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CHAPTER 1
INTRODUCTION

A revival of interest in moral development and education began
with Koh]befg's doctoral dissertation at the University of Chicago in
the early fifties. Since then, a comprehensive theory proposing a
hierarchical organization of developmental stages of moral reasoning
has evolved. Conditions necessary for advancement in moral reasoning
have been identified and include a given level of cognitive develop-
‘ment (Keasey, 1975), a given level of social perspective-taking (Sel-
man, 1975), and cognitive conflict and exposure to reasoning a stage
above one's own stage of reasoning (Blatt and Kohlberg, 1975; Sullivan
and Beck, 1975; Selman and Lieberman, 1974). In some cases, merely
participating in moral discussions was not sufficient to produce change.
Instead, subjects had to be actively involved in decision-making proc-
esses, and in activities that allowed them to make applications to real
1ife situations and that gave them varied role-taking opportunities,
before change in level of moral development occurred. (Mosher, 1975;
Kohlberg, Kauffman, Scharf, and Hickey, 1975).

Researchers have developed and published moral development curric-
ulums. Teachers have been taught to be effective moral educators. Still
relatively unexplored is the education of parents as moral educators.
Grimes (1974) was successful in helping 11 year old children move from
Stage 2 to Stage 3 of Kohlberg's hierarchy through moral discussions

1



that included their mothers. The present study attempted to teach
parents to be moral educators, but the program involved more than
parents conducting moral discussions with their children. In some cases,
this was insufficient in producing change in the absence of active par-
ticipation in decision-making and in the absence of various role-tak-
ing experiences. Effectiveness of the parent education program was
assessed by measuring the developmental change in their children over

a seven month period. The subjects were on a primary level (ages 5

to 8) in school. Significant results in working with the parents of
young children would lend support to the idea that moral education
curriculums could be effectively introduced earlier than junior and
senior high school level, where the primary focus on moral education
now lies. Also, {if parents can be taught to be éffective moral educa-
tors, the conditions for development will become a part of the child's
daily 1ife, rather than being limited to a once or twice weekly dis-
cussion for the duration of the school year.

Researchers have felt that there may be an effective as well as
a cognitive component to moral development (Simpson, 1976; Selman,
1976; Gilligan, 1976). For this reason, self-concept in relation to
level of moral development will be considered.

Specifically, children's self-concept, irrespective of any ex-
perimental manipulation will be examined in relation to level of moral
development, to determine if children with better self-concepts develop
moral reasoning to a higher level at a given ace. Alsc, after conduct-

ing the parent education groups, the experimental and control groups



of children will be compared to determine if significant increases
occurred in: (a) level of moral reasoning; and (b) self-concept as a

result of the experimental manipulation,



CHAPTER I1
REVIEW OF THE LITERATURE

In this chapter, a review of the literature pertaining to Kohl-
berg's original research and resulting model, and to related research
is presented. The conditions necessary for encouraging moral develop-
ment and the supporting research is reviewed. Also, educational im-
plications and programs developed from Kohlberg's model is presented.
Before introducing current research, a historical perspective on moral
deve1opmen£ theory in the field of education is established and Koh]-_
berg's theory is more fully explained.

Presentation of Kohlberg's Model of Moral Development

At times during the history of Ametican education, moral educa-
tion has been emphasized to varying degrees. In the early 1900's,
a common form of moral instruction in schools involved the "bag-of-
virtues" method in which honesty, service, and self-control were stressed.
Little empirical research existed to support theorizing about moral
development. Two exceptions were the classical studies in 1928, by
Hartshorne and May, and in 1932 by Piaget. Hartshorne and May found
that the virtues children were encouraged to practice were really just
labels for assigning praise and blame. One's behavior was considered
to be a matter of situational forces and rewards. If a person cheated
in one situation, he wouldn't necessarily cheat in another. Thus, it
was not a character trait of dishonesty that made one cheat.

4
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Piaget focused on cognitive rather than emotional aspects of moral
development. He found that younger childre;’in the heteronomous stage
were unable to recognize intentions of the actor but rather focused
on the consequences of the act. Children in the heteronomous stage
suggested that the degree of blame was proportional to the degree of
damage. This is understandable in terms of the child's overall cog-
nitive development at this point, which prevents him from taking
another person's point of view, thus being unable to recognize inten-
tion. Also, he is unable to decenter and consider two aspects of the
situation at once (intention and consequences). Older children, at the
autonomous stage, could recognize intention énd consider consequences
of an action concurrently. They rejected the idea that punishment must
be severe in order to be effective.

Unfil the 1950'5, there was a relative hiatus in this area. Kohl-
berg beéan the revival with his doctoral theéis at the University of
Chicago, which resulted in the major cognitive theory on moral develop-
ment in the field of education. Xohlberg's theory was an outgrowth
and further development of Piaget's theory. Aspects of Piaget's theory
incorporated into Kohlberg's 1nc1udéd the concept of invariant develop-
mental sequence of stages, irreversibility of the process of develop-
ment, and the concept of a socially based nature of morality. Both
Piaget and Kohlberg reject the notion that the role of the educator is
to transmit values to the child. Cognitive conflict is essential for

development to occur. interaction with the environment, and particu-

larly the peer group, is essential.



Kavanagh (1977) found interaction with peers to be essential.

In a study with experimental conditions involving peer group discussions
with no adult involvement and adult-guided peer group discussions, the
group without the adult leader showed significantly greater gains in
level of reasoning. Change, according to Piaget, occurs as the result
of maturation, interaction with the social environment and physical
environment, and especially through self-regulation. Self-regulation
means students should be allowed a maximum of activity of their own

so that they develop real understanding rather than having a structure
imposed on them by others.

Kohlberg proposes a three-level theory that is ultimately an
interpersonal theory dealing with a persoh's rights and responsibilities.
Each of these three levels is divided 1ntb two stages, resulting in a
scheme of six deve]opménta] stages. Kohlberg assesses developmental
level by presenting open-ended dilemmas to which the person offers
a solution to the problem presented, and more importantly, his reasons
for choosing that particular action. It is not the choice of action,
but rather the rationale for acting that determines a person's level
of moral development. |

A very important condition for moral development, according to
Kohlberg, is the ability to take the perspective of another person.
Selman (1975) presents a structural-developmental model for an ordered
sequence of social perspective-taking levels, each of which describes
a form of reasoning concerning the relation of the self's perspective

on social situations to the perspective of others in the environment.



Like Kohlberg, Selman uses open-ended dilemmas and presents questions
concerning the person's concept of inter-personal relationships. In-
dividual responses then are used to exemplify the person's level of
perspective-taking. Selman presents five levels of social perspective-
taking, and says that a given level is a necessary but not sufficient
condition for development to a correlated 1eve1'of moral development.
Hickey (1972) found that delinquents have a level of social perspec-
tive-taking equivalent to non-delinquent peers, but that their level

of moral development is at significantly lower stages. Wright (1978)
also found students identified by teachers as delinquent and non-
delinquent to differ significantly on level of moral reasoning. This
is understandable if moral reasoning is a reflection of how people
should think and act toward each other, and social perspective con-
siders how and why people do, in reality, think and act toward each
other. The delinquent subjects had a relatively mature conception

of the way the social world operated, but an immature conception of
what it should be like, what was in fact morally right. The follow-
ing presents a comparative summary of Kohlberg's stages of moral devel-
opment and Selman's stages of social perspective-taking. (See Appen-
dix F for a tabular presentation).

Kohlberg's Stage 0, the premoral stage, recognizes that judg-
ments of right and wrong are based on ge¢od and bad consequences, and
not on an individual's intentions. Choices about a course of action
to follow are based on the subject's wishes that gcod things happen

to himself. The child will simply state his choice without attempting



to justify or provide reasons.

At Stage 1, the punishment and obedience orientation, the child
has no appreciation of the value of rules, but simply responds to a
more powerful authority. The child focuses on one perspective, that
of authority. Right action is defined in terms of the consequences
of an act, and not in terms of the actor's intentions. Morality is
equated with obedience and the child's conception is that anyone who is
punished is bad because disobedience is inevitably followed by punish-
ment. The accomplishment of this stage is that an individual's behavior
comes under the control of society. o

At Stage 2, the instrumental-relativist orientation, the child
recognizes that he has wishes and désires which may differ from others.
Right action in this stage is that which is instrumental to a person's
own best interests and which satisfies his desires. Beginning social
cooperation occurs and is seen as a means to ensure one's own wish;s
in order to get his own demands met. Thus, a beginning awareness of
purpose of rules is achieved.

At Stage 3, the interpersonal-concordance orientation, -emphasis
is placed on establishing and maintaining positive and enduring re-
lationships. Actions are good if they are based on prosocial motives.
Being moral implies concern for someone else's approval, and it requires
an awareness that they are evaluating you, as well as you are evaluating
them. Reliance on a stereotype of a good person is the basis of con-
formity. Social cooperation is extended past the "one-shot-deals" of

the instrumental-relativist period to more permanent relationships,



but is limited to a few relationships with family or friends.

While at Stage 3 of Kohlberg's hierarchy, the individual was
concerned with maintaining order in interpersonal relationships with
family and friends, at Stage 4, the law and order orientation, the
rules are extended to strangers or society at large. Instead of the
interpersonal reciprocity of Stage 3, a transpersonal reciprocity
emerges which allows people to live together in a society with shared
expectations based on law. That is, all people can be expected to
pay taxes, obey traffic laws, register firearms, etc. Order is main-
tained throqgh laws which are enforced impersonally. No personal con-
siderations can supersede the law. Respect for authority is part of
one's respoﬁsibi]ity to society. The major accomplishment of this
stage is a éociety—wide system of cooperation.

Where $tage 4 deals with establishing societal relations and
emphasizes éuthori:y, Stage 5, the social contract-legalistic orienta-
tion, adds equalization of products and tries to minimize arbitrary
inequalities. The idea of a hypothetical rational person is used to
devise rules that would satisfy this person and benefit the -most
people. Laws are no longer considered to be absolutes, but rather are
arrived at by a consensus of people and are subject to change if the
majority agrees.

At Stage 6, the universal ethical-principle orientation, the
individual is concerned with more than fthe process for changing laws.
Rather, he is concerned with the principles by which the system should

be judged. These principles are abstract and are arrived 2t through
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the use of reason. Where at Stage 5, the emphasis was on collective
will, Stage 6 recognizes that just because the majority agrees to some-
thing, does not mean that it is right. Evaluation of one's actions
is made on the basis of adherence to individual principles, rather
than the majority will.

Each of the following levels of social perspective-taking proposed
by Selman are necessary but not sufficient conditions for advancement
to each of Kohlberg's parallel stages. At Level 0 of Selman's hier-
archy, subjects are highly egocentric and unable to differentiate an-
other's perspective from their own, although they do have a sense of
differentiation betweeh self and others. The individual's perception
at this stage is that everyone sees things as he does, and fée]s the
same in a given situaticn.

At Level 1, the child begins to realize that his own perspective
is not.unique and that others can view the same situation differently.
He is aware of other's thoughts and feelings. However, he cannot
maintain his own perspective and recognize another's concurrently.

For example, if a boy breaks a lot of dishes by accident, the child
at Level 1 may recognize that the mother is angry or that the boy did
not intend to do it, but not both at once.

At Level 2, the individual who had previously recognized that
others have a different perspective from his own, now realizes that
others are aware of him as a unique person, and no person's perspective
is viewed as absolutely right or valid. A reciprocity of perspective

e

occurs in that the person is aware that others are observing and evalu-
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ating him as well as he is observing and evaluating them. By putting
himself 1n another's place, the individual has a way of judging his
intentions, purposes, and actions.

At Level 3, each person is simultanecusly aware of his own and
other's abilities and perceptions, and he begins to see interpersonal
relations in terms of abstract mutuality. He 1s aware that others
are attuned to his feelings and perceptions at the same time he js aware
of their feelings and perceptions.

At Level 4, the person begins to realize that mutual perspective-
taking does not always lead to complete understanding. Social conven-
tions are seen as necessary because they are understood by all members
of the group. Another's perspective includes both a view of self and
a complex psychological system of beliefs, values and attitudes. Re-
lationships can be understood at different levels and one person can
be viewed in many roles - friend, acquaintance, son, etc.

At Level 5, perspective-taking focuses on the interaction between
subjects rather than on individual subjects. It becomes evident that
interactions can mean different things to different people. Interac-
tions can have multipie meanings, some of which may not be consciously’
apparent to either party in the interaction.

Developmental Characteristics and Conditions Necessary for Moral
Development

Kohlbherg proposes a six-stage model of moral development, with

each stage reflecting a cognitively more mature level of reasoning

about issues of a moral nature. Kohlberg considers several conditions
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as necessary in order for development in this area to occur. Also,
his model represents a developmenzal hierarchy with distinctly different
levels of reasoning. The following d¥scussion articulates the concept
of the developmental hierarchy and the conditions necessary for develop-

ment to occur.

Inherent in Kohiberg's theory are several assumptions about the nature

of moral development. First, stages are structured wholes or organized
systems of thought, which means individuals are consistent in level
of moral reasoning. Kohlberg (1970) nas“found that a majority of an
individual's thinking is at one stage with ¢he remainder falling a
stage abovevor below the individuat's major stage.

Secondly, stages form an invariant sequence with deveiopment al-
ways occurring in an upwarq direction. Regression, except in cases
of extreme traumai never occurs. Results from Xohlberg's twenty year
longitudinal study showed subjdcts to be at the same séage or one stage
higher cn three year retests. Wefareich (;977), in replicating Kohl-
berg's original study with a British population, found that as age
incredses lower levels of reasoning drefl aut and an increas€ in higher
levels of reasoning is seen. As in Konlberg's original study, a posi-
tive correlation between age and levei of reasoning was seen.

Finally, stages are hierarchically iatagrated. That is, 2 person
at a higher stage ¢gmprehends but rejects iower stage arguments as too
fmrature and tends to function at the highest stage he comgrehends.

Rest (1969) found trat indivicduals expesed to statements at eacn of the
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six stages understood statements at or helow their own level of develop-
ment, but failed to comprehend statements more thin one stage above
their own. They ranked as best, the highest stage comprehended.

Kohlberg considers several conditions as necessary for development
in the moral realm to occur. Presentation of &r~guments a stage above
a subject's own level is effective in creating zanflict regarding one's
own current moral structure, leading to dissatisractien with the current
mcral reasoning level and promoting developmenz. Blatt and Kohlberg
(1975) conducted weekly moral discussions on open-ended dilemmas with
a group of students at various stages of moral development. Since the
group was a‘heterogeneous mixture ¢f stages, they served as models of
higher stage reasoning for each other. Significant.increases in level
of moral reasoning occurred in comparison to a control group and were
maintained on a one year follow-up.

Sullivan and Back (1975} attempted to raise the level of moral
reasoning in a high school group ¢f Canadfan students, using a variety
of methods including discussicns of moral dilemmas in twice weekly
meetings for 21 zemester. A pretest, pasttest and follow-up-test one
year latar were given. O0On posttest, no differences were found between
erperimentat and control groups. However, on follow-up one year later,
the experimenta. group showed significant increases in Stage £ think-
ing. The results 72nd support to the cognitive view that interaction
with environmenta! factors in tne schooi setting were needed 32 ict
a4 a catalyst for change, and acditicral time for cognitive rastruc-

Turing to cosur was needed.
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Additionally, given levels of cognitive development ara required
for moral development to eccur past certain points. Keasey (13975)
found that a given level of cognitive development is a necessary but
not sufficient condition for moral development to occur. He studied
a group of 12 year olds in which formal operations were just emerging
and a group of 19 year olds in which formal operational thought was
fairly well established. Keasey found that all principled moral think-
ers showed formal operational thought. However, not all showing formal
operational thought demonstrated moral judgment at principlead 1eve1s!
In a comparison of 12 and 19 year olds who achieved comparable levels
of formal oberational thought,. the older group showed significantly
higher levels of moral reasoning. It seems as if a time lag is to be
expected before cognitive rastructuring affects reasoning in the moral
realm. In studying a group of 7 and 9 year olds, Keasey found simiiar
results in that concrete operational thought is a necessary out not
sufficient condition for advancement to Stage 2 reasoning.

A third condition, previously discussed, is the ability to under-
stand another's perspective. 3elman's model was already presented.
Mosher (1976) cemonstrated the importance of this social perspactive-
taking element in moral ceveiopment. [n a moral education program
conducted with high schoal students, 12 ised discussions of m:ral
dilemmas presented in films and in writsan case study form. Azdi-
tionaily, tre stucdents were taucht coiirsziing skills ard sarve! 2s
leaders ¢ moral ciscussioms with yourver children. Arnother prggram

that Mosher ~onducted inwelvad only d-s:issions of dilemmas and faflad
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to produce any developmental changes. However, this program resulted
in significant developmental changes in moral reasoning. Mosher attri-
butes the success of the program to the activities the students par-
ticipated in, which allowed them to make applications to real-l1ife
situations and gava them varied role-taking opportunities.

Although Kohlberg considers primarily the cognitive aspects of
moral development, an important factor in optimizing moral development
is considered by some to be the individual's state of affective develop-
ment. Simpson (1976) considers moral development to be a substantial
aspect of ego development, and considers the achievement of an inte-
grated identity a necessary component in the attainment of principled
autonomy. She considers Kohiberg's model to Se closely related to affec-
tive models, such as Maslow's hierarchy of human needs, and proposes
that individuals who remain motivated by unmet psychological needs
may not be able to function at higher leveis of moral development,
despite advanced cognitive development. onlberg's report (1968)
that children of low socioeconomic status“:rogress more siowly through
developmental stages than higher sociocecoromic status children is ex-
siained by Simpsorn as due to unmet psychological needs. In a swudy
conducted by Simpson (1972), she found tha~ the needs for social esteem
:nd belongingness were neqatively associatea with orincipled resasoning,
and the need for :elf-esteem from a sansea ¢f competence was positively
issociated with principled reasoning.

Selman's clinical work with chi <ren .eags his to consider a’fac-

tive agocentrism and isw self-esteem 2s important factors in deiiring
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social-moral growth. From a psychoanalytic perspective, Gilligan
(1976) arcues that fear of shame or loss of face acts as a block to
developmarz. He views development along K9h1berg's hierarchy as

\
progressine from a:

{etzchean 'will %o power' shame ethic (Stage 1),
ir wnich the coal is to be on the side with the
most power by conformity to power figures, to
the guilt ethic (Stage 6), in which the motive
is to avoid 'self-condemnation' from one's own
conscience.

Early in the developmental hierarchy, the motive for behavior is
tc avoid sanctions‘peqceived as coming from others (shame). In suc-
ceeding stages, the motive increasingly bacomes to avoid sanctions .
perceived as coming from the self (quilt), and rule obedience or moral
action represents successive cegrees of internalization of moral sanc-
tions.

Benniga (1375) e?aiuated the relaticnship between self-concept
and moral judoment. He found no signifizant relationship between
alcbal self-ccncept scores and overall l:vel of moral judament. How-
ever, when self-concept was broken into four factors of academic-school,
fun, self-asse~t"2n, and self-separateness. ind moral judgment was
broken into ha factors of moral realism, ‘wmanent justice, and recip-
rocal punishmant, 311! three factors of mor2’ iudgment correlated sig-
nificantls with at least ons cf the factors 27 self-concept.

Education3i 4dpplicatians of Kohinerqg's Mode

That zar=ain conditinns can promote devalcoment of mora! reaccn-

ing has teet astablishaeg in many research stucdies. Acplication oF the

research “in:ir3s has resuited in the us2 ¢ moral discussions o7 <re
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elementary and secordary levei, the establishment of alternative high
schools with a participztory democracy, and the publishing of social
studies and film strip curriculums to promote development of moral
reasoning. The fciiowing discussion presents related educational
applications of Xch7herg's theory.

The results of many studiss, in which change in Tevel of moral
development was incuced through moral! development curriculums, encour-
1ged the develcpment of larger scale programs. Wasserman (1976) re-
ports on an alternative nigh school established as part of the public
high school in Cambridge, Massachusetts. The social studies and Eng-
Tish curricula were intagrated with a program of moral discussion, in
which a1l students participated as part of the core curriculum. The
governance structure was Hased on a participatory democracy w#ith one
vote per person and equal weight given to staff and student vetes.
Major decisions were reached through consultation with the entire
commuriity. A1l members narticipated on a discipline committee on a
rotating tasis. Fositive signs of the oroaram's success were evident
in an emer~zing sense aof community, high morale, an increased capacity
for partiz:zating in and leading community meetings. Friendships were
astabli:*ac imong students of widely varying backcrcunds and positive

c¢hanges "~ :=udants' behavior occurred,

-
t

Fert-n zpvelcped a social stuaies currizulum, The Carnec-e-Melion
Sccial ¥« :-2s5 Cu~~icylum, that oresented vora! dilemmas within the
text. -= “.und it to be effactive whar reachers raca2ived trainina in

leading ~:=:  discussions. Guidance Associazes has a series of sound-
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filmstrips that present moral dilemmas intended for use with young
children. Selman and Lieberman (1974) used the filmstrips with second
graders and found significant gairs. Lay teachers with no training in
cognitive-developmental theory stimulated as much growth as axperienced
teachers with training in the cognitive-developmental approach.

Group discussions of dilemmas have been shown to be effective in
raising level of moral development. However, Kohlberg (1975) and
Mosher (1975) have suggested that this technique may only be minimally
effective if the justice level of the institution in which the program
is operating is low. In addition to merai discussions and curriculums,
a moral atmdsphere is needed. |

The justice structure of an instituticn is represented by the
perceived rules or principles for distribution of rewards, punishment,
responsibilities, and privileges. For examp1é, prisons are generally
perceivedlas Stage 1, where obedience to arbitrary commands of a power
figure is required and punishment occurs for disobedience. Schools are
typically at a Staga 4 jevel.

A change in the justice structure of an institution was achievad
in the New ZIngiand Prison intervention Project conducted by Kohlbarn,
Hickey, anc Scharf {1974). They found dilemma discussions ineffec=~~ s
in changing moral reasoning. It was necessary to involve crisorars -
the practizal aspects oFf structuring their own community through ~2- -
ing and :r*r~cing rules and solving problems experienced within -rs
communit, -“~rougn group consultatian.

Tha: .svel of moral developmen<s can be affected by particit="i:n
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in group discussions of a dilemma (Blatt and Kohlberg, 1975; Selman
and Lieberman, 1974), establishment of a participatory democracy
(Wasserman, 1976; Kohlberg, Hickey, and Scharf, 1974) and by induction
of cognitive conflict (Sullivan and Beck, 1975) has been shown. The
fact that few adults reach principled levels of moral reasoning despite
the fact that many are formal operational thinkers suggests that some
sort of moral education program could be beneficial in encouraging
development to higher levels of moral reasoning. In the past, this
occurred most frequently through moral education curriculums used
directly with children and adolescents.

The feésibility and practicality of implementing moral education
curriculums as a regular'part cf the academic program, on a large
scale basis, are questionable. In a time when the economic situation
is resulting in cut-backs on standard curriculum areas, acceptance of
a2 new curriculum area is questionable. Additionally, when schools are
failing to provide adequate intellectual education, and limited aca-
demic achievement is a serious problem, schoois may be shirkinc their
primary resoonsibility by assuming the additional one of moral! educa-
tion. A more practical means for fostering moral deveiopment would
be to work with groups of parents to provide them with the invarma-
tion and skills necessary for fFostering moral developmert ia <heir
cwn cnildren.

Most research with moral education curriculums has been done with
late 2nilchood 3nd early adoiescent subjects. An exception was Sel-

man and Liaberman's work (1974} in which they feund sianiicant gains



20
in reasoning in second grade children using the Guidance Associates
filmstrips. By working with children at younger ages, fixation at
lower stages of moral development may not occur as readily and in
as many cases.

[n the present investigation, beginning primary level students
were utilized. However, I did not work directly with them, but rather
I tried to induce change in moral development level by teaching
parents the necessary skills for this. Grimes (1974) was successful
in helping 11 year old children move from Kohlberg's Stage 2 to Stage
3 through moral discussions that included their mothers. However, more
than simp]y.mora1 discussions will} occur, as in some studies this
was insufficient to induce change (Mosher, 1976; Kohlberg, Hickey, and
Scharf, 1974).

The rationale for usinc young children is that 1ittle has been done
to induce change in beginnirg primary level children. Significant
results would offer support to the idea that moral education curriculums
could be effectively introauced earlier than junior and sar‘or high
school. Also, teachers have o2en effectively trained to induce develop-
mental change in moral reasoring. However, at the time a child enters
school, the number of people who play an important part in a child's
Tife are limited. Suliivan 71947) introduced the term ‘sian’’icant
otners" tc refer to thos2 oeaple around a cnild whe significantly in-
fluence him. By working w'th narents, who ire a!ready estatiished as
significar> influences ~y ==e time the child begins school, more

immediate results may 2& cx:cainacd. Additionaily, the conditicns neces-



21
sary for promoting development are not limited to once or twice weekly
discussions for a year in school, but are a part of their daily life
if parents practice what they learn.

Specifically I was interested in considering three primary gues-
tions. First, is a chiid's self-concept related to level of develop-
ment in moral reasoning at a given age level. Second, does particica-
tion of parents in the parent education group significantly affect the
child's level of reasoning in the areas of authority and justice.
Third, does parent participation in the program significantiy affect
the child's self-concept. )

In sumﬁary, Kohlberg has developed a six-stage deve1opmentaf model
of moral development which is the basic theory upon which this sﬁudy
is based. These stages are organized systems of thought, forming an
invariant sequence, and hierarchically integrated. In order for develop-
ment to occur, research has shown that a certain level oF cognitive
development is required. Also, exposure to higher stages zf reasoning,
as well as the ability to understand another's perspecziv2 are neces-
sary. Some applications of this theory have bLeen made in zducational
settings and :his study considers another area where ~ori! deveiopment

can be enzauraged through the education of parents.



CHAPTER III
METHOD

This study investigated the effect of an eight-week parept work-
shop on beginning primary level children's level of moral reasoning
and their seif-concept. During the eight training sessions, parents
were taught communication skills. The children's levels of moral
reasoning was assessed in the areas of justice and authority.
Specifically, the hypotheses considerad were:

1. Children's self-concept as measured on the Self-Social Con-
structs Test, is not related to level of social reasonina
irrespective of the experimental manipulation,

2. Parent participation in the parent education program does

not significantly increase the child's level of moril reason-

ing as measured on Damon's justice and authority interviews.

Parent sarticipation in the pareht education program did not

signiffcantly change their child's self-concept.

(€]

Subjects

The subjects in this study were children of parent voluntzers.
Parents were obtained *o5 participate in the parent education 2roaram
from two -hicago public schools, Paderewski and Chaimers. -

The schools from which subjects were obtained ares ‘n 'ow-income,
urban areas of Chizago and are recefving Title I furds. All subjects
'1-60) were black children ranging in 2ge from 5 to 8 and car*icirating
in Title I, <SEA orograms. An experimental grouc of 2] chldren was
initially obtainad. OQOue to exnerimentaz: Torta'i*:y, only 27 sutjects
remained in the axrerimental group 2t cost-testing. A contrai arcup
of 29 children was obtained and at post-testing. 26 remained ia tre

22
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control group. To control for a possible volunteer effect, the sub-
jects in the control group were children whose parents volunteered
but did not actually participate in the group.

General Procedure

Written notfce of the parent education aroup was sent to all
parents of children in grades kindergarten through third, with a form
to be returned to the school, if they were willing to participate.

A1l parents who indicated that they were willing to participate were
contacted individually. Prior to contacting them, parents were random-
ly assigned to experimental and contirol conditions. Parents of the
children assfgned to the experimental group participated in the parent
education proaram; parents of the chilaren assigned to the control
group were told that they would be put nn a waiting 1isz to te con-
tacted when a second group was offered.

A1l children were pretested in Sectember, prior to the beginning
of the parent education group. To control for a possible crder effect,
half of the children were administared the authority intarview first,
and half were acminiscered the justice interview first. The parent
gducation group was -~ur for a period of 8 weeks beginning in 7:tober,
and ending the tnirae veek in November. Posttesting occurred £ menths
after the termination of :the parent group the week following spring
vacation. Th= waztionale for delaying posttesting was that Lime for
cognitive res-ructuring was necessary.

Additiona T,, since short-term reliability (test-retes</ infcrma-

tion was net avi‘Vable on Damon's instrurment, a realiability :=udy on
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the instrument was conducted. Forty-eight additional children were
administered both the justice and the authority interviews and were
retested on the same interviews one month later. Subjects were obtained
from a comparable population, that is, black children from low-income,
urban areas, attending schools receiving Title I funds.

To control for experimenter bias in scorina, Melanie Killen, a
graduate assistant to Dr. Damon, scored all test protocols from ex-
perimental and control groups and the protocols from the reliability
portion of the study.

Parents met once a week for 8 consecutive weeks. Two groups were
conducted, ane in the morning and one in the afternoon, to accommodate
parents' varying schedules. The morning group met in the parent room
at Chalmers School and the afternoon group met in the parent room at
Paderewski School. The room had large tables with chairs whizh were
appronriate for group meetinas. The sessions lasted for aoproximately
two hours with a break halfway throuah the meetina for coffee and rolls.
The same matéria] and objectives were covered during each meetinga. To
control for variability in coverage of topics, a list of ropics was
developed for each meeting. Mrs. Doris Feltus, the district oarent
coordinator, attended all meetings and systematica]?y checked off the
topics and activities as they wera covered in each meetina,

Descrintion of Treatment

The design of the curriculum was influenced by the ccrnditions
which Xohlterg considered necessary for the development of moral

reascning. that is, production cof ccanitive conflict oftan achievad
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through a discussion model, empathy, and social perspective-taking.
The intent of the parent group was to teach parents the skills needed
to implement these conditions within the home. In the meetings, the
conditions necessary for encouraging development (i.e. development of
empathy, discussion and exposure to higher stages of reasoning, cog-
nitive conflict) were introduced and made applicable to practical,
everyday situafions. Specifically, the following objectives for the
weekly meetings were met. First, in order to encourage development
through discussion, parents needed to be able to communicate with their
children. Involving the family in discussion of moral issues would
be difficult if the family struéture was such that the parents talked
and the children listened. A general atmosphere of acceptance of
children's ideas is necessary if children are to do more than parrot
the{r parents' ideas. The first objective then was toc teach parents
to respond %o their children with a "1anguage of acceptance" (Gordon,
1975), rather than by ordering, warninq,‘preach1ng, advising, etc.
Specifically, they were taught skills in "active iistening." (Gordon,
1975). -

Secondly, the development of empathy and the abiiity to take an-
other's perspective is an important condition for advancement c¢f moral
reasoning. Children of beginnina scheool age are often unablz tn differ-
entiate their own perspective from another's so that they expect cthers
tc feel or think the same as themselves in a given situation. A sliagnt-
'y more advénced child may recognize that another can view the same

situation diffarently than himself, but the child cannot maintain his
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perspective simultaneously with putting nimself in the place of ancther.
The second objective was to help parentsvpromote the development of
empathy and recognition of another's perspective in their children.
Rather than having parents tell children what they think the child is
thinking or feeling (i.e. You think you're so smart), which may be in-
accurate anyway, they will respond with what they, the parent, thinks
or feels. Specifically, parents were taught to send "I" rather than
"you" messages. (Gordon, 1975). This presents the child with two
verspectives at the same “ime; his own as perceived by himseif, and =he
one reported by his parent.:

A third'important condition for moral development to occur is
cegnitive conflict. Kohlberg rejects the notion that the role of the
parent or educator is to transmit values to the child. Rather, through
interaction with the environment, conflicts arise and are resolveq and.
by this process the child's own system of values evolves. If chil-
dren are not allowed to find their own solutions to problems and are
always toild or forced to do it their parents' way, development will be
delayed. The third objective then, was %o teach parents a method of
nandiing and soiving ocroblems that occur. The method does not rely on
the oower of parénts to control and enforse, but rather encourages
conflict resnlution through mutual agreement. Specifically, parents
were taucht to work in conjunction with their children in identifying
the probem. czrarating alternaziva solutions, evaluating the a'terra-
zivas, deciding on zhe hest acceotable sclut’on ana then implementinrg

it. The elimination of power 25 a means of rzsolvine probiems is



27
especially important with this age child. Many children on a beginning
norimary level respond to rules simply because a more powerful authority
is enforcing them. Appreciation of the value of rules is absent and
obedience occurs simply out of deference to a more powerful authority.
Following is a description of the curriculum. (See Appendix A for an
outline of weekly topics and activities covered.)

Phase 1: Baseline. [n order to teach parents certain skills,

a roIe-playing method was one mode of demonstrating to parents a skill,
and then enab'ing them to practice it within the group. Before the
actual skills to be taught were introduced, parents were involved in
ro]e-p]aying.situations. As many parents as were willing were involved
in role-playing situations, sometimes playing the part of the parent,
other times playing the part of the child. This allowed for the =2s-
tablishment of a baseline in terms of type and frequency of parental
response. The role-playing sessions were taped and transcribed. All
parent responses were classified into two categories. Responsas that
couid not be classified by one or the other category were disragarded.
The categories were directive responses (i.e. ordering, warning, moral-
izing, advising, lecturing, judging, praising, ridiculing, interpreting,
reassuring, orobing, numoring) and non-directive responses (i.e. passive
listening, accive Tistening, sending "I" messages). The frequency, in
terms of percentage o7 total responses, was determined for each catas-
Gory,

al

Prase 2: Communicaticn Skills. This phase involved: (a) a dis-

cussion of diffarent ways family members communicate, and rules,
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power and punishment in family relationships; and (b) the teaching
and practice of active listening skills and confrontation skills
through role-playinag parent-child confiicts in the group meeting.

After the baseline in the first session, parents were asked to
reflect on their own childhoods and the form of discipline used as
well as their reaction to it. Children's behavior, factors affecting
the behavior's acceptability, and problem ownership were discussed.

The twelve roadblocks to communication were presented and discussed.

Th

w

Maryland Parent Attitude Survey was distributed. (See Appendix

B for a copy of it.) Parents were asked to complete and return it
before leaving the first meeting.

The secend and thfrd sessions were devoted to introduction and
practice of active listening skills. Parents were encouraged to
practice this skill at home and discuss attempts at implementing it
at home in future sessions. Sessions were taped thro&ghout the eigh;
week period. Parent responses in role-playing situations were taped
again after all skilis were introduced. Responses were again zate-
gorized inte directive/non-directive classifications. A percentage
of total responses for each category was determined again to see if
parents were actually acquiring the skills taught in the group. This
was determined by an increase in non-dirg¢ctive and decrease in airec-
tive respcnses.

In the rcurth and fifth session, narents were taught how =0 z¢n-
front their cnildren when the child’s behavicr was intertaring with

the parents' own needs. The negative consequences of typical ways
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of responding when upset were examined. Then parents were taught
the skill of sending "I" messages, which relates the feeling of the
person who is upset rather than blaming, criticizing, putting the child
down, or solving the problem for him. The skill was practiced through
role-play of real and imaginary prob]em situations.

Phase 3: The Family Meeting. This phase involved: (a) discussion

of rules, typical means of resolving conflict in families, and negative
effects of power; and (b) introduction Ynd practice of a six-step
approach to cenflict resolution through family meetings.

Session six involved discussions of win-lose approaches to prob-
:_1em-so1v1ng,.the destructive effects of authority, limitations and
: effects of parental power. A presentation of a no-lose method of
; solving conflicts was made and the skill was practiced in the group.
Session seven continued to practice this skill as well as im-
: plement the skills of active listening and sending "I" messages in
the family meetings using the six-step approach to conflict resolu-
tion. Parents acain role-plaved several problem situations, sometimes
playing the part of parents and sometimes playing the role of child.
These were transcribed and compared to the baseline session to see
if a change in respnnse styie cccurred.

Phasa 4: Value Differsnces and Yalue Instructicn. Session eight

involved a presentation of socfal and morail develooment in children,
conditions necessary for the development, and how tne skilis 1aarned
by the parents in the group wculd promote their child's social and

“moral reasoning. Parents were saown a filmstrip to iilustrats the
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technique of leading a moral discussion and it was applied to the home
setting. Also, they were involved in a moral discussion. (See Appen-
dix D for the dilemmas used in the parents' discussions.)

Design and Statistical Analvsis

To test the first hvoothesis regarding the relationship between
self-concept and level of reascning az a given age, the following
multivariate randomized block design Tay-out was used:

0-A 0-8 1-A i-8 2-A
5 years
§ yvears
7 years
8 years

Pretest data from both the experimental and control groups was
used, as well as the original data froim the children in the reliability
study so that a *otal N of 107 was ah%ained. The independent variable
was level of reasoning, and subjects were blocked by age. The dependent

variables were sccres on the varigus scales of the Children's Self-

Social Constructs Test (CSSC). The ana'ysis was run twice, -once using

the justice scores as an independent variable and again using the author-
ity scores as an independent variat e, since level of reascning for any
given ¢hild often varied From one ‘rn<srview to the c:her,

The expected outcome was that sa2if-concept {particulariy Esteem
and Social Interest) would be posizt/2ly related to lesel of reasoning
at every age witr those children ¢ a given age demcnstrating higher

tevel of reasoning also shcwing a mere positive self-conceot.
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In testing the second hypothesis, the following multivariate
randomized block design lay-out was used:

Experimental-Control
5 years
6 years
7 years
8 years

The independent variable was the experimental/control conditions.
Again, subjects were blocked on age. The dependent variables were
two change scores for level of reasoning in the areas of justice and
authority.

The expected outcome of this design was that the experimental
condition would demonstrate significantly greater development in leve!?
of reasoning than the control group in the areas of both justice and
authority. |

To test <he third nypothesis, a Hotelling's 72 was used with the
experimental/control conditions as the independent variabie and the

scores in the various scales of the Children's Self-Social Constructs

Tast {€SSC Tas*) as the dependent variable. The age factor was not

considered tnrough blocking because the 2SSC Test is not a developmental
measure and 2 relationshio between test scores and age has not been
establishad. The expecied outcome of this test is that =ne experimental
candition woulz snow significantly gresater gains in self-concent.

n addition o the three major hvnothasas, the reliability of the

. L v . . ,
euthecrity anc jfustice scales was determined. Foriy-eight children,
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ranging in ages from 6 to 8 years were administered both scales at a
one month interval. Scores on the scales are ordinal and have a 6
point range. They were assigned values 1 to 6. A Pearson-product
moment correlation was run on the pre- and posttest data to obtain a
ke]iabi1ity coefficient for both the justice and authority interview.

In addition to the stated hypotheses and the reliability study,
the data obtained on the justice and authority scales were considered
in relation to Damon's findings with his middle and lower-middle class
sample. It was expected that with the population used’in this present
study, lower stages of reasoning would be used by older children than
Damon typically found with the population he studied. Consideration
of the data was made to determine if there were sex differences in
level of reasoning at given age levels. The levels of reascning dis-
piayed by each child on both the justice and authority interviews was
considered to sze if any consistent patterns of development occurred
in the child's conceotion of justice and authority (i.e. Does his
conception of justice develop tc a higher level sooner than his concep-

tion of authority?) -



CHAPTER IV
RESULTS

In this study, parents were taught skills for more effective
communication with their children. The resultant effects on the
children's self-concept and level of development in the area of moral
reasoning were measured. Also considered was the relationship be-
tween a child's self-concept and his level of moral reasoning at a
given age. The hypotheses were develcped with the expectation that
chiidren with more positive self-concents would show higher levels
of reasoning at a given age and that making parents more effective
in communicating with their children would enhance both children's
self-concept and their development in the area of moral reasoning.
The resudlts of the statistical analysis of the hypotheses foilcws.
Analysis [:

A multivariate randomized factcrial design was used to test
hypothesis I. (Children's Self-Concept is Not Related to Level of
Social Reasoning Irrespective of the Experimental Manipulaticn.)

The design was run twice, cnce using the levels of reasoning on the
duthority interview as a fictor and aacain using the levels of reascn-
ing on the justice interview as a facicr. Age and level of the
chiid's reasoning were the independent variables, with four levels

of ace and five jevels of reasoning. Tependant variables were the

sccres on ‘the eight scaies nf the Ch-liren's Self-3ocial! Constructs

33
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Test, (i.e. esteem, social realism, identification with mother,
identification with father, identification with teacher, identifica-
tion with friends, social interest and minority identification).

Table 1 shows the results of this analysis using the results
of the authority interview as one factor. There was significant differ-
ence in self-concept across age levels. The univariate tests of the
fndividual variables show that the difference in self-concept occurred
specifically on the variables of identification with friends, social
interest, and minority identification. Consideration of individual
cell means in Table 2 shows that on the social interest variable,
scores decreased with age, indicating less social interest. On the
minority identification variable, scores increased with age indicating
less minority identification and then decreased at age 8. Scores
on identification with friends incraased with age, indicating less
identification.

Table 2 shows ro significant cifference in self-concept across
the five levels of reasoning on the authority interview. That is,
children exhibiting higher levels of reasoning on the issue of au-
thority did not have significantly different self-c3ncepts from chil-
dren reasoning at lower '2veis. Consequertly the aul!l hypothecis can-
not be rejectad, so that chiiiren varying in leve’ of reascning at
a given ace cannot be assumed zo have significantly different self-
concents.

The test of the interacticn between age anc “a2vel of reasoning

was nct significant, indicating that the main effect for age was a
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TABLE 1

Multivariate Test of the Significant Difference in Eight
Levels of Sel*-Concept Across Four Levels of Age

Test of Roots F DFHyp P Less Than
1 Through 3 1.588 24 .045*

Z Through 3 1.127 14 .338

3 Through 3 .648 6 .691

Univariate Tests

Variable F(3.8%) P Less Than
Self-esteem. .151 .929
Realism .371 774
Identification - Motner .943 .424
[centification - Father 2.349 .078
Identification - Teacher 1.794 .154
Identification - Frierds 2.811 ' .044*
Social Interest 4,202 .008~*
Minority Identification 4.184 .008*
TABLE 2 v

Mean Self-Concept Scores for Suojects Age 5, 6, 7, and 8
on the Variable Identification with Friends,
Social Interast, and Minority [dentificaticn

Age Tdenti“ication- Social Minority
Friends Interest Identification
4 5.264 3.842 1.624
5 sd 2.574 1.358 L7582
M £.578 3.355 1.870
5 sd 2.454 1.255 711
i 5.629 2.815 2.185
7 sd 2.242 1.387 .487
A 7.231 2.625 1.542

3 sd 2.050 1138 596




TABLE 3

Multivariate Test of the Significant Difference in Eight
Levels of Self-Concept Across Five Levels of Reasoning
About Authority

Test a7 Roots F DFHyD P Less Than
1 Through 3 .9e0 40 .544
2 Through 5 . 762 28 , ‘ .304
3 Threough 5 .660 18 .849
1 Through 5 .605 10 : .808
S Through 5 444 4 77

Multivariate Test of the Interaction Between Age and Lave!
of Raasoning cn the Authority Interview

-
M
v
ct

o O’r
[

200t3 £ DE=rp P Less Than

1 Througa 7 .EEE £ .705
2 Through 7 .8 <2 - .843
3 Through 7 614 M .947
4 Throuwgh 7 L2598 in .97

5 Througn 7 . 788 o L9391
8§ Througn 7 173 3 .934
7 Through 7 &9 2 ,952




37
true effect and was not confounded by an interaction with Tevel of
reasoning.

Similar results were found when using the justice interview
as a factor in this analysis and are presented in Table 4. No sig-
nificant difference in self-concept was found across the five levels
of reasoning indicating that a higher level of reasoning about justice
issues is not significantly associated with a more positive self-
concept at a given age. Again, there was a significant difference
in self-concept across 2ge levels, specifically on the variables of
identificaticn with friends, social interest, and minority identifi-
cation.

Anaiysis II:

A multivariate randomized factorial design was usad to test
hypothesis II. (Parent Particination in the Parent Education Program
Does not Significantly Increase the Child's Level of Moral Reasoning
as Measured on Damon's Justice and Authority Interviews.) The in-
dependent variables were the experimental/ccntrol condition and age.
The two dependent variables were the charge scores for level of reason-
ing in the areas of justi:e and authority. Table 5 presents the
rasults of this analysis. “Tha multivariate tests show noc significant
zhange in level of reasowiné between axperimental and control conai-
ticns or across age leveis., “owever, the multivariate test cf the
age variable aoproachec¢ tne .05 significance Teval and the nivariate

tast shcwed a p vzlue less rhan .5 on the autherity interview. 3Since

]

e

cr

the muizivariate test was net significant, however, this cannot



TABLE 4

Muitivariate Test of Significant Difference in Eight Levels
of Self-Corcept Across Five Levels of Reasoning on the
Justice Interview

W
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Tast of Roots F DFHyp P Less Than
1 Thrcugh 5 1.133 40 274
2 Through 5 .925 28 .578
3 Through 5 714 18 .767
4 Through 5 .560 10 .845
5 .340 4 .850

Through 5




TABLE 4

Multivariate Test of the Significant Difference in Eight Levels
of Self-Concept Across Four Levels of Age on the
Justice Interview

Test of Roots F OFHyp P Less Than
1 Through 3 - 1.611 24 .040*
2 Through 3 1.121 14 .343

3 Through 3 .693 6 656

Univariate Tests

Variable F(3.86) P Less Than

Self-esteaem .148 .931
Realism . 388 .762
[dentificaticn-Mother LH3E 427
Identification-Father 2.438 .066
Tdentificaticn-Teacher 1.305 .152
Identification-Friands 2.911 .039*
Social Interast 4,122 - .0co9*
Minority ldentification 4.107 ' .009*
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TABLE 4

Multivariate Test of the Interaction Between Age and Level
of Reasoning on the Justice Interview

Test of Roots F DFdyp P Less Than
1 Through 6 - .963 48 .547
2 Through 6 .573 35 .§77
3 Through 6 .488 24 .981
4 Through 6 .306 15 , .895
5 Through 6 .231 8 .985
6 Through 6 .107 3 .856
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TABLE 5

Multivariate Test of Significance in Change in Social
Reasoning Between the Experimental and Control Groups

Test of Roots F DFHyp P Less Than
1 Through 1 1.827 2.0 .173
Univariate Tests Fr1.45) F Lass Than
Justice .081 777

Authority 3.340 .074




TABLE 5

Multivariate Test of Significance in Change in Social
Reasoning Across Four Age Levels

Tast ot Ro0ts F OFHyp P Less Than
1 Througn 2 2.024 6 071
Z Througn 2 1.430 2 .245
Univariate Tests ~ F(3.45; P Less Than
Justice .562 .221

1
Aduthority 2.997 .040




TABLE 5

Multivariate Test of the Interaction Between Group and Age

43

Test of Roots F DFHyp P Lass Than
1 Through 2 f 1.382 6 .231
2 Through 2 - ' 1.243 2 .293
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considered a valid indication of significance and this hypothesis
cannot be rejected. Table 6 shows the mean change scores on the two
interviews for the experimental and control groups.

Analysis III:

A multivariate ore-way analysis of variance was the statistic
used to test nypothesis III. (Parent Particination in the Parent
Education Program Did not Significantly Change Their Child's Self-
Concept.) The independent variable is the experimental/control
concdition, and tne dependent variables are the scores on eight

scales of the Children‘s Self-Social Constructs Test. Table 7 shows

that there was no significant change overail in self-concept due %o
the experimental manipuiation. In view of the lack of significance
on the multivariate test, the significant increase in social interest
shown on the univariate test carnot be considered valid. Table 8
shows the mean change scores on the eight scalas ¢f the self-concent
test for the experimentai and control groups.
analysis IV: }

.

In addition fo the three major hypotheses, the data obtained

“rom all subjects in tne study were analyzed t) determine if there
were any age or sax a‘“ferences in the childran's level of reasoning
and to detarmine whetrar reasaning in ore ar2a of either justice or
authority developed ~gconer than in the other z-2a. Tahle 9 shows
the *tasts »f significance 7or both age and sex. There were no sig-
nifi:ant differences imong males anc females n lav2? of reasoning

at any of the age 'evels measured. Hcwever, Znz2re was a significant



TABLE 6

Means and Standard leviations for Zhange Scores for the
Experimental and Ccntrol Groups on the Authority and
Justice Interviews

Justice - Authority

Age txperimental Controi Experimental Contrcl
M .333 .00 .222 .000
5 SO .800 .949 441 471
M 275 143 .250 .143
6 - SO .518 .215 .B86 .690
M .£00 1.000 .500 .500
7 - SD 707 1.000 .707 .394
M .525 .70 1.250 .C00

8 5D .518 .500 .386 .816




TABLE 7

Multivariate Test of Significance Betw=en Experimental
and Control Groups on the Self-lonzept Measure

Test of Roots F OFHyp DF Sresr P Less Than
1 Through 1 1.269 8 S .284
Univariate Tests F(1.51) P Less Than
Self-Esteem .138 712
Realism 1.531 .222
Identification-Mother .972 . 329
Iderntification-Father .001 .974
Tdentification-Teacher L0110 .919
{dnetificaticn-Friends .Q40 .243
Social Interest 5.095 .023

Mincrity Identification 034 772




TABLE 8

Mean Difference Scores and Standard Deviaticns for Self-
Concept Variables for the Experimental and

Con*rol Groups

47

Variable Experimantal Corzrol
Self-Esteem M .333 .346
SD $.159 4.872
Realism M .222 -.346
SD 1.6872 1.672
Identification-Mother M 1.333 .515
SD 3.0258 2.192
Identification-Father | L3932 .815
SO 2.365 2.4099
Identification-Friends M o .481
SD 3.908 3.906
Social Interest M .519 - -.577
SD 1.553 1.983
Minority Identification M 111 -.132
sD 1.121 LR35
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TABLE 9

Sunmary of a 4x2 ANOVA for Age and Sey with Level of
Reasoning cn the Justice Interview as the Dependent

Variable
Variable daf MS F P Less Than
Age 3 23.344 27.153 .000*
Sex 1 1.880 2.184 .142
Age x sex 3 .098 .114 .952
txplaired 7 10.616 12.348 .000*
Residual 99 .860 L300 :
Summary of a 4x2 ANOVA for Age and Sex with Level of
Reasoning or the Authority Interview as the Dependent
Variabie
Variable df MS F P Less ‘han
ige 3 12.929 17.551 .QC0o*
Cax 1 .020 .C27 869
Age X sex 3 .270 367 777
Explained 7 5.675 7.704 .0No*

Zesidual 99 .77
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aifference in level of reasoning between children at different age
levels.

Mean levels of reasoning and standard deviations for both the areas
of justice and authority are reported for the four age levels in Table
10. A t-test for uncorrelated means was used to compare levels of
reasnning at the “our age levels on both the authority and justice
interview. The children's levels of reasoning did not significantly
differ on either interview at any of the four age levels.

Multiple comparisons between 5 and 6 year old children, 6 and 7
year old children, and 7 and 8 year old chiidren were made and the re-
sults are reported in Table 11. Findings indicated that 6 year olds
reasoned at a significantly higher level than 5 year olds and that
7 year olds reasoned at a significantly higher level than 6 year old
children. No sigrificant differance in level of reasoning;occurred.
between 7 and 3 year old children, Thesq results were true for tcth
the justize ard the authcrity iriterview.

Fncillary Analyses

Test-Ratest Reliability eof Damen's Interviews. In addition to

~ne majer nypotheses, the short-term reliability over a one month
interval was established for the two interviews used in this study.

111 cnildren were ftasted on both irterviews ind retested within 28 to

21 days following zhe initial Zasting. The pre- and posttest scores
vere correlatad, using the Pearson-Praduct Moment correlation statistic.
Th2 resuits are provided in Table i2.

Although the cvera’l reliability of botn interviews is similar,



TABLE 10

Means and Standard Deviations for Level of Reasoning on
Authcority and Jusiice Interviews and Test of
Significance Between Mean Levels of

Reasoning at Each Age Level
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dg Authority Justice df t t
.05/2  .05/2
M 1.8095 1.5238 40 1.165  2.0Z1
5 sd 6016 .5118
4 2.7714 2.5714 68 1.195  1.380
6 sd .9103 1.6371
M 3.4074 3.5926 52 -1.C34 2.000
Tosd 2439 1.0099
M 3.4167 3.7083 46 -1.695 2.000
A sd . 2286 .307¢9
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TABLE 1l

Test of Multiple Caomparisons Between Children Ages 5 and 6,
6 and 7, and 7 and 8 on Lavel of Reasoning on Both the
Authority and Justice [nterviews

ot

Comparison Authority Justice dr t
.05/2

5 to 6 4. 06 4.002% = 54 2.40

6 to 7 2.892* 4.299* 60 2.170

7 t0 8 .29 .445 49 2.20

Note. Starred {*zms indicate significantly higher reasoning
in the c¢izer age cnildren,
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TABLZ 12

Reliability Coefficients for Jamon's Authority and
Justice Interviews

Justice Authority
Sex N r N r
Male 24 .97 24 .35
Female 24 .34 24 .83

Total 42 .24 48 .59
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the justice interview is much more reliable for males in the 3 to 8
year old range, and the authority interview is much more reliable for
females in that age range.

Attitude and Behavior Change in Parents.. In additicn to con-

sidering whether Damon's clinical interviews were reliable over a

short time period, I was also concerned with whether any attitude
change occurred in the parents who participated in the program. Adop-
tion and use of the ccmmunication skiils taught during the program
would seem to require a certain philoscphy regarding the nature of
children and child-rearing practices. That philosophy would idclude

a Teeling of accepzance towara children, faith in cheir ab11ity t0
handle problems and make decisions, respect for their Feelings:and

an elimination of the use of power to control children.

The Maryland Parent Attitude Survey was administered to the par-

ants at the first and eighth waeks a7 the & week workshkop. The survey
was also mailed to the parents ir the control grnup. Scores were
sbtained on four scales, ina*t is disciplinarian, indulgent, pretective,
and rejecting. Because scores are ipsative and a reduction “in ane area
necessarily means an incr=ase in another area, only the scores on the
disciplinarian‘scaie were considered %c determine i€ that area was
significantiy reducad.

Of tne 22 cuestiormaires distributed to the experimenta: group
during the tirst meet~g, anly 13 wers returned with surficiant iden-
tificaticr and complazz emough: answers =0 ba used. At nosttesting,

The survey was again 7 stributed to tne 13 inaividuals who had adaquate-
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1y completed the initial survey. Of these thirteen, only 11 adequate-
1y completed the survey. Adequate completion is defined as leaving
no more than 15 percent of the questions unanswered.

The survey was also mailed out to the control group of parents.
After two mailings, only two surveys were returned, so that these data
for the control group were not considered in this analysis. A t-test
for matched samples was used to evaluate the pre- and posttest cdata
to determine whether there was any significant change in attitude on
the discipiinarian scale of the attitude survey. The calculated value
7f the statistic is t{10) = .411. Since this is less than the critica’
value of t gg = 2.26, it cannot be assumed that any significant charge
in attitude on the disciplinarian scale occurred.

In addition to a paper-and-pencil measure of change in parents,
observations of behavioral changes were made from the beginning of
the pregram to the end of the program. Behavior is defined as verhal
~2sponses made oDy narents during role-play situations. &t the first
and the seventh meetings, parents were given” four problem situations
and asked to role-piay the situatiocn, taking turns as the pdrent and
as the child. Parentis wno were willing recorded their raole~plays
and the tapes were later transcribed. {(See Appendix E for a copy of
the probiems and the transcription of the role-plays.) Responses were
categerizad into either directive responses, that is ordering, warnina.
advising, Jfudging, questioning, praising, reassuring, cr into non-
directive responses 1 ke passive listening, active listening. or send-

ing "!" messages. Tha fraguency, in terms of larcentage orf *%otal
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responses for each category was determined and is presented in Table
13.

A chi-square inalysis of this data gizes a calculated value
of’ZZ = 16.688. Since this is larger than the tabulated value
ofizz .05.1 = 3.84, it can be concluded that there was a significant
decrease in the frequency of directive responses.

Since the material in the workshop was presented in two sessions,
an attempt was made to control for uniform coverage of the concepts
and activities in both the morning and afternoon sessions. A check-
Tist of activities and objectives was provided pricr to each meeting.
The paren{ cbordinator at the Chalmer's School attended bcth the morn-
ing and the avtarnoon sessions and checked off topics as they were
covered in the meetings. Of the total Z5 objectivés, all but 6 or
89 percent of the topics were covered in both groups. Appendix A
presents the weekly checklist.

Weekly attendance was also taken at the morning and the afterroon
meetings. Average attendance at the meetings was 77 percent for the
entire group. The average attendance for the morning group was 72
percent, and for the afternoon group, attendance averaged '8 percent.

Summary cf Resulfs

In summary, tne results of these arnalyses showed that scme self-
concept variables (i.e. social interest, minority identification with
friends) were related 20 age, but not tc level of reasoning on the
authority and justice interviews. Theretor2, the Tirst hyoothasis,

proposing a positive relaticnship between self-nencept and levei of



TABLE 13

Frequency of Parent's Responses in Role-Play Situations

56

Week 1 Week 7
Response N % N %
Non-directive 2 a 22 37
Directive 46 96 37 63
Total 48 100 59 10C
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reasoning about authority and justice issues is disconfirmed. Because
parent participation in the oarent 2ducation program did not signifi-
cantly alter children's self-concepts, the second hypothesis could
not be rejected. Level of reascming on both the justice and authority
interviews did not change signi’icantly as a result of the experimental
manipulation. Consequently, the third hypothesis could not be rejected.
Certain tests approaching significance showed a tendency for children
in the axperimental group to change more in their reasoning about
issues of authority than children in the control group. This tendency
was nct seen with reasoning in thz area of justice. Also, a tendency
for more change in reasoning on the authority interview was seen for
8 year old children. As in Camon's studies (1977), no differences in
reasoning were found between males and females. Level of reasoning
was found to increase with age which supports the developmental nature
of the variables being measured.

The justice and authority interviews were found to have adequate
reliatility in relation to other projective and perscnality measures.
The justice interview was found to te mcre reliatle Tor males and the
authority interview was more reliable for females. Change occurred
in both upward and downward directions cver one month's zime, which tends
to contraaict the "invariant sequence of stages" concept. However, the
variability could be due to the nature of The instrument and not the
trajt measurad,

A sig=ificant change inm parert's verbal behavior sccurred as a

result of the experimental marnipulaticn. Hcwever, no attitude charge



occurred. This lack of change in attitude may be a major factor in
the lack of significant change in children's self-concept and social

reasoning and will be further discussed in the fnilowing chapter.
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CHAPTER V

DISCUSSION

The primary aim of this research project was %0 determine whether
teaching parents skills for effectively communicating with their chil-
dren would significantly affect tneir child's level of social reason-
ing and self-concept. The results presented in “he previcus chapter
will be further discussed in terms of factors related to children’s
developmental level ¢t reasoning, reliability of assassment techniques,
and implications for future research,

Analysis [:

The resuits of the first analysis showed that there were no sig-
nificant relatiznsnips between a child's self-ccncept and his level of
reasoning about issues invclving justice and authority, therefore
cenfirming nul’ hypothesis I. (Children's Self-Concept is not Related
to Level of Zocial Reasoning Irrespective of the Ixperimental Manipu-
Tation.) Children with nigher self-esteem and Ireater social interest

on the Childran's Sel-“-iocial Constructs Tast did not reason at higher

levels on Damon's autaority and justice intarviews. In Simpson's 71972)
study, social esteer and belongingness were negatively associited with
princiniad reasoninc and self-esteem fror a sense of accompiishment,

and competenca was oonsitively asseciated with principied reascning.
Yitaoush ro zubiects in tnis stucy were reasoning at principied leveis,

nc reiationsinip nertwean salf-ssteem and lave! cof rzasoning was found

N

9
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at the lower levels of reasoning measured in this study. This does
not mean that a relationship does not exist. Self-esteem is a complex
variable that can be measured in many ways. Simpson measured two as-
pects of subjects' esteem and found different associations to level
of reasoning for both areas measured. I[mprovement in the measurement
of personality variables, particularly for children, is needed before
the relationship between self-concept and social reasoning can be
more accurately established. Also, clearer definition of the variables
measured 1s needed.

In this analysis a significant association between age and three
self-concept variables was found. Generally, as age increased, social
interest and identi”ication with friends decreased. Social interest
is defined as the "degrse to which a person perceives himself as a
part of a group of others, as opposed to a perception of the self as
an individual." (Yenderson, Long, and Ziiler, 1973). As children
gat older they become less dependent and more 1ible %o function inde-
nendently of the group. That identitication with friends also decrezses
with age may be understood in light af increasing independence. Chil-
dren develop their own unique identities as they grow older and are
able to separate themselves from their friends and reccgnize their cwn
unique attributes. These results on the identification with friends
variable, however, are contradictory to the test construcior's expec-
tation that natterns cf identification gradually axpand as the child

matures.

—h

y

(&)

[a7]
'

Lass consistency in the relationshin between mincrity identi
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tion and age is seen. Minority identification increased with age through
7 years and then decreased. This factor is reportedly an indication of
a person's perception of his similarity to or difference from other
peopie. Interpretation of the meaning of this variable is not clearly
indicated by the test constructors. If a person perceives himself as
similar to others it could be associated either with feelings of
security and acceptance or with feelings of ego-diffusion and lack of
personal distinction. The basis on which a person compares himself to
the group is also not clear, that is on the basis of race, sex, academ-
ic achievement, ohysical attributes and so on.

in summary, although no relationship was found between self-concept
and level of reasoning in this study, ;his lack of significant re-
sults may be a Tunction of the measurement technique rather than the
attribute measured. Clearer definiiion of the variables measured as
well as improvemenrts -in measurement techniques are.reeded. There was
a significant relationship between some sélf-concept variables and age,
suggesting that what was measured was a developmental characteristic.

Sinca a fac*or analysis was not done during the validation of this
irstrument, the extent of intercorrelation among these variables cannat
be measurad. It's possible that identification with friends and social
interest are measuring the same construct, but have only been given
different labels in the test. Since factor analysis is based primarily
on the use of correlat‘on techniques, all personality measures de-
veioped to measure sociil interest shouid have a high correiatisn with

2ach other tut a low corvalation with tests deveioped to measure identifi-
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cation with friends. [f this does not occur then the results on both
scales represent some shared common factor. Not only should there be
little correlation among subtests of a given instrument, but instru-
ments claiming to measure a given construct?vfor example, achievement
motivation should have a nigh correlaticn with other instruments
claiming to measure that trait. Only when this occurs can the term
achievement motivation really be given any concrete meaning.

In developing a salf-concept measure, a large number of, and
variety of tasks would need to be used, representing what was felt
to be the multiple dimensions of self-concept (i.e. self-perception
in relation to siblinas, peers, authority, achievement, etc.}. Only
after using factor analysis to analyze the results, would it tecome
apparent how many dimensions of self-concept were actually being meas-
ured. Then, through construct va]idétion, meaning could be attributed
to the various dimensions. A main problem in using factor analysis
Fere would be in finding "pure" items, that is questions or tasks that
did not correlate with several traits.

Analysis IT: ‘ -

The second analysis was aimed at determining whether the experi-
mentai treatment did in fact cause a significant cnange in children's
lavel of r2asoning in the areas of authority and justice. No con-
clusive evidence occurred tc support null hypothesis II. (Parent
Particication in the Parent Education Prcgram Does not Significantly
[ncrease the Child's Lavel cf Reasoning on the Authority and Justice

Intarviews.) FHowever, ccnsideration of Table § shows that *the uni-
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variate test for the authority interview approached significance. Con-
sideration of cell means in Table A shows that the experimental group
changed more in level of reasoning than the control group. That the
change occurred more in the area of authority than in the area of
justice is understandable in terms of the nature of the experimental
manipulation. The intent of the *reatment was to alter and improve
communication between parents ana children, primarily by teaching par-
ents new skills. Children were never directly treated so that little
carryover of skills to peer interacticns would likely occur. Children's
conceptions of justice are tased zo a large extent on their experiences
with their peers. It is more likely, then, that the child's concep-
tion of authority, which is based zoc a larger extent on interaction
with adults and especially parents, would change more than his concep-
tion of justice.

Again, although not significant, there was a “endency for change
in reasoning on the authority interview to be relzzed to age. The
presentation of cell means in Table 6 shows that eizht year old chil-
aren showed much greater increases in mean level cf reasoning on the
authority interview than younger age children. This suggests that
this pragram of parent aducation may be more effsctive in improving
reasoning in childrer ‘n the middle and upper arades in school (i.e.
grades 4-9) ratner than with children in the teginning years of school.

These results, with the greatest amourt ¢” cnange occurring at
8 vears cf age, would ccontrast with Freudian theory. Freud proposes

that the superego, which is the basis fzr one's moral functioaing,
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develops as a result of parental identification occurring during the
Gedipal stage. Also, the severity of the superego is proportional to
the intensity of the Oegipus complex and the amount of energy used in
its resolution. Tnhis would suggest that the basis for one's moral
Jjudgments occur from about 3 to § years of age, during the Oedipal
stage, and that iater experiences will do little to alter this basic
foundation.

Learning theorists would contradict Freud by claiming that numan
behavior is the result of variables in the present zavironment (i.e.
alter environmental variables and the Sehavior can be altered). Vari-
ables in the envircnment can be altered by providing reinforcement,
punishment, and social modeling, and tehavior can change as a result
at any point during a person's life,

In terms of other cognitive theorists, Piaget proposes that until
age 7, a child shows nc appreciation 7or the nature and function of
riles but that between the ages of 7 and 10, cevelopment of a genuine
social sense, acceptance of common rules, and realization of the need
or cooperation occurs. The results of this study lend support to a
major change in reasor:ng occurring during this period of 7 to 10
years.

A final consideration wouid be the relationship between the age
trends found in this s*udy and zraditional Roman Catholic doctrine.
Tre age c¢f reason has %traditionally been accapted as occurring when
1 ¢niid is about 7 years ¢ld. The results ¢ this study lend support

to 2 major shift in mora’ reascning occurring at that age level.
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The lack of significant change in reasoning for children o7
parents who participated in the parent education program could ne due
to a couple of factors. In the additional resul:s presented in Chapter
IV, & significant change in behavior but not in attitude was reported
for parents participating in the program. This could mean that sarents
did not use the skills at home, although they were able to use trem
in the group situation when instructed to do so. It is also possible
that they were practiced at home, but because of the lack of attitude
change, would not continue to be used over a long time period. Even
in the role-play situations where parents used the skills taught, con-
sistency in use was liacking, and in every situation parents ended by
giving.the child some sort of solution or order. This is against the
basic philosophy o7 accepting the child and his capacity for making
decisions. As children become older, parents naturally allow them
more freedom wnich may account for the greater change in authority
reasoning for eight year 2lds.

Arother Tess Tikeiy reason for the lack of significant change in
reascning may Se duz o insufficient timé for cognitive restructuring
to occur. Five months may not. have been long 2nough for the desirad
changes %0 occur.

The limited sizz of the sample should be :9nsidered when anaiyzing
these resulzs. A la-ger sample may have resui<zad in actual significance
on findings which in this study approached :he 028 level! of significance.
Also, due to tre zime limitations, only two =i =7mas were used, represent-

ing sssentially a two item test. Each addi*tiz~:l item would ada approx‘-
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mately 20 minutes of testing time. Also, the range of scores was
limited to 6 points and in actuality subjects scores ranged over only
5 points. Since this is the case, large amcunts of change would be
required or change in proportionately greater number of students would
be required in order to achieve significant results.

Analysis III:

No significant change in self-concept occurred as the resul: of
the experimental manipulation, thus disconfirming null hypothesis III.
(Parent Farticipation in the Parent Education Program Did Not Signifi-
cantly Change Their Child's Self-Concept.) A tendency towarc greater
social interest is suggested by the univariate test. However, this
cannot be considered truly significant because o7 the lack c¢f signifi-
cance on the mul=ivariate test.

The lack of significant change in self-concept as measured with

zhe Chiidren's Self-Sociai Constructs Test could te attributed to a

couple of facters incluaing the instrument jtself. Since self-conceprt

is a complex variable, change in areas not measured with this particular
instrument {i.e. extroversion/introversion, masculinity/femtninity, etc.)
may have occurred. Aiso possible is that sufficient time for measurabie
change has not passed. Although parenta! relationships significantly
affect a child's <ei’-concept, adgitional factors such as sinling and
peer relations anc schocl achievement aiso have an effect which could
retarc or counteract any positive affects achieved by %the program.
Ana’vsis IY:

This anaiysis considered age and sex differences in rejation to
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fevel of social reasoning in children. The findings of the analysis
indicated that there was significant differences due to age but not to
sex. This supports Damon's findings. In the final chapter of The

Social World of the Child, Damon (1977) concludes:

In the period between infancy and adolescence, a
child's knowledge cevelops in a predictable, age-
related manner...The longitudinal results showed
that, at least for the concepts of positive jus-
tice and authority, individual children generally
advance from earlier to later levels of social
knowiedge as they grow older.

Damon found no sex differances overall or at any specific age from
4 to 9 on the justice or authority interview. This pattern was also
found in the present study.

In the present study using primarily lower-class subjects, scores
on the justice interview ranged from 0-A to 0-B for 5 year clds, from
0-A to 2-A for 6 year olds, and from 0-B to 2-A for 7 and 8 year olds.
With the middle and upper-middle class sample from Berkeley, California,
Camon found a predominant trend for 5 year olds to reason at stages
2-8 to 1-A, at stage 1-B at ages 6 and 7, and at stage 2-A at age 8 on
:he same interview. See Figure 1 fcr a pictoriai presentation of this
comparison. Damon predicted that:

Children from a more economically or culturaliy
mixed community wouid probably have procduced
~weaker age Irends, since major variance in jus-
tice scores micht have arisen from factors other
than the age-reiated deveiopment of the children.
This was proven to be true as exnibited by the wide rerge in

levels of reasoning with much jower levels than in Damon's sample ex-

hibited at all the a3e levels considerad in this study.
\
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IGURE 1

Graphic Comparison of Levels of Reasoning on the Justice
Interview for Damon's Sample and the Sample in this Study
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Figure 2 shows a pictortal. presentation of the following compar-
ison. Levels of reasoning on ~he authority interview ranged from
0-A to 1-A for 5 year olds, 0-4.:3 2-A for 6 year olds, and from 0-B
to 2-A for 7 and 8 year olds. Ia Damon's sample using this same author-
ity interview, he found reasanin¢ at level 0-A only among 4 year old
children. Five year olds reasoaed.predomizantly at levels 0-B to 1-A.
Six year olds reasoned at Tevels 7-B to 1-B. Seven year old children
reasoned predominantly at level; i-A and 1-B, and 8 year olds reasoned
at levels 1-8 tarough 2-8.

Again lower stages and wider ranges of reasoning on the authcrity
interview are seen in the sample used in this study. Level 0-A reason-
ing is seen in children through the age of 6 whereas in Damon's sample
it was seen only among 4 year old children. Level 0-B reasconing was
seen through age 8 whare Damon found thinkirg to be generally two or
more stages higher than this level. No evidence of reasoning at level
2-B was seen for any of the 107 subjects in this study.

Factors other than age-rzlated develcpment again may account for
the dirference in ringe and level of reasoning tetween the sample used
in this study and Damon's sample. Soth dilemnas used were feit %o be
within the realm cof axperience of the chilaren in this sample, even
for children who were jus: beginning scroo!. However, verbal fluency,
attention span, and ibility level of the children, seemed tc vary great-
iy and would affect their ability to respond tc the two interviews.

The data in this analysis revealed that there were nc specific

trends for reascning {a sitfner the area of justice or authority to
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FIGURE 2

Graphic Comparison of Levels of Reasoning on the Authority
Interview for Damon's Sample and the Sampie in this Study
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develop first. Consideration of individual scores show only 40 of the
total 107 subjects or 37 percent to reason at the same ievel on both
interviews. Twenty-eight, or 26 percent reasoned at a nigher level
on the justice interview. The remaining 39 subjects, or 37 percent
reasoned at a higher level on the authority interview.

Ancillary Results

In addition to the major hypotheses, short-term reliability of the
authority and justice interviews was assessed. Damon (1977) had done
a one year test-retest reliability evaluation of the interviews used
in his research. Ha found a significant correlation for his originai
justice interview cver a year's period of r = .81, p .001. A significant
correlation between the original interview and the justice interview
used in this study over a year's period was found with r = .48, p .01.
The short-term reliability of the justice interview can be considered
as a fairly strong correlation in relation to other projective and
personal ity measures. However, considering the breakdown for maies
ard females, the justice interview is a much more reliable measure for
use with boys than giris. -

The stability of scores over time, with change occurring in a
positive direction 1s what Damon uses to support his hypothesis of in-
variance of sequepce. Damon found in ~is research with the justice
interviews that change occurred in both vositive and negative direc-
tions, but that there Qas a significant tendency for subjects o change
their scores in nositive direction from one year to the next.

With the authorizy interview, Damon found after one year, 83 percent
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of the subjects had higher scores on the authority interview, with 50
percent of those increasing two or more levels in reasoning over a
year's time. Stability in the area of reasoning about issues of
authority was much weaker than in the area of reasoning about issues
of justice. Damon felt he had more statistical support for the invar-
iant sequence of development of authority {nowledge than justice knowl-
edge. The short-term reliability of the authority interview of r = .59
obtained in the study 1s comparable to the justice interview and again
can be considered fairly strong in relation to other personality and
projective measures. Again, there is considerable variabi]ity between
males and females, with the authority interview being much more reli-
able for females.

Based on the results of the present reliability study, strong
support for the invariant sequence of stages is lacking. Individual
scores on both the authority and justice interviews changed in both
upward and downward directions as much as two levels aJver one month's
=ime. Of the 48 subjects, on the justice interview 7 moved upward
2ne stage, 4 moved upward two stages, 4 moved downward one stage and 3
roved downward twe stages. Upwarda movemant couid conceivably be under-
stoed ‘r terms of development in reasoning. However, in view of the
ralative stability in reasoning over a year's time, development of
raasoning by two levels wculd nct likely occur in sucn a sncrt time.
Covinward movement cannot be explained in terms of invarrant sequence
of stages.

On the authority interview & similar trend was seen, with down-
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ward changes in reasoning in 10 of the 48 subjects. Although the
variability in reasoning over one month's time seems to be considerable,
factors outside the trait measured could contribute to this variability.
The range of scores and the number of items are positively associated
with the correlation coefficient. In this case, the range of scores
obtained was 5 points and the number of items in each reliabiiity
analysis was essentially one. Consequently a lower estimate of re-
1iability could be expectad. Because of the nature of the scoring,
where the highest level of reasoning exhibited, rather than an average
of all levels exhibited, becomes the score, more variability can be
introduced. A chance response, which exhibited a nigh ievel of reason-
ing given during one interview, may not be elicited in the other inter-
view. Prcbe questions by the interviawer vary according to the nature
of the child's responses and the particular question that elicited a
high level of rasponse one time may not be asked another time. Varia-
pility in the child's attention, cooperation, and ~acport with the
examiner could account for difference from one test to the other.
Factors applicable to personality testing in general apply ™ this case,
for example, subjectivity of sccring, verbal fluency of subjects, and
willinaness of subjects to cocperate and reveal something about them-
se.ves.

In additicn to the measures of chasge in children's level of reascon-
ing and self-concept, parent's attitudes and behavior were measured.

The results on the Maryland Parent Atti:ude Survey did not indicate

any chanje in parent's attitudes. Hcwaver, 3 change in treir verbal
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behavior in role-play situations did occur. They showed a significant
increase in the use of communication skills taught in the parent educa-
tion program. It would seem that an attitude change would be neces-
sary before a change in behavior occurred. The absence of any attitude
change despite a behavioral change can be explained in two ways. The
pencil-and-paper test used tc measure parent's attitudes may not have
actually measured the area where change occurred. [t is also possible
that parent's behavior change may have been merely the result of compli-
ance with tne demands of that particular situation, that is to role-
play the skills learned, and not really an indication of a more general-
ized response iﬁ their everyday interactions and communications with
their chi]dren.;

Factors Affecting Internal Validity

Since this'study invelved applied rather than basic research,
control of the factors affecting internal validity were lessened.
Jdespite the fact that a cirecklist of objectives were covered in bcth
sessions, intrasession histsry could not be controlled completely be-
cause the a2xperimental treatment occurred each week in two distinct
sessions. Factors sucr as rapport between experimenter and grcup,
enerqy level of the exper<menter in the afterroon as opposed to the
m:=1ing, and zarenta: involvement fluctuated from mcrning to afterncon
g:ssions. Since subacts were not rancomly assigned to sessions but
~2re allowed to chocse the session to Fift their own time schedule, in-
trasession history wes not comnletely contrelied.

Alsc, the measursd arffect ¢f the program cn the children's reason-
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ing was thought to be dependent on the extent to which parents im-
plemented what they learned in the workshop at home. This was never ob-
served directiy, but rather was inferred through observations of par-
ent's verbal behavior during the treatment session and a paper-and-
pencil measure of attitude.

Testing could have been a factor adversely affecting internal
validity, particulerly where the parents were concerned. The length
of the test seemed to detar parents from completing the attitude sur-
vey during the pretest. Also, the same instrument was used at post-
testing and some parents otjected to completing it a second time since
they had already answered the questions once. Aiso, the tyne of test
used to assess children's social reasoniﬁb, althcugh suited tc the
nature of the variable measured, lacked standardization in terms of
the questions:asked. éince the same oerson conducted all the inter-
views there wés probably less variation in questidns than if several
different testers had been used. However, orobe auestions did vary
accoraing to how the chila responded.

Since random assignment to contrcl and experimental groups was
used, the effects oV maturaticn and regression toward the mean were
minimized. <txperimental mortality did occur in both the experimental
ard contral g¢roups but rot in significantly great amounts.

£ couple of acditicnal factors should be censidared in examining
the results o7 this study. The fact that a white experimenter con-
ducted the sessions with black parents may have minimized effacts that

could have been signi7icant had 2 tlack experimenter conducted the
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groups. Being basically an outsider may have made parents less willing
to listen to the experimenter. Also, the experimental group was pri-
marily low income, with many parents having completed only a year or
two of high school. Different results may have seen obtained with
middle class, better-educated parents. Also, considering the amount
of variation and the wide differences in standard deviations for the
mean scores tested, the power of the test was not very great. Since
the tests used were not very powerful, the 1ikelihood of accepting
the null hypothesis when it was in fact true decreases and the likeli-
hood of accepting the null hypothesis when it was faise increases.
Following will be a discussion of how some of these factors can be
improved or eliminated in future rasearch. |

implications for “urther Research

One of the major detriments to obtaining significant results in
changing children's reascning and self-concept is believed to be the
lack of attitude change in parents. Although parents did acquire the
isolated skills as demenstrated in the final rele-play situations,
they did not adopt the pnilosophy benhind the program, as evidenced by
the Tack of ccnsistency ia use of the skill; and by a continuing
practice of givirg orders and offering advice. The ourpose of the
present study was to lcok at the relationship hetween darent's adcp-
£ion and consistent uze of the communication skills ard children's
~easoning, and not to determine wnether 2Jarernts' attitudes could te
changed. Consequentiy, further researcn should use parents who al-

ready have adoptad the underiying philosophy o7 the program and would



77
be more likely to carryover into daily practice wnat is taugnt in the
program.

A predictive measure which would identify parents of that partic-
ular philosophical orientation could be developed and validated by
using questions which discriminated between, for example, instructors
trained by Parent Effectiveness Training Institute and the average
population. The assumption made here is that instructors of the program
would accept the general philosophy on which the program ‘s based.
Assuming that these instructors “practiced what they preacned," a
self-concept measure that discriminated bpetween their cnildren and the
general population could also be developed and used in future research.
Only parents who scored above some cutoff point on the new attitude
measure would be used in the experimental and control groups. This
would el minate the need for changing attitudes before ansuring that
parents would implement the skills.

Alsc, a measure ¢f farent. and child interaction in the home :should
be made to determine whetnar carryover is :ruly occurring. Tape re-
cording of family nteractions could be made on at least a weekly
basis, for axample durin¢ the dinner hour or 4uring a probiem-scliving
sessicn, fc see if skilis are used at rome. This would 21so be like-
lv tc encourage use of the skills, sirce much research in the area of
behavior modificatiorn shows that monitoring a certain benavior is often
sufficient o cause 3 change in frequency of the behavicr., Having to
pressnt a weekly tzpe reccrding of some family inzeraction urntil the

time of posttestinc vay encourage continued ipplication of the skills.
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Because of the tendency for older age children, specifically 3
year olds, to show more change in reasoning, a wider range of subjects
should be used to determine whether change can be induced only in
older age subjects. This would have carryover implications for educa-
tional programs aimed at raising children's level of social reasoning.
Seiman and Lieberman (1974) were able to induce change in reasoning in
7 and 8 year old children in a classroom setting. Possibly, beiow
this age, it may be difficult to induce change.

Finally, the relation of self-concept to social reasoning in
children needs to be further explored. Many adults with a sufficient
level of coghitive growth and social-perspective taking never develop
to a comparably high level of moral reasdning. Possibly self-concept
variables, including values, biases, and prejudices could contribute
to this. If a relationship between these variables exists and can be
identified, correction in childhood would be easier and more 1ikely

to occur than in adulthood.



CHAPTER VI
SUMMARY

Current theory in the field of moral education has been influenced
as a result of Kohlberg's 25 years of research in this area. He and
other researchers have shown that a certain level of cognitive develop-
nent, the ability to understand another's perspective and exposure to
nigner stages c¢f reasoning are necessary conditions for development
oT moril reasonino. In the present study, an attempt was made to
provide these conditions in children's daily 1ives by teaching parents
communication skills which would astablish these conditions if prac-
ticed at home. The 8 week parent education program involved teaching
sarents active listening skills, skills to use whan confronting a
oroblem, and skills to use for mutual decision making.

Self-concept and social reasoning in the areas of justice and
authority were measured “or the 5 to 8 year old chiidren of the par-
ents who volunteered to participate in the program and who were randeom-
1v assigned to experimental and control conditicgns. -

The primary purposa of this study was tc determine (1) whether
sal“.concent was associated with level of soc:21 reasoning, (2) whether
parent participation in the program increased children's levels of
social reasoning, and (3 whether parent participation in the program
significantly improved children's selv-concepts. Also considered was
the relaticnship of age and sex tc level of reascning. The short-term

79
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reliability of Damon's authority and justice interviews, used to measure
social reasoninag, was established.

The results of the statistical analyses showed that some self-
concept variablies (i.e. social interest, minority identification,
identification with friends) were related to age, but not to level of
reasoning on the authority and justice interviews. Participation in
the parent education crogram did not significantly alter children's
self-concepts or their lavels of reasoning in the areas of justice
and authority. Certain tests approaching significance showed a tendency
for children in the exper:mental! group to change more in their reason-
ing about issues of autiority than chiidren in the control group.

This tendency was not sz2en with reasoning in tke area of justice. Al-
50, 3 tendency for more change in reasoning on -he authority interview
was seen for 8 year 9id children. As in Damon's studies (1977), no
differences in reasoning were found between males 2rc females. Level
of reasonirg was found tc increase with age wnich supports the develop-
mental nature of the varvablas being measured.

The justice ind authority interviews were found to havé adequate
reliability in relaticn to other projective and personality measures.
Charge cccurred in reasoning in both upward and downward directions
over one month's time, which tends to contradict the "invariant se-
quence of stages" conczpt.

Finally, carent's verbal behavior bu% not atti-zuce chinged as a
result of the experimental manipulation. This lack of chance in atti-

tuce may be a major factor in the lack of significant change in chil-



dren's self-concept and level of social reasoning.
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APPENDIX A



a0
Outline of weekly topics and objectives covered in the parent meetings.

Otjectives and activities were obtained from two sources, that is from
Thomas Gordon's Parent Cffectiveness Training Workbook and his Parent
Effectiveness Training Instructor's Guide. A check mark indicates

that the topic was covered during that particular session, that is the

morning or afternoon session.

Week 1
AM, P.M. Introduction of the instructor.

X X Goals ¢f the workshop will be presented.

X X Methods used in the sessions (lecture, discussion,
role play) are presented.

A X Presentation of the test instruments used to evalu-
ate change in the children will be made.

X X Small groups will practice the role play technique
using four different problem situations.

X i The "behavior window" concept will be presented.
The concept of acceptable and unacceptable behaviors
will ta discussed.

k¢ X The concept of "Problem ownership will be dis-
cussed as well as indications that a child is hav-
ing a prcblem. Exercisaes on p. il of the workbcok
will be compieted and discussed.

< X The "Bonnie™ tane will De played. The mother's
role in facilitating communicaticon and the idea
that the oresenting problem is not always the real
srobiem will be discussed.

X & Tha twelve rcadblocks to communication will be

prasented. ZIxercises on p. 16 cf the workhkook



91

will be used to consider feelings elicited by the
use cf the roadblocks.

AN, 7o

X X he effects and hidden mescages in roadblocks will

be discussed.
Week 2
AM. P.M. Review the concept of "behavior window:"

b X Review the twelve roadblocks.

X X Roadblocks in the transcription of parent's rcle
nlay situations from the previous week will be
identified in the group discussion.

X b The concept of acceptance and the results of using
a lanqiage of unacceptarce will be discussed.

b X | Alternative approaches to using roadblocks (silence,
noncommi tal acknow1edgenent, and door-openers)
will be presented.

X h¢ Advantages and Timitations o7 these alternative
approaches will be discussed.

X X The concept of active listening with several ex-
ampies will be presented.

£ X Listen to "Ventilating Tape" and discuss in rela-
tion to the active listenirg concept.

X X D5 workbook exercises on p. 18 and i3.

week 3



X X
X
X X
X X
X
<
X X
X X
Week 4
AM. P.M.
X X
X X

o

Break into dyads and share a real problem, with
each nartner having a chance to be a listener,

and a sender.

Discuss active listening with infants and non-
verbal kids. Review feedback chart. Do workbook
p. 22 on active listening with non-verbal kids.

Brainstorm to come up with feeling words.

Discuss appropriate conditions for active listen-
ing in a sender and a listener.

Biscuss common errors in active listening.

v
Present child/recess problem (p. 37 of trainer's
manual) with instruczor playing the role of. the
child and parents taking turns responding with
active listening responses. Discuss what happened
curing the course of the conversation.

Dc workbook exercises on p. 20 and 21.

Discuss parent's attempts in implementing active
Tistening skills at home.

Discuss attempts using active listening skii'ls
at home.

Review concept of behavior windew. Talk ancut when
the parent owns the prcblem. Contrast the situa-
tions of when the child cwns the problem to when
tns parent owns the problem.



X X
X
X X
X X
Week 5
AM, P.oM,
X X
X %
X X
X X
£ ¢
Veek 5
AT .M
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Experiencing roadblocks exercise: Each member pre-
sents a problem to the instructor and is fed-back
a roadblock. Oiscuss how the roadblock made the
person feel.

Discuss hidden messages contained in roadblocks

and why they dare ineffective.

Present the concept of the "three-part I message."
Involve parents in making up examples for each
unacceptable behavior presented by parents.

D¢ workbook exercises on Refining I-messages and
recognizing I-messages, workbook p. 26-28.

review concept of the three part I-message. Talk
about why I-messages work,

Talk absut the benefits of [-messages.

Have <rz2 class write several [-messages of their
own and share with the class.

Talk about modifying the envircnment as’a means
of eliminating unaccentable behavior.

Have parents share ways they added to the environ-
ment, removad from the environment, changed the
environment, and clanned within the envircnment

to modify behavior. 0Oc workbook p. 36-39.



X X
X X
X X
X X
X
< X
X X
X X
Week 7
AL, p.M,

Review concept of three part I-message. Discuss
preventative and positive aspects oT sending (-
messages. Have the class write at least one
preventative and one positive [-message. Do work-
book p. 32-33.

Present the concepts of authoritarian (Method I)
and permissive (Method II) methods of disciplin-
ing children.

Taik about the effects of a permissive approach
to disciplining.

Talk about the conditians necessary to have power
and the need for it ‘n a Method 1 situation.

Have each participant think of a situation where

scmeone had power over them. Talk about how they
{and children) coped with a situation where they

were power'ess.

Diagram Method III and discuss the six steps.
Give an example.

[
W

Listen %0 the T.V. "during dinner" tape. Identify
the six steps of =ne Method III problem solving
technigues that the family used to solve their
problem.

Review the conrcept of benavior window. Discuss

a problem soiving method to use (Method III) when
sending I-messages and medifying the environment
Jdon't change the hehavior.

Reviaw the six steps of Mathod III. (n. 44-47 of
tne workbock ).
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Use structured role plays of Method III on p. 48-
49 of the workbook. Have the parents play the
various roles in the script. [dentify the six
steps in a discussion.

Have parents dc.a spontaneous role play of a prob-
lem situation (training manual, p. 97) using Method
[II. The class will be divided ‘nwo six groups
with each group playing one step of Method I!I.

Discuss the effects and benafits of Method III.

Ask parents to role play the original oroblem
situations presented in the first meeting and to
use the skills tearned during the preceding
meetings.

The parent group as a whoie w~i'1 participate in
a discussion of two moral dilemmas. (See Appendix
C for the two dilemmas.)

The conditions necessary for encouraging moral

development in chiidren will be presented. Skills
learned "n the group will be related to this.

Guidance issociate's fiimstrip "A Strategy for
Teaching Social Reasanina will ba shown and appli-

X X
X X
X X
X X
Week 3
A.M. P.M.
X X
X X
X X
X X

zations will be made from the classrcam satting
to the home setting.

The Maryland Parent Attitude Survey will be re-
administered.
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Maryland Parent Attitude Survey
by
Dorald K. Pumroy

Directions: This survey is concerned with parents' attitudes toward
child-rearing. At first, you will probably find it difficult; but as
you proceed, it will go more rapidly.

Below are presented 5§55 pairs of statements on attitudes toward child-
rearing. Your task is to choose ONE of the pair (A or B) that MOST
represents your attitude, and place a circle around the letter (A or
B) that precedes that statement.

Thus: (A) Parents should like <heir children v
{B) Parents frequently find children a burden.

“ote that in some cases it will seem that both represent the way you
feel: while, on other occasions, neither represents your point of
view. In both. cases, however, you are to choose the one that MOST
represents your point of view. As this is sometimes difficult to do,
the best way to proceaa is to put down your first reaction. Please
pick one from each of the pairs.

1. A. Parents know what is gaod for their children.
© B. A gond leather strap makes chilcren respect parents.

A. Parents shculd give some explanations for rules and re-
strictions.

8. Children snpould never be aliowed to break a rule without
peing punished.

(A

3. A. Parents do much for their children with no thanks in re-

turn.
B. <hildren snould have tasks that they do without being
remindged.
4. A. Parents shauld sacrifice everythinag for their children.
E. Children should cbey their parents.
5. A, Children should follow the ruies their parents put down.
B. CLhildren shouid not interfere with their parents' night
out.
5. A. Parerts should watch their children all the time to keep
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them from getting hurt.
Children who always obey grow up to be the best adults.

Children should never be allowed to talk back to their
parents.

Parents should accompany their children to the piaces
they want to go.

Children should learn to keep their place.
Children should be required to consult their parents
before makina any important decisions.

Quiet, well behaved children will develop into the best
type of grown-up.

Parents should pick up their child's toys if he doesn't
want to do it himself.

Parents should do things for their children.
A child’s 1ife should be as pleasant as possible.

Watching television keeps children out of the way.
Children should never be allowed tc talk back to their
parents.

Personal untidiness is a ravolt against authority so
parents should take “he mactter in hand.

A eood child aTways asks ocermission beforz he does any-
thing so ne coesn't gat into troubie.

Sometimes children make a parent so mad they see red.
Parents should do thinas for their children.

Crildren should be taught tc *21low the rules of the
came.
A £hild's *ife should be as pl=2asant as possibte.

Parents should cater to their znildren's appetites.
Many parents wonder if parantnsod is worthwhiie.

A child’; life should he 33 nleisant as possible.
Scmetinmes :nildren make thzirs zarants so mad, they see
red.

A
Chilaren should net teld anycna =neir problems except
their perants.

98

Chiidrer shculd play wherever they feel like ia the house.

A zood Form o

Fodi
things that heore

sc1p]1ne ‘s to ceprive a child of the
ally wants.
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Children should do what they are told without arguing.

Children should be taken to and from school to make sure
there are no accidents.
Children who always obey grow up to be the best adults.

Many parents wonder if parenthood is worthwhile.
Children should be required to consult their parents be-
fore making any decisions.

If a child doesn't iike a particular food, he should be
made to eat it.
Cnildren should have lots of gifts and toys.

Children should play wherever they feel like in the house.
Good children are generally those who keap out of their
parents' way.

Children never volunteer to do anything around the house.

. - Parents should pick up their child's toys if he doesrn't

want to do it himself. .

Good children are generally those who keep out of their
parents' way.
Children should not 5e aliowed toc play in the living room.

Modern children talk back to their parents too much.
Children should be required to consult their parents be-
fore making any decisions.

Parents snould make it their business to know everything
their chldren are thinking.
Children never volunteer to do any work around the house.

Children should come immediately when their parents call.
Parents should give surprise parties for their children.

Gooc parents overlock =heir chiidren's shortcomings.
Katching television ke2vs children out of the way.

Parents should watch their children all the time to keep
them fram getiing hurt.
1

A chitd should never pe forced to do anvthing he doesn't
want %o do.

Television keeps childr-en cut of the way.
Tre mnst important th'ng to teacn children is discipoline.
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Children should do what they are told without arguing.
Parents know how much a child needs to eat to stay healthy.

Television keeps children out of the way.
A child needs someone to make judgments for him.

Modern children talk back to their parents too much.
Parents should amuse their children if no playmates are
around to amuse them.

Good children are generally those who keep out of their
parents' way.

Farents should pick up their child's toys if he doesn't
want to do it himself.

Parents should see to it that their children do not learn
nad habics from others.
Gecod parents lavish their children with warmth and affec-

tion.

Parents shouldn't let their children tie tnem down.
Modern children talk back to their parents too much.

Children who destroy any property shculd be severely

punished.
Children cannot make judgments very well €or themselves.

Most parents are raliaved when their chilaren finally
go to sleep.
Parents should hide dangerous objects from their children.

Children should nct ne allowed to play in the living room.
Children should play wherever they feeil like in the house.

Parents should give surprise parties for their-children.
Most oarents are ralieved when their chiidren finally ac
to sieeo.

Children should te taxen to and from schoal to make sure
there are no accidents.
Parents should clean up arter their cniidiran.

Children are best wher they are asicep.
Persgnal untidiness is a revolt against authority so
narents snould take the mattar in nand.

Tna earlier the child is tcilet trained the tetter.
A ¢hild needs scmeonne to maka judgments for him.
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Watching television keeps children out of the way.
Parents should accompany their children to the places
they go.

The earlier the child is toilet trained the better.
Good parents overloock their children's shortcomings.

Parents should clean up after their children.
Children need their natural meanness taken out of them.

Parents should give surprise parties for their children.
Parents should hide dangerous objects from their children.

Most parents are relieved when their children finally go
to sleep.
Children should come immediately when their parents call.

Children who lie should always be spanked.
Children should be required o consult their parents
before making any decisicns.

Sometimes children just seem mean.
Parents should see to it tha*t their children do not
learn bad habits frcm otners,

Punishment should be fair and fit the crime.
Parents should feel jreat love for their children.

Parents should buy <ne Sest things for their children.
Children are best wrer they are asiecep.

Chiidren should be required to consult their parents
pefore making any decisions.
Parents should cater “o their children's appetites.

Parents should have time for cutsice activities.
Punishment should be tair and Tit the crime.

Children should not be allowed to play in the living room.
children shouid not tell anyone their nroblems except their
parents.

It seems that children get great nleasure out of dis-
obeying their =2lders.

Parents should watch their chiidren all the time to keep
them from getzing hurt.

Personal! untidiness is a revolt against autherity sc
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parents should take the matter in hand.
Parents should buy the best things for their children.

Children should learn to keep their place.
Good parents overlook their children's shortcomings.

Parents should accompany their children to the places
that they want to go.
Good parents overlook their cnildren's shortcomings.

Children do many things just to torment their parents.
Parents should insist that everyone of their commands
be obeyed.

Children should come immediately when their parents call.
Parents should hide dangesous objects from their children.

Children do many things just to torment a parent.
Children snould be protected from upsetting experiences.

€hildran who lie shouid always be spanked.
Parents snould cater %o their children's appetites.

A child snould never ke forced to do anything he does not
want to dg.

It seems that children et great cleasure out of dis-
oteying their elders.

Parents should keep a wight light on for their children.
Parents live again in :zheir children.

L
Sometimes children maxa narents so mad they see red.
Children should be ta.ght to follow the rules of the
game.
Pararts should insist that everyone of their commands
be cteyed.
Children should be arcvected 7rom upsetiing experiences.

Good children are cene-~ally those who keep out of their
narents' way.

Children snould not m='1 anycns their probiems except
their parents.

Chiidran wha destroy property snould be severely punished.
Cnildren’'s meals should always re ready Tor them when they
come aeme from play or scheol.
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Parents should have time for outside activities.

A child needs someone to make judgments for him.
Good parents overlook their children's shortcomings.

Parents should make it their business to know everything
their children are thinking.

Quiet, weil behaved children will develop into the best
type of grown-up.

Children who destroy any property should be severely pun-
ished.

A good child always asks permission before he does any-
thing so that he does not get into trouble.

4 good form of discipline is to deprive a child of things
that he reaily wants.
Parents know how much a child needs to eat to stay healthy.

The most important thing to teach a child is discipline.
Parents should give their children all that they can afford.

Parents should amuse their children if no playmates are
around tc amuse them.
Farents shouldn't let children tie them down,

Parents know how much a3 child needs to zat to stay healthy.
Parents should frequently surprise their children with
girts,

Somatimes children just seem mean.
7 children misbehave they should be punished.

Chi*aren should be tauaght to follow the rules of the
gane. : -
Parents should do things for their children.

Parents shculdn't let their children tie them down.
chileren should depend cn %heir parents.

Cnhildren who always otey grow up to De the best adults.
Parents shcuid clean up aftae their children.

Children's meals should aiways be ready for them when
they come nome frcm piay or scheol.
Children do many things just t2 torment a rarent.
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95. A. A good child always asks permission before he does any-
thing, so that he doesn't cet into trouble.
B. Parents shculd buy the best things for their children.
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ORGAN TRANSPLANTS

In recent years medical science has advanced sufficiently
to the point where it is possible to transplant organs, such as
an eye, a kidney, and a heart from one person to another. How-
ever, these transplants involve a number of ethical oroblems. In
order to be able to transplant the organ from a dying person, you
have to remove it from him either at the instant death occurs or
before he is quite dead. That means you have %to shorten his life.
In addition, in many cases people who are about_to die are uncon-
scious. That means that somebody else must decide for the dying
person whether or not he should donate his organ.

1. s it right to shorten one person's life for the benefit
of another?

2. Wno should decide whether or not it is alright to do the
transplant?

3. Co you nave an obligation %o arriange to have your organs
donated after death if they can -e used? Why or why not?

4, If you died would you want your neart, etc., to Ee Ls&d
by someone eise? Why or why rot?

5. 1Is it right to take the heart, kidney, etc., of someore
who nas not left any instructions to do so? Why ar why
not?

(o))

Is it right tc take an organ “r=m soreone (who said he
didn't want to donate it) if “n&+% is the only way to save
another percon's life? Why or wihy not?
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NOISY CHILD

During World War II, a group of people were trying to run away
from the German Gestapo who were trailing them. One of the women in
the group had an infant who was il11. It was not known what was wrong
with the chiid but it cried continuously. A1l of the people were
hiding together in a small attic of a large house. One of the men
in tne group suggested that they kill the infant because it made a
great deal of noise. Otherwise, the Germans might discover them and
ki1l them ali.

1. What should the mother of the infant do and why?

2. Is it justified to ki1l one person if it will increase the
chance of saving a lot of people?

3. Suppose they killed the baby and the Germans never came into
the house, are they guiity o7 murder?

4. Car you corsider this kind of kiiling murder or self-defersa?
Why?
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Dilemma 1: The Child's Conception of Justice: Fair distribution and
Sharing

These four kids-Linda, Mary, Darnell and James are brothers and
sisters. They came from a family that doesn't have too much money,
so they don't get much of an allowance. But they all want to have
?ome spending money for candy or for going to the movies and stuff
‘ike that.

One day, Ellen has a real good idea. She says that they should
all go out and deliver papers. They could all share a paper route
together and split up the money. The kids decided to do this, and
the paper route earned them ten dcilars every week. The kids work
the paper route together and do a real good job. They all carry papers,
although Darnell and James carry the most because they're boys and
they can 1ift more. Linda and Mary carry some papers too, even though
Linda is a very young girl and can't work as hard as the other kids.
But, together, the kids make ten dollars every week.

Now after the first week, the kids found out right away that they
have a probiem. How do they split up the ten dollars they have made?

1. What do you think? What is the best way for them to spiit
up the money? (Poker chips will be used to represent the ten
doliars.) dhy is that a good way?

2. Mary says tnat it was her idea in the first place, so she
should get extra money. Is she right?. How mucn extra?

3. Darnell and James said they do the most work, s they should
get the most money. %What do you think?

4., Is it fair to give more to Linda and Mary because they are
girls? Is it fair to give more to Darnell and James because
they are boys? B

5. What about Linda, who doesn't work as hard as the other kids?
Shouid she cat less? The reascn she doesn't 10 as much is
becaise she's vounger and a girl. QDoes tnat matter? What

i{ :ne reason were because she's just plain lazy? Should she
ger 'ess tnen?

6. Mary and Darnell are the cldest kids. They say that they
shouid get more of the moray because it's in place cf an
allowance anrg older kids get more allowance than younger
kics. Are tnrey right? Hdeow much more?

James, here, is a real sweet kid and everyore likes him a
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lot. Should he get some extra money?
3. What's the fairest way to split up the money? Why?

Dilemma 2: The Child's Conception of Authority: Legitimacy and
Obedience

This is John (Michelle for girl subjects), and her is his mother,
Mrs. Johnson. Mrs. Johnson wants John to clean up his own room every
day, and she tells him that he can't go out and play until he cleans
his room up and straigntens out his toys. But one day John's friend
Michael comes over and tells John that all the kids are leaving right
away for a picnic. John wants to go, but his room is a big mess.
He tells his mother that nhe doesn't have time to straighten his room
right now, but he'll do it later. She teils nhim no, that he'll have
to stay in and miss the picnic.

1. What should Jonn do? ‘hy?

2. Was that fair of Mrs. Johnson to tell John that? Why/Why
not?

3. What if John sneaks out of the house anyway and goes on the
picnic - is that all riant for John to do?

4. MWnhat if he gets away with it and doesn't get caught because
nis mother is taking a nap? What if he comes back and c’=2ans
nis room before she wakes up? Is that ::i11 wrong for Jonn
to do, is that OK?

What should Jenn's mcther do to him “F she catches him? Is
that fair to h-m? Wny can/can't she zurish him - what maxes
that fair?

($2)

6. Why does John's mother have the right <: tell him what to do?
Does he have tne right to tell ner wra’ to do and %to punish
her? MWhat's the diffarence?

7. wWhat is it akcut mothers that q1ves <ham the right to give
chiicren orders?

One day sohn cleans uo his room real well, bdut his mother woke
up 2n the wreng side of *=e bec and is real cranky. She says "I don't
care if 1 did tell yeu that you cou'd ge out and plav, you're staying
some and that's that.’

8. Coes she hav: tne right to te!. John that? Oces 17 matter
that she's tr2ak ng her nromisz to Jechn? What shouid John do?
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9. Is it OK now if he sneaks out anyway to play with his friends?
What if he knows he won't get caught?
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Problem

Problem

Problem

Problem

II:

[(I:

1v:

PROBLEM SITUATIONS FOR PAREMTAL ROLE-PLAYS

Your first grader comes home from school, throws
his books on the floor and shouts at you "I am
never going back to school and you can't make
me."

Your five year old child becomes more and more
upset when she can't get your attention as you
talk to your neighbor on the front steps. She
suddenly yells "You're all mean and nasty and I
hate you."

Your child comes in from playing with his best
friend, James, and says, "I den't 1ike James and
["m never going to talk to him again."

After reminding your child several times that
it is past his bedtime and he must turn of7
the T.V. and go to bed, he says "Just a faw
more minutes. [ don't want to go %o bed yet.
You never let me do anything."
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Parenta! Role-Plays - Meeting I

C: I don't want to go to bed.

P: It's time for you to go to bed.

C: There's a 7.Y. show on.

P: You don't have to see the T.V. show.

C: Yes I do.

P: No you don't young lady.

C: Yes I do.

P: Just go in the bathroom right now and put your p.j.'s on and get
in that bed.

C: No mama.

P: 0.K. then. Let me go get my belt and let me see what you can say
then.

C: uWe'll see.

P: O.K. then you are getting a whipping right now. You're getting
it girl. Go to bed. I mean it.

P: Why don't you like your teacher?

C: She's mean.

P: She ain't mean.

C: She is too. She pulls your hair.

P: What did you do?

C. I don't do nothing.

P: She just pulls your nair.

C: Yes, and makses me sit in the corner.

P: You don't be *taiking in class.

C: [ don't be talking in class. I just sit in my seat and that mean
old teacher made me sit in tne corner. MNO, she den't 1ike me.
She 1ikes all the other kids and she picks on me all the time.

C: Mama, mama, mama. Listen ©o me. Listen to me. VYou ail are so
mean.

P: Go on and play. Go on and nlay with the neighbors.

C: I don't want to co play. You so mean and nasty. [ nate you.

?P: Then ycu're going to go to bted.

C: I don't want to go to bed, you oid mean woman.

P: I'm going to whip ycu. [ told vou to behave, 1cw sit down and act
iike you're supposed to, until I get through talking. Then I'11
see what you want.

C: T ain't playing with James anymore. He's always pulling cn me.
I can't stand him.

P: Why not?

C: He beat me up.

P: Why can't you ceat him up?

C: 0.XK. ['11 bheat him up next time he start messing with me.

®: That's the way you're supposed tn ao it.
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He's bigger than me.
If he's bigger than you, get a stick. He'll leave you alone.
0.K., that's what I'm goirg to do.

[ just had a fight with Johnny and I'm not ever going to play with
him again.

Did you fight him?

No. He's bigger than me.

So you still sheuid have hit him back.

: Why? He hit me.

He hit you First so you hit him back.

0.K. but I ain't never going to play with him again.

So you march rignt back out that door and hit nim right now.
But he's tigger than me mama.

So what. You 4o rignt back out there and hit him back..Right
now.

What am [ going to doiwher he hits me?

He's not going o hit ycu. You go hit him back.

['1] get a stick and hit nim back..

Get a stick, brick, or bottle, but ycu ao hit him back.

He's a tigger boy.

[ don't care. I don't want to hear that. QCon't argue with me.
Ge oursids and hit him back.

Jimmy, 1 told you, turn off the T.V. and go to bed.
Jh, mema, just.a féw minutes more?
[T yeu don't turn the T.V. off and go to bed, ['m going to whip

- Jou,

['1) de in a few more minutes.

ot & few more minutes. MNOW.

I don't never get a chence to watch T.V. [ got to gc to bed early
all tne time. «hy? Uny? Everybody eisa gets to watch T.V. late
as they want.

You air‘t everySady. You don't do what everyhody else dces.

Tom zan sit.up. He. ain't too much olcer than ! am. You do him
better than you a3 me. Tnat's all.

50 to ted.

They took my mcezy, Trom me and told zhat girl zo kiss me. [ can't
stand her mama.

Mext fime you coire. in the nouse and te)’ me and i'11 come out

and s@e what's tue preblem.

=g say if I tel’ my mama he going to cztch me outside and beat

e up.

~2's pot gaing 5. catch you outsids because I'11 watch him,

ag he wili. How can you watch nim?

211 beowatcning mim.. T owon't let ~tm 3o anything to ycu. I'173
cave t0 Q0 and see¢ nis rother about i
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Con't tell his mama. He going to know I toid.
I'm going to tell his mama or else he can't :ome over anymore.

It's time to go to bed.

Why do I have to go to bed?

Because you have to go to schooi in the morrninag.

But mama, I don't want to go tc bed this eariy.

If you don't go to bed, you won't want %o get up in the morning.
Mama, ['11 get up in the morning. Dor't make me go to bed.

It's time to go to bed now.

Mama, I'11 get up early in the morning. Just a little more while.
Go to bed.

Let me stay up till 9:00 and then I'11 gc to bed.

Go to bed and go to sleep.

Mama, I can't sleep. [ want to watch T.V. Why do I have to go
to bed? Tell me why?

S0 you can concentrate on schecl tomorrow.

[ can't concentrate no way in schaol mama. : don't like my teacher.
She mean.

She's not mean to you,

Yes she is.

How come she don't like you?

[ don't know. I don't care if I never go %o school.

[ don't want to go %o school no more.

You don't want to go to school?

No, I don't want to go to school.

If you don't go to schcol!, you won't jearn.

I don't care if I don't learn mama.

You don't care if you don't get an education?

Mo. [ don't want an education. I'l11 make it somehow.

You can't make it without an education.

I'11 make it somehow. ['11 go back to schooi later on.

Parental Role-Plays - Meeting 7

OCD OO VO OO OO,

L)

Mama, he be hitting on me.

Why's he doing that?

[ don't know. [ wasn't messing with rim.

And you don't like nim to mess with you.

No mama, he he aurting me.

If he don‘t stop you tetter whooo nim.

But nhe bigger <han me.

[ don't care. Aint nobody gonna be hitting on my child.
Mama, [ can't. He'll get his big brother after me then.
You arraid thaw he'll beat you?

Yeah. tverybody be afraid of nhim,

You 3in't never gqonna get no peace if you con't Stand up and fight.
He picks up hricks.
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I worrying about you cause if you can't fight no battle yourself
all the kids be after you all the time.

Only James be always messing with me.

Then you get out there and beat him.

[ ain't never playing with him no more.

You mad at James? .
He keep talking about my mama. He be saying you is ugly and nasty.
I know you love your mama so you don't be listening to him.

But he be telling stories mama.

You don't like that?

No, his mama should whoop him. His mama be real, real ugly.

Don't you be saying nothing 1ike that. I'11 wash your mouth.

But he be saying it like that about you.

I don't care. When you say things like that I feel bad zause I
raise my child to 4o better than that.

0.K. mama but T ain't playing with him no more.

Don't be telling me what you all is gonna do. MNow get on outside
and play.

James makes me sick.

Why you saying that about your friand?

He ain't my frien? rno more.

You don't want him “or a friend? You used to like him.

He always want to e doing things like he want. It always be his
way, his way, his way.

You want to be the2 boss for a change.

Yeah but then he just jo cn home and tell his mama.

Well you just go cn and play with someone else then, if he gonna
be a baby.

Yeah he is a baby. But there ain't nobody else to play with.
What can [ do now?

You don‘t have anyt~ing to do if you don't play with James?

Yezh.

Well I got work to do so go on cutside ard play. ! ain"t got time
for this. if you don't want to play then you can werk.

0.K. I'11 go play.

[ can't hear what she says when you scr=2am in my ear 1ik2 that.

But mama you -aking too long. Let's go.

I'm not done vet. Sit down For a faw minutes.

3ut it's already been a lot of minutes.

You're tired of waiting?

A1 L do is wait, wait, wait.

Jon't ycu be getting sassy. You'll go to »ed when you get nome.
Can we g¢ now!?

[ hardly ever 3zt to visit witn my friend and I do not 1ike to have
to leave s¢ sa07. If you olay with the tcys in the bag for awhile
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then we can go. Would that be better?
0.X. I can play with the toys if you talk only a 1ittle longer.

Stop that hollering if you know what's good for you.
But mama come on and look at this.

I'm talking to my friend and I told you before to sit down and e
still girl.

I'm tired. Can we go?

Not yet now sit down or I'11 get you across my knee.
Mama, mama.

3irl be still.

My leg hurts.

ﬁcre than that's gonna be hurting. 1'l1 get the stick.
2.K.

Girl, al1 that hollering's giving me a headache and I can't hear
what she saying.

But mama ['m tired.

You want to go home?

Yeah mama, can we go now?

We're not through with our business yet.

When can we go mama? .

In a few minutes when I'm done. Mow zo0 play with the kids for 3
Tittle bit. '

[ hate school.

You must of had a bad day todar.

Ali that teacher does is yell. Cc¢ this, do that. You can't do
nothina.

{ou're supposed to listen to the teacher.

[ do listen to her but I wish sre would shut up sometime.

A1l she coes is talk.

You get %ired of liszenirng to nor?

She Jjust makes me sick. She alwavs he saving now gocod so and s¢
is. She nas all her pets. -

You don't think she like vou?

She never says anvthirg rice acout me. Always somebody else.
I'm sure she like you.

She raver pays any atteantion to me.

But yosu're not the anly onz in <he I7ass.

[ xnow fhat. She's always ta king :zoout everycne else.

Selieve e I %now [ ',m not the oniy cre.

Why don'% you come and have somathing to 2at and you'll feel batter
LOMOTTewW,

Mo [ won'z. Mot since I rave to 3o back to that place.

Mama | nate school,

Was the teacher yellirg 1t ,ou *oday!’

o she don't nsver ye'l 3% me.

“that's the mat:ier then?
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Nothing.

You sure look like something is bothering you.

This one boy always be messing with me, talking about me and pok-
ing at me.

You don‘t 1ike him messing with you?

No. And if I hit him back then he go and tell the teacher.

What does the teacher do?

She yell at him and me. One time he did that and I had to stay
in at home time. VYWould you call his mama?

What's his name? If [ call his mama he won't be messing with you
no more.

Would you call her tonight? He said if I tell his mama he'll

get me.

After 1 get through with that boy he won't be touching you.

Mama [ don't want to go to schocl tomorrow.

But you have to go to school.

Why mama?

Cause I say soc. They can put me in Cook County jail if you don't
go to schootl.

But ! dor't want tc go. -

0id T ask you if ycu wanted to go?

Ho mama but I don't like schocl.

I[t's too hard.

You think the work is to¢ hara for you?

Yes, [ never get hundred's on ny spelling test.

You want to get a hundred on ~ne test tomcrrow?

fes, but I never do.

['11 nelp you. We can study -onight. i

How many times do [ have to say "Cut off the T.V."

Mot yet. Just a little longer. Come on.

When you stay up past vour bedtime [ worry that ycu'll be toc
tired in school tomorrow.

I won't be too tired.

You don't think you need that nuch rest?

No [ don't. Other kids stay up later.

You're no* other kids ana [ think you need more sleep.
Besides when I tell you to do something you should do it.
How about until this program is over.

Do I have to get the stick?

Mo.
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Kohlberag's Hierarchy

Stage 1:
Punishment and Obedience
Orientation

Stage 2:
Instrumental-Relativist
Orientation

Stage 3:

Interpersonal Concordance

Orientaticn

Stage 4:

Law and Order Orientation

Scage 5:

Scicial Contract-Legalistic

Orientatien

Stage 6:

.~iversal-Ethical P~incic:

Jrientation

Selman's Hierarchy

Ecocentriz Perspectivs

r—
ro
ro

Right is blind cobedience to
rules and &uthority, avoid-
ance of punishment, and not
doing physical harm.

Right is acting to meet one's
own interest. Fairness con-
stitutes an equal exchange, a
deal, an agreement.

Right is playing a gonod ¢r
nice role, being concernad
about others and motivated
o meet other's expectations.

Right is fulfillino one's

duty in society and upholding
the social order. Laws are
upneld except in extreme cases
where they conflict with cther
social requlations.

Right is upholding basin #ights,
values, and legal contracts
of a society, even when they
conflict with the concre<a2
laws of the group.

Right is detarmined by univar-
sal etnical principles which
all numanity should follow

and which supersedas any law.

Authority's perspective is
confused with one's own,
Subjects do not differentiate
anotrer's perspective fram
the’~ sun.

Ltubjer s sesarate their own
irterz=s7s and peints of view
feom ~tiers, but cannct maia-
*ain w0 viavicoints simultan-
acus 7.
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