripes,
. Peter had mittens exacfly the same,  One day Stuart went to Peter's house. When it was time to
- go home he saw his mittens in Peter's house . '

* Paul Mcan S A POE.F ' , 2-3
Andrv.w did not know how to do a paper. He was afraid to tell the teacher. Saul knew
how to do fhe Ex:vper_.2 ~ndrew did ‘not know how. - N ' ‘ /,,#
Johnafhan Muntoe ' . The Shrimps Y ' o 2-9

Ronnie startsd growing shrimp;s with Mr, Rally. Mr, Rally gave Ronnie some egg's to hatch,
Mr . Rally gave Ronnie some food for the 8 shrimps. Ronnie kept on losing the food.
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A

""Rabynsm.rh .  TheTet - 2-10°

Davnd got his test wrong. Mary got her. test right. David felt sad, Mary felt happy

*carollP E.Cartter TheNonso'~ . o 2-11

. N
M's Moresen is a teacher . She is nice, Everybody was moklng noise. Then she said,
"Be quiet". And they did. Then they started makmg a noise agdin,

) VVNEddi‘e Roberts - _ ' Big and Small ° ’ 3 L 2-12

Some big kids pick on Sam. He is small .

Trevor Warren o Foursguaré. _ : C2-13

Donny wanted to play-foufsqb’are but they would not let him, Don%qu;‘ not happy .

Samara Rob"inawarz : The Snowball - L 214

+

One day Peter thr°w a ) snowball ond it hita pol ice car and he ran inside the school . The
pcliceman came to folk to him,

| Lelgh Vners~.n : ' The. Lost ng : '2 - 15

One day Mary lost a ring. John found the ring, John liked Lori and gave the ringto
her, Then Mary came to John's class and asked him if he saw her ring. -
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GRADE THREE

' Nicole Rosen = . TeachersEmor / S

. Tim's teacher gave him 100 out of 100, Tim saw'he orly had 91 out of 100,

Nicole Rosen, | . The Bad Day o , 3-2

_ Cathy and Bonnie lived on farm. One day a'rain storm came., | Mother and Fafher were . °
.' on fhere way to town, They left thelr raln clothes in the car, School would start in an hour! _ / ;
~:.A|ex15 Dlm'angel : _ o The Sticker ' 3-3"-

- Af school John Coposn puf a shcker on the teacher's chair. She sat down and tha sticker:
. was on her dress. She walked around with the sticker on her. dress -

. . 3
L .o , B .
& ’ .

Crcug Mulhollan R .The Big Bat Fink 3-4
One day at Baview Frownways a boy called Jlmmy was called to the front of the class for
science, The Science teachér was Mr.. Glenrose, He said fhat the topic was birds so Jimmy made
. some wooden wings and put them on hus back.

When he came boc'< to. school all the kids called him a bird fink, "He did not care |f has was .
called a fink, Then he cllmbed on top of fhe roof ,

Tracay Powers : .. | ' The Uniform T 3-5
. One day Fred ripped his freind' s soccer uniform, - He was the biggest boy on the feam.
... Fred thought he would beat him up. Fred said, "But he is my friend he would not hurt me"

"Oh!" he is playlng a gam2 tomorrow,

Chns Pople - | Broken Glasses . 3-6

‘ Mary Tyler was going out to recess one day but she forgot her glasses on the counter, Her
o puplls had a bunch of new and old toys, The boys had guns. The guns had little stones you could
“put in. John thought they should play cowboys and Indians, So they were shooting and Crash!
- The teacher's glasses were busted by Rogie, The teacher came in from recess. How did my glasses
.. get broken. : ' .

Sven Din | The T.V. Set N 2

One day Jon's teacher said "Sit there and stay there, while | go to the office,"” Jon
“didn't do what he was suppose to do. He started a' fight and banged the school T.V. set and it
broka, ‘ : . ‘

Elizabefh Kiss The Fire . » 3-8 *

. One evening. Nancie's parents had to go somewhere for three days. After they had Ieff 13 8
Nancy invited her girlfriend over. They tried to make a cake, but when they tried to take it
o ot of the oven Susan burned her hand. That afternoon Nancies parents called and asked them if
]:KC hey were all rlghf Then Nancy said fhey were all right . Buf fhey had broken fhree of Nancies

\
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I N

John Gummersali . Sam the Bad Bby : 39

There was a boy name Sam, He was a mean boy Every day he would do cone bad thing, -
' One day he would put some bubblegum on the teacher's desk . -The teacher would sit down and |
.stick to the desk. The next day he put a stink bomb in Jodcen s desk: pow ugkl I "Somefhmg
" smells! said Jodeen .

‘ Paula Barata . - The Broken glass cup ' . 3-10 "

-

Mother went away to the store,. She said "Mary and Nancy go to school", So Mdry and
Nancy went to school. When they got to school Nancy had to hold the teacher's cup and Mary
‘wanted the cup. They had a fight and Nancy- dropped the cup. -

" Jackie Green . . The Bullies ' ) 3- H

Jackeo's sister Penny is in the shelter crying because some blg boys were pushing her,
Penny would not lef Jackco take her to the teacher,

Tony Banko ‘ T-he Broken Window . 3-12

It is recess at school . A boy was playir.xg ball and in a flash the ball hit the window. The ‘
window broke,. ' ' ‘

Susan Ackland ' : : Broken window o - 3-13

One day Mary Cook was playing outside and her mom was going to work . It was pouring .
down snow, Her mother said "Dress very very well and warm and you may go out to play," Her
mom only worked in the mormng She left but before she left she said "Don't throw snow-balls",
But Mary did. She was aiming for the school roof but she hit the window, -
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\ GRADE FOUR '/

Research" S : / 4 -1

’ The teacher tald Enrbut to do research on dogs butz Itked cats better, He tri_eci it on cats
: -;,.,bul' could not find a book on cats, He tried it on hamsters’but he could find a book on hamsters.
He tned it on  birds., P t E / : .
|

Daryl Stott ) ‘, - The Drug 4 ,’ I Y 4-2°

{

N Hector's best friend wds a real brar. He /smoked and he took drugs. One day at schoal hlS i

‘class was talkmg about drugs and how bod they were, _
. . - . . } .

o After schaol he told his parents what they were tadlking about, His father also gave him

P a talk about drugs. The‘ next day was Saturday and Hector's friend asked hrr+ for a drug.

-

Stacey Donaghy . “ZELAS Adventure

4-3

. Zela's mother said, "The principal called," and your teocher said ﬂ‘mt you were not well=
" behaved in school. Your teacher said you have not done your science, "B=But | did itl", Zela said,
."You did not", said her mother; Zela did not know that her friend Oaka switched papers. Oaka

rubbed out Zela s name and put on her ovn name instead. (
: i

. Tiana Perry ‘ .S. R. A. Card P j 4-4
Daygart was supposed to do three S.R.A. Cardt before he went on to another colour,
Daygart only did one and went on to another colour. :

Tiana Perry ) ' Book ReEor o I 4-5

'y Lamot ‘was supposed to read a book for the book report. The'book he had to have reéd had
;. three hundred pages. She didn't have three hundred pages read. The book report is due today.

g_:: Tiana Perry ' ' Math Test | 4-6

L Zcary was supposed to have dane a math test, She did not have it done, When she wenf
/ to correct it she put all the answers in, The teacher {houghrshe saw anry do it. :

- Neil Fostar l B Jacknife o S T 4-7 .
» Ace and his class were going on a school trip. One of his best friends brought a jacknife
with him, Ace started to play with it. He cui his finger with it. The teacher had said that

there were to be no knives taken on the trip. '

Leonardo ’Lanzolla . " lce=cream ) ' 4-8

Kerby had to make ice~cream for a cont=st with cnother boy .. Kerby already made ice- - |
" creom, The other boy didn't even sfarr his.

140

¥



-129 -

R 4

' Colleen Patterson ,A The Birthday Gift  4-9

~

) One day Nery was at a store. She was looking for a present for her mother because it was
~her mother's birthday tomorrow. She only had:to buy some things for her father and some things for;;;
an experiment at school. Her famuly had a rule Don't Borrow Money, :

i

Colleen LeMoine » ReEort Card » 3 4-10

It was l'he first day of school and Tilly was bad, She hod to stay in after school Soon it
was report card day . She got a bad one, W:ill she pass or not pass® When her mom opened it she
was in trouble, Her sister got a good report card, So her mom and dad got her sister something for-‘=
. passing, They didn't buy Tllly anything because she didn't pass, . . , :

Heather Kirkwood . Stolen Math Test B - . 4-M

7

“Tashy's class was havmg a math test. Tashy saw her friend Fee-Fee take the teacher's
: ‘answer sheet,

i
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GRADE FIVE ‘

. St T wman, o A
o st SR e 3T

. Danny Korte Sneeky Greg | 51

o * 'One day the class was doing math, The teacher had'gone down ot the office with a‘bgy.
- who had been bad, Greg said to his friend's "| am going to get The teacher's math book and copy
the answers" ‘ : :

Robert Morshall . * | Cards . 5-2 '
One day Roel saw his friend Arnold, He was pleying cards with his other friend George.,

Roel decided he would watch them play. Then Arnold was called over by his teacher. Then George
lookad at Arnolds cards and took one. Roel saw hlm do it.

‘Judy Shaw | Glenda and Larry : " 5-3

One day Larry went to school, In the morniné_the class was doing math. Then in the
afternoon they were doing art with scissors. Larry ‘cut a piece of Glenda's hair off,

o
\

Dean Virgoe - Chesterd the-Cheater - - 5-4
One day at school some people ware playing chess. Bange wanted to play with someone
and his name was Chesterd, They had a game and Chesterd won. But the next game Bange won,

" Chesterd had a book under the desk, He was cheating.

-Debbie Chroust o Leo's Teacher | ' 5-5
Leo's teacher made Leo mad /‘nd at the afternoon recess Leo went in the teachers desk
and stole somethlng. Beagle saw him, Beagle was not a friend of Leo's.

¢

| Judy Chllvers Recess Cheahng - :  5-6

One day Rhonda had gotten permission to finish her work at school during recess, Every-
one was gona except Crystal and Rhonda so Rhonda assumed she had gotten permission. Then
Rhonda saw Crystal reach for the answer booklet, Rhonda new Crystal was copying because she
had told Crystal that morning she had not begun to write anything.

' Cindy Graham  Fred Bed | " 5.7

One-day a boy named Fred Bed was looking in someone's bag. He got out some gum,
" It was mint gum, and See Bea said: "l saw you take that gum out of that bag",

Susan Mcnteufel , ' The Math Test 5-8

. One day in school Perch, a httle girl, got.a test about "Math". When Perch got it back
she got one wrong, and 59 right. The test was out of 60, She usually got them mostly wrong.

Shirley Anne £gan ' Copying ' : 5-9°

K ashon was going some work, Suddenly iviercan saw him lean over and lock at h|s friends

EC fmlshed and ‘marked work, 1 42
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‘to copy out of the book, Then he handed it to the teacher. L

Kenny Priddle _ Break : ~ 5-13

=131 -

Kg"vin Smith . ’ : -. Spelling T‘est ' - 5- ld -

Fred and Anfhohy were sitting together and Fred said "hey."< Anthony said, "What"? L
Fred said, "Let's go to, the teacher's desk and sneak the teacher's spelling book". Anthony said, - i
"Qk", Then they took the spelling book and copied the questions out:= Donald saw the two boys -
doit. . . - -

David Alexander | Spelling Test o 5-11

One day we had a spelling test. Donald took a spelling book. Omano saw Donald start

-

Kenny Priddle Tecr - ' 5-12 ° )

Joe saw Ted tear a math answer book., ' S

Sue saw Jack break a window. Jack ran,

Tina Karja- The Fight 5-14

One day when Morrsel was playing with Meatless they saw a fight.

Karen Muholland The Math Test * 5-15

. One day the class had a math test. Toto saw April copying Jay-Jay's work,
Seema Naqui ‘ The Test : . 5-16

One day the class was having a test, Ray went up to the teacher's desk and took the
answers. Then he went back to his seat and copy down the answers, The class saw him do it,

Paul Boynett - Beaver Changed the Name 5-17
. :

One day the class had a math test. On Wednesday the teacher announced that Kitty was

~ the only kid to get 100%. Beaver felt upzet. So at 3:30 Beaver changed the name and showed.

the teacher and the next day the teacher announced her mistake. Kitty cried, Beaver felt upset.

* Laura Staodley : The Punch . .. 5-18

One day Flower saw Riff punch Hendcr in the mouth. Hender couldn't talk because he had
| fat-lip. The reason he punched Hender was that Hender was sliding down the hill and Riff was.
looking at Hender. Hender didn't know who hit him, but Flower did.

Linda Migotto The Ripper  5-19

, There was a boy name Punky, He had to do some work but instead he ripped two .piece of
rs up. "4 A .
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Ihe April Fool Qulz B : 5-20 _

The\.ogler o - _5-21

Geo was Iookmg for his papers which was all right. When he passed Nina's desk she had,
i':_’.'hls papers and was pul'hng in the answer .~ . - -

{'%_{Ensu Dale o Sadie is Naughty e 5-2 \

\
. " One day Sadie wasbad. So the teacher sent her to the prlnclples offlce. Instead of the - '\
“’»prmc:ples office Sadie went home. , . :

~

Ensa Dal"e | ‘Barney Steele o - 5-23

One day Barney was in the janitor's office and he was squirting soap ali over. The janitor
 saw B rney come out of his office with soap on his shirt sieeve.

Joanny McMinn The Spelling Test o 5-24

One doy we were having a- spellmg test Flo..s:e saw Buzzby peeking at Hermans spellmg
~ Flogsie told Tamy to tell the teacher, v .

: Swec?d'Khan , . Tubs, the stealer - ' 5-25

) One time Bugs saw Tubs stcal Slug's pencnl and rubbar, Right away Tubs sow Bugs the
“tea cher's Mathematics answer book,
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Pot{l Gummersall . " The Slide ‘ | 6~ i
o At lunch whon Al Peferson was on hls way to school he stopped to slide on the'slide, He
: ‘knocked Jack down,

David Foster .~ 7 The Lost Ball - . o 6-2.

-133- .\

GRADE SIX

did not notica the sign that said stay off. Jack Alson was standing on the slides Al went down

One doy when Jim and Rob we:e playing foor square the bell rang. Then somebody kick
the ball into the field. Jim told the others to gef the ball but no one got it, When Jim came out
for recess it wosn't there, o

Pierre Charbonneau S . The Fight ' | 6-3 | ~

One day a kid named Bobby Ditch and his friends were wolkmg around, Bobby was hurf
by someone. Lisa Johnson saw who dld it, S o

] Alan Zelcovitch S Should | or Shouldn't I_ ‘ o 64

One day Rig Fase was going home todunch. -Just before he walked out the school \.door
he saw Big Eggy . He quickly ran to another door where he saw Timinds, He said to himself,
"how am 1 going to get out?" If | bash open the door with Timinds at it, I'll be ina fnght ifl-
go through the door with B|g Eggy by it. “I'll have a broken back,

14

Billy Mitchell The Promise : ) 6 - 5\"

A boy promised his teachar he would wash the mbbnf cage and feed the robbif When the -
teacher went out the boy went out too. He got so involved he forgot what to do. The school door

. wus locked,

" Trish Neal | - The Threat < “ 6-6

It was 3:30 and school was out. Cindy decnded to go l'o the pork Becky was going to _
meet her there. Cindy was about 50 feet from the park when she thought sha heard someone
crying, "Oh Nol" it's Blg Joe and his gang. They are beating up Beckyl

“Boy, now i'm in frouble, they 've 5poﬂ‘ed me" Cindy said, Joe shouted "Hey kid, you .
snitch on us and we'll personally beat your brains out of your skull, OK?"

-

Kaye Danko T " Broken Wlndow 6=-7 -

Tammie's day started out all wrong so she decided she would just sit down at recess. * She

- did but while recess was on she saw Fark throw a ball at one of fhe windows and the window broke.

i

But worst of all Frank - saw her.
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6-8

_ Sandy was the ‘coptain of the girls! volleyball game,” Her best frlend was Carolyn Lack. -
'Sandy's and Corolyn's team always won against the other teams, Thore were rules for the game and

anyone ever broke the rules, they could
‘lost, -Carolyn flew into a rage and broke one \of the rules. It was. up to Sandy to fell her she ~
* couldn't play anymore.

':f:_;-Juhe Helmg | ‘ Th'e.Scribbl | : , \\ 6-9

three people whnch he knew, They were scrnbblmg on the chalkboard

Chnshna Dalh . A G-lrl in the Coatr

One day Liona saw a Marm in the coatroom lookmg in peoples' coats. Marm was Leona's
~ beat girlfriend, . : -

. Karen Ratcliff My Friend the Book Breaker o 6-11

One day Lahne had to stay after school to finish up a story;. Lahne's best friend Marshe
Moose was in too, When Lahne had finished the tencher had already left so Lahne went. Marsha
- was the only one left, Lahne had gotten half way home when she remembered her.hat. 1 had left
it in my desk, When Lehne got back to school she saw Marsha ripping up a new text book. Marsha
had always been Lahne's friend, _

~ Debbie Cadleux Who Should get it? 6-12
, ‘

. One day Solly\i got a doll from her friend Karen. Karén found the doll, but she still gave
it to Sally. Sally loved the doll every much. The next day Karen came to school and said that
" the little girl who had lost the doll had wanted it back. But Sally said she had glven the doll to

~ her little sister for her birthday .

Vera Lo - - Thel Toacher's' Pet o - - 13- '

One day Harry, the dumbest boy in the class was copying Veronica's work, Poor Veromca
~ thought of telling Miss Kinkletoe, her teacher, but Harry was the teacher's pet. Miss Kinkletoe would
~ of course, make a dumb excuse and Harry wouldn't get in trouble; instead » Veronica would,
. Anonymous o ~The Break In 6-14

Schmo saw Irvmg and Moshe break into the school. They caused lots of damage They "
didn't get caught

John Pinkerton . The RipPed Book : ' 6-15

Tarzan saw Joe take a math book to the washroom. And rlp some pages out of it, Tarzan
- was Joe's friend,
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Kim Marshall The Swmg Mystery | 6-16

One day when Beaver was at the park, the group Beaver was in, which is onlya gang -
- Beaver hung around with, decided to take down ona of the swings. Since Beaver hung around them,
thay wanted Beaver to help them, They were rough kids.

., Seom
. "\-';"‘;5
i

4

Donna Faﬂ'erly , The Sneck : | ' 6-17

Well one day in school the class was having art and Mrs. Gay suld that we could only tak
one place of paper to do our art on. If anyone makes a mistake she wouldn't ba allowed to take an,;
other piece of paper , Well, Mousey saw Winkey take an other piece of paper, REt

Dicme Porter : Braf!z Bill : : 6-18-

N One day Lisa and Susan were playing tag. Brafty Bill came and pushed Susan down and \
btoke her glasses, . . . =

. Davnd Harrell ;. - .- Hookey . - 6-19
One day Harry, _Joe and Will decided to play hodkey, but all of a sudden Joe didn't

want to. Then Herry and Will started calling him a sissy. Then Joe said "just for that I'm going.
to tell onyou." And then Harry said "oh yeh if you do we're geing to knock yah flat."
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INTRODUCTION

1

‘-

Recently there has been -an evalving cansensus amang educatianc;l
palicy makers that human values educatian has. ta be cansciously ond
»sys»temafically pursued ‘in the public system af ;educdﬁan. * This need
was e_mphasizéd |n the United States by- the Educatianal Palicies
_ Cammissian af the .Natianal Educatian Assaciatian (1951) and in Canada
by the Cammittee an Religiaus Educatian in the .Public Schaals of
Ontaria (1969). There remains, hawever, much cantraversy OVEI: haw
ta irﬁple.—‘nent the teachiﬁg af valuies in a pluralisﬁc society. =~ .-

The faundatians af gaad human relatians are. laid in the eanl'l.y schaal -
years. As the child maves fram a predominantly egacentric pasitian ta
-a mare saciacentric ané, 'acfiv.'evinvalvement in the study af human
relatians will sensitize him to the needs a‘f athers (Fleres and Benmaman,
1974). If such invalvement is nat encauréged, then it becames increas-

ingly .difficult ta understand the relatianship between the individual and

saciety. Far as the child begins ta understand haw his awn feelings
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siﬁape his behaviour, he also .comes to appreciote‘ the relationships
beh&een and among the ri_)otive‘s and actions of others.

Sociodrama, or role-playing, is a'groupi.problem-solving method
_that enables )'lou_ngw people to e*plo‘re, in spenfaneous enactments followed
by guide‘a discussion, how they tend to 'so|ve"inte|:person.e| problems, whaf

alternatives, are available to them, and what the personal and social

’

Aconsequences are of the proposals they offer (Shaftel & Shaftel, 1967).

The major purpose of the present study was to determine if, as a result .
of role-playing ‘_‘ex'pe.riences, -young people wou.ldl increasing'l)f move toward
a more decentered position and mature in the aevelopment of their human

values.

‘Backgrou'nd‘of the Study

The cegnitive-developmental theory of moral reasoning developed by
Lawrence Kohlberg and his associates is’ concerned with the structures of
reasoning and |udgment upon which ‘one 's behefs are based and not so -
much with the content of what one belleiies obouf a moral issue (Kohlberg.,
1963). This appliocch to the teaching of values is mere likely to be

accepted in our pluralistic society than approaches that centre on the

transmission of spekjfic value systems (Beck, 1972; Burnham, 1975;

Kohlberg, 1973; Peterson;—31270; and Riles, 1975).
The work of Selman (197‘1) suggested that social perspective-taking

develops according to systematic sequences of stages that caralle! Kohlberg's

4
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levels of moral reasoning. This social perspective-taking skill was seen
as a necessary condition for the development of moral conceptions. A
~program that aims to stimulate and exercise the child's social’ perspective-
taking ability across a range of social situations was considered to have

the potentia! for assisting in the development of more mature moral judg-

ments. This study proposed fo respond to this possibility.

Rationale

If human values educotfon is to be éanciqusly ona sysq:emotfcolly
pursued in “the public school sys;tem, an approach that finds occepton:ce
in our pluralistic society must be used. One dpp;rocch that is nondocl’rinol
and is_poten.tioll)( oc;:eptoble to most people ‘focuses - on the development
of méro"l reasoning. | !

A neceﬁsory condition for the stimulation of morql reasoning was seen
to be social perspective-taking ability. " However, it was orgued |’|’AIG|’.
sqcigl r;’érspte.cti\)e-toking is not a sufficient condition for growth toward
more mature levels bof mofoll re'ogoning (Selmqﬁ, 19755.

Sociodrama, or role-jplqying has been presented as an effective
technique for qduéoting for individual integrity dnd group problerr; (soiving
(Shaftel & Shaftel, 1.967).‘ Howevgr, it remained unclear whether socio-
drama had ény direct influence ;>n levels of social perspective-taking and

levels of moral reasoning. This study presumed to clarify the nature of

these relotionships.
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Elementary school counselors hove- olwoys been concen;ned, ot leost
imp|icit|y', with the overoll persoeol development of chi.ldren. More
vspeaf'reqll'y, the role Of tlﬂe' elefnentofy school counleelor hos the
potenhol for mfluencmg the |eve| of sociol - ond morol development of
children: (Grohom, 1975; Mosher & Sullivon, 1974 ond W||son, 1971},
Counselors ore fomilior with‘rolefploying procedures_\ond hove the sk|l|; /
essentiol for effective inten;ventions us.ing this techniqee. The purpose-qf
.thns study wos to investigote the extent to whnch pupils' |eve|s of“socnol
perspeefi\/e-toking ond levels ef morol reosoning Were influenced by

guided role-ploying experiences.

. Stotement of the Problem

Whot - is the contribution of role-ploying to the level of sociol
perspective-toii‘ing ond to the level of morol reosoning .of elementory

school: pupils? In porn\culor, does |ntervenhon by meons of role-ploying

>

octivities contribute to the development of elementory school puplls' levels-
of sociol perspecti%toking ond levels- of moral réosoning? " In oddition,
con “role-ploying co'ntr\dwte to on increose in the morol reosoning level

’ \ (A C
of pupils in elementory school beyond the porollel séciol perspective-
N

toking level?
‘ Specificelly, this study oskec! three questions: (o) How does role-
ploying contribute to the levels of‘h\\orol reosoning of elementory school
ta TN
\\
~——pupils? (b) How does role-ploying cca\ngribute to the levels of sociol
«\‘
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peripecfive—foking of elementary school pupils?. (c) Can role-playing increase

the level of moral reasoning of elementary school pupils beyond the parallel level

kY

of social perspective-taking?

¥

Definition of‘Terms |

This sfud* defined three Yerms as follows:’

1. Role-playing. This referred tc a group problem-sc;l\}ing rﬁethod that
“enables youngApeopIe to explore i;terpéfsonol problems i.n spéﬁtoneo:.;s enact-
ments followed by guided discussion -- utilizing critical evaluation ond- full
discussion in a supportive atmosphere -- of how they tend tcé soive such
problems, of what glternotivesb are available to them, and oF what the
persclm’ol and social consequences are of the proposals they offer.

2. level of moral reoséning. This répresented a measure of a pupil’s
;evelopment of r‘non:ol reasoning concerning positive justice issues as reflected
in his score on Dom;an's scale (see App‘endix AO.

3. Level of socicl perspective-taking. This; ‘indicated a pupil's’

y developmént of igiterperso_nol cognition as reflected in his score on Selman's

“‘scole (see Appendix B).

o

Limitations of the Study

This research had the following limitations: (a) The elementary school.

counselor who applied the intervention volunteered and was not selected at

random. (b) Assignment of pupils to experimental conditions was not truly:
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random in that intact classes were involved. (c) The measures of social

’

‘u“u-perspec_:tive-tdking and moral reasoning were of unknown validity (Loevinger,

11974). (d) The findings cannot be generalized beyond the sample populotion.
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\ .
REVIEW OF THE LITERATURE

Three areos,of~rese,a..r..c.b_,l-i-terqt_g‘[g“\q{g examined -in relati,c.m{to tllris
stﬁdy. The first area deals with research concerning moral cjevelopment
tHeory' particularly the cognitiye-de:/elopmental .upproacb' of Kohlberg and
Damon. The second area of research is focused:.upon social _»pgrspe_cﬁve-‘-y
foking ability- as explained by Selman and his associa;es, laﬁdl.specific
refen;en'c:e ‘s made ta the rell-aAt'ion of thgs a‘bility to ‘rr.noral rec;soning.' _The
third area “of research ’pertain.; to role;playing<as an‘-'instruc.tionalk rr‘n.éthc;d-.
ollo-gy'for sc;cial 'skills development. The ‘objective of this ex.c;ninqtion o
vyds to demonstrate the relatid’nshi’p of social perspective-taking to moral

reasoning and to provide a methodology for influencing development in

these two areas. - Based upon -these postu'—lated relationships, an experimental

‘ ‘pr'ograrh was devised and tested for éuppdft. : )

Moral Reasoning

Early approaches to moral development dealt with the problems of the

origin of moral values as @ cultural phenomenon. It was assumed thot

-

M
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morality was a syst,em of rules and values definédf"by the culture a'lnd thot
‘ the individual chilcj acqu‘i;ed these rules and va.lues by .g.eneralvl cultural-
tronsmss:on mechanisms such as social relnforcement and modelhng. The
5.
Hartshorne and May (1928) study focused on a culturally def‘ned value,
"honesty,' whnch was measured by a person 's dispositian to re5|st the -
témptdtion o‘f breaking a rule under c_ondmons‘-of. redueed...h;kehhood of
~ detection or punishment. One of th;a difffculfiés with the work .;f tHesé
;‘ésearchérs 'wc;s 'tbeir‘assum.ption that those issues which have moral signif-
~icance “for adults function in a','sirr’nilar way with you;g children. *
Later appréaches to the'."‘srudy of moral .t.ie\;elopm.ent" were primarily

concerned with the cognitive capacity to make judgments in ferms of an

internalized stgncjard of morality and to justify ':holdir'\g. the standard to

Pl

oneself and thers.’ The empirical investigations und,ertakeh By Piaget
(1932) an;j Kohlgerg'(l958) had their roots in the rdtig;\al, volitiéndl.,
tradition of Kantian philosophy, as -it v;;as exp}e§séd by developmental
theorists such as Jan‘wes Baldwi.r_\ (1906). Baldwiﬁ argued for two moral-
fties arising sequentially in an individual's d;v,elobment: The first stage
of morcl development was seen to be moral judgment based upon. respect
for custom and authonty, and the judgment of right- cnd-wrong/lﬁ accord-
ance with universal prinéiples, justice, and social welfare consequences

1

!

was seen os the second stage of moral development. ;
!

L}
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v .Pia_g'e".t‘(l932_) studied children's responses to moral dilemmas, and his
' findfng@ confirmed Baldwin's th.eory""ofh_moral development as a two-step
" _ process béginnih_g with respect for adult rules ‘as sacred ahd invariant
(heteronomy) qﬁd epldifng.iwiAth an aéherence to prin‘cipll'es'of equity
. (autonomy) that are” w.idely shared by members. of’sc;ciety.

|n .th;air work ‘;n cognition; Piqget;and” Inhelder (1968) furt:hgr‘;.
dev—e~|oped,,_the idea of “stage de_\avelopnignt. Tl'iey_' ;uggesf that sor;1e of ;he
characteristics‘ of s{tages”are‘ that they form ‘an invcnria}mt ;equénce,“ edach
.bu'ilds on the previous 'stagé .and prepares for the riext, and there is an

¢ inner iogic which provides coherence, unity, and stability.

~

Kohlberg's Theory

’

Kohlberg (1958, 1963,- 1969, 1973). used elements of Pic'lget's.method's
and reasoning to derive his cognitivé-devélopmentcﬂ; approach to moral

.

deyeléprﬁenf. It has been lar,gel-'y this research of Kohlberg _that_h'as’
creatt%d considerable doubt concer'ning.thg twé-step_; system’ ;f- n}pral
_-_develbpmént_ theorized by Piaget. Kohlberg'§ apéroach, like Pidget's; is
cc;;mé:érned not so much ‘with the céntent of wh.a.t one believes about a
m_bralAissue as with the structure of reasoning and iu’démgnt ;'upon which
" one's beliefs are based.

Kchiberg's theory suégests thgt peohle develop in their moral reason--
ing by hrogres;sfng through a series of stages in which each. successive one

is characterized by a.,m'ore decentered perspective than the previous. Rate
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of progress through this Tnvariant sequence oF stoges varies from individual
to mdkviduol and “a perSon may ferminute development at ony stage.

Movement l'o the next hlgher sl'(:!geL is seen as a reiponse to.-a stal’e of

| cognlﬁve dlsequullbrium ca\used by the exposure to reasonlng one level
obove one's present level (Koh\lberg, 1973) “On the &msus of responses -
to dllemmo sutuahons, ohlberg.odvonced the position t \hot moral deve‘l0p-, :
menl' folls into three morol fevels, each of which subsumes I'wo stoges as -
Fo||ows‘;_ ‘ o C ) : \ -

Level 0--premorol period: The child makes iudgr_r_\enfs'}of good on the

basis of whot he likes and wants or. whot he-lpe him, and bod on the bosis
: 1 ' )

of whot he does not like or whot hurts him. He hos no concept. of rules

or of obligotions to obey. independent of his wishes. . , .

Level ’l-—-—preconvenﬁonol morality. At this level, the child is re-

sponsive to cultural rules and labels of good and bod, nght or wrong, but .

'&

he interprets the lobels in terms of either the physucol consequences of/

)

M

oction (punishment,“reword, .excharige” of Fovors) or the phyg’&l}\power of

L"V .

q-v»‘

. those who enunciote the rules or Iobels. Morol vq|ues ore percetved to -
exist outsude the |nd|v:duo| rother thon in |nterno||zed stondords.

. Stoge 1 responses ore bosed upon o punlshment ond obedlence oneqto-—
l

hon. The physicol consequences of on oct detenmne its goodness or bad=’

' ,uir-‘-‘.‘".‘},\,"
ness regordless oF the humon meaning or volue: of theée éonsequences.

Avoidonce of punishment ond ‘deference to powe?' ore volued iin their own




in.terms of instrumental relativism. -Right
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~right, not in terms of respect for an underlying moral order.

Stage 2 responses are characterized by definitiops of responsibility

. E]

action consists of that' which’
‘instrumentally satisfies one's own needs and occasionally the needs of

others. The fotql deference to authority has been surpassed, and-one is
better able to evaluate the consequences of action.

*

Level 2--conventional morality. The person at this level has intern-

alized rules that base moral decisions upon performing good or correct

rules, “or in maintaining the conventional order and expectations of others.

Mc'\rﬂaining the expectations of the individual's family, group, or nation

N N

is perceived as valuable in its own right, regardless of immediate -and

e -1

obvious consequences.

Stage 3 responses are primarily based upon directing one's-behavior

-y .

toward pleasing’ and helping others.. There is much conformity to stereo-

\ru , "}.‘y".‘\i\v‘;b“/l"wbwhiw."'lv‘
" typical images of what is majority or "natural" behavior. One earnsoiz- .. .

approval by being a "good boy" or a Ynice girl " - ’
.' S“tage 4 resporises are governed by ari internclized sense of respect
for law and order. Right behavior consists of doing one's duty, showing

respect for authority, and maintaining the given social order for its own

sake..

Level 3--postconventional morality. At this level there is a clear

effort to define moral values and principles which have validity and

N
. 3
-

160



applvcahon apart from the authonty of the gropp or perSOns holding these
prmcnples and apart from the .individual's own - |denhf|cahon with these
groups. Persons at this level understand the premlses underlymg previous

levels of morality and can examine the arbitrary nature of conventions
, , o |

 and laws. ;
1

Stage 5 responses define duty in contractual terms. An action should
be taken because free humans have agreed to it. Br.eaking.sbch an agree-

ment is possible if the decision to do so is compatéble with the individual

respon&ent's{ welfare and the welfare of others. Ti-;elre is a clear awareness
of the ;elcti;/ism of pérSOnal vﬁlues.ané opinions ;md a correspﬁnding emphosis,""h
upon procedural rules for reachlng corisensus. Aside from' what is conshtuhonally
and democrahcally agreed upon, ‘the nght ica ‘matterﬁof personal tyalues” and
"opinions." The result is an emphasis on a’legal perspective, but with an
emphdsis upon the possi'bi‘liuty of changing the law in terms of rational ‘cons'idera-
tions of social utility. Outside the legal realm, free ag;eement and éonfrﬁct

_is the binding element of obligation.

Stage 6 responses are in terms of internalized universal principles.

Social roles can be justified if they are compatible with moral principles.

-

ht is defined by the decision of conscience in accord with self-chosen

ethical principles that are logically comprehensive, universal, and consistent.
AN . . )

N
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Damon's Theory

However, Kohlbé'i'gis"resé.circh has concentrated primarily on late
cHildhbod, .adolé‘s‘,cence, and qdulthc;_od. The ,v"alidity of Kohlbergian
theory for children younger than ten years of age was questioned by
Damon who redefined Kohlbt;.rg's premoral and preconventional levels ™

: of moral reosoniné. Damon (]A97l) considered pbsitive ipsticé ‘e
.specifically., th'e justice of diét(ibut.ion, determining who in society
s;h;)uld get wHat share of thé'uvailabie fesour;:es: -= to be the cc?fe_‘,
structure of moral ;ogni*iop in young children.'— Dar:on used this con-
cept -to pr'ovide a more detailed -s;tructq'n'al an_cﬂysis of the young child's
morai reasoning than did earlier versions posited By thlberg.. Darhbn_
(]973)'-argued that moral reasoning F;or_ children b;tWeen the ages of four
and ten .may. be cafegori;.ed'int_o three major 'stages: 0, 1, and 2 --
each of which may be divided into two substages "A" and "'B." Each
of Damon's major stages- |"ough|y parallels Kohlberg's substages having the '

same numerical “designation.

The developmental progression described by Damon's (1974) 'serie;- of
substages revolves around four feldted aspects of the child's reasoning in'
the area of posi-ﬁve justice. These aspects are: (05‘ the types of iustice
conflict recognized by the child, (b) the means that the child constructs
to resolve thése conflicts, (c) the persons considered to be significant in
determining a "fair" rt_asoluﬁon to the conflict, and. (J) the nature of the

justification that the child uses to support his position.
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The six substages of moral reasoning for children between the ages .

A

of four and ten presented by Damon are summarized as follows.

Substoée 0--A. At this earliest level moral choices simply derive

from a child's wish for an act to occur. The choice and the reason for

the choice are undifferentiated. The child recognizes only those conflicts

involving his desires and obstacles to their fulfilment. These conflicts

are resolved by assuring pleasanf consequences to himself or others with
- “ "

whom he associates or "likes." This justification is egocentric -and

i

subjective with no awareness of a need to support his choice -with

1S

Substage 0--B. Moral choices at this level are ostensibly justified

on the basis of physical or social realities. However, these justifications

still reflect the egocentric values of what the child wants to happen. ~ He

now ref;ognizes that o;hem have ‘desires as well as himsel%; and, therefore,
he realizes that there”is a nééd to justify his d;cisions on grounds more
universally o-ccepfed than a reference to his own wishes.- THe child .of
0--B, as at 0--A, resolves his conflicts by awarding preferential treatment
to himself or to those closely associated to himself.

Substage 1--A. At this point the child recognizes that two or more

persons may be in conflict, and each one is now considered as a distinct,
objective being. However, each person in the conflict is seen as having

his own self-interest as his primary goal. The 1--A child- treats all persons
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equally, allowing for no mitigating circumstances or reasons. This child
prescribes on the basis of what he observes as the social realities of the
world. An act is wrong because it is punished and right because it is

rewarded. Equal tieatment is applied to all, and this principle is supporte

4 .
ro

with reference to the self-interest of each. .

Substage 1--B. The child at this levell recognizes conflicts between
persons with "dgs;arVing" claims that go beyond their simple desires. In
resélving fhem: he treats people d.ifferelnt-iglly according to. the;'ir possess;ion- '
of some merit criteria. All those whé have made a confribution are con-
sidered significant in direct proportion to the degree of that confribuﬁbn.

In justifying his pasition, the 1--B child attempts to a\inc;orporc't.e notions

of reciprocal oblzigcfion; bﬁf, since f-he valuing of reciprocity is unilateral,
recsoning‘, r‘e_mcinsA' absolute and inflexible. This child .decides on the basis
1 . ) . :

of his view of anothet's intentions and a primitive notion of reciprocity --

that everyone should b.enpcid back in kind for doing good or bad things.

Subsfdge 2--A. A plurality of disparate claims to justice are rec-

- ognized by the child at this level. Consequently a moral relativity
develops.out af his Unde'rstg\:\.ndir;.g that dffferenf persons can have different
i.ustiﬁccfio;\s for similbcr ;:cfs..' The 2--A child attempts to resolve these
conflicts through mechanisms of compromise whch are offeq qu-cn.fi\‘cfive -
awarding the most ta the persan with the best clcim: These iusfiﬁccfions
show respect for all persons equally, and there is frequently i:he assertion

that each is right "in a way,"

< peb
N o]
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o Sul:_’stage 2--B_'. This sixth level of reasoning, 65 in 2--A, is alsp
charactérized by the recognitién of a vari.ety of coipeting justice claims.
: However, resolution is accomplished by systematica"‘y excludf\ng cljllll\‘ but
thé "best'clé’?’m." Efforts to coordinate the various claims to justice,
\/mcludmg those of equahty .and reciprocity, are evident” at this levek, -
| ; Although 2--B reasuning is sugmf‘cantly advanced over earlier |eve|s,
it |e;1ves many problems to, be worked out -- . the confusion of means with -

ends and just soluhons with utilitarian ones, the- limitation of considering
.

as-significant only those concretely.present, and the situation-oriented
code of fairness. But these concerns do not bother most c,hildr%n before

the dge of 10 (Damon, 1974).

\

e Social Perspechve-Takmg

The writings of Baldwin (1906) and Mead (]934) support the position -
~ that the unique aspect of social cognition and judgment that dlfferenhates
human from subhumdn. fuhctioniné is role-taking -- the abilit.y to under:-
stand oneself and others as subjects, to react to oti-\ers as like oneself, and
to react to dne's own, béhavic;r from the other's point of Gew. The concept . -
of role-taking also has roots in the theory of cognitive development.of
Pfagét (1968). Two of his concepts that relate directly to role-taking are:
(a) e:gocenfrism, the -inabili:ty to escapel from one'\s own view of the world;

and (b) decentration, the ability’ to consider multiple perspectives.
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Feffer (1959) equated social perspective-taking with the Piagetian-
» concept of decentration, and he has faeve-IOped a projective technique

for assessing age-related levels of a child's ability to 'decente.r in the

social realm. He has described three levels,of\ this ability: (a)ysir;nple)

" \ N S
refocusing, in which there is no coordination between perspectives; -
(b) consistent elaboration, defined as a sequential coordination between
perspectives; and (c): change of perspective, characterized by the

simultaneous coordination of perspectives. |

The empirical researci\_ of Flavell .(1968) répsz)ents another” attempt
to clarify the coﬁcept of socic;l perspective-foki /g In his study of the
”development of children's ability to make. inferences about another's
point of view, Flavell isolated three crucial steps-in the sequence:

N(a) one's realization th;lt Sthers can have cofnitions about oneself as

well as about. other external objects, (b) dne's recogniton.that other's
: , . »

not only view him as an object but also as a subject, and (c) the

realization that both oneself and another can go on considering each

_other's view of the other ad infinitum.

Selman and associates (Selman, 1971; Selman, Damon & Gordon,

1973; Selman & Byrne, 1974; Selman, 1975) have focused their research

on the young child’s ability to take another's perspective and the relation

of this ability to the develbpment‘ of more advanced moral reasoning.’

Piaget (1932) had argued that prior to the acquisition of decentering

166 )
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ability -- incorporating the points of view of others -~ heteronomous
(odvon‘ced) morality was not possible. Likewise, Kohlberg (1971) has

held that all morally relevant rules and institutions are interpreted

“through role-taking processes directed by a concern for both welfare

and justice.
. On the basis of the analyses of role-taking done by Feffer (1959)
and Flavell (1968) as well as the gievelopméntcl principles of differen-

tiation (distinguishing perspectives) and integration (relating perspectives),

Selman and Byrne (1974) derived a sequence of developmental, oge-'rgloted,

and logically related structures that a child displays in his understanding of
another's point of view. These structures constitute a series of role-taking

levels as follows.

Level O--egocentric perspective-taking. Although the child at this

level can differentiate himself from others at entities, he can neither

\

differentiate nor relate their points of view. He does not realize that

" another may see a social situation differently from the way he does.

Level 1--s'ubiective perspective-taking. The child begins to under-

stond that other people may feel differently or think. differently because
they are in o different situation or have different information. He is not
able, however, to keep his own perspective or.1d simultaneously put him-
self in the ploée of others in attempting to judge their actions. Non; can

the child at this level judge his own actions from another's point of view.
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He understands the subjectivity of persons but does not udderstand that

/
//
gh only as social

persons may consider each other as subjects rather th

/

objects.
Level 2--self-reflective perspective—toking,/';'///‘ The young child is no
: VAR
. /,/u?_\ N
aware that people’ think and feel differently /Becouse eath has his own

‘uniquely ordered set of values or purposes/."/v He recognizes that his own

/

1 -

/ e

behavior, t'houghts, feelings, and intentions may be under scrutiny by -
another and can anticipate another's perspective of himself. At this”
level the child can see himself from another's point of view, and he
“also recognizes that another person can take his point of view. But

these reflections do not occur simultaneously or mutually. - They only

occur sequentially.

Level 3--mutual perspective-taking. The child can now distinguish

1

. between his own perspective and the qenerFIized, or overoée point of

j/ view. He is able to mointAoin‘a disiﬁt\érested or spectator position in
viewing sccial interéctions. He is aware that both he and another can
considell each other's perspective simultoneously and mufudily. In oddition,
each can consider a situation from a third party persbecﬁve in which each

individual's point of view is considered.

Level 4--qualitative-system perspective-taking. The adolescent can

understand that the subjective pérspectives of persons toward one another

exist not only on the level of mutual expectations but also at deeper levels.
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He sees that perspectives between persans form a netwark or system.
Multiple levels of perspective-taking and multiple systems of perspectives  °

are conceptualized at this level.

Level 5--symbalic interactidn -pempeétive-tﬁ@g. ‘Perspective-taking
is seen as a metHac!_}_or the analysis of interpersanal and sacial relatians.
Due to the nature af human subjectivity itself, the level 5 persan does
nat necessarily "knaw" the ather'; perspective as conte.n;. Mutual .und‘er'-

&

standing fis seen ta aceur thraugh the use of sifnilar.pracesses af sacial
re'o_soning. )
Selman ana Byrne (1974) have shawﬁ thdt.prag'.ress ta Kchlberg's
|eve.| af canventiclmal. marality is dependent t;pan mutual perspective-taking
ability. One of the majar canclusians-af the sh.de by Selman, Dam?m and
Gardan (1973) wos that each sacial perspe ctive-taking |eve|\i§ a necessary.
canditian (but nat a sufficient one) far develapment ta the parallel level of

moral reasaning. Specifically, subjective ‘perspe.ctive-taking (Level 1) is a
nécessary canditian far mar_‘arl reasaning Substagé 1--B; and self-reflecfivé .

- perspective-taking cbility (Leyel 2) is a necessary prerequisite far maral
reasaning Substagé 2--B. Cagnitive develapment as ‘lanather necessary
canditian flr maral judgment has been studied recently by Tomlinsan-)%/;y _
and Keasy (1974) and Daman (1975). Hawever, it wauld appear that no

2

definitive relatianship has yet been established.
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.The relationship between 56cia| perspect:ive—taking and moral reasoning
\
has been demonstrated by Selman, Domon and their associates (Selmc\m,
Damon, Gordon & Lieberman, 1973; and Selman, Gordon & Damon, ~,l973)
1t remained to be determined if, as Moir (1974) has asked, training i‘n
role-taking is possible. Thi?g'study attempted to respond to this question by
. .

exploring the influence of role-playing exercises on levels of socidl
perspective-taking and moral reasoning.
) lRole-Plcng

Value education programs based on 'Kohlberg's theory of moral develop-
ment tend to have tl'neir general aim stated in terms of movement toward
more advanced levels of moral reasoning. The most common format of .
these programs involves the discussion of moral dilemmas by a teacher and
the class. This a.pproach P;os been attempted at the elementary school‘
(Beck, 1971), secondary school (Blatt, 1969; Blatt and Kohlberg, 1974)
and ceHege level (Boyd 1973). chkey (1974) has also used this method
with prison inmates. In addmon, a variant of thus approach has been
incorporated into the Deliberate Psychological Education progrem of Mosher
and Sprinthall (1970). - The effeetiveness of these 3prbgrams has yet to.be
conclusively demonstrated. It would appear that o{other approaches. might
have greater success.

[

In this study of the relationship between egocentrism and the emergence

\
\

of conventional morality, Moir (1974) asked whether train}ng in role-taking
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is possible. One method of teaching that might influence social
perspective-taking ond moral reasoning is role-playing. Comsideroble

reseorch has been done to demonstrote the use’ of role- pluylng os on

instructional med!um ina vorlety of settings.. Rosen (1974) and

Smiloosky (1968) reported on _pro.-school.prog'ru'ms involving -role-ploying.
Dinkmeyer's kit for Developing U‘nderstonding ln. Self and Others (DUSO)
includes role-ploying activities for use in e|ementory school guidonce
programs, Chesler & Fox (1966) and Lippitt, Fox & Schaible (1969)
described the use of role-playing in social studies progroms ot both the
elementory ond ;eCOndory school level. ‘Schmuck (1968) discussed its
use in training teochers to better understond group processes. Chesler
ond Lohmon (1971) reporfod on the use o'f role-playing in orgomzohon
development projects concerned with conflict resolution.

Much of the current literoture on role-ploying moy be troced to the
writings of Jocob Moreno (1946) Sherif (1947) and Shoftel (1'948). Shofteli
ond Shoftel (1967) present a theory ond methodology of role-playing thot

hos potentiol opphcohon for humon vo|ues educohon In its snmplest

‘sense, role-ploying moy -be vn,ewed as the spontoneous proctice of roles --

ossuming them in order to proctice the behovior required in o voriety of
situotions. Role-p|0ying>is not aimed at ochieving theropy, but it is o

set of procedures that employs o|| the fechmques c{cnhcol evoluohon

implied in the terms "listening," "duscusswn and ' problem-solvmg It

>

v
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uses\q verbql, symboli'c model and proceeds through problem_-definitien,.
'delineatioﬁ of alternatives an_;i decision-making. The process‘ of role-
playing outlined by Shaftel and Shaftel (1947) consists of a specific
sequence of steps: | |

. "WarmiBg up'i-'»:the group

1.

2. Selecting the participants

3. Setting the stage - )
4, - Preparing the audnence

5. Role-playing .

6. Discussion and evaluahon

7. Re-enactment

8. Further discussion

9. Sharing experience and generalization

In "warming up“'fthe group, the leac;ier acquai‘n?s?"?l-ié’ﬁé?t‘fc'ipants
with the éroblem §ituation to arouse their'aWarene:;s of the need to learn
ways iof dealihg with the problem. This also helps them to: ieentify with
the lndwnduals in the problem. | |

Partlcnpants are usually selected by the teacher from those pupils who

~.

have identified with the roles and who can feel the parts. While volunteers
may be called for, the tedcher‘usually avoids assigring roles to children
who have been volunteered for those roles by others. This may be a form
of punishment or a particular child may not identify with a role thrust on
him.
NN
The role-players set the stage by briefly planning what they are going
N '

~ to d6. No dialogue is prepared but they simply decide in a general way

on a line of action. Since role-playing is considered to have maximum
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benefit when completely spontaneous, there are no set speeches and no

detalled plomng.

\
\.

'[he teacher prepares the audience l’o be parhupatlng observers by

assigning the group to various observer tasks. This -is mtended io help

“them to become “good listeners to ot_her‘s.feelings and ideas se__ that they

‘might learn from the other person's perceptions.

_|n th‘e'--ehva.etmen‘t. of the.problem situation the role-players aseume the
roles and |iye‘ the situat‘ion,- re_spending to one anofher's words aﬁd, aetiens
as tll'rey,.feel the people in those roles would behave. Since there is no
.set plot, eech' porticipant reacts s‘pontaneouslyl.to the _developieg situation.

During the disc'us_sion and _eval_l’uaﬁon pe'r.iod beth the participants ar_m'd

observers learn, with the support _and often with the opposition of the

" peers, to consider alternatives, consequences, and different points of view.

If dec:ded the situation may be re-enacted by new perhcupants who
may assume the roles to- demonstrate theur interpretation of the s:tuat'?:n.
Or the original participants 'may wish to play their role over again,
changing their interpretations in the light of the sugg’estiens they receive
in the discussion. Role-reversals may be useful in dev_eloping'an appreci=
ation for the other's point of view. This re-enactment is fa"bwed by
further "discussion in which the participating observers and ;he role-players
have an opportunity to discuss new alternatives, consequences, and

solutions.
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~
~

The vr;:cess concludes with a period of generc':l discussion~ond shariing
of experiences. This is ir;tended to allow the pupils to examine what
has h,appéned and consider the possible applicatibn that it'mightihave for
si"tuat'ions in which théy ﬁqd ther%selves. | | |

This role-playing process has bgen suggested as a useful methodology
in hglping children to see causal relationships, impn:ove sélf—conceht}
explore various roles, and develop sensitivity to the feelings of others
.(Shaftel & Shaftel, 1967). Price (1964) has :su.ggested that a sensitivity
to the feelings of Voth‘ers is the ba;is for tAh'e eventual development of‘

~

»
concern for others and for responsible personal and group behdvior. This
. . N —~

study attempted to determine whether role-playing can influence. social

perspective-taking and moral reasoning.
[} : N
\ : . A

N
\
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~ SUMMARY

An effort was made to influence the ‘morczl-re.csoning and social
perspective-taking levels of elemeqtcry school pupils by participation in
guided role-playing activities. Eiéhty-four studeAr‘ﬂs (28 second-~graders
and 56 fourth-grcdérs) of an elementary ﬁublic school in a pred;mincntiy
white, middle-class, urban neigl-'\borh'oo.d. in southern Ontario (Canada)
were tEe subjects. Pupils weré assigned tc; one of four experimental
groups of cAondified Solomon 4-way design. The Exberimentcl Group was
pretested, received the intervention, and was éostteéféd. Control G\roup
1 was pretested and posttested. Control Group"2 received.the inferveﬁtfon,

.

and was posttested. Control Group 3 was posttested. All testing con_sisfed
of a semi-structured interview fbr\o\m which levels of moral recﬁoﬁing and

social perspective-taking were derived. |ntervenfio'n.consisted of c‘series .

of 15 guided role-playing exercises directed by the guidance counselor.’ A

2 x 2 x 2 factorial analysis of variance and a 2 x 2 factorial cnclysis; of
covariance were used to test the hypotheses. In general, support was not
found for the thesis that moral reésoning levels and soc_icl perspective-

taking levels cré influenced by role—plcyiné; Howevér, ‘evidence in support
of the cge—rel_cfed nature of these constructs as well cs~their parallel
development pattern was found. [t is suggested that further research efforts in
moral ;..c:iuccfion might benefit from the development of instruments of ]l<'3_nown validity.
Further, increased precision in assigning social perspective ~taking Ievel\s and moral

—_——

reasoning. levels to students might be of assistance to th counselor prior to the
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intervention. This knowledge, would further guide the counselor in directing the
| 'Irole-play‘.ing exercises. Although Shaftel's methodology is potentially useful, in
this context of moral development it m‘ight have been augmented by a knowledge
of moral reasoning levels and social perspective-taking level- j\fl{or‘ fo interven=

tion by the counselor.

»
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Appendix A

Moral Reasoning Score (MRS) Transformations

- of Corresponding Qualitative Scores

~

(Damon, 1 973)

Qualitaffve Score MRS
! :
2t o Substage 0A 000
B 3 () ~025
B 050 -
_ 0B (1A) 075
W T/
. 1A (1B) : 125/' ;
. 150
. 1B(2A) | 175
2A - 200
2A (2B) 25

28 - 250.
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Appendfx B

v

Social Perspeétive"-fcking Score (SP-TS) Tram%ormations
. Do

of Correspo’n‘ding‘ Qualitative Scores \

(Selman, 1971)

" Qualitative Score

Level 0 -- egocéntri-c perspective~taking

" level 1 -- subjective perspective-taking

Level 2 -~ self-reflective perspective-taking

Level 3 -~ mutual perspective-taking
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