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ABSTRACT

The gcni'val iiim of (he present study is to evaluate the moral judgement
ability of underachieving children with learning disabilities by comparing them
to a group of normal achievers. More specifically, both a theoretical and
empirical issue arc investigated. At a theoretical level the cognitive develop-
mental approach to moral development Is assessed while empirical que. lions
involve the moral judgement, cognitive and social skills of learning disabled
children as compared to normal achievers. Six moral dilemmas served as
measures of moral judgement, while three Piagetian conservation tasks and a
cognitive role taking test were used to assess cognitive and social skills respec-
tively. These tasks were individually administered to fifty-six 8- and 9-year-
old boys comprising learning disabled (N - 28) and normal achieving (N  28)
samples. These Groups were approximately equated on the variables of age,

IQ and socio-economic status. Results indicated that (Imre were no significant
differences in the performance of the two groups on any of the experimental

tasks. In respect to the theoretical issue investigated these findings are inter-

pn ted as supporting the cognitive developmental claim regarding the necessity of
cognitive and social skills for adequate moral judgement. The empirical Implications
of the pre. wul results suggest that impairments manifest by the learning disabled
may not be generalised, but specific to certain areas of functioning. Finally, a
number of suggestions are made with regard to the diagnosis and remediation of
learning disabilities as well as for future research Ijolh in the field of learning

disabilities and moral judgement.
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UITAI’TKIt 1

Ini roHiu’lion

The present study represents a tension between the two polarities of
child psychology, namely, the reality of the child, demanding concrete des-
cription,and developmental theory, with its need for conceptual analysis of
abstract psychological processes. Theoretically, the aim of this study is to
evaluate the cognitive developmental approach to moral development while at
a more concrete, empirical level it Investigates the moral judgement ability
of learning disabled (LD) children as compared to normal achievers.

The inclusion of both a theoretical and empirical issue reflects the
reciprocal relationship of theory and research and emphasises the value of
researching deviant populations to validate psychological theory. Although
developmental theory is readily utilised to explain the psychological functioning
of individuals deviating from the norm it is often not recognised that inves-
tigation of these individuals may aid in testing such theory. Learning disabled
children may be particularly important in this respect as they manifest a
variety of symptoms which may impa psychological functions. It is thus
unfortunate that studies utilising LD children have not been used as a means
of evaluating developmental theory but have almost exclusively focused on the
etiology, symptomatology and remediation of this syndrome.

Investigation of the LD child's moral judgement may provide a valuable
source of information for theories of moral Judgement development, a
consideration which is emphasised by the fact that published research on
moral Judgement has been largely confined to the study of 'normal' samples.

In addition basic descriptive data would be provided in an area which has been



totally noglectcd in rosearch on learning disaliilittes. 'Thcsc two facets of
the present study arc considered separately, and in more detail, below.
1.1 Theoretical Issues

No attempt is made to evaluate the relative efficacy of different views of
moral development in this study, as the cognitive developmental approach
alone deals with moral judgement. Furthermore, the principle exponents of
this approach, Piaget (1922) and Kohlberg (19(19, 1971) agree on the integrities
necessary for moral judgement development. More specifically, moral judge-
ment is held to depend on cognitive and social development, the latter being
necessary but not sufficient conditions for the former. In view of this basic
agreement the primary focus of the present study is not to investigate the
value of different cognitive developmental theories. Rather, working within a
cognitive developmental framework, it attempts to evaluate hypotheses
generic to this approach by investigating moral judgement in a population
characterised by a syndrome which may impair cognitive processes a" 1/or
social skills,

Considering this general argvemecnl in greater detail it translates into
the following form in the context of the present investigation. While Piaget
(1932) views social development in terms of increasing participation in the
peer group, Kohlberg (19G9) emphasises general role taking opportunities
for moral growth. Roth these processes however Involve an awareness of
reciprocal relationships, the sine'pia non of operational thought. Initially,
the child is egocentric, but later decenters recogn: ing that relationships,
whether physical or social, can be seen from more than one perspective.

It is therefore likely that a child unable to docenter will not consider the

reciprocal, interpersonal factors in moral conflicts and hence exhibit more



abilities arc impaired
I}. Moral judpemeni and ride takinj; skills are adequate but conservation

ability is impaired.

G. Moral judgement and (he ability to conserve are adequate but role
taking skills are impaired.

The first two |>osslhilities are obviously consistent with cognitive de-
velopmental theory,as is the third,for social and cognitive skills are posited
to IK¥*necessary but insufficient conditions for moral growth. The fourth
outcome would be the most debilitating as it questions the necessity of I>1h
cognitive and social skills for moral growth. Similarly, the last two possi-
bilities are inconsistent with this appv >aeh even though they would only
question the relative importance of the two skills under consideration,
Although both Piaget and Kohlberg emphasise cognitive development and
social interaction for moral growth, Piaget tends to weight the latter more
heavily, while Kohlberg favours the former. In a sense therefore these last
two possibilities could arbitrate between Piaget's and Kohlberg's theories.
However, this would constitute a pseudo-test as the emphasis given by
each theorist to these respective factors is relative to the other, rather
than absolute. Moreover, such arbitration Is unnecessary as Kohlberg's
more developed theory Is acki .wlcdged as the successor to Piaget's
pioneering effort (Llckona, 197Gb),

1.3 Aims

The general aim of the present study Is the assess the cognitive deve-
lopmental approach to moral development by Investigating moral judgement
In a deviant population. A LI) sample was chosen In the present study in

view of the postulated link between learning disabilities and delinquency



(Povumh.'i, 1iHi7, I!)75) as (ho latlov has also boon associated with Impaired
moral Judgomvnt (Kod-ir. 11)7:2; lliokoy, 1!)72; Kohlberg, 100 1). 1II is thus
possible that Id) children are unable to adequately reason about moral
issues, II this is indeed the ease one might expect, according to cognitive
developmental theory, to find cognitive and social skills Impaired in this
group. However, if adequate moral reasoning were found then by definition
both of these skills must be intact. Accordingly, the present study has
three aims:
1. To Investigate the cognitive ability of LD children as compared to
normal achievers.

2. To investigate the social skills of LD children as compared to normal

achievers.
3. To Investigate moral Judgement in LD children as compared to 1
achievers.

1.1 Hypotheses

In the absence of research relating to the second and third aims, and
the ill -defined nature of the literature pertaining to the first, one may
question the validity of stating directional hypotheses. The dearth of
formal theory In the field of learning disabilities further substantiates this
viewpoint for, as Kcrlinger (1!)7:), p.20) points out, hypotheses are deduced
from theories. It would therefore seem more appropriate to use the weaker
form of questions in the present study. In any event, as the above stated
aims ecasily translate Into questions specific to the experimental task they
approximate the major requirements of hypotheses in that they are
amenable to empirical testing. The questions are as follows ;

1. Do LD children differ from normal achievers In cognitive ability as



iiu'asurt'tl hy liquid con, rvnllon l.isks?

2. Do LI) children dlllor from nornvil achievers In social ability as
measured by a cognitive role taking task ?

2. Do LD children differ from normal achievers on measures of moral
judgement ?

In addition to serving as a test of cognitive developmental theory, the
firs! two questions will delinecate where, If any, a breakdown of moral
Judgement occurs in the LD population. This would in turn suggest
possible areas for Intervention, a serious problem in view of the postu-
lated link between learning disabilities and delinquency. The practicability
of such intervention is emphasised by the growing tendency to construct
educational programmes on the basis of research in moral development
(Hiatt & Kohlberg, 1U7G; Kohlberg. 1975; Sprinthall, 1971; Wasserman,
197(5).

1.5 Definitions

In order to avoid the terminological confusion characteristic of the
field of learning disabilities, the meaning and referents of several terms
generic to this study are detail- d below.

Moral judgement is defined as the capacth to make decisions
(judgements) in terms of a standard and to justify maintaining the standard
to oneself and to others. Furthermore, it is assumed In the present
study that moral judgement can be analysed from verbal responses.

A learning disability Is variously defined in the literature although
a common feature emerging from several definitions (Clements, 19(50;
llallahan & Kauffman, 197(5; Murray, 19(59; Myklebust, 19(58; Wcpman,

Cruickshank, Deutseh, Moreney & Strother, 1975) is a deficiency In



Iciivnlii}; .iiid aeacleniie acliii'vonient (lospito iukuiitalo Intollfgciu'o, vision,
hearing, motor capacity and emotional adjustment. In the absence of a
universal definition and in view of the diiiieulties encountered in formally
defining this term, the following definition is used in the present study. A
learning disabled ehild is one who has been diagnosed as such by a multi-
disciplinary team and is as a result, in full-time attend, nee at a remedial
school.

Conservation refers to the ability to recognise that a quantity remains
invariant despite transformations in its appearance.

Role taking Is the capacity to take another person's perspective and
thus requires an und'rstanding of the self and others as subjects. It is
the ability to react to others as like to the self and to react to the self
from another's vantage point.

1,G Plan of the Study

Chapters 2, 3 and 1review pertinent literature in the fields of moral
judgement and learning disabilities while chapters 5, ti and 7 concern the
design and execution of the present st .dy as well as a discussion of the
results.

In chapter 2 the cognitive developmental approach to moral development
is outlined together with tin theories of Piaget and Kohlborg, its major
proponents. The purpose of this chapter is to place the present study in
Its theoretical context.

Chapter 3 covers relevant topics in the field of learning disabilities.
In this chapter a discussion of conceptual issues supplies the framework
for a review of the symptoms associated with learning disabilities

specifically those relating to cognitive and social skills. The final section



comprises a more direct discussion of learning disabilities and moral

judgement. Essentially, this chapter represents an attempt to justify
the use of LD children in the present investigation.

In chapter Iempirical findings relating cogniti v processes and
social skills to moral judgement are reviewed. In addition attempts to
investigate moral judgement in exceptional populations are reported.
This chapter can thus be seen as a partial integration of the material
presented in the preceding two chapters.

Chapter 5 outlines the general plan of the present study. The overall
design, method of selecting subjects, test Instruments, as well as the
general procedur e followed in executing the experiment, are described.

Chapter fi details the exact materials used, administration procedures
and results obtained in each of the areas investigated namely, conser-
vation, cognitive role taking and moral judgement.

The final chapter considers the results in relation to the theoretical
and empirical issues investigated in the present study. The implications
of these findings for the field of learning disabilities and future research

arc also discussed together with the limitations of the present study.



CHAPTER 2

The Comiilive Developinentnl Aniv >aeli 1-i Mi il Development

The precedent for 1 psyehologivil invesU”allon of moral development
is well established as the social sciences were for several generations
termed 'the moral sciences' . Although several great psychologists of the
early twentieth century stressed the study of morality * there was little
interest in this topic following the Character Education Inquiry of Ilartshornc
and his collaborators (1928, 192!) & 1930), After an extensive study invol-
ving 11,000 subjects and several tests of moral traits, these investigators
concluded that morality was not a very useful psychological construct and con-
sequently work in this area acquired t -ff-beat aura that ESP research has
today.

Recently, however there has been an upsurge of interest in moral
development leading to re-analysis of the original Ilartshornc et al®, data
(Burton, 1909) and the arguments substantiating their conclusion (Kay, 1908;
Kohlberg, 1904). Reasons for this volleface are readily apparent and
include; recent historical events (e.g., nazism) which emphasised the
distinction between moral maturity and adjustment to social norms; the
popularisation of Piaget who stressed the different ways people perceive
their physical and social relations and hence incorporated a study of

moral judgement into his work; the realisation that moral development

(For example, Freud (19:10) staled that "the sense of guilt Is the most
important problem in the evolution of culture" while McDougall (1908)
stressed that "the fundamental problem of social psychology is the
moralisatioti of the individual by society" .)
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could not bo explained by the laws governing human behaviour discovered
via investigation of learning, perception etc.; finally, the emergence of
methodological sophistication since the controlled study of moral
development encounters severe practical and ethical limitations.
Contributions to this rejuvenated field stem from several diverse
sources which can be roughly distinguished a.cording to Lunger's (1!)(-))
taxonomy of psychoanalytic, mechanical mirror and organic lamp thcor'
Such diversity is hardly surprising as moral do elopment can be con-
ceived in several ways . Psychoanalysts for example, identify morality
with the superego and hence concentrate on the internalisation of
standards set by authority figures. As the superego is claimed to be a
well -integrated function morality is seen as an across-the-board phenomenon
changing little after the incorporation of parental values. In contrast
social learning theorists view moral behaviour as highly flexible, varying
as a function of modelling and quantitative changes in strength of rewards
and punishments . Eysenck (I!)71>) typifies this approach in defining
conscience, which he equati with morality, as a 'conditioned reflex' to a
certain class of stimuli the person wishes to avoid. Both these approaches
see moral development in terms of conformity to an external standard and
are thus committed to moral relativity. In contrast the cognitive develop-
mental approach which emphasises judgemental processes, claims a
culture-free approach to the study of moral development. As this approach
dominates research in moral development (Rest, 197 la; Taylor, 1971) and
constitutes the theoretical framework of the present study it will ho

considered in greater detail.



2.1 Coimilivi' IVvoldnnicnlal M'lioorv

Although tlic vognltivt' rlovi'lopmonlal approach has only recently been
fully developed in the moral domain (Kohllx.”’Vg ))(>!> 11)71), it represents a
set of assumptions and research strategies reflected in some of the earliest
theories of social and cognitive development (e.g., Baldwin, 1900;
McDougall, 190S). These features can he inferred from the term 'cognitive
developmental'. 'Cognitive' implies that a central role is accorded to mental
structures while the word 'developmental' emphasises the interest shown in
structural transformations. Judgements thus constitute the focus of this
approach in the moral sphere,as opposed to moral affect or moral behaviour
emphasised by psychoanalysts and social learning theorists respectively.

Interest in cognitive processes which entails study of the general shape
or organisation of responses rather than their rate or intensity, underlies
the most striking characteristic of cognitive developmental theory, that of
a culture-free approach. This claim rests on the crucial distinction between
moral content (what a person believes) and moral form (how a person
reasons about his beliefs). While individuals may differ in the content of
their moral arguments, the reasons given for their respective viewpoints
may be similar. For example, a capitalist and a socialist may violently
disagree with each other yet share the same moral principle (e.g., concern
for the welfare of society). Structure, or moral form is thus a higher-
ordcr feature of moral judgement than content, transcending cultural
boundaries. It is concern for this cognitive structure which characterises
the present theory and forms the basis of its culture-free approach.

The central role of cognitive processes also defines the developmental

dimension of this approach. Whereas content-based measures of moral



thought (e.g., moral knowledge, resistance to temptation) do not produce
clear age-related changes, structural dimensions appear to do so (Kohlberg,
19(51; Turlel, 1971). ~'et tf content is not a developmental variable how does
one account for the obvious difference between child and adult moral
functioning? According to cognitive developmental theory the answer lies

in a structural approach to moral development, one which is however, not
without difficulty.

How does one differentiate content from structure? To illustrate this
difficulty consider the concept of justice, a sine qua non of Kohlberg's (19G9,
1971) theory. The application of justice presupposes that treatment is based
on relevant considerations. To determine these however, depends on an
evaluative premise which is not intrinsic to the formal principles of the
justice concept. Do such evaluative criteria constitute content or form in
moral reasoning? A similar difficulty exists in distinguishing response
patterns of internal mental structures from verbal learning. Hence Mischecl
and Mischcl (197(5) suggest that structural changes may merely mirror
different verbal patterns in justifying moral judgement. It seems that one
man's form is another man's content. Cognitive devclopmcntalists may
seel solace from the fact that (his problem is also common to other
approaches, notably social learning theory.

A further problem relating to this distinction is the impact of content on
moral development. Not all changes in moral attitude are accompanied by
changes in moral structure, while persons with the same moral reasoning
may hold beliefs with differing degrees of conviction. The impact of content
on moral life is vividly illustrated by (iilligan's (197(5) analysis of shame

(where the source of moral sanctions resides in others) and guilt (where



conscience consulates moral sane! ion) cultures . Not all shame -orientated
cultures show the aggression and fear of ridicule seen In the Kwakiull,
while the pacifism and piety of the llulterites represents an extreme guilt
culture. Structural analysis would be insensitive to the heterogeneity in
each form of culture. As Alston (1H71) correctly points out morality is
content, as well as form md we need to know both" (p , Cognitive
developmentaltsts would do well to heed these words.

Simpson (15>71, 1i)7G) extends the above viewpoint by arguing that
differences in moral reasoning derive from 'personologlcal structures'.
She contends that moral judgement is intimately related to the grati-
fication of Maslow's psychic needs which she concludes accounts for the
lag in moral reasoning displayed by delinquents and lower socio-economic
groups, as well as the absence of principled reasoning in tribal
communities (Kohlberg, 10118). While Simpson's reasoning requires
empirical validation the cultural and class differences she notes in the
implementation of concepts such as Justice imply that content determines
which structures are used and how. Evidence of regression from
principled reasoning to egocentric hedonism (Kohlberg & Kramer, 7969)
following environmental change (i.e. admission to college) seems to support
this viewpoint. Despite the contention that tins regression is functional
rather than structural it seems possible that content may in certain
Circumstances determine structure.

The present approach's neglect of content should, however, be
seen as relative rather than absolute. Kohlberg (1971) for example,
admits that content Influences Individual judgement but that its impact

varies with developmental stage. Pn conventional and conventional moral

13



reasoning are by definition open to specific content influences but even
principled reasoning shows some 'stretch' in that "Socrates was more
accepting of slavery than was Lincoln, who was more accepting of it than
King"(Kohlberg, 1971, p. 17S). However, the preoccupation with changing
moral structures may provide a valuable epislemology but prove Inadequate
as a psychological theory of moral judgement. Cognitive developmentallsts
have recently accepted this point and have placed moral stages into a
broader ego developmental framework (see e.g., Kohlberg, 197(1a).

It Is perhaps in the developmental framework implied by a stage model
that the strength of this approach lies. In contrast to th>psychoanalytic
stage model, moral reasoning stages are not instlctual-libldina!
but result from interaction between the structure of an active organism
and that of the environment. Kurthermore this Interaction leads the
individual towards greater equilibrium with development,that is, greater
reciprocity between the self's actions and those of others tow.,/ 's the self.
Nor is the ego derived from and subservient to the id for, as Locvinger
and Wessler (1970) point out cognitive developmentalists are united in
regarding the ego as an impulse controller and integrating function within
the personality. Inasmuch as cognitive developmental stages differentiate
'Ids approach from the psychoanalytic viewpoint, they also distinguish it
from social learning theory. Development Is not viewed in terms of a
linear progression (social learning theory) but as a series of transitions
between stages, each representing a particular logic structure which
Integrates moral concepts at that level making II distinct from any other.
These stages proceed beyond more conformity .as development is

dynamic not merely an Internalisation of external parental (psychoanalytic)
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or cultural (social learning theory) norms.

Cognitive developmental lThenries.however, differ in the number of stages,
their substantive nature, as well as the emphases given to factors producing
progression through them. However, as stages form "the core of the cognitive-
developmental position" (Kohlberg, 1909, p.352) this concept will Ixldiscussed
before considering the theories of I’iaget and Kohlberg, the major proponents
of tills approach.

2.2 The Question of Stages In Uie Development of Moral Judgement

The long standing polemic surrounding developmental stages remains unre-
solved :1lhough the nature of the controversy appears to lie changing. Whereas
earlier writers tended to concentrate on such sterile Issues as qualitative versus
quantitative changes in development (e.g., Werner, 1957) recently some theorists
have shown more concern for methodological difficulties in respect to different stage
models (e.g., Wohlwlll, 1973). The earlier confusion of order in development,
stages and maturation, factors which Uzgiris and Hunt (1975) clearly show are
not inseparable, max Ixi responsible for much of this controversy. In fact,
following conceptual clarifications such as that offered by Flavcll and Wohlwlll
(19G9) it appears that the whole question max not hinge on the explanatory adcquacx
of this construct but rather reflect a methodological problem regarding the treat-
ment of developmental data. Quite conceivably the whole 'stage issue' might repre-
sent a pseudoproblem incapable of empirical validation.

Part of the difficulty with this const.net also results from the varying meanings
givon to the term 'stage' and the status-descriptive or explanatory- which should be
accorded 1 ssen (19(12) points out that 'stage' is not an observation word

like 'Ida blue' but a theoretical term which takes it meaning from



If)

tho context of ;i paiticular theory. However, Hessen's analysis leaves the
potential promise of this constmet unfulfilled. As Viaveil and Woldwill
(1*h»9)point out, the stage concept is host used not at the descriptive level

as a methodological tool,but rather as "approaching move closely to the level
of explanation Identified with the hypothetical construct" (p. 92).

It is In this sense that 'stage' Is used in cognitive developmental theories
of moral development for the "concept structure of the stage is not contingent
on a specific psychological theory" (Kohlberg. 1970a, p. 17). Since Kohlberg
is the only cognitive developmental theorist to have fully analysed this concept
In the moral realm his criteria for stages of moral judgement are cited;

" 1. S ,ges arc 'structured wholes', or organized systems of thought.

Individuals are consistent in level of moral judgement.

2. Stages form an invariant sequence. Under all conditions except

extreme trauma, movement is always forward, never backward. In-

dividuals never skip stages; movement is always to the next stage up.

3. Stages arc ‘'hierarchical integrations'. Thinking at a higher

stage includes or comprehends within it lower stage thinking. There

is a tendency to function at or prefer the highest stage available"

(Kohlberg, 1975, p.970).

Elsewhere Hohiberg (1909) states that the question of sequence Is an
empirical issue elucidating processes of development. More specifically,
he contends an ontogenic sequence necessarily invokes an interactional inter-
pretation of development. Adopting a stage notion thus provides a perspective
leading to a different type of data Interpretation, as well as different methods
of treating data.

In addition Kohlberg (1979 a) claims that while a stage typology is not it-
self a theory, as a developmental description it has radical implications for a
theory of moral development. lie appears to Ix* referring to the 'giant steps'

which characterise changes in moral growth. Conceptual analysis however,

suggests that he may Ix- constructing an edifice In honour of a pseudoproblem.
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In this respect Flivell and Wolilwill's (1!)(t9) dtslilnctlon hotween changes
"ftvsl-ln-eompelenee and always-tn-cimipcdence" and the very different case
of "not -tn-com petenee" to "flrwt-In-competence", proves useful. Neither
provide Kohllx-vg with substantial support suggesting his arguments merely
reflect personal preference. Considering the first case, Vlavell and Wohlwill
suggest that while developmental transformations may appear abrupt if one
considers the subitems comprising its 'form' each may emerge in an abrupt
manner but "in an staggered order over an extended period of time" (Ibid.,
p. 80). Different reference levels tnereforo determine the nature of develop-
n cut. In the latter ease ("not-in-competence" to"first-in-competence") it is
argued that the peaks and troughs of development are a function of value judge-

ment and consensus. Piaget appears to implicitly recognise the applicability

of this point to the moral domain in stating that between two structures "a

succession of intermediate degrees could be found" (1932, p. 77). Not
suprisingly, Flavell and Wohlwill conclude in respect to cognitive development
that it will ,

" probably appear less and less saltatory in the sense under discussion

as the gaps in our factual knowledge about cognitive growth are gradually

filled and as now theories emerge to compete with present ones"

(19G9, p. 82).
This viewpoint is particularly pertinent to the field of moral judgement as it is
an area characterised by a dearth of competing theories.

Conceptually, the question of stages in moral judgement development thus
appears to represent a pseudoproblem. In addition the issue is empirically
meaningless for Taylor (1971, p. 89), in developing a psychometric measure

of moral judgement notes,

" It Is a purely academic pursuit however, to deliberate over whether
moral development Is a discrete or ¢ mttnuous process, for them Is no
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way al present ol assessing moral reasoning along a eontUm illy

variable dimension".
Furlhermore , attempts to compare the linear social learning approach to
cognitive developmental stage theories is to confuse moral behaviour and
moral reasoning. A more fundamental question is to ask whether stage
models account for the variance and consistency In moral thinking In a way
that other theories cannot account for as well. To answer this question,

however, requires multivariate analyses of the qualitative responses under-

going development. In the absence of such investigations the ..usefulness
of the stage concept remains an open question today. . (Wohlwlll, 1ii73, p.236).
2.3 Piaget

Piaget's work was Instrumental in providing the study of morality with a
much needed balance between the two polarities embodied In Kant's aphorism
that percepts without concepts are blind and that concepts without percepts are
empty. Conceptually, Piaget made the same sort of distinction Kant drew in
contrasting the hetcronomy with the autonomy of the will by distinguishing
conventional morality from the following of a rational moral code. Into the
press of this conceptual distinction he poured a potpourri of percepts by obser-
ving differences in children's moral Judgements. Fuilhcrmorc The Moral
Judgement of the Child (11)32) established a precedent for the multifaceted,
present-day approach to moral judgement as It combined several areas of study
in extending Ids tlv ory concerning the child's conception of the world.

In fact,the central theme of this work that "All morality consists In a
system of rules, and the essence of all morality is to I>e sought for In the re-
spect which the individual acquires for these rules" (ibid, p. 1) represents an

Intersection of Kantian analysis, the sociology of Uurkhelm, and novel's



individual psychology. 1l Is in how the child acquires respect for rules that
Viaget differs . Having discussed the views of I'urkhelm, Faueonnct, Hovel
and Baldwin (pp.:i2(»-11 1) on the relation of adult constraint, peer group
cooperation, changing mental structures to moral Judgement, and their inten-
tion it Is concluded that each author neglected at least one of these aspects,
Piaget, however, maintains that all four factors effect the type of moral
Judgement made at different ages .

Fneompasslng these moral changes Is Piaget's conceptual model
variously labelled as a 'two tage theory' (Hoffman, 11)70), 'three-level
schema* (Loughran, 19(17) and the 'four stages of development' (Kay, 19(18).
These differing conceptions reflect confusion as to whether Piaget's is
indeed a stage theory and In the number of stages or phases he postulates.
Both questions result from Piaget's lack of clarity as ho often expresses
conclusions at different levels and in different contexts without qualifi-
cation. For example, in discussing whether developmental changes in
moral Judgement represent differences in nature or degree he posits one
cannot speak of stages but only processes and the proportions in which they
are mixed (pp.77 -79). He even demonstrates the co-existenceof his two
major moral Judgement levels in the same child and hence sees them as
overlapping the second of which, "gradually succeeds in dominating the
first" (p. 133). Nevertheless he frequently refers to 'stages' although he
never mentions their formal characteristics*. Despite his usage of this term
one concludes that Ids Is not really a stage theory md therefore research

Investigating the consistency of his 'stages' cannot lie used to validate

It seems likely that Piaget uses the term loosely as this !x>ok was written

before he elaborated his stage theory of Intellectual development .
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or negate his theory.

With respect to the second question concerning the number of
'stages', Piaget hints at up to four levels namely, egocentric, author!-
tavian, reciprocity and equity but states "the only question which interests
us" (p. 1G) is whether the child subscribes to a heteronomy of divine
law or is aware of his own autonomy. Piaget thus posits two develop-
mental levels, the earlier being that of heteronomy, moral realism or
a morality of constraint, the latter, a morality of cooperation. In
contrasting the younger, constraint-dominated child in which rules are
seen as external and unalterable, and the older, autonomous child, Piaget
provides a much needed if tenuous thread to link the nine moral
dimensions he investigated.

It is suggested that Piaget's focus on the contrast between heteronomy
and autonomy may be an artifact of his particular sample as this is the most
apparent and fully completed change in G- to 12-year-olds. As a result
he neglects other stages of moral judgement and even fails to fully
detail aspects of his theory such as the development of true autonomy
which only emerges in adolescence. Instead, Piaget merely assumes
that cooperation or reciprocity will lead the child to equity without
explaining how this process would take place. It is noteworthy that this
assumption implicitly infers a farther moral judgement phase where
autonomous rules constitute ideals always approved by society. Thus
there would exist a normative autonomy reflected in h society and
individual. However, it is consequently impossible t<  jlain the
exemplary lives of persons such us Socrates who were re. -d by society.

Piaget recognises, but finds no solution to, this fundamental dilemma and



simply (plotos Durkhoim, "Socraios expressed more faithfully than his
judges the morality that suited the society of his time" (p. 3-10),

Piaget can also be criticised for restricting his sample to a small
number oi lower class Genevan children, then a-neglecting individual,
cultural and sex differences. While Piaget acknowledges these factors
allowing that his results may have been eft. - -d if his studies had been
carried out under different conditions the g. ivity of this omission
cannot be overemphasised. The crucial issue is whether, with a different
sample, he would have obtained results enabling him to maintain the
essential structure of his theory. Another allied criticism relating to the
validity of Piaget's inferences is that made by Harding (1953) with regard
to the gulf between Piaget's interviews and observation of children's games
on the one hand,and his highh sociological interpretations on the other.
Harding in discussing the sections of Piaget's book, writes,

"The sociologist will feel that in this latter part Piaget is at last

coming to the heart of the problem; the psychologist will be bored and

let himself sink back into an armchair furnished with the air
cushioning of polysyllables. Most psychologists would want their
eventual generalisations to refer not to broadly described social
trends but to innate psychological processes in the Individual members
of the group" (ibid., p. I1).

Although Piaget jan Ix* severly criticised for going beyond the
Information given, his theory is perhaps most fairly evaluated in terms of
Its major aims, namely to demonstrate a developmental change in moral
judgement and to determine how the factors of adult constraint, peer
group cooperation and changes in thought processes interact to produce
these changes. The former is cogently demonstrated by Piaget and is

now widely accepted although the developmental nature of his particular

dimensions has been questioned. To the extent that inconsistency



in ago-rolakxl cliangi's has boon found (o.g., Curdin, liKHi; Ilavtglmrst
& Nougavtvn, 1955; Modinnus, 1959) those may result from the content-
based nature of some of his dimensions, rather than the inadequacy of
his thcoretteal conceptions.

With regard to the latter three faetors Piaget argues that the earlier
forms of moral judgement stem from the natural tendencies of the child's
mind (egocentrism and realism) and adult constraint (relationships of
unilateral respect) while moral autonomy emerges when the child enters
into relationships of mutual respect and cooperation (via the peer group).
Piaget's interview technique may have decided advantages but it is
impossible to determine the relative significance of these three variables,
each acting on moral judgement and on the other two, using this method.
It seems therefore that the influence of these factors cannot embody
anything more than Piaget's subjective judgement, which accounts for
the contradictory nature of most subsequent research. The complexity of
evaluating the significance of these variables is illustrated in Piaget's
va#cillation regarding the relative importance of social and intellectual
factors in moral judgement.

Piaget speaks of a parallelism between intellectual and moral
development staling that "Logic is the morality of thought just as morality
is the logic of action" (p. 398). At times he even hints at a one-to-one
correspondence between changes In intellectual structures and moral
judgement, a fact which makes the restriction of his study to children who
have not fully attained formal operations even more surprising. At
other points, however social interaction appears to k* more central,for

Piaget also concludes,"Mutual respect therefore appears to us to be the



necessary condition of autonomy under its double aspect, intellectual

and moral" (p. 103), One possible means of investigating the relative
importance of these two factors is to study a population in which either
social or intellectual skills may be impaired (e.g., the learning disabled)
and determine the effect this has, if any, on moral judgement. If, for
example, adequate moral judgement was found in the presence of impaired
social but not cognitive functioning (>r vice versa) this would provide
evidence for the primacy of one of these two factois.

Confronted with the task of reviewing Piaget's theory of intellectual
development Pikas (1Ofifi, p. 135) maintains that one should discuss it
thoroughly or not at all, a sentiment equally applicable to his theory of
moral judgement development. However, the very breadth of Piaget's
work in the moral domain precludes the former while the latter would
deprive the present study of a rich resource thereby rendering it incom-
plete. In choosing a middle path the author has attempted to delimit some
of the problems in Piaget's theory. The intention however, is not to
obscure the value of his pioneering effort. Briefly, Piaget defined the
domain of morality and offered a model for the psychological analysis of
moral judgements. In addition his observations of developmental
differences in moral thinking provided a map by which to chart develop-
mental progress. Finally, he illustrated techniques for gathering
information and showed how the cognitive developmental approach was
relevant to moral research. Piaget's contribution is aptly captured by
Peters (1371, p. 223) when In* concludes that "Piagets distinctions provide
a useful framework for research. The details, however, of this

descriptive apparatus need clarifying and tightening up".
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2 .-I Knllllx'Vjr

Kohlhvvg (1958, 195:1, 1991, 19(58, 19(59, 1970, 1971, 197:1, 1975, 1970)
has RysU'malii’ally aniplilu’d Piagnt's Thcory and method and offers (he most
comprehensive theory of moral judgement to date. Like Piaget, Kohlhevg
views moral growth in legalistic, structural terms but extends his analysis
beyond childhood to consider adult forms of moral reasoning. Not
suprisingly, the two theories differ In the number and nature of moral judge-
ment levels postulated, as well as the end point of development. Kohlberg
rejects Piaget's two process schema and posits six moral judgement levels
which he claims, exhibit the same features as Piaget's intellectual stages,
namely sequentiality, hierarchical Integration of lower into higher levels,
gradual consolidation of stages in formation, structural wholeness and
equilibrium (Piaget, 19(50)*. Thus the end-point of development is not
autonomy, normally reached at approximately 12 years, but principled moral
reasoning, attained by very few people.

Such discrepancies however, reflect more that the differing scopes of
each theory. While Kohlberg accepts Piaget's cognitive developmental
approach, his starting point is somewhat different in that,

"the cplstemologlcal blinders psychologists have worn have

hidden from them the fact that the concept of morality is itself

a philosophical (ethical) rather than a behavioural concept

one needs to orient developmental research to philosophic

conceptions of morality" (1971, p. 152).

Accordingly, Kohlberg claims his stages represent an hierarchy, not only of

development but also of moral adequacy, the criteria adopted being those of the

formalist school of philosophy, that Is, Ideality, universallsm, impersonality

Kohlberg thus also rejects Piaget's (19:12, p. 255) claim that ".. .there can

be no clear-cut stages in moral psychology".



and pre-emptivvncss . The end-peint of devvdopmcMit is thus nlso derived
from philosophical analysis. This orientation is important In that it leads
to the extreme cognitive emphasis in Kohllx'rg's theory, a factor more
fully discussed later.

As a philosopher, Kohlberg notes the value of insights in ethics for
psychology, but as a psychologist he conversely argues that the developmental
study of moral judgement might also elucidate philosophical problems in
ethics. Tor example, the philosopher's task cannot be to clarify moral lang-
uage if six such language systems exist. In fact, Kohlberg posits a parallel
between moral psychology and formalistic moral theory because a psychologi-
cal theory as to why children move up the hierarchy and a philosophical
explanation of the moral superiority of a higher stage are "one and the same
theory extended in different directions" (11)71, p. 151). However, despite
this claim it should not be presupposed that what makes philosophical sense
garauntecs psychological sense and vice versa. It will be argued that on
both counts Kohlberg can be severely criticised.

Philosophically, one may contend the logical necessity of each stage
representing greater moral adequacy. Kohlberg's claim for the inferiority
of a social-contract orientation (stage 5) to a universal ethical principle
orientation (stage 6) is highly subjective. Stage ti incorporates a dconto-
logical position as opposed to the ideological utilitarianism of stage 5.
Kohlberg, despite his ill -developed claims for the greater adequacy of stage
Gin formalistic terms, has adopted the arbitrary position that deontology
is superior to teleology. Understandably Peters (1!)7!) and Alston (1971)
have disputed Kohlberg's claim to have defined the end-point of morality.

Perhaps such criticism is premature as Kohlberg has not yet written a com -
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pk'tc tlu'ovotlcnl Ju.slll'lcatloii for his stages (Host, 197-1a). In view of his
continued claims for, and use of the hierarchy, such an account Is long
overdue.

Kohlberg's subjectivity is also manifest in the substantive nature of his
theory. TI’etcrs (1071) suggests Kohlberg is prescribing one of several
moralities by valuing a sense of justice more highly than,say,compassion or
sympathy. One could argue Kohllx'rg's position by postulating a unity in
moral development but Kohlberg is careful not to do this, lienee Voters
concludes "His account of moral development might therefore be considered
to be one-sided in that it has been erected on the features of a limited inter-
pretation of morality" (ibid., p. 2fi:t),

Such criticisms reflect the fact that it Is often not clear whether
Kohlberg sees his theory as one of moral Judgement or general moral
development because he tends to use the terms ’'moral judgement’ and
'moral development’ interchangeably. If his writings apply only to the
development of moral Judgement,Peters' criticism seems unjustified.
However, Kohlberg often makes generalizations encompassing the broader
area of social development leaving the Impression that an understanding of
moral judgement equals an understanding of moral development. It is
suggested that this results from the emphasis Kohlberg places on moral
Judgement for moral development and, more importantly, on the centrality
of cognitive processes in his theory. To the extent that Kohlberg considers
social development to be cognitively based because any description of
shape or pattern of a structure of social responses necessarily entails some
cognitive dimension" (1li()!), p. ;i72) so he generalises Ills statements

regarding moral judgement,



Unlike I’iagvt, Kolillx'Vg (Inis I'onststenlly t'tnpliMsisos cognitive liclnvs
in moral dcvolopinont stating that cognitive processes arc necessary, hut not
sufficient conditions, for moral judgement. lienee a person who may be cog-
nitive!) impaired (e.g., a LI) child) will necessarily exhibit less adequate
moral judgements. However, not all cognitively intact persons will manifest
the parallel stage of moral judgement. Kohlberg suggests this results from
inadequate social development, namely, a lack of role taking opportunities .
According to Mead (IM I) and Baldwin (100(5) logical and social cognition
differ in that the latter involves the tendency to react to the self in the role
of another and to react to the other as similar to oneself. Accepting this
viewpoint Kohlberg stresses the Importance of role taking opportunities for
adopting differing perspectives in moral dilemmas. As each moral stage
implies increasing differentiation of reciprocity, role taking is thus impor-
tant for moral judgement. Hence Kohlberg sees the family, peer group and
secondary social institutions (e.g., law making) as equally important for
moral judgement development insofar as they offer role taking opportunities.
It is social stimulation in these terms which promotes moral growth.

Kohlberg thus clearly states the factors which facilitate movement
through his stages, maintaining that,

" A great deal of the variance In level of moral judgement

remaining after the Intellectual variance has been removed

Is accounted for by social environmental factors which may
bo called ’amount of opportunities for role taking’" (11)71,

p. 190).

In several papers Kohlberg (e.g., 1070, 1070 b, 107b) details how his
theory can he applied to promote moral growth. Hence exposure to moral
con lllet both in the lalx>ratory (Turiel, 10(5(1) and (he field (Hiatt & Kohlberg,

107(5), creating a just community (Kohlberg, Scharf & Hickey, 1072) and



participatory democracy (Kohlberg, 11)75) have all been investigated and
found to be related to moral judgement development. However, Kohlberg
has not extensive!) explored the converse approach of investigating popula-
tions likely to be deficient in cognitive and/or social development to see
whether this effects moral Judgement.

All Kohlberg's theorising on moral growth and education concerns move-
ment up his stage hierarchy. Ills theory therefore rests on the adequacy of
his moral stages which are often merely assumed correct. In addition to the
earlier philosophical criticisms regarding his hierarchy, a number of psycho-
logical questions are appropriate. Perhaps the most important of these
concerns sequentiality for "If our stages of moral thinking are to be taken as
supporting the developmental view", says Kohlberg, "evidence.. .of sequen-
tiality is required" (10(13, p. la). Kohlberg offers several lines of evidence
to support sequentiality, one of the most important in that his stages form a
Cultman 'quasi complex'.

Showing such a pattern of correlations among his stages is, however,
statistically meaningless as It is based on invalid procedures. In Kohlberg's
Moral Judgement Scale (1958) ecach element of a response Is rated at some
stage and thus elements at each stage are not independent. An individual's
responses thus form a distribution air mg the stages. As Locvtngcr (1971)
points out, Kohlberg treats this data as a profile, converting the frequency of
responses at cach stage to a percentage and then intercorrelatlng the stages.
Koldberg thus confuses a factorial type and a stage sequence -model of moral
development thereby producing a meaningless quasi simplex. Furthermore,
Kohlberg carries out this procedure on his doctoral data (1958), the very

data from which he constructs his stages. Again this is questionable as It



equivalent to validating a lest on the data from which it was const meted.
KurtIlie8 and Uriel (107-1) have also erlticised Kohlherg on this point by
showing that inversion of stages within moral judgement levels (preconven-
tional , conventional and postconvenlional) also provides evidence supporting
an invariant sequence of stages. In fact these authors have critically analysed
all the data forwarded to support an Invariant stage sequence and in each case

found It faulty. They conclude, that,

" Not only Is there no clear-cut evidence supporting the assump-
tions of invariance of stages and their hierarchical nature, but
there is also evidence suggesting that these assumptions may lie
Incorrect. . .the value of the model remains to be demonstrated"

(Ibid., p. 409).

The problems with Kohlberg's stages are perhaps not suprising when It is
remembered that he based them on the six developmental types of value orien-
tations 'isolated' in his doctoral study. However, as Kohlberg himself notes,
these six types reflect the limited variation of his sample and were hence
rather arbitrary (1958, p. h)).

Wohlwill (I;)7ii) postulates that the weakness of Kohlberg's model
resides rather in his moral judgement measure, which he suggests deals
not with the patterning of responses, but behavioural variability. Further-
more, he posits that Kohlberg has constructed a six-step sequence of moral
reasoning but that these 'stages' represent a "more primitive.. .loosely
structured construct, than Piaget's" (ibid., p. 200) as there is no structural
network connecting responses at different stages, Kohlberg's instrument has
also been criticised for using dilemmas which have become obsolete because
of his new systems scoring method, the variation In realness across different
dilemmas, lack of standardization regarding administration and the absence

of data relating to various aspects of reliability and validity (Kurtlnos &
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Clriof, 1071; Taylor, 1071). Lastly, vonvct use nf Ihi® moasmv miuircs
v.xtt'itslvo trainfniv In intrioalo administration and soorlng proooduros

aval lahlo only from Kohlhorg himsoll *. In addition such knowlodgo ciuiokly
dales as Kohlherg is continually revising his scoring systems. In view of
the above criticisms of Kohlberg's instrument it remains possible that his
hierarchy does represent development and the lack of conclusive empirical
evidence merely reflects Inadequate assessment.

Finally, one may question Kohlberg's neglect of environmental factors
in moral judgement. It is possible to relate his stages to social institutions
which may determine the internal cohesiveness and stability of each stage.
While stages 3, 1and £correspond to the family, institutions of law and
order (p lice etc.) and democracy respectively, stage 2 (business) and stage
G (the church) are only tangentially related to such Institutions. In view of
the difficulty with these stages it is possible that some might reflect an en-
vironmental interpretation while others may bo more cognitively based. The
universality of Kohlberg's stages could thus result from universal institutions
in addition to cognitive development. For example, stage 5 occurs infrequently
in societies without an established democracy.

Despite these difficulties, Kohlberg's Is the most widely accepted cognitive
developmental theory in the field of moral judgement. Ills work has been taken
Into ai count by almost all other theories of moral development and
contemporary research tends to be Increasingly conducted in a Kohlberglan

framework, As Kohlherg delineates more precisely than Piaget the integri -

In response to a personal communication requesting unpublished manuals
Kohlberg merely replied by inviting the author to attend a Harvard workshop
on scoring. This esoteric approach Is felt to be highly undesirable as it

discourages Independent researche



tics ncocs.HMry fur moral Jiulgt'nu'iit development the present study also
stems direetly from his theory. The use of his theory In a lest of the
cognitive developmental approaeh seems parlieularly appropriate in view

of Its widespread adoption despite the above mentioned problems.

General aspects of the cognitive developmental approach to moral
development together with Piaget's and Kohlberg's theories have been
outlined in the present chapter. The purpose of this discussion has been
to define the conceptual framework of the present study and In particular to
emphasise the Integrities necessary for moral judgement development. This
latter aim stems from the suggestion made in chapter one which forms the
basis of this study namely, that a population deficient in cognitive and social
skills should manifest impaired moral judgement. Learning disabled
children appear to be eminently suited to test this postulate as will become

apparent in the next chapter which reviews, the field of learning disabilities.
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CHAJ'TIOU 3

Leavnini'" Disal)ilili<\s: IIk* Cninnli'x, (.'onfust'd Cmiidninoratc .

The sudden emergenee <flearning disabililies as an area of special
education is analogous to the recent burgeoning of research in moral
judgement. Like the field of moral judgement, learning disabilities was
only fully established as a distinct discipline in the early 10GO's even
though interest in this area can also be traced back to the turn of the
century (ef. Morgan's (189G) investigation of 'word blindness'). Although
temporally synchronous the two areas developed independently, their
genetic structure and early environments being totally dissimilar. The
LD field, unlike that of moral judgement, was not born to a unified
framework of thinking and its development has been largely determines by
practical need as learning disabilities "represent the single greatest
medical problem of American children today" (Tarnopel, 1071, p.xi).
Roth these factors have, according to Mallahan and Cruickshank (1973,
p. 271)" resulted a vacuum of essential knowledge regarding basic
constructs" This is cogently demonstrated in the terminological
confusion surrr 'tiding these children who despite intact sensory and
emotional fund oning as well as average to above intelligence, cannot
cope with academic tasks .

Cruiekshank (1972, p.3) has aptly captured the position of this
field in describing it as a "complex, confused, .onglomerato of ideas
and professional personnel". Its scientific status is however, more
appropriately characterised by Kuhn's (19(i2) terminology - in the

absence of theory capable of explanation and prediction the LD field



lies at the 'pro-paradigm' stage. This Is primarily the result of the
field's unique evolution and hence the following discussion of conceptual
Issues, the symptoms associated with 1-1) children and finally their
relation to moral judgement is replete wi'h historical references.

3.1 Conceptual Issues_

In order to place the present study in perspective it is necessary to
consider a number of issues generic to research on learning disabilities.
3.1.1 Definition

In an attempt to establish learning disabilities as an area in special
education its umbilical cord with the past and with other areas of excep-
tionality was prematurely severed . Hallahan and Kauffman (197G) believe
this isolationist tendency was the single most significant cause of the
present terminological confusion. Most terms reflect differing definitions
which is to some extent inevitable in a field representing an interface
between medicine, education,psychology, language and several other
professions (Lorner, 1071). Each profession has jealously guarded
territorial imperatives by adopting its own label . Reflecting background,
training and personal preference a number of terms have therefore evolved
some of which are minimal brain damage, brain-injured (medical),
educationally handicapped, dyslexia (educational), language disorders,
psycholinguistle disabilities,aphasoid syndrome (language), hyperkinetic
syndrome, conceptually handicapped (psychological). In fact, Crulckshank
and Paul (1072) mention forty terms which have been used interchangeably
to refer to LD children, a recent addition being the 'slructopathlc child'
(Kok, 1072).

This profusion is perhaps understandable when one realises that an



appropriate label needs to meet the requirements of parent, child and
government as well as the various professions involved. The uniqueness
of each child's problem, the stage of the learning difficulty and the
varying importance ol different sense modes with age,further complicates
the definition problem and emphasises the sterile nature of the 'either or'
type polemic which characterises this question. Despite such difficulty
there is some consensus as Vaughan and Hodges (1!)7:1), in polling a
hundred LD experts,found that while they could not specify what a
learning disability was,they were able to agree on inappropriate LD
definitions. Although an adequate definition may thus evolve via exclusion
the ramifications of the definition problem call for a more parsimonious
resolution. A* Me Carthy (1071, p. 11) has stated,

"... the most important decision you will make is that of definition -

because your definition will dictate for you the terminology to bo

used in your program, the prevalence figures, your selection
criterion, the characteristics of your population, and the appropriate
remedial procedures".
Me Carthy points out that one's definition is closely related to the label
one uses The evolution of different labels in this field is thus outlined
as it clearly illustrates the nature of the definition difficulties generic to
the LD concept.

Karly pioneers in this field attempted to replicate Goldstein's (1039)
work on brain-injured adults using children as subjects. It is therefore
not surprising to find that in Psychopathologv and Lducation of the
Drain Injured Child , hailed as the genitor of this field (Lerncr, 1971),

Strauss and Lehlinen (19 17) postulate that the learning and bohavlour

problems of their subjects were not emotional or psychogenic but
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mnnlfvstnlions of hniin-Injury . Dospllv lli< rovolulionavy impact of lliis
concept (see Nielsen (li)(H)) and Sclntlinan, Kaspav and 'I'llrone (lilG.i)

for the research it generated in the 1950's) many objections were

raised. Stevens and Hirell (1957) summarise these into lour points.
First 'brain-injured' is cause-oriented and therefore docs not relate to
the behavioural symptoms of this condition. Secondly, the term can be
related to other conditions which are not associated with the child under
consideration. Thirdly, 'brain-injured' does not aid the development of
a teaching programme. Finally, as a descriptive concept the term is too
broad in meaning and easily leads to over-simplification. The authors
suggested a more appropriate classification would result from the term
'Strauss syndrome' which would describe children who exhibited many of
the following characteristics; erratic behaviour, persistent hyper-
activity, poor motor performance and organisation of behaviour, persistent
faulty perceptions and hyperactivity, inordinate distractibility and
increased motor activity.

Several other terms including 'ncurophrenia' (Doll, 1951), 'the other
child" (Lewis, Strauss & Lehtinen, 19(10) and 'minimal brain dysfunction'
(Clements, 19Gti) emerged in the race for a new label. As th-so terms
implied a brain dysfunction which did not manifest in gross neurological
deficits but which caused a learning difficulty and therefore prohibited
the realisation of intellectual potential, they were considered preferable.

The most popular of these, 'minimal brain dysfunction', although
prima facie animprovement was subject to criticisms similar to those
mentioned above. Myers and Hamm! 11 (19(19), for example, question

the logical status of such a concept maintaining that small damage to



cortical areas can produce severe behaviour deficits whereas gross
damage to others results in little disability. Similarly, Cruiekshank
(1900, 1'M)7) maintains the injury either exists or is absent while the
psychological problems it results in are far from minimal. This
criticism is compounded by (he fact that there is no agreement or
objective measure of minimal damage.

In view of those definition difficulties the whole issue of labelling
has been questioned. Ilammi 1l and Hartel (1971) have summarised these
objections in stating labels acquire a stigma, reduce teacher expectations,
are interpreted causally and are meaningless for children displaying such
heterogeneous behaviours. However, the question is not so much one of
labelling, as all children are labelled, but of the appropriateness of the
label in respect to the child's needs. As etiological terms describe
neillw the behaviour nor learning churactistics of these children a new
set of terms consequently emerged.

The most widely recognised of these is the term 'learning disability’
proposed by Kirk (19G3). Although this term meets the call for an
educational nomenclature (Gallagher, 1967), as Lcrncr (1971) points cut,
it does not specify the area of the learning problem nor the p m
which the child is deficient. Consequently, Wepman, Cruiekshank,
Deutseh, Moreney and Strother (197a) in response to the United State's
Secretary for Health, Education and Welfare's reappraisal of inappropriate
classifications, insist that this term be reserved for children demonstrating
a perceptual handicap. Although llallahan and Kauf.man's (197G) attempt
to Include emotionally disturbed and mentally retarded children under the

term 'learningdisability' their Intention is similar to Wepman el at.'s



(1075). 1lvnadtuiing (ho lonn would, (hoy contend, force a more specific
delineation of each child's learning disability. Doth these viewpoints focus
on the child's specific needs and are therefore similar in intent to the anti-
label movement. In a sense therefore the controversy with regard to the
necessity of labels and definitions is in the present context, a non issue.
Despite the current popularity of the term 'learning disability', it is
limited in terms of research (Ilallahan, 11)75; Torgeson. 11)75) and therefore
Johnson and Myklcbust's (11H57) concept of a 'neuropsychological learning
disability', which combines psychological and pedagogical interests, might
seem more appropriate to the present study. According to Johnson and

Myklebust,

"The root of the term, neurological, clearly discloses that the basic
condition is organic and involves the central nervous system. The pre-
fix psycho appropriately emphasises that an important concomitant is
behavioural. The designation, psychoneurological, therefore, indicates
that the disorder is in behaviour and that the causation is neurological"

(ibid., p. 8).
Even though this approach combines both etiological and behavioural aspects
it is not unanimously accepted in the literature. The whole definition issue in
fact appears to IK* far from resolution for even the single factor common to
many definitions,a deficiency in learning despite adequate vision, hearing,
motor capacity and emotional adjustment, has recently been questioned as a
sufficient basis for the homogeneity of LI) children (Ilallahan, 1975; Ilallahan
& Kauffmen, 1970; Torgeson, 1975). Although Cruickshank (1976) believes
consensus may be imminent, even In his optimism he admits it will take some
time for a definition to be universally accepted.

Any formal definition adopted in the present study would therefore be
arbitary and merely iefleet personal preference. Until Crulckshank's dream

Is realised it seems more appropriate to follow Me Cartby (1970) who reasons
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that In Tho moanlimn, proHent dofinitionH ",., can ho opovalionallsvel In much
a way as to oll'oclivoly Include (lioso chlldron who arc Inarninj; clisahh'd" (p.
317). ’1'ho operational definition outlined In chapter one thus appears to be the
most suitable for this study.

In conclusion, it should be noted that the question of terminology does not
merely constitute a semantic lag but underlies the empirical and conceptual
confusion in this area. The choice of an appropriate label does not therefore
constitute a solution - at best it can only communicate an answer to the key
definition question. With this door open other factors also contributing to the
. "complex, confused, conglomerate" may accrue their due attention.

3.1 .2 Ability Deficits

Closely related to the question of definition is a topic likely to increase in
Importance, the competence-performance distinction. This approach has been
profitably used In psycholinguistics (Chomsky, 1!).97) and it is here that the
distinction has been most succinctly drawn,

"Competence is an abstraction away from performance; it represents the

knowledge a native speaker of a language must have in order to understand

any of the infinitely many grammatical sentences.... Performance is the
expression of competence in talking or listening to speech. One is
competent to deal with an infinite number of grammatical sentences; but
one's performance may be distracted in various ways .... Irrelevant to

competence'." Me Neill (IDfiti, pp. 13-17).

The recent application of this model in the field of learning disabilities
appears to have led to some confusion. On the one hand.Torgeson (1975)
suggests that approaches to remediation should be determined by whether the
disability reflects an underlying structural defect or a performance variable,
Ilallahan (1975) on the other hand, maintains that only performance variables

are involved as L1) children by definition possess competencies equal to those

of normal achievers. Despite this divergence of opinion the Important point



to note is that lull) writers deal with a concept which may prove crucial to LI)
research where an <htlity deficit is often uncritically assumed to explain task
performance. Consequently, variables such as motivation are being mentioned
in the LI) literature If only to note that "amazingly little research has been done
on this question" (Hatlahan & Heins, 1t)7(i, p..’170). Such developments
emphasise the isolation of learning disabilities as a field in special education
as motivation has long been a key variable in The performance of retardates
(Zigler, 107:1).

At present one can only speculate at the extent to which such performance
variables have influenced the rejection of various null hypotheses. The
Importance of this distinction thus cannot be overemphasised and without it, it
is unlikely that the ps\chological processes underlying learning disabilities will
Ik*discovered making questions of etiology premature. In fact.Cllanzcr (1067)
postulates a direct relationship between performance variables and reme-
diation, as performance measures give no information on the processes
involved in learning difficulties and how remediation should therefore take place,
As the pioneers In this field were interested in educational questions, It is not
surprising to find that Werner (1007) drew a distinction between lest scores and
psychological processes. The revitalisation of this issue represents a return
tothe womb, a healthy sign as the arca of learning disabilities lias denied much
in its history which is potentially valuable. It is perhaps timely to heed
Newton's modest words, "If I see farther than others, it is because I stand on
the shoulders of giants". In standing on Werner's 'process versus test score
shoulders' it is quite possible that future LI) research may find
learning processes comprise several subprocesses and hence revolutionise

work in this area.



10

), 10';-(":iVi-h I'vnhlvms

''ho choicv of a fvium'wurk for vesvavvh is importaU as i( influom'os hoth
ivsoarch goals and pvoooduvos which in turn dvturmiiu the usefulness of data
obtained. Unfortunately Iids is not always considered in 1,1) research where
goals are often inappropriately specified lienee, for example, many studies
addressed to remediation are actually more suited to developing predictive
indices of learning disabilities (Torgeson, 1975). Furthermore much research
has not been conducted within any conceptual scheme and results tend there-
fore to lack coherence. Consequently, the advancement of this field is
hampered as the reciprocal interaction between research and theory is
severely limited.

The urgency surrounding a LI), which "if left unaided, usually have more
devastating effects on children than most childhood diseases" (Tarnapol, 1971,
p. 1) may be partly responsible for this, and may also result in the unsound
methodology generic to much LD research. The latter has caused some
concern over the willingness with which data is accepted (Me Carthy, 197(3) as
many studies have no control groups, do not specify population characteristics,
use parametric statistics where requirements of homogeneity of variance and
normal distribution of errors arc not met and tend to evoke causal explanations
when the study is correlational (see Hallahan (1975) and Torgeson (1975) for
a review of the problems facing researchers in this area). Instead of these
limitations reflecting a con idered comprise between the Inevitable practical
difficulties involved In experimentation, they often result from the politics of
research. The emphasis on originality and the 'publish or perish' syndrome
are antithetic to consensus and |tooled knowledge which is fundamental to

further progress In this field.



Until hucli ngivemonl is venvhptl and results in impi'oved nH'tluulology it
sceptical attitude towards research findings should lie maintained. However, in
the absence of a universally - accepted definition this remains an important ,
though at times unreliable source of information with regard to the symptoms
characterising 11) children.

3.2, K\mptoms Associated with learning I'Usabilities

In view of the confusion regarding appropriate labels and deflations, it is
not surprising to find different researchers presenting divergent symptoms as
characteristic of LI) children. Clements (1)< attempted to systematise this
.confusion by reviewing over 100 publications on symptomatology. Although a
decade old Clement's findings arc still quoted as attributes of LI) children in
some contemporary texts (e.g., Kauffman & llulluhan, 1!>7ii), and henee serve
as a suitable springboard for tin* present discussion. Ninety-nine charac-
teristics were uncovered, the ten most widely cited, In order of frequency,
being;

hyperactivity, perceptual motor impairments, emotional lability

coordination deficits, attention disorders, impulslvtly, disorders of

memory and thinking, specific academic disabilities (e.g. reading, arith-
metic etc), speech and hearing problems and electroeneephalographic (KEG)
irregularities.

It is important to note that many of these symptoms stem from clinical
observation and have not empirically been shown to exist more frequently in a
LI) population. After reviewing LD research llallahan (1075) however, con-
cludes that except for laterality and hemispheric dominance, there was not
"any eonelu tlve evidence to Indicate that learning disabled children are equal

to normal children In any areas of functioning" (p. 53). This statement Is



Immediately qualified as Hallahan maintains that these 'tentative results'
should not lead to 'definite' conclusions owlnj; to unsound melhodology.

Although present-day researchers reject many of the symptoms suggested
by Clements (liltiti) a number, such as, attention disorders and perceptual motor
Impairments, are still widely cited in (he current literature. In addition,
sever'd further characteristics, including low self -concept and unpopularity
have been attributed to this population. These symptoms will be considered
insofar as they effect the cognitive processes and social skills directly rele-
vant to this study,

3.2.1 Cognitive Processes

According to some views of cognition the characteristics of LD children
should result in impaired cognitive processes. For example, the high incidence
of perceptual problems in the LI) population (Lcrner, 1071; Wcpman el aj .,
1075) will necessarily, in terms of Bruner's (10GG) unitarist theory (that there
is a linear relationship between perception and conception), lead 10 cognitive
deficits. On the other hand a theory such as Piaget's (1000) or Olson's (1070)
allows adequate cognitive functioning in the presence of perceptual difficulties,
If cognition is indeed the process by which sensory input Is transformed,
reduced, elaborated, stored covered and used (Neisser, 10G7, p. 1) the
reading difficulties of LD children render them cognitively impaired by defini-
tion as they imply a breakdown in one or more of these processes.

Although an ideal method of investigating cognitive development is to study
", .. inefficiency in the strategies employed by human beings in thinking"
(Bruner, 1)GQ», p. ix) little research has been conducted on the cognitive

processes of LD children. This is partly attributable to the legacy of early

pioneers who emphasised perceptual motor development. It can be clearly



sovn ill a suvvoy of nrliolos in six iivofossional jnuriials livtwoon Tho yoavs

and 1970 whivh voflovt " ... o continuous pvodoiiilnancc of interest In percep-
tual-molor heliaviouvs as coinpared to eognltivo-lanipiagi liechaviouvs and
especially to soctoeniottonal aspects ol behaviour" (llallalian & t'ruivkshank,
197.'1, p. 157). Generalisations as to the conceptual impairment of LD children
(e.g., llrutten, Richardson & Mangel, 1979; Homan, 1970; Lerncr, 1971) arc
thus unwarranted yet are perhaps understandable in the light of this syndrome
being attributed to some brain damage or dysfunction as loss of conceptual
ability is a cl; ssical synvitom of cerebral lesions (Ratiorsby, Krieger, Pollack
& Render, 1955).

Much of what is known about the cognitive abilities of LD children lias been
extrapolated from earlier work done with the brain -injured. Strauss and
Lehtincn (19 17) on the basis of various categorisation tasks found "peculiarities
In thinking, reasoning and concept formation" (p. 54) among their subjects. In
particular, they noted formalistic behaviour in the arrangement of objects, a
finding replicated by Strauss and Kcphart (1955) who also found the brain-
injured tend to build rigid schemata and do not easily develop new concepts.
Similar results have emerged in more recent resecarch as disabled readers
performed poorly on a symbolic learning task (Walters & Doan, 19(52), concept
formation tasks (Rraun, 19(15) and tasks requiring equivalence judgements of
dissimilar materials (Cummings & Paw, 197(5).

This data could be interpreted in terms of Harlow's (19 19) concept of
'learning sets', that is, LD children may have difficulty in changing from one
set to another. A study by Wlrlenburg and Paw (1975) supports this reasoning
as they found that while retarded readers learn a task solution as quickly as

adequate readers, they are deficient In generalising the solution to different



hut ivhitod iivohlvms, As noted by these Investii’iitovs, it is possilile to inter-
pret the results in terms of :in Mtlenlion defieit wineh recently di’'monsl rntes
how symptoms iissoeiiitetl with the LI) popuhtlion may el feet their cognitive
processes. Although tiieve has been a great deal <i theorising on the con-
sequences of cognitive deficits in the learning disabled (e.g., Kngelmann,
1960; Lerner, 1071), there is little direct research beyond the categorisation
and concept formation studies cited above.

Indirect evidence of cognitive processes has however been accumulating
in the form of standardised test score profiles such as that of the Weschler
Intelligence Scale for Children. Besides analysis according to the traditional
Performance and Verbal scales (Clements, 1066), profile' have been con-
structed according to Bannatync’s (1071) four category sysb m (spatial ability,
conceptualizing ability, acquired knowledge and sequencing ability) and Wilkin,
Dyk, Paterson, Coodenough and Karp's (1062) three factor model (analytic-
field, attention-co icentration and verbal-comprehension). The problem how-
ever, is not choosing wh'.ch approach is most appropriate, nor one of
repliecablity but of interpreting results. For example, Huelsman (1070) in

reviewing 20 such studies found LI) children were generally low in Information,

Arithmetic, Digit Sp in and Coding. But low Arithmetic scores may result from

attention and memory deficits or a host of other factors besides poor
arithmetic skills (Pincham, 1076a). As several equally plausible interpre-
tations of this pattern could ix lorwarded such proxies should be seen merely
as 1 first approximation to global cognitive processes. The information gained
from such research does not therefore appear to equal the effort expended in
its execution.

A possible exception is the study by Myklebust, Bannochic and Klllen



(1971) which is important not only because it samples a wide range of cognitive
processes but Is one of the few which explicitly aims to determine the cog-
nitive ability of LI) children. On the basis of their results Myklebust el at,,
propose that the mental abilities of this group are structured differently to
those of normal achievers. Furthermore, these abilities are held to be
relatively independent so that success on one task is not predictive ol that on
another. Consequently, LD children may for instance be deficient on concept
formation tasks but not Piagetian operations. As the latter arc pertinent to
moral judgement, research in this area v ill be reviewed.

Unfortunately, few studies utilising LD children have been conducted in a
Piagetian framework while existing results arc contradictory. Klees and
Lebrun (1972) in analysing the figurative and operative thought processes of 10
dyslexic children administered Piagetian conservation, classification, serial ion
(stick ordering), and horizontality tasks. Although their dyslexic subjects did
not differ from normals on the horizontality task they were reta* dec! in their
acquisition of conservation, classification and stick ordering. Contradictory
results were obtained by Meltzer (1970) who found no difference between LD
subjects and normal controls on eleven tasks measuring conservation, sonation
and classification. Similarly Fincham and Meltzer (1970) could not differen-
tiate LD and control groups on number conservation tasks. The confusing
picture painted by these studies is emphasised by Klees and Lebrun's (1972)
finding that their 'not very perceptually disturcd' dyslexic group obtained
similar results to normal children on the classification task.

As none of these investigations found qualitative differences in the LD
child's cognitive processes the Issue apnears to be primarily one of develop-

mental retardation. At present it is not clear whether the learning disabled
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manlfvst a (Halurhaaoi' in Vlage'tinn cogniliw' pvov.'ssos. If prvsonl such a

deficit would inipaiv moral judgement,an integrity which is also effected by

social skills,
d.2.2. Sm'jal Skills

There is r surprising degree of consensus regarding the sociocmotional
development of LI) children. Hence social skill deficits are posited by 'psycho-
behaviourists' (llallahan & Kauffman, 1DTti) to be 'incxtrixably intertwined' with
perceptual, language, cognitive and motor impairments while psychoanalysts
hold primary ego functions (e.g., language, perception) as necessary conditions
for adequate social fune.ioning (Happaport, 19>G, 1975). Such agreement, how-
ever, provides false security for, as noted previously, il exists in an
empirical vacuum.

Like knowledge of cognith <processes, an understanding of sociocmotional
development is crucial to remediating learning difficulties and thus the dearth
of research in this area is also surprising. It is perhaps understandable when
one remembers that it is extremely difficult to empirically validate statements

such as,

"... conspicuous and nonendearing qualities of many MHD infants would
tend to impair the mother-child relationship from the beginning. Irritability,
insatiability, and unpredictability do not reinforce the mother in her
child-rearing efforts, but rather tend to weaken her lies to the infant.
Whether or not the child outgrows these characteristics, their presence has
affected his mother in ways that will continue to affect him" (Wonder, 1971,

p. 155).
This is testified by The fact that although the nuclear family is the logical place

to study social development there is a marked absence of such studies in the

published LD literature .

The fact remains,however, that sensitivity to social situations, ability to

perform Independent tasks,appropriate social behaviour and ability to



jutlgv moods and all Kudos in olhors an- hold lo ho impaivod In lho I1I) population
(Lovnov, 1!>71), Sinoo Strauss and Lohlinon (I!) 17) first ohsorvod an omotlonal
shallowness in hrain -injured children several authors (llaer, ItHil, Denton,
19(11, Lewis cl atv 1900) have viewed social deficits as part of the LI)
syndrome, Only recently though was it suggested that the social 1\ impaired
cliild max have a separate learning problem. Johnson and Myklcbust (1907)
icfer to this concept as a 'monverbal learning disability' pointing out that it
manifests not only as a deficit in person and self perception but also in an
inability to understand the relevance of space, time. size and direction. In
fact,"it is experience itself which is distorted" (ibid., p. 279). Consequently,
reductionistic attempts to account for a learning difficulty in terms of single
factors such as language (e.g., Glenn, 1975) deny the complexity of this
syndrome.

As there are few adequate measures for identifying LI) children with social
disabilities (Lerner, 1971) no attempt was made to do so in the present study.
It is possible that the sample investigated includes some of these children but
in view of the fact that the greatest number of learning disabilities involve
language disorders (Me Grady, 19(>8) they are likely to constitute a minority.
This docs not preclude the possibility of impaired social skills in the present
sample as all learning disabilities are held to effect social development. In
fact Cruickshank and Johnson (1975) suggest that the field of learning dis-
abilities necessitates a far closer relationship with clinical psychology than
most fields of special education.

It Is even argued (e.g., Cruickshank & Paul 1972; Rappaport, 19>(>, 1975,
197(1) that the personality development of LI) children does not follow the

normal pattern because ego functions arc disturbed by central nervous system
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Insult and exporlonoos of (‘ontimu'd IMIIUIv. Th< lattc'V is particularly impor-
tant as the self is distinguished from others "by doing something which other
people cannot do or cannot do as well" (Mead, I!)!'I, p. 208) and thus develops
in an interpersonal setting. In view of the LD child's inadequate academic
performance, his difficulty in interpersonal relations (Haer, liHil; Dryan
197-1a; Me Cartin', 1970) and the relationship of academic pcrformanci to peer
attitudes (Horne, 1975), it is not surprising to find those children low in self-
concept (Black. 197-1; Larsen, Barker & Jorjorian 1973; Rosser, 197-1).

The sine qua non of a LI), inadequate academic achievement, thus appears
to he closely related to social development. Whelan (197-1) provides further
evidence for this viewpoint in finding that academic progress often heralds a
change in the social and emotional behaviour of severly disturbed children. A
study by Me Carthy and Paraskevopoulos (19(19) also supports this argument as
they found LD children exhibited a similar distribution of behaviour pattern
scores to the emotionally disturbed. Furthermore, both groups differed from
normals on their three factors namely, unsociallzed aggression, personality
problems and immaturity-inadequacy . Me CartIn and Paraskevopoulos conclude

that,

"Conduct p ohlem behaviour characterized by restlessness, disruptiveness,

attention seeking, fighting, irresponsibility, tension,hyperactivity, dis-

traetibllity, jealousy, etc., appears to be the main characteristic of both

emotionally disturbed and learning disabled children" (ibid., p. 73).

These antisocial ixdiavlour patterns arc perhaps a logical extension of the
LI) syndrome which fosters Increased susceptibility to factors such as teasing
and rejection. In fact,Donas (1975) suggests that breaches of school regulations

often compensate for school failures and there is Indirect evidence to support

inappropriate moral behaviour in the learning disabled. For example,
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attout lon, which Is held to he Impaired in LD children (Pvkman el :d., 1971;
Tarver & llnllahan, 197 I) has been shown to Iv' associated with resistance to
cheating (Grim, Kohll)erg  White, 1UGS8), However, as Viaget (1992, p. 71)
states the Inaction of reciprocity in moral judgement is to "lead the child to the
practice of reciprocity" it remains to relate moral judgement and learning
disabilities.

3.9 Moral Judgement and Learning Disabilities

By presenting evidence which points to the impairment of cognitive pro-
cesses and social skills an implicit link between moral judgement and learning
disabilities has been forged. This connection becomes explicit in studies
showing a relationship between several LI) symptoms and tlm development of
moral judgement in normal children.

An illustrative example is m’ tied by the role of social participation in
moral judgement development. Keasey (1971) lias found that the quantity
(measured by the number of past and present chib memberships) and quality
(independent self- report, peer and teacher ratings of popularity and leadership
roles) of social participation facilitates the development of preadolescents *
moral judgement. Hence both the low peer popularity (Bryan, 1974b) and the
qualitative difference of the LI) child’s interpersonal relationships, as com-
pared to normal controls (Bryan, 1971a) may debilitate his moral growth. This
is likely to effect moral judgement via role taking skills which are directly,
though not necessarily linearly, related to social interaction (Hollos & Cowan,
1973; West, 197 1). Conceptual analysis also supports this viewpoint as taking
alternate and reciprocal roles Is the sine qua non of adequate peer Interaction.
To do this, however, requires normal language development for the communi-

cation of relevant thoughts and feelings, but, as previously noted, the greatest
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IVUNIK'V of Ivnvnlng dlsahitltios involve hmgu:i|;e ilisordevs. Such role hiking
skills would, hy definition,also be impaired in the child with a nonverbal
learning disabi lity ,

L'Jven the LI) child's home environment does not foster the development of
such skills. Wetter (1070) for example, discovered the mothers of LD
children are less accepting and more rejecting than those of normals, a
particularly Important finding in view of Hoffman's (1000, 1070) emphasis on
parental affection for moral development. As siblings adopt the parents'
attitude to the disabled child (Telford & Sawrev, 10711), it would seem the whole
family milieu mitigates against the LD child's moral development. In terms of
moral judgement, Holstein (10GS) lias shown this variable is directly related to
parents encouraging their children to participate in discussions, a factor likely
to increase role taking opportunities. The maternal rejection of LD children is
antithetic to such stimulation.

11 is not unexpected, in view of such considerations, to find that learning
disabilities have been associated with delinquency (Poremba, 10(>7, 1975). This -
factor is perhaps the most direct link between moral judgement and learning
disabilities, as delinquents tend to exhibit inadequate moral judgement (Fodor,
1972; Hickey, 1972; Kohlberg, 1961). The connection between delinquency and
learning disabilities originated via clinical observations made in the juvenile
court but has more recently been explored by research workers. For example,
Elliot and Voss (197 I) have shown in their multi factorial study that early school
failure is the single most important variable in predicting later delinquency.
Studies demonstrating a high percentage of LD children in delinquent popula-
tions (Herman, 1971; Critehloy, 1961; Tarnopol, 1969) support more directly

theoretical attempts to connect these two areas (Brutten, Richardson &



Miinjjol, 107”; Mnusor, 11)7 1; I"ort'mha, 1N)<7, 1073).

OIK' of the in’gumonts for sih’h a link is thal dolin<iii<'nt ri'oldi vism is
mounting, dospilo increasing psyohiatrie intervention. This suggests that an
intrapsychie approach may not lie as relevant as renuulial cdueation. Learning
disability specialists, always quick to answer remedial needs, have begun to
suggest educational techniques suitable for rehabilitating these children
(Poremba, 1075). The obvious need for moral education is however, marked
by its absence. Indeed, the lack of research or mere mention given to the Lil
child's moral development is even more surprising as it has been argued in
sthe present chapter that several LD symptoms may impair moral judgement.

The concern with moral judgement may be questioned as it appears that the
most direct link between learning disabilities and moral development is in terms
of behaviour. Notwithstanding tins objection it is apparent that one must be able
to reason morally before one ciin act morally and hence moral judgement is
logically prior to moral behaviour. As Kohlberg (lilt'd), p. 374) states " ...
once moral judgement development is understood, the development of moral
action and moral affect becomes much more intelligible and predictable". It
is for this reason that the present study addresses itself not to moral behaviour,

but to an as yet unexplored area of learning disabilities, moral judgement.

The purpose of this chapter has been to explore the effect of various LD
symptoms on cognitive processes and social skills. It was intended to thereby
Integrate the present review of learning disabilities with the material presented
in chapter two on the cognitive developmental approach to moral development
and to justify the choice of LD children in the present study, a factor directly

attacked in the last section. In order to place this argument In perspective,

fil



however, the ch.'tpter openeil with ;i (Ilscusston of eoneeptunl issues in IThe

field of learning disaliililies whieh revealed the tentative nature of knowledge

in this area of special education,
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CIIAVTI''H 1

I'inni Ilciil Fiiulings

Tho prosoul chaplor roviows roso.trch in both normal and oxooplional
children regarding the integrities neeessary for moral judgement development
and hence serves to integrate the material presented in the preceding two chap-
ters . As discussed in chapter two, the development of moral judgement is held
by cognitive developmental theorists, such as Piaget (1">312) and Kohlberg
(1971), to depend on changing cognitive structures and social environmental
factors. Only findings relating to these two variables will be discussed. More-
over, as the present study stems, both conceptually and methodologically more
directly from Kohlbcrg's theory, a bias towards investigations conducted within
this framework will be evident.

Despite the narrowly defined area to be reviewed the comparability of
findings is open to question owing to the crude assessment inslrumet used in
this area. This is hardly surprising as, Magowan and Lee (1970, p. 53G) point
out that,

"the attention devoted by psychologists to the refinement of instruments for
the measurement of moral maturltj has been sparse indeed when compared
with other branches of psychometry",
Many studies use Kohlberg's assessment technique which, as pointed out in dis-
cussing his work (see section 2.1), is not without difficulty. First, his method
I highly esoteric and remains unpublished. Much research is therefore con-
ducted by experimenters who are untrained in this technique or who have learnt
it second or third hand. Consequently, no standardised practice is followed in

laerviewing subjects with both the number and coulent of questions varying

from one dilemma to another and from one experimenter to another. Secondly,
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rcoring system?) vary as Kohlberg is coiitlmially ivvising his instrument . Both
sentence and story aspect scoring are still used in some studies despite the
newer intuitive issue scoring technique. However, as the latter is reliable only
"in the hands of thoroughly trained or experienced scorers" who have had
"personal teaching and supervised experience" (Kohlberg, 1)7<a, p. 15) some
researchers use Kohlberg’s standardised issue scoring system. The failure of
many investigators to report the exact scoring technique used makes it difficult
to know whether inter-study comparison on this criterion alone is valid.
Furthermore, the use of global stage scores as well as moral maturity scores
which vary from 100 (if all responses are stage 1) to GOO (if all responses are
stage Q) introduces further variability between studies. Thirdly, inter-dilemma
comparison is difficult as each samples different issues to differing degrees, a
factor which may account for the discrepancy in the number and nature of ques-
tions following each dilemma. In addition, dilemmas vary as some art' un-
realistic while others arc appreciably more realistic. In terms of projective
theory unrealistic dilemmas may allow individuals to more freely project and
hence be preferable. Conversely, realistic dilemmas may be taken more
seriously thereby capturing the richness of the subject’s response. Although
there is no research investigating the relative efficacy of these two ty'es of
dilemma the failure of investigators to specif) the actual stories they used
again questions the comparability of research findings. Finally, the carte
blanche use of Kohlberg’s dilemmas with young children is open to question.
Little attempt has been made to adapt these stories and it is therefore quite
possible that they may measure factors such as language development rather

than moral Judgement.

Despite these difficulties with Kohlberg's assessment technique it appears



pivforablo (o Viagc’l'.s dual slni-y mvtlind which has hcvn found lo mvasuiv
moral oonlvnt and performance variables such as memory (l.ickona. I!)7(ib).
In addition, Kohlbcvg's inst ruincnt has been a cohesive force in research on
moral judgement development as will become apparent in the ensuing review.
*1.1 Cognitive Processes and Mpral Judgement

Initial support for the view that moral judgement is anchored to general
cognitive functioning is suggested by Ilie well documented relationships between
IQ and Piaget's dimensions of moralih (Abel. 1911; Boehm, 1902; Durkin, 19.));
Johnson, 1902; Mac Rac, 1951) and the moderate correlations obtained with
Kohlberg's stages (Keasey, 1971; Kohlhe g, 1958). Purlher studies show that
with mental age controlled differences in moral judgement disappear (Blakcy,
197:1; Boehm, 1907; Krebs, 1905).

The problem with such evidence is that IQ is an inadequate measure of
cognitive functioning In the context of both Piaget's and Kohlberg's theories and
is therefore inappropriate for testing the posited parallelism between logical
end moral progress. At best it measures Plagetian logical operations only
Indirectly and conceptually is based on a model of intelligence which is not
predictive of qualitative!) different modes of moral reasoning. The correlation
between IQ and moral judgement can therefore only lead to the claim that children
with higher IQs move faster through Piaget's or Kohlberg's stages. Con-
sequently, Kohlberg and (Jilligan (19711 present a model in which various
Piagetinn stages are prerequisites for corresponding moral stages. More
specifically, the consolidation of concrete operations Is seen as a necessary
condition for Kohlberg's stage 2 while formal ope. itions constitute the basis

for principled moral reasoning (stages 5 & (i),



Suhsvciiu'iU n\soaroll (foiK'rally snpporls Iliis modol. For oxamplo,
Tomlinson-Kvasoy and Koasoy (11)7 ) and Langford and Cloorgo (1975) ohlainod
results eonfinning the latter relationship. More relevant to the present study,
however, is evidence re! Mng to the postulated tun \ssity of concrete operations
for the naive iiistrv.mental hedonism of stage 2. Koasoy and Weston (197::) are
the only researchers who have specifically addressed themselves to this
question. They presented their subjects (20 randomly selected 7 - and 9 -
year - olds, half boys and half girls) with five Kohlberg dilemmas,
classification and conservation tasks. All 13 children at stage 2 were found to
be concrete operational. In contrast, seven concrete operational subjects did
not display stage 2 reasoning. Combining these facts Keasey and Weston (197:1)
suggested that operational thought is a necessary, but not sufficient condition
for the transition to stage , an hypothesis they tested more appropriately in a
second study. One year after initial testing the same moral and cognitive
measures were readministered to 12 children who had evidenced neither con-
crete operational nor stage 2 reasoning. Of the 10 children who attained
operational thought, seven also changed moral stages, while the two pro-
operational 7 - year - olds still remained at stage 1. It thus appears that there
is adecalago in the emergence of reversible thinking as applied to physical and
moral content.

Damon (1975), however, found no supporting evidence for this viewpoint
with regard to do."loping conceptions of justice, the core element of Piaget's
end Kohlbcrg's stages. He explains the strong association found between levels
of justice and mathematical-physical reasoning in terms of the synchronous
emergence of corresponding justice and logical levels in the majority of his

sample. Thus contrary to Keasey and Weston's (197:1) finding that logical
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structures nppoar first in pliysicnl, and only later in social eoneopts,
Damon's (1975) results suggest the converse is eoncetvable. II is possible to
imagine a condition where repeated school failure (el.lhe learning disabled)
leads to emotional arousal which may in turn impair reasoning in respect to
physical concepts. Consequently, social reciprocity could conceivably emerge
before reciprocity in the physical domain. In the present context, if LD
children displayed adcqua'e role taking or moral judgement but impaired
conservation ability this would support the above view and have serious im -
plications for the cognitive developmental approach to moral judgement,

Prima facie, another of Kcasey and Weston's (1975) findings appears
anomalous. They noticed a different pattern in the correlations of concrete
operations and moral judgement in their 7 - (classification.-13; conservation of
mass. 09; weight, 10;and volume. -18) and 9 - year - olds (classification. 32;
conservation of weight - .03; and volume - .02). Accordingly, Kcasey (1975)
suggests a specific-dependent model of the cognitive-moral judgement relation-
ship as 9 - year - olds, it is argued, arc not undergoing any major cognitive
transformation. 1lbs model is consistent with Kohlberg's and sees moral growth
as dependent on specific changes in cognitive development. Lee (1971) however,
has found a general correlation between six Piagetian tasks and Kohlberg type
measures of moral judgement (average r -19) . In contrast to Kcasey (1,
she therefore postulates the concomitant growth of cognitive development and
moral judgement, a viewpoint closely allied to Piaget's theory.

This disparity is, however, more apparent than real, as Lee also found that
an increase In certain moral responses (e.g., peer versus authority type
responses) was associated with the development of concrete operations, where-

as an Increase of other moral responses (e.g., societal order considerations)
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was ivlull'd to |lu' I'liK'vgi'iii'i' of formal operations. Fun, rmore, with age
partial led out the moral -cognitive correlation decreased (average r .d.'l),
Despite her attempt to control age, even Lee admits the possibility that this
may lie the main variable accounting for The relationship,

Kinsey's (1975) development of Kohlberg's theory thus appears to be
essentially correct as the necessity but insufficiency of certain cognitive
operations for moral judgement development remains to be (lisprow a. Perhaps
the relationship of cogniti 'C growth to moral judgement is most easily seen In
a study by Fpstein (1 5. As soon as children understood that changing a rule
is different from violating it, they allowed rule change. lienee cognitive im-
maturity appeared to be the source of the young child's inflexibility with regard
to rules. In sum, it is apparent that empirical research substantiates the role
of cognitive factors in the development of moral judgement. There is no evidence
to dispute such a relationship although findings lend to favour Kohlberg's model
rather than Piaget's contention of mere conconmitant development.

4.2 Social Skills and Moral Judgement

Research associating general social development to moral growth is not
reported in the present section as it is argued that the relationship to moral
judgement is via its effect on role taking ability. However, studies concerning
the influence of the peer group will lie briefly considered owing to The role
accorded to it by Piaget and the fact that even in terms of his theory this
influence can be Interpreted as role taking opportunity.

Data relating to the impact of peers on moral judgement is mixed. Several
findings do not support Piaget's hypothesised relationship (Kugelmass &
Rrcznltz, 1957; Krebs, 19(15; Porlcus & Johnson 19(15), In fact, Lerner (19117)

and Dovemix (1970) even concluded that peers may have a negative effect on
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moral growth when, for example, peer opinion rims counter to mahpv moral
reasoning. On the positive side there is behavioural evidence supporting
Piaget's view (Ugurel-Semin, 1952; Kinhorn, 1971). Nass (liXi ) has even
suggested that the pui poled peer solidarity of congenitally deaf children accounts
for their earlier independence of adult influences in moral judgements.

A possible interpretation of this contradictory evidence is offered by
Ltckona (197(lb) who suggests that Piaget's moral dimensions are not sensitive
to variations in peer experience whereas Kohlberg's dilemmas are. Con-
sequently, peer popularity has been related to moral advancement on Kohlberg's
hierarchy (Kcasey, 1971; Kohlberg, 1971) although research conducted within
such a framework tends to focus more on role taking ability as a determinant of
moral judgement. Such an emphasis is consistent with Piaget's theory when one
remembers that Piaget emphasised the peer group only to the extent that it
offered reciprocal social interaction. As Piaget (195:!, p. 157) explains, giving
the child "a feeling of equality" is the all -important facilitator of moral growth.
Accordingly, research on role taking, is also noteworthy in terms of Piaget's
theory.

Studies relating moral judgement to role taking can be viewed in cognitive
terms as the ability to consider another's point of view as both distinct from and
yet related to and contingent on one's own, reflects intelligence - it is the crux
of social intelligence (Mead, 195 1). Unlike theorising relating cognitive and
moral growth though, neither Piaget nor Kohlberg differentiate levels of per-
spective taking nor do they show how particular stages of moral judgement could
be based on particular role taking skills. Recently, however, Kohlberg (1976a)
has explicitly defined moral judgement development as a gradual evolution of

role taking abilities, This development crystallises one line of research on



role taking which does not see the necessity of empirically correlating it to
moral judgement as these variables .are considered related by definition. Hence
Moir (1971) for instance, in showing that various role taking tasks account for
a significant portion of the variance in moral judgcnn ni scores, is really
interested in the relative ease with which role taking is applied to moral and
nonmoral areas. lie therefore suggests a structure d'ensemble interpretation
of role taking skills pointing to The importance of factors responsible for deter-
mining role taking development. Significantly, in the present context, Moir
(197-1) found that with intelligence partialled out, age and socio-economic status
controlled, the relationship between role taking and moral judgement remained
significant.

Although not strictly comparable, this finding is inconsistent with Sc lman's
(1971) results where the relationship held only for the middle range of tricho-
tomized IQ scores. In contrast to Moir, Selman does not define moral judgement
in terms of role taking but seeks to establish an empirical relationship between
these two variables. More specifically, Selman postulated and found that an
understanding of reciprocal interpersonal relations was a necessary condition
for conventional (stage 9) moi al reasoning. Using 20 8 - 9 - and 10 - year -
olds (10 boys and 10 girls in each group) Selman demonstrated that with age
partial led out the relation of role taking to moral judgement remained signi-
ficant. However, as lower and higher trichotomised IQ groups showed no
relationship on these two experimental variables Selman suggests mental age
may be a crucial factor in determining the emergence of role taking skills in
moral judgement . Although this appears inconsistent with Moir's (197 ) result
it may not be owing to Selman's inappropriate methodology. Selman draws his

2
conclusion on the basis of 2\ 2 X analyses comprising 20 subjects, In terms
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of the assumptions needed to accurately approximate a X distribution (Siegal,
195(1, pp. 101 -111) this does not allow the variable under consideration to work
in favour of independence. In fact consultation of Selman's doctoral thesis
(Ibull) on which this study is based, revealed that there were normally one or
more cells in his four-fold contingency tables with expected frequencies ot less
than one. Thus Selman's investigation of age and intelligence can be seriously
questioned.

However, a study by Ambron and Irwin (1975) which adequately partialled out
1Q, supports the relationship of role taking to moral judgement found in Molr's
(197 I) and Selman's (1971) studies . This investigation not only showed a sig-
nificant relationship between role taking and moral judgement but also demon-
strated that this held for different dimensions of role taking (perceptual, cognitive
and affective) and moral judgement (intentionality and restitution). That
Selman's (1971) inadequate control of intelligence and age may not have effected
his main results is also suggested by a longitudinal study of his subjects. Ten
children who had previously scored poorly on role taking and moral judgement
measures were retested a year after the initial study. The only two children
who had attained conventional moral reasoning also displayed reciprocal role
taking ability, in centrist to several other children who had achieved the latter
but not the former. Sclman (1971) therefore concluded that reciprocal role
taking is a necessary but not sufficient condition for stage :1 reasoning which
is partially supported by Hickey's (1972) finding that the moral reasoning of
delinquents was inferior to tin ir role taking ability.

In conjunction with Damon (Sclman & Damon, 1975),Sclman has extended
this viewpoint by positing a parallel between his structural analysis of role

taking development (Sulman & Myrne, 197 I) and corresponding justice concepts .



This hrlivs Sviman's (1!)7(1) most vvconl slight'slion (hat an egn-<ivvolo|)m(Mit grid
he constructed with content arcas (physical, logical and social domains) and
developmental stages constituting the horizontal and vertical axes respectively .
At each stage a common structural unity would then connect dilierent content
areas.

Such a model is implicit in research attempting to relate decentration In
different areas to moral judgement. For example, Stuart (I!)<!7) administered
measures of lateral discrimination, perceptual and social deeentration and
found that they related to Immanent justice, expiatory punishment and objective
responsibility. Similarly, Kubin and Sch udder (1!)7ii) have related performance
on tasks of egocentrism (communication and altruism) to levels of moral judge-
ment as measured by Lee's (1!)71) moral dilemmas, an adaptation of which are
used in the present study. Although this finding Is consistent with the literature,
the use of moral judgement scores as a quantitative variable in this study can
bo challenged. Accordingly, Fincham (197Gb) used Lee's (1971) stories to
dichotomise a sample of -Li children into those high and low in moral judgement.
Administering liquid conservation and role taking tasks it was found that both
variables were significantly related to high but not low moral judgement levels
which is consistent with cognitive developmental theory.

It thus appears that most research findings support th" postulated role of
cognitive processes and role taking In moral judgement development. Further
evidence relating to this question will be discussed m reviewing studies on the
moral judgement of exceptional populations.

4.9. Moral Judgement in Exceptional Emulations_
The investigation of moral Judgement in a population which may be impaired

In cognitive and social development, the converse approach to that above, has
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not proved popular. In I,tel, there appears to he a paucity of research on moral
%

judgement in exceptional children, an observation confirmed by both Hoffman

‘*
and Llckona . Moreover, few of the existing studies are directly related to the
issues under consideration. A possible exception is the Investigation ol moral
judgement in mentally retarded children (Abel, I!)II; Hlakey, 11)7:1; Boehm, 1%7)
in particular the longitudinal study conducted at T inple University (Mahoney &
Stephens, 1D71; Me Laughlin & Stephens, 1974; Stephens, 1972, 1971. Stephens,
Miller, & Me Laughlin, 19G9). In the latter, Magellan reasoning, moral judge-
ment and moral conduct tasks were readministered to 75 retardates (IQ 50 -
75) and 75 normal controls (IQ 90 110) after a two-year interval. This
yielded a wealth of information, selected portions of which will be considered
in the present context.

It was found in phase one of this study (Stephens, ot all.,, 19(59) that retar-
dates differed significantly from control subjects on ail but two of the 22 moral
judgement measures. This result suggests the importance of MA for moral
judgement but is contra-indicated by analysis of phase two data (Stephens, 1972).
When MA and CA were statistically controlled by analysis of covariance the per-
formance of normal controls still exceeded that of the retardates, Although prima
facie inconsistent with the posited relationship between cognitive and moral growth
this result, when seen in context, provides partial support for the cognitive devel-
opmental viewpoint. Fact >r analysis of the reasoning tasks did not yield a single
factor which was jointly defined by Magellan and standard intelligence scores. It
is quite possible that Magellan cognitive skills thus account for the difference in
moral judgement as the two groups differed on 17 of these 29 reasoning measures,

notably categorisation, flexibility and reversibility all of which characterise

Personal Communication, June 16th, 1976.

Personal Communication, September 5th, 197(5.



oporiillonal thought. This possihility Is I'uvtlu'r supported hy the vmergence of
severs I additional factors defined by reasoning and moral Judgement in phase
two.

However, the use of these quantitative and factor analytic statistics in
analysing what is basically qualitative, stage - structural data has been ques-
tioned (Kohlberg, 197 1). Such techniques are, in addition,uusuiled to testing
specific relations between moral judgement and cognitive stages. To do so in
this particular study would, in any event have proved difficult as longitudinal
findings showed the moral judgement measures did not define structural stages
(normals improved on some but not other measures of the same variable) nor a

developmental sequence (retardates regressed in three clumsiness and stealing

stories). The inadequacy of these measures is further demonstrated by the near

optimum performance of retardates and normals on tasks which did not differen-

tiate the two groups, In view of these considerations the moral judgement tasks
do not appear to warrant longitudinal study nor the detailed analysis performed
on them. These criticisms furthermore reflect the nature of this study which
scorns to be a duta-based exploration of various abilities and their development
in the mentally retarded rather than an investigation of any particular develop-
mental theory.

In cont rast, Taylor and Achenbach (1975) used MA matched retardates and
normals to specifically test the cognitive developmental postulate that older
individuals are more advanced in moral judgement than younger ones equated
for cognitive capacity (Kohlberg & (lilllgan, 1971). As this study is more

closely related to the present than any other, it will be considered in detail.

Gt

Thirty cultural -familial retardates and !!0 nonrclarded children were tested on

four Koiilberg dilemmas and several, what the authors term 'cognitive' tasks,
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namely, entvgovieal elasHifieatlon, awavein'SH of quanlilalivt' aiul c|ualitatlvce
Invavlaneo, eonvc'|)tual ivelpvoelly, a pereeptual and two copnilive role taking
tasks. An analysis of variance revealed that moral reasoning increased with
MA which indirectly supports cognitive developmental theory although,like the
above study, qualitative variables were measured in quantitative terms. In
addition this analysis showed that MA matched groups did not differ in terms of
moral judgement,a finding which concurs with the cognitive developmental
viewpoint as retardates and normals performed equally well on the cognitive
and role taking tasks. Further analysis In fact revealed that stage R moral
reasoning was significantly related to quantitative invariance and logical
serialion (as categorical classification, quantitative invariance, and conceptual
reciprocity measures proved to be inadequate they were excluded from the
analysis). However, this relationship could be due to MA In view of its earlier
mentioned influence on moral judgement, Taylor and Aehenbach therefore
attempt to partial out MA but in doing so, reveal their methodological
cxpendlencec.

Having first used quantitative scores in comparing the two groups on moral
judgement (they claim in their discussion to have compared the group In terms
of stages yet nowhere in their results section do they do so), they then correctly
use categorical stage data to investigate the relationship of cognitive and moral
variables. In partialllng out MA, by using MA pairs discordant on the parti-
cular cognitive tasks, they once again compare moral judgement performance
In quantitative terms. These quantitative scores though reflect inira - as well
as Inter-stage differences and arc thus Inadequate to test the cognitive-moral
Judgement relationship. Taylor and Aehenbaeh's (1975, p. 19) conclusion that,

"the primary relationship between moral Judgement and cognitive devei >pment
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was accountvtl I'ov by IVIHMMI MA. rallv'v than by Kpei'ilio (U)gnitiv(’ op('ralion.s"
Is spai’lnus lo say (he Icasl, One cnnnol expedienl I\ lluehiate frnm pavamot vie
paradise In slvuctuval developmental domain witlvml seriously jeopardising (he
validity ol one's lindings.

Perhaps this shortcoming is one ol Ignorance rather than malice for even
when correctly analysed this study unfortunately yields little Information on the
relation of cognitive and role taking variables to moral judgement. First, the
data is limited to pre-moral reasoning (stages i and 2). In terms of Reiman's
(1071) earlier cited result one would not expect reciprocal role taking to define
the trantllion between these two stages. Secondly, retarded and normal groups
were combined In analysing the relationship of cognitive and iole taking mea-
sures to moral judgement. While the two groups were Indistinguishable on the
former they may have diffcred on other Important variables influencing moral
judgement. Hence the relationships found are open to question.

The lack of conceptual understanding and the gross methodological Haws
of Taylor and Achenbaceh's (1075) study arc indicative of research on moral
judgement in the mentally retarded. It appears that this work is analogous to
the quality of that existing In the field of learning disabilities and is therefore of
limited value as a test of cognitive developmental theory.

Delinquency, another area of exceptionality which has been investigated In
respect to motal judgement,displays greater methodological sophistication but
is similarly limited. This possibly results from the almost exclusive focus in
this area - the attempt to relate moral judgement to behaviour and to provide
intervention programmes which improve moral judgement and behaviour
(I'odor, 1072; Holt, Hobbs & Hankins, 197(i; Prentice, 1072; Samson & Ganzer

1070). Few studies exist which actually show impaired moral reasoning In
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(IolliKjucnts .in ns.sumptlon Impllcil in llv>ahow ninplvisis. This also appoars
sitvpvising in xlow of Huma and MOSIUT'H domonsl ralod Vidalionship
hoixvvon guilt and moral judgvimMil as soll critical guilt rosponsos dovolop late
in delinquent tBandura & Walters, Me Conl & Me Cord, 1')")). It is
quite possible therefore that delinquency may result from amoral or lower level
moral reasoning, Initial support for this viewpoint was obtained in Kohlherg's
(1958) doctoral study. Twenty-four severe delinquents were found to consis-
tently display pro-moral judgements and thus differed significantly from matched
controls. More recently, lodor (197-) and Mickey (1972) have confirmed this
result using larger delinquent samples .

Despite these findings there has been little attempt to determine the factors
responsible for low level moral reasoning in delinquents, an unexpected
omission in view of intervention programmes atti mpting to facilitate moral
growth. One such factor could be Intellectual impairment as Shuey (19G>) has
found the average IQ of delinquents is lower than that of the general population.
Consequently, Miller, Zmuon' and Stephen's (197 I) investigated the reasoning
skills and moral Judgement ability of mentally retarded (M. IQ 71), delinquent
(M _IQ 88) and normal (M IQ 102) adolescent girls . Although an analysis of
covariance revealed am stations in the delinquent's cognitive functioning, as
measured by conservation and classification tasks, this finding cannot be used
to support the alxivc viewpoint as these girls also displayed adequate moral
reasoning. Prima facie, this result, together with the fact that neither mea-
sures of IQ, academic achievement nor reasoning significantly correlated with
moral judgement,seriously question!- cognitive developmental theories of moral
Judgement, However, as these investigators administered identical tasks to

those used In the Temple project and also analysed their results similarly,



they are suhjeet to lhe same criticisms levelled at that study. In addition, boys
outnumber {irls in the delinquent population by a ratio of 1:1 (Poremba, 197."))
and thus the atypical female sample might also account for the anomalous moral
judgement results. Although Miller et al /s (1971) findings are inconsistent
with the cognitive developmental approach and previous studies on delinquency,
in view of the above criticisms,their results require replication before they can
be seen as a challenge to research in these fields. Nevertheless, this study

is noteworthy in the present context as retardates were superior to delinquents
on academic performa e tests which suggests that the latter group may have
been learning disabled.

Apart from these studies on delinquency and mental retardation no other
area of exceptionality has attracted much research on moral judgement. This
is not to suggest that there are no studies in such fields but rather that they
exist in isolation. For example, aphasic children appear to display ade juatc
moral judgement (Barry, 107 I), the gifted,as perhaps expected, tend to be
advanced in moral reasoning (Mac Rac, 1031; Boehm, 10G2), while deaf children
have been found superior on one dimension (independence of adult influence)
of moral judgement but inferior on another (intent versus consequences) when
compared to their hearing counterparts (Nass, 10Gl). These results form an
undersized patchwork quilt of knowledge the value of which is open to question.

Of particular interest in the present context is the total lack of research
nvestigating moral judgement in LI) children. However Berger, Prentice,
Hollcnbcerg, Korstvedt and Sperry's (19(59) study on the development of causal
thinking in severe L1) children is indirectly related to this issue. The fact that
their LD sample utilised developmental!) less mature concepts of causality is

significant for two reasons. First, their measures of interpersonal causality

"8
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includ'd two modilied versions of Piai’cl's imm.tni'nl justice’ stories. Secondly,
both causnl and moral reasoning have Iteen found to be related to decentralton
ability (Fi'vham, 1976 b; llubin & Schneider, 19711; Stuart, 1967). Although
this study therefore suggests impaired moral reasoning in the learning disabled,
a follow-up investigation revealed that the gap between normal and LD groups
had decreased considerably which, together with the small number (N 11) and
severly disturbed nature of their subjects suggests these results be treated as

tentative rather than conclusive.

Despite methodological weaknesses in individual studies it appears that
empirical findings generally support Piaget's and Kohlberg's theories. To date
there is no substantial evidence disputing the postulated relation of cognitive
processes and role taking to moral judgement in both normal and exceptional
populations. More specifically, the impact of concrete operations and reciprocal
role taking on the development of moral judgement has been verified. However,
there has been little attempt to investigate moral judgement in a population
where these integrities may be impaired. Such an investigation would test the
cognitive developmental approach to moral development as well as provide
information in a specific area of exceptionality. The performance of LD children
and normal achievers on conservation, cognitive role taking and moral Judgement

tasks was therefore investigated in the present study.
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CHAPTER 5

Ct'iu'Viil Plan (if IIn' Sludv

I'hr vognitivo Uovolo|[>nu’n(al aiipniaoh to moral (lovolopmout was invosti-
gatod in the prosonl study hy administoving svvoral tasks to a doviant and a
control group of children. More specifically, 1,1) children were compared to
normal achievers on conservation, cognitive role taking and moral judgement
measures. In the present chapter the design of the study will he outlined
followed by a description of the subjects, test instruments and general procedures
that were used. Specific details of each area investigated are contained in
chapter six.

5.1 Design

It was planned to use a random selection technique to equate a group of
normal achievers with a sample of preselected LD children who fulfilled the
age, sex, IQ and socio-economic criteria adopted in the present study. A
randomisation procedure was chosen in preference to a matched pairs design
for several reasons. First, as Campbell and Stanley (19(13, p. 17(1) note,
individual matching has been "greatly oversold and it is more often a source of
mistaken inference than a help to a valid inference". Secondly, it is unsound
to equate groups by matching subjects when their population means may differ
because If the dependent variable does not correlate perfectly with the matching
variable, regression occurs unequally for the two groups (liallahan, 1975).
Thirdly, individual matching is often cumbersome and involves a wastage of
subjects. Fourthly, matching requires the assumption of a substantial correla-
tion between dependent and matching variables. Finally, a matched pairs
design combined with the categorical data yielded in the present study would

have resulted in severe statistical limitations.
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Di'splh' thv rnndoin soloolion of subjects the two groups utilised in this
study are not totally independent as normal achievers were chosen from a
socio-economic, sox, age and IQ range defined by the LD sample. Thus it
could possibly be argued that the groups are matched although, as Kerlinger
(11)7:1, chapter L!l) points out, there are no absolute criteria for deciding when
groups are correlated. The importance of resolving this issue is emphasised
by the fact that when matching is used an appropriate statistical test is required
or else the control introduced by this technique is lost. This is to be expected
as tests for independent groups compare each subject in one group to all those
In the other,whereas,techniques for matched groups embody restricted compa-
risons between individual sets of matched pairs. Not suprisingly therefore both
Kerlinger (197:1, p. 310) and Siegel (IO.JG, pp.61-(52) talk of matching when
referring to pairs of subjects thus implicitly restricting the use of these tests
to designs where individual subjects have been equated on control variables.

In the present stiuh no attempt was made to match pairs of subjects and hence
it was considered more appropriate to treat the samples as i-'"“ependent groups.

Following the selection of subjects each child was tested by the author on
conservation, role taking and moral judgement tasks. In view of the nature of
the data yielded by these tests, the small number of subjects tested (N 56)
and Kohlberg's (197 ) criticism regarding the quantitative analysis of
structural -developmental data,it was decided to use Kxaet Tests for the 2x2
(Siegel, 195(5, pp.96-104) and 2x3 (Maxwell, 19(57, pp. 46-50) contingency
tables yielded by the conservation and role taking/inoral judgement tasks
respectively . As no directional hypotheses were stated all tests were two-
tailed while the .05 level of significance was adopted throughout the study.

In order to evaluate the linguistic complexity of (he moral judgement
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stories as well as the elaiity of instructions used for each task a pilot study was
conducted . liecause the number of LI) children suitable as subjects for th' main
study was limited, the materials were piloted on eipht institutionalised children.
This sample was considered particularly appropriate as impaired language
development is a characteristic shared by both institutionalised (llethcrington
& Parke, 1'>7fi) and LI) children (Me Grady, 15)08).
5.2. Subjects

Fifty -six, Knglish speaking, while, South African boys (8- and 5)-year-olds)
from middle and upper-class homes, with a range of 00 to 12t IQ points were
selected as subjects. The experimental group consisted of 28 LI> children.
Owing to the restricted age-range sampled, it was necessary to draw these Ss
from two Johannesburg remedial schools. All these children,however, had
been diagnosed as learning disabled on an extensive battery of psychological and
educational tests by a multidisciplinary team. As the personal files of hesc
children were strictly confidential no attempt could be made to select a sample
homogeneous in terms of the nature,severity or etiology of their learning
disabilities. However, all Ss in this group experienced difficulty with academic
tasks despite an average or above-average 1Q. Consequently,they had been
removed from their normal schools and were receiving full-time remedial
education. The control group comprised 28 children from a private school in
Johannesburg. In contrast to the experimental °s, these children were
achieving at an average to above -average level for their age and grade.

All Ss were selected according to sex and age. Only males were used in
the present study as they constitute 70 percent of exceptional children
(Mumpower, 15)70), In the LI) population this ratio is even higher as males

typically outnumber females by four or five to one (Crilchley, 15)71; Mumpowecr,



1070). 1 \v;ts lhore fort’ dociflod th.U :m oxclusi vvly inulo sumplo would bo
moro voprosonl.ili vo of Tho M) population and aooovd with most published
studios which use only males Ss.

Although it is often assumed that middle childhood is a period of relative
quiet, 8- and i)-year-olds were used in this study. This age-range was selected
as it appears to be an important one for all the variables under investigation.
For example, Flavell, Botkin, Fry, Wright and Jarvis (19(58) obtained role
taking data to show that major developmental reorganisations lake place in
this process between 8 and 10 years of age. It is also during this period that
children pass from Kohluerg's stage 1 to stage 9 moral reasoning, and when, in
terms of Piaget's theory,the priority of moral autonomy and equality over
authority is most marked. With regard to operational thought Piaget maintains
that this period is more stable than the proceeding (Sto 8 year intuitive stage
where thought vascillates between the criterion of perceptual appearance and
abstract reasoning. Insofar as the intention of this study is to investigate
whether certain concepts are present in the LD child, it appears more appro-
priate to used an ago group where these concepts ought to have stabilised in
normal children, Any difference found should therefore be genuine rather than
an artifact of the specific age range sampled.

An additional consideration in the use of this age group is that it not only
allows cognitive operations to stabilise but also gives them time to manifest
in the domain of moral judgement. Perhaps more important than the above
mentioned considerations though is language development, as Chomsky (19(59)
points out the 5-year-old's syntax differs from an adults in several significant
aspects. One of these is the syntactic structure associated with the word

'promise', a concept which is used in three of the present moral judgement
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stories. Although oil children only master this construction ;it nine years, os
Chomsky (I!'>70) notes , failure to do s< after seven years is exceptional
Language development is also important in terms of conservation as children
under seven years Interpret concepts such as 'bigger', 'more' and 'same'’
differently to adults. In view of such factors ti- and 9-year-olds were con-
sidered most suitable for the present study.

In addition to homogeneity in terms of sex and age, the control and
experimental groups were also equated on the variables of IQ and socio-
economic status. IQ was controlled as it has been shown to correlate sig-
nificantly with moral judgement (lloehin, 1962; Keasey, 1971), conservation
(Ilat-liaee, Mehryar & Sabharwah, 1972; IClkind, 19(51; Goldschmid, 1967;
Hathaway, 1972) and -ole taking (Moir, 1971; Selman, 1971). As socio-
economic status is also related to performance on these experimental variables
(sec e.g., Boehm, 1962; llertzig, 1971; Kohlberg, 1971) normal achievers
were selected from a private school paying comparable fees and situated in a
similar socio-economic area to the two remedial schools.

In sum, the learning disabled (1,1)) and normal achieving (NA) samples were
equated in terms of sex (male), age (LI) - M 109 . 12 months, SB 7.86; NA - M
* 108.60 months, SI) 7.97), 1Q (LI) -1d 107.12, SB 9.21; NA - M 110.07;
SI) 8.311) and socio-economic status (middle and upper class),

5.3 Instruments

The New South African Group Test - Junior K (1965) comprising three

verbal and three nonverbal subtests served as a measure of intelligence, This

test was chosen as it was specifically constructed for use with South African

children.



5.5 .1 Consrrv.'itionof liqnid

Li(Jili< const'Will ion lasks served its :i ine:ismv of eonevete opevitlioniil
tliouglit ;ts This is neither (he first nor last conservation to appear in the child's
repertoire. It is perhaps for this reason that it is so widely used in the
literature. Despite (his fact there is no universally-accepted testing procedure
as the methods used to assess the acquisition of this concept vary according to
the needs of each particular study. However,as language, contextual and
scoring criteria effect the results gained from ionservation tasks (Griffiths,
Shant/ & Siegel, 1AG7; Gmen, 190(5; Rose & Blank, 197 1) it is therefore
necessary to detail the nature of the measure used in the present investigation.

Tk.; conservation test is similar to those developed by Ktuk (1907), Otaala
(1971) and,more particularly Meltzer (1970). A feature of this task is its
attempt to meet Tuddenhalm's (1971) criticisms of Viagetian techniques and
the shortcomings of Bruner's method outlined by Piaget (1907). Hence the
procedure was characterised by: a standard questioning technique (to control
variability in responses introduced by verbalisation); the use, where possible,
of questions requiring only monosyllabic responses (to control for subjective
classification of answers when scoring); variation in the phrasing of similar
questions and the patterns of 'yes' and 'no' answers required (to ensure the Sfc

responses reflect a grasp of the concept rather than, for example, mental set);

an orientation session before test administration (lo avoid answers which merely

'

result from uncertainty as to the use of key concepts such as 'more' or 'same
amount'); a test to establish whether Ss can carry out in the plane of action wlr
they verbalise (to distinguish true -conservation from pseudo-conservation)

In sum, the conservation test used in the present study comprised three

tasks designed to measure intensive, extensive and pseudo-conservation
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ithililk’N.
.1.3.2  (Jo”niliv- Iv'I< ’T'nMMg

A cognitive, rather than pereeptual or alTeelive, vole taking task was used
In the present study as it was considered to he more directly related to moral
judgement. The particular measure adopted was specifically devised hy
Flaveil and his collaborators (IbiiS) to investigate the development of role
taking in childhood. It has been successfully utilised by a number of resecar-
chers (e.g., Amhron & Irwin. 1073; Kurdek & Hodgon, 1073; ScIman, 1071)
and required no modification in the present context.

However, In constructing the illustrations for this task an attempt was made
to avoid possible distraction by only Including sufficient detail to maintain
attention. In addition, the general instructions were made as concrete and as
simple as possible. Finally, Selman’s (1071) slight modification of Flaveil
et al.Js (lOtiS) original scoring system was considered most appropriate for
the age-range tested.

5.3.3 Moral lodgement

Although Piaget’s methodology was specially designed to test the moral
judgement of young children it was not used in the present study owing to the
severe criticism levelled at it (Armsby, 1971; Kohlberg, 1969; Llcknna, 107Gb).
Kohlberg’s dilemmas, however, arc not suited to use with young Ssa.ul arc
definitely too complex for LI) children. It was therefore decided to base the
moral judgement measure on Lee’s (1971) adaptation of Kohlberg’s dilemmas.
Confronted with a similar problem Lee maintained the essential elements of
Kohlberg’s method but generated short, concise stories comprehensible to
younger Ss. Hence her dilemmas pose a conflict between two legitimate

alternatives, require the Sto resolve the problem and to verbalise the
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uiuli'rlying n'Msons for his ivsolution.

Ilvon hoe's stories (hough, ve<|uire fairly ndvaneed languago (le\('lo/mient,
while some were eonsiilered too nbslr.iel for the present hi) sample,

As these stories relleet a counter!) ilaneing of the different stages of moral
development hypothesised by Piaget they were eminently suited to use with
the present age range, Accordingly, it was decided to adapt hoe's st< lies for
use in the present study.

Three stories (one from each of the conflicts between authority peer,
authority-ideological and peer-ideological orientations) which were Judged to be
.too distant from the child's phenomenological world were deleted. The six
remaining stories could not,however, be used on bloc as they reflected cultural
bias and required linguistic simplification. Altering the context of some stories
was sufficient to overcome the former, but the latter posed a problem. To the
extent that the developmental simplicity of language structures can be rationally
appraised, the author,in conjunction with a linguist and a speech pathologist,
attempted to simplify Lee's remaining stories. Idioms and lexical semantics
considered to the extent that words or idioms unlikely to be understood, which
lead to presuppositions or require complex syntactic structures (cf. 'sub-
categorisation', Chomsky 1005) were avoided. Similarly, ambiguity resulting
from the deletion of language elements was avoided and an attempt was made to
keep meaning as explicit as possible in the sentence structures. Finally, the S
was not required In late r parts of the passage to infer knowledge from earlier
sentence content

Tints an attempt was made to linguistically simplify Lee's stories at the
level of lo. leal, idiomatic, syntactic and sentence semantics, as well as

discourse elements, In addition sots of four pictures were used to depict each
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plot ;«dl1Hough c:nv w:i8 l:iiken not to Include details other than those suggested by
*he story. The aim of these pictures was to lessen the demands made on memory
and to aid comprehension by maintaining attention and focusing the Ss thinking

in terms of the problems involved in the moral dilemma. A great deal of care
was thus taken to ensure that the 1-1) child's moral judgement was tapped rather
than some performance variable .

5.'1 Procedure

Initially the IQ scores of all Ss were obtained. lienee the New South African
Group 'Vest-Junior K (1!)G5) was administered to two groups of normal achievers.
However as Ll) children are unsetted to group testing, their IQ scores were
based on individual tests administered In the process of diagnosing their problem.

All the Ss were then individually tested on the moral judgement, role taking
and conservation measures by the author. tiefore testing began the Kspent
three to five minutes establishing rapport with the S. An attempt was made to
minimise an.xich In telling the S that Kworked in a factory producing games for
children. The S was finally asked if he would like to help Kby playing some of
these games and saying whether he enjoyed them. This procedure was highly
successful in motivating the Ss, if only by arousing their curiosity.

To maintain this non-threatening atmosphere Ksat next to, rather than
opposite, the S while admlnisti ring each test. For both moral judgement and
role taking tasks Hu illustrations for each item were placed on the table before
S. The remaining cards remained stacked, face down, towards the edge of the
table nearest F and out of the S's direct line of vision. For the conservation
task Kand S moved to another smaller table where the materials had previously
been arranged by K

During the role taking and conservation tasks Knoted down S's responses
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and later categnvised them for svorlng purp >s<s, As lhe seoidng of moral
judgements Is mlher eomplex the S's permission was ohlaim'd to tape record
his answers. To minimise anxiety only lThe microphone was visible. Contrary
to exportation, however, most Ss were actually excited h\ this Idea and the
promise of hearing their voice at the end of the session si ined to keep them
highly motivated In the experimental situation. As all Ss agreed to this pro-
cedure none of the qualitatively rich material necessary for the accurate
scoring of moral dilemmas was lost in the present investigation.

The sequence of task presentation was random to control for possible order
meffects. Similarly, the sequence of stories In the moral judgement task was
varied for the same reason. Finally, testing sessions fluctuated from .'15to 55
minutes as they were tailored to meet the individual needs of each S. The

exact procedures followed during each session are detailed in the next chapter.
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CITAPT Kit 0

Mvllij'd MIKI Itcsulls

Tlu- [ivvsi'nt CIviMIVr discusses the exi'evimetits designed to investigate the
major aims of this study. 11 is therefore divided into three sections detailing
the method used, as well as the results obtained in the cognitive, social and
moral domains studied.

G.1 Conservation of Liquid
6.1.1 Method
6.1.1.2 Materials
red-coloured water

2 glass jars of the same size and shape (AL, A2)

1 wide wine glass (13)

3 identical small sherry glasses (Cl, C2, C3)

2 square perspex containers (D1, 1)2)

l pouring jug
6.1.1.3 Procedure

In order to specifically tap cognitive p. >esses rather than language com-

prehension an orientation session, to check the S[s understanding of crucial
terms (e.g., 'more', 'less' and 'same amountl), preceded the three conser-
vation tasks. Only if Ss responded correct 1\ to these questions did K proceed
with the first task. In the case of seven Ss (1 experimental, 3 control) who
failed these check questions, K explained the concepts and readministcred the
orientation task. As all passed on the secand trial it was unnecessary to
exclude any of these Ss. Thu following tasks were then admininstered (see
appendix C for detailed administration instructions).
Task A - (conservation of intensive quantity)

Two identical round jars (A" & A ; diameter 7 cm, height 10 cm)

were placed before S. The K then poured red coloured water into both beakers
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until 1lii'y woiv half lull. K inslnict(?d S to say 'stop' when ho oonsidorod lho
amount in (ho second equalled that in (ho first. Ss expressing scoplioism with
this result wore allowed to adjust the amounts themselves until

satisfied that they were equal . The water front A was then poured into a wide
wine glass (diameter 9.5 cm). S was then asked whether the two
containers held the same amount to drink (Qu. 1). If a negative answer was
given ICasked which glass contained more. A correct response however, was
followed by asking the S which glass had more to drink (Qu. 2). This consti-
tuted a check on whether the previous answer had been guessed as S would
contradict himself on this question if not fully conversant with the concept of
conservation. Whether corrector not S was required to justify his response
(Qu. 3). Finally, F poured the water back into and asked if A* and A,
contained the same amount of liquid (Qu. 1).

Task R. - (conservation of extensive quantity)

Conservation of extensive quantity was assessed by utilising three identical
sherry glasses in place of the wine glasses. The quantities in Aj and A were
again adjusted until judged equal. E then poured the water from A” into the
three smaller containers and asked the ,0 questions as in task A.

Task C - (pseudo-conservation)

If S succeeded on either task A or task 1§, he was given a jug of water and
asked to pour equal amounts into 2.5 x 2.5 x 15 cm and 3.75 x 3,75 x 15
cm square containers (1* & 1)*). This conservation task tested whether S
could carry out in action hil utilised thought processes, an ability considered
by Piaget (1907) to be necessary for true-conservation.

0.1 .1.4 Scoring

In tasks A and 1l scores were assigned for both behavioural and compre-
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hvnsion rospon.st's. 'lk'h;vviouf;il rvspoiisos' rofvr to 'lie S's judgenK'nts
vvgiirding tin* volalivo (pianlitx of 1lv (wo llipiids,while the ivxplrmations given
for these judgements eonstituted lhe 'comprehension' responses. To score on
the former, Ss had to show they realised that the quanliU ol a liquid does not
change despite a transformation in its appearance. Thus they were required
to consistently assert the equality of the liquid although they were In different
containers . A correct explanation had to re Hecl logical reasoning. Only
responses invoking one of the following general rules thus obtained a full
score: invariant quantity (reference to the original equality of the quantities);
reversibility (mentioning the water could Ixi returned to its original state by a
reverse operation); compensation (recognising that variation in one dimension
includes a reciprocal variation in another).

The S's total score for each task was obtained by summing behavioural and
comprehension scores which were then converted to a 1-0, pass-tail, dichoto* > .
To pass, S had to obtain the maximum score for each task. A two category
system was used as the few children normally classified 'transitional' tend to
reflect chance success (Tuddcnham, 1070).

Similarly, a 1-0 category was used for tack C. In order to score on this
task S had to demonstrate that he understood the water level of a wide square
beaker would be substantially lower than that of a narrow one containing the
same quantity of liquid.

All the tasks were scored by the author. In the case of several responses
considered to be ambiguous independent rating by an experienced Magellan
researcher took place. As there was inter-rater agreement on !)1per cent
of these responses the author's original rating was utilised for all Ss in

analysing the data (see appendix 1) for details of the scoring system used).



G.1,2 1tv stills

Iliv ivsnlts obtiiinvd from (liv thrvv (nsks wort' imalysotl soparatoly.

'T'ablv 1 shows the numovv of Ss passing and failing vavh lask in thv LD sample

and Tho group of normal achievers.

TAIU,K 1
Frequeney of I'ass- 1'ail Responses to the Three Conservation

Tasks in the Normal Achieving and LD Groups

Conservation Tasks
Task A Task 13 Task C
Group
Pass Fail Pass Fail Pass Fail
Learning Disabled 23 5 22 G 18 10
Normal Achieving 19 9 22 3 17 11

Inspection of Table 1 reveals that the distribution of responses in the two

samples is identical on task 11. Furthermore, Fisher Exact Probability Tests

showed that the normal achieving and LD groups did not differ on either task

A .35) or task C (p 1.00) at the significance level adopted in the

present study (.05).
G.2 Cognitive Role Taking
0.2.1 Method

G.2.1.1 Materials

7 pictures (20 cm x 21 cm) portraying a story sequence:

card 1- The boy is walking along a sidewalk, whistling and

carrying a stick .

83



e:ml L 'T'ht' hoy IouKh fvii'htonvd iind drops Ids slick as lie sees
a larj;e hulldo;; nmniiip; TowanlIs him.

card 3: The hoy runs, looking anxiously over Ills shoulder at
(lie dog whlell is following" close behind.

card -I. The hoy is shown running wilh arms outstretched towards
an apple tree. The dog is not shown and the Imy's face
(showing tear In the pre\ ious two pictures) is hidden by
a branch of the Iroc .

card 5: The bo> climbs the (roc, with the dog nipping at
his pants.

card (. The hoy is seated in the tree, eating an apple; the dog Is
nowhere in sight.

card 7: The boy is shown standing up In the tree. The dog can
he seen across the street in the background. The boy's
face shows no particular emotional expression.
0.2.1.2 Procedure

The K placed the seven-card sequence before S and asked him to tell a
story about the pictures "like they do in the newspaper comics". This aspect
of the task posed no problem and was successfully completed by all Ss. Three
cards (numbers 2, 3 & 5) were then removed changing the theme of the story.
The remaining four pictures show a boy first walking and then running to an
apple tree, climbing it and eating an apple. Although the dog can be seen in the
last picture it does not relate to the motivational theme of the story. The S
can thus egocenlrically incorporate the fear of dog motive Into this four-card
story.

The 11 then instructed S to imagine that his best friend had just come into
the room and had been shown the four-card sequence. He was asked to relate
the story he thought his friend would tell, In addition, he was questioned as to
why his friend would think the boy elImix'd the tree and also what his friend

would think the dog was doing in the last picture.

0.2.1.3 Scoring

A categorical scoring system reflecting qualitative differences in cognitive

role taking was used. A score of 0 was given to Ss whose response indicated
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:m inability to transform Ihr original alovx or whrrr (In' ani;ry clog rrmainrcl
a motive' in the frirncl's prc’dictrd story. A score' of 1 was assigned to the res-
ponses of Ss who related a pereeptualh eorn'el four card story but who were
unable to maintain this perspective when questioned about (hr motivational
conditions In the new story. The highest level of role taking skill was repre-
sented hv a score of 2, Here the S successfully told the four-card story and
suppressed the original seven-picture theme. On questioning,these Ss also
showed that they understood the nature of the task; i.e., that their friend did
not have any knowledge of the seven card sequence and that this lack of
Information influenced the way he would tell the story. Ss scoring at this level
thus showed an understanding of alternate viewpoints. As the scoring of this
task is wel standardised in the research literature it vas not necessary to
obtain an index of inter-rater reliability.
(>.2.2 Results

The numljer of normal achieving and LD children responding in terms

of each category is shown in table 2.

TABU: 2
Frequency of the Hole Taking Categories

In the Normal Achieving and LI) Groups

Hole Taking Category

Group 0 1 2

Learning Disabled 12 8

Normal Achieving 11 7 10



To obhitn lliu prob.iliilily associat’d wilh IIds dislriliiillon an extension of
the Fisher Test for 2 x M eontiniMiiey tables was used (Maxwell, 10(57,
pp. 15 ad). Results indicated that 11) children and normal achievers did not
differ In role (akinn ability as the probability obtained (p .88) was not sij;-
nil'i cant at the chosen cut-oil level (.0T>).

0.0 Moral dud”emeid
0.0.1 Method
0.3.1.1 Materials
0 moral dilemmas; stories repvesentini; each of the peer-
authority, authority ideological and peer-ldeologieal
conflict situations.
0 sets of Ipicture cards (30 cm x 30 cm) each set
representing a story theme .
1 tape recorder.
($.3.1 .2 Procedure

To introduce the moral dilemmas K told S that he was busy
writing several stories for a children's picture book but did not know how to
finish them . The S was then asked if he would like to help write the book by
explaining how he thought the stories should end. The Kthen explained that he
'couldn't possibly remember everything S said and asked if he could switch on a
tape recorder.

A sequence of four cards illustrating a particular story theme was then
placed before S. The Kthen narrated the story (sce appendix F for actual
stories) while at the same time pointing to the appropriate pictures. Fach
story ended by posing a conflict between two legitimate alternatives from which
the child had to chose, liefore posing the dilemma S had to recount the story,
a cheek Instituted to lest memory and comprehension. If S encountered any

difficulty the story was retold as many times as necessary for the theme to be

fully understood. The S was then asked how the protagonist should resolve the
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conflict. Hi' was ivas.suveil Hint tliovo were no right or wrong answers,the only
Important factor being what he Intel Iy thought,

After the S's initial reply he was asked why hi' advocated his particular
response. From this point on the method cliniipie was used in an attempt to
uncover and explore the structure or form of the Sks moral judgement.
6.3.1.3 Scoring

Far scoring purposes the S's responses were transcribed from tape to
written form. Faeh dilemma response was then independently rated according
to Lee's (1371) scoring criteria (see appendix (if. The reason for the S's
molution was thus judged according to the following categories m (I) authority
orientation (2) authority bound but emergence of reciprocity (3) reciprocity
() rules for societal order (5) Ideological.

To test the reliability of this system the author re-rated 10 randomly
chosen dilemma responses eight weeks after initial scoring. Seventy -seven
per cent agreement was obtained between the two sets of scores.

6.3.2 Results

As no Ss scored at level five and only one at level four these categories
were not used in analysing the present data. Contingency tables using only the
first three levels were thus constructed for each dilemma. Table3 shows the
frequency of responses falling into these categories for Ixith the normal
achieving and LD samples . The exact probability associated with the 2 x 3
contingency table yielded by each story was calculated. It was found that
iw-d+bt-v of the peer versus authority (A,p 13 11 p .59), authority versus
ideological (A, p .08; 1§, p 1.00) or ideological versus peer (A, p 1.00;
It, p 1.00) stories distinguished the normal achievers from the LI) sample

at the significance level (.05) adopted in the present study . However, the



TAItLK 8
I'rvqiK'nex’ of Knoh IV'sponso l.ovol for (ho Six Monil

Jud”omoni Slorivs in Normal Aohioviiip :m« 1,1) Croups

Moral Juilguiuont Hosponso hovols

P vs A A vs 1 1 vs P
1 2 3 1 2 3 1 2 3
Story A
LI) 10 0 n 1 15 9 1 20 7
NA 15 7 G 8 7 13 1 21 a
Story 1L
LD 4 14 10 G 15 7 1 1G 11
NA G 15 7 5 15 8 1 15 12
P = poor Vs versus
A authority LD learning disabled
1 ideological NA normal achieving

results obtained from one authority versus ideological story approached

significance.
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Oil M’ I'HU 7

Disnisslun

In tills vhapti’Vtlu- results are discussed in terms of the rationale outlined
in the introduction which motivated the present study. At the empirical level,
the three questions concerning the cognitive, social and moral judgement ability
of LI) children, as compared to normal achievers, will he considered
separately . The overall results will then be related to the theoretical issues
investigated and discussed in terms of the cognitive developmental approach to
moral development, finally, the practical and research implications together
with the limitations of the present study will be noted.

To avoid possible misunderstanding, a few cautionary remarks arc
necessary before discussing the present results, first, when referring to the
adequate performance of LI) children it Is not intended to imply that they passed
the particular task. Only insofar as their performance is comparable to that of
normal achievers is it considered 'adequate* or 'mormal*. Secondly, the
present results cannot be verified or contradicted owing to the dearth of
research In the areas investigated. Thirdly, comparison to any existing data
is hazardous as the term 'learning disability* has no clearly defined referent.
7.1 fmpirical Issues

The present results revealed a negative answer to question one concerning
the cognitive skills of id) children, more specifically, their acquisition of the con-
cept of conservation. On tasks of intensive (p .35), extensive and pseudo-
conservation (p 1.00) the normal achieving and LI) groups did not significantly
differ. This result appears to be diametrically opposed to 1 lees and Lebrun's
(1073, p. 14) finding of "quantitative retardations and qualitative perturbations" in the

operative thought processes of dyslcxles. However, as pointed out ‘n chapter



Civo dirfcvinj’ nclmlnl.stralion prooodun’s vfleet results (Griffiths

(T al., 15)07, Rose & Blank, 157 1) while Gruen (1510(1) has shown that various
scoring criteria can lead to opposing interpretations of the same raw data,
This difference in results may thus represent i methodological artifact as Klees
and Lebrun (15)72) do not detail the exact administration procedure they followed
nor even mention their scoring criteria. It can he similarly argued that the
differing nature of the samples utilised In the two studies yielded these contra-
dictory findings. For instance, it is possible that the present sample is most
similar to Klees and Lebrun's subdivision of 'not very perceptually disturbed]l
children who showed normal acquisition of some Magellan concepts. Klees and
Lebrun's findings may therefore he seen as providing partial support for the
present result, an anomaly which is possibly due to the fact that the two studies
are not strictly comparable.

The importance of comparable studies is further emphasised In considering
Finchain and Melt/cr's (157(1) and Meltzer's (157(1) investigations. As the
present study utilised similar Piagetian administration and scoring procedures,
as well as the same population definition used in these studies, it is perhaps not
surprising that the present result concurs with the findings of these investigators.
There thus seems to be some support for adequate operational thought in LD
children even though it may appear anomalous m view of the symptoms asso-
ciated with this population and their impaired concept formation and cate-
gorisation abilities (e.g., Braun, 15)63; Cummings & Faw, 15)7(1; Walters & Doan,
1902).

However, the present result may be explained by MyMe bust jet al.*s (1971)
postulate that the Intellect of LD children is structured differently as their

mental abilities arc relatively autonomous and independent. The fact that
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RUCCVSS in one sphvvo Is not prmlictivo of thnt in nnollu'v may also apply In
diffi'ivnt arras of IMagvtlan funrlinning and In ner rrronrilr Thr prrsrnt resull
v ill) llergvr ijl at.\s (IPtiD) demonstralion of retarded causal reasoning in Ihr
learning disabled.

The present finding may also be understood in term of Lloyd's (IU72)
contention that Magellan cognitive processes are less vulnerable to variations
in formal education than the conceptual abilities measured by standardised
tests. Furthermore, like IQ tests Magellan cognitive tasks measure potential,
and as LD children by definition have adequate IQ scores their present perfor-
mance on the three conservation tasks is not really surprising.

These arguments are also pertinent to the result relating to question two
which showed that normal achievers did not significantly differ from LD children
on a task of cognitive role taking ability (p .88). The exact significant of this
result is not altogether clear for Flaveil et al. (1068) postulate, and as was
pointed out in chapter five, this task has a dual interpretation. It can be seen
in purely role taking terms whereby the child's distorted perception of the four-
card sequence is interpreted as an inability to discriminate a naive other's role
attributes vis-a-vis these pictures. Alternatively, the child can be viewed as
realistic stimulus bound, incapable of reversibility or in short, preoperational.
Seen in these terms the role taking ability of LD children is hardly surprising as
it is consistent with the present Magellan finding. In arguing that the relation-
ship between intellectual and role taking terminology is one of partial synonymity
Flaveil et al. implicitly concede that this role taking task nwr not merely
measure operational thought even though, as its title implies, it heavily
stresses cognitive processes. However, any additional social factors contri-

buting to success on this tu.ik do no* appear to be impaired in the LD sample
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studied.

The ability of these LI) ehildven to use logical reasoning in both plivsieal
and social tasks can also be supported by Szcminska's (11)>5) and Kuhlman's
(1960) views of early education. According to Szeminska the teaching of 7- to
l11-year-olds is characterised by tasks in which memory processes are still
predominant and therefore stresses perception and representation of past
experience rather than conceptual processes. In similar vcin.Kuhlman notes
that identifying and naming objects are more important in early school years
than reasoning about them. If these viewpoints are correct, then by definition
of the school situation, the children investigated in this study are more likely
to have been classified learning disabled because of factors such as impaired
memory, imagery or perception than inadequate logical reasoning. In terms of
this argument it is possible that the criteria for identifying learning (liabilities
become more inclusive as school work makes increasingly greater demands.
Conceivably, one might thus find impaired logical reasoning in older LD
children who require this integrity for adequate school performance.

The last point may = useful in Interpreting the third result which showed
that LI) children displayed adequate moral reasoning < peer versus authority
(£ 43;p , authority versus ideological (p .0S; p 1.00), and ideo-
logical versus peer (p 1.00; p 1.00) dilemmas . This finding concurs with
previous research which found exceptional groups were not inferior to normal
controls on measures of moral judgement (e.g., Barry, 1974; Boehm, 1962;
Mae Hue, 1951) and Miller cl al.'s (197 ) demonstration of adequate moral
reasoning in their delinquent group, a sample which they postulate to be
learning disabled. However, it appears to be inconsistent with the syllogistic

type reasoning which partly motivated the present choice of a LD group,namely,



Ivarning disabilities chavaetvvise (hdiivji.eney,

deliiV]iients main lest impal red moral judgement,

therefore U) eliildren exhibit impaired moral judgement.

When viewed in terms of the above argument forwarded with regard to education
it seems possible that impaired moral reasoning is specific to LD adolescents.
Hence an older LI) sample may be necessary to validly lest the above reasoning.
This viewpoint is supported by the fact that emotional, behaviour and negative
self concept problems increase with age in LD children (Black, 1971; Gates,
1911) A similar argument exists in relation In moral judgement. According
to Kohlberg (19(11) children only begin to clearly distinguish self interest from
*indifferent moral concerns at the age of 8 to 12 years. Hence the present
sample may be too young to exhibit the impaired moral reasoning which
characterises delinquency.

The behavioural characteristics associated with learning disabilities also
appear to contra-indicate the present result. However, inadequate moral
behaviour does not necessarily imply a deficit in moral judgement. In fact
there is evidence showing only small correlations between moral judgement and
moral behaviour (Mischel & Mtschcl, 1970; Santrock, 1975) which is not sur-
prising as moral behaviour has been found to be determined by ego factors other
than those specifically entailing moral values or sanctions (Grim el al. 1908;
Kohlberg, 1901). Furthermore, the behaviour-judgement distinction is
particularly pertinent to the present age -range as the relationship between
these two variables increases with age in both normal (Ilett erington & Parke,
1975; Kohlberg, 1909; Kohlberg & Turicl, 1972) and mentally retarded popula-
tions (Me Laughlln & Stephens, 197 H This could explain adequate moral judge-
ment despite the possible presence of conduct problems in the LD sample.

The apparent paradox presented by this result may also be explicable in terms
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of Mne Hno's (105 1) distinol ion hotwoon cogniltvo :inil omollonal mornl (Ivvolop-
mont. The pvosonl sltulv 1.i|)]i(Cd Tho fovmor whoroiis hohnviouv prohloms iimoiij
Iho loarning disahlod may rofloct tho latlvv.

A possiblo dillovonoo in Tho moral judgomenl ability of normal achieving
and LI) children in middle childhood cannot however bo excluded. Learning
disabled children may show impaired moral reasoning on moral dimensions
not measured in the present study or under different tost conditions. There is
some data suggesting that success on one Magellan moral dimension is not
necessarily predictive of that on another while test responses have been shown
to fluctuate according to the format (e.g., picture versus verbal presentation,
forced choice versus open-ended stories) and content (e.g., negative versus
positive sanctions, minor versus severe consequences) of the moral judgement
measure (Armsby, 1P71; Buchanan & Thompson, Chandler et al., 197,1;
Costan/o ct al., 1973; Harris, 1970; Johnson, 19G2; Jensen & llughston, 1973;
Mcdinnus, 1959). These factors may also account for the near significant
(> = .08) difference found in the one peer versus authority story but not in the
other (p 1.00) as the consequences of the former (imprisonment, death) differ
radically from the latter (verbal reprimand, hunger). It is possible that such
variations may effect normal achieving ant ,D children differently.

The nature of the moral measures useci in the present study emphasises the
cogence of the above arguments. Although they stem more directly from
Kohlberg each story poses a conflict between the dominant features of Piaget's
developmental stages. As Llckona (1970b) points out those stages are
not empirically consistent, an observation supported by the intra-individual
response variability found in the present study. Hence it would not make

empirical sense to treat the present data as indicative of global moral judge-



mcnt and it is tin'vcldve <iuito possihlo that LI) children may differ from normal
achievers on certain aspeets of this variable which were not measured.
However, the eonsisleney of the present results argues against this interpre-

tation .

7.2 Theoretic;l Issues

The fact that LI) children showed intael eognilive processes (operational
thought) and social skills (cognitive role taktnh ability) in the presence of
adequate moral judgement is consistent with the cognitive developmental claim
that the former are necessary conditions for the latter. In combination there-
fore the present results cannot be used to evaluate the relative weighting Piaget
gives to social, and Kohlberg to cognitive factors in moral judgement develop-
ment. Rather, both theories receive support from the present investigation.

Although the overall results prima facie, appear anomalous in terms of the
symptoms a sociuted with learning disabilities, they are explicable when viewed
within the framework of cognitive developmental theory used in this study.
Several references have been made to the extreme cognitive emphasis of this
approach (hence the relative emphasis of the Piagvtian aspect of this study).
The cognitive elements generic to each task may provide a unifying factor
accounting for the consistency found in the present results.

It is possible to view all the measures utilised in this study in cognitive
terms. More specifically, as outlined in the introduction each involves the
ability to decenter, to become aware of reciprocal relations,the sine qua non of
operational thought. As there appears to be some evidence that Id) children
arc not necessarily deficient in this respect (Fincham & Meltzer, 11)70;
Meltzer, 1i)7(1) their adequate performance on social and moral tasks may be

accounted for by such a process. Interpreted thus the value of the present



thooretinnl fnmu'wni'k ht'coiiK's Mpparcnt. As llolhvringlon and Alt' Inlyvt* (11)75)
point out in (hoir nnnual voviow of dovnlopmontnl psyoholopv. Tho fic'M of ohild
dovolopnu'nt is markod by a lack of communication between different areas of
research, Cognitive developmental theory may provide a conceptual frame-
work to integrate the 'morass of findings' emanating from this state < affairs
and thereby obviate the present prevalence of alheoretical, 'single shot'
studies. It is in response to such criticisms in conjunction with Ilotherington
and Me Intyre's call 'to get it all together' that the present study included a
theoretical perspective to unite the diverse areas of development investigated.
7.3 Implications and Limitations

Having discussed the empirical and theoretical issues which form the major
focus of this study various implications together with its limitations remain to
be outlined. Unless the suggestion is otherwise it must be explicitly stated that
this section is based on inferences stemming fro i the present findings rather
than direct investigation. Consequently, the suggestions forwarded should be
seen merely as tentative hypotheses requiring investigation.

Perhaps the most significant implication of the present study pertains to
the general literature on learning disabilities. In this respect the claims of
widespread impairment among the learning diabled may require severe quali-
fication The present results are at variance with the postulate that LD
children suffer from generalised conceptual (see Lerner, li>71) or social (see
Connolly, 1971) deficits. This viewpoint is supported by research on normal
children which, like the present study, emphasises the complexity of psycho-
logical processes in LD children. For example, Moray (1970) has found low
correlations between various measures of attention indicating that failure on

one task does not necessarily Imply a general attention deficit. It therefore



soeniH likely tlvit cegnilive anil social problems among Hie learning disabled are
specific In certain areas of functioning, (‘onsequently i< Is HUg|\es(ed (hat much
of the present literature is open to question as its general claims need to be
precisely stated and more importantly, empirically validated.

Such validation may profitably employ the com; etcnco-pcrformative dis-
tinction as the value of this concept is emphasised by the fact that it could
account for the present results. The normal achieving and LI) groups may not
have differed in this study owing to the concerted effort which was made to con-
trol performance variables and hence assess the child’s true abilities. As
most LI) children succeeded rather than failed on the tasks indicates that this
max have been the ease as Kurth (IhGt), p. GQO) notes that,

"If an organism without a certain factor fails on a given task, one cannot

conclude that the factor is directly related to the task since other uncon-

trolled influences may be at work. Hut if he succeeds on a given task, one
can infer conclusively that the missing factor is not a prerequisite for the

tai k"
The possible 'missing factors’ explored in the present study namely, conser-
vation and role taking ability, proved to be intact. Although therefore tempted
to draw on ihe full armoury of LI) symptoms to make these results noteworthy,
a well established precedent In research on learning disabilities, the hetero-
geneity of the LI) population precludes this possibility. The last mentioned
factor could not be controlled in the present study as no diagnostic information
was available on the children comprising the LI) group. Hence it is explicitly
recognised in the design of this investigation that to implicate the characteris-
tics associated with learning disabilities these must be measured in the sample
under investigation. The present results are therefore only important in
terms of conservation and role taking factors in moral judgement and do not

yield information on the relation between symptoms associated with learning

17
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clisnhilitios (o.g,, atlc'iilioir (k'firils, pt’rcoptual impalrnuMifs) and moral
growth. lleiuv fntviro ivsoarvlu’rtf should study moral judgement in a sample
which is demonstrated to he deliecienl in respect to one or more of these
variables. Alternatively, L1) symptoms which suggest impaired moral rea-
soning could he investigated in normal achievers. For example, Grim el al.’s
(1iHiS) attempt to relate attention to experimental measures of moral conduct
and teacher ratings of resistance to temptation may profitably be extended to
include moral judgement measures.

A competence-performance explanation of the present results has further
Implications for future research. As pointed out in chapter four there has liecn
little attempt to modlfx moral judgement dilemmas for use with children, a
factor which may differentially effect normal achievers and LD children. The
present nonsignificant results suggest that serious attempts he made to simplify
moral judgement instruments in research utilising exceptional children,
especially those where a language deficit is suspected. The possibility of
obtaining invalid results, owing to the confounding influence of performance
variables would thus Ix* greatly diminished

Other factors should also he controlled in future research on the moral
judgement of exceptional children. For example, it was noticed in the present
study that some children projected more freely in responding to the moral
dilemmas than others, As moral judgement is almost exclusively measured
by projective techniques differences found between populations may reflect pro-
jective ability when groups are not equated on this variable. Similarly, the
sex of the dilemma protagonist may Influence findings especially in populations
where personality development may he Impaired. It is possible that owing to

factors such as inadequate identification, an exceptional child may give moral



juclgemi’nts which fluctualv according to the sex of the protagonist. lienee it is
conceivable (hat an exceptional group (e.g., (he learning disabled) may display
adequate moral judgements in response to stories Involving male but not female
protagonists or vice versa . Finally, future researchers should investigate
moral judgement between populations not only in terms of inter-stage, ut also
intra-stage differences,as well as the degree to which similar moral convic-
tions are held. As very little is known about the above variables they could

be profitably studied in 'normal' groups.

At a more pragmatic level the present results have implications for both
diagnosis and education. With regard to the former a battery of tests assessing
the form, rather than content of reasoning might prove useful. For example,
the Magellan result is consistent with Tuddcnham's (1970) observation that
such measures might diagnose cognitive ability more precisely than IQ. As
such tests can be used to define ability in terms of structural-developmental
stages they may yield useful information for education. Instead of merely
placing the child on a scale of norms they won Idelineate specific instructional
needs. Furthermore, the inclusion of social and moral measures in diagnosis
emphasises the child as a whole person. Not only arc difficulties with academic
tasks important but the equally devastating nature of nonverbal learning dis-
abilities would be recognised. Finally, such a battery assessing the processes
rather than the end-products of thought, might help explain the curious reason
why LD children have adequate IQs as Magellan, rule taking and moral judge-
ment tasks have all been found to correlate with intelligence (see chapter 5).

With regard to education the present results suggest that the exclusion of
exp!'oil moral instruction in remedial programmes for LD children may be

justified. As moral judgement was intact in this group it is suggested that



information is ivqulrod to lu’lp narrow (ho gap 1>otwoon whai (ho L1) child
actually does and what ho roalist's ho should do. This prohlom is not howovor,
unique to the present population for there is a general "need to knov how
people's theoretical moralities relate to the rest of their lives" (Wright, 1971,
p. 17J). Such information is particularly important in view of the growing
number of intervention programmes stemming from research on moral judge-
ment (see Rest, 197 b for a review of the theoretical justification and Implemen-
tation of these programmes). In this respect the distinction between classical
and practical moral dilemmas may prove useful. For instance LI) children may
be able to reason about hypothetical situations involving ficticious characters

or other people but not function adequately when personally confronted with a
moral problem. This would also account for the behaviour problems of LD
children despite normal performance on classical moral judgement tasks.

The limitations of this study however, detract from the cogence of these
above mentioned implications. For example, the present results may be
idiosyncratic to the sample studied as the LD children were drawn from reme-
dial schools which differ In significant aspects to traditional educational
settings. Hence the small classes (5 -10 pupils), provision of family, group
and individual psychotherapy, together with the emphasis on each child's
individual needs, may result in the type of atmosphere and adult-child reciprocal
interaction likely to foster moral growth. In fact the 'induction' type discipline
(i.e., explanation pointing to the consequences for others rather than punish-
ment) used in these two schools has been related to moral growth and role
taking development (Hoffman & Saltzheln, 1907; Kerchoff, 19t>9). The
conservation results may also have been influenced by remedial schooling. In

contrast to normal schools which emphasise verbal instruction, remedial
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education tends to stress the actual |»vi lovmancc of tasks, in remedial schools
children are thus taught to manipulate symbols as an aid to concept formation
and are also often given simple conservation type exercises. The nature of a
remedial school environment might therefore ha- influenced performance on
all the variables measured in the present study. It is possible that different
.esults would have been obtained if a sample of LI) children attending regular
schools had been tested. In addition to investigating such children, future
studies could utilise a larger sample, including children from a lower socio-
economic class,as well as younger and older age groups.

The measures utilised in future research also need to lie broadened.
Operational thought, role taking and moral Judgement represent multidimen-
sional variables only limited aspects of which were tapped in the present study.
Consequently, classification tasks, perceptual and affective role taking
measures, practical as well as a more extensive sample of classical moral
dilemmas could be administered to LD children. The last suggestion may pose
a problem for as Taylor (197 I) notes there is at present no set of dilemmas
which equally represents or exhaustively covers the different systems used to

rate moral judgements. Perhaps more important than the substantive nature of

101

the tasks is administrative procedure. The present study reflects this problem.

The method ellntquc used in respect to moral judgement assessment brings into
question the child's use and understanding of language . However, standardised
administration utilised where possible in the present study (e.g., conservation)
allows ch ldren to respond in terms of the first and easiest solution which

springs to mind rather than the most logical. A method combining the value of
both approaches is urgenly required especially for Investigations of exceptional

populations such as the learning disabled. In developing such a technique it
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may prove* fruitful to evaluate the use of forced-choice as opposed to open-ended
questions.

Vinalh , the theoretical framework within which this studs was conducted
places nu important limitation on it. Cognitive developmental theory relates
primarily to abstract psychological processes. The present results are thus
limited to the judgemental abilities of LI) ehildivn in the moral realm and do
not purpot to elucidate their general moral status. Nor do they attempt to
explain moral judgement development. To determine the developmental rela-
tionship of variables such as cognitive processes, social skills and moral
judgement longitudinal study of their codevelopmont Is necessary.

In sum,the restricted nature of the sample studied, the measures employed,
the theoretical framework of the present study and its cross-sectional nature
argue against too broad a generalisation of the present results. Despite
these limitations it points to a neglected aspect of learning disabilities and in
doing so provides both initial information in this areca as well as a test of the
cognitive developmental approa-h to moral development. It is also hoped that
the breadth of the abilities investigated contributes to an approach which
emphasises the whole LD child not only his academic abilities. Finally, the
present study attempts to meet the need, in both developmental child i -hology

and the field of learning disabilities for theory based research.
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RAW SCORES OBTAINED BY EACH SUBJECT ON THE

APPENDIX A

ROLE TAKING AND THREE CONSERVATION

S Task

b Group L
J

€ Sub-T A B
o see  t
1 4 4
2 4 4
3 1

4 4 4
5 4 4
R 1 1
7 4

8 4 4
9 4 4
10 4 4
11

12 4 4
13 1 1
14 4 4
IS 4 4
16 4 4
17 4 4
18

19 4 4
20 4 4
21 4 4
22 4 4
23 4 4
24 4 4
25 4 4
26 4 4
27 4 4
28 4 2
LD learning disabled

N A normal achieving

Sub-T = sub-task

(=R

CON

1
N A
A B C
4 4 1
4 4 1
0
1 0
4 X 1
4 0
4 4 1
4 4 1
1 1
4 4 0
4 1
4 4 0
4 0
4 4 1
1
4 4 1
4 4 0
4 4 1
1 4 1
4 4 0
1 4
0
4 4 1
4 4 1
4 4 1
4 4 0
4 4 1
4 4 1
4 4 1
CON conservation
RT role taking

M as. maximum

TASKS

SIS ]
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Sub-

jects

21
22
23
24
25
26
27
28

Conflict
Story

Group

P vs A
A vs 1
I vs P
LD
NA

APPENDIX II

RESPONSE CATEGORIES ASSIGNED TO EACH

SUBJECT FOR THE SIX MORAL DILEMMAS

P vs A
A B
LD NA LD NA
1 1 2 2
1 1 2 2
1 1 2 2
2 3 3 2
2 1 3 1
2 2 3 1
1 2 2 3
3 1 1 1
1 1 3 2
1 1 2 1
1 2 2 2
3 I 1 3
3 3 3 3
1 1 2 2
2 1 2 1
3 2 3 2
1 1 2 3
1 2 1 2
3 2 3 3
2 3 2 2
3 2 2 2
3 1 2 2
2 3 1 1
3 1 2 3
3 1 3 2

= poor versus authority

* authority versus Ideological
= Ideological versus peer

= learning disabled

= normal achieving

A vs 1
A B
LD NA LD NA
2 1 2 2
2 1 3 3
1 2 1 1
2 3 2 3
2 2 2 2
3 1 1 2
3 2 1 2
2 1 2 2
3 3 2 2
2 1 2 1
3 3 2 1
1 1 3 3
2 2 2 2
3 2 2 3
1 1 2 2
1 3 2 2
2 2 2 2
3 3 2 2
2 3 3 3
3 1 1 3
2 3 3 3
3 3 2 2
2 3 3 2
2 3 3 2
2 2 3 1
3 3 1 1
2 3 1 3
2 3 2 2

I vs P
A B
LD NA LD NA
1 3 2 2
2 3 3 3
2 2 2 1
2 3 3 3
2 2 2 2
2 2 3 2
2 3 2 2
2 2 3 2
2 3 3 2
2 2 2 1
2 3 2 1
2 2 3 3
2 3 3 2
3 2 2 3
2 2 2 2
2 2 3 2
3 3 2 2
2 2 1 2
3 2 2 3
3 1 2 3
3 3 3 3
3 2 2 2
2 2 2 2
2 2 2 2
2 3 2 1
3 2 3 1
2 3 2 3
2 2 3 2



AVri'INDIX (°
JNSTHIH’ TIONS V'OH TI1IK TIIWKK C'ONSKHVATION

OK LIQUID TASKS

1. OHIKNTATION
-l idonlloal glass I'ontalnors
2 bonkers (A%, A,,) vmilain the same amount of liquid
1 beaker (It) contains less liquid
1 beaker (C) contains more liquid
E "Here are some glasses. This one (A”) is your and these 3 (A.,, B, O
are mine."
Qu. 1. Which one of my glasses (pointing) has less water to drink than
your glass?
2.  Which one of my glasses has the same amount of water to drink as
your glass?
3. Which one of my glasses has more to drink than your glass?
If S answers these questions correctly, E then continues with the re-
maining tasks. If not E explains the concepts of 'more' , 'loss' and 'same
amount' and asks the orientation questions again until Kshows that he

understands them .

2.  TASKS
2 identical glass containers (A", A")
1 wide wine glass (B)
3 identical small sherry glasses (Cj, C>t C*H)
2 square perspex jars (1)*, 1))

1 pouring jug



A.

Qu.

13.

Qu.

Hcul colourod-xvalt’V
m "Lot's protoml wo'ro :t . party and tli.it this onlourod wator is cool -
drink. This is your glass (At) and this is my j;lass (A )", L pours
'cool-drink' into tho 2 beakers (A" & A,) until they aro hall lull. As
K pours into A,,, ho says, "Say 'stop' whon my glass has the same
amount of water to drink as your glass." (1l necessary S is allowed
to adjust tho level himself).
K then continues, "watch what 1do" and pours the water from Aj into a
wide wine glass (It). "Now (pointing) your drink is there and mine is

here.

1. Has my glass the same amount of water to drink as your glass?
If S answers 'No' K asks: Which has more?

2. (If Yes). Who has more to drink - you or me?

3. Why do you think so?

4. (E pours water from 13 back into A") What about now; Is there
the same a. lount of water in the glasses, or has one got more than
the other?

K introduces 3 sherry glasses ( , C,,, C.(>

E "Now I want to have my drink in these glassesE pours the water

from Ay into the sherry glasses (equal amounts). "This (pointing) is

my drink and that is yours."

1. Has your glass the same amount of water to drink as my three
glasses?

If K answers 'No' E asks: Which has more?

2. (If Yes) Who has more to drink - you or me?

3. Why?



I. (' pouvs water from , (') & C,t liaek into A,,) What about

now: do we have the same amount to drink or does one of us

have more?

If successful on either of these tasks K introduces the Bsquare
perspex containers ()" & 1),,)

K "Here are Bdifferent jars. Now what 1 want you to do is to pour the

same amount of water into this jar (pointing) and that jar, so that if

you drink this one and I drink this one we will both have just as much to

drink. We must have the same amount to drink, O. K.?"



API’KNDIN D

SCOHIN('. SVS’PKM FOH 1111% CONSCHVATION TASKS

To piss on oilhor ITask A or task It Tho sulijoot had to obtain a lull
full score according to the following system;
1) 1 point for replies indicating an ability to conserve on each of the two
transformation questions (Qu. 1 and 2).
2) 1 point for responses recognising the transformation of the substance
back into its initial state (Qu. 1)
In addition the subject's explanation (Qu. :) was scored I or 0 according
to the following criteria
1) 1 point for responses indicating comprehension of at least one of the
following Piagelian principles
a) Reversibility
If it is recognised tlv\ the transformed liquid can be returned

"

to its original state of equality by a reverse operation e.g., "if
you pour this water back into here (the original beaker) they
will have the same amount"
b) Invariant Quantity

Reference is made to the previous equality of the liquid e.g.,
"you had the same amount before and you just poured it into this
glass (these 3 glasses) - you didn’t change the amount" or
"you didn't add or lake away water so they are still the same."
c¢) Compensation

It is understood that variation in one dimension includes a

reciprocal change in another e.g., "you just poured the water



AIM'{:INniXx n

SCOHIN(I SYSTKM FOR Till: CONSIMIVATION TASKS

To pass on t'Hhvv (ask A or task II tlu> subjvel had to oblain a lull

lull score according to the following system;

1)

2)

I point for replies indicating an ability to conserve on each of the two

transformation questions (Qu. 1 and 2).

1 point for responses recognising the transformation of the substance

back into its initial state (Qu. II

In addition the subjectl explanation (Qu. :!) was scored 1or 0 according

to the following critcla

1)

1 point for responses indicating comprehension of at least one of the

following Magellan principles

a) Reversibility

If it is recognised that the transformed liquid can be returned
to its original state of equality by a reverse operation e.g., "if
you pour this water back into here (the original beaker) they
will have the same amount’
b) Ingariant Qugdtity

Reference is made t< the previous equality of the liquid e.g.,
"you had the same amount before and you just poured it into this
glass (these I glasses) - you didn’t change the amount" or
"you didn’t add or take away water so they are still the same."
c¢) Compensation

It Is up " > that variation In one dimension includes a

rccipnx go in another e.g., "you just poured the water

1.11
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into n short r Mini wldov t;l;i.ssM, or "it looks more hut they
aiv really the same - the glasses are different."”
2) A score of 0 was assigned if;
a) There was no explanation
b) A magical expl; nation
e) The child simply described the procedure

The total score for each task was obtained by adding the judgement and

explanation scores. Hence
Maximum Judgement score -3
Maximum explanation score 1

TOTAL =4
To pass task C subji s had to demonstrate that they could carry out
on the plane of action what was reflected by their verbal responses. A
score of 1 was given only if the subject realised that for two identically
shaped but different sized square jars to contain equal amounts the level

of the water in the jars should differ. All other responses were scores 0.



APPKNIUN ¥
INSTHUCTIONS AND SCORINC TI'OK 'THI:

COUNI'TI\N I' KOI.V: TAkINi; TASKS

Sovo 1 picturvs (soo |>p. HITIllluslvatini; a slow Hocpionoo arc
placed before S. K then says, "Here are some plot es whieh tell a story,
just like (he newspaper comics. Can you tell me the story? Start at the be-
ginning (pointing).' If it is clear that S is experiencing difficulty K asks,
"Why did tin boy climb the tree?"

Once S has told a story K continues. "That's good] Now I'm going to
take three pictures a\vn> . Let's protod 'X' (the subject's best friend) Is
going to come into the room and sit here right where you are. I show X
these pictures (pointing to the I-card sequence) and ask him to tell me a
story. What story do you think X will tell?" II S is unable to continue
K encourages him and eventually says, "Look at the pictures and tell me
the story X would tell."

On completion of the story K asks, "Why would X think the boy climbed

the tree?"; "What would X think the dog Is doing in the last picture?"

Responses were assigned to one of three cat gories:
Category O, when asked to predict X's story S either retells the 7-picture
story or continues to see the fear-of-dog motive as the centra: story theme.
Category 1; a 'correct* I-card slor\ is narrated but on questioning, the fear-
of dog motive readily emerges.
Category 2; again a 'correct' 1-picture story Is told but on subsequent
Inquiry the dog is not suggested as a motive for climbing the tree - it is

held to be Irrelevant to the main story theme.
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APPENDIX F

MORAL JUDGEMENT STORIES

Peer versus Authority

A. Harry came to school and told Dick a secret. He said, "I have brought
a rabbit to school and I have hidden it in the cupboard”. Dick promised not
to tell anyone. The rabbit got out of the cupboard and the teacher was very
cross because no one was allowed to bring rabbits to school. She asked Dick
who rabbit it was. Dick didn't know what to do. Should he tell the teacher
and break his promise to Harry? Or should he not te'l the teacher so Harry
would not get into trouble?
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APPENDIX F

MORAL JUDGEMENT STORIES

Peer versus Authority

A. Harry came to school and told Dick a secret. He said, "I have brought
a rabbit to school and I have hidden it in the cupboard". Dick promised not
to tell anyone. The rabbit got out of the cupboard and the teacher was very
cross because no one was allowed to bring rabbits to school. She asked Dick
who rabbit it was. Dick didn't know what to do. Should he toll the teacher
and break his promise to Harry? Or should he not tell the teacher so Harry
would not get into trouble?
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B. Tim and Jason were friends and were chosen to play soccer for their
school. Tim was too poor to buy soccer boots and so he couldn't play for the
school. One day Jason was playing in the park. He say a pair of soccer
boots on the bench. They looked like they would fit Tim. Jason didn't know
what to do. Should lie take those boots and give them to Tim even though
they weren't his? Or should he just leave them there?



Authority versus Ideological

A. A lady was in great pain from a special kind of sickness Her husband
was poor and didn't have enough money to buy her special medicines that would
make the pain stop. He went to the medicine shop (chemist) and asked the
owner, "Will you sell me the medicine for the money I have or let me pay
later?" The owner refused (said no) and the husband didn't know what to do?
Should he break into the shop and take the medicine? Or should he not and let
his wife suffer (be in pain)?
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B. One day, Mr Tony was working all alone in another man's shop. A boy
came in to buy a loaf of bread but he didn't have enough money. Mr Tony
knew the boy's family was poor and that they didn't have enough money for
food. But Mr Tony couldn't buy the bread for the boy because he only get's
paid enough money to buy his own food. Mr Tony didn't know what to do.
Should he let the boy go hungry? Or should he give the boy bread that did not
belong to him?
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Ideological versus Peer

A. Mother gave David his pocket money. David had just enough money to
pay for two bioscope tickets so lie promised to take his friend to bioscope.

On the way a scout stopped the two boys. He asked David for money to buy
clothes and food for poor people. David thought he should give his money.
David didn't know what to do. Should he take his friend to bioscope or should
he help the poor people and break his promise to his friend?

FNTMVCE
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B. Tom was a good soccer player. He was on his way to play for his team
when he met his friend. His friend was going to help some crippled children at
a party and wanted Tom to come because there weren't enough people to help.
He had also promised to play soccer for the team and he knew that his friends
were waiting for him. But Tom thought he should help the crippled children.
Tom didn't know what to do .

I
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AIM’KNPIN (j

SCORING SYSTKM TI’Olt Till": MORAL .IVDCLMKNT STORI1HS

ItusponsoH wi’vv assijiiu'd hi cnlogorii'.s act’oriliii}; tliv following

criteria;

Ix-'vvl 1: Authority
A rule Is made hi he obeyed and is therefore right because it is a rule.

Conformity to rules is due to fear or avoidance of punishment. One cannot lie

to an adult, e.g., "lie’ll gotojail(story 3)

Level 2: Authority-bound but awareness of reciprocity

Despite an awareness of reciprocal relationships, there is a tendency
towards resolving conflicts in terms of adherence to authority or benefit
towards the self. Rules can thus be broken for personal needs. e.g.,

"She won’t be able to cook for him". (story 3)

Level 3: Reciprocity

Reciprocity involves mutual give and take, together with a respect for
other’s rights. Respect for a peer’s rights outweighs the force of rules.
Rules or conformity to them is only valid insofar as it is based on
cooperation between peers, eg., "Cos it’s not fair for his wife to be

in pain" (story 3)

Level 1. Societal order

Conformity to rules or law is based on the need for societal order not
just to obey per sc. The rational bases of law are recognised and they are

seen as necessary for the protection of individual rights and the proper




funvtlonlng of soetoly, o.jv., "Ollu'rwi.st” ovrryonr would just hivnk in;

nobody would Iv' iihlr (o look ullor his boloi)|;in|',s " (story li).

Lovol 5: Ideological

I’'riiU’iph's based on universal human values form the basis of reasoning
at this level. The principles are valued above one's own self interests and

arc carried out despite the derogatory offonts they might have on the

individual. e.g., "The woman's life is more important than law" (story 3)

If there was any doubt as to the level of judgement reflected in the S's

global response he was scored on his first spontaneously emitted statement.
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