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CHAPTER 2

REVIEW OF RELATED LITERATURE

Included in this chapter are the degscriptions tor the
definition of values in general, the meaning of moral values
and moral development and factors which influence them.
Approaches to values education and a summary of related

studies on values education are also described.

Definition of values

There is virtually no agreement among various authors

about the term 'values' but the Oxford dictionary defines it
as 'things we hold to be right or just and to which we have
emotional commitments'.

The term values has always been confused with such
terms as ideals, beliefs and attitudes. According to
McKinney (1980), values differ from ideals in that ideals do
not always imply a choice. The culture in which a person
grows up may hold certain ideals, but the ideals can only
become values when they are being used as a personal way of
making choices. These choices are usually personally held
to be correct and appropriate for the individual. It 1s

with this personal aspect of ideals which McKinney defines

as values.



McKinnev also regards values as a particular kind of
belief which has to do with the appropriateness or
acceptability of behaviour. Unlike attitudes, which he
regards as more apecific, values are more global and may
underlie a whole set of attitudes. In other words, a value
underlies a whole set of more specific attitudes.

Bohm (1981), defines values as a set of priorities
which give order to our lives. The priorities involve not
only intellectual contexts, but also physical, emotional and
social ones.

Rokeach (1973) defines values as a person's beliefs
concerning desirable modes of conduct or desirable end-
states of existence. He refers to the former as instrumental
values and the latter as terminal values. Instrumental
values are further categorized into moral values and
competence values. Moral values refer to modes of behaviour
that have an interpersonal focus. This means that a person
should behave according to some standard rules set by
society and a violation of these moral rules will make the
person feel guilty. Competence values have a personal rather
than interpersonal focus. The violation of these values lead
to feelings of shame about personal inadequacy rather than
to feelings of guilt about wrongdoing.

Two kinds of terminal values have been identified :
personal and social values. Terminal values may be self-

centred or society-centred, intrapersonal or interpersonal
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in focus. Rokeach anticipates that people may vary reliably
from one another in the priorities they place on such
personal and social values. Their attitudes and behaviour
will differ depending on whether their personal or social
values are given priority. An increase in one social value

will lead to increases in other social values and decreases

in personal values, and vice versa.

Fraenkel (1977) states that the values of people are

reflected in what they say and do, but one 18 never sure
whether a statement or action reflects a particular value.
The presence of a value can only be inferred based on the
frequency and consistency between statements made and
actions taken that have been observed over time. This
implies that whatever moral actions that we take must be
based on some cognitive and affective aspects.

Rokeach (1973) points out that values have three
components to 1t : cognitive, affective and behavioural
components. When we say that a person has values, it means
that cognitively he or she knows the correct way to behave
or the correct end-state to strive for. A value is affective
in that a person can feel emotional about something. Hence,
he or she will support or oppose some form of behaviour. The
behavioural component of a value 1is the behaviour that is

shown once a person has acquired some kind of value.




Thomas (1989, 61) defines values as "opinlons which are
not publicly verifiable but held as 4 matter of personal
conviction". According to him, values vary in both direction
and strength. The term ‘direction' vefers to whether a
person judges something as being qood or bad. 'Strength’
refers to the degree of the person's judgment, for example,
an undesirable happening can be judged as being slightly bad
or very bad.

Another definition of values was expressed by Katz
(1981, 131). He defines it as "expressions of our
preferences, that is, preferences that stem from past
experiences and help to guide us to and through new
experiences". According to him, different people have
different values due to varied experiences ; but

nonetheless, values serve as guides to people's conduct.

Moral Values and Moral Development

There are many Kinds of values, and moral values 1s one
of them (Thomas, 1989). Other values include aesthetic
values, economic values, religious values, social values,
political values, cultural values, scientific values and so
forth (Katz, 1981). Most philosophers have assigned
different meanings to the term moral values.

Piaget's study on moral values and development, for
example, was based on the conviction that all morality

depends on a standard system of rules that have been
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identitied by a particular socicty {(Thomas, 1986).

Kohlberg (197%), on the other hand, contends that the realm
af morality concerns iscues of Juotice. Kohlberg suaggests
that an individual's moral values are tounded on difterent
conceptions of justice, with the highest level hased on
principles ot universal equal rights and on the overriding
value of human life. The cultural relativist approach
sugaested by Maccoby (Thomas, 1989) described moral values
as beliefs shared in a social aroup about what 1s aood or
right.

Let us now look at tactors that influence moral
values and developmment. Although it 1is agreed by most
theorists that both genetic and environmental torces effect
moral development, they difter markedly about which aspects
of the environment have the most profound effect or how such
environmental factorg combine with a person's genetlc
characteristics to produce the observed development (Thomas,
1986) .

Kohlberg proposed tour principal factors that interact
to determine how high in his six-stage moral reasoning
heirarchy an individual will progress. The first factor, a
genetic component, is the individual's level of logical
reasoning as identified in Piaget's cognitive- developmental
stages. The second factor, which has both genetic and
environmental elements, is the person's desire or

motivation. The remaining two factors are entirely



bl

environmental, that is, the individual s Oppx srrtuntities Lo
learn social rules and the form of justice 1n the social

institutions with which bhe or she i famidiar. (Thomas,

19K6) .

Over the decades, the environmental vat itables most

frogquent 1y studied as Tikely intluences on moridl development

have been factors such ags a person’s family condition,

cocio-economic status, ethnic background, religion, peers,

and access Lo mass communication media {Thomas, 1986). For

example, the famous Hartshorne and Mayv's study on
~hildren's cheating in 1928 conciuded that one form of

deceit or another is definitely associated with factors such

4t socio~economic handicaps and cultural limitations.

Environmental influences <an be divided into two kinds

(Thomas, 1986), namely, (1) child-rearing habits and  (i1)

dituational. The first kRind leaves a lasting impression on

the individual's personality that intfluences his or her

perception of all future moral incidents. The second Kind

refers to the nature of the environment during a specitfic

encounter that intluences the person's action on that

particular occesion, for example, likelihood ot detection.

shes to Values Education

In the following sections, a brief review of major

approaches to values /moral education and a summary of

selected research on values education as perceived by
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various groups of people will be described. Three major

approaches to values education that have been widely

accepted and used in schools are the indoctrinative or

character education approach, values clarification approach

and the cognitive moral developmental approach (Kohlberg,

;o Wynne, 198%) .

The Indoctrinative Approach

Most adults tend to think of children as minor
reflections of themselves. Accordingly, a common view held
1s that children acguire moral values either by observing
adults or by being instructed in moral virtues at the hands
of adults. The codes and standards of adult society 1s being
replicated in the behaviour of the developing child. It is
hwlieved that the more a child 1is instructed in moral
virtues, the better his or her moral behaviour will be, in
the sense that his or her behaviour should increasingly
conform to the norms of adult society.

In the indoctrinative approach, teachers preached and
imposed rules and values as well as their culture on the
child. When this indoctrinative approach was developed 1n a
svstematic manner, 1t was termed 'character education'’
(Kohlberg, 1975). The programme emphasized techniques that

could be used in inculcating values to the students, for

example, discipline 1in school clubs and other extra-

curricular activities, rigorous pupil discipline codes,




dailv flag salutes and frequent assembhlies (Wynne, 1985).
Malaveian schools at present also practice this kKind of
Approach.

Moral values are preached or tauvaht using the 'bag of
virtucs' approach as labelled by Kohlberg. This approach
dssumes that a child gradually collects discrete moral
virtues and accumulates them for future use (Damon, 1980).
According to Kohlberg (197%), the detailed definitions used
for these virtues or universal values are relative. They are
defined by the opinions of the teacher and the conventional
culture. Their justification rests on the authority of the
teacher.

This approach was deemed morally unjustifiable to apply
because of the application of pressures on the students
(Wwynne, 1985). In Malaysia, although this approach has been
used since the time of our foretathers, until today, we
cannot really say we have achieved total success. According
to Wynne (198%), character cannot be cultivated by a singile
approach because good conduct appears to be relatively
cituation specific. This means that good character 1s not a
unified trait. Therefore, there is a need for other
approaches to be considered.

The philosophy of John Dewey in the 1930's introduced

new ideas which were later to revolutionize the world of

values education. It is on the foundation of Dewey's WOrks



that the works of the proponents of values olaritication a nd

Che cougnittive moral development were butit.

Values Clarittication Approach

The values clarification approach became very appealing

to teachers as the indoctrinative approach gained

anpopnlarity an America. The term 'values claritication’ was

tyrat coined by Louls Eath during the 1950%7«¢. His approach

war based on the two most prominent works ot Dewey, that 1e,

the 'Moral Principles in Education' in 1909 and 'Theory of

Valuation'in 1939, In the values claritication approach, the
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dowens not attempt to go turther than eliciting awareness of
moral values. It i1s assumed that to become more self-aware
ot one's values is an end in itself. This 18 because of the
belief held by value clarifiers 1n ethical relativity
{tohlbera, 1975).

Accord ng toe Raths et. al. (1966), humans can arrive at
values by an intelligent process of choosing, prizing and
benaving. In other words, if a person were to develop
values, he or she must do so out of personal choices. These

chorces must include alternatives - one that is prized by

the chooser as having meaning to him or her and freely

available for selection.



ITn studies using the values claritication approach, the
treatment used ig desianed to help students obtain values
that will provide ¢lear aquidelines Jor their behaviour. It

conpasists of a wide variety of exercizes that help students

determine what thev value. It 1s recommended that the

cxorcises be carried out in a nonjudagmental, supportive and
accepting classroom environment (Lockwood, 1978).

Casteel and Stahl (197%) define one method to values
clarification that involved desired patterns of student
verbal statements. These statements are used to infer
whether the students understand the moral situations
presented to them and are able to clarify their values, that
{5, being actively involved in the process of valuing. Four

""""‘" ———

Dhater=s! wadugs glarification have been identified by
A d -a¢“-l~“,-—-—-.‘_..
o P , ) . . e e —— e
T e eedewidaaitghl . They are — ~ -
: B dh L WON
: G- - - a
L]

L. Compraehension phase that streugsai ™S sudertlla o

[
i 1o VIR

—e-— e
understanding of the situation or resource serving as
the focus of the valuing episode.

2 Relational phase that stresses the integration of
values clarification episodes with the content of the
subject matter being studied in the ongoing classroom
lesson.

3 Valuation phase that stresses personal reactions of
atudents to the learning resource and/or the situation
presented in the resource. students express theilr

preferences for and against certain i1deas and
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decivions, give their ocriteria tor value choices made
and may even express their emotional reactions an the

form of personal tecelings

.

e
*

Retlective phase that o designed to enable students

to examine the consistency with which they valued and

ansianed value ratings to their cholces. An

exploration of the above three phases will help them

reflect upon and reconsider their decisions.

Above all, values clarification 1s based on the
principle that there is no single correct answer in the
comoideration of values. Children are to discuss moral
imoges in such a way as to reveal ditferent values among
themeelves. The teacher needs to stress that people's values
Aiffer and one value is no more adequate than others.

Kohlbera (197%) states that it this programme 18

"5‘“““&%%LQMQLJS§11X‘fullmwed. ctudents will become relativists 1in
the sense of believigg that there is mo 'right' moral
answer. For instance, a student caught cheating might argue
that he did nothing wrong because his own heirarchy of
values differ from that of the teacher and made it right for
him to cheat.

In other words, values clarification does not go beyond
4e1f awareness of one's own values and tends to lead to a
belief in ethical relativity. The students come to believe

that the ways they themselves define a situation, select
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calues and make value choloes within a situation are
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cufficient to make and ustify a value position. There tore

they think that their personal oriteria and values are as
gqood as anyone else’s (Btahl, 1979). In tact, of the

sriticisms made against values clarification, none 16 made
mnore frequently or more loudly than the charge against its

relativism. However, this approach still commands a lot of

q4ttention from educationistes and researchers.,
Cognitive Moral Developmental Approach

The cognitive moral developmental approach developed by
kohlberg stresses many of the same procedures and
methodologies advocated by value claritfiers. However, this
approach goes bevond merely making students aware of their
Wi value positions. Its aim 1s to stimulate the movement
towards higher stages of moral reasoning (Stahl, 1979).

Kohlberg has contended that values education should not be

: concerned with developing the way a person analyzes,
interpretes and makes decisions about social problems (Rest,
1974) . Kohlberg argued that justice is the essential factor
in  human social life and that human knowledge about social
relations and social institutilons is organized primarily
around conceptions of justice (bamon, 1980) .
This cognitive moral developmental approach was

mtroduced for the first time by John Dewey. The approach is

called '‘cognitive’ because the proponents recognized that
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values education, like intellectual education, has its basis
in stimulating the active thinkinag ot the child about moral
iaones and decigions. 1t iz called '‘developmental' because
qccording to this approach, the aims of values education i1s
movement through moral stages (Kohlberg, 1975).

Dewey postulated three levels of moral development,
‘hat is, (1) the preconventional stage where behaviour 1is
motivated by biological and social impulses, (11) the
conventional level in which the individual accepts the
st andards of his or her group with little critical
reflection, and (iil1) the autonomous level 1in which the
individual thinks and judges for himself or herself and
does not accept the standard of his or her group without
reflecting upon it first.

vuilding upon Dewey's studies on cognitive stages, Jean
Piaget made the first effort to define stages of moral
reasoning in children. Piaget defined three stages of moral
reasoning , that is, ‘i) the premoral stage, where the
individual has no sense of obligation to rules (ii) the
heteronomous stage, where the individual obeys rules and
equates obligation to rules with submission to power and
punishment, and (1ii) the autonomous stage, where the
individual considers the purpose and consequences of

‘ollowing rules. Rules are usually followed based on

reciprocity and exchange.



hohlberg redetined both Dewey's levels and Piaget's
staaes which resulted in his three levels of moral
development , that dis, (i) the preconventional level, (11)
the conventional level, and (111} the post conventional,
qutonomous or principled level. Bach level contains two
stages (Refer to Table 1 in Chapter 1). According to
hohlberag (197%), in the preconventional level, the
individual 1s responsive to cultural rules and lables of
good and bad, right or wrong, but interpretes these lables
sither in terms of the physical or the hedonistic
consequences of action (punishment, reward, exchange of
cavours) or in terms of the physical power of those who
cniunciate the rules. Stage One shows that avoildance of
punishment and the obeving of rules are valued in thelr own

right, not in terms of respect for an underlving moral

: rder. The second stage shows that elements of fairness, of
% reciprocity, and of equal sharing are present, but they are
i

always interpreted in a physical, pragmatic way. Recliprocity

¥
{
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i¢ a matter of "you scratch my back, I'll scratch yours",

not of loyalty, gratitude or justice.
In the conventional level, maintaining the expectations

of the individual's family, group Or nation is perceived as

A

valuable in its own right, regardless of immediate and

~bvious consequences. The attitude is not only one of

conformity but also loyalty. Stage Three shows that good

behaviour is that which pleases OT helps others and is
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approved by them. Behaviour e frequently judged by

rmtention dnd one earns approval by being '‘nice’. In Stage

four, there 1s an orientation towards authority, fixed

rules, and maintenance ol social order. Right behaviour

onsists of doing one's duty, ghowing respect for authority
and mwaintaining the given social order for itg own sake.

in the postconventional level, there 1s a clear etfort
teodefine moral values and principles that have validity and

application apart from authority of the groups holding these

srinciples. Stage Five shows that right action tends to be

e

defined in terms of general individual rights and standards
which have been critically examineua and agreed upon by the
whole society. Apart from what 1s constitutionally and
semocratically agreed upon, the right 1s a matter of
personal values and opinions. In Stage S1x, conscilence plays
4 part in decision-making based upon ethical principles.
These ethical principles are universal principles of
justice, of the reciprocity and equality of human rights,
and of respect for the dignity of human beings as individual
DEYSONnS .

According to Kohlberg's stages, mordal reasoning
develops in a process that 1is sequential and invariant. A

person must experience one stage before moving on to

another, and under all conditions, movement 1s always
iorward. A person may revert back to the preceding stages

under extreme trauma. Kohlberg states that an individual
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progresses Trom one stage Lo another through active
povedlvement with moral didemmas. RKohlberg's morail dilemma 1
gnodctivity which describes a problem solving situation
concarning two or o more moral iuasues or pos.tionge. It often
rovolves a situation or story in which a central tiaure or
chardcter ig forced to make a decision or has just made a
decialon. These situations are moral because they conftront
he rightness or wrongness of various alternatives, actions
judgments (Stahl, 1979).

The moral reasoning used to make a judgment on the
noral dilemma posed  depends on a person's logical
reasoning. In other words, advanced moral reasoning depends
Lpon advanced logical reasoning (Kohlberg, 1975). Piaget has
iound that after a child learns to speak, he or she goes
:hrough three major stages of cognitive reasoning, that 1is,
fhe intuitive, the concrete operational and the formal
operational stages. A person's logical stage puts a limit to
the moral stage he or she can attain. For example, a person
whose logical stage is only concrete operational 1s limited
t¢; the preconventional moral stages (Kohlberg, 1975). Even
rnough logical development is necessary for moral
development and sets a limit to it, most individuals are
higher in logical stage than their moral stage. For
‘nstance, over 50% of late adolescents and adults are
capable of full formal reasoning, but only 10% of them

tiieplay the principled moral reasoning (Kohlberg, 1975).
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Havina clarified the nature «f Kohlberg's stages of
mora o tudagment or moral reasoning, let us consider the
roetlation of moral judgment to moral action or behaviour.
kohlherg arques that woral adaments are a necesgsary
rrecondition for but not a guarantee of mature moral
qorions,

The question that needs to be answered 1s whether a

person who reasons at a higher level of moral judgment will
in tact behave in accordance with that reasoning. 1In

attempting to answer that question, it 1 ilmportant to

~ompare the individual's behaviour to his or her judgments

—d

“1ght and wrong about a certain situation. How that
serson will behave in reality will depend upon the

situation and how one's rights and dutiles in that situation
4re defined. Moral reasoning, according to Kohlberg,
'nfluences moral behaviour by providing the individual with
~oncrete definitions of those rights and duties in the
hehavioural situation (Rothman, 1980) .

The cognitive moral developmental approach has focussed
on an examination of moral behaviour within the context of
¢he individual's moral judgments. Emphasis 1s given to the
wavs in which an individual defines the behavioural
cituation and his or her choice in that situation. In other
wiirds, particular pehavioural choices are examined in terms
+{ the mental processes which they reflect. Mental processes

refer to the patterns of thinking an individual employs



SN

when contronted with moral events and decisions {(Thomas,
teser . For example, let  us consider cheating behaviour.
pathiey than examining cheating as a behaviour in 1tself, the
miciital processes underliyving the behavioural decigsion to
chieat or not to cheat would be explored and related to the
Gehavioural cholces. 1t may be that g person avoids cheating

48 not toe get caught, whereas another person may not
Scheatl o so o an noet to break a bond of mutual trust. 1t there
wiae ne surveillance, presumably only the latter would not
~heat. Situational influences interact with the mental
srocesses, and the development of moral reasoning would be
reflected 1n behaviour (Kothman, 1980).

Kecearch conducted on stages of moral reasoning and
Lehavioural cholces has come to the general conclusion that
‘here i1¢ a relationship between an individual's stage of
woral reasoning in response to hypothetical moral dilemmas
srd his or her behavioural choices (Rothman, 1980) . For
cwample, studies of sixth graders and college students have
<hown that those at Stages Five and Six are less likely to
~heat than those at the conventional stages. Thus, maturity
. f moral reasoning corresponds to maturity of moral
nehaviour in this situation (Rothman, 1980). Even though the
findings show a positive relation between stages of moral
rcasoning and behavioural choices, the relationship 1s not
it would seem from such studies as

45 olegr-cut as

cheating.This is because 1n other situations, behavioural




27

gees do not o retloct atage of mordal redsoning soe

rectlive ITtols not oa one-to-ene relationship @1t s

comprlex and ambiguous . The complexity in the relationship

pay beoattributed partly to the relationship between

sealtinan asslaned to the situation

and choices taken by the

cndavidual (Rothman, 1980) .,

Summary of R

ited Studi

In this section, various studies that have been
conducted using Kohlberg's moral dilemmas in the classroom
sre examined. These researchers investigated the eftfects of
soral ditemma discussions on variables such as levels of
nonesty, moral reasoning, social-emotional development,
4ttitudes, affective behaviour, and also looked at
ndirect eftects on academic dchievement.

kesearch using the values clarification and other
methods in inculcating values in the classroom are also
discussed. Findings of studies on sex differences with
regards to moral values is also described.

Research studies on the
moral dilemmas approach

The initial pilot projects using Kohlberg's moral
¢ilemmas in educational programmes were conducted by Blatt
[167%). His works were the first step towards building a

moral education programme based on the cognitive-



gevelopmental perspective (Best, 197470 Blatt's curriculum
e tated g number ot dilemmas and probing questions Lo

vt ate discussions. He conducted olassroom discussions of
contliet=laden hyvpothetical mora!l ditoemmdas with four classes
counrer hiagh o ang hiah school stadents for a semester. In
ooty of these clacsses, otwlents were ftound to be at three

igaes. dn the oourse of the digcussions ameng the students,

thee teacher first supported and claritied those arguments

wat were one stage above the stage among the
~viidren. For example, the teacher supported Stage Three
cather than Stage Two. When 1t geemed that these arguments
wore understood by the students, the teacher then challenged
‘hat o otaae, using new situations, and clarified the
Lraguments one stage above the previous one, that 16, Stage
tour rather than Stage Three.

The teacher encouraged olass nembers to take a stand on
what ought to be done and to explain why. This 1s done to
¢ncourage confrontation and mutual probing by the class
members of each other's reasoning or ideas. Personality
~lashes are avoided. Students were 4lso encouraged to listen
and pay attention to each discussant's pointg, evaluate the
adequacy of the arguments, ask p">r,<;)bing questions, and

cflect upon and summarize group deliberations.

o

Blatt assessed the pre-post gains of his students using

Lohlberg's instrument and reported that, in general, the

~

cxperimental group gained more than did the controls. The



cults o were maintained one vear jfater., In addition, he
roported that there was some kindg of pattern shown in the
gans from the initial pretest stage ; that 1a, Stage T'wo
cobects tend to move to Stage Three, Gtage Three subjects
o St aae Four and sao oon.
To ensure tedacher eftectiveness, firstly, teachers need

e familiar with stage characteristics so that they are

et ter prepared to understand the intent and meaning of
Lhe utterances of students. Secondly, the teacher needs to
vespond to children with a  verbalization that is one step
snenve the level of the child (Rest, 1974).

gtudies carried out over the past ten vedars or so on
wioral dilemmas have revealed mixed findings. For example,
c1ahl (1979), conducted a study to determine the impact of

R valurs decision making activities on the content-retention

and attitudes of high school social studies students. The
students were given a content-retention test that consisted
'wo sub-sections, that 1s, sixteen completion or recall
items and sixteen multiple choice or recognition items.

The Stahl-Multidimensional Inventory of Values and Attitudes
{5MIVA) was developed to gauge the student's attitudes. The
indings revealed that eleventh grade American History
crudents from a wide range of socio-economic and ethnic
Lackground who interacted with the moral dilemmas did retain
more content as well as develop more positive attitudes than

‘hose who did not encounter the activities. Hunt (1981) did
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similar study to dnvestigate the effects of the moral

dllemma activities on academic performance and attitudes of

adents dn o qunior high social studies classes. The observed
mean scores tested at L0b level ot significance showed a
srunitficant difference between the experimental and the

contral groups for the scores on the SMIVA. However,

statietically significant differences were not found on the

achtevemnent tegst.,

?‘Q Johnson (1981) and Robinson (1982) used the moral

¥ | jiilemma discussions combined with role play on sixth and

L seventh graders respectively. The tindings indicate that
drscussion of moral dilemmas and role playing can accelerate

"t

moral growth or moral reasoning of the children. McKenzie

|
|
|
-
{7‘ {1980) also carried out a study on the use of moral dilemma
[ Aiscussions with values clarification strategies. He

| reported that it did facilitate the moral reasoning in high
school juniors within an English curriculum.

Johnson (1979) combined the moral dilemma discussions
with creative dramatics which produced significant moral
increases for fifth graders in his treatment groups. Okatahi
L (1985) used the moral dilemma discussions in an attempt to
enhance social-emotional development of one hundred and
twelve undergraduates in Nigeria. The results indicated that

5 . < t
moral dilemma discussions did enhance the subject's

vrincipled reasoning and locus of control.
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il studies reveqaled

&

Van Winkile (1977, Farelily

and Enibbe {(198%)

ecdh o stuadios o moral o J Temma

e

Poounsnions with various

cape ol ohdldren frow sixth to twelfth araders. They dad
Cind oany cadgnitaicant Gt forence botwooen the

coperimental o and cont ol groups with regards to the

e 1

Sient te omoral reasoning, political attitudes, attective

voour, oritical thinking or academic achievement.

K¢ arch studies on values
claritication and other methods
crudies conducted by various researchers using the
L e olarification dapproach also revealed mixed ftindinas.
corn (14781 conducted a study on elghth arade home

G otudente using Bath's (1900 valuers clarification
S ategiles. The findings reject ¢d the null hypothesis that
e atudents experienc ing the va tues clariticat 1o
orategires will not exhibit valuing and non-valuing
ohaviours associated with values clarity.

Rogers (1983) examined high school students' attitudes
Cwards school, selfl acceptance of their decision making and
wcoeptance and understanding ot their peers. He emploved the
lues clarification strategies and the results indicated
it the technique did help the students increase thelr

controlling the effect of

of personal dignity while
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preree o TiOIR rmance on theyr soehocl 11, The atudents alsa

Ccoscat movre dccepting and understand their olassmates.
Patrick (1983) conducted 4 study on terminal and

dtrumental values ol eighth araders . The experimental

g was treated with values claritication activities over

®

Gyt time sequences. The findings displaved

4 significant
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cotierence between the experimental and control groups. She
netuded that the approach might be a useful wayv to enable
crudents to clarity thelir termingal and instrumental values.
3 in addition, the study indicated that males ranked the
cipes exotting life, mature love and courageons to be more
cmportant while self respect and honesty were more
rmportant for females,
iobstetter (1980), Kurth (1982) and Bramson (1984) did
. find any significant difference between their

Conerimental and control groups with regards to the

e ok d

fudent ‘s values and value systems, valulng process and

sehaviour of adolescent females respectively when they
Smducted studies using the values clarification approach.
Mandel (1986) used role-play and modeling with third

v ade boves and found that affective role taking subjects

ioha

roduced significantly higher levels of cooperation than the

modeling or control groups.

Kern (198%) conducted a study using a field-oriented

roach versus the traditional approach in teaching EBarth
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pence. He found that it did onbance the atudent's values,

reata, attitudes and their e e
resta, attitudes and their academic achievement .

Pty ca} ‘e g o o
Foseareh studiye on sew

ditterences tn moral values
[ " SR YA e T S - . - > £ :
Laebert (1982) 1ilustrated how Beaman, Klenty, Diener
Svanum conducted o field experiment on the night of

clloween dn 1978 regarvding cheating behaviour. The study
Loanoconducted  to o dnvestigate whether a simple  tactic to
neorvease self o awareness can incorease resistance to
mptation and to see whether sex diftferences exist with
qdrds to cheating behaviour.
Participante were children who came to 'trick or treat’
shirteen homes that had been specially arranged to

ccommodate the investigation. The children were asked to

Ce only one candy from a bowl on a Jow table near the

it door while the owner excused herself to at tend to
cwmething. In the self awareness condition, a large mirror
i85 placed just behind the table, positioned in such a way
Dt the children could see themselves as they reach for
‘4o candy. In the control condition, there was no mirror.
Ac preaicted, boys who could not see themselves in the
v+ were far more likely to deviate than boys who were

TAITror

of their actions by the mirror. The introduction

aware

‘he mirror had no effect on the girls, who adhered to the

struction even in the no-mirror condition.
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Apart from the above study, wmost research concentrated

e lierences 1n moOral redgootii SRS N According to

Dy gy e B iy - . - .
Chirgante theory, men o and women speak difterent moral

HEETE RV RRES ERCIN women o rerd oaoLan LG 0 foarid 1€y <l 1

coponsibility while men speak a lanocuage of rights and

PR |

iee (Sichel, 1985%) . The language of caring and

sponsibility stresses imter-personal relationships and

t

cmmuliloation.

according to Walker (1984), Gilligan has been the most

L ticulate oritic alleging sex bilas in Kohlberg's theory.

s

{iijagan contends that Kohlberg's theory and gcoring system

. insensitive to characteristically feminine concerns for

Cfare, caring and responsibility. It is possible that sex

o exwists in Kohlberg's theory because of his rellance on

male samples. A8 a consequence of women's focus on

~aues of caring, they would be ovaer-represented at Stage

ree and under-represented at

¥ B W

the post-conventional formal

vel of reasoning in the Rohlbera system (Baumrind, 1986} .

L N e g

pral reas

c oy
ndd

Almost all the studies conducted on sex differences in
oning used the Kohlberg interview. walker (1984)

vided the samples 1in the studies reviewed into three

sups @ childhood and early adolescence, late adolescence

-

fRiiia

no oyouth, and adulthood.

There were thirty-one studies conducted on childhood

§79 subjects ranging in

B

i early adolescence involving 2,

from about five to seventeen years. Five significant
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LA nags were repoarted by Walker wi , ,
Y reported by Walker with regards to sex

Perences an mordal reasoning @ Bilaagio in 1976 conducted
Cotren o on Brazilian adaolescents of ten, thirteen and
“ieen vears old. Biaggio found that girls were more
canced in moral reasoning than the bovs; Blatt and
cotperg o din 1975 found pretest differences among fifteen to

steen year olds that favoured girls; Krebs and Gillmore

found that the girls in their sample of five to
wurteen vear olds were more advanced in their moral
. ieoning than bovs; Turiel in 1976 found differences
Cvouring girls in his samples of eleven to fourteen year
e+ and lastly, Saltztein, Diamond and Belenky in 1972
cund that girls  were classified at Stage Three whereas

v were at Stages One or Two and also at Stages Four and
e T summarize, wWalker states that seX differences 1n
a1l reasoning apparently are rare carly in the lifespan,
4 when they occur, indicate more mature development for
smales.

walker examined thirty-five studies on sex differences

moral reasoning for the second group of samples involving
1 subjects who were mostly high school and university
. udents. He summarized that sex differences 1in late
ilescence and youth are small, with the studies indicating
o mature development for males.

Thirteen studies were reviewed by Walker on sexX

S iferences 1N adU].thQOd in\!(_‘)l\’ir)g a total of 1223 SUijCtS



ranged inoage trom twentyv-one vears to over sixty-five

ra. Bex differences in moral reasoning is found to be
antly more frequent in adults than in the early lifespan.
the studies of adults that revealed differences in moral
Scasoning, seX was often contounded with educational and/or
cupational differences. The studies reported by Walker
Haan's study in 1976 which found that men scored
sher than women 1n both samples of 21-30 vears and the
c-n0 vears old. The older women were mostly housewilves
~hile the occupational status of the vounger women was not
wneribed by Haan; Holstein in 1976 found differences
svouring men on the first test but not on the retest.
arlv all the men had careers in business, management oOr
~fessionals whereas only 6% of the women were emploved;
C.rikh oin 1980 also found that men in her Indian sample
ared higher than women. The men were all self-emploved
- +nfessionals, whereas most of the women were housewives.
“en the men and women in the studies were comparable
education and occupational levels, no differences in
woral reasoning were found.
Faumrind (1986), however, disagreed with Walker's

“nclusions that there are no consistent evidence indicating

i

differences in moral development. She argues that a

- neral search for sex differences across stages may lead to

ie conclusion of no sex difference or only minimal sex

{f{erence. She states that the possibility remains that a




cortarcant sex difference does exiost at '
Loobaallt - nIterence does exist at g particular stage

ERE

cevel but not acrosg all stages or level

PO U I S U B :
paumrind's conclusions were made using data from the
by boctallization Project which conclisted of middle-

o, well educated Caucasians (158 wmothers, 14% fathers)

Ll nine year old children. The tindings showed that
Loon educational level was not controlled, more women were
ool oat Stage Four and more men at the post-conventional

viel. Fducational level and emplovment status are
oanificantly related to men's but not to women's stage
v e level. It also shows that postgraduate education
copears to be a necessary condition for Stage Six reasoning
seeur in men. However, when men and women with two years

o of college education were compared, the stage score

~vel of women was higher.

Although there was no agreement among the various

thors on the definition of value, we can generally define

Sy

4o something personal, be it an opinion, an expression, a
- -.ference, or a choice; and it is reflected in what a
w.reson says or does. It differs from ideals, attitudes and
liefs. There are many kinds of values that have
or identified and moral values is one of them. Different
-ople have assigned different meanings to the term moral

Lilyes. It has been described as standard rules made by a




plar socliety, or as bhelie : :
lety, or as beliefs of what is right or wWrong

e - Y oy e - . .
soeclal group. Moral values has al

also been described as
Lased on diftferent conceptions of dustice

e O astice,
i

PR oy [ ey s
oo omatn factors have boon gogreed ~
Aave booen agresd upon by omost

. ’713‘ : c i: - B 339 Ny g i r ey} P . ~ iy
R 1o 1nfluencing moral! values and development

and environment. Environmental varilables such as
backaround, religion, peer groups, child rearing
have been found to be the most intluencing tactors on
values.
Lducation also plays an important role in the
Gopment of moral values. The three main approaches o
¢ education that have been widely accepted and used in
~.Je during the past ten vears oOr so dre the

~trinative approach, the values clarification approach

+

‘he cognitive moral developmental approach. The

Lctrinative approach was not very popular because 1t was
o1 the preachings of right and wrona. When the values

,~ification approach was introduced in the fifties, many

ols started using this approach. The students were

ined to clarify their values themselves and this lead to

;tivity. This means that the students were lead to

re different from others and

&4

_eve that their values

‘¢ is po right moral answer. The cognitive moral

ed mary of the same procedures

~iopmental approach stress

te values clarification approach, but the former

v oach goes beyond merely making the students aware of




ownr value positions. Their aiw iz to stimulate the

e moral reasoning to o a higher level hased on
) A o S oot i

s moral reasoning staaes, According to Rohlberg,

oo lu the most essential factor in human social life

cecomes the highest level in his moral reasoning stages.

i

Vo ! ous st 11(3 ‘ es have be OO }:ld uect L‘(i oveyry the years on

L tterent approaches and methodologies in values

studies did reveal positive results

Ltion. A number of

‘ds to student's moral reasoning, attitudes,

behaviour and academic performance while others

Gt AT

4ot find any significant difference between

~wperimental and control groups.
with regards to sex differesnces, egspecially on moral

Lconing, men tend to be placed in the post-conventional
moral reasoning stages and women in the

o1 of Kohlberg's

cventional stages. However, when the studies were
Lducred on men and women of equal educational and
no significant difference

upational status, there was

“wirenn the two sexes.




